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Foreword 

KPMG is pleased to support the American Association for Higher Education 
and the American Accounting Association's Teaching and Curriculum 
Section by providing funding to help distribute Learning by Doing. To quote 
the Teaching and Curriculum Section: 

In our efforts to engage students in their learning of accounting, many of 
us have become interested in new learning strategies that have the power 
to help students become active, lifelong learners and better appreciate the 
broad, social significance of their work as accounting professionals. This 
volume on service-learning in accounting illustrates a specific active-learn­
ing strategy that many have found to be a useful, even powerful, teaching 
tool. 

Another publication that relates to a broader definition of learning is the 
Accounting Education Change Commission monograph Intentional Learning: 
A Process for Learning to Learn in the Accounting Curriculum, by Marlene C. 
Francis, Timothy C. Mulder, and Joan S. Stark (American Accounting 
Association, 1995). 

KPMG is a national supporter of Students in Free Enterprise (SIFE) , and 
one of the papers in Learning by Doing captures the way SIFE students have 
engaged in service-learning. We are also pleased to sponsor Beta Alpha Psi, 
The National Accounting Fraternity, and the Golden Key National Honor 
Society. All three of these organizations have programs for student members 
that offer significant opportunity for service-learning, much of which is 
directed toward student involvement in the broader community. 

KPMG supports these types of activities, which cause students to work 
together in teams and bring their talents to bear on curricular and extracur­
ricular projects. 

- KPMG Peat Marwick Foundation 
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About This Series 
by Edward Zlotkowski 

The following volume, Learning by Doing, represents the fifth in a series of 
monographs on service-learning and the academic disciplines. Ever since 
the early 1990s, educators interested in reconnecting higher education not 
only with neighboring communities but also with the American tradition of 
education for service have recognized the critical importance of winning 
faculty support for this work. Faculty, however, tend to define themselves 
and their responsibilities largely in terms of the academic disciplineslinter­
disciplinary areas in which they have been trained. Hence, the logic of the 
present series. 

The idea for this series first surfaced approximately four years ago at a 
meeting convened by Campus Compact to explore the feasibility of devel­
oping a national network of service-learning educators. At that meeting, it 
quickly became clear that some of those assembled saw the primary value 
of such a network in its ability to provide concrete resources to faculty work­
ing in or wishing to explore service-learning. Out of that meeting there 
developed, under the auspices of Campus Compact, a new national group of 
educators called the Invisible College, and it was within the Invisible College 
that the monograph project was first conceived. Indeed, a review of both the 
editors and contributors responsible for many of the volumes in this series 
would reveal significant representation by faculty associated with the 
Invisible College. 

If Campus Compact helped supply the initial financial backing and 
impulse for the Invisible College and for this series, it was the American 
Association for Higher Education (AAHE) that made completion of the proj­
ect feasible. Thanks to its reputation for innovative work, AAHE was not only 
able to obtain the funding needed to support the project up through actual 
publication, it was also able to assist in attracting many of the teacher-schol­
ars who participated as writers and editors. 

Three individuals in particular deserve to be singled out for their contri­
butions. Sandra Enos, former Campus Compact project director for 
Integrating Service and Academic Study, was shepherd to the Invisible 
College project. John Wallace, professor of philosophy at the University of 
Minnesota, was the driving force behind the creation of the Invisible College. 
Without his vision and faith in the possibility of such an undertaking, 
assembling the human resources needed for this series would have been 
very difficult. Third, AAHE's endorsement - and all that followed in its wake 
- was due largely to AAHE vice president Lou Albert. Lou's enthusiasm for 
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the monograph project and his determination to see it adequately support­
ed have been critical to its success. It is to Sandra, John, and Lou that the 
monograph series as a whole must be dedicated. 

Another individual to whom the series owes a special note of thanks is 
Teresa Antonucci, who, as AAHE project assistant, has helped facilitate 
much of the communication that has allowed the project to move forward. 

The Rationale Behind the Series 

A few words should be said at this point about the makeup of both the gen­
eral series and the individual volumes. At first glance, accounting may seem 
like an unusual choice of disciplines with which to link service-learning. 
However, "natural fit" has not played a determinant role in helping decide 
which disciplines/interdisciplinary areas the series should include. Far more 
important have been considerations related to the overall range of disci­
plines represented. Since experience has shown that there is probably no 
disciplinary area where service-learning cannot be fruitfully employed to 
strengthen students' abilities to become active learners as well as responsi­
ble citizens, a primary goal in putting the series together has been to demon­
strate this fact. Thus, some rather natural choices for inclusion - disciplines 
such as anthropology, geography, and religious studies - have been passed 
over in favor of other, sometimes less obvious selections. Accounting repre­
sents the first volume that emphatically demonstrates service-Iearning's 
broad educational relevance. 

If a concern for variety has helped shape the series as a whole, a con­
cern for legitimacy has been central to the design of the individual volumes. 
To this end, each volume has been both written by and aimed primarily at 
academics working in a particular disciplinarylinterdisciplinary area. Many 
individual volumes have, in fact, been produced with the encouragement 
and active support of relevant discipline-specific national societies. About 
this Accounting volume, the Teaching and Curriculum Section of the 
American Accounting Association says: "In our efforts to engage students in 
their learning of accounting, many of us have become interested in new 
learning strategies that have the power to help students become active, life­
long learners and better appreciate the broad, social significance of their 
work as accounting professionals. This volume on service-learning in 
accounting illustrates a specific active-learning strategy that many have 
found to be a useful, even powerful, teaching tooL" 

Furthermore, each volume has been designed to include its own appro­
priate theoretical, pedagogical, and bibliographical material. Especially with 
regard to theoretical and bibliographical material, this design has resulted in 
considerable variation both in emphasis and in level of discourse. Thus, for 
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example, a volume such as Accounting necessarily contains more introduc­
tory and less bibliographical material than does Composition - simply 
because there has been less written on and there is less familiarity with ser­
vice-learning in accounting. However, no volume is meant to provide a 
detailed introduction to service-learning as a generic concept. For material of 
this nature, the reader is referred to such texts as Kendall's Combining Service 
and Learning: A Resource Book for Community and Public Service (NSlEE, 1990) and 
Jacoby's Service-Learning in Higher Education Uossey-Bass, 1996). 

I would like to conclude with a note of special thanks to DV Rama, edi­
tor of this Accounting volume. Dr. Rama's enthusiasm for this project -long 
before it developed momentum within the accounting community - is a 
testimony to her foresight and her commitment to the kind of reforms envi­
sioned by the Accounting Education Change Commission. Her colleagues, in 
service-learning as well as in accounting, owe her a gesture of genuine 
thanks. 

April 1998 
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Introduction 
by D.V. Rama 

Recent efforts toward curriculum reform in accounting have led to calls for 
the increased use of active-learning strategies, including those based on 
direct experience. Service-learning, a specialized form of experiential learn­
ing that links community service projects with the accounting curriculum, 
constitutes one such strategy. Service projects involving accounting assis­
tance to low-income/disadvantaged individuals, nonprofits, and small busi­
nesses provide increased opportunities for incorporating direct experience 
into the accounting curriculum. In addition, solving real problems for indi­
viduals/organizations can provide a richer learning experience than even 
some traditional projects in the private sector. 

One key goal recently emphasized by accounting educators is lifelong 
learning. Lifelong learners are independent, confident, reflective, motivated, 
flexible, interpersonally competent, and confident. The Accounting 
Education Change Commission (AECC)l has advocated the use of "reflective 
practice" for developing these qualities. Service-learning explicitly seeks to 
incorporate such reflective practice into the accounting curriculum. 

The present volume has two main objectives: (1) to develop a theoreti­
cal framework for service-learning in accounting consistent with the goals 
identified by accounting educators and the recent efforts toward curriculum 
reform, and (2) to describe specific implementations across the accounting 
curriculum. Hence, the book is organized into two separate though clearly 
related sections. 

Part l's first essay provides an introduction to the idea of service-learn­
ing, the differences between service-learning and community service, and a 
broad overview of how service-learning can be integrated into accounting. In 
the second essay, Bremser focuses on the service component of service­
learning and describes a variety of community projects that would be appro­
priate for service-learning programs in accounting. Weis, in the third chap­
ter, focuses on the other component of service-learning - reflection. 
Reflection, a key component of all experiential learning, is especially impor­
tant in service-learning, and involves a critical examination of the service 
experience in light of particular learning objectives. Finally, Oddo highlights 
some key issues from a department chair's perspective. These include the 
need to promote faculty ownership of service-learning as well as student 
acceptance of this approach. 

Part 2 describes specific implementations. These essays present differ­
ent ways in which service-learning can be implemented in accounting and 
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are intended to function as a resource for other accounting faculty in imple­
menting service-learning projects in their courses. DeBerg's essay on service 
projects in introductory accounting demonstrates the feasibility of imple­
menting service-learning projects early in the accounting curriculum. 
Pringle focuses on projects in an intermediate accounting course. Carr, 
Milani, and Oestreich et al. present three approaches to building a service­
learning initiative around the Volunteer Income Tax Assistance (VITA) pro­
gram. Michenzi and Lenk describe the integration of service-learning proj­
ects into an accounting information systems course, while Woolley outlines 
an initiative that involves a wide variety of technical skills. Ravenscroft dis­
cusses service-learning in the context of a capstone course focusing on 
ethics and social responsibility. Mech concludes the section on implementa­
tion approaches with the only example of an implementation not linked to 
a specific course. 

The book concludes with my own summary of issues that emerge from 
this entire collection of case studies. Locatelli's afterword places the book in 
the still broader context of service-learning and the needs of the contempo­
rary academy. A brief annotated bibliography rounds off the volume. 

Note 

1. The Accounting Education Change Commission no longer exists. Any correspon­
dence about AECC should go to: American Accounting Association, Attn: Craig E. 
Polhemus, Executive Director, 5717 Bessie Drive, Sarasota, FL 34233. 
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Service-Learning: An Active-Learning Approach 
for Accounting Education 
by D.V. Rama 

Recently, accounting programs across the country have begun to be changed 
to better prepare students for the accounting profession. In contrast to the 
traditional approach to accounting education, which stressed calculating 
one right answer, the new focus emphasizes dealing with unstructured 
problems and dealing with messy or incomplete data (Williams 1993). The 
Accounting Education Change Commission (AECC) notes that students 
should be active participants in the learning process and not passive recipi­
ents of information. Such active learning calls for different instructional 
approaches from the traditional lecture format. For example, Williams sug­
gests the use of pedagogical strategies such as case studies and role plays to 
simulate the real world. 

Zlotkowski (1996) notes that while such in-class activities are valuable, 
they can only approximate the complexity of real-world situations. Direct 
practical experience is probably the best way for students to learn how to 
deal with complex situations. Morton and Troppe (1996) note that approach­
es based on direct experience motivate lasting learning. In contrast, tradi­
tional "information-assimilation" models are more efficient but do not facil­
itate retention. The AECC, in Issues Statement No.4 (1993), also underscores 
the importance of experiential learning as follows: "Students should seek 
opportunities to obtain firsthand knowledge of the business world and prac­
tice environment." 

This essay examines the use of service-learning as a way of incorporat­
ing direct experience and promoting active learning in the accounting cur­
riculum. Service-learning is a specialized form of experiential education that 
combines academic study and community service. Community service is 
described as providing services to improve the quality of life of the residents 
of a community, especially low-income individuals, or to solve specific prob­
lems facing a disadvantaged community. Kendall (1990) states: 

Service-learning programs emphasize the accomplishment of tasks [that] 
meet human needs in combination with conscious educational growth . ... 
They combine needed tasks in the community with intentional learning 
goals and with conscious reflection and critical analysis. (20) 
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Recently, service-learning has been incorporated in many undergradu­
ate programs. According to Campus Compact, about 91 percent of its more 
than 500 member institutions now offer service-learning courses (Zlotkow­
ski 1996). Since several detailed descriptions of the service-learning move­
ment are available (cf. Kendall 1990), this article does not focus on service­
learning in general. Rather, the purpose of this essay is to explore the poten­
tial for integrating service-learning into the accounting curriculum. The 
motivation for this discussion is that until recently much of the momentum 
behind service-learning has been provided by academics tied to the social 
sciences and liberal arts (Zlotkowski 1996). It may be difficult to directly 
adopt in accounting the models of service-learning emerging from these dis­
ciplines. Further, it may be difficult for accounting educators to adopt a ped­
agogical approach based on an activity (community service) not intrinsical­
ly linked to business education (Zlotkowski 1996). Hence, a key objective of 
this paper is to examine the extent to which the goals and pedagogical 
strategies of service-learning overlap with the overall goals of accounting 
education. This article as well as the other articles in this volume are a first 
step toward developing a vision of service-learning that is congruent with 
the goals of accounting educators as well as the recent efforts toward cur­
riculum reform in accounting. 

The rest of this essay is organized as follows. While a detailed discussion 
of the service-learning movement is beyond the essay's scope, it is important 
to understand that service-learning is not identical to community service. 
The next section discusses some key differences between service-learning 
and community service. Next, the potential for using service-learning to 
enhance opportunities for "direct experiences" in the accounting curriculum 
is discussed. This is followed by a discussion of how the goals commonly 
articulated for service-learning are congruent with many of the goals of 
accounting education and the current efforts toward curriculum reform in 
accounting. The final section presents a summary. 

Service-Learning and Community Service 

Before we can discuss the potential for integrating service-learning into the 
accounting curriculum, it is important to distinguish between the terms 
"community service" and "service-learning." Elsewhere in this volume, 
William Weis observes that while his accounting students participated 
extensively in community service through organizations such as Beta Alpha 
Psi, he moved toward service-learning as a vehicle to connect such service 
more directly with the curriculum. Kendall (1990) considers this integration 
to be critical, since the curriculum is the primary expression of the institu­
tion's view of what needs to be learned. Markus (cited in Morton and Troppe 
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1996: 22) asserts that "the kinds of service activities in which students par­
ticipate should be selected so that they will illustrate, affirm, extend, and 
challenge material presented in readings and lectures." 

The above discussion suggests that not all community service activities 
will be good service-learning projects for a particular discipline; rather, the 
service-learning paradigm implies that faculty and students must seek out 
the types of community projects that are closely tied to their educational 
goals. While general service activities may result in the development of 
some skills required by accountants, service-learning will be a significant 
pedagogy for accounting education only if accounting educators are able to 
select and carefully structure the service work according to the curriculum. 
The essays in this volume provide prototypes that show how community 
service can be linked specifically to the accounting curriculum. 

Another defining characteristic that can be used to differentiate service­
learning from community service is reflection. Reflection is an important 
component of experiential learning - enhancing both technical, discipline­
specific goals and broader goals related to social awareness and civic 
responsibilities. Bringle and Hatcher (1995) define reflection as the "inten­
tional consideration of the service experience in light of particular learning 
objectives" (115). David Kolb (1984) has developed one of the most widely 
accepted models of experiential learning that identifies concrete experience 
and reflective observation as two key steps in action-based learning. Service­
learning is, of course, a subset of experiential learning. Hence, it is hardly 
surprising that the National Society for Experiential Education (1989) has 
formulated a set of "Principles of Good Practice in Student Community 
Service-Learning" that clearly describes the role of reflection in service­
learning projects: 

The service experience alone does not ensure that either good service or 
good learning will occur. Both are improved by frequent opportunities for 
conscious reflection on the experience and critical analysis of the issues 
involved. This interplay of action and reflection on experience is central to 
service-learning. Seminars, carefully planned journals, discussions among 
service-learners, conversations with those being served,faculty conferences 
with students, debriefing sessions, analysis papers, public presentations, 
and creative artistic expressions are examples of reflective practice [that] 
can help the experience become much more than a one-time service 
opportunity. 

Students who engage in structured, conscious reflection and who 
explore the broader social issues behind community problems are more 
likely to appreciate the complexity of social problems. Research shows they 
are more likely to have a sense of social responsibility, more likely to com­
mit to addressing these problems in their adult lives as workers and citi-
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zens, and more likely to demonstrate political efficacy. They will also have 
practiced the reflective skills needed to be self-directed, lifelong learners. 
This "reflective learning component" is most useful when it is intentional, 
continuous throughout the experience, and evaluated. 

This section ends with Bringle and Hatcher's (1995) definition of service­
learning, which can serve as a good starting point for developing models of 
service-learning appropriate for accounting education: 

We consider service-learning to be a course-based, credit-bearing educa­
tional experience in which students (a) participate in an organized service 
activity in such a way that meets identified community needs and (b) 
reflect on the service activity in such a way to gain further understanding 
of course content, a broader appreciation of the discipline, and an enhanced 
sense of civic responsibility. (112) 

Expanding Experiential Learning Opportunities 
for Accounting Students 

An important argument for integrating service-learning into accounting pro­
grams is that service-learning can be used to enhance the quantity and 
quality of experiential learning opportunities for accounting students. The 
AECC's Issues Statement NO.4 underscores the importance of experiential 
learning as follows: 

Students should seek opportunities to obtain firsthand knowledge of the 
business world and practice environment 
• Seek internships, cooperative work/study arrangements, and summer 

employment opportunities that are broadly relevant to your career 
choice. Students considering an accounting career should seek general 
business and organizational experience, not just accounting experi­
ence, because a key role of accounting is to support managerial decision 
making. 

• Seek campus opportunities to build communication and business 
skills - for example, serve as an officer of a campus organization. (433) 
[emphasis added] 

Certain words in the AECC's description have been emphasized to show 
that in arguing for experiential education, AECC is not limiting itself to a sin­
gle kind of accounting experience but is endorsing broader organizational 
experience that can help develop important skills required for the account­
ing profession. Service-learning projects can provide such broad organiza­
tional experiences to prepare students for that profession. 
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Thus, one practical argument for service-learning is that it can increase 
the number and kind of experiential learning opportunities available to stu­
dents. In an essay elsewhere in this volume, Janice Carr notes that tradi­
tional internships are usually available only to top students. Further, not all 
internships are paid, and some internship programs may delay graduation. 
Service-learning programs can create opportunities for more students to 
participate in experiential learning activities, since a variety of community­
based projects can be integrated into the accounting curriculum to reinforce 
technical accounting skills and to develop general business skills as well as 
a deeper sense of social responsibility. 

Service projects through student organizations (e.g., through a student 
chapter of the Accountants for the Public Interest [see Wayne Bremser's 
essay] and Project Empowerment [see Timothy Mech's] provide yet another 
way for increasing learning opportunities based on direct experience for 
accounting students. This approach is consistent with AECC's suggestion 
that students "seek campus opportunities to build communication and busi­
ness skills - for example, serve as an officer of a campus organization." This 
alternative is particularly attractive, because the increasing complexity of 
accounting knowledge limits the time available to integrate direct experi­
ence into accounting courses. In adopting this approach to service-learning, 
instructors should consider the differences between community service and 
service-learning discussed in the previous section. To be called service­
learning, these projects should be selected and designed in such a way that 
they (1) meet a community need, (2) enhance understanding of material 
learned in accounting courses, (3) help in developing a broader appreciation 
of the accounting profession, (4) help in promoting a sense of civic responsi­
bility, and (5) develop communication, teamwork, and interpersonal skills. 
Faculty advisers have an important role to play in realizing the educational 
potential of these community projects and making them into service-learn­
ing projects. One limitation of this approach, compared with course-linked 
projects, is that it may be difficult to implement structured reflection, given 
the fact that the sponsored projects are outside the curriculum and its 
structures. 

Enhancing the Quality of Experiential Learning 
Service-learning can also be used to improve the quality of "experiences" 

for accounting students. For example, service-learning projects in account­
ing often involve doing work for nonprofit organizations. Working with non­
profits can offer significant development opportunities for business profes­
sionals. In a recent Wall Street Journal article, Isenberg (1993) notes that "the 
beauty of nonprofit volunteer work is that it gives operating experience rel­
evant to corporate management but gives it much faster." He suggests that 
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the business and the nonprofit communities can forge a strategic alliance 
that is beneficial to both as follows: 

Nonprofits today need people with real insights into budgeting and cash 
flows, people who understand how to utilize information systems and cre­
ate human resource programs. 

On the other side of the alliance, corporations have promising young 
managers who don't get a chance to practice those skills because they are 
not yet high enough on the management hierarchy. Nonprofit organizations 
provide corporate volunteers a chance to put their skills to work 
immediately. (1) 

Similarly, a strategic alliance between business schools and the non­
profit community can be beneficial to both. Service-learning offers some 
unique benefits over strategies such as case studies and even some tradi­
tional business internships. For example, the AIS (accounting information 
systems) Course I taught had traditionally required students to document 
and analyze accounting systems in a real business. Most of these studies 
were not conducted to meet specific needs of the organization. In contrast, 
the service projects I incorporated in later semesters were driven by specif­
ic needs of requestingnonprofits. The issues involved in addressing the real 
needs of multiple users of AIS provided some unique opportunities for learn­
ing that I had not found in my traditional course project. Thus, one student 
who worked on a billing project for an AIDS program remarked that if she 
had to do the project again she would interview counselors in addition to the 
project director. During the course of the project, she had come to realize 
that while the project director supported the project on improving billing 
procedures/documents, the counselors might not support the recommenda­
tions if the latter involved more record keeping on their part. In this way, she 
came to realize that involving affected users early in systems development 
was essential to project success. While such issues should always be empha­
sized in an AIS course, direct experience can help students understand these 
issues much better than class discussions alone. 

Other types of service-learning projects, such as the ones based on the 
Volunteer Income Tax Assistance (VITA) program, which involve working 
with individuals in the community rather than with nonprofit organizations, 
offer similar advantages [for more, see the essays by Janice Carr and Ken 
Milani]. Thus, accounting educators should consider integrating service­
learning into the curriculum as a means of increasing the quality of oppor­
tunities for learning based on direct experience. 
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Service-Learning and Accounting Education: Shared Goals 

This section provides justification for integrating service-learning in 
accounting by examining the common goals of service-learning and 
accounting education. First, the key objectives of accounting education are 
briefly discussed. Service-learning is then shown to be an appropriate peda­
gogical approach for accounting education, since it is geared toward the 
accomplishment of similar goals. 

Goals of Accounting Education 
Recently, accounting educators and professionals have identified sever­

al goals for accounting programs. For example, in a recent study conducted 
by the Institute of Management Accountants (IMA 1996), 800 management 
accountant respondents were asked to rate (on a scale of 1 to 5) the impor­
tance of knowledge, skills, and abilities (KSAs) to the competent perfor­
mance of their work as corporate accountants. This study was conducted by 
IMA to help accounting educators design or revise curricula to better pre­
pare students for careers in management accounting by giving them skills 
that meet the needs of corporate America. Respondents gave highest ratings 
to work ethic (mean 4.67), analytical/problem-solving skills (4.66), interper­
sonal skills (4.64), and listening skills (4.58). KSAs such as writing skills (4.32), 
familiarity with business processes (4.32), leadership skills (4.30), and speak­
ing/presentation skills (4.11) also received mean ratings greater than 4. 
Similarly, a recent study by Brigham Young University (Francis, Mulder, and 
Stark 1995: 2) lists 27 competencies organized into the following categories: 
(1) communication skills, (2) information development and distribution 
skills, (3) decision-making skills, (4) knowledge of accounting, auditing, and 
tax, (5) professionalism, and (6) leadership development. It is important to 
note that only four of these 27 competencies are related to a direct knowl­
edge of accounting. The monograph also points out that while many of these 
competencies can be gained in general education, they may not be devel­
oped adequately in our graduates unless they are also included in the 
accounting curriculum. 

Udpa (1996) makes a similar argument for moving from a narrow tech­
nical focus in accounting education to a broad-based approach that devel­
ops the types of competencies identified above. He uses the term "liberal" 
accounting education to describe such an educational approach. He asserts 
that the main objectives of liberal education are "the cultivation of intellec­
tual skills, development of students' ability to communicate their thoughts 
effectively, both orally and in writing, and a deep understanding of the eth­
ical and social problems that exist in the society in which they function" (3). 
Udpa further argues that since accounting is a professional service activity, 
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our graduates must be prepared to deal with moral and ethical conflicts, 
uncertainties and ambiguities in their environment, and interaction with 
diverse cultural and ethnic communities. Thus, accounting educators must 
be committed to liberal learning to ensure the effective development of 
accounting professionals. 

The recent discussion of the goals of accounting education has been 
accompanied by a corresponding discussion of the pedagogical approaches 
that will support these goals. The liberalization of the accounting curricu­
lum as suggested above calls for a range of pedagogical strategies rather 
than traditional lectures. So AECC's Position Statement No.1 states: 

Students must be active participants in the learning process, not passive 
recipients of information. They should identify and solve unstructured 
problems that require the use of multiple information sources. Learning by 
doing should be emphasized. Working in groups should be encouraged. 

Service-learning has significant potential for accounting education 
since it has all the attributes suggested in the above description. Next we 
examine the common goals of service-learning and accounting education to 
provide further support for the use of service-learning in accounting. 

Lifelong Learning 
Given the complexity of the accounting profession and the practice 

environment, accounting educators and professionals are increasingly 
emphasizing lifelong, independent learning as an important goal of 
accounting education. A recent American Accounting Association mono­
graph on intentional learning (Francis, Mulder, and Stark 1995) identifies 
learning qualities desired of future accountants as their being (1) indepen­
dent, (2) confident, (3) reflective/self-aware, (4) curious/motivated, (5) flexi­
ble, and (6) interdependent/interpersonally competent. It further states that 
the qualities required to be independent learners are not automatically 
acquired and that students must practice the process of independent learn­
ing throughout the accounting curriculum. Accordingly, instructors must 
adopt active-learning approaches that can develop such independent learn­
ing capabilities rather than following the traditional instructional approach­
es that view students as "empty vessels" to be filled with academic 
content. 

A key question for accounting educators then is, What types oflearning 
approaches can help students become independent learners? According to 
the AAA monograph, one key element in the learning process involves the 
use of "reflective practice" as advocated by Schon. Schon (cited in Francis, 
Mulder, and Stark 1995) has suggested that effective professional practice 
requires good judgment and the ability to make wise decisions in a variety 
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of complex situations. He has further proposed the "reflective practicum" as 
an effective way to develop such judgment and decision-making skills. The 
monograph underscores the importance of reflective practice as follows: 
"Professional training, then, must include opportunities to apply and adapt 
knowledge and to reflect on practice as one engages in the process" (10). 

Experiential learning approaches, including service-learning, provide 
precisely such opportunities for reflective practice that can enable students 
to develop the types of independent learning capabilities identified above. 
Whether students work on tax problems for low-income individuals or help 
nonprofits in setting up accounting systems, they have to seek information 
and solve problems independently. Students also have to be flexible in deal­
ing with clients and their problems - a situation quite different from the 
structured learning situations typically encountered in classrooms. As many 
of Janice Carr's students remarked, such opportunities for applying their 
knowledge in real-life situations help them in developing confidence in their 
abilities. Further, the need to interact with clients, supervisors, team mem­
bers, reviewers, etc. can develop interpersonal competencies. Thus, service­
learning encourages self-management oflearning in a variety of ways and is 
an appropriate strategy for developing independent learning capabilities. 

Reinforcement of Technical Knowledge 
As noted in the section on community service and service-learning, the 

service-learning approach seeks to illustrate, affirm, extend, and challenge 
material discussed in a discipline. Thus, accounting educators should seek 
service projects that can reinforce technical knowledge. Also, the application 
of technical knowledge to unstructured real-world problems can improve 
students' understanding of the material as well as their retention. The 
implementation section of this volume (Part 2) provides examples of how 
service activities can be structured to reinforce technical material covered in 
courses, such as accounting information systems or taxation. 

In addition to technical accounting knowledge, service projects can also 
be used to reinforce technical skills related to the use of information tech­
nology. For example, students often have to use spreadsheet or database 
packages in implementing systems for nonprofit organizations. In their 
essay in Part 2, Oestreich, Venable, and Doran describe the use of collabora­
tive technology classrooms, Internet newsgroups, electronic mail, electronic 
conferencing, and electronic filing technologies in their service-learning 
implementation. 

Communication and Interpersonal Skills 
Service-learning projects offer numerous opportunities to interact with 

people of diverse socioeconomic, ethnic, and educational backgrounds, thus 
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helping students develop interpersonal, teamwork, and communication 
skills. In her program, Carr structures VITA projects in a way that requires 
extensive interaction with the community, other students, and accountants. 
The requirement that students have to market the program to the commu­
nity is another interesting strategy by means of which communication skills 
are developed in her course. Similarly, Curtis DeBerg's project (described in 
Part 2) involves extensive interaction with teachers and students in high 
schools. Accounting systems projects usually require students to interview 
vanous users. 

Reflective assignments can provide still other opportunities for develop­
ing communication skills. In his essay, William Weis describes the use of 
debriefing sessions for discussing the service experience. Alternatively, stu­
dents can be required to make a presentation to the class or to write jour­
nals and prepare detailed reports. Students working on a systems design 
project can write a report to the project director discussing the problems in 
the existing system and their recommended solutions. Such assignments 
can help in preparing students for the kinds of writing that will be required 
of them as professionals. 

Ethical and Moral Development 
Another common goal for service-learning relates to ethical and moral 

development. Ethical development is increasingly recognized as one of the 
goals of business and accounting education. Susan Ravenscroft's essay dis­
cusses the limitations of traditional instructional approaches to ethics edu­
cation and identifies service-learning as an important alternative. She gives 
examples of how service-learning has been used to enhance ethics instruc­
tion in a variety of disciplines. 

One such example is the use of service-learning in a college ethics 
course (Boss 1994). Boss examined the effect of service-learning projects on 
moral development. Both a control group and the experimental group 
engaged in discussions of moral issues in the course. However, only the 
experimental group had to complete 20 hours of community service and 
reflect on the moral issues encountered during their work. The results of this 
study support the hypothesis that students who engage in community ser­
vice will make greater gains in moral reasoning than students who engage 
in academic discussion of similar issues without the practical experience. 
Thus, service-learning could be an effective strategy for ethics instruction in 
accounting. 

Social Responsibility and Community Involvement 
A related goal emphasized by service-learning programs is social 

responsibility and community involvement. Giles and Eyler (1994) note that 
one of the most frequently expressed goals of service-learning is the devel-
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opment of social responsibility in adolescents. They further state that "stu­
dent volunteers in community settings have a more complex understanding 
of social problems and how communities are organized to meet needs and 
are less judgmental about their clients' need for service" (329). William F. 
Buckley (cited in Zlotkowski 1996), the noted conservative author, stresses 
the importance of nurturing an ongoing civic disposition and solidarity with 
one's fellow citizens. 

The accounting service projects described in this volume share such 
objectives. For example, one goal stated by Alfred Michenzi is that "this ser­
vice to others might blossom into future involvement in community service 
once the students graduate and launch their careers" [see p. 133J. Giles and 
Eyler (1994) note that service involvement is affected by efficacy (belief that 
one can make a difference by participating in such activities). Service pro­
jects in technical disciplines such as accounting can playa unique role in 
promoting a sense of efficacy. Students become aware that the technical 
skills of their chosen discipline enable them to provide a unique set of 
skillslknowledge that can be very valuable to the community. In his essay, 
Weis describes how "students spoke genuinely of their need and desire to 
serve, of their growing sense of personal confidence and personal efficacy in 
the act of providing real assistance to people who needed help, and of their 
awakening to the reality of coping with the demands of subsistence on 
incomes that many had thought were well below levels where this was pos­
sible" [see p. 40J. 

To support such goals, service projects should involve some discussion 
of social problems and the ways in which communities and human service 
agencies meet these needs. Michenzi organized a presentation by a social 
worker, who discussed the problems faced by human service agencies in 
meeting social needs with limited staff and funds - as well as the impor­
tance of volunteers. Similarly, students providing tax assistance to low­
income individuals [see Carr's and Milani's essays] became more aware of 
problems facing such individuals, as well as the culturalllinguistic barriers 
affecting them in an increasingly diverse society. 

While the articles in this volume have successfully integrated such 
notions of social responsibility and community involvement with essential­
ly technical accounting projects, some accounting educators may under­
standably argue that solving social problems and promoting community 
involvement cannot be the primary justification for service projects in the 
accounting curriculum. While notions of community involvement and civic 
responsibility are integral to service-learning, the primary justification for 
making service-learning part of accounting education is that service-learn­
ing does indeed help in developing skills identified by the accounting pro­
fession itself as of critical importance. 
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Service-Learning in Accounting: Action and Reflection 

The previous section discussed the shared goals of accounting education 
and service-learning. Next, the broad issues related to the design of action 
and reflection components for service-learning projects in accounting are 
discussed. Details of projects for specific areas/courses are available in the 
essays in the implementation section of this volume (Part 2). 

Designing the Action Component 
Wayne Bremser, a member of the board of directors of Accountants for 

the Public Interest (API), describes in his essay three categories of service 
engagements - working with individuals, nonprofits, and small businesses. 
The first type of project follows the typical model used in liberal arts disci­
plines where service activities involve face-to-face interaction with low­
income or disadvantaged individuals, such as a service project in a sociolo­
'5'l course that requires students to serve meals in a homeless shelter and 
record their observations and interactions. Some of the service projects 
described in this volume [see essays by DeBerg, Pringle, Carr, Milani, and 
Oestreich et al.J follow this approach. Carr and Milani have built their ser­
vice-learning programs around the VITA program. Lynn Pringle's students 
organized budgeting and money management workshops for individuals at 
homeless shelters and a program for unemployed teenage mothers. DeBerg's 
students teach accounting to at-risk students in middle schools. 

Although projects such as these can provide powerful learning experi­
ences, one must be carefullest an overly restrictive interpretation of com­
munity needs excludes projects of particular value to business disciplines. 
An alternative model of service-learning in accounting would focus on help­
ing nonprofits to provide services in an efficient and effective manner. Such 
projects mayor may not involve direct contact with disadvantaged popula­
tions. For instance, an accounting systems project for an AIDS counseling 
program may require interaction only with employees working for the pro­
gram rather than with the clients being counseled. Bremser describes sever­
al types of projects for accounting students in nonprofit settings and 
describes resources that can be used in such projects. 

The essay by James Woolley is valuable for several case studies describ­
ing such projects in a capstone course. Service-learning projects were imple­
mented as part of an effort to integrate various subjects, including financial, 
tax, managerial, systems, and auditing. Ethical and social issues associated 
with the accounting profession were included in the integration. Alfred 
Michenzi's students "participate in a meaningful academic activity by [help­
ingJ not-for-profit agencies ... in the solution of their business and account­
ing problems" [see p. 133J. In her essay, Margarita Lenk provides another 
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example of projects involving nonprofits in an accounting information sys­
tems course. Given the limited funds and staff available to many nonprofits, 
such service projects can certainly help the community. 

Yet another approach involves working with government agencies. 
Niagara University [see Alfonso Oddo in this volume] provides service-Ieam­
ing opportunities for students through the economic development project 
and the Niagara Falls budget project, which aim at developing strategies "to 
stimulate the economy, create jobs, and develop entrepreneurial opportuni­
ties for community residents" [see p. 56]. Finally, service projects can some­
times involve business settings. Susan Ravenscroft's students worked with 
clients assigned by the local community development board through its pro­
gram for helping low-income people to become entrepreneurs. In her essay, 
Ravenscroft offers three arguments to justify inclusion of this work in a ser­
vice-learning program: (1) The businesses were started by economically dis­
advantaged individuals to whom these businesses represented an alterna­
tive to continued govemment support; (2) these businesses could not survive 
without some help; and (3) small businesses are important to the local com­
munity, since they are likely to hire from the area and to contribute to pro­
grams in the local community. Furthermore, reflection on personal respon­
sibility and ethics is emphasized in her projects. 

To summarize, accounting service-learning projects can serve individu­
als, nonprofit organizations, government agencies, or small businesses. 
Bremser emphasizes the need for service-learning programs to establish cri­
teria for deciding which projects will be accepted. API's affiliates provide ser­
vices to those who cannot pay, and deciding whether an organization can or 
cannot pay involves some judgment. Gathering client information as sug­
gested by Bremser can help in selecting appropriate service-learning projects. 

Reflection 
As noted previously, critical reflection is essential to enhance learning 

from service projects1 Students' participation in community projects such 
as the VITA program must be accompanied by appropriate reflective exer­
cises before they can be considered service-learning. 

Indeed, the reflection component should consist of both technical and 
social components. The technical component could be implemented in the 
form of reports, essays, and presentations. For example, students designing 
an accounting system for a nonprofit organization could be required to pre­
sent their design to users in the form of a report. They could also be asked 
to present their report to the class. Adding a social component to the reflec­
tive process tums the service activity into a multidimensional learning 
experience. Ravenscroft emphasizes personal responsibility and ethics in 
reflection. Lynn Pringle's students reflect on the complexities of the welfare 
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system while teaching budgeting and money management skills at home­
less shelters and a program for unemployed teenage mothers. Students at 
Niagara University [see Oddo] develop a better understanding of the prob­
lems facing the elderly while participating in the tax assistance program. 

Summary 

Recent efforts toward curriculum reform in accounting have led to calls for 
the increased use of pedagogical strategies based on direct experience. This 
paper has discussed how service-learning projects that link community ser­
vice projects with the accounting curriculum constitute one such strategy. 
Service projects involving accounting assistance to low-income/disadvan­
taged individuals, nonprofits, or small businesses provide increased oppor­
tunities for incorporating direct experience into the accounting curriculum. 
In addition, solving real problems for individuals/organizations can provide 
a richer learning experience than even some traditional business projects. 

An examination of the common goals of service-learning and account­
ing education provides further support for incorporating service-learning in 
accounting programs. The essays in this volume have identified several 
goals for service-learning in accounting, including reinforcing technical 
knowledge, developing communication and interpersonal skills, and fur­
thering ethical and moral development, as well as the importance of a sense 
of community involvement and social responsibility. Finally, a key goal 
emphasized recently by accounting educators is lifelong learning. Lifelong 
learners are independent, confident, reflective, motivated, flexible, interper­
sonally competent, and confident. AECC advocates the use of "reflective 
practice" for developing these qualities. The notion of reflective practice is 
also at the heart of service-learning, making it a potentially significant strat­
egy for accounting education. 

Note 

1. A study by Boss (1994) provides empirical support for the importance of reflection 
in achieving the goals of service-learning. Boss examined the effect of service-learn­
ing projects in a college ethics course on moral development. Moral development was 
measured by the Defining Issues Test (DIT). The results of the study supported the 
hypothesis that students who engage in community service will make greater gains in 
moral reasoning than those students who engage in academic discussion of similar 
issues without the practical experience. Further, she found that prior community ser­
vice experience had no significant effect on students' pretest DIT scores, suggesting 
that both the service and structured reflection on these activities are important in 
enhancing moral reasoning. Thus, research provides important support for the idea 
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that reflection is an essential component for achieving the goals of service-learning­
both technical, discipline-specific goals and broader goals related to social awareness 
and civic responsibilities. 
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Service-Learning: 
The Accountants for the Public Interest Perspective 
by Wayne G. Bremser 

Domestic violence, substance abuse, crime, child abuse are serious social 
problems. Toxic waste, air and water pollution threaten our environment. 
There are no easy answers to solving these problems. We cannot rely on the 
government to do the job. Politicians concerned with budget deficits are cut­
ting back social programs. Volunteers willing to give to the community will 
be an integral part of America's efforts to combat social problems. 

Accounting professionals have an important role to play in the country's 
efforts to solve social problems. There are opportunities and needs for 
accounting professionals at all levels to make significant contributions of 
their time and talent. Professional accounting organizations, including the 
American Institute of Certified Public Accountants (AICPA), Institute of 
Management Accountants, and state CPA societies, have recognized their 
role in promoting community service. They encourage members to volun­
teer their services to help those less fortunate. A spirit of giving back to the 
community is growing. These opportunities extend to accounting students, 
who are preparing for entry-level positions. 

There is a need for pro bono accounting services to be provided to indi­
viduals, nonprofit organizations, and small businesses that cannot afford to 
pay for these services. Accountants for the Public Interest (API) has played 
an important role in mobilizing accounting professionals toward meeting 
this need. This article describes API's activities and programs. API and API 
affiliates across the country are important resources for professors involved 
in service-learning programs. 

Pro Bono 
In 1973, API was formed in San Francisco, California. Initially, API's activities 
focused on public issues work. Professional accountants in the San 
Francisco Bay area had volunteered their time to study important public 
concerns, such as funding of the airport. The founders recognized the need 
to expand pro bono accounting across the country. Local affiliates were 
formed in several major cities. Over the years, API and its affiliates have pro­
vided thousands of volunteer hours to individuals, nonprofit organizations, 
and small businesses. 
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Changing the Image 
API's mission is to enhance and increase the availability of pro bono 

accounting services to organizations and individuals who otherwise would 
not have access to needed professional assistance, and to improve the image 
of the accounting professional. By acting for the public good (pro bono publi­
CO), accountants can improve their image. 

API has three basic goals. The first goal is to design, identify, and support 
public service accounting organizational structures, which involve accoun­
tants in effective public service activities. This includes stimulating com­
mitment to public service through encouragement of community service 
activities within accounting firms, companies, and associations. API has sup­
ported individual public service accounting organizations and volunteer 
units within accounting associations. For example, API and its affiliates have 
worked with state CPA societies and student organizations. API and its affil­
iates have developed tools and client service packages for use by various 
organiza tions. 

API's second goal is to promote volunteer accounting services and link 
the commitment of accounting professionals and organizations with the 
needs of the community. This includes fostering the involvement of accoun­
tants with public boards, commissions, and advisory bodies. There is a 
tremendous need for volunteer accounting services. API and its affiliates 
facilitate the delivery of such services. There are many accountants who 
would be willing to provide volunteer services, but they have not been asked 
or directed toward the need. Conversely, there are many individuals and 
organizations in need of service, but they are unaware that there are public 
service accounting organizations to provide the needed services. 

The third basic goal is to acquire resources for pro bono services. 
Resources are needed at the national and local levels. At the national level, 
API has received resources from the AICPA and the Big Six accounting firms, 
which evidences the profession's commitment to pro bono accounting. 
Numerous foundations, CPA firms, corporations, and individuals have pro­
vided in-kind and financial contributions to support API. Similarly, these 
groups have supported API's affiliates at the local level. 

Affiliate Network 
API's local affiliates are very visible in their communities. Affiliates work 

with community service organizations to identify individuals and organiza­
tions in need of pro bono accounting assistance. They work with local 
accounting firms and professional organizations to identify volunteers. A 
listing of API affiliates is presented at the end of this chapter. 

The volunteer accounting services provided by affiliates range from a 
narrow focus to a wide spectrum. Some affiliates focus on only one type of 
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service, usually assistance in tax return preparation. Several affiliates pro­
vide a full range of volunteer accounting services to individuals, nonprofit 
organizations, and small businesses. Some affiliates have a broader mission, 
and accounting services are just one of many types of services provided to 
the community. 

Service Opportunities 

We can look at the types of engagements that API's affiliates perform to get 
insight into the opportunities for accounting students in a service-learning 
activity. When you talk about community service activities, most people 
think of nonprofit organizations. Nonprofits play an important role in mobi­
lizing volunteer efforts to meet the needs of the community. Many accoun­
tants and accounting students have volunteered for nonprofit organization 
activities. Their experience may involve hands-on services that directly ben­
efit program beneficiaries. These tasks might include cleaning up a neigh­
borhood, serving meals to the homeless, or fundraising. These nonprofits 
need volunteers for many different types of tasks. However, each of these 
organizations also needs accounting expertise. 

The level of accounting expertise needed depends upon the size and 
complexity of the organization. Small nonprofits often operate initially with 
just a checkbook and an envelope to keep copies of receipts. As the organi­
zation grows, needs change. Four basic types of accounting service opportu­
nities will accompany growth - accounting systems design, tax and regula­
tory compliance, preparing for an audit, and financial management. 

Accounting Systems Design 
Volunteer accountants can perform a valuable service to small non­

profits that need help in designing and implementing effective accounting 
systems. The typical small nonprofit that asks for help from an API affiliate 
is doing the best it can to get along with limited financial resources. It feels 
that it cannot spare the resources to pay for accounting expertise, and quite 
often it has waited too long to ask for help. Members of the board of direc­
tors may have attempted but failed to find someone with accounting train­
ing to help. The small nonprofit probably heard about the API affiliate 
through the network of nonprofits in the community. The API affiliate per­
forms the critical roles of reaching out to the community with an offer of 
help and identifying willing accounting volunteers. 

A direct-assistance engagement to help a small nonprofit with an 
accounting system usually lasts from three to six months. The volunteer 
accountants must gather information about the organization to get an 
understanding of its mission and its finances. This involves a review of the 
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current bookkeeping system and supporting documentation, if any. The 
design of the new system often involves setting up a cash receipts and dis­
bursement journal and instructing the person who will maintain the books, 
who often is a volunteer. The system will also involve documentation, rec­
onciling bank accounts, and sometimes an accounts payable ledger. If there 
are employees, a payroll system will be designed and instructions on it and 
payroll responsibilities provided. As the organization becomes more com­
plex, there is also a need for more extensive financial controls to ensure that 
resources are used for authorized purposes. There may also be a need to 
computerize the accounting system. 

Tax and Regulatory Compliance 
Internal Revenue Service regulations present a challenge to small non­

profits. The first hurdle is applying for tax-exempt status with the IRS. 
Volunteer accountants can help by assisting with the financial pages of Form 
1023. Most organizations exempt under Paragraph 501(C)(3) or Paragraph 
501(C)(4) must file a federal information return - Form 990 or 990-EZ when 
gross receipts exceed $25,000 per year. The nonprofit must have adequate 
books and records to support this filing. Volunteer accountants may either 
prepare a Form 990 or review one prepared by the organization. 

Nonprofit organizations must also be concerned with state regulatory 
requirements. Reporting requirements vary widely among states. Studies 
have shown that fundraising abuses are the primary concerns of most state 
regulatory commissions. Some states accept Form 990 as a report of the 
nonprofit's financial operations. The amount of contributions received by 
the nonprofit usually dictates the degree of reporting. After reaching a cer­
tain level, the state may require that financial statements be reviewed by a 
CPA. At some higher level, an audit will be required. 

Preparing for an Audit 
Unfortunately, many small nonprofits reach the threshold for a review 

or audit and get sticker shock. After realizing that they have a responsibility 
for such a review, they ask a CPA to bid on the engagement only to find out 
that the cost is much more than they can afford. A major reason for the high 
cost is that the organization's books and records are in poor shape. API affil­
iates do not perform audits or reviews of financial statements. However, vol­
unteers do help small nonprofits prepare their books and records so that a 
reasonable audit fee can be negotiated. The volunteer may instruct the orga­
nization's treasurer on how to prepare financial statements. 

Financial Management 
Small nonprofits also need help with financial management. Volunteers 
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can assist an organization in its planning by translating its statement of 
goals and objectives into an annual budget. A budget prepared in appropri­
ate detail will help the small nonprofit take a realistic view of its limited 
resources. This is an important step in setting priorities. Educating the non­
profit's management on essential budgeting techniques can help avoid cash 
management problems. The control aspects of a budgeting system can be 
built into the accounting system. Reports can be designed to show actual 
versus budgeted revenues and expenses on a monthly or quarterly basis, 
depending upon the organization's needs. 

Many nonprofits will ask the volunteer accountant who provides direct 
assistance in designing their accounting system to be on the board of direc­
tors. Finding an accountant to volunteer as a director is complex, because 
there is a long-term commitment involved and responsibilities extend be­
yond financial matters. Community Accountants, the API affiliate in Phila­
delphia, Pennsylvania, publishes Board Room News, which periodically lists 
nonprofits seeking accountants for their boards. Exhibit 1 (on the next page) 
lists selected board of directors opportunities from the December 1995 issue. 
The purpose of listing such organizations in an article on service-learning is 
to provide insight into the missions of small nonprofits and their related 
budgets. This shows that there is a wide range of opportunities to help. 

API Publications 

Several publications are available from API that would be excellent refer­
ences for accounting students and faculty in a service-learning program. 
API's affiliates discovered through experience that many accountants were 
willing to volunteer to help nonprofits, but they lacked current familiarity 
with nonprofit accounting. To fill this void, API has published several useful 
books on nonprofit accounting and related management issues. All are 
available from API at a modest cost. These publications are described below 
to provide insight on how they could be useful in a service-learning project 
in an accounting course. 

Accounting Guide 
The core publication on nonprofit accounting is entitled What a 

Difference Nonprojits Make: A Guide to Accounting Procedures. This publication is 
a "must have" reference for an accounting service-learning project involving 
a nonprofit organization. It provides an important introduction to the nature 
of the nonprofit sector. This includes a realistic perspective on what one can 
expect when one works with a nonprofit. The publication makes the point 
that nonprofit managers know a great deal about factors related to the orga­
nization's mission, but usually little about financial planning and account-
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Exhibit 1 

Board of Directors Opportunities 

Maternal and Child Health Consortium of Chester County 
Mission: Enhance the availability and accessibility of services to women, 

children and families. Programs include advocacy, education of low­
income women, prenatal education. Incorporation: 1994 

Budget: $200,000 

YWCA of Greater West Chester 
Mission: The empowerment of women and elimination of racism; programs 

include mentoring, Home share, and Mother's Center. Incorporation: 
1960 

Budget: $132,000 

Agape Campfire Program for Girls and Boys 
Mission: Provide clubs and camping to teach youth in the Greater 

Philadelphia five-county area self-reliance. Incorporation: 1975 
Budget: $230,000 

Big Sisters of Philadelphia 
Mission: Reach at-risk girls and their families through casework and one-to­

one volunteer mentoring to enable the girls and their families to achieve 
positive choices in life. Incorporation: 1961 

Budget: $1.8 million 

Southwest Germantown Performing Arts Center 
Mission: Provide music, drama, dance, and writing classes to low-income 

children in Lower Germantown. Incorporation: 1993 
Budget: $5,000 

Women's Alliance for Job Equity 
Mission: Improve economic and workplace conditions for women through 

direct service, public education, and peer support. Incorporation: 1979 
Budget: $118,000 

From the December 1995 Board Room News, a publication of Community 
Accountants, Philadelphia, PA. 
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ing matters. It also provides an orientation to the role of the nonprofit in our 
society. The various tax-exemption provisions that apply to nonprofits are 
explained, and the procedures for achieving nonprofit status are described. 

Sound advice on maintaining professional standards is presented in the 
accounting guide. The accountant's role as a volunteer in various tasks is 
identified. Since volunteers may work with members of the board of direc­
tors, or even become a member of the board, the guide provides an overview 
of the board's role in non profits. Emphasis is placed on fiscal responsibilities 
and financial matters that are commonly discussed at board meetings. 

The guide provides a clear and concise explanation of accounting meth­
ods and tax compliance for nonprofit organizations. This includes control 
features of an accounting system, timing and measurement of contribu­
tions, and preparing financial statements. Material on budgeting in non­
profit organizations contains helpful advice on estimating revenues and 
expenses. A sample Form 990 is provided in the guide with advice on some 
of the trickier issues. 

Audit Guide 
API's What a Difference Preparation Makes: A Guide to the Nonprofit Audit was 

written for the small nonprofit organization. The purpose of this guide is to 
provide practical advice to management and staff of nonprofits in preparing 
for an audit. Since it was written as a practical guide, technical language is 
avoided wherever possible. The basic idea behind this publication is to help 
nonprofits be better prepared for audits so they can keep down audit fees. If 
a nonprofit's books and records are not ready for an audit, the CPA will have 
to charge for accounting services to get them ready. Given this orientation, 
the audit guide is excellent for a service-learning course. A service-learning 
project designed to help a nonprofit implement an accounting system with 
appropriate internal and management controls will be very beneficial in 
providing insight into the practical issues of management control systems. 

The audit guide provides an overview of nonprofit accounting and audit­
ing issues, including a discussion of whether an audit is actually needed. The 
guide's basic position is that an audit should be a positive experience for a 
nonprofit and not a disruption of mission-seeking activities. Unexpected 
audit costs and disruptions may result if-

1. Management and staff do not have a basic understanding of account­
ing for nonprofits. 

2. Personnel are not adequately trained in accounting functions, or these 
functions are understaffed. 

3. The nonprofit has a deficient accounting system. 
4. The internal controls are poorly designed or not followed. 
5. Audit service procurement is poorly planned. 
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6. Nonprofits are unaware of cost-saving opportunities in preparing and 
participating in the audit process. 

To help nonprofits avoid these pitfalls, the audit guide provides infor­
mation on the operation of a basic accounting system, including the ques­
tion of whether a cash or accrual accounting system should be followed in 
keeping the books. The guide describes basic methods of internal control for 
nonprofits and provides examples of practical applications of internal 
controls. 

When service-learning projects include preparing the nonprofit for 
audit, students have to be prepared for questions about selecting and engag­
ing an auditor. The audit guide provides a step-by-step approach to engaging 
an auditor. It outlines the type of information that the auditor wants about 
a nonprofit organization, information that a student group could help 
assemble. It provides guidance on how to negotiate a fee and what to expect 
in an auditor's proposal and engagement letter. Cost-saving tips are provid­
ed on many important aspects of engaging an auditor and preparing for the 
auditor's visit. The guide's appendix contains a glossary, sample accoun­
tant's reports, sample requests for audit services, a sample engagement let­
ter, and sample retention times for nonprofit records. The audit guide was 
funded by the W.K. Kellogg Foundation. 

Guides to Nonprofit Management 
In 1995, API published What a Difference Understanding Makes: Guides to 

Nonprofit Management. This guide, a collection of five booklets on important 
topics affecting nonprofit management, was also funded by the W.K. Kellogg 
Foundation. 

In recent years, there has been a trend toward greater public account­
ability for nonprofits. As a result, non profits have more extensive disclosure 
obligations. "Making Public Disclosures" is a booklet designed to prepare 
nonprofits to fulfill their disclosure obligations. Students in a service-learn­
ing environment should understand the nonprofit's obligations. A basic con­
cept promoted by the guide is that voluntary disclosures present an oppor­
tunity for non profits to enhance their credibility. Stakeholders are likely to 
be impressed by a nonprofit's efforts to be very open about its operations. 
The booklet provides guidance to the nonprofit organization in fulfilling 
state and federal disclosure requirements. Finally, it provides insight into the 
related topics of interpreting financial information and conflicts of interest. 
These are issues that may be encountered by students in a service-learning 
project. 

In June 1993, the Financial Accounting Standards Board issued 
Statements 116 and 117, which mandated significant changes in nonprofit 
accounting. These statements require a fundamental change in accounting 

26 ACCOUNTING 



for contributions, both restricted and unrestricted. "Tracking Special Monies" 
provides guidance in implementing the new standards with regard to con­
tributions. It is very possible that students may encounter questions related 
to special monies in a nonprofit service-learning project. 

lWo other of the booklets are concerned with tax issues. The first, 
"Classifying 501(C) Organizations," covers how nonprofit entities are classi­
fied under the Internal Revenue Code. The second, "Filing Nonprofit Tax 
Forms," outlines various compliance requirements; it includes some prepa­
ration and planning tips. "Selecting Computer Software" is the fifth booklet; 
it helps assess various software options. The five booklets that make up the 
series can be purchased as a set or individually 

National Connections 
In 1996, API launched its site on the World Wide Web. Its address is 

httpj/www.accountingnet.com/asso/api/index.htmL The API website promises to 
be an up-to-date resource for nonprofit organizations and volunteer accoun­
tants. The API website greets one with "Make an offer that can't be refused." 
One can click on this and find out about becoming a volunteer with API. One 
is also greeted with "an offer you won't want to refuse." Clicking on this pro­
vides information to non profits on how a volunteer accountant can help. 
The website also allows one to email API with questions. 

The AICPA Public Service Committee funded API's National Directory of 
Volunteer Accounting Programs. The basic purpose of the directory is to list 
providers so that nonprofits needing assistance can identify volunteer pro­
grams. Accounting professionals can consult the directory to identify orga­
nizations that can channel their volunteer efforts toward deserving organi­
zations. The directory is updated periodically 

Such a national directory can be a valuable resource to a service-learn­
ing program. Faculty can consult it to identify programs in the region. 
Faculty members will find that the people involved in these programs will be 
glad to answer questions, providing a valuable resource base. After an 
accounting service-learning program has been established, it should be pub­
licized. An easy way to do this is to request that API list the program in the 
next edition of the directory. 

Accounting Students for the Public Interest 

API has always welcomed accounting educators and students to participate 
in the pro bono accounting cause. In 1974, I was one of five accounting edu­
cators on the board of directors of Community Accountants in Philadelphia. 
I worked with a student from the University of Pennsylvania to help a small 
minority business in West Philadelphia on a case in 1975. Over the years, API 
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affiliates have been receptive to working with accounting students. 
Generally, the experience seems to be that students can provide enthusiasm, 
energy, and skills to appropriate case assignments. However, they do need 
some structure provided by working with a professor or practitioner volun­
teer. 

After years of positive experiences with student volunteers, the API 
board of directors voted to establish student chapters in 1995. The concept 
was that these chapters, through their activities, would encourage commu­
nity service activities by accounting students on college and university cam­
puses. This would help to instill a sense of "giving back" to one's community 
as a lifelong commitment. The new program was designated Accounting 
Students for the Public Interest (ASPI). API's expectation is that ASPI chap­
ters will enable accounting students to learn firsthand about accounting 
needs in local communities. It provides a structure for students to work with 
a faculty adviser and local area CPA volunteers (where appropriate) to pro­
vide pro bono accounting services to economically disadvantaged individu­
als, small businesses, and nonprofit organizations. 

As of this writing, ASPI is in a formative stage. API is seeking foundation 
funding to promote the program, provide resources, and subsidize member 
dues. An ASPI chapter can exist as a separate group or incorporate as part of 
an existing accounting society or Beta Alpha Psi chapter. Each ASPI chapter 
must have a faculty adviser and be endorsed by the college or university. 
Students must have attained at least sophomore status and be in good aca­
demic standing. The school must be regionally accredited. 

API currently will supply advice and technical assistance to any stu­
dents or faculty member who wishes to establish an ASPI chapter. API 
stands ready to provide assistance to student chapters in the following ways: 

• technical assistance with chapter grant proposals and program ideas, 
including endorsements by API; 

• liaisons and contacts with API affiliates and other volunteer 
accountants; 

• two free copies of API publications and additional copies available at 
reduced prices; 

• awards for and recognition of outstanding student volunteers; 
• publicity through national media coverage on ASPI student activities; 
• copies of API newsletters. 

With regard to the last item, API newsletters provide coverage of the world 
of pro bono accounting. The newsletters provide exciting stories of how vol­
unteer accountants help deserving individuals and organizations. They also 
provide ideas on how student chapters might reach out to the community. 
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Working With Students in a Service-Learning Project 

Service-learning programs can benefit by looking at some of the techniques 
used by API affiliates in working with clients. While API affiliates are 
autonomous, they continually share ideas and information, and operate in 
a similar fashion. There are pitfalls in providing pro bono accounting ser­
vices. However, sound operating procedures can minimize the chances of 
unforeseen problems. 

It is essential to have a clear statement of the types of volunteer services 
you want to provide and to whom you want to provide them. API's affiliates 
provide services to those who cannot afford to pay. These include individu­
als, nonprofits, and small businesses. Occasionally, API is approached by an 
organization that can afford to pay but is trying to get something for free. 
Unfortunately, there are also a few small nonprofit organizations that exist 
essentially to profit their directors. Deciding whether an organization or 
individual has the ability to pay requires some judgment. While a service­
learning program may have somewhat different criteria, similar judgment 
will be necessary. To make such decisions, one must first gather essential 
information. A useful strategy is to have an application form. Exhibit 2 (on 
the next page) displays the type of information that should be gathered from 
a nonprofit organization applying for services. The application form should 
be carefully designed to fit the program criteria. The amount of information 
gathered should be commensurate with the extent of the engagement. If a 
nonprofit organization needs accounting system work that may involve 50 
to 100 hours of assistance, it is worth the time and effort to gather sufficient 
information to make sure there really is a need. Also, the information in the 
application form will be helpful in completing the engagement. Since a ser­
vice-learning program can be expected to evolve over time, client screening 
criteria must be regularly adjusted. 

Another dimension of the project is the commitment of the client. If the 
client really needs help, the client should be willing to spend the time and 
effort needed to provide adequate information. Many API affiliates also 
require a token fee, such as $25, to show that a client is serious about need. 
One also wants the client's expectations to be very clear. In a service-learn­
ing program, clients should realize that students will probably have sched­
uling constraints. Afternoon or evening meetings may be necessary, and stu­
dents' lives are sometimes complicated by exams and term papers. 
Students, in turn, must have a clear understanding of the expectations and 
requirements of the project. 

An engagement letter is a very useful tool for documenting the scope of 
the project. A nonprofit organization's board and staff may have unrealistic 
expectations of what is to be provided. API affiliates and service-learning 
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Exhibit 2 

Nonprofit Organization Application for Service 

In order to make an informed decision about whether a nonprofit 
organization meets the criteria for receiving volunteer accounting services, 
the following information is very useful: 

Organization Name 
Organization Address 
Telephone 
Client Representative Present 
History and Mission 
Key Management Personnel: 

President 
Treasurer 
Executive Director 
Number of Board Members 

Brief Description of Programs 
501 (C)(3) Status 
Incorporation Date 
Budget for Current Year: 

Gross Income 
Fiscal Year: 

Total Expenses 
Number of Employees 
Description of Present Bookkeeping System 
Financial Data From Previous Year 
Gross Income 
Total Expenses 
Current Period Funding: 

Source 
Amount 
Restrictions 

Litigation Against the Organization 
Previous and/or Current Accountant 
Volunteer Services Requested 
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programs have encountered this many times. Thus, the engagement letter 
should carefully outline the services to be performed and who is to perform 
them. It should also state who is to pay for expenses incurred and identify 
the client's responsibilities. A sample engagement letter is contained in API's 
publication What a Difference Nonprojits Make: A Guide to Accounting Procedures. 

Problems with clients should be expected in service-learning programs. 
There have been instances where students have gone to a client's offices to 
work - and found no one there. In another case, a student went to the orga­
nization's treasurer's residence to get the books, and the treasurer refused to 
hand them over. Apparently, there was a disagreement at a recent board of 
directors meeting, and the outcome was never communicated to the stu­
dent. In another situation, the students were told to leave and come back at 
another time because they were interrupting office activities. Fortunately, 
these types of situations are not very common, but one does have to be pre­
pared for them. At the outset, the client's commitment to the project must 
be explicitly established, with all client responsibilities articulated. Some API 
affiliates have client responsibilities outlined in the engagement letter, and 
make it clear that the engagement will be terminated if the client does not 
meet these responsibilities. 

An important question that often arises is whether students have the 
capability and the time to perform accounting services. Whether one is paid 
or not, one must not perform accounting or consulting services for which 
one is not qualified or is unwilling to acquire the necessary knowledge base. 
Many assignments require accounting skills that a junior- or senior-level 
accounting major would possess. Since skills vary among students, the ser­
vice-learning program must make sure that the appropriate skills exist or 
can be acquired by a student. It should also provide a reference library for 
technical questions. One of the benefits of a service-learning program is that 
it affords students the opportunity to research real-world problems. 

Implementing a computerized accounting information system can be 
an especially exciting project. Accounting students are likely to think that 
this is a logical step for most organizations. The students are computer lit­
erate and have, possibly, considerable experience using computers. However, 
small non profits have limited computer capabilities. While the nonprofit's 
office might have a computer for word processing, using it for data entry 
may cause a problem. Currently, a volunteer may keep the books and 
records. This volunteer mayor may not be computer literate, and the volun­
teer may not want to go to the office to do the work. Still another question 
concerns who will resolve technical problems after the service-learning 
project is over. The client must understand the limits of the students' com­
mitment and the possible pitfalls a computerized accounting system may 
create once they are gone. 
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Consultation and review are two important concepts for student service 
programs. Students need a practitioner or professor to be available to ask for 
advice. For example, if they have doubts as to whether or not something 
should be recorded as a contribution, they should be able to ask someone 
with experience and technical knowledge. Some service-learning projects 
may include the preparation of financial statements and a Form 990. These 
should be reviewed. 

Pro 80no Accounting and Career Advancement 

Community service activities can be an important aspect of a career 
advancement plan. One has only to look at CPA firm partners, who routine­
ly volunteer their time to good causes. ePAs often are members of boards of 
directors or are presidents of nonprofit organizations. They are busy people, 
and they carefully select the causes they support. They get a great deal of 
satisfaction from the good that comes from their efforts. However, they also 
acknowledge there are benefits over and beyond a good feeling. By partici­
pating in service projects, they learn new skills. A CPA may also make impor­
tant contacts with other board members, and gain new clients as a result. 

Service-learning experiences can be the foundation for making commu­
nity service activities a habit. A positive service-learning experience results 
in a student's being receptive to volunteering or desiring to volunteer 
throughout the stages of his or her career. It is important for a service-learn­
ing program to give students the message that there are tangible benefits 
both to the volunteer and to the community from the former's continuing in 
community service. They should be encouraged to seek out opportunities 
once they become entry-level accountants. By participating in a service­
learning program in their early career stages, accounting students will 
become part of a network. This will open up opportunities for them to be on 
boards of directors of small nonprofits four to seven years after graduation. 
At a later career stage, such activities may open up regional and national 
opportunities. 

Conclusion 

Pro bono accounting has made substantial progress since 1973 when API 
was formed. The accounting profession has demonstrated a willingness to 
embrace its pro bono responsibilities. API and its affiliates have provided 
resources to identify needs within the community and mobilize willing 
volunteers. 

Service-learning programs have a key role to play in the pro bono 
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accounting movement. In my opinion, the richest opportunities for service­
learning are with nonprofit organizations. Students have the opportunity to 
learn skills and see the needs that exist in the community. Positive service­
learning programs can instill a sense of "giving back" to one's community as 
a lifelong commitment. 
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Accountants for the Public Interest 
Affiliate Offices 

CALIFORNIA 

Clearinghouse for Volunteer 
Accounting Services 
31971 Quartz Lane 
Castaic, CA 91384 
TEL: (805) 295-8912 
FAX: (805) 295-8333 

CONNECTICUT 

Community Accounting Aid and 
Services, Inc. 
1800 Asylum Avenue, 4th Floor 
West Hartford, CT 06117 
TEL: (203) 241-4984 
FAX: (203) 241-4907 

DISTRICT OF COLUMBIA 

Support Center of Washington 
Volunteers for Community Service 
2001 0 Street, N.w. 
Washington, DC 20036 
TEL: (202) 833-0300 
FAX: (202) 857-0077 

Community Tax Aid, Inc. 
P.O. Box 33704 
Washington, DC 20033 
TEL: (202) 338-4722 

FLORIDA 

FL Assn. of Nonprofit Organizations 
7480 Fairway Drive, Ste. 206 
Miami Lakes, FL 33014 
TEL: (305) 557-1764 
FAX: (305) 821-5228 

GEORGIA 

Nonprofit Resource Center 
The Hurt Building, Suite 220 
Atlanta, GA 30303 
TEL: (404) 688-4845 
FAX: (404) 521-0487 
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ILLINOIS 

CPAs for the Public Interest 
222 S. Riverside Plaza, 16th Floor 
Chicago, IL 60606 
TEL: (312) 993-0407 ext. 243 
FAX: (312) 993-9432 

INDIANA 

Quality for Indiana Taxpayers, Inc. 
P.O. Box 441070 
Indianapolis, IN 46204 
TEL: (317) 226-7168 
FAX: (317) 226-6270 

MARYLAND 

Maryland Association of Nonprofit 
Organizations 
190 W. Ostend St., Suite 201 
Baltimore, MD 21230 
TEL: (410) 727-6367, (800) 273-6367 
FAX: (410) 727-1914 

MASSACHUSETTS 

Support Center of Massachusetts 
Accounting Assistance Program 
41 Winter Street, Suite 55 
Boston, MA 02108 
TEL: (617) 338-1331 
FAX: (617) 338-4975 

Community Tax Aid, Inc. 
711 Atlantic Avenue, 4th Floor 
Boston, MA 02111 
TEL: (617) 451-0927 
FAX: (617) 482-2028 

MICHIGAN 

Accounting Aid Society 
One Kennedy Square, Suite 2026 
719 Griswold 
Detroit, MI 48226 
TEL: (313) 961-1840 
FAX: (313) 961-6257 



MINNESOTA 

Minnesota Accounting Aid Society 
1806 South Riverside Avenue 
Minneapolis, MN 55454 
TEL: (616) 288-9476 
FAX: (612) 636-8772 

NEW JERSEY 

API - New Jersey 
Turnpike Plaza, Suite 302-N 
197 Route 18 South 
East Brunswick, N.J. 08816 
TEL: (908) 249-7565 
FAX: (908) 249-8158 

NEW YORK 

Support Center of New York 
API-Accounting Aid Program 
305 7th Avenue, 11 th Floor 
New York, NY 10001 
TEL: (212) 924-6744 
FAX: (212) 924-9544 

Community Tax Aid, Inc. 
176 E. 85th Street, 4C 
New York, New York 10025 
TEL: (212) 686-0550 
FAX: (212) 686-0560 

PENNSYLVANIA 

Community Accountants 
1420 Walnut Street 
Suite 411 
Philadelphia, PA 19102 
TEL: (215) 893-9333 
FAX: (215) 893-9339 

Western Pennsylvania Community 
Accountants, Inc. 
213 Bishop Boyle Center 
120 E. 9th Avenue 
Homestead, PA 15120 
TEL: (412) 462-9722 
FAX: (412) 462-3275 

RHODE ISLAND 

Support Center of Rhode Island 
Volunteer Accounting Program 
10 Davol Square, 3rd Floor 
Providence, RI 02903-4752 
TEL: (401) 861-1920 or 861-1921 
FAX: (401) 273-0540 

VERMONT 

Vermont Accountants for the Public 
Interest 
P.O. Box 5777 
Burlington, VT 05402-5777 
TEL: (804) 270-5344 
FAX: (804) 273-1741 

VIRGINIA 

Virginia Society of CPAs 
Public Service Volunteer Program 
P.O. Box 4620 
Richmond, VA 23058-4620 
TEL: (804) 270-5344 
FAX: (804) 273-1741 
Street Address: 4309 Cox Rd. 
Glen Allen, VA 23060 

WISCONSIN 

Wisconsin Institute of CPAs 
Public Interest Committee 
235 N. Executive Drive, Suite 200 
P.O. Box 1010 
Brookfield, WI 53008-1010 
TEL: (414) 785-0445, (800) 772-6939 
FAX: (414) 785-0838 
Southern Chapter - Madison 
Southeast Chapter - Milwaukee 

COLLEGE/UNIVERSITY STUDENT 
CHAPTERS 

Prof. Peter Vico, Faculty Adviser 
Lincoln University Accounting Club 
Dept. of Econ. and Business Admin. 
Lincoln University, PA 19352 
TEL: (610) 932-8300 
FAX: (215) 932-8317 
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"What I Do, I Understand": 
Service-Learning in Accounting Curricula 
by William L. Weis 

Thirty years ago, when I was an undergraduate studying accounting at 
Bowling Green State University, those in the antiwar movement commonly 
referred to any business school as the "School of Guns and Money" It was a 
popular view that when business students weren't being taught how to 
make profits from waging war in Vietnam, they were being taught how to 
profit from oppressing and exploiting the poor and disadvantaged. And as 
for academic rigor, it was easier for athletes to maintain academic eligibili­
ty by majoring in business than in physical education. And one thing a busi­
ness school was certainly not known for was commitment to serving the 
needs of people in the community, much less an emphasis on educating 
business students to embark upon lives of service to others. 

To say that such a business school image has been eliminated in the 
ensuing three decades would be a stretch, although the business school is 
no longer the first choice of athletes seeking an easy way to maintain acad­
emic eligibility Certainly only the severely reality-challenged still think that 
business schools advocate war as good-business politics. As for failing to 
serve the needs of the community - well, not much has changed. 

When I began teaching at Seattle University in 1973, the last thing I 
would have considered as a course requirement or option for my MBA stu­
dents in financial accounting was a service project. That remained true for 
nearly 20 years. 

Then, when I was chairing the accounting program, one day an under­
graduate accounting major dropped by my office and asked me if I wanted 
to help recruit volunteers for an upcoming American Cancer Society 
"Candlelight Challenge" fundraiser. As it turned out, our Beta Alpha Psi (BAP) 
chapter had agreed to provide logistical support for this 24-hour run-a-thon, 
including solicitation of participants, registration, collection of donations, all 
accounting functions, setup, takedown, traffic control, and first-aid support. 
We had about 25 active students in the organization, who collectively 
worked more than 800 hours to organize and direct this project. 

Recently thereafter our BAP faculty adviser left, and I inherited the job. 
I was about to learn something surprising and endearing about our 

accounting students. At my first meeting with the officers of our BAP chap­
ter, a student was asked to report on the "soup kitchen" project he was chair­
ing. He proceeded to layout the schedule of past and future commitments 
our accounting students had made to the operations of a local soup kitchen 
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that provided dinners to predominantly homeless families five evenings a 
week. As it turned out, our students had undertaken the responsibility of 
providing workers every Friday for two work shifts: one for preparing and 
serving the dinners, and the other for cleanup. 

It seemed as if every accounting student that I was acquainted with was 
on the schedule. Many were working four hours every Friday. The chair of the 
program had scheduled helpers every Friday of the year, including holiday 
breaks, during the summer, and during final examination weeks. About 20 
students had committed nearly 1,000 hours to the soup kitchen that year. 
Even the program chair was at the kitchen nearly every Friday. 

There were additional commitments I discovered our accounting majors 
had made: to the refugee's "First Thanksgiving" dinner, to the Yesler Terrace 
Senior Citizens' Christmas party, to the Christmas Adopt-a-Family program, 
to sponsoring quarterly blood drives, to tutoring, to the campus literacy 
campaign. I struggled to relate what I was seeing to my experience as an 
undergraduate student 30 years earlier, when "service" was never men­
tioned, though we memorized ultimatums about keeping only "irreproach­
able associates." I never quite knew what that meant, but I think the student 
who organized our soup kitchen volunteers and spent nearly every Friday of 
his school career serving the homeless was what they had in mind by 
"reproachable" - a bitingly sarcastic guy who gave more in volunteer service 
to his community in one year than most of us do in a lifetime. I was begin­
ning to believe that our university's mission statement urging "preparation 
for service" meant something more to our accounting students than just 
innocuous, obligatory verbiage. 

In 1991, I attended a week-long service-learning symposium at Stanford 
University sponsored by Campus Compact with funding support from the 
Ford Foundation. This conference particularly emphasized the value and 
importance of the reflection process in service-learning. I recall one promi­
nent service-learning guru asserting that all learning derived from experi­
ence comes from reflection on the experience - none from the experience 
alone. I suppose on one level of interpretation I agreed: We learn only by 
being conscious of what we are doing - by thinking and abstracting and 
rendering meaning to our life experiences. But unless we are truly sleep­
walking, we can never avoid at least some reflection on what we do, with or 
without a guided reflection process. 

I did agree, though, that our experiences can provide for richer, deeper, 
more meaningful learning when we engage in conscious, deliberate, even 
exhaustive reflection, particularly when shared with others engaged in sim­
ilar service experiences. It was through my efforts to bring this reflective 
component to our only attempt at service-learning in our accounting cur-
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riculum that I found how influential service-learning could be m that 
environment. 

Our Program's Best Learning Experience 

Of course, none of these student activities quite fit the mold of "service­
learning in accounting," because they weren't connected to the require­
ments of a course, didn't apply accounting skills, and, most important, did­
n't employ a structured reflection process to amplify and deepen the learn­
ings from the service experiences. Although we never thought of it as "ser­
vice-learning," for nearly two decades we had included a substantial service 
requirement in our second course in income taxation. The course is elective 
for our accounting majors and addresses primarily corporate and partner­
ship tax accounting issues. The service component, however, draws upon the 
students' prerequisite education in individual income taxation, which is fur­
ther augmented by a tax preparation workshop prior to the commencement 
of service. Each student enrolled in the course must commit to working at 
least one 3- to 4-hour shift per week (nearly 40 hours total, in addition to 
preliminary training and testing) at our inner-city Seattle site in the IRS's 
Volunteer Income Tax Assistance (VITA) program. 

Each tax season, our VITA service provides free tax preparation for more 
than 1,000 taxpayers by offering tax consultation and return preparation 
sessions beginning in late January and ending just before April 15. Students 
(who include BAP volunteers not enrolled in the class) must complete a 
return-preparation training program in early January and pass an obligato­
ry test for all VITA volunteers. The program is highly structured and profes­
sionally administered by our students, with review and oversight provided 
by alumni, faculty, and IRS representatives. 

Needless to say, our VITA program is a major service to the Seattle cen­
tral area. In terms of value of services provided, some 40 students contribute 
between $90,000 and $100,000 annually in free tax consultation and return 
preparation: about 25 returns per student. Since all returns are computer­
checked for arithmetic accuracy and subject to professional review for tax­
policy compliance, the quality of the client service is very high. 

After the Campus Compact workshop at Stanford, I encouraged my fac­
ulty colleague teaching the second tax class to incorporate a structured 
reflection process after the VITA program was over. Ideally, I had wanted to 
encourage a reflection period after each VITA session. Practically, however, 
this was difficult because of the substantial time and stress already imposed 
on the participants. An evening at our VITA site can be as exhausting as it is 
educational- especially as the sessions get closer to April 15. 

We scheduled the first post-tax-season reflection period after the VITA 
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project the following year, in early May. We invited the director of our cam­
pus volunteer center, as well as the VITA coordinator with the Seattle office 
of the IRS, to come and help lead the reflection process. Although only half 
of the students who participated in the VITA project attended, the ensuing 
discussion was more rewarding and enlightening than any of us could have 
hoped for. 

Students spoke genuinely of their need and desire to serve, of their 
growing sense of personal confidence and personal efficacy in the act of pro­
viding real assistance to people who needed help, and of their awakening to 
the reality of coping with the demands of subsistence on incomes that many 
had thought were well below levels where this was possible. 

Every night I looked squarely in the face of deprivations that I never had to 
deal with. It made me feel both good and guilty when my clients were gen­
uinely thankful for the little help I gave them - you know, a client raising 
a family on an $11,000 income. 

It was the first time that I'ue felt, "Wow, these are real clients and I can 
actually give them professional service." That's a lot different [from] taking 
an accounting test! 

One of my goals this year was to do some community seruice. I felt I 
really did that the last couple months. But I didn't realize I would learn so 
much. Honestly, I'ue learned more from VITA than from all the other 

accounting courses I'ue taken.' 

It was clear to me after this reflection period that the only service-learn­
ing activity in our accounting curriculum was perceived by our students as 
the flagship learning experience in that curriculum. After that, I queried 
alumni who had participated in VITA, and the response was unanimous. The 
10 weeks of VITA constituted the singular highlight of their accounting stud­
ies at Seattle University. 

We learned to actually do some accounting. We learned about client ser­

uice. We saw difficult, angry clients. We saw thoughtful, thankful clients. 
We served clients with special problems. We insisted on quality. 

I've been coming back to help now for fiue years, and I think it's the best 
thing I can do as an alumnus of SUo It was the best learning experience I 

had while I was there. 

Being on hand at the formal reflection session for VITA completely 
changed and informed my appreciation for the importance of that program. 
I realized that this activity, which I had unconsciously neglected and casu­
ally dismissed as just another volunteer opportunity, was, in fact, the best 
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learning experience of our accounting program. I began to ask myself 
whether there were other opportunities to enhance our students' learning 
experience in our accounting program through service-learning. 

Experience With Service-Learning in an MBA Course 

A totally unconnected diversion of my professional activities laid a founda­
tion for the next steps in the development of the service-learning compo­
nent of our accounting curriculum. As our BAP adviser, I initiated a series of 
annual Leadership Conferences for BAP chapters in the five-state Northwest 
Region. Several of those conferences were held at a camp in Idaho that had 
a challenge-course infrastructure on the premises (sometimes referred to as 
"ropes courses"). I inquired of the camp directors as to how the challenge­
course activities were normally incorporated in camp and conference pro­
grams. Their explanation introduced me to what many regard as the other 
major genre in experiential education - outdoor experiential-based training 
(OEBT), or outdoor programs that focus on problem-solving and team-build­
ing activities. When I first incorporated a half-day of OEBT activities into the 
Leadership Conferences, that component of the weekend retreat immedi­
ately became the highest-rated activity of the weekend. In fact, all 55 
respondents in the first year gave the OEBT module a 5 on a scale of 0 to 51 

Impressed by this result, I invested the time and training necessary to 
lead and facilitate outdoor experiential activities on my own, rather than 
relying on outside providers. After a few years of experience with this very 
rewarding methodology, I offered an elective course (nonaccounting) to our 
MBA students that utilized OEBT for leadership and team development. The 
course instantly became the highest-rated, most oversubscribed course in 
our MBA program. 

This experience offered me a couple of advantages in pursuing my inter­
est in expanding our service-learning opportunities for both our accounting 
and our MBA students. First, I not only had to concentrate my personal 
training and education upon facilitation skills but, through my classes and 
leadership workshops, I logged hundreds of hours as an actual "processor" of 
experiential activities.2 

Second, the MBA course offered a chance to experiment with service­
learning in our MBA program. Since a major focus of the OEBT course is on 
leadership and team-building skills, I decided to offer a group service-project 
option. As an alternative to writing "application papers" to synthesize course 
learning and plan a strategy for incorporating that learning into their work 
settings, students could collaborate, as a whole or in teams comprising at 
least eight students,' to find and implement meaningful service projects 
involving a minimum of 10 hours of service by each student. Due to our 
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emphasis on team effectiveness, the project needed to accommodate the 
entire team working together. The only other restriction was that the project 
meet a social service need, excluding beneficiaries such as theaters, perfor­
mance groups, and churches.' It was my decision, albeit arbitrary, to focus 
our service efforts on critical human needs (i.e., shelter, food, health care, 
protective services) rather than on artistic and religious institutions. 

Writing an application paper was clearly the easiest and least time-con­
suming way to complete the course. The service project involved a good deal 
more time in planning, organizing, and delivering the service. Nevertheless, 
virtually every student in each of the six classes that I've taught with the 
service option has chosen the service project. This is particularly notewor­
thy in that most of our MBA students are fully employed professionals with 
demanding work responsibilities, family responsibilities, as well as academ­
ic responsibilities. 

The number of students opting for service-learning over a much less 
demanding paper assignment was not the only indication that service­
learning is effective. In addition to the verbal processing that followed every 
activity, students recorded their reflections in written journals to further 
enhance their learning from each experience. This gave fairly extensive 
feedback on the quality of the service-project option as perceived by the 
students. 

The feedback was more than encouraging. Most students felt the service 
project should be required and that to have opted for the application paper 
would have seriously reduced their learning in the course. Since our project 
was a direct application of the team-building aspects of the course, the ser­
vice project offered an opportunity for the group to coalesce and collaborate 
on a "real" work goal. In addition, transfonning a homeless shelter from a 
state of badly deferred maintenance into a showcase was meeting a vital 
community need. Further, a dozen volunteers accomplishing in one day a 
task that might otherwise require several days of skilled labor reinforces the 
fact that time spent in an effective team-building program is time well 
spent; the whole can become greater than the sum of its parts. 

Service-Learning in Accounting Courses 

After the resounding success of service-learning in the MBA leadership 
course, I began to ask myself whether a similar benefit from service-learn­
ing could accrue to accounting students taking the first financial account­
ing course. Clearly, it would not be achieved as easily. Though the application 
of general teamwork skills can be exercised in virtually any environment, 
the same cannot be said for the application of accounting skills. For a 
service-learning opportunity to be appropriate for a beginning class in finan-
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cial accounting, it must involve accounting. And the needs of the clients 
served must fall within the scope of what can reasonably be expected from 
students in beginning accounting. 

So my first step toward service-learning in my introductory accounting 
course was taken apprehensively. I had visions of thoroughly frustrated stu­
dents suffering with thoroughly frustrated clients with thoroughly dashed 
hopes and expectations. But since I had become a believer in service-learn­
ing, I decided to add an "experiential" requirement to the course. However, 
the required experiential component did not mandate service - the service­
project element was optional. Students were warned that I would not bail 
them out of trouble they might encounter while serving a client. I expected 
this warning would be discouraging to some. 

The experiential project involved the use of MYOBS accounting software, 
which each student was required to purchase (the educational rate was 
approximately $40). Each student was to pretend to start a small business 
and to contrive a set of reasonably diverse transactions for the first three 
months of the entity's operations. The transactions needed to meet a rea­
sonable level of complexity to utilize the power of the MYOB system6 and 
lead to a mixed and varied set of adjustments at the end of the three-month 
period. In other words, I wanted students to set up an accounting system on 
MYOB, tailor it for their business, and use it to process business transactions, 
make adjustments and closings, and prepare financial statements. 

For the service-project option, students could, individually or in collab­
oration with other students, find a nonprofit organization that needed some 
accounting systems work and provide for that need. In explaining this 
option, I emphasized that I would be flexible in my approval of a service­
project proposal because I realized that clients' needs for accounting assis­
tance could vary greatly. 

Ideally, students might find an organization that was in need of a com­
plete, from-scratch, accounting system - but that was unlikely. Other pos­
sibilities were clients with a manual bookkeeping system that would like to 
convert to MYOB or with an unsophisticated software accounting system 
that might benefit from conversion to a more powerful yet inexpensive soft­
ware such as MYOB. Of course, I knew other possibilities existed so I was 
willing to consider almost any proposal. I also provided a grade-weight 
incentive for trying the service-project option, expecting that it could con­
sume many hours of false-start time and tons of frustration. 

The results of the experiment were far more positive than I could have 
imagined. About a third of my students chose the service-project option, 
some working in groups of up to four. They served 10 nonprofit organizations 
during fall 1995. In several cases, the students not only created or converted 
the client accounting systems but also wrote user-friendly manuals for 
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client personnel and gave hands-on training to those who would be main­
taining the systems. 

It became clear to me during postexperience reflection sessions that 
students who had opted for the service-learning opportunities learned more 
from those experiences than they would have learned by doing the make­
believe projects. Although frustrations were at times great, in the end the 
students felt that they had learned more from dealing with real clients in 
service situations than they had learned in other courses where opportuni­
ties for practical application were not offered. 

Processing the Service Experience 

Processing and debriefing students' service experiences is an art that is best 
honed by practicing. I use the traditional processing elements in guiding 
reflection on all experiential learning activities, whether they be service 
projects or OEBT challenges. Those elements are briefly named the "what," 
the "so what," and the "now what" building blocks of an effective group 
debriefing. 

In the "what" phase, I encourage participants to simply recount the 
details of their experience. "Tell me about your project" is a fairly typical 
prompt for beginning that discussion. In accounting service projects, the 
number of students on a service team is typically small, usually two or 
three. When the groups are small, I recommend bringing two or three groups 
together for a collective debriefing of several projects. In this way, other stu­
dents are informed of the service that their colleagues have performed, and 
benefit from hearing of other experiences and perspectives. 

Once the details of the service project have been explained, I move to 
the "so what" phase of the debriefing, asking questions that probe for learn­
ings and epiphanies. In this phase, it may be particularly helpful to ask stu­
dents individually what the experience taught them and what meaning they 
personally ascribe to the service endeavor. Asking a general question of the 
group may prove too intimidating for the more introverted students, who 
often have reflected most deeply on the experience and have the most pro­
found thoughts and observations to share. I generally spark a more inter­
esting discussion when I begin with "Monica, looking back over the time you 
spent working with the food bank, what do you feel you have learned?" 
rather than asking the group, "What have you learned from this experience?" 

Finally, when the discussion on immediate learnings from the experi­
ence seems complete, I move to the "now what" phase. In experiential train­
ing, this is the all-important transference of concepts from the experiential 
laboratory - in this case, from the service project - to the students' other 
lives in the workplace, in the family, and in other community groups. A ques-
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tion such as "How will this service experience affect your future plans and 
activities?" will generally help students make the transition from the previ­
ous discussion of meaning to a discussion of how to further that learning in 
their future lives. For some, the service project will be their first exposure to 
community service, and its personal value to them often inspires a commit­
ment to incorporate service in their life schedules. For others, the experience 
informs their attitudes toward community service organizations and alters 
their intentions to support similar causes, whether that takes the form of 
additional time in service, personal contributions, or political and com­
munity-based advocacy. 

Once again, leading an effective reflection discussion is an art that can 
be improved by practice. It's vitally important to remember that this reflec­
tion process is crucial to a service-learning pedagogy. It should not be slight­
ed or abridged just because it's difficult and uncomfortable for the instruc­
tor. It's well worth investing in the time, and if necessary the training, to 
develop effective processing skills. 

Why Incorporate Experiential learning 
in Your Accounting Classes? 

Why should you incorporate experiential learning in your classes? Because 
experience is the best teacher, and it works I In addition: 

• Students learn more and what they learn, they learn better. 
• It strengthens students' interpersonal and teamwork skills. 
• Students enjoy it and are enthusiastic about it. 
• Students feel an extra sense of pride of accomplishment. 
• It complements the service mission of your college or university. 
So in other words, you can do a better job teaching your students and 

help the community at the same time. As examples of the type of nonprof­
it organizations your students can help, some of the organizations my stu­
dents have worked with are listed in the table that follows. 

Questions and Answers to Help You Get Started 

• Question: At what leuel of accounting courses is seruice-Iearning possible? 
Service-learning is possible at any level, depending on the maturity of 

your students. I include a service-learning option in the first financial 
accounting course for MBA students. Although my MBA students are begin­
ners in accounting, they typically have business experience, such as design-
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Organizations Students Have Worked With 

Beneficiary Organization Type of Organization 

Denny Place Teen Shelter A residential shelter for teens who have 
left their homes 

Emerald City Outreach Ministries A center for basic skills training for 
adults in transition 

Sojourner Place A residential shelter for abused women 

Belltown Theatre Center A central area performance center 

Seattle Style Basketball Academy A supervised recreational and job skills 
training program for at-risk youth 

St. Mary's Food Bank A neighborhood food bank 

Chinatown/International District BIA An agency to assist business 
development in the International District 

HOPE An equestrian stable for physically and 
mentally challenged children and adults 

DOVIA of King County A central coordinating agency for 
volunteer-based organizations 

Little Bit Therapeutic Riding Center An equestrian riding facility for 
physically and mentally challenged 
children 

St. Francis House A food and clothing distribution center in 
the central area 

Sacred Heart Shelter A residential shelter for homeless 
families 

Children's Home Society of Washington A residential facility for children without 
families 
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SI. James Family Kitchen 

King County Literacy Coalition 

Providence Place 

The Benefit Gang 

ProHomo Vocce 

A central-area soup kitchen for families, 
women, children, elderly men 

A coordinating agency for literacy 
training for adults and children 

A full-service distribution and training 
center for adults in transition 

An organization that encourages 
voluntarism among young adults by 
providing volunteer support, education, 
and quality volunteer opportunities with 
nonprofit agencies 

A Seattle Choral Group dedicated to 
developing and performing original local 
music 
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ning aircraft for Boeing or software for Microsoft. They are savvy, smart, and 
learn fast. 

At the undergraduate level, we offer a less sophisticated service-learn­
ing experience with our VITA program for students who have completed a 
first course in individual income taxation and a training session in tax 
preparation. Most of our VITA volunteers are traditional undergraduate stu­
dents, yet the structure and the culture of the VITA program help them grow 
in sophistication, confidence, and demeanor. They deliver outstanding ser­
vice to our 1,100 tax "clients" every year. We have not yet, however, attempt­
ed to incorporate service-learning in our sophomore principles courses. 

• Question: How do students find community service opportunities? 
Students find community service opportunities by taking personal ini­

tiative to search out appropriate clients and needs, but they can be helped 
in this process. If your campus has a volunteer center that maintains work­
ing relationships with organizations in your community, by all means use it. 
I invite personnel from our volunteer center to visit my classes, distribute 
the list of our organization affiliations, offer advice for finding and 
approaching service organizations, and make themselves accessible for 
future follow-up. 

Our MBAs frequently work with the community resources manager in 
the local United Way office, who has helped link students with a number of 
organizations through the United Way's Management Assistance Program. 
Additionally, many large companies have community outreach programs 
that place volunteers. We have served several clients who were found 
through the Boeing Company's volunteer matching service. 

• Question: How can we make the experience less daunting for our students? 
In my MBA financial accounting class, where I know the students will be 

stretching themselves if they find a service client, I ask students to self-cat­
egorize themselves according to what special skills and backgrounds they 
might bring to a consulting team. Basically, I ask them to place themselves 
into one or more (or none) of the following groupings: 

• Nerds - Those who have strong computer skills. 
• Bean Counters - Those who have had some previous background in 

accounting, perhaps having worked some with an accounting system or 
having taken courses in accounting. 

• Groupies - Those who are adept at organizing a group, getting people 
together, communicating with team members, etc. 

• Do-Gooders - Those who have experience as community volunteers 
and possible connections to nonprofit organizations from that background. 
They also know something about how to approach and interact with social­
service providers. 

• Poets - Those skilled in report writing, document preparation, manu-
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al preparation, written communications in general. 
These preliminary groupings seem to make the task of forming service­

project teams much easier. I distribute this listing of "consultants" along 
with a class roster with phone numbers and addresses, and encourage stu­
dents to call people who might be interested in contributing their specialties 
to their group. 

It also seems to make matching students to projects much simpler. For 
example, one organization in fall 1995 was particularly interested in the ser­
vices we could provide but didn't even have a computer yet. They had even 
delayed the acquisition of one because they weren't sure what they should 
get. So, in addition to the installation of and conversion to an MYOB-based 
system, the organization required consultation on the selection of appropri­
a te hardware. A third of the class were certifiable "nerds," and it was an easy 
thing to pair them with the organization as a result of the preliminary 
groupings. For the organization, a more expert level of hardware consulta­
tion could not have been purchased at any price! 

• Question: How can I minimize the students' possible frustration with service­
learning? 

As one step to help minimize frustration, stress flexibility. Let students 
know that prospective nonprofit clients will have widely differing account­
ing needs, and that the important thing is to find clients with needs that can 
be met reasonably. That will mean that the level of actual accounting sophis­
tication that students will provide can vary from training client employees 
to entering basic accounting transactions, to setting up a reasonably sophis­
ticated accounting system from scratch. Emphasize to the students that 
they may not be able to control the needs and expectations of their clients, 
but the important thing is to gain practical knowledge from determining 
what those needs and expectations are and from helping to meet them. 

• Question: What are the likely inhibitors to success in service-learning? 
I spend time identifying potential inhibitors at the outset of most expe­

riential training programs involving groups. Inhibitors are those things that 
may prevent a group from achieving its goals - for example, fatigue, resent­
ment, or alienation. 

Lack of vision is the biggest inhibitor to initiating service-learning -
vision of community service needs. I have heard some argue that it is easy 
for schools such as Seattle University to do service because in Seattle there 
are many needs, but there are few needs in smaller cities or towns. The real­
ity is, the era when all the needs in any community are fully met is not here 
now, will not be here tomorrow, and will never exist. One does not appreci­
ate the extent of community needs until one looks for them. They are 
everywhere I 
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Conclusion 

We often see the volumes of experiential-learning theory reduced to three 
snippets from an ancient Chinese proverb: 

What I hear I forget. 
What I see I remember. 
What I do I understand. 

Today the two most widely discussed genres of experiential education 
embodying this proverb are OEBT and service-learning, both of which are 
often combined in adventure-based programs and in leadership and team­
building courses such as the one I teach to our MBA students. The expansion 
of service-learning throughout the u.s. collegiate milieu and throughout dis­
parate academic curricula (from social work to biology) can be credited 
largely to the Campus Compact movement and to the Ford Foundation's 
investment in stimulating awareness of service-learning possibilities in 
higher education. 

My perspective in writing this article is that of a veteran accounting 
instructor and academic program administrator who has seen firsthand the 
benefits that service-learning can bring to a course and to a program. I have 
chosen to share my own successes with service-learning in the hope that the 
"already convinced but inexperienced" will be further encouraged and 
empowered to take the next step. 

No doubt many believe the jury is still out on whether service-learning 
activities are appropriate and effective in the education of accounting stu­
dents. If you've not yet experimented personally with a service component 
in your accounting classes but feel that such an initiative might work for you, 
I hope you'll take the risk. You can then judge for yourself whether the risk 
was worth it for you and for your students. I think you will find the answer 
to be a resounding "yes l " as it was for me. 

Notes 

1. This comment had every participant in the room nodding in agreement. 

2. For some help with the art of processing, I would recommend reading Processing the 
Adventure Experience by Nadler and Luckner (Dubuque, IA: Kendall/Hunt Publishing 
Co., 1992), or Islands of Healing by Schoel, Prouty, and Radcliffe, available from Project 
Adventure in Hamilton, MA, ph 508/468-7981. These discussions pertain specifically to 
OEBT-type programs, but the processing suggestions transfer well into the service­
learning arena. 
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3. The course is limited to 24 students for reasons of safety and practicality in using 
OEBT methods. 

4. But not excluding church-affiliated social service entities such as homeless shel­
ters, soup kitchens, or food banks. 

5. Mind Your Own Business™, a product of Bestware. 

6. For example, the business had to buy and sell inventory as well as deliver services. 

Additional Readings 

A good starting place for those needing some theoretical rationale is a compendium 
of articles published by the Association for Experiential Education, The Theory of Ex­
periential Education, 2d ed, edited by Richard Kraft and Mitchell Sakofs. It can be 
ordered through the AEE at Box 249-CU, Boulder, CO 80309. For an application-based, 
albeit psychological, discussion of transference issues around experiential education, 
you might find interesting Stephen Bacon's The Conscious Use of Metaphor in Outward 
Bound, available from the Colorado Outward Bound School, 945 Pennsylvania St., 
Denver, CO 80203-3198. 
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Service-Learning in Accounting: 
A Department Chair's Perspective 
by Alfonso R. Oddo 

Accounting is a service profession. How can accounting education best pre­
pare students for careers in the accounting profession? Boyer and Hechinger 
(1981) urged that colleges must not only teach and conduct research, but 
they must also involve students in service to society. Incorporating service­
learning as an integral part of the accounting curriculum can enhance the 
education of accounting students. The process of integrating service-learn­
ing into the accounting curriculum begins with an expression of the impor­
tance of service-learning in the mission statement of the university. 

Service-Learning at Niagara University 

The mission of an academic department must necessarily be an extension 
of the university mission. Service-learning as a part of the university mission 
will be presented first, followed by service-learning in the Department of 
Accounting. 

The University Mission 
Niagara University has a long tradition of learning through service to the 

poor and homeless. Its mission, according to the 1996-98 undergraduate cat­
alogue, states that: 

Niagara University feels called to emulate the altruistic spirit of Vincent de 
Paul. It seeks to instill in its students a deep concern for the rights and dig­
nity of the human person, especially for the poor, the suffering, the handi­
capped, and the outcast. It expects that the same concerns will inspire and 
motivate its faculty and staff in the educative process. (7) 

Perhaps one example of how the curriculum seeks to "inspire and moti­
vate" faculty and students to serve the poor is the freshman writing course, 
which is a one-semester required course in the general-education compo­
nent of the curriculum. Faculty from all departments and various academ­
ic disciplines are invited to teach the writing course around a theme based 
on the interests and expertise of the faculty. One section of the writing 
course, Writing and Thinking About the Poor, was inspired by a commence­
ment address to Niagara University graduates given by Mother Teresa. She 
reminded us that we do not have to go to the gutters of Calcutta to serve the 
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poor; the poor are with us always, in our families, friends, neighbors, and 
strangers - anyone who hungers for love. And so, this writing course asks 
students to identify "their poor," and to think and write about ways to help 
them. Class discussions and presentations help students to broaden their 
understanding of the poor. 

Another required course in the general-education component of 
Niagara University's curriculum is the university studies course, which pro­
vides opportunities for interdisciplinary collaboration. Team taught by two 
faculty members from different disciplines, these courses explore issues 
from the different perspectives of the participating teachers, and, according 
to the catalogue, "attempt to integrate the contribution of several disciplines 
to a problem, issue, or theme from life" (53). For example, one course inves­
tigates The Art of Mathematics/The Mathematics of Art. 

When service-learning is incorporated into a university studies course, 
students begin to see the complexity of real-world issues. A course entitled 
Prison Literacy Tutoring deals with the problem of illiteracy and its relation­
ship to poverty, racism, and crime. Students spend one-half day per week in 
prison tutoring an inmate, and participate in class discussions that contrast 
the diverse views of prisoners, correctional officers, reading tutors, and oth­
ers. Service-learning courses provide excellent opportunities for both facul­
ty and students to bring the mission alive in the community. 

The Department of Accounting Mission 
What impact does the accounting profession have on the community it 

serves l How should accounting education prepare students for careers in 
the accounting profession? How can service-learning bring accounting into 
the community in a concrete, active waYI Perhaps one of the challenges fac­
ing administrators of accounting programs is to address these questions as 
part of the process of developing a mission statement for the Department of 
Accounting. 

At Niagara University, the Department of Accounting supports the mis­
sion of the university by educating accounting students in the spirit of 
Vincent de Paul. For example, the Department of Accounting promotes 
social responsibility by: 

1. providing a value-based, ethics-centered business education that 
incorporates the Vincentian tradition; 

2. providing students with opportunities for extracurricular and practi­
cal interaction with the business community on a local, regional, national, 
and international level; and 

3. reinforcing the accounting program with internships and community 
service experiences. 
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The Scholarship of Service-learning 
Boyer (1990) notes that "all too frequently, service means not doing 

scholarship but doing good" (22). Boyer goes on to say that "to be considered 
scholarship, service activities must be tied directly to one's special field of 
knowledge and relate to, and flow directly out of, this professional activity" 
(22). Hence, by incorporating service-learning into the mission of the 
Department of Accounting, service activities are part of the professional 
education process, and students learn accounting and social responsibility 
through service activities tied directly to the curriculum. As an expression of 
the mission of the Department of Accounting, service-learning activities are 
indeed scholarship. 

Moreover, service-learning is linked directly to accounting practice. For 
example, one of the service-learning projects our students are involved in is 
a tax counseling for the elderly program. Since tax services are an important 
part of the professional services provided by accounting firms, the tax coun­
seling for the elderly program enables students to gain valuable experience 
in professional tax services. 

Thus, service-learning activities are tied directly to accounting practice 
and are an integral part of the educational programs in the College of 
Business and the Department of Accounting. In addition to the tax counsel­
ing for the elderly program, other service-learning projects include the eco­
nomic redevelopment project for the Niagara Falls area, the city of Niagara 
Falls budget project, and participation in the Boys' Club, the YMCA, and the 
Police Athletic League. As a first step in extending accounting education into 
the community, the tax counseling for the elderly program was incorporat­
ed into the accounting curriculum. 

The Tax Counseling for the Elderly Program 
One service-learning course at Niagara University is Intermediate 

Accounting, a required course for all accounting majors. As part of the 
Intermediate Accounting course requirements, students learn about income 
taxes, pass an IRS written test, and then prepare tax returns for low-income 
and elderly taxpayers in the community. The IRS provides all materials for 
the tax training, which is taught by the Intermediate Accounting instructor 
with assistance from other interested faculty. The tax training requires 
about eight hours of instruction, and is done during regularly scheduled 
class meetings in the Intermediate Accounting course. Students then work 
two to four hours per week during tax season doing tax returns both on 
campus and at various sites in the community. 

Learning is measured in several ways. First, all students must pass an 
IRS written test to demonstrate that they are qualified to prepare tax 
returns. Next, throughout the semester, class discussions are held to give 
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students an opportunity to reflect on what they are doing, how the commu­
nity is affected by their service, what the students have learned from the 
community, and how their experience is related to and enhances their 
careers and their personal lives. Finally, students write a term paper at the 
end of the semester to reflect on their experiences in the service-learning 
program. Class discussions and term papers are evaluated by the instructor 
as part of the course grade for Intermediate Accounting. 

In addition to the students who are required to participate in the tax 
program as a component of the accounting course, some students do taxes 
to fulfill service-learning requirements in other courses. This is a good way 
to promote service-learning both within the College of Business and across 
the university. Students in the tax program participate in the classroom 
reflection discussions in the accounting course as well as in their required 
"home" courses. Thus, students and faculty learn about a wide variety of ser­
vice-learning experiences throughout the campus, and they tend to share 
their ideas with others. And students themselves are often the best sales­
persons for service-learning. For example, many students in the tax program 
are "repeat customers"; that is, having participated in the tax program as a 
service-learning requirement, they freely volunteer to serve again in subse­
quent years, and they recommend it to other students. 

Other Service-Learning Programs 
Niagara University recognizes its place in the local community. 

Students, faculty, administrators, and staff each contributes their unique 
talents to enhance the quality of life in the local community, and to grow 
and learn in the process of serving. lWo projects of critical importance to the 
future of the Niagara Falls community are the economic redevelopment pro­
ject and the city of Niagara Falls budget project. Economic redevelopment of 
the Niagara Falls area is a challenging issue, rich in learning opportunities 
for our students. City officials, students, faculty, and other university repre­
sentatives are pooling resources to formulate strategies and implement 
action plans to stimulate the economy, create jobs, and develop entrepre­
neurial opportunities for community residents. The city of Niagara Falls 
budget project involves a proposal developed by the university to help guide 
local government officials in the budgetary decision process. 

The university also participates in various service activities of the Boys' 
Club, the YMCA, and the Police Athletic League. For example, the dean of the 
College of Business serves as a judge in the annual youth scholarship com­
petition of the Police Athletic League. Association with these and other local 
community organizations can lead to service-learning opportunities direct­
ly related to accounting scholarship. Students have researched, evaluated, 
and implemented computerized accounting systems for local businesses 
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and nonprofit organizations, assessed the tax implications of alternative 
business projects, and helped small business entrepreneurs decide on the 
most advantageous form of business organization. In the process of working 
with community organizations, students have learned valuable lessons in 
team building, group decision making, and social responsibility. 

Role of the Department Chair 

Faculty Involvement 
It is essential for the department chair to encourage other faculty, 

accounting faculty as well as faculty from other disciplines, to get involved 
in service-learning. Faculty should not feel that they must add a complete 
service-learning component to their courses all at once. Like so many things 
in life, it is important to begin with small steps. For example, faculty can 
invite their students to participate in established service-learning activities 
such as the tax program, and then conduct discussions in their own class­
rooms to enable students to reflect on their experiences. In this way, faculty 
can gradually learn about some existing service-learning programs, and 
begin to form ideas of their own. Faculty ownership of service-learning is 
essential to implementing service-learning on a department-wide basis. 
That is, faculty themselves must see the value of service-learning and devel­
op their own ideas for service-learning opportunities. 

Also, the department chair can invite faculty to contribute their exper­
tise to existing service-learning programs. Faculty from the Department of 
Accounting and other departments have been involved in the tax program. 
Accounting faculty have served as guest lecturers in the tax training course 
and as mentors to students to answer tax questions during the tax season. 
Service-learning offers many opportunities for interdisciplinary collabora­
tion. Marketing faculty, with the assistance of faculty from the 
Communications Studies Department, have helped to promote the tax pro­
gram both on campus and in the community. And Religious Studies faculty 
have worked with agencies for the elderly in the community to identify 
needs and to coordinate the placement of students to address those needs. 

Community Involvement 
Bringle and Hatcher (1996) recommend that community representatives 

need to be involved in planning service-learning programs. And Muse (1990) 
notes that university and community partnerships can strengthen the eco­
nomic development of the region. At Niagara University, two examples come 
to mind that illustrate some ways to involve the community in planning. At 
the university level, the president of the university formed a task force con­
sisting of community leaders and university faculty and administrators to 
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seek ways to stimulate economic development in the city of Niagara Falls, 
New York, and to engage our university community in service-learning 
projects. 

At the departmental level, representatives of the local chapter of the 
American Association of Retired Persons were invited to visit our campus to 
help coordinate and plan our students' involvement in tax services to the 
elderly. The local office of the Internal Revenue Service is involved in plan­
ning and implementing the tax program, as well as in recognizing our stu­
dents for their service in the program. At the end of tax season, an IRS rep­
resentative presents a certificate of appreciation to each student at the 
annual accounting society banquet, which is attended by students, faculty, 
university administrators, accounting professionals, and members of the 
local community. Moreover, since many faculty are already involved in com­
munity service, the department chair can ask faculty to invite their contacts 
in the community to attend departmental meetings to discuss ways in 
which service-learning projects can serve community needs. 

Students and the people they serve in the community both benefit from 
service-learning endeavors. Bringle and Kremer (1993) found that, compared 
with a control group, students who had visited home-bound elderly persons 
were significantly more positive toward the elderly and in their views of their 
own aging. In our tax program, students who had visited homes for the 
elderly to prepare tax returns experienced firsthand some of the realities of 
life for the elderly -loneliness, dependence on others - as well as the more 
positive aspects of aging, such as wisdom, understanding, and freedom to 
travel. And perhaps the elderly can learn from the students as well, espe­
cially that the students care about them and sincerely want to help. Bringing 
the young and old together pays dividends to both, and can help to bridge 
the generation gap. In addition to serving elderly persons, our students also 
do taxes for low-income families. The students have become more aware of 
the problems and dignity of the poor, and have realized the great satisfac­
tion that can come from helping people even in small ways. Similarly, Giles 
and Eyler (1994) note that students became less likely to blame social ser­
vice clients for misfortunes. 

Faculty Concerns 
Zlotkowski (1996) emphasizes the need to help faculty broaden their 

perspectives to see how service-learning enhances learning. What are some 
of the concerns that faculty may have about service-learning, and how can 
the department chair address these concerns and help faculty to embrace 
service-learning as an important resource in educating students? 

Perhaps one meaningful way in which accounting department chairs 
can facilitate the implementation of service-learning on a wider scale is for 
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department chairs to use their contacts with accounting firms to ascertain 
what views they have on the value of service-learning to a student's educa­
tion. This information can be gathered through informal contacts, surveys, 
and by associations with business leaders on advisory boards and profes­
sional organizations. Accounting firms and other business professionals 
have indicated their support of service-learning by hiring service-learning 
students for internships, co-ops, and entry-level positions. Department 
chairs need to clearly communicate to accounting faculty the importance 
that employers place on service-learning. With this knowledge, accounting 
faculty may be more inclined to incorporate service-learning into their 
courses. 

Faculty sometimes feel that they can't fit service-learning into an 
already crowded syllabus. This is a common, but inaccurate, perception that 
service-learning is an additional discrete topic that requires more time, and 
must necessarily displace other essential topics in the course. If faculty view 
service-learning in this light, then it will be difficult to get faculty to embrace 
service-learning as a component of their courses. Service-learning will be 
seen as an intrusion in the course, rather than a means of enhancing the 
education of the students. We need to see service-learning as an opportuni­
ty to integrate classroom theory with the reality of accounting as a service 
profession. The challenge for the department chair is to help faculty to 
appreciate service-learning as a highly effective way to achieve course objec­
tives. Service-learning is one of many learning strategies we can use in our 
courses to realize the course objectives and to enhance the education of our 
students. 

Related to the concern that service-learning cannot be "squeezed" into 
the already crowded syllabus is the pressure that faculty often feel to get 
through the syllabus - "It doesn't matter whether students actually learn 
anything, so long as we cover all the topics." The answer to this apprehen­
sion is: Less is more and more is less. If we cover fewer topics but cover them 
well, students will understand and retain more knowledge than if we rush 
through more topics and students retain less. In other words, it is better for 
students to retain eight out of 10 topics than to retain five out of 25. 

Another constraint that faculty, and especially department chairs, must 
deal with is limited faculty resources - "We barely have enough faculty to 
teach our real courses, and we certainly cannot afford to add new service­
learning courses without sufficient faculty to teach them. And where would 
these service-learning courses fit in the curriculum?" One response to this 
issue is that service-learning does not have to involve the addition of a "new" 
course that must "fit" into the curriculum. Just as service-learning should 
not be viewed as a discrete topic within a course, service-learning need not 
be a separate course in the curriculum. The mission of the Department of 
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Accounting, as defined by the accounting faculty, is implemented through 
its curriculum, which includes various courses and learning experiences 
designed to accomplish the mission. So the challenge for the department 
chair is to allocate scarce faculty resources in a manner that most effec­
tively accomplishes the mission of the department. Service-learning is one 
of many means of extending the learning that takes place in the existing 
"real" courses. 

Faculty sometimes feel that they are not qualified to incorporate ser­
vice-learning into their courses. Since service-learning is new to many fac­
ulty, it is understandable that they may feel the need to have special train­
ing to deal with the demands of service-learning experiences. It seems that 
there are at least two ways to address this anxiety. First, faculty should be 
asked to deal only with those areas that they feel comfortable with. If facul­
ty are qualified to teach the course content, then service-learning is simply 
another way to deliver the content. All faculty have unique talents, and they 
should be encouraged to extend these talents into the service-learning 
arena. Second, the department could sponsor service-learning workshops 
conducted by service-learning "experts" or simply organize periodic informal 
discussion groups where faculty could gather to discuss issues and share 
experiences. Farmer (1990) suggests that faculty with experience in service­
learning should meet one on one with interested faculty. The department 
chair could arrange such meetings at the academic department level. 

Even if all of the concerns discussed above are resolved, faculty may feel 
that they don't have time to adequately manage the field experiences of ser­
vice-learning. While proper supervision and control of field experiences are 
important, faculty need not make regular field visits. As long as students 
clearly understand their responsibilities and have access to sufficient guid­
ance from the faculty member, most of the activities can be managed in the 
classroom as part of the reflective component of the course. For example, in 
the income tax program, the faculty member arranges tax assistance sites 
at local libraries and community centers, and schedules students to work 
during specified days and times. Then, in the classroom, students share their 
experiences and discuss any problems they may have encountered, and the 
faculty member can make suggestions and recommendations. Faculty can 
make periodic announced or unannounced field visits if they desire, but 
these are not required. And part of the service-learning experience is for stu­
dents to assume responsibility for the success of the field experience, and to 
feel that they are in charge of the service-learning experience. 

Student Concerns 
Students as well as faculty may experience some anxiety about service­

learning as a required component of an academic experience - "Am I real-
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ly learning? Shouldn't the teacher teach something to me rather than expect 
me to learn through service?" If the teacher is the only one dispensing 
knowledge in the course, then students can learn only what the teacher has 
to offer. But through service-learning, the community is the classroom, and 
students learn not only from the faculty member but also from the people 
they serve, from the experiences they live, and from each other in the reflec­
tive process. 

Another way in which department chairs can promote service-learning 
among students is by helping students to understand the value of service­
learning in getting a job. In cooperation with the career planning office, the 
department chair can show students that service-learning not only looks 
good on a resume but also develops social skills, organizational ability, and 
maturity, and teaches students appropriate dress and etiquette for business. 

Faculty must also deal with the reality that students have only a limit­
ed amount of time to devote to community service. Many students must 
work to finance their education. Therefore, the scheduling of service-learn­
ing must be flexible enough to accommodate the students' class and work 
schedules. In the tax program, for example, the training and reflection are 
done during regular class meetings, and the students themselves indicate 
when they are available to prepare tax returns. In this manner, students' 
anxiety about not having enough time for service-learning is allayed. 

Students, like faculty, sometimes feel that they are not qualified to 
engage in community service. This concern, I think, goes to the heart of ser­
vice-learning as an educational strategy Where do students learn? Only in 
the classroom, or in the classroom as well as in the community? Students 
should not feel that they need to be "experts" before they can provide useful 
community service. Service-learning provides opportunities to apply class­
room learning in the community, and the experience of community service 
in tum enhances classroom learning. We need to help students understand 
that learning is a lifelong process, and that we don't suddenly become "qual­
ified" by virtue of earning a degree. Indeed, service-learning is an essential 
part of becoming "qualified" to serve in the accounting profession. 

Student learning can be measured and demonstrated by various out­
come assessments. In addition to the IRS written test, classroom discus­
sions, and term papers mentioned earlier, students check each other's work 
on-site to make sure that tax returns are accurately prepared, and tax 
returns are then sent to the local IRS office for further quality review. The 
IRS provides periodic reports on student performance, and the participating 
service-learning instructor reviews the reports with students. 

Related to the issue of not being qualified is the concern some students 
have that their education is being shortchanged by service-learning. This 
notion probably stems from the fact that the classroom has been the tradi-
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tional (and perhaps the only) model for learning. "When I'm in the class­
room, I'm learning, but am I learning by performing community service?" 
Ti1e idea of active learning has certainly received a lot of attention lately. Is 
not service-learning a form of active learning? As long as community service 
is coupled with an opportunity for students and faculty to reflect on their 
experiences in classroom discussions, then service-learning is certainly a 
rich learning experience. Education is not shortchanged, but rather 
enhanced, by service-learning. 

How does service-learning enhance the education of our students? 
Markus, Howard, and King (1993) found that service-learning students were 
significantly more likely to feel that they had performed to their potential, 
learned to apply principles, and developed a greater awareness of social 
problems than students in traditional discussion sessions. Students in our 
tax program echoed these feelings in their classroom reflections and in their 
term papers. Students indicated that service-learning helped them to vivid­
ly see the connection between classroom learning and helping real people, 
to develop a keener awareness of the social problems of elderly persons and 
low-income families, and to more fully appreciate their role in business and 
society. 

Similarly, research by Cohen and Kinsey (1994) shows that service-learn­
ing "is an effective means of teaching that increases student understanding 
of complex material." Our experience in the tax program supports this find­
ing. Students were able to learn and apply complex tax rules better and 
faster through service-learning than in the traditional classroom setting. 
Perhaps this is because service-learning students (1) see at the outset the 
"big picture" of how their classroom learning will be applied, and (2) have an 
opportunity to quickly apply their learning by preparing real tax returns. 

Conclusion 

To make service-learning a part of accounting education at the college level 
requires the cooperation and support of many constituencies, including uni­
versity administration, staff, faculty, students, community leaders, and par­
ticipating community agencies. It begins with an expression of the impor­
tance of service-learning in the university mission statement, and is sup­
ported by the mission statements of individual academic departments. 
Service-learning is carried out through the curriculum, both in general edu­
cation courses and in courses within the academic major. Perhaps the pri­
mary role of the department chair in implementing a department-wide ser­
vice-learning program in accounting is to help faculty to appreciate the 
value of community service as an effective learning strategy in educating 
students for the accounting service profession. If faculty and students see 
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service-learning as a means of enhancing accounting education, then service­
learning will be mainstreamed into the accounting curriculum. 
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Service-learning: 
A "Free Enterprise" Model for Accounting Faculty 
by Curtis l. DeBerg 

The Bedford Report (American Accounting Association 1986), the White 
Paper (Andersen et al. 1989), and the Accounting Education Change 
Commission (AECC 1990) all called for reforms in how courses are taught 
(pedagogy), what is taught (content), and the environment in which content 
and pedagogy are delivered (infrastructure). In 1992, the AECC emphasized 
that the first course in accounting should be given special attention because 
this course provides students with their first exposure to accounting: 

The first course [has1 significance for those considering a career in account­
ing and those otherwise open to the option of majoring in accounting. The 
course shapes their perceptions of (1) the profession, (2) the aptitudes and 
skills needed for successful careers in accounting, and (3) the nature of 
career opportunities in accounting. These perceptions affect whether the 
supply of talent will be sufficient for the profession to thriue. For those who 
decide to major in accounting or other aspects of business, the course is an 
important building block for success infuture academic work. (1-2) 

Student organizations such as Beta Alpha Psi provide one avenue for 
students to practice skills that are difficult to teach in a traditional, lecture­
based classroom. Unfortunately, eligible students have already selected 
accounting as a major, and must have outstanding academic credentials. 
What is lacking, I believe, is a student organization whereby potential 
accounting majors can actively participate in meaningful projects related to 
accounting. These projects can be designed and implemented in collabora­
tion with faculty advisers. 

Well-conceived service-learning projects provide an avenue for instruc­
tors to enhance and enrich students' experiences. The AECC (1992) stated: 

Teachers of the first course in accounting should put a priority on their 
interaction among students. Students' inuoluement should be promoted by 
methods such as cases, simulations, and group projects. Emphasis should 
be on teaching the student to learn on his or her own. (4) 

The purpose of this article is to describe a service-learning program at 
California State University-Chico in Principles of Accounting. Students self­
select into groups and decide which projects to pursue, with the approval of 
the faculty adviser. A student organization, called Students in Free 
Enterprise (SIFE), provides a vehicle for the service program. Participating 
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students gain the leadership experience of establishing free enterprise com­
munity outreach programs that teach others how market economies and 
business operate. This article explains SIH's main projects at CSU-Chico, 
which involve teaching at-risk middle school students how math, English, 
and computer skills are relevant to everyday decisions. 

This paper will first describe what SIH is and how it fits into the service­
learning program. The second section explains how the CSU-Chico SIFE 
team was created. The third section presents the details of the main SIFE 
project our students have undertaken. In the fourth section, I describe how 
a SIH team's service-learning projects can be assessed for effectiveness. The 
fifth section presents reasons why an accounting faculty member, or any 
business faculty member, would want students to participate in service­
learning projects. This section also includes a list of benefits for students 
and the community. The sixth section describes how a faculty member can 
get started if he or she wants to be a service-learning advocate. Finally, the 
paper concludes by offering a way for readers to subscribe to a network that 
brings accounting and other business faculty together to exchange project 
ideas, to discuss assessment issues, and to suggest ways of disseminating 
the most successful service-learning projects. 

Service-Learning and S I FE 

Integrating service-learning projects into the business curriculum has been 
gaining support over the past several years. For example, the Wingspread 
Group on Higher Education (1993), a blue-ribbon commission of some of the 
leading educators and businesses in the United States, stated: 

There is no substitute for experience. Academic work should be comple­

mented by the kinds of knowledge derived from firsthand experience, such 
as contributing to the well-being of others, participating in political cam­
paigns, and working with the enterprises that create wealth in our society. 

Others concur with the Wingspread commission. For example, Ernest 
Lynton, a leading education reformer, contends that the value of direct, 
unsimulated experience must not be overlooked: "Practical experience, 
design activities, and case studies constitute probably the best way for 
future practitioners to master the way of approaching and dealing with 
complex situations" (1993: 18-19). Zlotkowski (1996b) has echoed Lynton's 
call for practical experience, stressing the suitability of service-learning: 

Community-based projects can provide business students with a variety of 
technical opportunities . ... At the same time, they can facilitate develop­
ment of a variety of "soft" skills - without the addition of any new, inde-
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pendent curricular unit. Effective teamwork, cross-functional flexibility, 
interpersonal and communication skills, and multicultural sensitivity are 
just a few of the more important nontechnical skills community-based proj­
ects can naturally foster. (9) 

The SIFE organization. founded in 1975. provides one framework for a 
team of students on campus to begin their service-learning projects. SIFE is 
a nonprofit educational organization that works in partnership with busi­
ness and higher education. providing college students with an opportunity 
to establish free enterprise community outreach programs that teach others 
how market economies and businesses operate. Each spring. participating 
SIFE teams compete against one another at one of 12 regional competitions 
throughout the United States. Winning teams at the regional competitions 
advance to a national competition held in Kansas City. Missouri. at the end 
of May (a later section provides additional details about these competitions). 

The SIFE organization stresses that teaching free enterprise principles is 
its core mission. The primary goal of SIFE student teams is to teach others 
how market economies and businesses operate. This helps the students and 
those they teach use this knowledge to improve themselves and their 
communities. 

To understand better how the SIFE organization is linked to service­
learning. it is helpful to keep in mind a clear sense of what service-learning 
entails. According to the National and Community Trust Act of 1993. it is a 
"method under which students or participants learn and develop through 
active participation in thoughtfully organized service that is conducted in 
and meets the needs of a community. and is coordinated with the commu­
nity and with an elementary school. secondary school. institution of higher 
education. or community service program." 

Some faculty have been unwilling to integrate service-learning into their 
courses because there is too much emphasis on "service" and not enough on 
"learning." Zlotkowski (1996a) suggested that faculty must focus more on 
learning: 

Unless service-learning advocates become far more comfortable seeing 
"enhanced learning" as the horse pulling the cart of "moral and civic val­
ues," and not vice versa, service-learning will continue to remain less visi­
ble - and less important - to the higher education community as a whole 
than is good for its own survival. (24-25) 

The CSU-Chico SIFE team. created in fall 1993. has completed several 
service-learning projects. The most comprehensive service-learning project 
completed by the CSU-Chico SIFE team is linked directly to the objectives of 
Principles of Accounting. The issue is not whether students benefit more 
from exposure to accounting content or to moral and civic values. The goal 

DEBERG 67 



is for students to simultaneously learn accounting concepts and develop 
moral and civic values. Students acquire a better understanding of account­
ing concepts by explaining them to others, and they develop a sense of civic 
responsibility by providing service to the community. Students' reflective 
essays provide evidence that both forms of growth occur. 

I believe that the creation of a student organization that cuts across 
departmental and college boundaries helps overcome traditional barriers in 
the higher education community. Students from different disciplines can 
interact as team members on service-learning projects. For example, stu­
dents majoring in English and communications work closely with business 
students, serving as authors and editors of the team's newsletter. Another 
example is students majoring in computer science and management infor­
mation systems working closely with public school teachers to design rele­
vant software to support lessons. A third example is public relations stu­
dents who interview team members and author press releases to inform the 
public about their projects. Students can quickly see the benefits of devel­
oping a network inside and outside the college. For example, because many 
students have advanced skills and knowledge in some areas, such as com­
puter skills, much of what they know can benefit other team members. 

How the CSU-Chico SIFE Team Was Created 

I learned of the service-learning movement by attending a project director's 
meeting in fall 1992 for grants funded under the U.S. Department of 
Education's Fund for the Improvement of Postsecondary Education (FIPSE). 
CSU-Chico had earned a three-year grant to reengineer its Principles of 
Accounting courses in fall 1992. Many of the reforms outlined in our grant 
proposal were consistent with the community service grants made by FIPSE 
under its Innovative Projects for Community Service program. 

How did an interest in community service evolve from the reforms tak­
ing place in undergraduate accounting programs? At the FIPSE meeting, I 
attended a few workshops featuring community service projects. There, I 
saw the parallels between the reforms called for by the AECC and service­
learning. I became convinced that student learning could be enhanced 
greatly if business instructors could find ways for students to gain hands-on 
experience outside of class in ways that benefit the community and the stu­
dents. Based on the success of many of the FIPSE projects, I could see how 
well-designed projects could strengthen the linkages among K-12, commu­
nity colleges, the university, and the community. 

At the FIPSE meeting in fall 1993, Alexander Astin was the keynote 
speaker. Astin, a leading expert on outcomes assessment, provided convinc­
ing evidence that the "traditional" educational model of higher education 
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should be revised. He found that "the single most important environmental 
influence on student development is the peer group; by judicious and imag­
inative use of peer groups, any college or university can substantially 
strengthen its impact on student learning and personal development" (1993: 
xiii-xiv). He also found that students in similar circumstances, and with 
common needs and interests, have a greater likelihood of interacting and 
learning together. Because most students who enroll in introductory 
accounting are pursuing a business major, they share business as a common 
interest. The challenge for me, therefore, was to create a structure whereby 
students could develop peer groups outside of class by working together on 
projects (1) related to accounting (2) that could add value to the community 

Because the goal of each SIFE team is to create community outreach 
projects that help others understand how market economies and business­
es operate, SIFE provided such a structure. A faculty member who chooses 
to start a SIFE team applies to become what is known as a "Samuel M. 
Walton Free Enterprise Fellow." The duties of the fellowship (which pays a 
$1,000 stipend) are to organize a student team, help it define its mission, 
goals, and strategies, and complete specific projects in various program 
areas. In fall 1993, I recruited 16 students who were former students in inter­
mediate accounting or senior accounting theory, along with students from 
other disciplines. Because I was not teaching introductory accounting at the 
time, beginning students were not a primary recruiting pool. 

In later semesters, students enrolled in Principles of Accounting were 
recruited for SIFE teams. The goal of the first two Principles courses, under 
the FIPSE-reengineered course structure, was to provide students with an 
understanding of the uses and limitations of accounting information in eco­
nomic decision making in a variety of personal, business, and other organi­
zational contexts. The course materials developed under the grant focused 
on real-world cases designed to help students become more effective deci­
sion makers using both quantitative and qualitative data. Because of this 
real-world, decision-oriented approach, I believed that the service-learning 
movement complemented the accounting education reform movement. 

Since spring 1993, I have taught Introduction to Accounting I and II (pri­
marily financial and managerial accounting, respectively), implementing a 
10 percent service-learning bonus in both courses. Exhibit 1 contains an 
excerpt from the fall 1996 syllabus in Principles of Accounting I, including a 
schedule of how the course grade is determined and narrative describing the 
optional service-learning project. Note in the narrative how students are 
given maximum flexibility through the option of participating in SIFE or in 
one or more programs with Community Action Volunteers in Education 
(CAVE). CAVE is a community service student organanization that maintains 
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Course Grade 

Exhibit 1 

Principles of Accounting I 

Fall 1996 

Your letter grade in this course will be determined according to the following weightings: 

Midterm Exam 25% 

Small group assignments and quizzes 16 

Individual assignments and quizzes 25 

Computer spreadsheet proficiency 3 

Attendance and class participation 6 

Final exam 25 

Total 100% 

Note: Optional bonus points may be earned by participating in a service-learning project (see below). 

Optional Bonus Points 

You can earn a bonus equal to 10 percent of the total points you accumulate in the course by taking part in a 

service-learning project. This will require you to participate in one of the following two options: 

1. delivering "business literacy" lessons to middle school students in the Chico area as part of a student 

group called Students in Free Enterprise (SIFE). This will require about three hours of time, per week, 

for the two weeks beginning September 16. Thereafter, the project will take about 1-2 hours per week; or 

2. participating in one or more programs with Community Action Volunteers in Education (CAVE). It is 

preferred that this service be related to accounting or some other business discipline, but it is not 

mandatory. 

During the semester, you must keep a "log" describing what you did. You must log at least 30 hours of service 

in order to earn the bonus points. For your information, in Spring 1996, 115 students were enrolled in three 

courses where this service-learning option was available. Of these, 27 students (23%) chose to complete a 

CAVE project, while 6 students (5%) chose the SIFE track. Of the 33 students who participated, 25 had their 

grades raised at least one level. At the end of the semester, you must write a two-page summary (single-spaced) 

reflecting on your experience. The paper should describe the project, explain what you learned, offer 

recommendations to improve the project, and indicate whether or not you plan to continue with the project after 

the semester is over. 
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more than 20 projects (e.g., Adopted Grandparent Program, Adult Literacy 
Program, Teacher Aid Program). Students have the freedom to select a pro­
gram that best meets their time schedules and interests; however, a student 
must document at least 30 hours of service in order to receive the bonus. 
Note that the offer of a 10 percent bonus resulted in 33 students out of 115 
(29%) choosing to participate. 

A Close look at One Comprehensive Project 

In fall 1993, our new SIFE team decided to create a project that could be 
implemented during spring 1994. The project, which I conceived, was 
designed to involve university students in teaching "business literacy" skills 
to groups of 13- and 14-year-old students who were at risk of not doing well 
in high school. After meeting with the assistant superintendent of the school 
district, I was directed to Chico Junior High. Four teachers enthusiastically 
welcomed the idea of small teams of SIFE student "mentors" to begin teach­
ing one or two lessons per week, starting in spring 1994. Then I began 
authoring a series of lessons, entitled Using Math to Make Business 
Decisions, and recruited the first team of 16 SIFE students. Accompanying 
the lessons is a manual of mentor/instructor guidelines, which details each 
lesson's learning objectives, suggestions for teaching, and reminders for 
homework assignment and collection. 

Before the beginning of each semester, SIFE mentors who choose to work 
on the middle school projects meet with their assigned teacher and me to 
discuss scheduling, goals, expectations, and roles. Usually, two or three SIFE 
students are assigned, as a team, to become mentors to one class. Each 
teacher is allowed flexibility to determine how much the SIFE project will 
count toward the eighth graders' final grade. 

The university students rely heavily on the teacher to encourage parent 
involvement and to help with discipline problems. Teachers are strongly 
encouraged to take on the role of "associate mentor" on SIFE day, thereby 
allowing the university students to forge a bond with the class with little 
in terference from the teacher. Only when a class starts to get out of hand is 
the teacher expected to step in and get the class back on track. 

Each team of SIFE students has one lead mentor, who is a veteran SIFE 
student who has taught in a previous semester. The lead mentor is respon­
sible for making sure he or she and the other mentors are prepared for each 
day's lesson. This mentor is also in charge of how each lesson is to be 
delivered. 

Because there are 23 lessons in a semester (each lesson is 56 minutes 
long), it is important that the teacher and the mentor team plan ahead. 
Usually, the first five lessons are taught consecutively during a full, one-week 
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time slot early in the semester. In the next two months, one or two lessons 
are delivered each week. Near the end of the semester, the team will again 
teach several lessons consecutively. Introductory accounting students who 
choose this project usually log in more than the 30-hour minimum required 
of students who select a CAVE project, but they do so willingly because they 
see other benefits of belonging to SIFE (as indicated later in this essay). 

What Do SI FE Students Teach? 
The 23 lessons are listed in Exhibit 2. The lessons integrate math, sci­

ence, history, geography, business, civics, and ethics under the umbrella of 
free enterprise. The focus is on math, which allows key free enterprise prin­
ciples to be introduced. In the math classes, the team helped eighth graders 
understand: 

1. What is a business? 
2. How is a business managed? 
3. How does one keep accurate records? 
4. What is the difference between a sole proprietorship, a partnership, 

and a corporation I 
5. Why do businesses have to pay income taxes, and what does the gov-

ernment do with these taxes? 
6. Why is it best to do business fairly and honestly? 
7. Why are some businesses riskier than others? 
The activities included in the program allow students to incorporate 

mathematics, English, and speech, while the students interact to make deci­
sions. Cases were designed to introduce students to financial statements; 
percentages, decimals, and ratios; the accounting equation; markups; prob­
ability, risk, and reward; time value of money (Einstein's second greatest the­
ory); and the stock market. The most important aspect of the program, how­
ever, is that the junior high students each have the opportunity to start their 
own, real-life businesses. It should be noted that one of the mentees for the 
spring 1994 semester was awarded third place in the country by the National 
Federation of Independent Business in its Young Entrepreneur of the Year 
Award category. The young man made clocks from computer hard drives 
that had been broken and otherwise would have been destined for the land­
fill. His product's name l Hard Times! 

At the end of each semester, one of the area malls hosts a Students in 
Free Enterprise weekend where all the junior high entrepreneurs get to set 
up shop and sell their goods and services. 

Why Middle School Math Students? 
Currently, junior high students have little or no exposure to business 

concepts. In order to live happy and productive lives, it is essential that all 
students learn how to properly manage their money. These students will 
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I Lesson 1: 

I Lesson 2: 

I Lesson 3: 

I Lesson 4: 

I Lesson 5: 

kess on 6: 

I Lesson 7: 

I Lesson 8: 

I Lesson 9: 

I Lesson 10: 

I Lesson 11: 

kess on 12: 

ILesson 13: 

I Lesson 14: 

I Lesson 15: 

I Lesson 16: 

ILesson 17: 

ILesson 18: 

I Lesson 19: 

I Lesson 20: 

I Lesson 21: 

I Lesson 22: 

I Lesson 23: 

Exhibit 2 

"Using Math to Make Business Decisions" 

I Welcome to Free Enterprise 

I Personal Entities vs. Business Entities 

I Valuation Rules 

Keeping Track of Personal Net Worth: The Case of Cory's 
Allowance 

II Sole Proprietorship: The Simplest Business Form 

liThe "Big Two" Financial Statements 

II Mary and Tina's Baby-Sitting Business 

Starting Your Own Business: (1) Questions and (2) Rules and 
Rewards 

II Keeping Good Records -- The Case of Billy's Sports Cards 

II Risk and Reward -- The Two-Dice Experiment 

I I Awarding the SIFE Loans 

IThe Columbus/Isabella Partnership-Part I 

IThe Columbus/Isabella Partnership-Part II 

I How are Businesses Taxed? 

The Penny Experiment (How Should Your Government Spend 
Your Tax Mone ? 

II State and Federal Government Spending 

I Good Business Is Good Business: Andrea and the Pop Bottle 
Bouti ue 

I Einstein's Second Greatest Theory: The Time Value of Money 

ITriple Play Publications, Inc. 

IThe Stock Market-Part I 

IThe Stock Market-Part II 

I Awards Day 
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someday be employees or employers, and it is essential that they learn the 
language of business at an early age. 

Prealgebra students (i.e., those without the skills to be in algebra) have 
been selected because they are most at risk of losing sight that math is a 
crucial lifelong skill. Furthermore, unlike their peers in algebra, a much 
higher percentage of prealgebra students are not destined for college and, 
hence, will be the first ones to enter the workforce. The role model effect 
cannot be overemphasized. Eighth graders can identify and relate to the 
older university students more readily than to a teacher or parent. 
Furthermore, because many of the SIFE students are extremely knowledge­
able about computers, they are in a position to teach eighth graders and 
their teachers. Equipped with the necessary knowledge, skills, training, hard­
ware, and software, these mentors can provide junior high students and 
teachers with access to an integrated curriculum using new technology. In 
essence, the teachers can receive inservice training while simultaneously 
using university mentors to help them reach students who might not other­
wise show an interest in math. 

At the same time, SIFE mentors planning to become K-12 teachers can 
obtain valuable preservice training. Furthermore, SIFE students planning 
careers in business can improve leadership, teamwork, and communication 
skills. 

Measuring the Project's Effectiveness 

Since spring 1994, the lessons have been improved with input from SIFE stu­
dents, K-12 teachers, business owners, parents, and former eighth graders 
based on an extensive outcomes assessment program. The first major revi­
sion occurred during summer 1994. Changes included making the lessons 
more interactive, including more in-class, small-group exercises, teaming 
university students in groups of two or more when delivering the lessons, 
providing additional inservice training for both the university mentors and 
junior high teachers, and reducing the number of lessons from 28 to 23. Also, 
the team worked much more closely with its business advisory board (each 
SIFE team recruits board members from the local business community who 
have a strong interest in free enterprise). 

As noted, these revisions were the result of our outcomes assessment 
work. A la-question, multiple-choice business literacy exam was adminis­
tered to the eighth grade students on a pre- and posttest basis at the begin­
ning and end of the spring 1994 semester. The questions varied from simple 
recall to moderate analysis to complex analysis. Students scored significant­
ly better on seven of the 10 questions. ' These questions tested them on (1) 
their knowledge of assets, liabilities, and equity; (2) their understanding of 
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the primary purpose of a balance sheet; (3) their ability to discuss the effect 
on a company's financial statements if the wrong amount of income taxes 
was paid; (4) their understanding of why a business plan is important; (5) 
their ability to discern the difference between an expense and an owner's 
withdrawal; (6) how a bank's financial statements are affected when a busi­
ness owner takes money out of a checking account; and (7) their under­
standing of the difference between a balance sheet, an income statement, 
and a statement of cash flow. 

In addition to the empirical test described above, numerous samples of 
authentic assessment material have been analyzed (e.g., completed busi­
ness plans, completed financial statements, ethics essays, and products pro­
duced by the "miniature" businesses). Completed essays by the SIFE students 
provide a glimpse into how they view the program, while simultaneously 
providing the reflection component of service-learning. Exhibit 3 contains 
excerpts from three essays. 

One of the most objective ways to measure the effectiveness of a SIFE 
team is through the regional and international competitions held each 
spring. The fact that competitions are held each year motivated me to start a 
SIFE team because competition provides external measures of effectiveness. 
Teams are judged by a panel of business leaders based on the five criteria 
described in Exhibit 4. The top two teams from each "league" (a league con­
sists of between four and eight teams) at a regional competition advance to 
the national competition. Winning teams not only earn plaques and tro­
phies; they also win prize money contributed by the businesses that support 
SIFE's mission. 

Benefits to Stakeholders 

There are many benefits from service-learning. This section briefly describes 
benefits accruing to faculty, participating university students, and the com­
munity as they relate to my experience as faculty adviser for a SIFE team. 

Benefits for Faculty 
Why would an accounting faculty member, or any business faculty 

member, want students to participate in service-learning projects? There are 
several intrinsic and extrinsic benefits. Intrinsically, the SIFE team's success 
has been extremely gratifying to me. By observing students work together to 
carry out projects that are directly linked to course objectives, I have seen 
how their knowledge of subject matter has improved. I have also seen stu­
dents' skills develop by helping them with their written reports to judges; 
guiding them as they prepare their oral presentations; traveling with them 
as they make presentations at conferences and competitions; and offering 
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Exhibit 3 

Excerpts From Three "Reflection" Essays 

"Soon after joining SIFE, I realized that my reasons for remaining in it went far 

beyond extra credit. SIFE is a unique organization on campus. You can actually 

see hands-on involvement in the community by the college students. Mentoring 

in the classroom and working with other members of the team was a pleasure 

this semester. The times I went to Chico Junior High were experiences all in 

themselves. It was foreign to me at first, to be the one standing in front of the 

classroom. I am so used to being the student and not the teacher." 

"Working as a mentor was a very enjoyable and enlightening experience. Never 

before had I been required to teach in a class setting. The whole thing was very 

exciting and a little bit scary. After preparing for my first day out in the field I 

thought I was ready. I sure found out how important it is to teach in groups. After 
my nerves had calmed halfway through the lesson I really started to enjoy it. 

"Not only were we teaching the students about free enterprise, but I was 

surprised at how much I learned myself. Teaching this subject made me 
remember and understand what an old man once said to me. He said, 'The best 

way to master a subject is to teach it.'" 

"My original motive for volunteering for the SIFE mentor program was not noble 
and altruistic. I wanted extra credit and it seemed like it would be simple, since I 

had a lot of experience counseling junior high kids. In retrospect, the program 

has been challenging, frustrating, humiliating, and a lot of other things but it was 
anything but easy. Would I do it again? In a heartbeat. 

"I would do it because all my life I have wanted to make a difference, to be a 
leader. This program has made that possible. I have been able to experience 

real numbers, real school, real students, real satisfaction, and real frustration. 

Mentoring has taught me patience, the importance of measuring what you say 

before you say it, and most importantly, how to listen. I look for the faces where 
the eyes tell me this young person wants to know what I have to say in spite of 

the lack of respect my fellow mentors and I occasionally get from many of her 
peers. And I mentor to her, just her. When I do that, others in the class know I 

am serious and they begin to pay attention. I feel as though I can only reach a 

few of them in this short time, but maybe one or more of them will be stimulated 

by math and accounting and end up wanting to go on to college, and perhaps 

even to major in business." 
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Exhibit 4 

Judging Criteria 

1. How creative, innovative, and effective were the students in teaching 
others an understanding of how market economies and businesses 
operate and helping them use this knowledge to better themselves, their 
community, and their country? (40 points) 

2. Did the students quantify the results of their educational programs, and 
did they ensure the continuation of their successful SIFE programs in the 
future? (20 points) 

3. How successful were the students in utilizing their resources, which 
included but were not limited to: (1) their Business Advisory Board 
(BAB), (2) college students and faculty from nonbusiness disciplines, 
and (3) the mass media available (taking into consideration the size and 
location of their community)? (20 points) 

4. How effectively did the students document their activities in their written 
annual reports sent in advance to the judges? (10 points) 

5. How effectively did the students document their activities in their 
competition presentation to the judges? (10 points) 

These criteria have been taken directly from page 14 of the SIFE 199611997 
Information Handbook. 
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advice as they author grant proposals to support their projects. But most 
important, by being their mentor as they, in turn, mentor younger students 
- that is what service-learning has done to reenergize my academic career. 

There are also numerous extrinsic rewards. For example, I have (1) 
learned an enormous amount about various software tools and techniques 
from some of my more computer-savvy students; (2) been recognized inside 
and outside the university for my duties related to SIFE; (3) received an 
annual $1,000 stipend as a Samuel M. Walton Fellow; (4) met some of 
America's business leaders, many of whom serve as judges at the competi­
tions; (5) authored articles in magazines and journals; and (6) obtained grant 
funds to pursue service-learning projects for business students. 

Benefits for University Students 
There are numerous benefits for the students who participate in ser­

vice-learning projects related to SIFE. 
• Richer faculty-student interaction, because the faculty adviser and stu­

dents often work together as colleagues. 
• Teamwork skills are improved, because all projects involve at least two 

students working together to achieve a goal that is specific, achievable, and 
measurable. 

• Opportunities to gain the leadership experience of establishing free 
enterprise community outreach programs; having students conceive, imple­
ment, and assess their projects allows them to practice leadership skills that 
normally cannot be taught in a traditional classroom environment. 

• Additional practice at improving oral presentation skills, especially for 
those students who teach at the middle schools and make presentations to 
local, regional, and national education and business leaders. 

• Additional practice at improving writing skills, especially for those stu­
dents who author, edit, and publish the team's newsletters and annual 
reports; also, students who have authored grant proposals from their stu­
dent government to disseminate their best projects have improved their 
writing skills. 

• A better understanding of how their student government works, by serv­
ing on various committees that decide how student fees are collected and 
distributed. 

• Learning more about accounting and community service (this has been 
reflected in their end-of-semester essays). 

Benefits for the Community 
There are two primary community groups that benefit from the projects 

completed by the CSU-Chico SIFE team - those who are directly involved in 
K-12 education and those who will be hiring high school students upon 
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graduation. Cindy Cox, an eighth grade math teacher at Bidwell Junior High 
in Chico, has participated in the SIFE program for two semesters and has 
seen positive results in her students. "This program is a great liaison with the 
university," she has said. "And the kids find it exciting and enjoyable. They 
actively learn math outside of school, which is one of the primary goals of 
our state framework in teaching mathematics." Cox was one of three teach­
ers involved with the SIFE program during fall 1995. 

Debra Cowan, who participated in the program in spring 1995 and fall 
1996, added, "I've seen kids completing homework who don't normally com­
plete homework. Because of the experiential, hands-on nature of the pro­
gram, the kids really want to get involved, and when they get involved, they 
learn." 

One of the program's greatest advocates is Robert]. Barbot, superinten­
dent of the Chico Unified School District. Barbot sees the importance of 
bringing the business community into the classroom, but he also sees the 
importance of bringing the classroom into the business community and the 
community at large: 

This type of program provides students with meaningful and necessary 
knowledge of the American enterprise system. The hands-on actual experi­
ence is invaluable for our students. And it's made all the more valuable by 
the multilevel assistance and cooperation among the teachers in the class­
room, students from the university, and the university faculty who have 
expertise in this area. 

The SIFE team has made strong efforts to enlist the active involvement 
and support of the business community. One of the business owners 
involved is Clifford Neill, an investment broker who is also the chair of the 
Chamber of Commerce's Education Committee. In his opinion, "The math 
project delivered by the university mentors, with us helping out, is one way 
to provide a key link in bringing the business community closer to K-12 and 
the university." 

Service-Learning: Starting a SIFE Team 

An accounting faculty member can begin incorporating service projects into 
his or her courses starting next semester. Almost all campuses have com­
munity service organizations like CAVE, where students can participate in 
myriad different projects. But faculty members who want students to 
become involved in projects that are directly linked to the accounting cur­
riculum should read this volume closely and select one or two approaches 
that best match their interests and course objectives. To implement service­
learning effectively, I believe students should be offered a bonus in a course 

DEBERG 79 



they are currently taking, or they should be offered independent study cred­
it. At CSU-Chico, after introductory students have completed the SIFE ser­
vice-learning component, they are invited to sign up for a three-unit, credit! 
noncredit course called Service-Learning in the Community.2 In this way, 
students can continue to earn compensation in the form of "academic cur­
rency," and they also become known as "veteran" SIFE mentors. 

If an accounting faculty member would like to consider adopting the 
CSU-Chico middle school project, he or she is encouraged to organize a 
group of students on campus and form a SIFE team. Currently, about 25 per­
cent of all U.S. community colleges and universities with business programs 
have active teams; therefore, there are well over 500 business faculty who 
share a common goal. Unfortunately, there are only about 15 accounting 
faculty who serve as fellows. 

It is best to begin planning a SIFE team late in the spring semester. To 
start a team, the following steps should be completed: 

1. Request an application from SIFE's home office (The Jack Shew­
maker Center, 1959 E. Kerr, Springfield, MO 65803, ph 800/235-9595, 
SIFETeams@aol.com) to become a Samuel M. Walton Free Enterprise Fellow. 

2. Visit one of the 12 regional competitions and observe SIFE teams as 
they compete. Competitions are split into two divisions: a two-year division 
and a four-year division. It is a good idea to bring a few entrepreneurial stu­
dents with you to this competition. 

3. Select a veteran team at the competition nearest your campus and 
ask the Walton Fellow whether he or she would adopt your team as part of 
SIFE's Adopt-a-Rookie program; the veteran team must actively assist and 
mentor the rookie team. (CSU-Chico adopted five rookie teams in 1995-96; 
in 1996-97, it adopted nine rookie teams.) 

4. Begin recruiting students. 
5. Attend the fall Leadership Conference, along with several of your stu­

dents. These conferences are held at 20 cities nationwide in September; the 
interaction with other faculty and shared learning is beneficial to all 
participants. 

Conclusion 

One national network of business faculty interested in service-learning 
exists through the SIFE organization, and there currently are more than 500 

business faculty who share a common goal: to integrate service-learning 
into undergraduate business curricula to give students a more valuable edu­
cation. However, most communication is between individual faculty and the 
home office in Missouri; communication among faculty is limited. One rea­
son for this, undoubtedly, is because many small community colleges and 
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four-year schools are still not on the Internet, or faculty may not yet feel 
comfortable using email. However, this problem is becoming less of an issue 
as more educational institutions realize that Internet access is a require­
ment in today's Information Age. 

What is currently lacking is a network that brings these business facul­
ty together to exchange project ideas, to point out pitfalls, to discuss assess­
ment issues, and to suggest ways of disseminating the most successful ser­
vice-learning projects. Therefore, I have become the list owner of a "listproc 
mailing list," sometimes referred to as "listserv." This provides interested fac­
ulty with a vehicle for two-way interactive communication. 

SIFESERV 
The name of the new listserv is SIFESERV, and its objective is to bring 

business education in touch with service-learning. The goal of SIFESERV is to 
provide an extensive, world-wide database of information and increase the 
opportunities for greater interaction via email. To subscribe to SIFESERV, 
send an email message to: 

listproc@galaxy.csuchico.edu 
with the following message in the body of the email: 

subscribe SIFESERV-L yourfirstname yourlastname 
Who should subscribe to SIFESERV? Anyone who has an interest in having 
business students complete service-learning projects that add value to their 
own business education and benefit the community. This includes faculty, 
students, business advisers/donors, K-14 teachers and administrators, par­
ents, community leaders, and elected officials. All business students are stu­
dents in free enterprise, and having them serve their communities by teach­
ing the principles of free enterprise can add greatly to their undergraduate 
learning experience. 

A New Vehicle 
An editorial in Accounting Horizons described the management philoso­

phy of Edward de Bono that distinguishes between vertical and lateral think­
ing (Burton and Sack 1991). Vertical thinkers try to improve the current state 
of affairs by "making one's hole a better place," while lateral thinkers go out­
side the existing hole and create a new hole. The authors asserted that "it is 
vital for the future growth of the profession as well as in the broad interests 
of society to see a great expansion of lateral thinking in the accounting 
world" (118). An example was used to illustrate this: 

If customers who took the long coach ride from London to Edinburgh 
around 1800 were asked how service could be improved, they would likely 
mention the need for fresh horses, better springs on the coach, and 
improved inns along the way. Few, if any, would have suggested inserting 
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the passengers in a metal tube and flinging them through the air at 500 
mph in the direction of Scotland. Indeed, were a coach company to offer 
such a service, it is unlikely that there would be a long line waiting to 
board. But innovation plays a key societal role, and if we do not have some-
one working on new holes, we are not likely to see progress. (1-2) 

Service-learning can become the vehicle by which calls for accounting 
reform can be heeded. While the vertical thinkers are trying to improve 
existing stovepipes, lateral thinkers can envision a new mode of education. 
Arguments should not be centered around the horse of academic content 
pulling the cart of community service, or vice versa. It is time to leave the 
horse and cart behind and buckle up in a new space capsule called service­
learning. As faculty, we can take a role in designing service-learning projects 
that are inclusive, entrepreneurial, and flexible. If one believes that students 
can benefit from such projects, then one should consider strongly integrat­
ing service-learning projects into one's courses. 

Notes 

1. The McNemar test was used, which is a test of distributions by categories of two 
related samples. This test is appropriate when the researcher wants to analyze cate­
gory changes by individuals following some event (1\111 and Hawkins 1990). 

2. The syllabus is available on request, or by downloading the file from the SIFE 
team's homepage at http://www.csuchico.edu/sife. The homepage also includes a 
detailed description of many of the SIFE team's other projects, in addition to the mid­
dle school project described in this article. 
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Expanding the Boundaries of Accounting 
Education Through Service-Learning 
by Lynn M. Pringle 

Growing Impetus for Integration of Service-Learning 
With Accounting Education 

Porter and McKibbin (1988) report that business schools need "to concern 
themselves with the education of the whole student ... [by exposing stu­
dents] to a wider range of issues and ideas than is true of the typical busi­
ness school graduate today" (316). Williams (1993), while chairman of the 
Accounting Education Change Commission, echoed this notion, stressing 
that accounting curricula should assist students in becoming "productive 
and thoughtful citizens through gaining a broad understanding of social, 
political, and economic forces" (80). It is questionable whether students will 
achieve such educational breadth if their learning experiences consist of a 
series of discrete and unrelated courses taught in a passive lecture-discus­
sion format. Accounting education must undergo a paradigm shift whereby 
the traditional, dominant fact-delivery system is replaced by a rich, value­
laden, and interactive process, whereby fact absorption and memorization 
are replaced with the "boundary-less" education that personal experience 
can provide. Barr and Tagg (1995) refer to this as a shift from providing 
instruction to providing learning; more specifically, as a shift from an 
instruction paradigm to a learning paradigm that "frames learning holisti­
cally, recognizing that the chief agent in the process is the learner ... [i.e., 
students who] must be active discoverers and constructors of their own 
knowledge" (21). As Palmer (1987) has argued, we have been teaching stu­
dents about a world that is divorced from their personal lives instead of 
inviting students "to intersect their autobiographies with the life story of the 
world" (22). One possible means by which this intersection can be accom­
plished is by incorporating service-learning into the accounting curriculum. 

Kendall's reference work on service-learning (1990) defines the latter as 
an educational approach "that emphasize[s] the accomplishment of tasks 
[that] meet human needs in combination with conscious educational 
growth .... [It] combiners] needed tasks in the community with intentional 
learning goals and with conscious reflection and critical analysis" (20). 
Inherent in this definition is the planning of projects so that they contribute 
to learning as the service is being performed. In other words, it is important 
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to link technical skills learned in the classroom with community needs. The 
definition also emphasizes the importance of guided reflection that allows 
students to question the accuracy of their preconceived notions about mar­
ginalized members of society. As Kolenko et al. (1996) note: 

The danger of the experiential learning approach is that behauioral and 
moral principles will not be drawn out from the practical application: the 
experience. This becomes doing without learning. It is not enough to just 
experience, to just do, or to just act. Learning by doing must be performed 
in combination with critical reflection on experience. (135) 

By critically reflecting on their experiences, students develop new ways of 
thinking about society's disadvantaged. 

The Institutional Framework at Santa Clara University 

In their article about the history of Campus Compact and its Project on 
Integrating Service With Academic Study, Morton and Troppe (1996) outline 
strategies for institutionalizing service-learning. They note that much of the 
"actual work focuses on integrating service with the curriculum, because we 
recognize that the curriculum is the core institutional structure around 
which most campuses are organized" (25). Bringle and Hatcher (1996) concur, 
noting that "the work of an office of service-learning must focus on interest­
ing faculty in service-learning and providing them with support to add a ser­
vice-learning component to a course" (227-228). At Santa Clara University, 
integration of service-learning projects into the curriculum is facilitated by 
the Eastside Project, which was founded in 1985. The goals of the Eastside 
Project, according to its Handbook of Information (1995), are threefold: 

• to bring the life experiences of diuerse peoples into the consciousness of 
the Uniuersity community; 

• to create situations in which faculty, staff, students, and alumni/ae can 
interact with the community, especially with the poor and underserued; 

• to integrate and supplement theory with practice in the Uniuersity's cur­
riculum so that concern for justice is at the heart of the uniuersity's edu­
cational effort and not at its periphery. (4) 

In accomplishing these goals, the project assists faculty by placing stu­
dents in community programs where they spend at least two hours a week 
in direct, interactive contact with impoverished and marginalized people. 
Since its inception, the project has grown to the extent that each quarter 
approximately 400 students, 40 academic courses, and 30 social service 
agencies are involved. 
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In addition to providing a student placement program, the Eastside Proj­
ect invites interested faculty to its annual Summer Faculty Workshop. A 
week is spent visiting community agencies, writing reflection papers, dis­
cussing developmental learning models, listening to students and faculty 
discuss their Eastside Project experiences, and brainstorming in large and 
small groups about strategies for implementing experiential education in 
courses currently being taught by the participants. It was during these 
brainstorming sessions with College of Arts and Sciences faculty that the 
idea of integrating service-learning and accounting education ceased to 
seem in any way incongruous. As a result, during the fall term of the 1993-
94 academic year, I became the first faculty member in the School of 
Business and Administration to incorporate the Eastside Project into the cur­
riculum. My Intermediate Accounting I students were assigned to one of 
four placements: a center for homeless families, a center providing 
preschool and after-school care for children whose parents are enrolled in 
job training or school, a shelter for mentally ill homeless men and women, 
and a program providing educational services to unemployed teenage moth­
ers. Each student spent at least two hours per week at his or her assigned 
placement, and was required to keep a journal and to write a reflection 
paper at the end of the term. 

Kolb's Developmental learning Model 

At Eastside's Summer Faculty Workshop, the experiential learning model of 
David Kolb (1984) was introduced. In critiquing nine service-learning pro­
jects within schools of business, Kolenko et al. (1996) describe Kolb's model 
as "one of the most widely accepted approaches to understanding action­
based individual learning" (135). The model is a four-stage process consist­
ing of concrete experience (e.g., discussing potential topics of a money man­
agement workshop with residents at a homeless shelter), reflective observa­
tion (e.g., writing in a journal as to how to operationalize the workshop at 
the specific shelter), abstract conceptualization (e.g., developing a model for 
the workshop, including goals, content, and time frame), and active experi­
mentation (i.e., conducting the workshop at the shelter, which leads to new 
concrete experiences as the cycle is repeated). 

Svinicki and Dixon (1987), in describing Kolb's model, note "that it may 
be appropriate to take into account the fundamental differences in the 
nature of the discipline being taught" (144). For example, Kolb (1976) sug­
gests that business is based in concrete experience (experiencing) and active 
experimentation (applying). Let's look more closely at the personal money 
management workshop that my students conducted at the shelter for the 
homeless mentally ill. During the first week, the students interviewed resi-
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dents regarding workshop content, drafted a confidentiality agreement, and 
developed a math pretest to get a feel for the residents' skill levels. Future 
sessions were devoted to basic remedial math (e.g., fractions and percent­
ages were explained in the context of purchasing merchandise on sale), 
basic banking skills (e.g., residents were encouraged to open bank accounts 
so as to avoid sizable check-cashing fees and were taught how to use ATM 
cards), and personal budget development (e.g., one resident was pleased to 
learn that he could buy 10 additional packs of cigarettes per month and save 
$8 if he bought packs by the carton instead of individually). The residents 
were provided with monthly budget forms to track expenses and were also 
told how much in wages they could earn before their monthly Supplemental 
Security Income (SSI) checks would be reduced. The final session wrapped 
up the workshop and included a math posttest. Improvements in perfor­
mance prompted one student to reflect that the residents "were not people 
with mental disabilities, but rather suffered from mental illness." 

The money management workshop is similar to community service pro­
grams at other institutions and involves coordination of course learning 
objectives (e.g., an understanding of banking and budgeting) with available 
service opportunities. As reflected in their journals, however, many students 
still view themselves as "volunteers." Hirsch (1996) notes that 

There is a distinction to be made between activities that fall under the 
rubric of good citizenship - philanthropic work, volunteering, committee 
work on campus and in one's discipline - and those that draw upon the 
special expertise of a college or university - courses that use service to 
enhance and deepen theoretical frameworks, or action research that yields 
practice-based knowledge. (7) 

In a similar vein, Tony Scholander, S.]., former experiential learning coor­
dinator for the Eastside Project, states in the Handbook of Information (1995) 
that the student "must wrestle with questions that are not necessarily with­
in the purview of the volunteer. Rigorous analysis and investigation into 
what causes and supports homelessness ... and a whole host of other social 
ills that affect our society are the appropriate domain of the student" (16). 
Although voluntarism is generous and important, involvement in the 
Eastside Project is more than community service; it is also an intellectual 
enterprise. 

Nolan's Developmental Learning Model 

The Eastside Project's Summer Faculty Workshop also discusses a second, 
more important level of service-learning that takes place as students devel­
op personal, one-to-one relationships with men and women who are living 
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at the margins of society. As noted in students' journals and reflection 
papers and from personal observation, these direct interactions often trigger 
a chain of events where roles are reversed; i.e., students find that those they 
have come to "help" have become their guides to a more accurate, deeper, 
and broader understanding of human experience. This learning process has 
been studied by Albert Nolan, a white South African Dominican priest who 
has devoted his life to grass-roots training in the fight against apartheid. As 
a result of his observations, Nolan framed a four-stage developmental model 
of growth that takes place within those who work with the poor. 

The first stage is characterized by compassion, which leads to relief 
work and acts of charity. For example, a mother at the center for homeless 
families told one of my students that she was going to the Salvation Army 
to get some toys for her children's Christmas presents. My student, being 
very moved, wrote in her journal that "before, I would only donate clothing 
but never toys because they had memories. But now whenever I think about 
Anne and her children, I realize that giving my stuffed animals away is noth­
ing." This personal exposure to Anne triggered a very powerful sense of com­
passion in my student, but Nolan points out that this is only the first stage 
and that it is very important to go on, to realize that relief work and chari­
table giving deal only with the symptoms rather than with the causes of 
poverty, homeless ness, etc. 

The next stage of this process begins when students focus on the caus­
es of poverty, homelessness, etc. They discover that these social ills are a 
direct result of political and economic structures. For example, at the pro­
gram for unemployed teenage mothers, my students realized the inefficacy 
of our nation's welfare structure after preparing current (on welfare) and 
future (postwelfare) budgets with the program participants. One student 
observed that "a sad reality of the welfare system is that it pays more per 
month than a minimum wage job .... Thus, it is hard to encourage the girls 
to work when their standard of living will go down by doing so." At this stage 
of the process, many students get indignant or angry when they see that 
governmental and economic structures can lead to suffering. For some stu­
dents, this leads to paralysis; others, however, may be motivated to work for 
social change by getting involved in politics or civic affairs, by performing 
research projects in other classes, etc. 

The third stage of the learning process can be characterized as "humili­
ty"; i.e., students realize that the problems they encounter are too great for 
them to resolve, that they cannot save the poor and the homeless. So how 
are the problems of poverty and homelessness going to be resolved? 
Gradually, some students will discover that they are not really needed, that 
the poor and the homeless must and will save themselves. In fact, it is the 
students who learn from the disenfranchised, from their experience, wis-
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dom, and values. One student, reflecting on his experiences at the center for 
homeless families, noted that "the people there have honestly taught me 
more than I ever imagined possible. The realities I have been exposed to over 
the last few weeks have affected my emotions like few things around the 
university can." This student's thoughts parallel Nolan's, who stated that the 
poor "know better than I what is needed and they, and only they, can in fact 
save me. I need something that only they can give me. It is not that I have 
things that only I can give them" (3). In other words, the poor can teach us 
that material superfluity is not what makes life meaningful; rather, it is our 
approach to life and our values that can fill our hearts with peace and 
serenity. 

The final stage of Nolan's model is the solidarity that occurs when we 
no longer think in terms of we and they. One student "figured that these fam­
ilies [at the center for homeless families] were there because they had no 
other place to go and that most of them really didn't want to help them­
selves and were just using the system. After talking to some of them, [he] 
realized that they are no different than [he is], except they had no perma­
nent home." Nolan points out that we all have faults and weaknesses; they 
just differ as a result of our social backgrounds, conditions, and roles. In 
spite of these differences, all of us are inextricably bound together; all of us 
have chosen to be on the same side against oppression. 

Nolan states that the four stages of his model are not rigid in that you 
have to go through one stage after another. The third and fourth stages are 
quite complex, and it may take considerable development to reach them. 
Students, however, generally attain stages one and two, and stage two (rec­
ognizing poverty as a structural problem) provides a rich matrix for class 
discussions, reflections, and research projects. 

Implementation of a Service-Learning Component 
in Intermediate Accounting I 

I incorporate the service-learning component into Intermediate Accounting 
rather than into Principles of Accounting for several reasons. Intermediate 
students, who are juniors, have had another year to mature. Generally, they 
are more self-confident and less likely to be intimidated when discussing 
financial matters with an adult at a homeless shelter. Intermediate students 
are also more comfortable with the technical material, such as bank recon­
ciliations and cash flow analysis. The concepts that they learned in 
Principles of Accounting are reinforced and strengthened in Intermediate 
Accounting. Finally, most of the Intermediate Accounting students have 
declared accounting as their major; therefore, they may be more serious 
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about the discipline than Principles of Accounting students. 
Prior to the beginning of an academic term, I meet with the placement 

coordinator for the Eastside Project, and we discuss which agencies are most 
suited for linking technical accounting skills with community needs. We tar­
get agencies that serve adults who can benefit from a workshop covering 
banking, budgeting, and other money management skills. The placement 
coordinator, who acts as liaison between the faculty and the agencies, con­
tacts the targeted agencies to determine whether they are interested in the 
workshop. I am notified of interested agencies, whereupon I set up a site visit 
with agency staff to discuss student and agency responsibilities. Most 
important, a staff person who will provide the opportunity for student inter­
action with the individuals served must be identified. It is also important 
that the agency schedule the workshop at a regular time on its weekly cal­
endar of events so as to foster attendance. 

When I distribute my Intermediate Accounting I syllabus to approxi­
mately 25 students during the first class session, they are somewhat sur­
prised to see a section entitled "Eastside Project Placement." Most of them 
have heard of the project, and some have participated, but primarily 
through communication, psychology, religious studies, or education courses. 
In the syllabus, I refer to a portion of the university's Statement of Purpose 
and also to two of the university goals based on that statement: namely, to 
"create a learning environment that integrates rigorous inquiry, creative 
imagination, reflective engagement with society, and a commitment to fash­
ioning a more humane and just world" and to "promote throughout the 
University a culture of service that fosters the development of personal 
responsibility" I emphasize that we will strive toward these goals by partici­
pating in the Eastside Project I also point out to the students that manda­
tory participation in the project will provide them with an opportunity to 
apply technical concepts learned in class to practical, real-world settings. It 
is apparent, however, that many students are questioning the relation 
between the project and the purpose of an accounting education. I usually 
say something akin to what Collins (1996) tells his MBA students at the 
University of Wisconsin-Madison: "Relax, this is just the first day of class, 
it'll make more sense as the semester evolves. But in a nutshell, for capital­
ism to be a viable economic system it must reduce poverty, and to reduce 
poverty businesspeople must meet and serve those who live in poverty" (81). 
I also allude to Williams's "one right answer" syndrome: 

Many students study accounting because of their misperception that 
accounting is orderly, structured, and precise and [that] problems are 
solved as easily on the job as those in the classroom. This misperception is 
reinforced by traditional accounting curriculums that focus on assigned 
problems designed to arrive at only one acceptable answer. In the real 
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world, however, many situations may have more than one defensible solu­
tion. Accountants are constantly called on to apply judgment, address eth­
ical dilemmas, and deal with "messy" or incomplete data. Problems in prac­
tice, unlike typical accounting textbook problems, often are unstructured 
and require making assumptions and estimates. (1993: 78) 

The syllabus also provides a list and brief description of the placement 
opportunities that students will choose from. Most of the placements 
require a two-hour weekly commitment of the student's time for eight 
weeks. In addition, I give the students general instructions regarding a per­
sonal journal they will be required to keep for recording their observations 
and reactions about Eastside placement settings and the people they 
encounter in those settings: What were your preconceptions! What did you 
see and do! What did you learn from or about the homeless! The journal 
can be either handwritten or typed, and is collected twice during the quar­
ter. This encourages students to keep their journals current and provides me 
with an informal check on participation. Interim readings of the journals 
also point out problems that the students may be having at the placements. 
At the end of the quarter, a typed, two-page summary reflection paper is 
due. These papers are an important link between theory and practice, and 
allow students to look critically and analytically at problem solving. Ten per­
cent of a student's grade is based on participation in the Eastside Project. 
Students who have fulfilled their commitment (attendance at the place­
ments is noted when reading the journals) generally receive the full 10 
percent. 

To reinforce the project, the placement coordinator visits class during 
the first week to inform students about the program and the types of place­
ments, and to field questions. Common-sense items are discussed; e.g., stu­
dents should go to the homeless shelters in groups as a safety precaution 
and should not dress in an upscale or preppy manner. In addition, I ask sev­
eral accounting seniors who have previously participated in the project to 
address the class. They are very effective in ameliorating the junior stu­
dents' fears that they do not know enough to assist adults in financial mat­
ters. (It's not that students can't balance their own checkbooks or prepare a 
monthly budget; many of them just don't bother.) Finally, I read a few 
excerpts from student journals that extol their service-learning experiences. 
By this time, any lingering resistance to the project has largely abated. And 
because there is an overload of material in Intermediate Accounting, I 
assure the students that very little class time will be spent on the service­
learning component in the forthcoming weeks. 

For each of the four placements, I accompany the students on their first 
visit to reduce their anxieties about entering unfamiliar surroundings. 
During this visit, the agency provides an orientation, which includes a tour 
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of the facility and an introduction to the staff. Time permitting, we meet 
with the residents of the shelters to discuss the money management work­
shop. After introducing ourselves, we ask the residents what topics they 
would like to cover. It is very important to make them a part of the process, 
to get them to open up as to what their needs are. Based on this feedback, 
the students plan the structure of the workshop. Because personal financial 
matters are being discussed, I ask the students to draft a confidentiality 
agreement that is signed by the director of the agency, the student, and the 
resident. Surprisingly, the residents have been extremely open and forth­
coming with financial documents such as bank statements, Supplemental 
Security Income check stubs, etc. There has not appeared to be any trust 
problem whatsoever. 

Collins (1996), in discussing his societyibusiness ethics class projects at 
the University of Wisconsin-Madison, notes that he himself did not visit any 
homeless shelters due to lack of time and because he had prior experience 
working with low-income people. He realized that this was a mistake after 
some students had unpleasant experiences, whereupon he visited certain 
shelters "to experience what my students were experiencing" (82). I agree 
that this is important and attempt to visit each placement at least twice 
during the quarter. My students (as well as agency staff) see that I have a 
vested interest in the success of the project, that it is not just another assign­
ment. As Kenworthy (1996) observes: "If the faculty member is not commit­
ted ... , the students and agencies with whom we work will not be support­
ed to the fullest extent possible, defeating our overall purpose as educators" 
(131). Visitations also provide an opportunity to obtain direct feedback from 
students and agency staff as to what is and what is not working. Problems 
that are addressed early in the term will make the project more successful. 
Finally, observation of students at the placements aids me in grading the 
subjective Eastside Project component of the student's final course grade. 

Project Outcomes 

Hogner (1996), in discussing the most significant outcome of the service­
learning projects at Florida International University, notes that "many stu­
dents do, indeed, get 'it: i.e., that the service activity has its greatest impact 
on students and not on the community" (41). This notion echoes the third 
stage of Nolan's developmental learning model, referred to earlier as "humil­
ity"; i.e., the level of development where students realize that it is the poor 
who are their teachers. It is the impoverished and marginalized who suffer 
from our social, political, and economic structures who are best able to edu­
cate our students as to the demands that must be met for justice to be real­
ized in our world. 
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In addition to increasing students' awareness and sensitization to issues 
of social justice and inequity, service-learning helps to answer the clarion 
call by educational reformers in the accounting arena. Williams (1993), for­
mer chairman of the Accounting Education Change Commission and a past 
president of the American Accounting Association, in arguing for more gen­
eral rather than technical education, states that: 

Because future accountants must develop the capacity for inquiry, abstract 
logical thinking, and critical analysis, the new curriculums should develop 
students' speaking and listening skills, historical consciousness, interna­
tional and multicultural knowledge, appreciation of science, and the study 
of values and their role in decision making, including the ability to resolve 
ethical dilemmas. (77) 

Wyer (1993), a director in the national office of Coopers & Lybrand, also 
writes about a changing accounting education agenda that is "providing 
more active learning experiences, improving communications and team­
work skills, and exercising a broader range of cognitive abilities" (14). 

Students, by participating in the money management workshop, 
improved many of these skills. Preparing budgets with the homeless 
required critical analysis of their financial straits and engendered logical 
thinking. For example, my students, in developing budget forms, showed the 
difference between income and expenses as "savings," not the traditional 
"net income." Although this is perhaps a subtle difference, my students rec­
ognized that "savings" and "net income" connote different meanings to the 
homeless. "Income" implies extra spending money, whereas "savings" 
implies hope - what is needed to get off the streets. 

The money management workshop also improved speaking and listen­
ing skills as the students developed personal, one-to-one relationships with 
the residents. Writing skills were enhanced by the journal and reflection 
paper requirement. Structuring the general workshop sessions built team­
work skills. Multicultural sensitivity was fostered as students stepped 
beyond their confined campus life into a world not limited by race, culture, 
or class origin. (Students were shocked to meet a Stanford MBA at the home­
less shelter. They were equally shocked when homeless people at the shel­
ter assumed they too were homeless - an experience that must have affect­
ed their thinking about diversity. Perhaps this experience helped them to 
approach Nolan's fourth stage of learning, i.e., the solidarity that begins 
when we no longer think in terms of "we" and "they.") 

Students also exercised "a broader range of cognitive abilities" (borrow­
ing from the above quotation from Wyer). They became aware of multiple 
perspectives and developed their ability to think relativistically rather than 
dualistically. Hursh and Borzak (1979) refer to this cognitive shifting across 
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two or more perspectives as "decentering" (70). Students abandon 
black/white ways of thinking and become aware that reality is complex and 
multifaceted. Consider the following journal excerpt by one student, who 
noted that welfare mothers 

... exist in somewhat of a "catch-22" situation. Now the government pro­
vides them with a modest income, medical care, child-care needs, meals, 
transportation, and more. They are being strongly encouraged, if not 
pushed, into providing for themselves. This, however, requires a great com­
mitment from them. Once they obtain gainful employment, they will no 
longer receive the "perks" mentioned above. This forces them to strive for a 
job [that] gives them a high salary so that their life-style can continue and 
they can provide for their children. This, however, is difficult for them to 

attain, since they have such limited education. 

This student had clearly developed an awareness of the complexity of our 
nation's welfare system, a multifarious problem that continues to be hotly 
debated. "To the extent that [this student and others) learned to manage the 
multiple perspectives in problem-solving efforts, i.e., to decenter, they 
learned an important skill [that) traditional, unidisciplinary classrooms sel­
dom convey" (Hursh and Borzak 1979: 74). 

Wyer (1993) also writes about providing more active learning experiences 
in accounting education. As developers and presenters of the money man­
agement workshop, students learned to take initiative and to be productive, 
to be authoritative and in control, and to be more autonomous and inde­
pendent; i.e., they became more active rather than passive, receptive, and 
submissive to authority. As Barr and Tagg (1995) would express it, they 
became "active discoverers and constructors of their own knowledge" (21). 

Not only did my students benefit in many ways from their Eastside Proj­
ect experiences; marginalized and disenfranchised members of the commu­
nity benefited as well. They found in my students friends, fellow human 
beings who took an interest in them, who cared about them. On a more spe­
cific level, many learned to open bank accounts, into which Supplemental 
Security Income (SS!) checks were deposited directly. Prior to having their 
own accounts, shelter residents would cash their checks at a check-cashing 
service, grocery store, or liquor store that took a percentage of their benefits. 
The students also taught residents how to use ATM cards and how to track 
expenses on their budget forms. The students explained to them that they 
could earn a certain level of wages without having their SS! benefits 
reduced. As a result, several homeless residents got janitorial jobs at the 
nearby San Jose Arena. Did the Eastside Project save any of the poor? No. To 
paraphrase Nolan, only the poor can save themselves. But perhaps the proj­
ect and the efforts of my students, in some small measure, encouraged and 
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empowered them in their long personal struggle to overcome oppression. 
Finally, the university, business college, and accounting department ben­

efited from favorable publicity about the Eastside Project. My Intermediate 
Accounting I class was described in a San Francisco Chronicle article entitled 
"The Coolest College Classes in Town." Articles about this class also appeared 
in the campus newspaper and in a newsletter sent to accounting alumni. I 
have, in addition, generated positive public relations by making presenta­
tions about the project at regional and national accounting conferences and 
by speaking at a campus forum on community-based learning and at the 
Eastside Project's Summer Faculty Workshop. Lastly, a linkage between the 
business school and the College of Arts and Sciences has been established; 
specifically, Spanish students have interpreted at workshops that primarily 
serve the Hispanic community. 

Obstacles and Constraints 

Collins (1996) has grouped obstacles to service-learning as follows: student 
complaints, grading, professorial time commitments, organizing student! 
resident interactions, low workshop turnouts, and legal liabilities. In addi­
tion to these categories, there exist broad barriers such as lack of institu­
tional support, lack of a campus culture that rewards service-learning pio­
neers in promotion and tenure decisions, turnover of agency staff that leads 
to reinventing the wheel, etc. I am going to take a narrower focus and dis­
cuss the major obstacles that my Intermediate Accounting I students 
encountered. 

Workshop turnout was not a problem as much as was consistency of 
resident participation from week to week. At one of the homeless shelters, a 
staff person would announce over the loudspeaker system that the money 
management workshop was about to begin and all those in the building 
must proceed to the lab room and sign in. Agency staff even went door to 
door and herded the residents to the lab. Residents could avoid the work­
shop simply by being out of the building. Attendance, however, was not a 
problem. The problem was the new faces encountered each week. My stu­
dents adapted by replacing their structured workshop format (e.g., basic 
banking skills in weeks two and three and personal budget development in 
weeks three and four) with a format focusing almost entirely on the devel­
opment of one-on-one relationships. Although consistency then became less 
of a problem, students reflected disappointment, frustration, discourage­
ment, and even hurt in their journals when the person they were working 
with (learning from) did not show up. This often happened on the first of 
each month after benefit checks were received. 

Perhaps the greatest obstacle that my students (and I myself) encoun-
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tered was lack of involvement and support by agency staff. This led to a lack 
of communication that occasionally resulted in a duplication of effort. At 
the program for unemployed teenage mothers working to complete their 
GED, the women complained to my students that they had already prepared 
budgets. Once again, my students adapted by having the program partici­
pants prepare projected or postwelfare budgets, which were compared with 
their "on-welfare" budgets. The women soon grasped the concept of oppor­
tunity cost, that having your nails done meant buying fewer diapers. 

Problems such as those at the homeless shelter and at the teen parent 
program are always going to exist. If nothing else, they help students become 
more flexible and adaptable learners. However, attempts should be made to 
ameliorate these problems. The Bentley Service-Learning Project (Kenworthy 
1996) uses a student and agency contract that defines project content and 
duration. Bentley also has in excess of 20 service-learning community schol­
arship students who serve as site coordinators and liaisons for all projects. 
Kenworthy notes that these measures have helped communication enor­
mously Not all colleges and universities have these resources; however, a 
student/agency contract is rather costless, and a student at each placement 
could be asked to volunteer as site coordinator and liaison. Since incorpo­
rating service-learning into my classes, I've realized that we do not ask 
enough of our students. This is evidenced by students' asking me whether 
they can continue the project after the end of the quarter. Perhaps an even 
greater testament to the success of the project is that I've had students from 
another instructor's Intermediate Accounting sections ask whether they 
could participate. Finding a student to act as a site coordinator and liaison at 
each project placement should not be a difficult proposition. 

Conclusion 

Kolb (1984) argues that "learning is the process whereby knowledge is creat­
ed through the transformation of experience" (38). Service-learning projects 
provide experience: They open new pathways to knowledge as students 
expand the walls of the classroom and make connections wi th a wider range 
of people, places, and problems. Students are able to confront their negative 
stereotypes and develop a sense of citizenship and social responsibility. As 
Kolenko et al. (1996) state, "Outside of the 'safe' zone in traditional business 
school programs, the student is called upon to construct new concepts of 
reality and make adjustments to ineffective personal concepts and models 
of the past. It is here where the real potential for personal learning arises" 
(135). In a similar vein, Zlotkowski (1996) notes that "for many traditional 
students, the opportunity to work in a truly diverse environment, to risk 
stepping outside their psychological comfort zones, may represent the sin-
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gle best chance they have to learn to appreciate - and value - cultural 
differences" (9-10). 

Citizenship is a goal traditionally associated with a liberal education. To 
once again quote Zlotkowski: 

Unless business students are given in the course of their regular 
assignments an opportunity to internalize not just arguments but also 
faces and places, personal stories, and encounters that elicit "a sense of 
moral obligation and personal responsibility ... , " it is unlikely that they 
will bring to the rarefied air of corporate America an ethical impulse capa­
ble of asserting itself. (1996: 11) 

In sum, I encourage my accounting colleagues to consider service-learn­
ing in their accounting curriculum. By linking theory with service-learning 
projects, students gain a more personal understanding of the material pre­
sented in class and hone critical-thinking, communication, teamwork, prob­
lem-solving, and a host of other skills. And just as many of our liberal arts 
colleagues have done, we can broaden our academic endeavors in an effort 
to redeem and liberate the human community from suffering and oppres­
sion. As William J. Wood, S.]., former director of the Eastside Project, has stat­
ed, we "must do this precisely as a university, not as a social service agency, 
not as a church, and not as a political party, but as an institution of higher 
education, dedicated to excellence in teaching and research." 

References 

Barr, Robert B, and John Tagg. (November/December 1995). "From Teaching to 
Learning: A New Paradigm for Undergraduate Education." Change 27(6): 12-25. 

Bringle, Robert G., and Julie A. Hatcher. (March/April 1996). "Implementing Service 
Learning in Higher Education." Journal of Higher Education 67(2): 221-239. 

Collins, Denis. (1996). "Serving the Homeless and Low-Income Communities Through 
Business & Society/Business Ethics Class Projects: The University of 
Wisconsin-Madison Plan." Journal of Business Ethics 15(1): 67 -85. 

Eastside Project. (November 14, 1995). Handbook of Information. Rev. ed. Santa Clara, CA: 
Santa Clara University 

Hirsch, Deborah. (May 1996). "An Agenda for Involving Faculty in Service." AAHE 
Bulletin 48(9): 7 -9. 

Hogner, Robert H. (1996). "Speaking in Poetry: Community Service-Based Business 
Education." Journal of Business Ethics 15(1): 33-43. 

Hursh, Barbara A., and Lenore Borzak. (1979). "Toward Cognitive Development 
Through Field Studies." Journal of Higher Education 50(1): 63-78. 

98 ACCOUNTING 



Kendall, Jane C. (1990). "Combining Service and Learning: An Introduction." In 
Combining Service and Learning: A Resource Book for Community and Public Service, edited 
by Jane C. Kendall and Associates, pp. 1-33. Raleigh, NC: National Society for 
Internships and Experiential Education. 

Kenworthy, Amy L. (1996). "Linking Business Education, Campus Culture, and 
Community: The Bentley Service-Learning Project." Journal of Business Ethics 15(1): 121-
131. 

Kolb, David. (1976). "Management and Learning Processes." California Management 
Review 18(3): 21-31. 

-- . (1984). Experiential Learning: Experience as the Source of Learning and Development. 
Englewood Cliffs, NJ: Prentice-Hall. 

Kolenko, Thomas A, Gayle Porter, Walt Wheatley, and Marvelle Colby. (1996). "A 
Critique of Service Learning Projects in Management Education: Pedagogical 
Foundations, Barriers, and Guidelines." Journal of Business Ethics 15(1): 133-142. 

Morton, Keith, and Marie Troppe. (1996). "From the Margin to the Mainstream: 
Campus Compact's Project on Integrating Service With Academic Study." Journal of 
Business Ethics 15(1): 21-32. 

Nolan, Albert. Uune 29, 1984). "Spiritual Growth and the Option for the Poor." 
Presentation at the Annual General Meeting of the Catholic Institute for International 
Relations, London, England. 

Palmer, Parker]. (September/October 1987). "Community, Conflict, and Ways of 
Knowing." Change 19(5): 20-25. 

Porter, Lyman W, and Lawrence E. McKibbin. (1988). Management Education and 
Development: Drift or Thrust Into the 21st Century? New York: McGraw-Hill. 

Svinicki, Marilla 0., and Nancy M. Dixon. (Fall 1987). "The Kolb Model Modified for 
Classroom Activities." College Teaching 35(4): 141-146. 

Williams, Doyle Z (August 1993). "Reforming Accounting Education." Journal of 
Accountancy: 76-82. 

Wyer, Jean C. Uanuary/February 1993). "Change Where You Might Least Expect It: 
Accounting Education." Change 25(1): 12-17. 

Zlotkowski, Edward. Uanuary 1996). "Opportunity for All: Linking Service-Learning and 
Business Education." Journal of Business Ethics 15(1): 5-19. 

PRINGLE 99 





Service-Learning in Accounting: 
A Role for VITA Tax Programs 
by Janice Carr 

The changes occurring in accounting education frequently focus on devel­
oping and improving instructional methods. Active learning methodologies 
are supplementing and replacing the traditional lecture mode of learning. 
The Accounting Education Change Commission (AECC) addressed this issue 
in its Position Statement No.1: 

The overriding objective of accounting programs should be to teach stu­
dents to learn on their own . ... 

Students must be active participants in the learning process, not pas­
sive recipients of information. They should identify and solve unstructured 
problems that require use of multiple information sources. Learning by 
doing should be emphasized. Working in groups should be encouraged . ... 

Instructional methods and materials need to change as the environ­
ment changes . ... 

Teaching methods that expand and reinforce basic communication, 
intellectual, and interpersonal skills should be used. (1990: 3-4) 

Many new and innovative teaching methodologies have been developed 
as a result of the AECC's work, yet most accomplish only one or two of its 
recommendations. One program that is successful in incorporating nearly 
all of the AECC's recommendations is the Internal Revenue Service's 
Volunteer Income Tax Assistance (VITA) program. VITA has the added 
advantages of employing the concept of service-learning, simulating a real­
world accounting job, and being easy to implement because it is an estab­
lished program. 

VITA is an effective teaching methodology because it utilizes two learn­
ing techniques that effect the highest retention of knowledge: learning by 
doing (as recommended by the AECC) and teaching others (National Training 
Laboratory, cited in Forgeng 1995: 2). Students "learn by doing" tax returns 
for eligible members of the community. At the same time, students learn by 
teaching these taxpayers to prepare their own tax returns, which is one of 
the IRS's objectives for VITA. 

Program Description: One Approach 

The VITA program is offered as a stand-alone course at California 
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Polytechnic State University, San Luis Obispo, where students must com­
plete a senior project requirement during their senior year. The university 
encourages faculty to identify projects that provide a "hands-on, learn-by­
doing" experience. Accounting students are allowed to choose the VITA tax 
program to fulfill this requirement. Since an introductory tax course is 
required of all accounting majors, students enrolling in the VITA course have 
completed the only prerequisite of our program. 

Cal Poly's VITA program is a two-quarter unit course and is obviously 
offered only during the winter quarter. The students are required to attend 
a three-hour class once per week during January to learn tax law changes 
that have occurred since their introductory tax course, tax issues unique to 
our community, how the program operates, and the specific requirements 
for successfully completing the course. During February and March, they are 
in the community preparing tax returns. The program ends the last week of 
the quarter (see Exhibit 1). 

Each student is required to work at one of two community site locations 
for four hours per week. Students are further required to perform a mini­
mum of eight hours of marketing activities throughout the quarter, since the 
program's marketing campaign is organized and conducted entirely by the 
students. 

A tax faculty member is responsible for several administrative functions 
during the quarter. These include interacting with the IRS and the state tax 
agency, filing various initial documents and ordering tax forms, coordinating 
the training classes in January, arranging for local volunteer reviewers, and 
evaluating the students. Although the faculty member may work at a com­
munity site as a reviewer, he/she never interacts with the taxpayers: 
Students are completely responsible for this interaction. 

One aspect of using VITA as a service-learning course that is more diffi­
cult than in the traditional classroom environment is assessing students' 
performance and level of learning. Students in the Cal Poly VITA program 
receive a letter grade for the course. They are required to satisfactorily com­
plete take-home federal and state tax return exams. This portion of the eval­
uation is fairly objective. The evaluation of the remainder of the VITA activ­
ities is more subjective. This includes the quality of their work at the com­
munity sites, their attitudes throughout the quarter, and two written assign­
ments (a journal and a reflection paper) due at the end of the program. It is 
important, therefore, to establish specific standards and guidelines at the 
beginning of the program that will be used in the evaluation process during 
the tax return preparation and marketing activities (see the Course Outline 
at the end of this chapter). At this time, the taxpayers and reviewers are not 
part of our program's evaluation process, although such input could be 
incorpora ted. 
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Exhibit 1 

VITA Activities Time Line 

Jan Start of Program Training Session 
T 
T 
T Marketing 
T Campaign 
T T 
T T 

Feb Tax Return T 
Assistance T 

T T 
T T 
T T 
T T 
T T 
T T 

I Mar or 

~pr* 

I End of Program 

* The program can end in March for quarter system schools or April for semester 
system schools. The remainder of a semester can be used for discussion of the 
learning that occurred or for surveying the community for feedback on quality of 
service, adequate knowledge of program, etc. 
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There are many university-run VITA programs in existence throughout 
the United States, each with a unique set of characteristics. Cal Poly's pro­
gram is only one approach. Different approaches to service-learning using 
VITA are presented in other chapters in this volume. 

Learning Opportunities With VITA: An Overview 

The outstanding educational value of including VITA in accounting pro­
grams is that it provides learning opportunities far beyond improving tax 
knowledge. Students learn skills that are essential for any career in account­
ing. All accounting students benefit, even those who are not specifically 
interested in a career in taxation. Students who have participated in this 
program repeatedly identify three major benefits gained from the experi­
ence: (1) how much they have learned by applying their knowledge to real­
world situations, (2) increased self-confidence, and (3) the reward of using 
the knowledge acquired in their coursework to help people in the commu­
nity (see Exhibit 2). 

This form of learning is successful because it operates in a realistic and 
meaningful environment. VITA offers what no traditional classroom envi­
ronment can - working with real-life customers who need the students' 
skills and knowledge, and need them now, not sometime in the future. Using 
real-world experiences is not unique to service-learning courses. Internships 
provide many of the same learning benefits but, unfortunately, are usually 
available only to the top students. Service-learning courses, including VITA, 
have the capability of serving a large number of accounting students, espe­
cially those who need this type of experience the most 1 

VITA also forces each student to take responsibility for his/her own 
learning. There is little or no lecturing by faculty to convey the information 
needed to complete the assignment. Instead, each taxpayer brings a new set 
of facts, issues, and unstructured problems, which the student must sort 
through and identify If the student lacks sufficient knowledge to solve a 
problem, he or she must search for a solution on his/her own. Although the 
student may ultimately ask the faculty supervisor or volunteer professional 
reviewer for help,' the student is the one solving the problem. 

The skills and competencies that can be learned or enhanced through 
VITA include the following: (1) technical skills, which involve reviewing and 
improving basic tax knowledge, learning new tax concepts, and developing 
issue-identification, research, and problem-solving skills; (2) communication 
skills, which involve speaking, writing, and listening skills; (3) interpersonal 
skills, which involve group and leadership skills; and (4) personal capacities, 
which involve self-confidence, ethical awareness, and community service 
awareness. Although recognized as part of the general business knowledge 
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Exhibit 2 

Student Reflections on Learning in VITA* 

Technical Skills: 

"The best thing I learned was to look up all my questions and do my best job 

before taking it to the reviewer." 

"VITA helps with your ability to apply technical skills under pressure." 

"I feel almost as if I am a teacher, sharing what I know." 

''The intensity was far beyond working on any vigorous textbook problem. 

Textbooks usually provide all the relevant information to solve the problem, 

followed by a definite solution. Since a solution manual was not available, I 

learned how and where to find answers." 

Communication Skills: 

"In my last job (a 'Big 6's internship), I had trouble communicating with the client. 

VITA was different, I realized the people were in need of my help." 

"We fished for the necessary information from people [who] may have no idea as 
to why we wanted to know some very personal information." 

"Learning and incorporating interviewing skills such as verbal communication, 
nonverbal communication, and symbolic communication made my job easier." 

"A definite lesson learned was that verbal communication and social skills are 
invaluable in the service industry." 

Interpersonal Skills: 

"I got a glimpse of what it is like to interact with a client, as opposed to solving 
problems on an exam." 

"This project is one that proves the need for a change in education to close the 
gap between simply understanding accounting information and understanding 

the importance of human interaction skills needed to be flexible in varying 

situations. ' 
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"Partners need to compliment each other -- work together to portray an image of 

competence." 

"Being a coordinator, I learned how to take charge in the correct manner -- I 

mean in a way to get people to help you." 

Personal Capacities: 

"I built up my own self-confidence throughout all of these processes as it forced 

me to take a more active role, rather than the passive one that I sometimes take 
in the classroom setting." 

"I feel lucky to have participated in such a worthwhile and successful program 

and maybe someday I can help with the VITA program again." 

"Though the U.S. is known as a 'melting pot,' the VITA experience highlights the 

fact that this is not the case. Many of our clients did not speak English, and they 
were not crippled by the fact that they don't share the exact same culture that I 
do." 

"The notion of community, and what it means to help for the sake of bettering it, 
was a lesson I learned." 

"In Introductory Tax, many are satisfied with a C or a B; but in VITA, I felt 

obligated to produce A-quality work. Because of this course, my self-esteem and 

drive to do better in all of my other courses [have] improved tremendously." 

"First and foremost, the skill I learned from VITA was confidence." 

• Excerpted from reflection papers submitted by students participating in our 
VITA program. Their reflection papers are based on the students' learning 
experiences and must be submitted at the end of the program. 
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needed by accounting students, marketing skills are not usually identified as 
one of the essential accounting competencies. Marketing skills are, however, 
necessary for a successful career in accounting and can be easily included 
in a VITA course. 

Specific Learning Opportunities in VITA 

Technical Skills 
Improving basic tax knowledge. Accounting students participating in 

VITA are required to have completed an introductory tax course covering 
basic federal income tax regulations. Some students have also completed 
one or two advanced tax courses. As a result of this background knowledge, 
the training normally required by the IRS can be reduced. In lieu of covering 
basic tax laws, special topics unique to the needs of the community can be 
introduced or reviewed at the beginning of the semester or quarter before 
work in the community begins (see Exhibit 1). 

Although some of the technical learning occurs during the training peri­
od, the real reinforcement and expansion of tax knowledge take place while 
working with the taxpayers. Every tax return involves another opportunity 
for technical practice and growth. Even the most basic tax returns include 
exceptions to the tax laws the students learned in their tax courses. 

Learning new tax material. Students also have many opportunities to 
increase their tax knowledge. Many introductory tax courses do not have 
sufficient time to cover state income tax law. Since the IRS coordinates VITA 
in conjunction with state tax agencies, basic tax law for the state in question 
is covered in the training session. Students are then ready to prepare state 
tax returns for the taxpayers as well. Frequently, state tax laws of other 
states are also learned, because many taxpayers have moved from another 
state or were students with summer jobs in another state. These situations 
require VITA students to learn about the issues of double taxation and state 
tax credits, identifying when income is taxed by states, and allocating 
income and deductions between states. These experiences allow students to 
gain knowledge in an important area of tax law that they would otherwise 
not see before working in practice. 

Another area where students can increase their tax competencies is in 
international taxation - an area that will also increase their global aware­
ness. Although the VITA program is limited to assisting with basic tax law, 
many programs operate in communities where there are foreign taxpayers 
who qualify for assistance (e.g., low-income foreign students, and resident 
and nonresident alien community members). These people are frequently 
required to file federal and state income tax returns. VITA exposes account­
ing students to some basic foreign tax issues, such as foreign tax credits, U.S. 
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taxation of foreign income, the interaction of US. and foreign regulation, and 
the impact of tax treaty rules. Even this basic coverage demonstrates to stu­
dents how international issues affect all aspects of the US. economy - even 
low-income taxpayers. 

Issue-identification, research, and problem-solving skills. A significant 
aspect of learning and improving technical skills involves identifying issues, 
searching for authoritative guidance, and using that guidance to solve prob­
lems. These skills are often difficult for students to acquire and practice in 
a traditional classroom environment. Textbook problems are rarely broad 
enough to effectively develop issue-identification skills, because they cover 
only one or two issues. Also, textbook problems are grouped by topic cover­
age, with all the information systematically provided for students (see 
Exhibit 2). In VITA, students learn to spot issues from information provided 
by the taxpayer, usually in an unstructured and often incomplete manner. 
At first, students identify only the simple issues, while professional review­
ers help them detect the more complex problems. After repeated interaction 
with various taxpayers, however, students begin to identify the complex 
issues themselves. If students are working in pairs, they often learn from 
their partner how to spot issues and how to determine the best approach for 
solving problems. 

Once issues have been identified, the student is then required to 
research the issue using the various tax materials available at each VITA 
site. This provides excellent practice in learning to search primary refer­
ences. In traditional classroom learning, students refer almost exclusively to 
their textbooks for solutions. Students learn in VITA that researching in a 
real-world environment requires the use of more extensive and authorita­
tive materials than textbooks (see Exhibit 2). 

Another realistic factor pertaining to issue-identification, research, and 
problem -solving skills is the element of time pressure. The taxpayer is sitting 
in front of the student throughout the tax return preparation process. The 
students are very conscious of the need to identify the issues, conduct nec­
essary research, and solve the problem in a short period of time, while 
ensuring accurate and quality work. 

Communication Skills 
Speaking, listening, and interviewing skills. VITA simulates a work­

place environment where employees communicate with individuals on dif­
ferent levels. Students continually practice and refine their speaking skills 
by explaining issues to the taxpayers, the professional volunteer reviewers, 
and other VITA students. Students in our program have mentioned the ini­
tial difficulty they have in finding an appropriate approach to take with each 
taxpayer. They gradually learn from each experience and make changes 
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with the next client. When they go to a reviewer with questions or to review 
a completed tax return, the students are required to shift to a different level 
of vocabulary, tone, and expertise. Constantly communicating at various lev­
els is difficult to reproduce in a classroom environment and is one of the 
greatest benefits of VITA identified by students. 

Coupled with speaking skills is the often overlooked skill of listening. 
Working with taxpayers, students learn to pay attention and listen carefully 
to what the client is saying (and, sometimes, not saying). It takes only one 
time for students to have to ask a taxpayer to repeat an important fact they 
missed or heard incorrectly for them to quickly realize the importance of 
listening. 

Interviewing (or questioning) is another special skill needed by all 
accountants. Knowing what questions to ask and how to ask them is essen­
tial in every facet of the profession, not just in the field of taxation. In VITA, 
students learn what questions to ask after identifying and researching the 
issues. How to ask is something they learn through trial and error and by 
observing techniques used by other students and the professional reviewers. 

In our program, bilingual students are identified for assisting non­
English-speaking taxpayers. This improves these students' language skills 
and gives them a sense of pride in providing a unique and valuable service. 
It also demonstrates to students with no foreign language skills how impor­
tant such skills are in our diverse society. 

Writing skills. Our VITA program provides two opportunities for stu­
dents to practice writing skills. The first requires them to keep a daily jour­
nal of their experiences. This is collected at the end ofthe program, and, sur­
prisingly' most students actually write something after each work session. 
This exercise forces them to think about the day's activities and to express 
their thoughts in written form. 

The second assignment is a two-page reflection paper that also is col­
lected at the end of the program. This assignment requires students to con­
template everything they learned from the VITA program. In making this 
assignment, we stress the importance of focusing on overall knowledge 
gained rather than simply tax knowledge. This paper is part of their overall 
evaluation and is graded for writing ability as well as content. Although the 
assignment is modest, it does require students to organize and clearly com­
municate their thoughts in a concise manner. It also allows them an oppor­
tunity to do a self-assessment of the skills they developed throughout the 
program. 

A weakness with the submission date of our written assignments is that 
it prohibits useful feedback to help students improve their writing skills. An 
alternative arrangement would require students to submit a draft of their 
reflections for evaluation midway through the program. A revised paper 
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would then be due at the end of the program. This would give students an 
opportunity to improve their writing skills. 

Interpersonal Skills 
Group work. As with communication skills, students are constantly 

practicing their interpersonal skills in the VITA program. At the beginning of 
the program, they work in groups to coordinate and conduct the marketing 
activities and to help with various administrative tasks. If the program is 
designed to have students work with a partner to prepare tax returns, they 
learn how to adapt to another individual's work habits. And because the stu­
dents are working with taxpayers at the same time, they have to learn to 
adapt quickly. This is another area students often refer to in their reflection 
papers: learning to adjust to sometimes difficult partners and to work out 
conflicts without the taxpayer's being aware of the situation (see Exhibit 2). 

Students can be assigned different partners each time they work, which 
enables them to learn to adapt to a variety of personalities. An alternative 
approach is to have students remain with the same partner throughout the 
program. This allows students to develop team skills in a "long-term" pro­
fessional relationship. This alternative makes it easier to match students 
with greater technical ability with students who need closer supervision. 
Either approach creates a real-world situation and provides a valuable learn­
ing experience. 

Client interaction. During the program, students are continually work­
ing with clients, either preparing tax returns or rotating as a greeter who 
performs a cursory interview to ascertain whether the client is eligible for 
VITA. Students learn that providing quality service to a client requires a good 
attitude, understanding, and, often, assertiveness. In some cases, it also 
involves delivering unpleasant news to the taxpayer. 

In most VITA programs, students are able to interact with culturally and 
intellectually diverse people. This broadens students' perspectives and 
allows them to accept and appreciate differences in others. Working with 
ever-changing clients further enables students to practice and improve such 
interpersonal skills as patience, empathy, and sensitivity. 

Working with supervisors. Students work closely with the professional 
reviewers throughout the program. Discussing issues and responding to 
reviewers' questions creates a real-world supervisor-staffrelationship. Since 
there are different professional reviewers each week, students learn to con­
stantly adapt to new supervisory techniques. Students comment on how 
much they learn from the exposure to a variety of reviewers. They also find 
that working with these professionals is less intimidating than they initially 
expected, allowing them to develop greater confidence interacting with 
supervisors. 
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Supervising otherslleadership skills. Another kind of interpersonal 
skill enhanced through VITA is the ability to supervise others. Students func­
tion as marketing group coordinators who supervise the group's activities 
and who have the responsibility of motivating group members to complete 
their tasks. These coordinators also evaluate and report on each group 
member's performance. 

Additionally, each VITA session has two student supervisors who are 
responsible for the day's activities. These students arrive at the session early 
to prepare the site, oversee the other students, monitor student greeters, 
ascertain that taxpayers are being properly assisted, and handle closing the 
site for the day. These activities force students to develop a sense of respon­
sibility while also practicing their leadership skills. 

Personal Capacities 
Some of the learning opportunities available with a VITA program are 

not necessarily skills, but involve personal values and self-image. It is 
rewarding to watch students develop and mature personally and profes­
sionally during the program. 

Self-confidence. One of the personal benefits for students is the positive 
effect the experience has on their self-confidence. They are often surprised 
to learn that their skills are valued by the community and that they really 
do have the knowledge and ability to assist others with complex problems. 
Although confidence is not a skill, it is certainly an important quality that 
prospective employers look for when hiring. VITA provides students with the 
real-life experiences that are usually necessary for building self-confidence. 
A frequent comment in students' reflection papers is how the program has 
increased their confidence in their abilities (see Exhibit 2). 

Ethical awareness. VITA promotes an awareness of ethical issues. 
Students are reminded during the training session that because the tax 
returns are not to be signed by the student preparers, the IRS prohibits them 
from accepting any form of compensation from taxpayers. During training, 
students listen to this restriction but do not actually relate to it until they 
experience a situation themselves. They are surprised when a taxpayer 
attempts to give them money or some other token of appreciation. Students 
are aware that accepting anything is prohibited, and either take the item to 
the faculty supervisor if the taxpayer will not take it back or convince the 
taxpayer that the offering is appreciated but cannot be accepted. Although 
the item or amount is usually small, students are aware of the conflict 
between saying no to the taxpayer and violating their signed agreement not 
to accept compensation. 

Ethical awareness is also developed when students realize they cannot 
ignore facts simply at the taxpayer's request. The students are continually 
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reminded that if the taxpayer's information lacks economic reality, it is the 
student's job to ask the sometimes difficult questions needed to correct the 
situation. They are also frequently reminded that an accurate tax return is 
their responsibility, not the reviewers'. Students learn to identify situations 
when a taxpayer must be informed that his/her tax return cannot be pre­
pared by the student due to questionable circumstances. 

Community service. Service-learning courses, such as VITA, offer stu­
dents the opportunity to grow personally through an awareness of social 
responsibility and the importance of giving back to society. Students devel­
op a better understanding of how other segments of society live and the 
challenges these individuals face. This is also a segment of society students 
will not often encounter in their professional careers. Through the experi­
ence of VITA, students realize that accounting services are needed at all lev­
els of society. As a result, many students plan to volunteer for VITA as 
reviewers in the future, after they are certified (see Exhibit 2). 

Marketing Skills 
Although VITA is a course for accounting students, marketing skills and 

client development playa major role in an accountant's career. Whether the 
student enters public or private accounting, he/she will need to know how 
to successfully market his/her services. 

As indicated earlier, all students in our program are required to partici­
pate in coordinating and conducting the marketing campaign (see Exhibit 1). 
Students work in groups designing flyers and posters, and go into the com­
munity to reach individuals who may need the program's services. These 
activities continue throughout the program to ensure there will be enough 
work for the students. Students are informed of the potential consequences 
of not adequately marketing the services offered by VITA. Some students ini­
tially find it difficult to "sell" their services to others. However, most of these 
students eventually learn to develop the techniques and demeanor neces­
sary to perform these activities successfully. 

Summary 

VITA is one of the few courses that offer so many different learning oppor­
tunities to accounting students. Nearly all of the skills listed in the AECC's 
composite profile of capabilities needed by accounting graduates are devel­
oped or enhanced through VITA (AECC 1990). Students really do learn to 
learn in VITA. Yet they are not consciously aware of the learning taking place 
until they finish the program and reflect on the overall experience. Many 
students say it was the most useful and meaningful course in their college 
career. 
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Given VITA's enormous potential for facilitating learning, every account­
ing program should consider implementing such a service-learning course 
in its curriculum. Once such a course is operating, additional possibilities 
can be developed for enhancing and improving learning (see Exhibit 3). 

Notes 

1. Some university-run VITA programs require a minimum grade in the introductory 
tax course for students to participate. There are several reasons for this requirement. 
One is to keep the number of students at a manageable size. Another reason is to 
reduce the risk to taxpayers. Our program has successfully handled more than 100 
students each tax season with one faculty supervisor and one student assistant. Risk 
can be minimized by pairing students who performed below average in their tax 
course with better students. This arrangement provides learning opportunities for 
both students. The issue of risk is also addressed through the quality control review 
by volunteer CPAs and enrolled agents required by the IRS. 

2. An IRS requirement for VITA is that all returns prepared by volunteers are subject 
to a quality control review by local volunteer IRS agents, CPAs, or enrolled agents. Our 
program solicits the help of two or three professional volunteers for each day of VITA 
tax preparation. 
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Exhibit 3 

Program Design Ideas to 
Increase Learning Opportunities 

1. Have students work in groups to coordinate and conduct marketing 
tasks. 

2. Have students work in pairs; rotating throughout program or 
remaining with same partner. 

3. Have students supervise work sites. 

4. Have students research issues at the work site, while preparing the 
returns. 

5. Require written assignments: daily journal, reflection paper, etc. 

6. Allow students to handle slightly more complex tax returns (but only 
when level of risk to taxpayer is minimal). 

7. Identify opportunities for utilizing language skills of bilingual students. 
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1. OVERVIEW 

CALIFORNIA POLYTECHNIC STATE UNIVERSITY 
San Luis Obispo, College of Business 

Actg 462 - VITA 
Winter 1996 

COURSE OUTLINE 

The IRS's Volunteer Income Tax Assistance program (VITA) has been in existence for many years as a means 
of assisting lower income taxpayers with answers to their tax questions and assistance in preparing their 
income tax returns. This is the fifth year that CAL POLY has participated in the program. 

The program is expected to provide the following benefits to participating students: 

a. Provides a review of the basic tax rules learned in Accounting 304, as well as supplementing that 
learning with various technical aspects of tax preparation and compliance. 

b. Provides instruction and practice in the preparation of California income tax returns 

c. Increases your communication skills through experience of interviewing clients and keeping a journal of 
your experiences. 

d. Provides exposure to a broad cross-section of the population. Students will gain knowledge about the 
general population's understanding of the tax laws and the problems they face in complying with its 
provisions. 

The program is also a service to the community. This may be our client's first one-on-one encounter with CAL 
POLY students - try to represent your university well! 

2. CLASS REQUIREMENTS 

a. Students must receive a passing grade on a federal tax returns test to be completed (individually!) by 
beginning of class on Wednesday, January 24th. Also, receive a passing grade on a California tax 
returns test due by class on Wednesday, January 31th. 

Note: If you fail the federal test, you may take the "Retest," but the maximum grade possible in 
the course will be a B. A fail on the second grading will cause you to be disqualified from the VITA 
program and this class. If you fail the California test, you will be gi ven a second chance to pass the 
California returns before it will affect your grade. 

b. Students must perform 8 hrs. of publicity activities. 

c. Help with bringing in clients by preparing the returns for at least 6 people you have personally contacted 
about VITA. Two of these 6 people (or their information) must be brought in during the first two weeks 
of the program. 
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d. Work at least 28 hours in the VITA centers during the quarter (i.e. 4 hours per week). 

e. Maintain an activity time log that confirms your activities and 6 taxpayers. 

f. Keep a folder with your time log, a record of your coordinating or publicity activities and a daily journal 
of your experiences at the VITA sites. Based on the journal, you will submit a typewritten reflection 
paper on your experiences (2-4 typewritten pages) no later than Friday, March 8th (outside room 03-
403). This log and reflection paper are meant to be not just a summary of the number of people you 
assisted (we have to keep separate records on that) but comments and thoughts on new things learned, 
problems encountered, things you would do differently in retrospect, mistakes you realized you 
may have made, insights about people's knowledge of, respect for the tax laws & the IRS, etc. 

g. You will also be required to spend approximately 4 hours learning and using tax preparation and tax 
research software. A tax return problem will be gi ven out as soon as the 1995 tax preparation software is 
received and installed. You can complete this assignment at times convenient to you. The completed 
returns will be due in the box outside room 03-403 by March 8th. 

3. DETERMINA TlON OF GRADE 

IRS & Calif tests 
Publicity & 6 clients 
Tax preparation, induding your attitude 

& quality of your work 
Computer packages 
Log & Reflection paper 

12 
10 

60 
3 

15 

4. HOURS WORKED 

116 

You will be given credit for hours worked at the sites. doing publicity, coordinating activities, learning 
& doing computer aided research and preparation, etc. Because of these varied possibilities it is your 
responsibility to keep track of your hours worked and have them verified after each activity by an 
authorized person (Dr. Carr or a person she designates). You are responsible for fulfilling all your 
commitments. Last, but not least, you are going to have FUN. I guarantee it' 
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Tax Assistance Program Provides 
Service-Learning at Notre Dame 
and St. Mary's College 
by Ken Milani 

A win-win-win situation is a rarity. However, the Tax Assistance Program 
(TAP), a service-learning effort conducted at the University of Notre Dame 
and St. Mary's College (Indiana) since 1972, is such a situation. Low-income 
taxpayers are the primary beneficiaries of the Tax Assistance Program, since 
they receive free income tax preparation service. Students also benefit from 
the program, since it provides them with practical experience. A third group, 
involved faculty members, is able to determine the effectiveness of teaching 
activities while working together with students on an interesting and chal­
lenging project. 

Overview 

A scripture reading, a song, and a statement of purpose combine to provide 
an overview of the Tax Assistance Program. The scripture passage is from 
Titus 3:14: "Have our people learn to give their time in doing good works, to 
provide for real needs." The song is a rap lyric written by a participant in the 
Tax Assistance Program as part of a reflection paper that is required of all 
participating students. The lyrics of the song read as follows: 

Real-world stuff is a relevant fling 
Do the Tax Assistance thing III 

You help people living on a string 
Do the Tax Assistance thing!!! 

After helping folks, you feel like a king 
Do the Tax Assistance thing III 

It's a community effort with a lot of zing 
Do the Tax Assistance thingl!! 

The stated purpose of the Tax Assistance Program is "to provide free income 
tax return preparation service to low-income individuals on a regularly 
scheduled basis at locations that are convenient." 
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Students involved in the Tax Assistance Program are enrolled at the 
University of Notre Dame and st. Mary's College. Certified public accountants 
from national, regional, and local firms also volunteer their time, along with 
faculty from Notre Dame and St. Mary's. Many are contacted in November 
and December, when they are asked to commit to at least one 3-hour session 
during February, March, or April. Others (i.e., those working for regional and 
national firms in the South Bend area) are recruited in January. A faculty 
member handles the initial commitment and recruitment activities, while a 
student administrator is responsible for later contacts. Participating CPAs 
serve as technical advisers and are available to answer questions, provide 
advice, and prepare tax returns. Usually, they work alongside the student par­
ticipants at a Tax Assistance Program site. Since the low-income criterion 
used by the program actually represents the median income for the South 
Bend area, interested taxpayers are rarely denied access to assistance. 

History 

As was indicated above, the Tax Assistance Program has been in operation 
since the early 1970s. At the outset, the primary goal of the program was to 
help Indiana taxpayers file for a special state credit. Since the starting point 
of the Indiana tax return was and continues to be federal adjusted gross 
income, it was determined very quickly that the federal tax return should be 
done first and then the Indiana return. After the special state credit was 
dropped, the program began to focus more centrally on the federal return 
and became more of an academic effort. Formal classes were scheduled, 
academic credit (one hour, graded using a satisfactory-unsatisfactory scale) 
was provided, and the program came to be viewed as an important part of 
the educational preparation of students seeking to enter public accounting 
in general and tax practice in particular. The Tax Assistance Program is one 
of several service-learning opportunities offered at Notre Dame and st. 
Mary's. However, it is the only service-learning course offered by the College 
of Business Administration. 

Training 

Since its inception, students involved in the Tax Assistance Program have all 
completed a one-semester federal income tax class at either Notre Dame or 
St. Mary's. Prior to beginning the actual preparation of tax returns, the stu­
dents receive an additional 10 to 12 hours of training. These sessions occur 
during the first four weeks of the semester. Homework assignments play an 
important role, and a reflection paper (described later) is part of the Tax 
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Assistance Program experience. (Note: It is a long-standing Notre Dame tra­
dition to provide academic credit for service-learning activities. Thus, when 
the Tax Assistance Program sought this status, approval was readily grant­
ed.) The training emphasizes situations students are most likely to 
encounter when preparing tax returns for low-income individuals (e.g., 
earned income credit, child-care credit, credit for the elderly or disabled, tax 
treatment of welfare benefits, claiming a dependent). During the training 
sessions, students are given a variety of factual scenarios. Oftentimes, the 
information with which they are provided is incomplete, so the students 
have to ask questions of the instructor in order to clarify a situation, obtain 
more information, and determine the proper treatment of a given factor. For 
example: 

• Clarification - Information about spending for the care of children is 
provided. The students must seek clarification about the ages of the children 
being cared for and why the care is being provided. 

• More information - Information about life insurance proceeds is pro­
vided. In order to determine the proper treatment of the proceeds, the stu­
dents must ask for additional information about the person who died and 
the taxpayer's relationship to the deceased. 

• Proper treatment - Medical expense information is included in a set of 
data. The students must ask about the nature of the expense (e.g., is the 
item prescribed by a physician I). 

Since the Tax Assistance Program also prepares state tax returns, some 
time is devoted to the Indiana tax forms. Again, there are exercises that 
focus on special tax treatments allowed by Indiana law (e.g., renter's deduc­
tion, military pay deduction, special credit for spending money to insulate 
one's home). 

Administrative Matters 

There are usually 60 to 70 students enrolled in the Tax Assistance Program. 
Most of them are involved in tax return preparation. However, four or five 
students are responsible for the administrative details of the program, such 
as supplies, public relations, contact with the CPAs who volunteer their time, 
and coordination of the efforts of other support services. The administrative 
experience is also part of the service-learning activity, since the students 
who staff the positions become aware of the problems and possibilities 
involved when dealing with a large group of people. A description of the 
administrative positions would include: 

• Chairperson has overall responsibility for Tax Assistance Program 
operations. 

• Supplies director handles the ordering, replenishment, and distribution 
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of supplies to TAP personnel. The supplies director is also responsible for 
other materials needed (e.g., stamps, envelopes). 

• Public relations director is responsible for the publicity that describes the 
services available to the community. Newspaper, radio, and television outlets 
are contacted concerning the activities of TAP. 

• External contact director is responsible for contacting the various loca­
tions where the TAP activities are carried out. The external contact director 
also coordinates the efforts of the CPAs involved in TAP. 

Some of the individuals holding administrative positions receive two 
credit hours for their participation due to their expanded responsibilities. 

Operations 

After the training sessions described above, the students are assigned to a 
specific location, where they prepare returns. Each student works at hislher 
specific location approximately eight to 10 times, and spends between 25 
and 40 hours preparing returns. In a typical year, Tax Assistance Program 
personnel (working in two-person teams) will assist 900 to 1,100 taxpayers, 
and file between 1,500 and 2,000 tax returns. 

The team approach employed by the program serves as its primary 
means of quality control, although the participating CPAs also serve this 
function. Quality assurance is always an issue, but the normal error rate is 
fewer than five returns per year. Many of the errors are due to missing tax­
payer information - a problem later discovered by the Internal Revenue 
Service. Should a problem occur after the return has been filed, the Tax 
Assistance Program faculty coordinator handles it. The usual time frame for 
the Tax Assistance Program course - offered only in spring semester - is 
four weeks for training and organizing, and 10 weeks for preparing tax 
returns. 

Reflection Paper 

At the conclusion of the course, the students write a reflection paper. In the 
paper, the students respond to the following topics: (1) what I liked most 
about the Tax Assistance Program; (2) what I liked least about the Tax 
Assistance Program; and (3) what I learned from my participation in the Tax 
Assistance Program. A recent set of reflection papers included the respons­
es shown at the end of this chapter. 
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Conclusion 

The Tax Assistance Program served 10 different locations in 1997. In addi­
tion, Tax Assistance Program volunteers visited taxpayers who were unable 
to come to any of the locations (e.g., elderly, disabled). This latter group of 
students - referred to as the SWAT (Students Working at Taxes) group -
visits personal residences, work sites, hospitals, and other facilities (e.g., 
nursing homes, sheltered workshops) to prepare tax returns. Currently, all 
returns are prepared manually. However, in the near future, electronic filing 
and preparation using software will be implemented at pilot sites. 

Several positives emerge from the Tax Assistance Program. As an 
instructor, one begins to understand how the coach of an athletic team feels. 
One has selected the Tax Assistance Program participants and has trained 
them. Now, the students are ready to encounter "real-world stuff." At times, 
one will provide advice, answers, and affirming comments. But eventually 
one will watch from one's spot on the sidelines as the students struggle, 
search, sweat, and succeed. Obviously, taxpayers have their tax returns pre­
pared at no charge. Students, on the other hand, are utilizing their profes­
sional skills in a community service while gaining invaluable experience. 
Several former participants in the Tax Assistance Program have continued 
their involvement through similar programs following graduation. At least 
four of the former participants have started their own programs in cities 
where they work. 
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Sample Student Responses 

What I Liked Most About the Tax Assistance Program 

"Probably the thing that I enjoy most about the Tax Assistance Program is the 

opportunity it gives me to be of service to the South Bend community. Service to 

others is a major part of life on campus, and because of things like late­

afternoon classes, dorm commitments, and work schedules, I have often felt like 

I did not have enough time in my schedule to participate in some form of service 

on a regular basis. The Tax Assistance Program offers me this opportunity, 

since it is only a few hours a week, and it only lasts for the middle portion of the 

semester, not conflicting with finals." 

"One of the most rewarding things about TAP is the knowledge that the service 

you provide means so much to the clients. Often they are very thankful, which 

makes all the participants feel like their help is much needed and desired." 

"I enjoyed the chance to apply some of the accounting I have learned and get 

some hands-on experience working with people and obtaining the appropriate 
information from them." 

What I Liked Least About the Tax Assistance Program 

"I was miserable during my first day at our site. I felt completely inept, and not 

having a CPA to back me up made me very nervous. On one of the first returns I 
filled out, I forgot to attach a very important schedule and did not realize it until it 

was almost too late. This shook my confidence." 

"We also had a large, somewhat impatient crowd that was expecting much more 
experience and efficiency than we were able to provide. When we had been 

there well past our allotted time and were forced to turn away some who had 

been waiting, we had some pretty angry customers." 
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What I Learned From My Participation in the Tax Assistance Program 

"I learned how to do a federal and Indiana state return. That was basic. The 

knowledge about the tax code was valuable, but secondary. I was glad that I 

learned about the earned income credit, and how to do a 1040NR." 

"I really learned how much people appreciate Notre Dame in the South Bend 

community. They seemed so grateful, and it made me feel bad in a way. Notre 

Dame students tend to give South Bend and its residents a bad rap, and it is 

undeserved. These people really did like us, and were grateful for what we did." 

"I learned that I have an interest in tax. I want to try it next year. I also want to 

participate in a program of this nature in the Cleveland area next spring. I really 

learned how much I enjoy helping other people, and that was a lesson I am glad 

that I got." 

"I learned how blessed and lucky I was. Many of these people made less money 

all year than I made last summer. I realized that I do not have a right to complain 

about things like not having money to go out on a Friday night, when these 

people struggle to survive. Being in college and having a job next year, I guess 
that I tend to forget what I have. That was the most valuable lesson to me." 
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Volunteer Income Tax Assistance 
and the Use of Technology 
by Nathan Oestreich, Carol Venable, and Martha Doran 

The IRS's Volunteer Income Tax Assistance (VITA) program is an example of 
service-learning in action. With the IRS's emphasis on electronic filing of tax 
returns and the explosion in computer preparation of tax returns, VITA 
offers an opportunity to combine service-learning with the efficiency of 
recent technological advances. 

This essay investigates opportunities for using technology to train 
accounting students to efficiently and accurately prepare returns while 
simultaneously providing meaningful feedback to the students themselves. 
Such feedback is provided not only during the actual preparation process 
but also later in the form ofreviews and reports. These reports are similar to 
outcomes assessments or performance evaluations, and can be used to 
facilitate reflection on various aspects of the community service experience. 
Structured reflection provides the basis to meet the combined goals of aca­
demic, civic, moral, and career learning. 

Since extensive coverage is given in this volume to service-learning in 
the accounting curriculum in general and in VITA programs in particular, 
the following sections will not duplicate the range of observations and con­
clusions offered elsewhere. Instead, it will seek to address how technology 
can enhance the service experience. 

Background 

The VITA program reaches far beyond the college campus to public libraries, 
community centers, churches, and military bases, just to mention a few off­
campus sites. VITA and the IRS companion program Tax Counseling for the 
Elderly exist to provide service, without a fee, to taxpayers who do not feel 
comfortable preparing their taxes and who cannot afford to pay for 
assistance. 

In her own essay in this volume, DV Rama provides an overview of 
service-learning in accounting education that explains that not all commu­
nity service is service-learning. For there to be effective service-learning, 
there must be action followed by reflection, involving judgments related to 
the services provided and an appraisal of the services and the processes. She 
also points out that service-learning provides an opportunity to "enhance 
the quantity and quality of experiential learning" [see p. 6] and a framework 
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for lifelong learning. 
A few essays later, Janice Carr points out that VITA "utilizes two learning 

techniques that effect the highest retention of knowledge: learning by doing 
__ and teaching others" [see p_ 101]. She discusses numerous service-learn­

ing opportunities in VITA, including improving technical skills, communica­
tion skills, interpersonal skills, certain personal capacities, and marketing 
skills. In the process, students "learn to learn." 

Nearly all of the skills identified by Carr are impacted by the use of tech­
nology. Most significant among these are technical skills, because the com­
puter ensures accuracy of output after data input, feedback, and interaction, 
and the student thus has immediate information for the client. The present 
article speaks to the role of technology in the tax filing and consulting 
process, with specific reference to San Diego State University's (SDSU's) VITA 
site. 

SDSU's VITA Site 

San Diego State University is an urban, mostly commuter campus with a 
population of more than 30,000. Most students work to support themselves, 
many working full-time and attending the university on a part-time basis. 
As a result, there is a substantial night program. 

The School of Accountancy has cosponsored a VITA site with the IRS and 
California's Franchise Tax Board (FTB) for more than a decade. Income tax 
return assistance and tax counseling are provided on campus, primarily for 
fellow students; however, assistance is also provided for staff and campus 
neighbors. 

Historically, participating students were asked to work approximately 
two hours per week from mid-February until April 15. Most work was com­
pleted at a table in the student center. Generally speaking, simple returns 
were involved, with a few clients having itemized deductions, small busi­
nesses, or rental properties. Many returns, although simple, involved depen­
dents and the earned income credit. 

Simple returns were completed by the client, with assistance from the 
student participant. When more complex issues were involved, advice was 
sought from other students, graduate tax students, or faculty members. 
Students were provided the option of registering for one semester-unit of an 
accounting elective on a creditlno-credit basis. 

'TWo defining changes have occurred recently at the SDSU VITA site: the 
decision to file returns electronically and the use of Internet newsgroups to 
share information. These changes and access to a new collaborative tech­
nology classroom are expanding the services VITA is able to provide as well 
as enhancing the learning experiences and skills of student workers. 
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As network technology has become more prevalent on campuses and as 
teaching has shifted toward more interactive and group learning 
(Shneiderman et al. 1995), faculty have sought richer designs for their class­
rooms to enhance the learning experience (Shapiro, Roskos, and Cartwright 
1995). Faculty also have sought ways to include new job skills applicable in 
a group-oriented workplace, including communication and group effective­
ness - skills not typically included in the traditional classroom format 
(Davis and Miller 1996). A combination of these developments within the 
VITA program has expanded student opportunities on our campus. 

Electronic Filing 
The IRS has several initiatives intended to increase electronic transmis­

sion of tax information. Two of importance to individual taxpayers are 
Ielefile, by which taxpayers with very simple returns can transmit their tax 
information from a touch-tone phone, and electronic filing. Virtually any indi­
vidual income tax return can be transmitted electronically. Of course, the 
key advantage here is that most returns are prepared electronically anyway, 
and transmitting the information from machine to machine reduces IRS 
processing time and costs. 

During the mid-1990s, the IRS developed a plan to increase electronic fil­
ing from volunteer sites. In the process, it contracted with Universal Tax 
Systems (UTS) of Rome, Georgia, and adopted its Tax Wise individual tax 
preparation software. This software is provided to volunteer sites at no cost. 

SDSU's VITA site began electronic filing during the 1996 filing season 
(1995 returns). Initially, tax returns were submitted to the IRS on disk and 
were transmitted by IRS personnel to the service center. More recently, elec­
tronic files have been submitted to UTS, which batch transmits the files to 
IRS. In either case, errors such as erroneous identification numbers, name 
changes, and similar problems are identified immediately, and the return is 
rejected until the problem is resolved. 

In 1996, only 75 returns, including 39 federal returns, were successfully 
filed from the SDSU site. During that year, only the federal returns were sub­
mitted electronically, with the state returns being filed on paper. In 1997, 
approximately 610 total returns, including 310 federal returns, were filed. 
Both the federal and the state returns were filed electronically. Of course, 
returns for earlier years and amended returns were filed on paper, as were 
state returns for states other than California. 

This rapid expansion of services can be attributed to the popularity of 
electronic filing. Few clients object to the electronic submission, and many 
solicit it so they can get their refunds sooner. 
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Internet Newsgroups 
For more than five years, SDSU accounting students have been expect­

ed to communicate with their instructors and classmates using electronic 
mail and electronic conferencing. Although other computer conferencing 
vehicles were used previously, currently Netscape newsgroups are used. A 
news group is set up for VITA, and announcements such as training times 
and work schedules are posted. This does little to foster learning, but the 
newsgroup is also used for student questions. When a problem is encoun­
tered, a question can be posted on the newsgroup. Either another student, a 
graduate tax student, or a faculty member can answer the question. More 
often than not, the question is answered by a student, and the site coordi­
nator can monitor responses for accuracy. As a result, all volunteers benefit 
from the query and the answer. 

Training 

Participating students must learn site procedures and use of the software. 
But they must also understand the technical tax knowledge needed to 
advise clients and assist with tax preparation. This should amount to little 
more than a review of prior coursework, but because student backgrounds 
vary, some participants have had more thorough training than others. 

Use of software facilitates the process of technical review. As students 
learn and practice software procedures, their exercises reinforce their 
knowledge of the technical material. Selecting exercises especially relevant 
to work at a VITA site is important. 

Training typically takes place in SDSU's collaborative technology class­
room. In this classroom, up to seven students can work at each of six com­
puter stations. We prefer to schedule groups of four to encourage interaction 
and dialogue on the cases presented. Students are given various tax return 
problems for which they must determine relevant facts, input data, and 
complete computerized returns. The groups work together, answering one 
another's questions. Only when uncertainties still exist is the instructor con­
sulted. Feedback is instantaneous, since the return is recalculated each time 
data are entered. Students immediately see the effect of a particular item on 
the total tax liability, thus providing them with a better understanding of the 
effect of various factors. 

Another advantage of this arrangement is its capacity to raise "what if' 
questions. Once the tax is calculated, one can ask what would happen if a 
particular input were changed. Such a move allows the trainees to observe 
the marginal impact of various changes. 

For those who cannot attend scheduled training sessions, the exercises 
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can be completed in a computer laboratory. Here, group interaction is miss­
ing, but immediate feedback is still available. 

Feedback and Interaction 

The feedback and interaction that have been described under "Training" are 
also present throughout the tax return preparation process. A student can 
spend his/her time checking for input accuracy and alternatives, since cal­
culation and transfer errors (i.e., transferring information from one form to 
another) do not occur with use of the software. Also, since feedback is 
instantaneous, alternative scenarios can be tested at no additional cost. 

Whenever possible, the collaborative learning technology classroom is 
used for tax preparation. Since clients and student workers (usually more 
than one per client) are together at the computers, they can interact as the 
returns are actually being input. Clients can be interviewed by students on 
a real-time basis and can get immediate feedback, as can students. All can 
see the impact of various items and the results of alternative scenarios. 
These can be useful in explaining particular items. Both clients and student 
workers can gain confidence in the course of this proceeding. 

Efficiency and Accuracy 

The system's potential to increase accuracy and avoid transfer errors has 
already been mentioned. When students prepare returns manually, those 
returns must be checked by other students. Sometimes this check is unreli­
able. In addition, such duplication engages students' time in mechanical 
activi ties instead of more difficult decision-making tasks. Since the software 
helps students avoid many common errors, more time can be spent check­
ing for input errors and errors of omission, and handling additional clients. 

Indeed, electronic filing provides still another check. Since all electronic 
returns are submitted from a single machine, a graduate student or faculty 
member has an opportunity to add a cursory review before the electronic 
file is submitted. Other possible errors can be caught during filing by the IRS. 

Site Management 

The VITA process really represents an accounting practice scenario. A valu­
able service is provided to a client by a specialist (a preprofessional). The 
only missing element is the fee. Given this fact, the SDSU VITA site is 
increasingly being run as much like a tax practice as possible. During the fall 
1997 semester, graduate students in a tax practice seminar were required to 
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organize and plan the 1998 filing season. They prepared written procedures, 
developed a system of accounting, and designed reports. These procedures 
dealt with regulation of time and performance, and with tracking returns 
and information. Even fictitious billings were to be prepared. 

This process allowed not only for performance monitoring but also for 
continuous improvement. As a result, future clients and students should 
benefit from the program even more than past participants. 

Educational Value 

Student responsibilities in the SDSU VITA program are clear: Learn the tech­
nical information and the computer software, review the technical materi­
al, and perform the required client-related operations. Together, these steps 
result in community service. However, as DV Rama has noted in her chap­
ter, community service, while an integral part of service-learning, is not 
identical with it. Service-learning must also include a learning strategy that 
links the service performed to educational goals. By simulating a tax prac­
tice in both design and development, the community service provided at the 
VITA site becomes a strategic part of the accounting curriculum. 

In addition, the SDSU VITA site requires the simultaneous use of tech­
nology, teamwork, and communication skills. Students trained in teams at a 
single computer site, where they also meet taxpayers, experience an inte­
gration of skills in a real-world setting. This arrangement helps them devel­
op powers of judgment faster than do students participating in traditional 
class discussions. As Abercrombie, a British medical researcher, discovered, 
students who learn diagnostic skills in a collaborative format can acquire 
sound practical judgment faster than those learning via a more traditional 
approach (cited in Bruffee 1992). 

Still another important aspect of service-learning discussed by Rama in 
her opening chapter is the process of reflective observation, as described by 
David Kolb in his theory of experiential learning (Kolb 1984). Tax practice at 
the SDSU VITA site offers many opportunities for reflective observation, 
including: 

• Reflection during training, when feedback is instantly available, and 
the student receives confirmation of hislher technical understanding. 

• Reflection regarding the resulting practice. This is especially true when 
the taxpayer and the student(s) review and evaluate results together. The 
taxpayer has a direct financial interest in these results; the student is avail­
able to explain and evaluate. Both are aware of the valuable service that has 
been provided. 

• Reflection upon the preparation ofreports. These performance reports 
make it possible to evaluate the total impact and efficiency of the "practice" 
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as a whole and for each volunteer individually. 
Such opportunities can, of course, also accommodate the various kinds 

of nontechnical reflection that Rama discusses. Indeed, if properly designed 
and effectively used, technological systems can represent a tool that signif­
icantly enhances the learning environment. When this tool is combined with 
some of the other dimensions of service-learning described in this volume, 
accounting students can experience an unusually rich opportunity to 
become lifelong learners. 
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Service-Learning Project in the 
Accounting Information Systems Course: 
Implementation Without the Benefit of Hindsight 
by Alfred R. Michenzi 

Objectives 

Loyola College in Maryland has a long tradition in the involvement of the 
undergraduate students in service activities. Several courses in the humani­
ties, sciences, and social sciences incorporate the concept of volunteer ser­
vice as part of the course requirements. The Department of Accounting pro­
vided no opportunities for students to participate in any accounting course 
sponsoring service-learning activities. The Accounting Information Systems 
(AIS) course offered an opportunity to start a service-learning project. The AIS 
students would participate in a meaningful academic activity by providing 
consulting service to not-for-profit agencies and assist in the solution of their 
business and accounting problems. From these encounters with not-for-prof­
it agencies, the students may engage themselves in the concept and activity 
of service to others, along with the integration of their academic skill in prob­
lem solving. This service to others might blossom into future involvement in 
community service once the students graduate and launch their careers. 

Motivation 

In fall 1994, three visiting members of the Bentley College faculty presented 
the concept of service-learning projects and their benefits from a pedagogic 
standpoint. The Bentley faculty stressed the value of the service-learning pro­
ject. They stated it would provide a community-based project for the students 
to use their academic skills in a meaningful way to serve the community. Also, 
they stressed the value of the reflective journal entries that each student 
records as part of the service-learning project. These entries form an integral 
part of the service-learning experience. The entries provide the students with 
an opportunity to examine their personal feelings and help the students grow 
in appreciation of the not-for-profifs impact on the community. 

At this time, I searched for a new direction for group projects that are 
meaningful and an integral part of the AIS course materials. Service-learn­
ing projects offered the potential for the AIS course to serve as a capstone 
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course where accounting practice and theory might meet. On Loyola's cam­
pus, the Center for Values and Service provided support for faculty who wish 
to develop and carry out a service-learning project in courses. The Center for 
Values and Service personnel gave assurances that they would assist me 
with the various aspects of the service-learning activities that were unfa­
miliar to me. My key concern related to the reflective journal entries that 
constitute a critical element of the service-learning experience. 

In November 1994, the Center for Values and Service provided me a list 
of eight not-for-profit agencies in the Baltimore region. These agencies indi­
cated that they could use the assistance of business school students to solve 
business-related problems. 

The Bentley College faculty who presented service-learning to our fac­
ulty said that they used a variety of approaches to involving students in 
group projects that offer service-learning experiences. A group project con­
cept has been an integral part of the AIS course since I began teaching it at 
Loyola College. Giving the students the opportunity to act as consultants on 
projects dealing with real-world problems offered the best possible scenario 
for students to interact with each other and outsiders, and to apply their 
academic knowledge to help others. This, I felt. would benefit the students, 
for it added to their skills and would (1) promote and encourage creative 
thinking; (2) promote the understanding of how organizations work; (3) pro­
mote the integration of academic experiences with real-world issues and 
problems; and (4) improve the students' communication skills. These ser­
vice-learning projects would draw upon all the accounting, business, and 
liberal arts courses that the students encountered throughout their acade­
mic careers. The students would integrate their academic and project expe­
riences to improve their skills. 

Process 

Since the AIS course is offered in the spring term, I began in early November 
to contact the not-for-profit agencies identified by the Center for Values and 
Service. I called each agency and set up appointments to discuss the possi­
bilities of doing a service-learning project with them. At these appointments, 
my agenda consist of several items. The first item concerned the possibility 
of having student groups do meaningful projects at the agencies. I discussed 
with the agencies' administrators the possible problems that they believed 
the students could address, the time-period constraints for the projects, the 
availability of the administrator or the staff to interact with the students, 
and the value of the project to both the students and the organization. My 
second agenda item was to sell the concept of service-learning to the agen­
cies' administrators. These individuals had not worked with students in this 
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way before, so they were not eager to commit their agencies, since they had 
little concept of the time commitment and usefulness of the result. My final 
agenda item was to define a project for the students to address. The con­
straints were that the project must be within the scope of the students' 
knowledge and manageable within the period of one semester. 

In the end, I identified seven project topics at three different agencies. 
The remaining five agencies decided not to participate in the project. Then, 
I contacted the three agency administrators to confirm the project topics, 
and they all agreed to participate. I prepared a one-sentence description of 
the problem that I later gave to the groups for their project topic. The next 
task consisted of the development of a project requirements and evaluation 
package (see the outline of project requirements below). The project require­
ments and evaluation package gave the student groups the required project 
milestones, due dates, and reports required. For grading purposes, I assigned 
100 points to each of the four milestones. System profile, the first milestone, 
required the team to describe the problem in detail, list the goals and objec­
tives of the system, identify the capabilities of the system, and write a con­
tract between the student group and the agency administrator. Project man­
agement, the second milestone, required the student groups to list the tasks 
needed to complete the project, prepare time and cost budgets, and write a 
letter to the agency administrator detailing the second milestone's informa­
tion along with the expected solution to the project's problem. Design of 
inputs and outputs, the third milestone, required the students to plan and 
implement the solution. Implementation and review, the final milestone, sum­
marized the results of the project, prepared a client satisfaction question­
naire, and described the results of the questionnaire; each student team 
member evaluated the other members of the group as to their contribution 
to the project's success. This student team member evaluation was incorpo­
rated into each student's individual grade. For each project milestone, each 
student had to prepare three reflective journal entries. These entries could 
be field notes or a personal reflection on their experience as a member of a 
service-learning team. 

Implementation 

During the second week of class of the spring semester, I assigned students 
to groups based on their response to several questions that related to their 
grade point average and their experiences, both positive and negative, con­
cerning working in a group. I used this information and assembled groups 
that contained an even mix of grade point averages and group experience 
levels. I created seven groups of approximately six students and assigned 
projects to each group. 
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PROJECT MILESTONES· DESCRIPTION 

Milestone #1 [POINT VALUE 100] 
System Profile -- description of the current system, its purpose, its users, its capabilities 

REQUIREMENTS: 
1. Describe the current system and the problem. 
2. List the measurable goals and objective of the new system. 
3. Identify the direct and indirect users of the system, and their interest in the new system. 
4. Prepare a contract between the group and the client and have it signed by all interested parties. 

Milestone #2 [POINT VALUE 100] 
Project Management -- description of the approach the group will take in achieving its proposed solution 

REQUIREMENTS: 
I. U sing the System Development Life Cycle list the tasks required to complete the project. 
2. Create a GANTT chart for the project and a project budget detailing cost to implement the 
solution. 
3. Prepare a project letter to the client contact person describing the project, the budget, 
implementation timing and the expected solution. 

Milestone #3 [POINT VALUE 100] 
Design of Inputs and Outputs of the System 

REQUIREMENTS: 
1. List the tasks completed and training of client personnel required. 
2. Describe the input and output documents of the system. 
3. Prepare data and document flow diagrams for all transactions and reports of the related to the 
system. 

Milestone #4 
Implementation and Review 

[POINT VALUE 100] 

1 36 

REQUIREMENTS: 
1. Prepare a client satisfaction questionnaire and report on the results. 
2. Summarize the previous milestones and prepare a report to your client. 
3. Give a project team evaluation of the success of the project. 
4. Each team member must evaluate all other team members' contribution to the project. (Peer 
Evaluation) 
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Throughout the course, I allocated approximately 30 minutes per week 
for in-class meeting times. This allowed the students to meet and avoid the 
scheduling difficulties that often accompany group work. The students' first 
task was to make contact with the agency. I required that this be done 
immediately, since this would be the only way that the students could com­
plete Milestone #l's requirements. The groups met with their respective 
client agencies, and I discovered that the projects I assigned were not always 
the projects that the students and agencies agreed upon. The groups nego­
tiated with the agencies to identify a problem that they could handle based 
upon their level of expertise and the time constraints of the students. For 
one group, I had to help in the negotiation of the project scope and reassure 
the students that the project, while not dealing directly with accounting 
information systems, was acceptable for the course. 

The table on the next page contains a listing of the projects I assigned 
to the student groups. It also shows the final projects contracted between 
the students and the agencies. The projects I assigned gave the students a 
focus but did not result in an exact description of the final project contract­
ed by the students. 

The first milestone reports and journal entries were reviewed. The 
reports and journal entries showed immediately the differences between the 
originally assigned projects and those contracted by the groups. (See the 
table for details of the differences between the initial project and the final 
student-developed projects.) The reflective journal entries showed confusion 
and misgivings about the project and the students' ability to meet the 
requirements of the course. I did not expect this type of problem to occur, 
but I fully expected some modification of the projects. The journal entries 
gave me an opportunity to gain a sense of the class's success and frustration 
with the service-learning project. I used this information to speak to the 
class about the value of the project work and the value of flexibility in tak­
ing on tasks. Also, I had to modify my grading and the requirements for sub­
sequent milestones, since one group's project did not conform to the model 
originally envisioned at the start of the course. This modification relaxed the 
students, and they accepted that their project would not follow the model 
identified in the outline. Further, I reassured them that I would not penalize 
their group grade for this deviation. 

In March 1995, a social worker and a staff member from the Center for 
Values and Service addressed the class. Each had experience in service­
learning. They explained in detail how the agencies are often overworked, 
understaffed, and underfunded. As a result, the agencies often look for indi­
viduals to volunteer their time to help in providing service to the agency. 
This explained to the students why they found themselves looked upon as 
volunteers and not as consultants. The social worker explained that the 
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Service-Learning Group Initial Project Topics 
& Final Project Completed 

Initial Topic Final Project Completed 

Financial Information & Budgeting Identified and evaluated various 
-- need to match revenues and accounting software packages that the 
expenses and identify sources of agency could use in improving its 
funding. accounting activities. 

Develop an Inventory System for Developed two spreadsheets, one tracked 
Physical Therapy and Occupational year-to-date usage of inventory and the 
Therapy Supplies. other tracked the status of inventory 

orders, showing date requested, date 
ordered, quantity ordered, and date 
received. 

Hospital Gift Shop -- develop an Developed and distributed a survey 
updated system for recording daily instrument that was given to hospital staff, 
transactions and a system for patients, and visitors. The results of the 
efficient restocking of items sold to survey were that the shop needed to 
satisfy customer demands. lengthen the hours of operations, 

especially on weekends, improve the 
reading materials on hand, improve the 
selection of prepackaged snack food, and 
increase the quantity of toiletries on hand. 

Develop a process to identify Using the hospital's current procedures for 
hospital assets to be transferred to identification of assets, the group tagged 
a new facility and tag these items approximately one-half of the assets and 
for transfer. made recommendations for asset 

identification in the new facility. 

Develop and establish a Peer Developed a spreadsheet that keeps track 
Lending Bank for low-income of the deposits of the members of the 
women entrepreneurs and develop lending bank, loans, interest computation, 
policies and procedures for its and other financial information that the 
operation. members would need to run the bank. 

Develop a system of bookkeeping Tutored the entrepreneurs in the areas of 
for low-income women accounting and marketing. 
entrepreneurs, assist in the 
preparation of loan applications, 
and assist in teaching accounting 
procedures. 

Assist and teach low-income Tutored the entrepreneurs in the 
women entrepreneurs in the development and preparation of their 
preparation of business plans. business plans. 
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agencies considered the business function a necessary evil that the agencies 
would prefer not to do. Consequently, the business functions received little 
attention unless there was a funding crisis. The Center for Values and 
Service staff member discussed the importance of reflective journals and 
gave the students ideas for content of these journals. This session of the 
class proved extremely useful to the students. I also realized that I should 
have had this discussion earlier in the semester, for it sensitized the stu­
dents to the nature of agencies' concerns and the personal developmental 
value of reflective journals. 

Each milestone was graded based on the requirements shown in the 
outline. As noted earlier, one project did not conform to the original expec­
tation. It turned into a clerical project that required the students to inven­
tory the fixed assets of the hospital, their client. This project required no sys­
tem development or implementation, since the client had already defined 
the work requirements of the student group. This project required a liberal 
interpretation of the project requirements. All other projects came close to 
conforming to the original expectations. The reflective journal entries 
helped me identify groups that experienced confusion and conflict with 
their clients. The entries gave me the opportunity to encourage all groups to 
continue dialoguing with their clients to conclude their projects. The results 
of the project and the evaluation of the reflective journal entries led me to 
believe that most students experienced the reality of limited success in 
changing approaches and implementing solutions to long-term problems. 
These experiences run contrary to their academic experiences, which have 
a definite structure and where results correlate directly with the effort they 
exert in achieving a grade in the course. 

Each student group prepared a satisfaction questionnaire for its client. I 
did not require any specific set of questions, so each group developed its own 
questionnaire. The overall responses showed a very favorable level of satis­
faction with the students' effort and results obtained. One group received a 
below-average rating, since it did not communicate frequently with the 
client and the spreadsheet program prepared for the client was not com­
patible with the version of software the client owned. 

Conclusion 

At the end of the project and before the final college-sponsored course eval­
uation, I administered a short service-learning project survey evaluation 
questionnaire. The general outcome of the survey supported the concept of 
service-learning. The students realized that they were the first group of 
Loyola undergraduate accounting students ever required to participate in 
the service-learning activity, and they accepted some ofthe uncertainty that 
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accompanied the concept. The evaluation gave me insight into the positive 
and negative feelings the students had regarding the not-for-profit agencies. 
For example, one student expressed the feeling that "J don't want to be 
forced to do good works," while another student wrote, "1 don't like hospitals, 
they scare me." One student learned that you can offer help but an individ­
ual may not want to accept it from you. Other students thought the project 
would benefit them in their future careers, since they dealt with an unstruc­
tured problem and learned to work together for a solution that conformed 
to constraints placed on them by the agencies. 

The reflective journal entries showed a maturation of the students from 
uncertainty to a sense of focus on the problems the project presented and 
the possibilities of assisting the agency in delivery of its service to its clients. 
Without the reflective journal entries, J would not have known of the uncer­
tainties that the students faced. J discussed these in class in a general way 
to allow the entire class to benefit from the experience. Further, J believe 
that by sharing this information with all the students, it let them know that 
their feelings were similar to those of most of their classmates. Therefore, 
they experienced some relief associated with the uncertainty of service­
learning. 

Examples of reflective journal entries appear at the end of this chapter. 
These entries represent a range of feeling. The feelings range from appre­
hension, to maturation, to complaining, to satisfaction with a job well done. 
Not all student journal entries were informative, and several students pro­
duced entries that showed little thought or effort. J read all of the entries 
and gave all students the same grade, penalizing no one for poor effort. 

Several lessons learned include the importance of having a social work­
er or a member of the Center for Values and Service address the class early 
in the semester. This will help students in thinking about the benefits of the 
service-learning and the value of the reflective journal entries. Expect the 
unexpected. Therefore, when the student groups meet with their assigned 
clients, they must realize that the project assigned may not be the one they 
will work on. The assigned project is a guide or discussion topic. Also, assure 
the students that their grades are under their control, not the control of their 
client or the value of the assigned project. Further, I had to accept that ser­
vice-learning is not a simple activity that will result in complete success for 
all participants. Some clients and students benefited more than others from 
this activity. 

In the final evaluation, I believe that the students received valuable 
experience that deals with the concept of consulting. This required the stu­
dents to bring together many of the skills learned in all their courses, both 
business and liberal arts courses, to define a problem, negotiate a project 
that they could analyze, solve and implement it in a semester, communicate 
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with and motivate their peers and their client, and, finally, organize a report 
describing their efforts. This exposure to a real-world problem, with all of its 
uncertainty, benefited the students and added to their maturity. It also 
exposed the students to the business aspects of delivering social services to 
others. Further, the students observed individuals whose goals and mea­
sures of success were not clearly defined by a job title, position, and finan­
cial reward. This experience should broaden their vision of the world in 
which they will participate. 
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Reflective Journal -- Fieldwork Notes 

Milestone #1 

Student 1 
"Tomorrow morning I will go down to the women entrepreneur site for the first 
time and meet with the administrator. I have not spoken with her yet and have no 
idea of what to expect of her. Kim [a student group member] set up the meeting 
with her and has been the only [one] in our group to have personal contact with 
her. If I knew something about her or her background, I might have some idea 
what to expect of this project. I don't know her level of education, her 
background, where she is from (if she is a Baltimore native), or what exactly her 
role in the organization is. Given the fact that she works for a nonprofit 
organization, I would assume she is very service oriented and expect her to be 
very helpful, rather than stuffy. However, I realize this is a very sheltered opinion. 

"Aside from my curiosities about the administrator, I am interested in 
seeing the neighborhood it is located in. You can learn a lot about something by 
its surroundings. I hope we are able to meet with other individuals who work 
there and some of the women who apply for loans. The Loyola community is so 
exclusive that I am fascinated to meet people who are culturally diverse. You not 
only learn a lot about them and the whole [community] but also about yourself. I 
do not consider myself prejudice[d] or snobby, but I do have preconceived 
notions of various classes of people. I grew up in a very fortunate environment 
and have involved myself in service work to try and expand my viewpoint. The 
majority of my encounters have been very beneficial learning experiences and I 
expect the same of this one. 

"I am slightly concerned about my group as a whole. It consists of three 
residents and three commuters. All three commuters work rather lengthy hours 
and do not seem flexible about meeting times. Two of them are unable to join us 
on our first visit to the women entrepreneurs. Everyone seems eager to get 
involved, but finding coordinating times may be difficult." 

Student 2 
"My thoughts prior to heading for the meeting are ones of nervousness and 
excitement. Just from talking with Allison last week, I feel much more 
comfortable about the project. I do wonder, however, if the other members of the 
group feel as though I am trying to 'take over.' It seems as if Mike and I are 
much more excited about this project than some of the others. I realize it is a 
busy time, but I hope that we can provide some help. 

"I arrived at the agency, which is located three offices away from a 
client of ours, at 10:50 a.m. I thought that the rest of the group might already be 
there, so I went inside. They had not yet arrived. 

"I first met Allison, who was sitting at her desk, and introduced myself, 
shaking hands. She is younger than I had expected, but very pleasant. She then 
in turn introduced me to Tim, the executive director. He seemed genuinely 
friendly this time, unlike the impression I got from the initial phone conversation. 

"I took a seat by Allison's desk and we talked in general while waiting 
for the others to arrive. She then took me to a conference room where we will be 
meeting; she had a few things to take care of. 

"The rest of the group arrived. They got lost; there was 
misunderstanding in the directions given. We sat and talked among ourselves 
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because Allison is still detained with a phone call. 
"Allison enters and our meeting begins. I seem to be asking most of the 

questions and we all are taking notes. Mike jumps in with a few questions and 
then some of the others follow with their own. Allison is very comfortable, putting 
her feet up in th&chair she is sitting in. She leaves the room several times with 
some questions to ask Tim, to get us copies of the most recent financial 
statements, etc. 

"Allison handles us very well and is very informative as to what they are 
hoping we can accomplish. She is ready to 'work' with us in all matters. She 
says that anything we can do would be of great help because they are so 
understaffed to handle this situation at the present time. (They need to match 
their revenues with the expenses on an event-by-event basis.) 

"Allison then leaves the room to allow us to discuss some things among 
ourselves. We decide on an approach to take in tackling this problem and also 
discuss how to handle Milestone #1. Mike and Kendra are going to take 
requirement #1, Marta is taking #2, Jenn #3, Sharon #4, and I am going to 
handle the contract, typing and meshing the paper together. 

"We also decide that we need to do some research into some software 
packages available to meet their needs. We need to find a word processing 
program to link to their database in order to generate receipts for contributions. 
Also there is a need for the computer to 'kick' out a member that has not 
donated within a specified time period. 

"The big thing we need to resolve is the issue of matching revenues 
and expenses. We are going to research some software and hopefully present 
them with some ideas soon. 

"We then take a very brief look at the office. Allison, Janet, and Tim 
each have computers at their desks. They also have access to each other's 
terminals. The computers are not the same and do not have the same programs 
on them. Tim showed us the newest computer addition; it had been donated. It 
was larger, faster, and had more programs. 

"We then thanked them for the opportunity to help and left the office. 
"My afterthoughts of this meeting are great! It seems that we are going 

to be doing exactly what was stated, but in more detail. I think that this can and 
will be a rewarding experience. I just hope that everyone else feels as I do." 

Student 3 
"OK. It's Saturday afternoon and I'm sitting here wondering what to expect from 
this semester. Actually, I'm thinking about the community service project for AIS. 
Honestly, I'm not looking forward to the work. I'm worried that this project will 
take up a lot of time. Sorry, I know that this is not the kind of thought Dr. 
Michenzi would want to hear, but I can't help it. I understand what he wants us to 
learn from this experience, but still, does having to understand what it is like 
working in groups to solve an actual problem faced in the real world have to take 
up so much time? Honestly, I'm having mixed feelings because part of me is 
feeling very lazy (it's called 'senioritus' and I'm suffering from an acute case of it) 
and on the other hand, having some exposure to consulting sounds interesting 
(if it weren't for the work involved). 

"Luckily, I feel comfortable with the group. So far the group seems OK, 
although I don't know Angie or Sharon very well. I think we will all get along and 
each do our share. I must admit that working with Mike should be fun with his dry 
sense of humor. Angie's boss agrees with us. He thinks this project will be a lot 
of work. OK, I'll try to be positive. Who knows? It may be a lot of fun. 
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"I'm glad we were assigned to this diabetes agency. I think that 
because we have this particular charity organization that part of me doesn't mind 
doing this project. Diabetes runs in my father's family. Both my grandmother and 
aunt have the disease, although I don't know the type of diabetes that they have. 

"Considering that Angie has talked to the organization and said that 
there are only three employees, I'm assuming the project can't be that hard. The 
general topic sounds relatively simple (Financial Information and Budgeting). At 
least if it is going to be time-consuming, it can be easy. 

"Why are we doing this again? It seems that all my professors this 
semester have some kind of fixation with group projects. I have three projects 
this semester. Whatever happened to having an easy semester for your senior 
year? 

"OK, OK. So this Wednesday we're going in to meet all three 
employees. So it takes time out from my already busy schedule, it's only one 
day. So I can't roll out of my bed for Spanish class and now have to actually get 
up early and get dressed. I can handle it. (By the way, I like to complain and 
whine a lot.) It really doesn't matter." 

Milestone #4 

Student 4 
"My most surprising (to me) personal reflections deal with my feelings toward 
helping an organization, rather than directly assisting the people that the 
particular nonprofit agency serves. I had expressed, in an earlier journal entry, 
my dismay at designing an inventory system which would better track certain 
items in order that the patient be properly billed, whereas the items were 
previously free to the patient. 

"I came to terms with this, as a result of the guest speaker presentation, 
during which nonprofit survival was discussed. I now view the notion of tracking 
and charging patients for these products as necessary in order to ensure the 
availability of these supplies for future patients. 

"Still, the service-learning project with the hospital did not embody the 
spirit of volunteering. I came away feeling a Void. Perhaps this is for selfish 
reasons. I think I need to know that my efforts are appreciated. This is seen 
immediately when one helps another directly. This was not seen at all with this 
hospital." 

Student 5 
"On Wednesday, I am going for my last tutoring session at women 
entrepreneurs. I am looking forward to this not only because this will be the last 
time I will have to drive to downtown Baltimore in rush-hour traffic, but because I 
really know what to expect and I believe that I can handle any questions that the 
students might have about their business plan. This is not meant to sound 
arrogant, but I have confidence in the area that I can give assistance. 

"The women entrepreneur students appreciate all of the help we give 
them, even though they have some bad feelings about me being a man. It takes 
them a little while to get past this, but usually they respond when they realize 
that I can offer them help. This can be attributed to the 'all-women' organization. 

"I do wish that I would be asked about another area besides 
accounting. This does go against the project definition, but it would be nice to 
know if I had the abilities to teach in other areas besides my major. I did give 
some assistance in Marketing. but Marketing is basic knowledge. I would love to 
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have a student ask me about another area of their business plan. 
"I am excited that this project is coming to an end, but I do wonder what 

will become of the students. I cannot help [but] ask myself if our instruction was 
useful to the organization and the students?" 

Student 6 
"As far as my overall feelings about the project are concerned, I am going to. 
make these as positive as I can. I know that you have heard every negative 
aspect of the service-learning project, and I am sure that you are quite tired of 
hearing that side. I know that I benefited enormously from the experience, and I 
was very glad to find out that the women entrepreneurs students felt that they 
also benefited. I think that the Loyola students who said that they didn't gain 
anything from it did not put anything into it, so they got what would be expected 
- nothing. 

"I enjoyed helping the women entrepreneurs students because they 
were so enthusiastic about their businesses, and they sincerely wanted to learn 
and understand. Honestly, I believe that I had a little more to offer than most of 
the Loyola students because I have been deeply involved with my parents' small 
business since I was very young. I helped with their bookkeeping since I was in 
high school, and my parents were always talking about the business and 
listening to ideas from me and my sister. Their restaurant business went 
bankrupt, so I learned a lot of things that you shouldn't do in a small business. 
Now my parents still have the restaurant business, and they also have a smaller 
business with low overhead and just the two of them working. So, basically, I 
have been emerged in small businesses since I was about 7 years old. It was 
wonderful to be able to use some of this practical knowledge to help these 
women. 

"My feelings toward this project have changed significantly since the 
beginning of the semester. I truly dreaded this project because I had to tutor, 
which I don't like, and I had to deal with people on a one-on-one basis, which I 
don't particularly enjoy, and I had to work in a group with Loyola accounting 
students, which I was definitely not looking forward to. I can't say that the group 
work situation improved, but I am much more positive about the other two 
aspects. 

"I think that the projects should be continued in future classes, but I 
think the milestone work was too much. A possible way to reduce that would be 
to have the milestones as short essay questions rather than individual, detailed 
requirements for each milestone. I think the milestones are definitely necessary 
to keep the groups focused, but they really didn't need to be so formal. 

"I wish we could have chosen the people in our groups - I know that 
isn't the way it works in real life, but it would be easier in the classroom setting 
where we still have our normal assignment due also. It would have relieved a lot 
of the stress that I associated with the project. 

"I guess that's all that I wanted to say - in the end, it was a good group 
project. It got us out into the real world rather than having us stuck in the library 
doing research. I wish some people would be a little more open-minded though. 
It is going to hurt them when they get out there - batting of eyelashes and 
whining does not a problem solve!!" 

Student 7 
"During class on this day we were informed by Dr. Michenzi of the project that 
our group is to undertake. The organization that we will be affiliated with will be 
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the women entrepreneurs. This project, according to Dr. Michenzi, entailed our 
group to assist in preparation of business plans and prepare a system for 
teaching this skill to the women. 

"This project will be a service-learning project. We will be required to 
keep individual journals that will document our thoughts and feeling. Along with 
these journals we will be required to keep detailed field notes regarding the 
events that transpired while our group is on premise with our appointed agency. 

"My initial thoughts upon receiving all of this information was that this 
project will be a class unto itself. I did not have a clue as to how to prepare a 
business plan. I have never created one. What I felt was initial panic. 

"My group met on this day and we discussed how we plan to proceed 
on the project. Debbie volunteered to call our contact person, Amanda, and set 
up an appointment. She would then inform us of the date and time. 

"I think all of us were experiencing the same degree of confusion and 
anxiety. We did not know what was expected of us, therefore there was nothing 
we could discuss. On that note we ended our group meeting.-

Student 8 
"Our project increasingly got better as we went along during the semester. The 
first day was trying. They had a series of objectives that simply were not feasible 
for our group to complete. We compromised, but I did not have a warm feeling 
about offering my time for the Hospital. 

"However, since the initial meeting and contract formation, relations 
became less tension-filled. Personally, I recognized that the hospital needed 
someone to perform this tedious work for them, and they viewed us as a 
resource that could be used. I felt we accomplished a lot during all of our visits. 

"Finally, I feel we left them with some valuable recommendations that I 
hope they would seriously consider implementing. They were very appreciative 
at our last visit. In the beginning of the project, I did not feel quite as appreciated 
as now I do. I wish them the best in their transfer to the new hospital. I learned 
that everyone needs to be flexible in their expectations of a group project such 
as this to allow for productivity. 

"Working with my group has been very smooth. Everyone has been 
very dependable in terms of visiting the hospital and meeting to write the group 
Milestones. No one person in the group has anointed themselves king. Rather, it 
has been a very successful group effort .. 
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Reaching Our Goals Together in Service­
Learning: A Multi-Semester Accounting 
Information Systems Course Implementation 
by Margarita Maria Lenk 

The strategic alliance model (Lenk 1997) was developed in response to 
Ehrlich's (1995) challenge to the faculty in professional disciplines to become 
more active in service-learning. The key features of this model are its long­
run nature, its linked goals of research and service-learning, and its ability 
to accommodate different service-learning activities across semesters. The 
model, developed from four consecutive semesters of experience in an 
upper-level undergraduate accounting information systems course, has four 
stages: an inquiry stage, a modeling stage, an analysis stage, and a dissemi­
nation stage. 

Students in the inquiry stage visit nonprofit organizations and identify 
research issues. Classroom discussions compare observations with existing 
accounting and organizational theories, prioritize issues, and determine the 
scope of subsequent in-depth research to be performed. An educational 
research-outreach grant proposal is sent to a relevant external organization 
(a decision is made as to whether the local chapter, the state office, or the 
national office should be contacted). 

During the modeling stage, students conduct the research, often in the 
form of in-depth field studies, structured interviews, etc. Research methods 
are highlighted at this point, especially issues of consistency of measure, 
objectivity, and documentation skills. Students in the analysis stage inter­
pret the results of the research. The students develop theoretical conclu­
sions and/or propose practical solutions as warranted. The rigor of this 
analysis will vary depending upon the students' backgrounds or the place­
ment of the service-learning course in the curriculum (i.e., statistics, tax, 
and law). 

Students in the dissemination stage distribute the research results to 
nonprofit organizations in the form of continuing education or extension 
services. A key strength of this model is that this stage may be indefinitely 
repeated in future semesters for as long as there are interested nonprofit 

An essay related to this article was published in the Michigan Journal of Community 
Service-Learning (Fall 1997). The author is grateful to the editor of MJCSL for permission 
to utilize materials from that essay. 
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organizations. Moreover, this stage is the easiest to implement if a professor 
is new to the service-learning pedagogy. 

Benefits abound for all of the parties involved in the strategic alliance. 
Accounting students get hands-on, real-world experiences that reinforce 
their coursework and provide them with a sense of social responsibility in 
terms of the power of and the need for their accounting knowledge in non­
profit organizations. Nonprofit organizations benefit by receiving free con­
sulting services and tailored continuing education that would otherwise be 
financially impossible. Academics and professional organizations are able to 
provide outreach and perform research that would otherwise be cost­
prohibitive. 

This sequential four-stage process transforms the students' learning 
experiences from "deductive" academic experiences to "holistic, synergistic" 
experiences that balance academic and service-learning goals (Howard 
1993). Moreover, the active and unstructured nature of the students' involve­
ment fulfills the Accounting Education Change Commission (AECC) recom­
mendations that students be exposed to business and accounting knowl­
edge in environments that exercise intellectual, interpersonal, communica­
tion, and personal integrity skills (1990a, 1990b). 

Implementation of the First Stage: Inquiry 

The strategic alliance model was originally developed in an upper-level 
accounting information systems course. Specifically, internal controls in 
nonprofit organizations was chosen as a focus for three reasons: (1) the new­
ness of the Committee of Sponsoring Organizations (COSO 1991) and SAS 
No. 78 (AICPA 1996); (2) a rising number of reported embezzlement and fraud 
incidences in nonprofit organizations; and (3) a desire to have the students 
learn firsthand about the cost of internal controls. The participating non­
profit organizations were solicited through communications on our com­
munity's computer network, personal telephone calls, newspaper advertise­
ments, and mass invitational mailings. Because this implementation 
occurred at a state university, religious organizations were assigned only to 
student teams that specifically requested them. Teams of two students were 
assigned to each nonprofit organization. Students who desired to work alone 
were allowed to do so. 

The service-learning projects accounted for 25 percent of the students' 
final course grades and required each student: 

• to volunteer at least 10 hours at a local nonprofit organization 
• to obtain a copy of and read the organization's charter and bylaws 
• to interview employees, volunteers, and the treasurer 
• to attend at least two board of directors' meetings 
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• to keep a weekly journal (a typed copy of which was due at the end of 
each week: whom did they talk to about what when; what did they learn; 
and how did they feel about their experiences) 

• to write a professional report of the internal control strengths/weak­
nesses of their organization; and to orally present their findings to the orga­
nization's board of directors. 

In addition, each student completed a confidential self/peer evaluation 
form and participated in an exit interview with the professor after the proj­
ect grades had been assigned and sealed, but before they were distributed. 
This process was designed to increase honesty in the students' self-report­
ing, as it occurred after the grade was assigned. In the self/peer evaluation, 
each student described the strengths and weaknesses that he/she had 
brought to the team, the strengths and weaknesses of hislher partner, what 
he/she would have done differently (given the opportunity), and what per­
sonal skill areas still needed improvement. The exit interview asked broad 
questions: How did the experience change your feelings about yourself, your 
career, your community, and society in general! How do non profits differ 
from for-profit organizations? Did you find the experience worthwhile? This 
experience supports the students' subsequent job interviews, where many 
of these same questions are asked (e.g., describe a leadership experience, a 
team experience, a performance evaluation experience, etc.). 

A primary decision for a faculty member sponsoring such an opportu­
nity is whether the project is process-oriented or product-oriented, a deci­
sion that affects both the focus of classroom discussions and project grad­
ing. The unit being described focused upon the process of service-learning, 
and significant classroom time was dedicated to the discussion of action 
choices, observations, feelings, and problems throughout the semester, and 
how those experiences related to textbook materials and career goals. 
Another decision the faculty member must make is whether the service­
learning will involve a single project or multiple projects. In this particular 
implementation, the faculty member chose a single-project approach: Each 
of the student teams worked on the same internal control system. Single 
projects are significantly more efficient with respect to faculty administra­
tive and grading efforts. Multiple projects, on the other hand, allow for more 
tailored need-filling work in a diverse set of nonprofit organizations, and 
usually involve higher student commitment thanks to the students' oppor­
tunity for personal involvement in the project definition. These benefits 
must be evaluated against the additional costs associated with a significant 
increase in project management efforts by the faculty member, especially in 
terms of keeping the projects equitable across groups. 

Tangible outcomes of the service-learning process include multilayered 
classroom discussions, journals, internal control reports and presentations, 
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exit interviews, and improved examination scores. Intangible results 
include, but are not limited to: 

• perceptions of the similarities and differences between for-profit and 
nonprofit organizations 

• first-time considerations regarding careers/volunteering in nonprofit 
organizations 

• realizations of the time involved in internal control assessment and 
evaluation 

• an enhanced sense of personal responsibility for the nonprofit sector 
• increases in self-confidence with regard to accounting knowledge and 

the efficacy of that knowledge. 

Implementation of the Second Stage: Modeling 

The modeling stage occurred the following semester. The service-learning 
project requirements were similar to the prior semester's requirements, but 
two new components were added. First, students reviewed the results of the 
first semester's inquiries and decided to design an internal control survey 
for nonprofit organizations that would test the applicability of the COSO 
(1991) internal control framework to nonprofit organizations, as well as pro­
vide much descriptive data about smaller nonprofit organizations. The stu­
dents tested and revised their survey during interviews with assigned local 
nonprofit organizations. They also wrote a grant proposal to the Colorado 
Society of Certified Public Accountants to be considered by the society's edu­
cational grant program. The proposal described the research to be per­
formed and requested funds to cover the printing, mailing, and return 
postage needed by the survey. The grant was awarded with enough funds to 
mail more than 500 surveys to nonprofit organizations across the state of 
Colorado. 

Second, the students were required to resolve at least one of the inter­
nal control weaknesses that they found in their nonprofit organization. The 
projects ranged from documenting jobs/procedures, counting inventory or 
fixed assets, and creating forms, to building spreadsheets and databases, 
helping with fundraising efforts, and reviewing endowment and grant com­
pliance restrictions. 

The addition of this project requirement allowed for many practical 
classroom discussions about project management, and proper spreadsheet 
and database design and documentation - discussions that the students 
found very beneficial for their future careers. 
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Implementation of the Third Stage: Analysis 

During the analysis stage, the service-learning requirements were modified 
to omit the unit on resolving internal control weaknesses and to incorporate 
analysis of the prior semester's research results. Slightly more than 250 sur­
veys were returned, representing a response rate of approximately 50 per­
cent. Student teams were provided with the survey data and were required 
to complete a research summary document. An interesting aside is that this 
analysis stage may be utilized whenever research data are available (the fac­
ulty's own research, a colleague's research, a professional organization's 
data, etc.). 

The classroom discussions during this stage were significantly different 
from the prior stages or in traditional lecture courses. Each student's partic­
ipation provided the professor with rich data concerning that student's abil­
ity to attend to cues, process and edit them, relate them to underlying the­
ory, determine personal conclusions, and defend those conclusions. These 
discussions created opportunities to collect individual observations that 
would allow each student to receive detailed feedback at the end of the 
semester. 

In this semester, the students concluded that many nonprofit organiza­
tions experience communication breakdowns and significant loss of knowl­
edge from the high turnover of employees, volunteers, and board members. 
The students felt that many miscommunications could be avoided and 
information secured if clear procedure manuals existed for each of an 
agency's operational positions. In addition, they recommended exit inter­
views when turnover occurred in order to minimize subsequent learning 
curve costs. The students' conclusions were combined into a booklet that 
summarized many free or low-cost solutions to common internal control 
problems faced by smaller nonprofit organizations. 

Implementation of the Fourth Stage: Dissemination 

The focus of the dissemination semester was to communicate the conclu­
sions and recommendations of the internal control research to interested 
nonprofit organizations. Instead of data analysis, this semester's students 
were required to make complete internal control presentations to the boards 
of directors and principal staff of their nonprofit organizations. The new task 
required the students to create a presentation graphics slide show that 
could be utilized in the future for internal control training seminars for non­
profit organizations. All of the other course requirements with regard to ser­
vice-learning continued, and again, the project constituted 25 percent of the 
course grade. 
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Further participation by the professional association was solicited. A 
second research/outreach grant proposal was written that offered to inves­
ti:sate the differences in internal controls between (1) nonprofit organiza­
tions that received a copy of the booklet in the mail and (2) nonprofit orga­
nizations that participated in the service-learning activities and received a 
detailed internal control presentation by the students. Such a comparison 
would effectively measure the demand for future outreach investments. The 
grant proposal requested funds to cover the booklet's printing, presentation­
related costs (e.g., backup overhead slides), and postage costs, both for the 
mailing of the booklet and for the mailing of a subsequent survey to both of 
the participating nonprofit organization groups. 

Once again, the Colorado Society of Certified Public Accountants sup­
ported the proposed research and a number of other related outreach activ­
ities. To date, more than 50 nonprofit organizations have participated in the 
program. The Colorado society has agreed to publish and provide the hand­
book free of charge to any interested nonprofit organization in the state for 
the indefinite future. The booklet is also available to any interested account­
ing professors in the state. An excerpt from this booklet is provided opposite. 
These channels for information dissemination demonstrate the kind of 
widespread community outreach that is possible with the use of the strate­
gic alliance model. Furthermore, the university's student accounting club 
has offered to provide the internal control presentation to any interested 
organizations in the future, freeing the professor for new strategic alliances 
before the demand for dissemination has been satiated. 

In many ways, this fourth, dissemination stage is the most efficient for 
the faculty member's time, the most adaptable in terms of accounting 
course application (outreach education may be performed on almost limit­
less accounting topics), and the most popular in the students' opinion. 
Students found this stage more concrete, structured, and defined for them, 
consistent with how they prefer to view the world of accounting and 
accounting course assignments. 

Grading Issues 

Grading choices for service-learning projects are multiple and should reflect 
the participating faculty member's grading philosophy. Some key decisions 
are whether the grade is primarily a product grade or a process grade, how 
much of the grade will be provided by the input of the participating non­
profit organization, and how much will be provided by the students (e.g., 
their teamwork experience). In many cases, the nature of the service-learn­
ing work at issue helps determine the appropriate grading choice. For exam­
ple, some faculty feel that completion of the service hours, the journals, and 
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Internal Control for Smaller Nonprofit Organizations 

Internal Control (IC) is the process that an organization uses to become confident that all its resources 
are appropriately and efficiently utilized to achieve stated goals, A 1996/97 survey of over 300 
nonprofit organizations in Colorado indicated that the internal control in these organizations could 
be easily increased through awareness of the elements that determine and affect internal controL 

The following components have been identified as critical to internal control in smaller 
nonprofit organizations: 

1 Accurate knowledge of the internal and external operational environment 

2 Identification and understanding of the internal and external operational risks to the 
organization. 

3 Management of the culture, policies, and procedures of the organization. 

4 Strategic use of the system of organization' information and communication systems. 

5 Monitoring and maintaining the above four steps for changes. 

The three goals of internal control are effective and efficient operations, reliable financial 
records, and legal/regulatory compliance. 

-- Adapted from COSO's Internal Control Framework (1991) and SAS No, 78 (AICPA 1996), 

The follOWing internal control features lead to strong internal control: 

A pervasive attitude of integrity, respect, commitment, information sharing and 
continuous process improvement throughout plans, actions and evaluations. 

2 Clearly documented organizational mission, goals, plans and job descriptions. 

3 Active board and management involvement throughout the organization, 

4 Competent operational and administrative staff and volunteers. 

5 Current and complete documenta tion of plans, activities, and outcomes. 

6 Documentation of all fund raising plans, contacts and activities, successful and not 

7 Special control policies over cash receipts and cash disbursements due to the high 
vulnerability of cash. 

8 Formal budgeting processes for capital, operations, cash flows, followed by 
documented reviews of actual results to plans, 

9 Clear documentation and pervasive knowledge of any contract restrictions/obligations, 

10 Clear documentation and pervasive knowledge of deadlines, especially for compliance 
tasks, such as payroll or grant-related documentation. 

11 Whenever possible, utilization of external payroll, compilation, audit, and tax services, 

12 Communication is essential in a nonprofit organization. When communication is 
emphasized, high efficiency and effectiveness of operations, security of cash and other 
assets, and high levels of public trust are realized. When communication is lacking, 
excessive errors, high costs, low goal attainments and poor morale may result 

-- Adaptedfrom Internal Control for Smaller Nonprofit Organizations, CSCPA (1997) 
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the required board meetings are best graded on a "yes it was done" or "no it 
wasn't" basis, while interviewing skills, database or spreadsheet format, pre­
sentation, or report-writing skills may lend themselves to more rigorous 
evaluation. 

In the implementation semester, the nonprofit organizations were con­
tacted at two points: after the students had made their initial contact and 
after the project was completed. The initial contact helped to identify the 
student teams that were experiencing difficulty with the project as well as 
answer many questions the nonprofit organization had developed concern­
ing the scope or purpose of the project. Inclusion of the students' participa­
tion in the classroom discussions as a graded part of the project helped to 
ensure their contributions. 

Conclusions 

The strategic alliance model has numerous benefits to the participating stu­
dents, nonprofit organizations, faculty, university, and professional society. 
The projects allow the students (1) to integrate accounting information sys­
tems theory, real-world observations, and the scientific process; (2) to prac­
tice teamwork and communication skills; (3) to acquire an awareness of how 
much their accounting knowledge is needed by the nonprofit members of 
their community and to develop a working sense of social responsibility; and 
(4) to develop many new community contacts - useful for future searches 
and professional society information exchange. 

The projects also provide many tangible and intangible benefits to the 
participating nonprofit organizations. The organizations are motivated to 
critically evaluate all of their operational methods. Many of those involved 
in this implementation indicated a renewed sense of enthusiasm sparked by 
the students' energy and efforts. At the same time, the participating profes­
sional society and the university are better able to provide outreach to the 
community, while the sponsoring faculty member has access to field 
research he/she can utilize for both publication and instructional objectives. 
In short, the strategic alliance is a win-win-win proposition for all of the par­
ties involved. 
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Service-Learning in a Capstone Course 
by James W. Woolley 

Service-learning in Action 

The University of Utah's School of Accounting recently revised its under­
graduate curriculum. The changes included adding two senior-level 
"accounting integration" classes. The courses were designed to integrate var­
ious subjects -financial, tax, managerial, systems, and auditing - into a 
more cohesive paradigm. Ethical and social issues associated with the 
accounting profession were included in the "integration" concept. One 
approach chosen to help bring all the issues together involved designing ser­
vice projects for both nonprofit service organizations and struggling profit­
making enterprises. This paper concentrates on some of the nonprofit expe­
riences associated with the class. 

The School of Accounting receives calls from organizations having diffi­
culty with some aspect of their information system. The calls are usually the 
result of conversations the organization's director has had with either mem­
bers of the board of directors or donors uncomfortable with the information 
they receive. Such organizations offer an opportunity for students to blend 
their educational experiences into a real-life experience. 

The experience gained with nonprofits may be more valuable than with 
profit-making enterprises. The administrators of the organizations needing 
assistance have backgrounds that do not easily lend themselves to good 
business practice. They are usually concerned with providing service to indi­
viduals in need and prefer to avoid the more mundane issues of taxes, 
accounting reports, and budgets. The inevitable results are systems and 
reports that are either incomplete or inadequate. 

The projects are designed to help both students and assisted organiza­
tions better understand the latter's information needs, provide systems that 
will meet those information needs, enable the managers to better run their 
organizations, and improve communication practices between managers 
and their constituents. More than 20 projects have been completed involv­
ing more than 100 students and several hundred hours of service-learning 
experience. Four of the projects, of varying degrees of difficulty, are outlined 
in the following section. 
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Case Studies 

l(lcal Chapter of National Council 
A phone call from the national office of an organization dealing with 

Hispanic issues indicated that the local chapter was in need of major and 
immediate assistance. Required tax returns had not been filed. There were 
no financial reports that would allow the preparation of the tax returns. 
Financial and other operating information was not available for budgeting 
or decision making. Finding and organizing the records necessary to recon­
struct three years of financial history would be a problem. The records were 
in disarray, missing, and incomplete. Additionally, the local chapter had 
recently hired a new director charged with the responsibility of putting on a 
statewide conference while at the same time learning her new job. The well­
meaning and college-educated director had little experience with financial 
information, financial statement preparation, budgets, or the budgeting 
processes. 

The director was aware that her new assignment required extensive 
fundraising. In addition, she would be responsible for operating the chapter 
in an effective and efficient manner. She needed a system that would enable 
her to meet all of the organization's diverse goals. 

During class discussions, it was determined that the critical issues fac­
ing the organization were three in number: (1) meeting the tax deadlines fac­
ing the local chapter and avoiding loss of the organization's tax-exempt sta­
tus; (2) designing a new accounting and information system compatible with 
the skill levels of the personnel involved; and (3) selecting and implement­
ing a database system that would allow the organization to maintain an 
active record of its donors and potential donors. 

1\'10 groups of five students were assigned to deal with the basic 
accounting problems. The first group was to be responsible for reconstruct­
ing financial statements for the preceding three years. It was also responsi­
ble for defining basic accounting information needs of the organization. The 
second group was assigned the design and implementation of an informa­
tion system commensurate with the skills of the administrators. A third 
group of five students was responsible for recommending and, if time 
allowed, implementing a donor database system. 

Group one determined it first needed to understand the basic tax 
requirements. 1\'10 individuals were assigned the necessary research associ­
ated with defining the tax requirements for tax-exempt organizations. The 
three remaining members of the group were assigned the responsibility of 
determining whether there were adequate records to reconstruct the finan­
cial statements for the previous three years. 

The students researching the tax requirements encountered little diffi-
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culty in defining the tax requirements. They obtained the necessary forms 
and familiarized themselves with the relevant sections of the code. Their 
efforts were completed prior to the time accounting data became available. 

The students trying to obtain information and documentation for 
preparing the financial statements faced a greater challenge. Checkbook 
stubs, bank statements, and disorganized boxes of documents that were 
purported to contain all the information necessary to complete the state­
ments were found in various locations. Students were aware that they were 
under an ethical obligation to prepare statements that accurately reflected 
the financial results of the organization. There was little leeway for error. 

After working an average of 45 hours per individual over a seven-week 
period, the students completed financial statements for the three-year peri­
od. Additionally, tax returns were also prepared that allowed the organiza­
tion to meet its federal tax-reporting obligation. The tax-exempt status was 
saved. While researching the financial statement information, the students 
also defined basic accounting information needs that could be integrated 
into the information system proposed by the second group. 

The second group of students began its work by carefully defining and 
outlining the information needs of the director, board of directors, and 
national offices. The information requirements included all items necessary 
for financial reporting, but the students' major effort was directed toward 
building a system that would improve budgeting systems, operating infor­
mation, and computer hardware and software requirements. 

The third group of students designed a donor database system. Because 
the organization is small and staff members have limited experience deal­
ing with systems, each of the student groups decided that the systems must 
be simple. They also determined that any software recommended must be 
off the shelf. All software decisions were made assuming the software must 
be unusually user-friendly. 

The members of the second and third groups each logged nearly 45 
hours in meeting time, systems design, and computer and software evalua­
tion before presenting their reports and outlining the steps necessary to suc­
cessfully implement their recommendations. One student volunteered to 
help in the implementation of the project on her own time after the class 
was completed. 

Homeless Assistance 
The service-learning project for an organization specializing in assisting 

homeless individuals was started as a result of inquiries from local mem­
bers of the board of directors. The board was having difficulty in obtaining 
timely financial information. Repeated requests for data were met with less 
than enthusiastic responses. Initial offers of help were not met with enthu-
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siasm. In fact, the director was very reluctant to have others involved in "his 
operation." Encouragement from a local CPA member of the board was need­
ed before the project was started. The six-person student group began its 
project in a semihostile environment. 

As the students worked on the project, they discovered both strengths 
and weaknesses. The accounting staff consisted of a supervisor and two 
assistants. The supervisor had inadequate experience but was enthusiastic 
about the work. The assistants had specific responsibilities and were hard­
working, dedicated individuals. The assistants were open-minded and will­
ing to take suggestions when offered, but they lacked the experience neces­
sary to implement the suggestions. 

The major problem encountered related to the accountant's lack of 
knowledge. The lack of knowledge created a variety of problems. The orga­
nization had insufficient documentation, inappropriate cash deposit proce­
dures, missing entries and incomplete information, incorrect payroll checks, 
and weak cash reimbursement procedures, which resulted in incorrect 
amounts being disbursed and recorded. Control procedures were simply 
mIssmg. 

In addition to inexperience, other problems surfaced. Staff members 
would simply "plug" numbers when they wouldn't balance. Turnover was 
high, leading to inconsistency and a lack of timeliness. Suggestions from the 
students were met with suspicion from the local manager. The manager felt 
threatened by the proposals of the students. (The manager resigned near the 
end of the students' project.) 

As a result of its research and evaluation, the student group proposed a 
number of changes. Some of its recommendations were simple, short-term 
control procedures, and others would require more time to implement. 
Among the recommendations were the following: 

• design and implement a plan for training accounting employees 
• cross-train the employees in key areas to reduce dependency on one 

individual 
• initiate same-day recording of deposits and other critical items in the 

ledgers (daily deposits were encouraged) 
• segregate duties of accounting employees to minimize chances of both 

errors and misappropriation of funds. 
The project was not limited to recommendations. The students' other 

accomplishments included correction of payroll errors and completion of 
bank reconciliations. Bank statements had not been reconciled for a 10-
month period. The reconciliations provided the administration with a cor­
rect starting point for cash in financial reporting and budgeting activities. 

In their required written report, the students concluded with the fol­
lowing comment: "We have enjoyed our experience with this organization. It 
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gave us valuable hands-on training with accounting systems by allowing us 
to apply our accounting curriculum experience." 

The six students working on this project maintained time logs for the 
project. They reported spending 40 to 50 hours each over a seven-week peri­
od. The total reported hours were 265. 

Housing for Families With Hospitalized Family Members 
An organization opened a home for families with hospitalized family 

members in Salt Lake during 1988. A major expansion was added in 1994. 
Since opening, more than 6,500 families from 30 states and nine foreign 
countries have used the facility. The house is like a small motel, with 29 reg­
ular rooms and one apartment set aside for bone marrow patients. There is 
a common living area with kitchens, laundry, and playrooms. In addition to 
providing a convenient temporary living facility near five major hospitals, 
the program has been designed to provide emotional support for families. 
The cost of operating the facility is approximately $250,000 annually. 

Families desiring to take advantage of the facility must live more than 
50 miles away. A family may not stay longer than 30 days. Families are 
charged a nominal $10 per night. 

The student group became involved when a newly named director 
became concerned about the adequacy of her information system and the 
availability of information for a variety of purposes. Insurance requirements 
and missing capital items such as TVs and stereos were among the prob­
lems. Conversations with the director resulted in a work program designed 
to accomplish the following: 

• complete a physical inventory of all assets and supplies 
• prepare schedules of accrued salaries and payroll taxes for 1995 
• evaluate Niteclerk, a hotel software package, for possible use at the 

facility. 
The physical inventory project was successfully completed. The project 

included the design and preparation of schedules and forms necessary to 
complete the count. The form designed included items such as code num­
bers, locations, descriptions, and applicable serial numbers. Special empha­
sis was given to items with value exceeding $500. Since the organization is 
required to undergo an independent audit, it was considered particularly 
important to minimize the auditor's efforts. All significant assets were prop­
erly tagged and prepared for audit. 

The inventory was the first in the history of the organization. For the 
first time, accurate information was available for insurance purposes. 
Additionally, it became easier to trace items that had been misplaced as peo­
ple transferred in and out of the facility. An accurate valuation of the vari­
ous physical assets was also completed. 
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A group of students from a previous quarter had already recommended 
that a more accurate record of payroll taxes and related liabilities be main­
tained. Using Quattro Pro for the project, the current students researched 
and re-created employee data from both W-2 forms and fragmented quar­
terly payroll reports. The spreadsheets that were prepared enabled organi­
zation personnel to respond to federal and state agencies requiring correct­
ed payroll information. 

The evaluation of the Niteclerk software and its applicability was per­
haps the most important long-term part of the student project. At the time 
of the review, all activities relating to registration and occupancy were being 
performed manually. The procedures were time-consuming and often pro­
duced incomplete and inaccurate data. 

The students began their Niteclerk evaluation by interviewing key per­
sonnel to determine and prioritize their information needs. With the infor­
mation prioritized, phone calls were made to the software company Specific 
questions concerning the adaptability of Niteclerk for this organization were 
at issue. The general conclusion was that Niteclerk would be usable but that 
many aspects of the software package were not necessary and some were 
overly sophisticated. Changes had to be made. Since Niteclerk was designed 
for profit-making enterprises, some things had to be added and others delet­
ed. For example, since the facility is operated by a tax-exempt organization, 
information relating to some taxes needed to be eliminated. All references 
to credit cards also needed to be dropped. On the other hand, it was neces­
sary to add capability that could identify a social worker or a hospital, along 
with information concerning each patient. Required patient information 
included name, birth date, sex, and diagnosis. 

The students working with facility personnel and the software compa­
ny completed all the necessary steps required for installation. Once 
installed, all registrations and reservations will be on the computer, revenue 
and occupancy reports will be prepared, and operating statistics will be 
available for management use. 

The project was not without difficulties. Students learned that everyone 
(including themselves) was on a tight schedule, making it difficult to coordi­
nate meetings and activities. Adjustments to Niteclerk delayed the software 
until late in the quarter. This caused delays in implementing the system and 
provided a major inconvenience for students as they neared the end of the 
quarter. Late discovery of the capital expenditure policy (board approval 
before purchase) for both software and hardware introduced the students to 
the approval process and the necessity of adhering to it. 

Nonproject activities, such as helping raise money for new computers 
and other equipment, provided each student with new insights into "cash 
flow" realities. Most of the group assisted at a yard sale and also donated 
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items for the sale. 
The quarter ended before all the elements of the management informa­

tion system could be put in place. The students compiled a list of recom­
mended activities and equipment required to complete the project. Among 
their recommendations for a more complete information system were: 

1. Standardize software packages. A variety of software applications were 
in place, but lack of compatibility caused delays and confusion when more 
than one individual needed the same information. 

2. Network the systems. The facility does not have a networked system. 
Networking would provide the administrators better and more reliable 
access to needed information. 

3. Upgrade all computers. They now have a number of mismatched com­
puters. Standardization with either an IBM or Mac platform would enhance 
the ability of administrators to effectively network. Effective systems also 
require newer and faster computers. 

The concluding section of the students' report outlined specific steps 
administrators should take to implement the course of action outlined 
above. The students suggested that another student group could help in 
implementing the remaining systems. They also suggested that the organi­
zation digest the new applications before starting new projects. The students 
on this project reported spending 280 total hours over a seven-week period. 

Youth Activities Organization 
The organization is a significant force in meeting the needs of many dis­

advantaged students in the Greater Salt Lake area. "TWo of the organization's 
facilities are situated near two schools having a high percentage of at-risk 
students. In the evenings, the organization's facilities serve as transitional 
areas until the parents return home from work. Organization administrators 
are eager to make this time as productive as possible. One way of making 
this time productive is to assist students with their homework. In an effort 
to make homework assistance more effective, two projects were designed. 
The first would involve networking the computers at the various facilities so 
administrators could maintain better control. The second would involve 
tying the schools' Parent-Link programs to the organization's network. The 
first project also included improved administrative and programmatic 
inforrna tion. 

The networking project involved basic systems analysis, systems design, 
hardware and software evaluation, and implementation. A detailed report 
was prepared that summarized user needs, specific system requirements, 
alternative networking options with detailed lists of strengths and weak­
nesses, and a recommended networking option. A detailed plan outlining 
the specific steps required for networking was prepared and presented to 
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organization administrators. The steps included recommendations for the 
hardware and software needed for networking. Finally, a detailed imple­
mentation plan for the network itself was also prepared. The report con­
cluded with an appendix detailing technical specifications for the recom­
mended system. The five students working on this project each contributed 
more than 50 hours of time to the project. The total time spent on the proj­
ect exceeded 300 hours. 

The second project involved tying Parent-Link capabilities ofthe schools 
to the organization's existing and planned systems. Parent-Link systems are 
designed to allow parents the chance to call at any time in the evening and 
determine the assignments their children should be completing in a given 
class. Helping the youth organization become a part of the system involved 
complex analysis and required that the students become involved with a 
variety of technical issues. 

The primary systems issue related to integrating the schools' systems, 
which have multiple communication and software systems, into the hodge­
podge of computer and communications systems at the youth organization. 
The solution to many of the technical problems included a recommendation 
for an advanced networking system for the organization's facilities. 

Although all of the recommended changes had not been implemented 
at the end of the quarter, the organization has been successful in encourag­
ing school personnel to keep their homework assignments current, thus 
allowing the organization to be more effective with students. The project 
objective, allowing children to complete their homework before their par­
ents return home in the evening, has been partially achieved. Approximately 
250 student-hours were involved in this project. 

Reflections 

In two quarters of actively integrating service-learning into the accounting 
curriculum, a variety of responses and emotions have arisen. Time has been 
a major concern for both students and recipients. Students working in 
groups encountered coordination problems because of diverse work and 
school schedules. More than 90 percent of the students exceeded 50 hours 
over a five-to-seven-week period. In a few cases, students would spend near­
ly 100 hours on the assignment. The education process has not been limited 
to students. Conversations with individuals within the organizations indi­
cate that real problems have been solved. The instructor has also gained 
new understanding from the projects. Outlined below are some of the impli­
cations for the groups involved. 
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Students 
The primary knowledge recipients are the students. Conversations with 

them and a review of diaries, time logs, and other sources indicate they feel 
they have benefited by: 

• gaining an understanding of attitudes and motivations of individuals 
working for not-for-profit organizations; 

• understanding that the technical skill levels within an organization are 
not necessarily correlated with commitment to the cause; 

• recognizing that administrators can become very interested in pre­
serving the status quo even when they are committed to a good cause; 

• discovering that "their education" can become a valuable resource in 
helping organizations improve their operations; 

• realizing that the "basics" playa significant role in improving the oper-
ations of organizations; 

• having a change of pace with a new focus on the education process; 
• interacting with individuals and groups they would otherwise miss; 
• developing a closer relationship with their classroom peers; 
• scheduling their time so they can be an effective provider of services 

to those in need of help. 

Community Partners 
The organizations involved in the process were as varied as were their 

needs. The individuals had different reactions to the student assistance. 
Some were reluctant, others were ecstatic, and a few tolerated the inconve­
nience. In the end, all of them indicated that their organization had benefit­
ed from the project. Specific areas of concern were identified: 

• Successful projects required a major time commitment from adminis­
trators. This has created conflicts for some administrators. Staff workers 
within organizations appeared to be frustrated by the new assignments 
while maintaining current workloads. 

• Most organizations discovered they needed to upgrade their training if 
they were going to use the systems designed by the students. Some organi­
zations recognized that their existing employees could not handle the new 
requirements. This resulted in some unpleasant employee terminations and 
job shifting. 

• Some administrators were introduced to "computers" for the first time. 
This introduction has created problems and discomfort for some of these 
new users. 

The Instructor 
How would it work! Would the students take hold of their projects! 

Would the time requirements be too great! Would the projects be beyond 
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the capabilities of the students? Are there enough projects available? These 
were the questions the instructor asked as classes began. At this point, the 
answers indicate a long-term educational opportunity for accounting stu­
dents. Conclusions and implications for the future include: 

• Service-learning works. The projects are not uniformly exciting, and 
the students are not equally motivated, but a significant contribution to 
community organizations can be made in a lO-week quarter. The workload 
for students does not seem excessive. The amount of time required of stu­
dents appears about equal to normal classroom activity. 

• Most students are eager for an opportunity to apply the education they 
have received. Application after theory and concept seemed to have invigo­
rated many students as they were ending their academic career. Most, but 
not all, were ready to make a time commitment because of their enthusiasm 
for the projects. 

• Students devoted the time necessary to do both an effective and effi­
cient job .. 

• Service organizations are generally staffed with individuals having lit­
tle business or "systems" experience; as a result, the experience level of the 
students is sufficient to complete projects successfully. 

• Organizations rendering social services usually operate on tight bud­
gets. The lack of budget is reflected in the lack of accounting systems and 
controls. Service project assignments are readily available to those who are 
willing to find them. Accounting and systems projects for service-learning 
classes should be available for the indefinite future. The various projects 
would not have been completed without the students, because most of the 
organizations cannot afford outside consultants. 

• Expanding the areas of activity is a distinct possibility. Many of the 
organizations receive funding from sources that require an annual audit. 
Many of the audits are performed on an at-no-cost basis by CPA firms. 
Working in conjunction with firms, students will have an opportunity to per­
form an actual audit. Additionally, compliance and operational audits are 
another way in which the project base can be enhanced. One small firm has 
even suggested a "fraud audit" would be possible. 

The projects have been fun, intellectually challenging, time-consuming, 
and sometimes disconcerting. However, the positives overwhelm the nega­
tives. What can be accomplished in service-learning is limited only by one's 
imagination. Academic accountants and their students can make major 
contributions to organizations in need of systems, basic accounting, policy 
and procedure design, managerial analysis, and audits - financial, opera­
tional, and program. 
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Teaching Professional Accounting Ethics 
With Service-Learning 
by Susan P. Ravenscroft 

Educators often promote service-learning because it provides students with 
a complex, dynamic, reality-based environment, offering a richness difficult 
to duplicate in a classroom. A well-designed course project may enable stu­
dents to understand and see hitherto unperceived connections and rela­
tionships, but it cannot offer the embedded context and the motivation 
afforded by service-learning experiences. Service-learning enriches student 
learning by the complexity of the assignments and the environment, as well 
as through the added motivation that actions taken will have real-world 
consequences (Markus, Howard, and King 1993). 

However, there is another and equally important reason to consider 
service-learning. It provides students with an opportunity to reflect on their 
civic responsibility, i.e., their obligations as professional accountants to work 
for the good of their community. The Carnegie Foundation for the 
Advancement of Teaching has noted that "the quality of the undergraduate 
experience is to be measured by the willingness of graduates to be socially 
and civically engaged" (cited in Stanton 1990: 1). Service-learning provides 
an excellent vehicle for students to explore and define their civic responsi­
bility, and to become aware of their obligation to promote the public good 
(Boss 1994; Giles and Eyler 1994). It is this aspect of service-learning that is 
the focus of this essay. 

The organization of this essay is as follows. The first section is a discus­
sion of the meaning of accounting professionalism and its relationship to 
the public good. The second section is a brief review of the objectives of 
teaching accounting ethics and how those objectives are being measured 
and met. The third section provides an argument that service-learning is 
particularly effective for developing students' sense of responsibility to the 
public. The fourth section is a description of an Iowa State University cap­
stone course in a master's of accounting program, in which service-learning 
was a major course requirement. Student projects will be described, and stu­
dent essays will be quoted. The last section includes observations on suc­
cesses, failures of the class, and pedagogical considerations for other facul­
ty looking into service-learning. 
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Professionalism in Accounting 

As accountants, we recognize that there are multiple career paths falling 
under the broad aegis of accounting. However, to the public, the prototypi­
cal accountant is the certified public accountant, and that is the role 
assumed in this discussion.'Accounting professionals have a position of priv­
ilege and of responsibility, holding the exclusive right to perform the attest 
function for companies whose equity securities are publicly traded. The 
accounting profession formulates current accounting requirements for pub­
licly traded and nonprofit organizations, and is basically self-policing in 
terms of entrance requirements and adherence to professional codes and 
rules. To moderate and justify that monopoly power, the profession has 
assumed an obligation expressed in the Code of Professional Conduct (AICPA 
1991b) to "act in a way that will serve the public interest" (5). This implicit 
exchange "constitutes a fiduciary relationship; that is, the professional is 
expected to act on society's behalf and not just on his own" (Camenisch 
1988: 19). 

However, beyond discussions of adherence to the Code of Professional 
Conduct, little attention is given to defining the public interest and the respon­
sibility of the individual accountant to foster that good. One seldom sees 
such discussions given in-depth attention in the professional literature. This 
inattention by professionals increases the need for educators to encourage 
students to explore these issues as they enter the field of accounting. 

Current Practice in the Teaching of Accounting Ethics 

Calls to teach professional ethics to accounting students have been made by 
several bodies, notably the Treadway Commission, the American Accounting 
Association (AAA 1986), and the Accounting Education Change Commission 
(AECC 1990). When surveyed, faculty express agreement with the need to 
teach ethics, although the extent to which faculty teach ethics is not clear. 
Milam and McNair (1992) found that while more than 77 percent of surveyed 
accounting faculty cover ethics in some way, 70 percent feel that more cov­
erage is needed. In a study of business faculty, Solberg, Strong, and McGuire 
found that 91 percent of faculty who teach ethics have total discretion in 
deciding the "type, amount, and scope of ethics coverage" (1995: 74). Given 
the indeterminate nature of the term "ethics," some agreement on the defi­
nition of the scope and the goals of teaching ethics is critical. 

Loeb provided a list of goals that has been influential in setting the 
agenda for accounting ethics education. In addition to goals based on 
improving ethical judgments and the ability to recognize ethical issues, Loeb 
includes the following: "Develop 'a sense of moral obligation' or responsibil-
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ity; develop the abilities needed to deal with ethical conflicts or dilemmas; 
and 'set the stage for' a change in ethical behavior" (1988: 322). 

Other commentators have similarly pressed for the development of a 
sense of responsibility as a goal of ethics education. The AAA said that "the 
general effort to develop in students a concern for individual needs and for 
the overall advancement of society must be given more emphasis" (1986: 
179). The AECC includes "an awareness of personal and social values" and 
"sensitivity to social responsibilities" among the capabilities needed in 
accounting graduates (1990: 311). Fulmer and Cargile say that "it might 
behoove us as educators to go beyond the teaching of correct attitudes 
(toward inanimate problems or the activity of 'others') and emphasize more 
the personal involvement of the individual in ethical issues and actions" 
(1987: 217). Armstrong says that "as educators we should stress the role of 
our profession in society" (1990: 189). Piper notes that professionalism needs 
to be "attached to a purpose, and that purpose to other people in some sub­
stantial way, and to larger purposes" beyond self-interest (1993b: 4). Parks 
observes that even when students have a well-developed sense of personal 
responsibility, they may not understand the broader societal implications of 
their profession, which if not addressed, would leave them unable "to pro­
vide ethical leadership in public life" (1993: 19). In summary, there are many 
calls for faculty to expand professional ethics education into the realm of 
developing a sense of social responsibility and to provide learning experi­
ences that could result in changes in behavior. 

Despite this repeatedly expressed need to develop students' sense of 
responsibility, much of the accounting education literature reports that 
ethics is taught primarily in terms of recognition of issues and ethical judg­
ment, as assessed by the Defining Issues Test (DIT). The DIT presents sub­
jects with six short cases in a forced-choice format. Responses address the 
actions people would select from among the alternatives and the reasons for 
those actions (again among those offered by the test). The test is designed to 
capture level of moral judgment, but does not measure other elements of 
moral development (Rest 1986). 

There is increasing evidence that ethics education in accounting is not 
consistently resulting in significant growth in moral judgment, as measured 
using the DIT (Ponemon 1993). Given the lack of linkage between improved 
DIT scores and subsequent actions, it is possible that there is less effect on 
students' behavior (S.A.S. 1996). Ponemon's 1993 study is unusual in that 
both DIT scores and behavior are measured to assess moral development 
due to ethical training. Ponemon found no improvement either in DIT scores 
or in students' willingness to anonymously contribute to the cost of course 
handouts after a semester-long ethics program. Hiltebeitel and Jones (1991) 
observed some improvement in students' ability to solve ethical dilemmas 
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related to professional issues, but noted that this improvement did not occur 
in students' responses to dilemmas of a more personal nature. This finding 
may indicate a lack of intemalizing of higher-level values, such that stu­
dents' actual behavior would be modified. The mixed results on the effects 
of ethics instruction in accounting sumrr:arized in Ponemon indicate that 
the accounting educators must continue to "develop and implement inno­
vative approaches for integrating ethics into the core accounting curricu­
lum" (1993: 186). 

Using Service-Learning to Teach Ethics 

While understanding ethical theory and concepts is helpful in developing 
more sophisticated moral judgments, analytic ability is not the entire aim of 
ethical educators. We expect and hope that ethics education will lead to a 
sense of responsibility, which is reflected in action. Although the literature 
in accounting is based primarily on teaching ethics via cases and readings, 
there is a growing movement in other fields to include other pedagogies that 
are more experiential, especially service-learning, as a way to inculcate a 
greater sense of social responsibility or citizenship. 

Service-learning was devised precisely to instill greater involvement and 
responsibility. The mission of the Campus Compact, which was created to 
encourage civic involvement by students, is to "address the larger goal of 
nurturing citizens with a broad comprehension of - and long-lasting com­
mitment to - the civic responsibilities of individuals and institutions" 
(Smith 1994: 38). College administrators and directors of campus communi­
ty service programs believe that civic responsibility, civic participation, and 
citizenship are the chief outcomes of service-learning (Smith 1994). That 
such outcomes are significant is clear in a Carnegie Foundation report: "If 
there is a crisis in education in the United States today, it is less that test 
scores have declined than it is that we have failed to provide the education 
for citizenship that is still the most important responsibility of the nation's 
schools and colleges" (Newman 1985: 31). 

That language reflects a need expressed by students. An AICPA survey 
showed that for many students the goal of serving society is very important 
to them (AI CPA 1991a). Piper observes that many students wish to have eth­
ical issues addressed in an actual context, rather than as deductive exercis­
es completed in a classroom (1993a). Based on research with MBA students, 
Parks concludes that students express a desire to do good for their society, 
even though they often simultaneously reveal a rather shallow understand­
ing of community (1993). Students' need to contribute to the greater good 
and to be part of a larger community (Barber 1994) can serve as the enter­
ing point and motivation for the teaching and learning of professional 

170 ACCOUNTING 



ethics, focusing on responsibility and community. 
Several factors lead to the conclusion that teaching ethics could be 

strengthened by greater use of service-learning, which combines activity, 
commitment of time and energy, and reflection. First, there is evidence in 
the general literature on higher education that active learning is superior to 
passive learning on a variety of outcomes (Bonwell and Eison 1991; Davis 
and Murrell 1993; Kerr and Smith 1995). Second, involvement in the college 
community has been shown to influence students' "humanitarian and civic 
involvement values" (Pascarella, Ethington, and Smart 1988). Third, as noted 
in the previous section of this paper, the inconsistent results of research in 
accounting education suggest that traditional teaching methods have had 
minimal effect on moral judgments and no reliable effect on moral actions. 
Fourth, alternatives to the paradigm of ethics as deductive conceptual sys­
tems are emerging, and with changes in our characterization of ethics, con­
comitant changes in the teaching of ethics should follow. The latter point 
will be elaborated upon in the next few paragraphs. 

The conception of ethics as a basically deductive conceptual system is 
being questioned by philosophers. Many business ethics texts, rooted in that 
conception, begin with a brief exposition of the two major ethical philoso­
phies - utilitarianism and deontology (Derry and Green 1989). While philo­
sophical overview may serve as a helpful beginning, few texts consistently 
integrate theory and cases in such a manner that theory could be used to 
illuminate practice and to help students reconcile the two conflicting theo­
ries or to decide how and when to apply the theories (Derry and Green 1989). 
Johnson (1993) argues that such difficulties are inevitable because much of 
ethical theory is based on a fallacious model with erroneous assumptions 
about ethical reasoning. Instead of moral judgments' being primarily the 
application of universal principles deductively applied to specific fact situa­
tions, he and a number of other theorists assert that ethics is based strong­
lyon metaphor, requires development of a moral imagination, and demands 
a creative problem-solving approach to generating alternatives. They argue 
further that actions are critical to moral development 0ohnson 1993; 
Margolis 1995; Pritchard 1992; Whitbeck 1992). 

Relying on cognitive psychology, linguistic analysis of ethical discourse, 
and anthropology, Johnson (1993) argues that imagination is a primary basis 
of cognition, including moral reasoning. He urges us to develop a moral 
imagination based in universal experience and structured by metaphors, 
with the final goal being more ethical action. People are "beings in process 
whose identity emerges and is continually transformed in an ongoing 
process of reflection and action. Our actions express who we are, and they 
may also transform who we are at the same time" 0ohnson 1993: 148). 

Similarly, Margolis argues that syllogistic reasoning does not describe 
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how ethical values develop. Instead, "an individual's personal values often 
become apparent only when action is contemplated, taken, or reflected 
upon" (1995: 285). By formulating alternatives and acting, we clarify our eth­
ical principles. Whitbeck (1992) too argues that students should take active 
roles, performing as moral agents rather than as moral judges who evaluate 
the actions of characters in cases. 

Given this evolving conception of ethics and moral reasoning, it is not 
surprising that educators are beginning to call for alternative, expanded 
approaches to teaching ethics. Solberg, Strong, and McGuire say that "learn­
ing environments extended beyond the walls of the classroom will be 
required .... Alternative modes of education are more likely to be effective 
in real-life situations than principled reasoning and ethical theory courses" 
(1995: 75). Barber warns that "without schools that take responsibility for 
what goes on beyond as well as in the classroom, and work to remove the 
walls that separate the two worlds, students will continue to bracket off all 
that they learn from life and keep their lives at arm's length from what they 
learn" (1994: 92). Kerr and Smith (1995) urge accounting educators to make 
ethics education more active and to involve more hands-on experiences. 

In this context, service-learning provides an alternative model for teach­
ing and reinforcing ethical values of social responsibility Service-learning 
links the positive aspects of professionalism and a developing sense of pub­
lic, or civic, responsibility It provides "a natural extension of the virtues pro­
fessionals already exemplify in their everyday professional activities" 
(Pritchard 1992: 170). Piper notes that "many schools have introduced com­
munity outreach programs in recent years in the conviction that communi­
ty service is an integral responsibility of leadership and that their students 
should cultivate a habit of service" (1993a: 147). 

Service-learning provides students an opportunity to make connections 
between helping their community and themselves when they help a mem­
ber of the community It also allows students to focus on the notion of pub­
lic good, and to see that "self and community, private interest and public 
good are necessarily linked" (Barber 1994: 88). Markus, Howard, and King say 
that students should consider the broader implications of their service, 
viewing it as a social or political phenomenon rather than strictly the provi­
sion of assistance to "vulnerable individuals" (1993: 417). This viewpoint is 
echoed by Barber, who says we need "active citizens who see in service not 
the altruism of charity but the responsibility of citizenship on which liberty 
ultimately depends" (1994: 92). Service-learning can help future profession­
als begin to "locate and imaginatively develop positive potentials" for public 
service (Sullivan 1988: 43). 
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Description of Capstone Accounting Course 
Using Service-Learning 

This course was offered for the first time in a Master's of Science in 
Accounting program as a capstone course and was taken primarily by stu­
dents in their last or penultimate semester. The focus of the course was on 
professional responsibility; the question "what should accountants do?" was 
posed and addressed on several levels. Students were asked to write several 
personal essays about their values. The purpose of these essays was to situ­
ate students' thinking in their values, rather than in some externally 
imposed ethical system, which enabled students to relate what we were 
doing with service-learning and the other class project. The second aspect of 
the course was a series of readings on environmental accounting, the pur­
pose of which was to explore the issue of how accountants, as a profession­
al group, could and should respond to the social issue of environmental pro­
tection. Students wrote answers to thought questions on the readings and 
prepared a technical letter to send to an outside agency regarding some 
aspect of environmental accounting, auditing, or taxation (an excerpt from 
the syllabus is provided at the end of this chapter). 

The third, and most time-consuming, portion of the course was a ser­
vice-learning project. For the service-learning project, students were linked 
with clients assigned to them, based on their interests and client needs, by 
the local community development board. The board had a program of help­
ing low-income people to become entrepreneurs, by offering training, finan­
cial service advising, and, in some cases, start-up loans. Students were 
expected to do a minimum of 50 to 60 hours of service, although progress 
was measured in achievement of goals rather than in hours spent. Students 
worked with clients to define goals and then reported to the development 
board representative and me on their progress. 

Students were told at the beginning of the course that they should plan 
to spend 50 to 60 hours on their project and that if they were assigned a 
shorter project, they would have more than one client. Students filled out an 
information sheet and were interviewed to determine what their interests 
and concerns were. The community agency representative had more clients 
than the students could work with, so she selected clients whose needs 
meshed well with the students' interests and abilities. Students were given 
a brief history of the client and then arranged an initial meeting with the 
client at which they filled out the questionnaire below formulated specifi­
cally for this class. This gave students the information needed to prepare a 
formal plan of work, outlining what the students agreed to do during the 
semester. At least once each month, students completed standard forms 
provided by the agency describing the work completed to date. Students dis-
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Questionnaire for Accounting Clients 

Client Name: ____________________________ _ 

Studen~'Names: ______________________________________________ __ 

I. When did you start your business? Can you tell me more about your produc~ and/or 
services? 

2. What type of business is it -- sole proprietorship, pannership, or corporation? 

3. How do you keep your books currently? 

4. Do you have a computer to help you with bookkeeping, or would you rather keep your 
books manually? Do you have a calculator or adding machine? 

5. Do you use any outside professionals to assist you with accounting or tax preparation? 

6. Are you keeping up with annual and/or quarterly tax form filings? 

7. Do you have separate business and personal checkbookslbank accounts? Do you balance 
your checkbook monthly? 

8. Do you have experience or training in bookkeeping/accounting? Have you taken any 
classes relating to this subject? 

9. What concerns do you have about accounting? What areas would you like help in? 
o Assessment of current accounting system 
o Establishment of appropriate new accounting system 
o Assistance in compiling financial statemen~ 
o Assistance in preparing cash-flow projections, budget, business plan (circle all that 

are appropriate) 
o Suggestions regarding: 

o ways to increase sales/revenues 
o ways to decrease cos~ 

o Assistance in preparing tax returns 

o Other: _________________________ _ 

10. Are there other areas of your business that are in critical need of assistance currently? 
(marketing, personnel, etc.) 

II. Do you know about the free workshops on accounting and tax obligations available from 
the Community Development Corporation and the IRS? 
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tributed copies to me and to the community agency. The community agency 
representative reviewed the students' work with them and with me. I was 
willing to meet with students by appointment to discuss their projects and 
to meet with their clients, if they felt it was necessary or would be helpful. 
We also used class time to discuss problems and issues as they arose. 

Some projects were extensive, such as computerizing records of a fairly 
well-established company ($185,000 in annual sales). Others were rather 
short in duration, and students were then reassigned or given more than one 
client. Most projects involved preparing financial statements, upgrading 
accounting systems, preparing tax retums, preparing Form 990s, and in one 
case designing an inventory cost system. Financial statements were pre­
pared because the clients were required to submit those annually to the 
community development board. Clients included a tailoring shop, a toner­
cartridge recycler, a custom shirt maker, a tea importer, a child-care center, 
and office and residential cleaning services. 

An essential aspect of service-learning is the "opportunity for prepara­
tion and reflection. This last element is today incorporated in most defini­
tions of service-learning" (Schine 1995: 34), and is the component that pro­
vides the greatest possibilities for a lasting effect. Students were asked to 
regularly make entries in a service journal. An excellent reference for facul­
ty new to using journals is Goldsmith (1995). I did not require that specific 
questions be answered, but did provide some suggested questions (see the 
next page). The service journals were submitted on four different dates 
through the semester. They were not graded, but I did provide written 
responses and reminded students that they were to do more than provide a 
written record of their activities. Some of them were reluctant to reflect on 
their experiences and preferred to merely list their accomplishments. 
Another approach to reflecting and journaling that may encourage some 
students to probe more deeply is through a caucus or computerized group 
discussion. This provides students a larger readership for their entries, as 
well as a larger group of respondents. Knowing that a group of people, rather 
than only the professor, will read the entries will probably change what stu­
dents write in ways that are not entirely predictable, and could be inhibiting 
for some students but invigorating for others. Thus, faculty may want to 
consider using both print and electronic media. 

The pedagogical benefits of dynamic, messy, complex experiences for 
learning about traditional ethical issues can be significant. When a student 
is presented with an ethically difficult situation involving other people who 
are relying on that student for professional advice, problems become very 
salient. Reasoning and theories help, but then they must be manifested in 
actions Uohnson 1993; Margolis 1995). Johnson describes moral deliberation 
as "the way in which our imaginative ideals inform our exploration of possi-
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Using Journals for Reflection 

Goldsmith (1995) suggests several activities to assist students in writing in 
their journals. Two of them seem particularly appropriate for graduate 
students. Touchstone questions are "broad and provocative" and tend to be 
used more than once throughout the term. Goldsmith also recommends 
using quotations and asking students to respond to them. Below are some 
sample questions and quotations: 

1. Briefly describe what you did during the past week. 

2. What went well? Why? 

3. What went badly? Why? How might you avoid a repeat of that experience? 

4. Is there help that you need? Do you know where or whom to get it from? 

5. Do you see value in providing professional services to members of the 
community? How do you define your community? Are there other ways you 
would rather provide service? Or do you feel that public service is not your 
responsibility? How has this experience helped you to formulate your 
opinions on these issues? 

6. Thomas Piper, the Senior Associate Dean for Education Programs at the 
Harvard Business School, said one of the goals of Harvard's ethics program 
is to instill "excitement about a career in business and about the opportunities 
in such a career to contribute beyond self." What meaning does this 
statement have for you? For example, how could a career in business allow 
you to contribute beyond self? Has your academic training encouraged or 
enabled you to reflect on those opportunities? 

7. The Carnegie Foundation has said: 
If there is a crisis in education in the United States today, it is less 
that test scores have declined than it is that we have failed to 
provide the education for citizenship that is still the most important 
responsibility of the nation's schools and colleges. 

What is your reaction to this quote? What has this program done to educate 
you for citizenship? 

8. Do you generally learn better by reading or by doing? 

Please do not feel that you must address each question each week. These are 
offered to prompt your thinking and reflection; they are not exam questions. 
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ibilities for acting within a morally problematic situation" (1993: 149). 
Service-learning helps students bridge that distance between theory and 
action by allowing them to discuss and explore alternatives with colleagues 
and faculty and then to take appropriate action in real situations. 

Students realized that their choices are not always clear and usually not 
well defined. Conflicting needs must be met simultaneously, and creativity 
may be called for (Whitbeck 1992). One student wrote, "The topics of ethics 
and integrity keep coming into play .... I used to think a long time ago that 
accounting is a pretty clear-cut area." The situations students deal with also 
teach by presenting immediate ethical conflicts - such as how to deal with 
a client who wants to omit income from her tax return, or how to mediate a 
conflict between the client and the agency supervising the students. 
Students dealt with issues of professionalism: What should they do if they 
didn't have an immediate answer to a client's question? How should they 
weigh the importance of retaining the client's confidence against the possi­
bility of providing incorrect advice? Who should pay - in lost time - if the 
students made a mistake in compiling the accounting records? How much 
time should they volunteer beyond the semester's end if they had not com­
pleted the agreed-upon tasks? These and other questions arose during the 
service-learning projects, providing some issues, as well as the opportunity 
to resolve those issues, that students will face as professionals. 

Pedagogical Issues 

This section of the paper briefly reviews issues I encountered and issues that 
I have reflected on with the benefit of hindsight. 

Student Responses 
Because ethics is not systematically integrated into the curriculum in 

my department, I felt it was essential to focus on that theme in the students' 
last semester. But because ethics was not stressed earlier in the curriculum, 
students found the shift from an emphasis on technical skill building rather 
unsettling. Some had expected and wanted a CPA review-type course. A stu­
dent wrote on the course evaluation form, "I wanted a 'wrap-up, tie every­
thing together' class. Some people have no trouble with 'liberal' ideas. But 
those are for social types of classes, and I don't think they belong in an 
accounting program." This student provides the legitimate caveat that fac­
ulty must avoid proselytizing their own beliefs, but also reinforces the need 
for faculty to help students understand that accounting cannot be divorced 
from its social role. As one colleague said to me, the more students resist this 
course, the more they show they need it. 

Student objections centered on the provision of free services that are 
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ordinarily provided at a fee, and on the mandatory nature of the assignment. 
All but one student who objected said that they felt community service was 
a good thing, but that it should not be mandated. One student described his 
reaction this way: 

I am approaching the service portion of this class with some trepidation. I 
am a little annoyed with the idea that I am being "forced" to provide vol­
unteer service. To make matters worse, I have no real justification for feel­
ing this way, because I am in complete agreement with the theory and con­
cept behind this type of experience. Part of my reluctance can be attributed 
to fear. I know I have demonstrated knowledge of accounting in the class­
room, but doing it in the "real world" is something else entirely. 

A student who had been quite vocal in her opposition changed her mind 
entirely when her mother told her that this was comparable to student 
teaching, which she had found enormously useful. This student (who asked 
not to be quoted verbatim) said that she still felt that doing good should not 
be forced on people. The lone student who said community service was not 
desirable in any way characterized service-learning as a "taking," a legal 
term employed primarily when governments exercise eminent domain to 
buy land. He had never been in a class that required any type of field expe­
rience. Other students quickly listed many courses in which they had com­
pleted fieldwork, but he remained unconvinced. Rather than force him to 
work with a client, I assigned him an extensive research project on the def­
inition and extent of service-learning in business colleges. 

Students who were supportive gave reasons that reflected a functional 
self-interest in the opportunity to develop skills or spoke of their feelings 
about helping the community. One student, whose experience went smooth­
ly, said, "It is enjoyable exercising some of my education to help others. I feel 
I have some responsibility to my community, and this experience helps me 
to see that I have something to contribute on a professional level." 'TWo stu­
dents who were employed by nonprofits evaluated service-learning through 
that prism. One, whose perspective was firmly in the tradition of personal 
voluntarism, said that "working for a nonprofit organization has made me 
very aware of the value of volunteer hours." The other student took the 
broader view that by helping others, students could improve their commu­
nity. She said that service-learning 

... introduces students to the idea that their professional responsibility to 
the public interest goes beyond paying clients, creditors, employers, and 
investors to include members of their own community who cannot afford 
accounting services. Volunteering your accounting expertise benefits the 
community by helping its members who are unable to afford traditional 
services to become economically self-sufficient. 
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This student addressed a key issue - that the purpose of service-learning is 
not simply to reinforce notions of individualistic responsibility or a contract­
based "paying back" of what one has benefited from society. Western moral­
ity tends to be highly individualistic and doesn't provide well-developed 
notions of community - hence our fascina tion with problems of free- riding 
and overconsumption of "free" public goods (Johnson 1993; Parks 1993). The 
next time I teach the course, I would focus more discussions explicitly on 
issues of community and the common good. 

Interestingly, international students reacted somewhat differently from 
the u.s. students. While they were initially somewhat intimidated, early suc­
cess gave them confidence, and they were very grateful for the opportunity 
to work as accountants, which their status as aliens had made difficult. One 
student said, "I was pleasantly surprised at my ability and knowledge to help 
other people," and when asked whether this experience had affected the 
likelihood of doing this sort of thing again, said, "Knowing that I have con­
tributed in improving somebody's quality of life is worthwhile enough for 
me to do this." Another student expressed his lack of confidence as well: "I 
never imagined that there are small, just-started businesses that [could] use 
my help. I thought there are no businesses that would want the help from 
students. As far as I am concerned, I always feel that public service is every­
body's responsibility, [and] anyone who has the capability of doing so should 
provide that service." Another student indicated that service-learning was 
the norm in her earlier education: "In my country, we were taught that our 
community is our big family. School education is connected closely with the 
community. We took part in community service each semester either volun­
tarily or involuntarily." She explicitly tied the benefits to the individuals to 
the benefits of the larger community: 

I feel that public service is the responsibility of everyone, including me, 
because a person living in the world is not independent. Everyone in the 
world interacts with each other and the society .... If professionals can pro­
vide some public service to those who need it and cannot afford the expens­
es, this will help not only the persons in need but also the community as a 

whole. 

Private (For-Profit) Versus Public (Nonprofit) Clients 
Three students expressed concern about the for-profit nature of their 

client's business, but others said that without some help, these businesses 
wouldn't exist and they saw real social benefit for the individual business 
owners and for the community to have these businesses. One student who 
objected was already very active in promoting social causes and played a 
leadership role in several nonprofit organizations. A second student had a 
long history of involvement in nonprofit organizations, and, for him, service 
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was integrally related to the notion of nonprofit businesses. The third stu­
dent felt providing free services was a market imperfection in that it gave 
these businesses an unfair advantage. Nonetheless, she became very com­
mitted to her project and spent additional time on it after the semester 
ended. 

Interestingly, the argument of whether service to for-profit businesses 
constitutes public service appears to drop out of consideration during times 
of crisis or catastrophe. Practicing accountants have often helped individu­
als and small private businesses after floods or hurricanes or earthquakes, 
and consider that assistance to be public service. One could, perhaps, extend 
the comparison to say that many small businesses are often in a state of 
financial crisis, given the high rate of failure of such businesses. 

I would argue that there are features of small businesses that make 
them desirable members of one's community. Small businesses do not 
require large expenditures on infrastructure or demand significant tax 
abatements. Small businesses are more likely to stay in the area, to hire 
from the area, and to contribute to programs and other institutions in the 
area. That the nature of community is influenced by the local ownership of 
local businesses is evidenced by the fervor and tenacity with which people 
work to prevent the entrance of large (usually retail) firms into their small 
towns. The move from main street or downtown to outlying malls has been 
well documented. The effect on our sense of community is more difficult to 
quantify. A small business exemplifies the American dream; we like to 
believe anyone with a good idea can be successful in this country. Small 
businesses create the majority of new jobs in our economy and are an 
avenue increasingly taken by women and minorities. In this class, the client 
businesses were started primarily by people who were economically disad­
vantaged and for whom these businesses represented an alternative to con­
tinued government support. Thus, supporting these businesspeople was a 
way both to strengthen the local economy and to help these individuals 
become financially independent. 

Group Size and Time Constraints 
One practical lesson that students quickly learned is that scheduling is 

a problem. Clients did not always keep appointments and did not always 
arrive with the necessary records. Students worked in teams of two. Larger 
groups would be more difficult to coordinate. If the assignments were more 
complex, then the student groups would have to be larger, but tasks would 
have to be broken down so that the entire student group and the client did 
not all have to meet on a regular basis. 

In writing the syllabus for the course, I followed the rule of thumb of 
three hours outside of class for every hour in class, and I told students to 
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plan to work five to six hours per week on their service-learning. Since the 
most frequent complaint the students made was excessive time spent on 
this class, I realized that most students do not expect to put in that much 
time, and that I underestimated the time needed to complete the reading 
and written assignments. Given the importance of service-learning, I will 
probably reduce the other assignments in the course and expand on the ser­
vice journal and reflection aspect of the course. 

Student Evaluations 
Faculty often observe that pedagogical innovation is not rewarded, 

either by their administration or by students. The overall rating for teaching 
effectiveness for this course was 3.4 on a 4-to-O scale, which is slightly lower 
than I usually receive in a graduate course. However, the overall rating of the 
course was only 2.5, which is considerably lower than I usually receive. One 
student gave the overall course rating a 0 but answered the question "I 
learned a lot in this course" with a 4, the highest possible rating. The three 
students who rated the course as average (2) responded with 3s or 4s to the 
question regarding learning. In fact, the average response to that question 
was 3.5, which indicates that although this course was not what students 
expected, students believed it provided significant learning. 

Student Assessment 
There are two important aspects of assessment - grades and outcomes. 

Grades are clearly very important to students. In this course, as in all cours­
es at Iowa State, students receive a final letter grade. Grading the outcomes 
of service-learning is more complicated than grading a quantitative exam. 
One suggestion is that the faculty member and the students collaborate to 
devise a rubric or set of criteria for grading the project. Generally, the focus 
should be on what students have learned in relationship to the stated objec­
tives, rather than on the project itself. While this might seem to mitigate stu­
dents' sense of responsibility to perform well, the presence of real clients 
with very real needs invokes a powerful sense of obligation within students. 
The reason for not placing a focus on the outcome is that so much of the 
client situation is beyond the control of the students and the faculty. It is not 
likely that each student faces a client whose situation is equally complex, or 
whose records are equally confused, or who is equally amenable to receiv­
ing and understanding the students' services. Thus, too great a focus on the 
specific work completed in the project introduces an inevitable inequity. 
However, everyone has equal access to reflecting on hislher experience and 
to handling situations in a constructive, mature fashion. 

Students received full points for the service-learning project if they met 
the goals established jointly with their clients. The community service rep-
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resentative monitored their work by meeting with the students and the 
clients, and reported back to me. Points for maintaining the service journal 
were slightly reduced if students included no reflective writing. The envi­
ronmental reading sheets were graded as satisfactory or satisfactory plus, 
with students given the option of rewriting sheets that were not satisfactory. 
Finally, the environmental technical letter was submitted in draft form to 
provide students with the opportunity to improve the paper. Students 
reviewed another student's draft, using the grading guidelines that I would 
use for their finished papers. This helped students to understand the grad­
ing scale and also gave them insights about how to improve their own 
papers. I also reviewed the drafts. My overall approach to teaching and grad­
ing this course was in many ways a mastery-learning one, which tends to 
reduce variance in final grades. My intent was to provide the guidance and 
support to enable everyone to succeed at the assigned tasks. 

As a faculty member, I am more concerned about outcomes than I am 
about grades. I did not take any formal surveyor attitudinal measures of 
students' sense of civic obligation at the beginning and end of the course. 
That is one important change I plan to make. Based on reading I have done 
since the course, I can suggest the Markus, Howard, and King article (1993) 
or the Giles and Eyler article (1994) for an instrument that measures social 
outcomes. Deemer (1987) provides a list of issues that are important in 
assessing students' moral growth. In the accounting literature, the Rokeach 
Values Survey has been used to measure the balance between individual 
and social values (Ward, Ward, and Wilson 1995). Once a faculty member 
has clarified his or her purpose and objective(s) in using service-learning, 
then, given the relative novelty of this approach in accounting classes, it 
would be very useful to assess the effectiveness of service-learning with 
some measure of social attitudes or commitment. 

Arranging Service-Learning Projects 
There are several sources of information on possible service-learning 

projects. First, one should contact offices within the university. The school 
may have a cocurriculum or student life office that may sponsor volunteer 
projects that could be used as service-learning opportunities. Another good 
source ofinformation is Campus Compact, whose national office is at Brown 
University (Box 1975, Providence, RI 02912). Other possibilities are to call the 
local Accounting Aid Society, agencies working to train and develop non­
profits, or umbrella organizations such as United Way. If for-profit clients are 
desired, the local community development board (which I used), the local 
Chamber of Commerce, and other organizations, such as minority business 
consortia, could be helpful. Small projects could probably be found by offer­
ing to help the student organizations on campus with their financial report-
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ing requirements. Based on my experience, I will arrange a mixture of prof­
it and nonprofit organizations for students to work with. 

Pedagogy 
Extensive service-learning projects inherently place much of the learn­

ing process beyond the control of the faculty member. Service-learning is a 
departure from the instructional paradigm that says teachers must be pres­
ent for learning to occur (Barr and Tagg 1995). With service-learning, faculty 
must do a great deal of work to line up appropriate assignments, be avail­
able to help resolve problems and to provide technical and personal support 
to students, find relevant readings, and motivate students to reflect on their 
experience, but faculty will significantly reduce the amount of time spent on 
directive teaching. Faculty must also be very clear in their objectives in using 
service-learning in order to enable students to most beneficially incorporate 
the experience into their learning of related materials. This shift from direct 
teaching to less predictability must be one with which faculty feel comfort­
able if the experience is to be successful. 

The Benefits of Hindsight 
As I prepare for another semester of teaching the same course, I see 

opportunities to improve the course. One is to explain more fully why I am 
using service-learning (see the handout at the end of this chapter). I also plan 
to have a Big Six manager, who is very enthusiastic about public service, 
come speak to the class the first day I am considering asking for some stu­
dent input on grading the service-learning portion of the course. Doing this 
could, I believe, lessen the sense of unfairness students may feel because of 
the inevitable differences across client situations and assignments. I also 
plan to do more to generate more reflection in student journals. I will also 
require more frequent journal entries and reports on progress toward com­
pletion of the goals for the semester. Finally, the section on environmental 
accounting was far too extensive, given the time I expected students to put 
in on service-learning. I realize that 50 hours tend to expand into much 
more, because the students tend to overestimate what they can accomplish 
in that amount of time. Instead, I will be using a less extensive set of read­
ings and cases selected either because they help demonstrate the effect of 
accounting rules and principles on the allocation of social goods or because 
they explicitly address ethical issues in accounting. 

Conclusion 

Service-learning affords faculty an opportunity to focus on teaching ethics 
beyond the limits of case-based courses. There are difficulties, and the use 
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of service-learning requires new pedagogies and faculty may encounter stu­
dent resistance. Faculty also will find great student enthusiasm. When ser­
vice-learning is successful, significant cognitive learning occurs, and stu­
dents have a greater understanding of and interest in their role in promoting 
the public interest. If real decisions and actions provide greater opportunity 
for and evidence of ethical development than do responses to dilemmas with 
forced-choice answers, educators should consider alternative pedagogies, 
such as service-learning, for teaching ethics. Both faculty and students can 
derive great satisfaction from participating as students develop a broader, 
more engaged definition of their communities and their responsibility with­
in that community. As one student wrote on her evaluation, "It was a great 
experience and should be developed more. It is worthwhile for the student." 
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Syllabus 

ACCOUNTING 696 
Capstone Course for Master of Science In Accounting Program 

REOUIRED TEXTS: 

A coursepack has been prepared. But there will be many more readings that you will have to copy individually. 
The required readings that we will discuss in class as a group will be available to you for copying. 

WHAT ARE THE OBJECTIVES OF THE COURSE? 

This is a capstone course for MSA students and the course is being offered for the first time. The focus of the 
class will be on the role of accountants in society and clarification and exploration of your professional values. 
Put simply, the question We are asking is -- what should accountants do? We will explore those issues in three 
ways, through a series of personal essays on topics that encourage values clarification, through work in the 
community with a small business client, and through the process of writing a letter to an official body (e.g. the 
SEC, FASB, a Congressional committee, the EPA) arguing your suppon for a position on the question related to 
environmental accounting. I hope that through these exercises your technical appreciation of accounting will be 
enhanced, and that you will have a greater appreciation for the pervasive role that accounting has on businesses, 
as well as the profound, and often discounted, role that accounting has on social allocation of resources. In that 
process, you will, I hope, gain a better understanding of your reasons for choosing accounting and what you can 
do as an accountant. 

HOW WilL CLASSES BE STRUCI'URED? 

We have a small group, and you will be working in tearns with the business clients, so we should probably 
know each other pretty well by the end of the tenn. In addition to turning in a reflective journal on your public 
service, we will devote some class time to discussion of how your public service is progressing. We will have 
readings on environmental accounting that we will discuss. You will have reading sheets to prepare for class. 
You will also have to discuss the technical letter with the class, at several stages. (We want to avoid end of the 
term panic!). 

HOW WILL GRAPES BE ASSIGNED? 

Grades will be based on the following weights: 
Personal essays 10% 
Service Learning 45 
Environmental Acctg Letter 25 
Reading sheets & Panicipation 20 

-1-
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The Personal essays will not be graded; you will get full credit for submitting them and you will get feedback 
on them. Content is more important than grammar but spell checking on EVERY written assignment is a 
MUST! 

Service learning will be evaluated on the basis of your records of how you spent time, your reflective journal 
discussing your experiences, and feedback from the Community Development Corporation. The focus is on 
learning from your experience, and on meeting the obligations that you establish with the client. In two weeks 
we will meet at the Community Development Corporation offices instead of in the usual classroom, and you 
will be given an orientation to the program and assigned a client(sl, based on the answers you provide on the 
student information sheet. 

The letter to an agency is the product of your research on environmental accounting. Two drafts will be 
submitted through the term, so you have lots of feedback and chances to improve the letter. The Accounting 
Department will pay the postage to mail the letter! These are going to be sent, so please do an excellent job. 

Reading sheets should be typed and are based on questions asked the course readings. Most of the questions 
will not be of the look-it-up and copy the third paragraph kind; they will be more open-ended, won't always 
have right answers, and will require you to form and defend your opinions. Again, content is more important 
than grammar, but spell checking is required. 

Because this is a capstone course, other faculty will be involved in the evaluation process. You will be asked to 
prepare a portfolio of all of your work throughout the term and thai will be shared with other faculty for their 
input. Please note that the portfolio will not be used to determine your grade, but rather to assess the MSA 
program, and to evaluate how and whether we need to make adjustments in the program. 
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Objectives of Service Learning 

A significant portion of your time inside and outside of class will be spent in what is called academic service 

learning. You will be involved with an actual accounting client and will be responsible for developing a plan of 

action, carrying out and documenting that plan, reflecting on your experiences during that time, and presenting 

the results of your work to the group. 

The clients will be a variety of profit and non-profit organizations and I will try to match your interests and 

skills with the needs of the clients. Working in this way with an actual client on real, complex accounting 

problems has several benefits: 

You will gain first-hand knowledge of the key importance of sound financial information to an 

organization's stability. 

You will gain fust-hand knowledge of how the functional areas of accounting support and relate to one 

another. We teach tax separate from financial and from systems and from managerial, for instance. But 

in a real setting, users need all those systems and need to have them as integrated as possible. 

You will have a chance to consider your role and obligations as a professional accountant to use your 

expertise in your community. We will look at such questions as: 

What is my community? 

How do I define the "public interest" referred to in the AICPA Code of Conduct? 

Can and should I use my accounting expertise within my community? 

What is my responsibility to promote the good of my community? 

You will have a chance to face some of the ethical questions that arise in the course of executing one's 

professional duties. These could be the same or similar issues that you will face as a practicing 

professional after graduation. 

You will gain experience in the many details of being a professional accounting consultant: 

Making a plan of work 

Seuing time lines 

Interviewing the client 

Having the appropriate information at the right time 

Documenting your work 

Follow-up with the client 
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Student Consulting Organizations: 
An Alternative Approach to Service-Learning 
by Timothy S. Mech 

The articles in this volume reflect a growing consensus that direct experi­
ence enhances classroom learning. As o.V Rama observes in her opening 
essay, it may not always be feasible to incorporate direct experience into the 
curriculum because of the large volume of specialized knowledge that must 
be taught. In such instances, students can obtain many of the benefits of 
direct experience through extracurricular activities. This chapter describes 
Project Empowerment, a student organization at Boston College that rein­
forces classroom learning by giving students the opportunity to provide 
short-term management services to not-for-profits. After providing some 
institutional background and sketching the origin of Project Empowerment, 
I describe how the organization operates and offer some observations about 
the strengths and weaknesses of this approach to active learning. 

Institutional Background 

Because of the large number of required courses in Boston College's under­
graduate accounting program, some have felt it impractical to incorporate 
direct experience into the formal curriculum. AACSB guidelines require 
undergraduate students to complete at least half their coursework in areas 
other than management. This leaves students with 60 credit hours to devote 
to management courses. Accounting students must take 37 hours of 
required management core classes,! followed by an additional 18 hours of 
advanced accounting classes. Many accounting students also wish to take 
supplementary classes in related management disciplines, such as finance 
and computer information systems. Little time remains for classes that pro­
vide direct experience. Some accounting students bridge the gap between 
classroom instruction and the workplace with part-time or summer jobs. 
These jobs frequently provide meaningful experiences, but offer few 
chances to discuss the work with professors or other students. 

This article would not have been possible without Sylvain Fey, Alexander Wit, and 
Katherine Moran, the student founders of Project Empowerment, and Brian Fitzsimons 
of the Dec-Tam Corporation, which sponsored our initial project. I also appreciate the 
helpful comments of the editors of this volume. 
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Because the curriculum is tight, some of the objectives of Boston 
College's Carroll School of Management (CSOM) cannot be implemented 
fully through classes. Project Empowerment achieves a number of these 
goals outside the formal curriculum. Here are a few examples: 

1. The official mission of the CSOM is "to educate future managers and 
decision makers who carry forth excellence in their professional lives in the 
mission of service to others." Project Empowerment gets future managers 
involved serving their community. 

2. The CSOM seeks students with the "potential for humane leadership." 
Project Empowerment helps to train humane leaders by providing opportu­
nities for students to use their management skills to help not-for-profits. 

3. The CSOM mission statement encourages interaction between the 
university and the community. "Private, public, and not-for-profit practition­
er interaction is sought and valued .... " Project Empowerment brings togeth­
er Boston College's students and faculty, privately owned businesses, public 
officials, and not-for-profits. 

4. The CSOM faculty has endorsed the idea of "active learning," through 
which students learn by doing. Project Empowerment gives hands-on expe­
rience to students. 
In these and other ways, Project Empowerment contributes to the broader 
educational goals of the school, achieving what classroom instruction does 
not. 

Origins 

Project Empowerment began in the classroom in fall 1993. As an experiment, 
I encouraged my students to discuss and to write about some of the broad­
er issues facing managers. On one occasion, I told students about a home­
less shelter that would have to be closed because it violated state lead paint 
laws. I suggested that students could work with private businesses and local 
government to rescue the not-for-profit. 

One of our students expressed interest in this project. First, he found a 
lead abatement company that agreed to donate the labor for removing lead 
from the shelter. Next, a city official offered to apply for a grant to cover the 
cost of the materials. Within a few weeks, we were confident that the prob­
lem was well on its way to being resolved. We were pleased that such mod­
est efforts on our part could achieve such significant results. We were wrong. 

In January 1994, the student working on this project moved to Chile to 
study for a semester abroad. At about the same time, the director of the 
shelter was hospitalized, and the city official lost her job. The lead abate­
ment company lost interest after its phone calls to the city official were left 
unanswered. No one on the city staff returned the departed official's calls or 
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had the courtesy to explain that she had left! 
When I learned how plans were derailed, I asked two other students to 

get things back on track. After dealing with a dozen government offices and 
contacting numerous businesses for help, we finally arranged to get the 
shelter de-leaded for only a few thousand dollars, without any government 
aid. Thanks to the lead abatement company and a local window manufac­
turer that supplied windows at cost, the homeless shelter saved more than 
$20,000. 

We learned several important lessons from this project. First, we learned 
that developing a plan is much easier than implementing change. Second, 
we learned that things take time. The homeless shelter wasn't de-leaded 
until a year and a half after we began. Third, we found that small business­
es can be effective partners. In our experience, managers of small business­
es are accessible and willing to make decisions without long delays or exces­
sive paperwork. 

Shortly after we started working with the shelter, the students decided 
to establish an organization to provide this sort of service on an ongoing 
basis. In March 1994, we submitted our proposal to the Office of the Dean for 
Student Development and received approval to begin operating as an official 
student organization the following fall. 

The Constitution 

Project Empowerment's original constitution, as written by the student 
founders, appears at the end of this chapter. With a few exceptions, noted 
below, this would be a good model for other groups that wish to start this 
type of organization. A few of its features deserve special attention. 

Membership 
Even though the students who started Project Empowerment were from 

the School of Management, they wanted the organization to be open to stu­
dents from all schools of the university. Not-for-profits frequently need help 
in areas such as graphic arts, multimedia presentations, and foreign lan­
guage translations, as well as the traditional management disciplines. Also, 
students from different disciplines can teach one another. The official pur­
pose of Project Empowerment (Article 2) and its membership requirements 
(Article 3) are general enough to welcome students from all parts of the uni­
versity. In practice, however, Project Empowerment consists primarily of 
management students. Last year, all three officers were accounting majors. 

It's important for students to take their commitments to Project 
Empowerment seriously. The organization's reputation suffers when a stu­
dent fails to deliver promised services. The requirements in Article 3.D that 
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active members attend at least half the meetings and participate in at least 
one project help to weed out unreliable and apathetic students. 

Officers 
Project Empowerment's executive board consists of three student offi­

cers and a faculty adviser. In addition to the duties outlined in the constitu­
tion, the board exercises control by deciding the agendas of the meetings. 
The executive board operates on consensus; all decisions must be unani­
mous. At Boston College, it never has been a problem for the board members 
to agree. 

According to the constitution, the executive board meets monthly. In 
practice, the student officers have almost daily contact with each other; the 
meetings keep the faculty adviser informed. In my opinion, the faculty 
adviser should try to meet with student officers at least every other week, 
either on the weeks without full membership meetings, or a day or two 
before each general meeting. 

Elections 
Officers are elected at the end of the spring semester for the next acad­

emic year. The election procedures in the constitution are inefficient in sev­
eral respects. First, it's awkward to have separate votes for each of the three 
positions. If everyone aspires to be president, no one runs for the other two 
offices. Given the egalitarian nature of the executive board, a person suited 
for one office would be well suited to serve in other capacities as well. 
Consequently, a single election could be held for all three positions. This 
could be handled in a number of ways. One approach would be to have each 
member rank his/her top three candidates. A candidate would receive one, 
two, or three points, depending on whether the member ranks the candidate 
third, second, or first. The president, vice president, and secretary-treasurer 
would be the people with the highest, next-highest, and third-highest total 
vote count. 

Another awkward feature of the election procedure is that nominees 
address the members one week before the election. Because meetings are 
biweekly, this requires an extra meeting. Members in attendance at the elec­
tion may not have been present when the nominees spoke. It would be much 
more convenient to have the nominees speak at the beginning of the meet­
ing in which the election takes place. 

Implementation 

The constitution leaves many questions unanswered about the daily opera­
tion of Project Empowerment. This section describes the recruitment of 

194 ACCOUNTING 



members, the role of the faculty adviser, project selection, and other topics 
about the operation of Project Empowerment. 

Recruitment of Members 
Because student organizations don't appear in official course listings, 

student leaders must make efforts to inform prospective members about 
their groups. Methods differ from one campus to another, but they include 
posters, articles in campus newspapers, and word of mouth. Some colleges 
have student activities days near the beginning of the fall semesters, when 
student groups can recruit new members. The officers, elected in the previ­
ous spring, should meet before the fall term to prepare for recruitment. 

Dates and locations of biweekly meetings should be determined well in 
advance and published in campus newspapers. In addition, campus papers 
are frequently willing to print articles about interesting projects or recently 
completed work. This serves as an important recruitment tool. 

For Project Empowerment, the most important single source of new 
members has been referrals from faculty, administrators, and other mem­
bers. Enthusiasm for current and potential projects is contagious. 
Interesting, relevant projects help the organization to attract and to retain 
members. 

To maintain continuity from one year to the next, recruitment efforts 
should be directed toward freshmen and sophomores. If the organization 
consists mostly of juniors and seniors, membership changes too radically 
from year to year. 

The Role of the Faculty Adviser 
Students bring certain characteristic strengths and weaknesses to the 

organization. On the one hand, college students are often idealistic and will­
ing to work for a good cause. Many students are action-oriented, and willing 
to take constructive risks. Full-time undergraduate students frequently have 
time to volunteer, unencumbered by family demands and full-time employ­
ment. In addition, students have substantial talents and a willingness to 
share them. Students are a source of tremendous creative energy. 

On the other hand, few 20-year-old students have the maturity and 
experience of a typical faculty member. Some students begin a task with 
great vigor, only to lose enthusiasm and quit. Others don't see the impor­
tance of procedures and paperwork, preferring to keep things informal and 
loose. Students sometimes have difficulty saying no to clients, and accept 
projects that don't meet the goals of the organization. Finally, some students 
tend to defer difficult issues from one meeting to the next, rather than 
resolving them. The faculty adviser should know the students well enough 
to help them channel their particular strengths, while working with them to 
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overcome their weaknesses. In my experience, students welcome the facul­
ty adviser's input and efforts to keep things on track. Strong faculty over­
sight is especially important for student consulting groups, because of the 
complexity of the tasks and the commitments to clients outside the 
university. 

From an educational point of view, the faculty adviser has a responsi­
bility to try to steer the group away from mindless tasks and to projects that 
have educational value and/or develop job skills. Not-for-profits that simply 
need free labor can be referred to student service organizations having a dif­
ferent focus. The adviser also has a responsibility to listen to students about 
projects under way and to offer constructive ideas. Because of the faculty 
member's greater experience, a few minutes of faculty time can spare stu­
dents hours of frustration. 

Obviously, the faculty adviser must set limits. His or her role should be 
to encourage and to guide, rather than to do the work for the students. The 
faculty adviser can remind student officers to type minutes of the meetings, 
for example, but shouldn't fall into the trap of actually doing the paperwork. 
Finally, the faculty adviser must not forget that friendships keep student 
organizations alive. The faculty adviser should exercise leadership in a way 
that boosts, rather than damages, student morale. 

Project Selection 
A student consulting organization is only as worthwhile as the tasks it 

accomplishes. Interesting and useful projects attract motivated students 
and other necessary resources. Project Empowerment evaluates prospective 
projects according to the following standards: 

1. Members agree that the project will help the community. This standard 
eliminates work for political groups and organizations that provide contro­
versial services. 

2. The project is feasible. It has a clear objective that can be completed 
with available resources. Rather than becoming involved in the ongoing 
operation of a not-far-profit, Project Empowerment focuses on short-term 
projects that leave an organization better equipped to serve the community. 
The name "Project Empowerment" reflects this last point: The objective is to 
empower not-for-profits to serve better. 

3. The work is interesting to the students. A priority should be given to proj­
ects that teach students something that they can apply in the workplace 
after graduation. 

4. The client is committed to working with the students. Because Project 
Empowerment doesn't charge for its services, not-for-profits sometimes ask 
for help without giving the matter much thought. This leads to discourage­
ment when students find the clients are unavailable, or complete tasks only 
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to find the clients have changed their plans. Good paperwork, including proj­
ect descriptions signed by the clients, is one way to reduce this risk. For 
accepted projects, if clients become unavailable or otherwise signal lack of 
interest, it's appropriate to ask them politely whether their plans have 
changed, before pouring more resources into a project. 

Students should give project selection as much effort and professional 
care as they would give external clients. I would recommend mass mailings 
to potential clients at the beginning of each academic year to solicit pro­
posals. Because only a fraction of the proposals will have significant peda­
gogical value, it is better to generate a large number of ideas, so the group 
can be selective. 

Project Empowerment's list of potential clients includes not-for-profits 
that work with other Boston College groups, United Way agencies, and refer­
rals from faculty and staff. Representatives of Project Empowerment invite 
potential clients to submit proposals. Members evaluate new proposals at 
each meeting, in accord with the standards listed above. Because the suc­
cess of a project depends on the enthusiasm of the students, the final test 
for a proposal is whether enough members volunteer for the project. 

Given the time and effort required to recruit new members, identify 
worthwhile projects, and effectively manage an organization, the officers of 
a student consulting group should view their own organization as their chief 
client, and take on additional projects only if they have extra time. 

Project Teams and Advisers 
Each project has a team consisting of three to six interested students. 

Theoretically, each team appoints one of its members team leader, and finds 
a faculty member or MBA student to serve as project adviser. In practice, it 
has been difficult to find people willing to serve as advisers, so teams have 
operated with a minimum of faculty assistance. Some students volunteer 
for more than one project and belong to more than one team. 

Each team schedules its own meetings and works with the not-for-profit 
to accomplish the proposed task. After the team begins its work on a proj­
ect, the team and not-for-profit frequently redefine the objectives. We try to 
maintain a balance between flexibility and focus. 

At any given time, Project Empowerment has about five projects under 
way. These projects vary widely in difficulty and scope. Some projects have 
a very explicit focus on management skills. For example, students created a 
donor database and accounting system for a soup kitchen, helped an incip­
ient not-for-profit write a business plan, and assisted an organization that 
serves Boston's immigrant population with multilingual advertising. 
Because Project Empowerment includes nonmanagement students, other 
projects do not emphasize specialized business skills. For example, students 
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provided artwork and wrote a brochure for a social service organization for 
senior citizens, organized a raffle for an organization that provides free child 
care for poor working families, and created a logo for an organization that 
helps AIDS care givers. In the spirit of the Rama essay and the Accounting 
Education Change Commission Issues Statement No.4, even the projects 
that do not focus explicitly on traditional management skills teach students 
general skills, such as communication and organizational skills, that are 
broadly relevant to careers in management. 

Meetings 
In addition to team meetings, Project Empowerment holds full-mem­

bership meetings every two weeks. At these meetings, members discuss cur­
rent projects and evaluate new ones. Each team gives a progress report and 
describes difficulties relating to the project, then listens to ideas and rec­
ommendations from other group members. 

These meetings achieve a number of important objectives. First, they 
make the group more cohesive. Because the teams work on different tasks 
at different locations, there would be a tendency for the group to become 
fragmented without these times to meet together. Second, the general meet­
ings help teams to maintain momentum. Teams have an extra incentive to 
make progress, so they will have something to report at the next meeting. 
Third, the discussions of projects usually generate a number of useful ideas 
and suggestions that improve the quality of work. Given the limited faculty 
participation, these meetings give some teams the only faculty input they 
will receive. Finally, the meetings give students an informal opportunity to 
reflect about their experiences. 

At its first few meetings, Project Empowerment had professional con­
sultants speak to students about consulting skills and the structure of the 
organization. I would recommend this as a good way to start an academic 
year. 

Facilities 
The location of the meetings has a significant effect on the dynamics. 

Large lecture halls make students feel like spectators rather than partici­
pants. This discourages students from contributing ideas, and leaves them 
with the impression that their attendance is unnecessary. For groups of 20 
students or fewer, I would recommend arranging chairs in a circle to encour­
age discussion. Simple refreshments before the meetings and name tags are 
useful in helping members to get to know each other. 

Because a great deal of the work happens over the telephone, students 
should have access to answering machines or voice mail. At Boston College, 
office space was helpful but unnecessary; students preferred meeting in 
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their residence halls. At universities with large commuter populations, office 
space would be much more important. 

Institutional Support 
Project Empowerment has negligible cash expenses (about $50 per year); 

funding comes from the Office of the Dean for Student Development. The 
group shares office space with the management school's Honors Program. 
Boston College administrators and faculty appreciate the contributions of a 
well-run student consulting organization. Significant funding could be 
attracted, if the need existed. It has been easy for Project Empowerment to 
get publicity in the school newspapers, when students take the initiative to 
contact the editors. 

Faculty time is one of the scarcest resources. Project Empowerment has 
tried to recruit faculty through articles in the campus papers, announce­
ments at faculty meetings, and personal contacts by the students and fac­
ulty adviser, with little success. One reason for the limited faculty involve­
ment is that Project Empowerment competes with other community service 
organizations for faculty attention. Also, overseeing a student consulting 
group takes time from activities that have a much greater impact on pro­
motion and tenure, such as research and publication. 

Advantages and Disadvantages of 
Extracurricular Active Learning 

Student consulting organizations, such as Project Empowerment, have sev­
eral advantages relative to classes that offer credit for service-learning. First, 
student organizations have more flexibility than formal classes. Very busy 
students can help with modest assignments and still gain valuable insights 
and skills. Students with more time can tackle difficult assignments or sev­
eral smaller projects in the same semester. Second, students benefit from 
operating the organization. Besides helping external clients, students also 
recruit members, identify new projects, handle the publicity, communicate 
with the university administration, and manage funds. As Rama points out, 
this is consistent with the AECC's suggestion that students can gain business 
skills by serving in campus organizations. 

Project Empowerment has helped students to learn about project man­
agement, client relationships, and working with local government and busi­
nesses. In addition, students have learned to relate to people from other 
socioeconomic backgrounds, developed perseverance in the face of unex­
pected problems, and acquired confidence. Clearly, these lessons will serve 
students well in their professional careers. 
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These and other benefits are possible from an extracurricular organiza­
tion. Notwithstanding, there are significant advantages to making direct 
experience part of the formal curriculum. First, the ability to assign grades 
gives the faculty leverage to monitor projects more closely and to ensure 
better-quality work. Second, students have an incentive to complete projects 
punctually, so they will be able to complete the course on schedule. Third, 
students can be required to write papers summarizing and integrating their 
experiences. Fourth, the student's transcript would certify that the student 
has completed the active learning experience. Finally, more students would 
participate in this sort of experience if it were a formal part of the 
curriculum. 

In my opinion, a formal course is a better method of providing direct 
experience than a student organization, if the curriculum can accommodate 
it. A second-best solution would be to reduce the faculty adviser's course 
load to give him or her time to oversee the extracurricular consulting group. 
Our experience at Boston College, however, shows that motivated students 
can get the benefits of a formal service-learning course when neither of 
these conditions holds. 

Note 

1. A few of the management core classes are offered by departments outside the 
School of Management and don't count toward the 60-credit limit. 
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Project Empowerment 

Constitution 

ARTICLE 1: The name of the organization will be PROJECT EMPOWERMFNT 

ARTICLE 2: The purpose of this club is to pro"ide 130,ton C()lIe~l' studen" with tlw opportunities 
to apply the knowledge they acquire in «)1Il'~e to help the communitl', 

The goal is to identify needs in the community and to pro\'ide Ilot-!or-prtltit 
organizations with short term consulting support, such as help with ~r""\ writin)l, 
artwork/publicity, finding financial support, management service" allJ special,weds, 

ARTICLE 3: A) Membership is open to any Boston Colle~e under~raduate or ~r<ldu"t(' ,tudents 
full-time or part-time, 
B) Each member shall have one vote in matters subject to a general "(ltC' 
C) There shall be no discrimination against any individual dlle to race, "~l', religion, 
color, sex, national origin, mental or medical handicaps, marital :-,tatll~, ~l'xual 
orientation, Vietnam Veteran status, 
0) In order to be considered an active member a student must attend ;(1"" of the 
meetings and participate in one ongoing project, as projects bl'come ill'ailable, 

ARTICLE 4: There shall be an executive board consisting of four members: the President, th,' Vice 
President, the Secretary /Treasurer and the Faculty Advisor, The Jutil'S (If the 
Executive board shan be to schedule meetings, call emergency meetings, and 
coordinate fund-raising, 

The responsibilities of the officers arc as follows: 
President: Schedule and preside over the meetings, organize agenda, for each 
meeting, keep in regular contact with the Assistant Dean for non-funded clubs in 
OOSO, and attend the club officers meeting in September. SenTs ,," principal liaison 
with community organizations, 
Vice President: Shall assist the President with his/hl'r dutll's os needl'd, and will 
assume responsibility if President is absent, 
Secretary/Treasurer: Will monitor all financial activities or thl' club, keep in rl'gular 
contact with the Budget Manager in the OOSO, and attend thl' club trl'asurer meetin~ 
in September. rakes minutes of meetings and submits them to Assi,!ant Ol'an for 
non-funded clubs, 
Faculty Advisor: Will aid the club in its involn<ment with Unin'!,,,t\' OffiClab. 
He/She will also be in the executive board, 

The officers for the 1994-95 academic year will be: 
Sylvain Fey (President), Alexander Wit (Vice President), Katv Mor,lI\ 
(Secretary /Treasurer), and Professor Timothy Mech (Faculty Alhi".r), 
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ARTICLE 5: A) Officers meetings will be held monthly. Full membership meetings will be held 
biweekly throughout the academic year. Informal meetings may be scheduled by the 
faculty advisor to discuss projects taking place in the summer. 
B) All decisions of the executive board shall be finalized only with a unanimous vote 
by the members of the executive board. 

ARTICLE 6: Anyone wishing to run for an officer position must have been an active member of the 
club for a minimum of two semesters. (Refer to Article 3.0.) Nominations will be 
taken two weeks prior to the election date. 

Members may either be nominated by another member or may nominate 
themselves. 

Officers of the club must be full-time undergraduate students. 

A week before elections, each nominee will be given the opportunity to address 
the club to advocate her/his candidacy. 

Outgoing officers will not vote unless there is a tie. In the event of a tie, the 
President, Vice President and Secretary ITreasurer will cast their votes. 

Voting will be done by secret ballot with each member receiving one vote for 
each available position. Ballots will be tallied by the faculty advisor. 

Any member of the club wishing to have an officer impeached must first present the 
reasons to the executive board. In the event that the matter is not resolved, it will 
become the first item on the agenda of the next meeting with at least one half of the 
members present. At this time, the officer against whom charges were brought will 
have their duties as an executive member suspended and distributed among the 
remaining members of the executive board until a vote on the matter takes place. The 
vote will take place at the next meeting. The impeachment must be approved by two­
thirds of the club members with each member having one vote. If the officer is 
impeached, nominations for his or her replacement will take place immediately. 
Elections to replace the impeached officers will take place the following meeting with 
the terms of the office beginning immediately after the elections. 

ARTICLE 7: Amendments to the constitution must be approved by two-thirds of the members of 
the club present at the meeting. At this meeting, at least one-half of the members 
must be present. The proposed amendment shall be submitted in writing to each 
member of the club at least one week prior to the vote on the amendment. 
Amendments must be approved by the OOSO before going into effect. 

ARTICLE 8: This constitution shall go into effect upon approval of registration from OOSO. It 
shall be reviewed on a yearly basis, and revised accordingly. 

Page 2 
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Service-Learning Projects in Accounting: 
Implementation Strategies 
by n.v. Rama 

Prior essays in this volume have focused on the rationale for integrating ser­
vice-learning and the goals of service-learning projects in accounting. These 
essays present examples of different ways in which service-learning can be 
integrated into the accounting curriculum. Each implementation involves 
numerous questions about integration of the project with course content, 
design of reflection mechanisms, grading, etc. This concluding article sum­
marizes some of the key implementation decisions that must be made when 
integrating service-learning projects in the accounting curriculum. The 
advantages and disadvantages of different choices are also discussed. The 
objective of this discussion is to provide a starting point for instructors in 
making decisions about how to integrate service-learning into the account­
ing curriculum. 

Establishing Goals 

Before attempting to integrate service projects into the accounting curricu­
lum, accounting educators must first decide on their goals for such projects. 
Decisions regarding goals drive the design of the service and reflection com­
ponents. One important goal is to reinforce technical accounting knowledge. 
Implementations in this volume provide examples of how service-learning 
can be used to reinforce knowledge of the accounting cycle, accounting sys­
tems, and taxation. Service-learning can also help in achieving other goals 
suggested by accounting educators and professionals. Such goals are dis­
cussed throughout this volume. Examples include developing capabilities 
required for lifelong learning, developing oral and/or written communica­
tion skills, and developing teamwork skills. 

It is also important to establish goals that are consistent with the over­
all mission of the university and the mission of the accounting department. 
In his chapter, Alfonso Oddo provides one example of how the department's 
service-learning activities fit with the university and department missions. 

Academic Credit 

Bringle and Hatcher define service-learning as "a course-based, credit-bear­
ing educational experience" (1995: 112). Several options may be available for 
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offering service projects for credit. One option is to include it as a require­
ment in accounting courses such as accounting systems or taxation. Curtis 
DeBerg integrates a service-learning component into his Principles of 
Accounting course for extra credit. Such course-linked experiences can 
improve students' understanding and retention of the course content by 
providing them with an opportunity to apply material learned from lectures 
and readings to solve unstructured problems in real-world situations. In my 
chapter, I defined "reflection" as the critical examination of the service expe­
rience in the light of specific learning objectives. In course-linked projects, 
the course learning objectives can readily be used in structuring the reflec­
tion component. However, one difficulty with course-based projects is that 
technical projects may require a significant time commitment, and students 
may find it difficult to spend a large amount of time on a project that rep­
resents only one part of a course's overall requirements. 

Service-learning projects can also be implemented in a separate intern­
ship course or capstone projects course (e.g., see James Woolley and Susan 
Ravenscroft elsewhere in this volume). Ken Milani's students participate in 
the VITA project by registering in a one-credit course. The major advantage 
of this approach is that since the course is dedicated to a comprehensive 
project, students can spend more time on the project than in a course such 
as intermediate accounting or taxation. 

Finally, students may be able to participate in service projects through 
student organizations (e.g., through a student chapter of the Accountants 
for the Public Interest, as Wayne Bremser describes) and Project 
Empowerment (see Timothy Mech's essay). This approach is consistent 
with the AECC (1993) suggestion that students "seek campus opportunities 
to build communication and business skills - for example, serve as an 
officer of a campus organization" (433). This alternative is particularly 
attractive because the increasing complexity of accounting knowledge 
may limit the time available to integrate direct experiences in any given 
course. However, in adopting a cocurricular approach to service-learning, 
instructors must keep in mind the differences between community service 
and service-learning discussed in previous sections. To provide the educa­
tional benefits characterized by service-learning, such projects should be 
selected and designed so that they (1) meet a community need, (2) 
enhance understanding of material learned in accounting courses, (3) help 
in developing a broader appreciation of the accounting profession, (4) help 
in promoting a sense of civic responsibility, and (5) develop communica­
tion, teamwork, and interpersonal skills. Faculty advisers have an impor­
tant role to play in realizing the educational potential of these communi­
ty projects. One limitation of this approach, compared with course-based 
projects, is that it may be more difficult to implement structured reflection 
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and to maintain quality control, given the fact that the sponsored projects 
are not for credit. 

Establishing Criteria for Project Selection 

A third crucial decision relates to the type of service activities and selection 
of specific projects. Accounting service projects described in the implemen­
tation section involve working with individuals, nonprofits, and small busi­
nesses. It is critical that each program establish criteria for accepting service 
engagements. For example, which individuals are eligible for assistance 
under the VITA program? Bremser describes the criteria used by 
Accountants for the Public Interest in selecting projects involving projects 
with nonprofits, small businesses, and individuals. Bremser and Ravenscroft 
provide suggestions for gathering client information to help in selecting pro­
jects that meet their established criteria. 

Several other issues must also be considered in making this decision. If 
service projects are to be integrated into a specific course, then the service 
activities must be structured around the curriculum for that course. For 
example, teaching fundamentals of accounting to middle school students 
can reinforce accounting concepts for students in an introductory account­
ing course. Similarly, service projects can be chosen to reinforce concepts in 
intermediate, managerial, cost, and tax courses. Another factor to be con­
sidered is the scope of the project. If the project is one part of a course with 
numerous other requirements, instructors have to select projects that do 
not involve a very large time commitment. More extensive projects are fea­
sible if the course is an internship or capstone course. It is also important to 
consider student knowledge and skills during project selection. Thus, one 
important area in which information should be collected from potential 
clients relates to the complexity of the planned project and the expected 
time commitment it will entail. 

Institutional Support 

Institutional support of service-learning is crucial to successful service­
learning implementations. Faculty may be unwilling to spend time and 
effort in supervising service projects if these projects are not valued in 
tenure and promotion decisions. Institutions can also reward faculty in 
other ways - for example, by providing stipends or course release for 
designing/supervising service projects. Another useful form of support is 
organizing workshops and other faculty development opportunities related 
to service-learning. 
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Centralized service-learning programs within colleges and universities 
also have an important role to play. It is often difficult for faculty to com­
municate regularly with community agencies in order to identify potential 
projects. Service-learning programs can develop and maintain a list of 
opportunities to help faculty in identifying projects appropriate for their 
courses. There may also be other resources available to faculty. For example, 
the federal work-study program requires 5 percent of the work-study stu­
dents at any given institution to be in community service positions. These 
work-study students can serve as liaisons with community agencies and 
help in managing projects at various sites. Faculty should consider such 
infrastructure issues before making their decisions on how to implement 
service-learning in their courses. 

Role of Professionals 

Accounting professionals can often provide valuable assistance in service­
learning projects. Many professionals participate in accounting projects 
involving accounting assistance to nonprofits. One approach for implement­
ing projects is to have students work with professionals volunteering 
through organizations such as the Support Center of Massachusetts, 
Accounting Assistance Project. Such an approach can offer significant ben­
efits to students, the faculty, and the community. Students benefit from the 
supervision of more experienced professionals; faculty have to spend less 
time monitoring and supervising each project; the community has the ben­
efit of more professional attention. 

Accounting professionals can also be involved to a more limited extent. 
For example, in this volume Janice Carr and Ken Milani discuss the role of 
CPAs in reviewing student work in the VITA program. Margarita Lenk 
describes another way in which professionals can be involved in such proj­
ects. Her students obtained funding from the Colorado Society of CPAs for 
conducting a study of internal control in nonprofit organizations as well as 
for disseminating these results. 

Student Issues 

Student background and attitudes are critical to project success. Students 
must have the necessary knowledge and skills required to complete the 
project. Students who are working for 20 or more hours a week may have 
significant time constraints. In such cases, projects must be selected espe­
cially carefully. Extensive projects, such as implementing a database for an 
agency, may not be feasible. Another alternative is to make service-learning 
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projects a course option rather than a course requirement. 
Student attitudes must also be considered. As several essays in this sec­

tion have noted, students sometimes have concerns about community­
based projects. Their past experience, if any, is probably in very different set­
tings, and they may be somewhat uncomfortable - at least initially - with 
this type of project. Student orientation and frequent faculty-student inter­
action are helpful in addressing such concerns. 

Project Planning, Supervision, and Evaluation 

Several decisions must be made about the actual structuring of the project. 
The instructor plays an important role in establishing requirements for the 
service engagement. Often this involves preliminary discussion with outside 
agencies. The importance of this step cannot be overemphasized, for it is 
critical to the ultimate success of the project. It helps in ensuring that proj­
ects are useful to the community as well as useful in enhancing student 
course learning. If the college has a service-learning program or other, rela t­
ed programs (e.g., the federal work-study program), then the program staff 
may assist in this step. Such programs can work with the community to 
identify available projects. This list can then be reviewed by faculty mem­
bers to see whether any potential projects are appropriate for their courses. 

Frequent monitoring of the project is equally critical to its success. Both 
the faculty and outside agencies can play an important role in supervision 
and monitoring. Finally, instructors have to decide on the most appropriate 
evaluation process. Evaluation may be based on reports and oral presenta­
tions. For longer projects, it may be useful to require interim reports and 
consider these reports in assigning the overall grade. This approach enables 
instructors to manage the project better than would be the case if they 
require only a single, final report. Feedback from outside supervisors can 
also be factored in. 

Mandatory Versus Optional, Single Versus Multiple Projects 

One especially important implementation issue to be considered in utilizing 
service projects in accounting courses is whether these projects should be 
mandatory or optional. If the projects are mandatory in required courses 
with a large number of students, it may be difficult for faculty to supervise 
so much fieldwork. Furthermore, some students may resist the idea of 
"forced" service. On the other hand, if the projects are optional, instructors 
face a different set of challenges. For example, in one semester I initiated 
service projects with two organizations. Thus, only two or three groups out 
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of 20 could select a service-learning project. The advantage of optional proj­
ects is that it is easier for instructors to manage two or three projects in a 
semester than to manage 20. Furthermore, only motivated students who are 
willing to commit the time needed for such projects may become involved. 
However, when service projects are optional, instructors must design alter­
native assignments/projects for the students not participating in service­
learning. Alternatively, the project can be an extra-credit project, as in 
DeBerg's case. 

As for the relative merits of involving a class in a single project or in sev­
eral, it is clear that when students are working on a common project - or 
very similar projects - project requirements and expectations can be more 
easily communicated to the class. However, with different groups working 
on projects with different requirements and schedules, it may become nec­
essary to have separate discussions with the teams involved in the various 
projects. Such discussions involve a substantial time commitment for facul­
ty. On the other hand, multiple projects allow for more student choice, and 
such choice can, in tum, affect student willingness to assume ownership of 
their work. 

Summary 

This concluding essay has identified several implementation issues for fac­
ulty to consider before undertaking service-learning. While the list of issues 
discussed here is not exhaustive, several key issues that have been discussed 
include (1) establishing goals, (2) making decisions related to academic cred­
it, (3) establishing criteria for project selection, (4) assessing institutional 
support, (5) getting external support from accounting professionals, (6) 
preparing students, (7) establishing project requirements, and (8) monitoring 
and evaluating projects. Since the actual projects described in this section 
differ from each other in many of the above areas, they can provide readers 
with a variety of useful models with which to develop their own initiatives. 
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Afterword 

Service-Learning in Accounting Education 
by Paul Locatelli 

The renowned philosopher and educator Mortimer]. Adler wrote, speaking 
for a number of educators: "The heart of the matter [teaching and learning] 
is the quality of the learning that goes on during the hours spent in class and 
during the time spent doing assigned homework" (1982: 49). 

The senior partners of the Big Eight, now Big Six, professional account­
ing firms sent the following challenge to educators: "The use of new teach­
ing methods will be a message in itself. Students learn by doing throughout 
their education much more effectively than they learn from experiencing an 
isolated course" (Big Eight 1989: 11). [emphasis added] 

Juxtaposing these two statements crystallizes the debate around the 
purpose of a university. For academics, universities are places that promote 
knowledge and intellectual development; but for those who take an extreme 
view, knowledge is seen solely as an end in itself. For most accounting prac­
titioners, universities are places where knowledge is created and discovered 
for use; knowledge has utility. Rather than locate the debate on the 
extremes, academics and practitioners would be wise to move the dialogue 
to common ground by focusing on learning. Universities, then, become 
places of learning that connect a set of elements: scholarly research in all 
forms, the creation and acquisition of knowledge, and the development of 
professional skills to use knowledge intelligently and effectively. 

Fortuitously, education is moving toward more integrated learning: 
interdisciplinary courses, writing across the curriculum, team projects, stud­
ies abroad, internships, experiential learning, service-learning, to cite a few 
examples. Some skeptics continue to question the value of these pedagogies, 
but research studies confirm that "doing" - using knowledge as part of the 
learning process - can increase knowledge and understanding. Faculty who 
incorporate service-learning must be scholars who rigorously research the 
impact of service-learning on the acquisition and use of knowledge, and on 
the development of skills. In short, done properly, connecting academic pur­
suits with genuine service-learning leads to a better-educated professional 
accountant - public or private. 

Let me suggest a framework for evaluating the benefits of service­
learning. 

Overall, the purpose of service-learning, and of each project, must be 
articulated. In my judgment, the primary purpose is twofold: to improve 
learning and to educate for responsible citizenship in the profession and 
society. 
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As with all learning, the depth of learning depends on at least three per­
sonal characteristics: intellectual talent, a desire to learn, and a commit­
ment to scholarly methodology and professional competence. Nothing can 
substitute for these. Searching openly, persistently, and systematically for 
knowledge depends largely on the qualities of intellectual curiosity and tal­
ent; developing skills to use knowledge for judging wisely and acting respon­
sibly advances scholarly and professional competence. Knowledge, learning, 
and competence have their own validity and inherent value, but they do not 
have their own finality. For ultimately, professionals have commitments to 
their profession and an even greater responsibility to society. The 
Accounting Education Change Commission (AECC) called this a professional 
orientation (1990: 2-3). The heart of the matter for service-learning, then, is 
the degree to which it contributes to learning and developing citizenship. 

Second, the service-learning projects must seek to achieve educational 
objectives. The AECC, in its monograph Objectives of Accounting Education, 
draws on a number of sources to develop a composite profile of "desired 
capabilities" for accounting graduates. 

The three areas of desired capabilities, the objectives "on which lifelong 
learning is built," are skills, knowledge, and professional orientation. 
Graduates are expected to possess intellectual, interpersonal, communica­
tion, and accounting skills. They are expected to have gained a certain level 
of general (arts and sciences, analysis of ideas) knowledge, and knowledge in 
the areas of organizations, business, and accounting. And their professional 
orientation aims toward understanding ethics and value-based judgments 
as well as addressing "issues with integrity, objectivity, competence, and con­
cern for the public interest" (AECC 1990: 3). Service-learning projects should 
seek to further one or more of these educational objectives outlined by the 
Commission. 

Third, rigorous inquiry and reflective analysis are integral to service­
learning, as a number of articles in this book argue. Rigorous inquiry is crit­
ical in acquiring knowledge, and reflective analysis in guaranteeing acade­
mic quality. 

Projects that deliberately structure rigorous inquiry and reflective 
analysis increase the knowledge students acquire and their ability to relate 
and use knowledge for solving simulated or real-world problems. Inquiry 
and reflective analysis also help to clarify the difference and the relationship 
between intellectual and professional development. Service-learning that 
does not incorporate these two important elements shifts the project toward 
the domain of community service. Those that do, enable students to under­
stand the importance of lifelong learning. 

Fourth, research must substantiate the impact service-learning has on 
achieving course or program objectives. The case for service-learning must 
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be made on more than anecdotal stories. Measuring the knowledge acquired 
and the development of intellectual skills is essential for service-learning to 
have credibility. Publication of this research will ultimately lead to accepting 
the development of skills associated with knowledge as doing as part of a cur­
riculum or program. 

Service-learning projects require clarifying curricular objectives, fol­
lowed by scholarly evidence that these objectives have been achieved. 
Choosing the proper research metric to measure the increase in learning is 
essential for the student and both accounting faculty and practitioners. A 
variety of research methodologies to measure the extent of learning exist. 
For example, Bloom's taxonomy measures the development of cognitive 
skills. And, thus, it serves as a useful framework to measure students' abili­
ty to question, organize data, connect concepts to prior learning or experi­
ence, reflect on content and process oflearning, and create new solutions to 
unstructured problems (Francis, Mulder, and Stark 1995). In short, for acad­
emic credibility and validity, service-learning must itself be the object of 
scholarly research. This same point applies to other learning practices such 
as studies abroad, internships, and team projects. 

Fifth, service-learning, as an academic pedagogy, should contribute 
value to the learning process, but its contribution should not be confused 
with other methods of learning such as interdisciplinary studies and 
internships. 

Research studies on the impact of different out-of-classroom factors 
that positively affect learning contribute to the case for service-learning. 
One study reports that certain out-of-classroom experiences "contribute 
directly or indirectly to persistence [in learning] and to valued skills and 
competencies [development] ... important outcomes of attending college" 
(Kuh et al. 1994: 42). For example, it found that living on campus, sense of 
community, social and academic integration, and new-student orientation 
positively correlated with improvement in learning. Further, gains in knowl­
edge acquisition and application positively correlated with involvement in 
community service, academic themes in residential life, tutoring other stu­
dents, and peer interaction focused on course content around racial issues. 
Based on findings like these, it is reasonable to hypothesize that service­
learning, which directly connects academic and experiential learning, will 
enhance student learning. 

Service-learning must also be differentiated from community service, as 
D. V Rama indicates in the first chapter of this book. The former requires an 
academic and theoretical component, while the latter mayor may not. One 
shorthand way to differentiate service-learning from community service, 
albeit an incomplete characterization of both, is to see them as seruing-to­
learn and learning-to-serue, respectively. 
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Finally, a personal comment. This book covers a range of projects. By and 
large, they reveal that service-learning increases knowledge, enhances 
understanding, improves skills, and develops a sense of citizenship. Anyone 
of these gives service-learning a role in a university. And all improve the 
quality of education and consequently benefit students and universities, l:he 
profession, and society. 

I am encouraged by faculty who incorporate service-learning projects in 
their courses and programs (it is hard work), and I encourage others to 
experiment. I hope this book will inspire faculty and students to use these 
- or better, to generate their own ideas for serving-to-Iearn. I also suggest as 
references the two AAA/AECC monographs Intentional Learning (Francis, 
Mulder, and Stark 1995) and Assessment for the New Curriculum (Gainen and 
Locatelli 1995); they define the larger context in which service-learning 
exists. 

I congratulate the authors of this book for their commitment to their 
students, universities and colleges, and society. Students and society have 
benefited or will benefit from these efforts. 
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Appendix 

Annotated Bibliography 

Astin, Alexander. (1993). What Matters in College? Four Critical Years Revisited. 
San Francisco: Jossey-Bass. 

This book provides convincing evidence that the "traditional" educa­
tional model of higher education should be revised because: 

• The kinds of colleges and college experiences that favorably 
affect the student's performance are quite different from those that 
enhance retention and other cognitive and affective outcomes. 

• Being in a particular type of institution does not necessarily 
limit the effectiveness of undergraduate education. It is the environ­
ment created by the faculty and the students that really seems to 
matter. 

• The single most important environmental influence on student 
development is the peer group; by judicious and imaginative use of 
peer groups, any college or university can substantially strengthen its 
impact on student learning and personal development. 

Astin found that the relevance of the "peer group effect" is in the 
underlying principle: Students in similar circumstances and with 
common needs and interests have been afforded an opportunity to 
interact and learn together. 

Barr, Robert, and John Tagg. (November/December 1995). "From Teaching 
to Learning: A New Paradigm for Undergraduate Education." Change 27(6): 
12-25. 

The authors advocate a change from an "instruction" paradigm to a 
"learning" paradigm. In the instruction paradigm, many faculty are 
more interested in providing instruction and doing research than 
focusing on student learning. College is atomistic in this paradigm. In 
its universe, the "atom" is the 50- or 75-minute lecture, and the "mole­
cule" is the one-teacher, one-classroom, three-credit-hour course. 
From these basic units, the physical architecture, the administrative 
structure, and the daily schedules of faculty and students are built. 
The resulting structure is powerful and rigid; it is antithetical to creat­
ing almost any other kind of course. 

In the learning paradigm college, the structure of courses and lec­
tures becomes dispensable and negotiable. Semesters and quarters, 
lectures, labs, syllabi - indeed, classes themselves - become options 
rather than received structures or mandatory activities. The learning 
theory of the instruction paradigm reflects deeply rooted societal 
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assumptions about talent, relationships, and accomplishment: That 
which is valuable is scarce, life is a win-lose proposition, and success 
is an individual achievement. The learning paradigm of learning 
reverses these assumptions. Under the learning paradigm, faculty and 
everyone else are unambiguously committed to each student's 
success. 

Batchelder, Thomas H., and Susan Root. (1994). "Effects of an 
Undergraduate Program to Integrate Academic Learning and Service: 
Cognitive, Prosocial Cognitive, and Identity Outcomes." Journal of 
Adolescence 17: 341-355. 

The authors used a combination of quantitative and qualitative mea­
sures to examine the effect of service-learning on civic involvement, 
social responsibility, and social conscience. Several new instruments 
were developed for the study that allowed researchers to investigate 
the effect of service-learning instruction and on-site supervision. 
Additionally, researchers compared service-learning students with 
students not enrolled in such a course. Student journals were 
reviewed to assess changes in prosocial decision making and prosocial 
reasoning using Eisenberg's methodology to assess moral reasoning. 
Researchers determined that students in service-learning courses 
experienced significant increases in prosocial decision making and 
reasoning along with cognitive gains related to multidimensionality. 
Of interest here, as well, is the positive relation between the quality of 
instruction and both prosocial reasoning and higher-order thinking. 
Structured, guided reflection appears to be a key element in enhanc­
ing student gains. 

Boyer, Ernest L. (Spring 1992). "Scholarship Reconsidered: Priorities of the 
Professoriate." Issues in Accounting Education 7(1): 87 -91. 

The author describes highlights from the 1990 Carnegie report 
Scholarship Reconsidered, and addresses how this report can be applied 
to accounting professors. Boyer proposes a new paradigm of scholar­
ship with four interlocking parts: scholarships of discovery, integra­
tion, application, and teaching. Service-learning most aptly falls under 
scholarship of application in order to relate theory and research to the 
reali ties of life. 

Boyer is convinced that there is now an urgent new service agenda 
to be considered. Today, our shorelines are polluted, the ozone layer 
may be threatened, our schools are dangerously deficient, our cities are 
imperiled. He believes that university scholars urgently need to respond 
to the crises of this century, just as they responded to the needs of agri-
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culture and industry a century ago. How can we justify a university that 
is surrounded by pressing human needs and essentially ignores them? 
It's a failure not only intellectually but ethically as well. The good news 
is that professional schools - from architecture, to medicine, to jour­
nalism, to education, and accounting - increasingly are linking schol­
arship to real life. They are demonstrating that not only can knowledge 
be applied but theory can in fact emerge from practice and scholarship 
can occur in hospitals, gyms, and in the schools, as well. 

Bremser, Wayne G. (April 1990). "Volunteering Your Know-How." New 

Accountant 5(8): 42-45. 
This article describes how accountants volunteer their services to the 
community. It encourages accounting majors to seek opportunities to 
volunteer their services while in school and in the early stages of their 
careers. Service-learning benefits are described. 

-- , and Stanley Kligman. (March 1979). "All of Us Should Be Public 
Interest Accountants." The CPA Journal 49(3): 56-57. 

Why should accountants volunteer services? This article is a call for 
volunteer accountants. It presents an argument for responsibility to 
give back to the community. 

Bringle, Robert G., and Julie A. Hatcher. (Marchi April 1996). "Implementing 
Service Learning in Higher Education." Journal of Higher Education 67(2): 221-
239. 

The authors come up with a preferable definition for service-learning 
as "a credit-bearing educational experience in which students partici­
pate in an organized service activity that meets identified community 
needs and reflect on the service activity in such a way as to gain a 
further understanding of course content, and an enhanced sense of 
civic responsibility." Unlike extracurricular voluntary service, service­
learning is a course-based service experience that produces the best 
outcomes when meaningful service activities are related to course 
material through reflection activities as directed writings, small-group 
discussions, and class presentations. 

Buckley, William F, Jr. (1990). Gratitude: Reflections on What We Owe to Our 
Country. New York: Random House. 

There is a growing debate in the United States as to whether the 
young should be encouraged or even compelled to give a year on 
"national service" to help the nation cope with its social problems, 
e.g., health care and illiteracy. Buckley does not advocate compulsory 

ApPENDIX 215 



service, but he does argue that the young should be encouraged, 
through various rewards and sanctions, to give a year of service out of 
gratitude for civil liberties inherited and protected. 

Cha, Stephen, and Michael Rothman. (1994). Service Matters: Campus 
Compact's Sourcebook for Community Service in Higher Education. Boulder, co: 
Education Commission of the States. 

Includes statistics and trends on campus service programs, docu­
ments stages involved in program development, and lists service orga­
nizations across the country, and more than 500 model programs and 
institutional initiatives. 

Collins, Dennis. (1996). "Serving the Homeless and Low-Income 
Communities Through Business & Society/Business Ethics Class Projects: 
The University of Wisconsin-Madison Plan." Journal of Business Ethics 15: 67-
85. 

Collins describes his MBA students' projects, which included starting 
a grocery co-op, day-care center, and a transportation business. 
Student groups also developed networks to link low-income commu­
nities with student organizations, university professors, and United 
Way volunteers. The projects exposed the students to the living condi­
tions of the disenfranchised and allowed them to explore ways in 
which the government can effectuate change. The projects also 
allowed students to work as teams in applying business theory to 
social services. Collins provides a very complete summary of these 
projects and discusses student reactions, project outcomes, obstacles, 
grading, professorial time commitments, and organizational issues. 

Duley, John. (1982). Learning Outcomes: Measuring and Evaluating Experiential 
Learning. Panel Resource Paper NO.6. Raleigh, NC: National Society for 
Experiential Education. 

The focus of this paper is on measuring and evaluating the learning 
acquired by students in field experience education. This resource 
paper also includes a booklet entitled "Efficient Evaluation of 
Individual Performance in Field Placement." The goal of this guide is 
to answer the questions, What and how much should be evaluated? 
How should students be prepared for evaluation? How should stu­
dents be evaluated? Who should evaluate the students? and How 
should feedback be provided to students? 

Ehrlich, Thomas. (March 1995). "Taking Service Seriously." AAHE Bulletin 
47(7): 8-10. 
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The author subscribes to John Dewey's belief that individuals should 
be trained not for narrow professions alone but for life, and that 
learning in practical arenas should constantly interact - lest we be 
unable to learn from our experiences or to link those experiences to 
our intellectual inquiries. Ehrlich provides several reasons for service­
learning in academic courses: enhanced learning, enrichment of 
moral character of students, and civic education. The last two are 
closely related to another perspective: Community service as a regular 
part of an undergraduate course in the humanities or social sciences 
can link classroom learning to the professional and personal lives of 
students after graduation. 

The role of service-learning fits well within the larger picture of 
current changes in undergraduate education. An expanded use of 
internships, an enhanced focus on problems that cut across disci­
plines, and an increased emphasis on collaborative learning are all 
examples bf shifts in higher education that complement service­
learning. As educators, learning is our mission. Involvement in com­
munity service can be key to achieving that mission. 

Elliot, R. (June 1992). "The Third Wave Breaks on the Shores of Accounting." 
Accounting Horizons: 61-85. 

Market conditions will force higher education - just as it has forced 
other service providers and industrial concerns - to stop looking only 
inward at the product, and look outward at the value created for the 
consumers. This means focusing on curriculum design, teaching 
methods, and learning materials. The national interest can no longer 
tolerate what the Bedford Committee found: 50 years with no signifi­
cant change in the accounting curriculum. It's not enough to redesign 
the curriculum and say, "That's it, we have the new one, and it's opti­
mal," and disband the curriculum renovation process. From now on, 
it's a full-time job. 

The Accounting Education Change Commission (AECC) is best evi­
dence of the emerging consumerism and of the cooperation among 
interested parties that can bring about needed change. The AECC orig­
inated in a call by a consumer group, the (then) eight largest account­
ing firms, who are major employers of accounting graduates. Higher 
education must also look to its suppliers. Universities frequently com­
plain that the quality of K-12 education in America is so poor that the 
university is reduced to remediation. Higher education in the United 
States cannot just sit around wringing its hands about K-12 and do 
nothing about it. It must participate in solving the problem. 
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Gamson, Zelda. Uanuary/February 1995). "Faculty & Service." Editorial. 
Change 27(1): 4. 

The focus of the service-learning dialogue has been on the student as 
the one engaged in service. But what about faculty themselves as 
providers of service? Gamson describes faculty service in two areas: 
professional service (academic outreach), which is external, and inter­
nal service. External service draws on disciplinary and professional 
expertise; the expertise is useful in the service, rather than civic ser­
vice. The author provides several reasons why academic leaders 
should be interested in emphasizing external service for faculty. 

Giles, Dwight, Jr., Ellen Porter Honnet, and Sally Migliore. (1991). Research 
Agenda for Combining Service and Learning in the 1990s. Raleigh, NC: National 
Society for Experiential Education. 

This booklet, based on the discussions of the Wingspread Conference 
in March 1991, gives a general description of the questions that need 
to be addressed about service-learning research, the participants 
involved in service-learning research, and the practices that must be 
implemented for such research. Includes a listing of "Helpful 
Resources." 

Greenleaf, Robert K. (1991). Servant Leadership: A Journey Into the Nature of 
Legitimate Power and Greatness. Mahwah, NJ: Paulist Press. The Robert 
Greenleaf Center. ISBN 0-8091-2527-7. 

This book is a philosophical treatise on the societal and personal ben­
efits of leading efforts of service. A beautiful collection, including sto­
ries of historic service leaders, motivating poems, and ethical ques­
tions concerning the purpose of service and the related responsibili­
ties of U.S. citizens that arise from the U.S. political and economic 
structures. 

Guskin, Alan E. (SeptemberlOctober 1994). "Reducing Student Costs & 

Enhancing Student Learning: Part II, Restructuring the Role of Fac1.llty." 
Change 26(5): 16-25. 

Restructuring the role of faculty will, at first, prove to be a monumen­
tal undertaking. All of the incentives seem against doing so - except, 
in the end, survival. The alternative to the present role of faculty 
states the problem and challenge: To create learning environments 
focused directly on activities that enhance student learning, we must 
restructure the role of faculty to maximize essential faculty-student 
interaction, integrate new technologies fully into the student learning 
process, and enhance student learning through peer interaction. 
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Guskin believes that faculty spend precious little time involved in 
the activities that are unique to faculty and that have major impact 
on student learning - namely, direct, individual faculty-student inter­
action, intense small-group discussions, mentoring, and advising­
and in encouraging students to be involved in activities that are 
important for student learning but do not involve faculty - peer­
group, team-oriented settings, peer tutoring and coaching, and experi­
entiallearning outside the institution. The growth of student interest 
in community service activities provides settings in which ideas can 
be tested through direct experience. Such off-campus activities, which 
enable students to apply ideas or experience new environments, are 
important but do not necessarily emphasize reflection and conceptual 
development. What converts these experiences into a setting for con­
ceptual development is reflecting on the experience itself through the 
written word and/or presentation to, and reflection with, others. 

Linking experiential learning in real-life settings with student 
reflection, through written reports and presentations, while faculty 
act as mentors/advisers, is learning in its broadest sense. Since the 
experiences occur beyond the campus, their actual institutional costs 
are small; substantial costs do occur, however, in the faculty-student 
interactions focused on encouraging students to reflect on their expe­
riences. Implications: (1) Students must be more active and more 
independent learners; (2) the academic calendar must be changed to 
become more flexible; (3) the undergraduate curriculum must change 
from focus on faculty disciplinary interests to focus on student learn­
ing; (4) assessment procedures must change, with an emphasis on 
student learning contracts (assessment of service-learning may 
become a primary area of faculty-student interaction - an interac­
tion that could possibly have considerable positive impact on 
students). 

Hirsch, Deborah. (May 1996). "An Agenda for Involving Faculty in Service." 
AAHE Bulletin 48(9): 7-9. 

Student service-learning and faculty professional service share a com­
mon problem of nomenclature. The term "service" presents difficulties 
because of the various meanings associated with it. 

Hogner, Robert H. (1996). "Speaking in Poetry: Community Service-Based 
Business Education." Journal of Business Ethics 15: 33-43. 

Hogner provides a detailed description of community service projects, 
including a program to feed Miami's homeless. Business school com­
munity service is modeled using the theoretical context of Whyte's 
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Participatory Action Research. Hogner also discusses project goals and 
outcomes, including excerpts from students' self-reflections. 

Jackson, Jesse. (Fall 1993). Abstract of plenary address at 1993 AACSB 
Annual Meeting. Newsline 24(1): 2-7. 

Rev. Jesse Jackson talks about healing and rebuilding America. Just as 
there is a plan to capitalize and rebuild Russia, we should have a plan 
to rebuild America. Minorities are no longer minorities; in fact, 55 per­
cent of south central Los Angelenos are Latino. Therefore, there 
should be a plan to uplift not just the minorities but also majorities 
who happen to be the minorities now. Jackson says, "Let's not argue 
black-white. Let's talk work-don't work, practical-impractical. Let's 
talk about how to offset the impact of a red line, how to build a green 
line." His focus is on the defects in the economics of urban America. 
His point is to make a plan to provide technology, and form programs 
that train students, businesspeople, scientists, and officials in ways of 
the free market in their formative years. Rationale: national security 
and economic interest. 

Jackson, Katherine, ed. (1994). Redesigning Curricula: Models of Service 
Learning Syllabi. Boulder, CO: Campus Compact. 

Consists of about 20 syllabi and commentaries to demonstrate how 
faculty have integrated service-learning in a range of disciplines and 
courses. 

Kendall, Jane C, and Associates, eds. (1990). Combining Service and Learning: 
A Resource Book for Community and Public Service. 3 vols. Raleigh, NC: 
National Society for Internships and Experiential Education. 

Volume I summarizes service-learning theories, research, and princi­
ples of good practice for institutional issues and implementation. The 
programs described in this volume support the development of moral 
and ethical views concerning multicultural awareness, civic responsi­
bilities, and leadership skills. Volume II contains many practical cur­
riculum ideas and models. Pre- and postservice organization and eval­
uation tools are provided as well as a discussion of related legal 
issues. Volume III contains an annotated bibliography of service-learn­
ing literature from the past 30 years. These volumes contain more 
than 1,300 pages of important resource material for interested com­
munity service-learning partners. 
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Kolenko, Thomas A., Gayle Porter, Walt Wheatley, and Marvelle Colby 
(1996). "A Critique of Service Learning Projects in Management Education: 
Pedagogical Foundations, Barriers, and Guidelines." Journal of Business Ethics 
15: 133-142. 

The authors critique nine service-learning projects within schools of 
business. Service-learning goals, pedagogical foundations, service­
learning component themes, course curriculum issues, barriers to ser­
vice-learning, and guidelines to maximizing service-learning success 
are discussed. 

Lane, Michael S., et al. (1988). "Pygmalion Effect: An Issue for Business 
Education and Ethics." Journal of Business Ethics 7: 223-229. 

Reports the results of a survey designed to assess the impact of busi­
ness education on the ethical beliefs of business students. The study 
examines the beliefs of graduate and undergraduate students about 
ethical behavior in educational settings. The investigation indicates 
that the behavior students learn or perceive is required to succeed in 
business schools may run counter to the ethical sanctions of society 
and the business community Essentially finds that business students 
believe that winning is everything and that grades are what matter 
most, although they don't feel it necessary to resort to politics or 
"dirty tactics" or to sacrifice their own beliefs to be successful in their 
business programs. 

Lempert, David H. (1996). Escape From the Ivory Tower: Student Adventures in 
Democratic Experiential Education. San Francisco: Jossey-Bass. 

This author offers an experiential Freirean alternative to the tradition­
al U.S. textbook-only approach to education for the purpose of pro­
moting an ideal democratic society. Student-initiated learning, with 
teachers facilitating contractual methods of evaluation, accountability 
to the community, support of diversity and multiculturalism, the iden­
tification and development of community values and ethics, and the 
promotion of self-activating potential are but some of the key ele­
ments of this new approach to education. 

Meek, Joseph c. (Winter 1973-74). "Education Through a Tax Clinic." 
Collegiate News and Views: 19-20. 

A volunteer effort in St. Louis, Missouri, is described and appraised by 
the author, a partner in a CPA firm. Viewing the program from a stu­
dent, practitioner, and faculty perspective, the author concludes that 
benefits are generated for all of these groups, plus for the taxpayers 
who are being helped. 
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Schon, Donald. (1983). The Reflective Practitioner. New York: Basic Books. 
A study of professionals in five disciplines - engineering, architec­
ture, management, psychotherapy, and town planning. Studies the 
unpredictable problems practicing professionals typically face and 
looks at their resolutions. These solutions are more than just applica­
tions of the knowledge learned in school and are, in fact, "informal 
improvisation that [is] the essence of professional knowledge" -
knowledge that is acquired through what the author describes as 
"reflection in action." The author also suggests that it might be applied 
to training future professionals, but saved the "education for reflective 
practice" piece for a follow-on book. 

-- . (1987). Educating the Reflective Practitioner. San Francisco: Jossey­
Bass. 

Believes professional education should be redesigned to combine the 
teaching of applied science with coaching "reflection in action" as dis­
cussed in his earlier work. Learning by doing develops the individual's 
ability to continue learning through problem solving, which should 
carry over to his/her professional career. Discusses techniques for the 
teacher to become a coach to maximize the benefits of reflection -
much like a music or art teacher. When the educator and students 
engage in reciprocal reflection, the students learn how to reflect, and 
the educator practices "reflection in action." 

Sims, Ronald R., and Serbrina]. Sims. (1991). "Increasing Applied Business 
Ethics Courses in Business School Curricula." Journal of Business Ethics 10: 
211-219. 

The purpose of this article is to take a background and historical look 
at reasons for the new emphasis on ethical coursework in business 
schools. The article suggests a prescription for undergraduate and 
graduate education in applied business ethics and explores in detail 
the need to increase applied business ethics courses in business 
schools to enhance the ethical development of students. Specifically, 
this prescription for applied business ethics includes (1) allowing the 
students to form their own personal values and moral ideas, (2) giving 
the students exposure to moral problems and issues of the day, (3) 
exposing them to ethical theories and moral traditions, and (4) allow­
ing students to address both personal and professional applications of 
business ethics. 
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Swift, John S., Jr. (1990). Socia! Consciousness and Career Awareness: Emerging 
Link in Higher Education. ASHE-ERIC Higher Education Reports, no. 8. 
Washington, DC: The George Washington University, Graduate School of 
Education and Human Development. 

Reports on the shift in attitudes of college freshmen from 1970 to 
1989 toward the pursuit of business and engineering degrees and 
away from education and the arts and humanities. The shift was, not 
surprisingly, coupled with a decrease in community service, volun­
tarism, and concern for the environment. Despite this shift, the stu­
dents did feel that participating in the community would provide pos­
itive rewards, but they felt unable to find ways to serve without some 
kind of service program. Swift calls on the federal government to pro­
vide such a program (much like today's AmeriCorps program), and 
also feels colleges and universities should take the lead in establish­
ing service programs linked with higher learning. 

Troppe, Marie, ed. (1995). Connecting Cognition and Action: Evaluation of 
Student Performance in Service Learning Courses. Boulder, co: Campus 
Compact. 

Addresses the importance of ensuring academic integrity in service­
learning courses, and suggests how to measure the extent to which 
students connect their service experience (and the learning that 
results) to course content. 

Unseem, Michael. (1986). "What the Research Shows." In Educating 
Managers: Executive Effectiveness Through Liberal Learning, pp. 70-101. San 
Francisco: ]ossey-Bass. 

Correlates a shift in education from liberal arts to more technical 
coursework because of a shift in job opportunities from 50/50 govern­
ment/private industry split in 1970 to 25/75 split by 1980. Author stud­
ied the makeup of the workforce at different levels and found the 
technically educated dominated the lower levels of management, the 
liberally educated were slightly more successful middle managers, 
and executive ranks were split evenly between the two disciplines. 
Unseem stresses more liberal learning as part of the curriculum, 
arguing that possession of specialized knowledge and technical skills 
is of moderate importance compared with other character elements, 
and that students should be educated for their career, not their first 
job. Found that liberally educated managers tended to be more con­
cerned about the stakeholders of the company (not just the share­
holders), and they maintained a more thorough understanding of the 
social/political forces impacting the corporation. 
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Varma, Kavita. (April 8, 1996). "Turning a Taxing Job Into College Credit." 
USA Today. 

This article describes a Volunteer Income Tax Assistance program at 
Baldwin-Wallace College. It explains some of the basics, benefits, and 
burdens of operating a tax return preparation program for low­
income taxpayers using college students as the major source of 
human talent. 

Williams, Doyle Z. (August 1993). "Reforming Accounting Education." 
Journal of Accountancy: 76-82. 

The increased complexity of the accounting profession, the CPA's 
broader role in the organization, standards proliferation, and technol­
ogy have all required changes in accounting education. Many business 
programs are reforming their curricula from a more traditional 
approach (i.e., "the right" solutions, highly technical memorization, 
CPA exam preparation, etc.) to a more modern approach that inte­
grates the accounting courses (tax, financial accounting, aUditing, 
etc.), and emphasizes unstructured solutions to problems, active 
learning, and decision making. These changes in accounting educa­
tion were proposed by the profession, and are quickly becoming 
adopted by educators. 

Wingspread Group on Higher Education. (1993). "An American Imperative: 
Higher Expectations for Higher Education." Racine, WI: The Johnson 
Foundation. 

There is no substitute for experience. Academic work should be com­
plemented by the kinds of knowledge derived from firsthand experi­
ence, such as contributing to the well-being of others, participating in 
political campaigns, and working with the enterprises that create 
wealth in our society. 

Wyer, Jean c. Oanuary/February 1993). "Accounting Education: Change 
Where You Might Least Expect It." Change 25(1): 12-17. 

The discipline of accounting, which "does not seem like a likely candi­
date for innovation," is facing pressure from the profession (namely, 
the Big Six CPA firms) to change the fundamental framework of learn­
ing. The new emphasis is on improved communications, teamwork, 
and active learning in order to "help students learn to reason from 
context instead of practicing the application of rules to narrow, stilted 
fact patterns." There is also a decreased emphasis on preparing the 
students to pass the CPA exam. In order to "fit" these fundamental 
changes into the rigid curriculum, educators are experimenting with 
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requiring a fifth year of undergraduate education (an additional 30 
credit hours). Response of students to experimental programs is 
positive. 

Zlotkowski, Edward. Uanuary 1996). "Opportunity for All: Linking Service­
Learning and Business Education." Journal of Business Ethics 14(1): 5-19. 

The service-learning movement offers business faculty an excellent 
opportunity to expand the education breadth of business students 
regarding the external environment of business. By developing cur­
riculum projects linked to community needs, faculty can further their 
students' technical skills while helping them simultaneously develop 
greater interpersonal, intercultural. and ethical sensitivity. 

ApPENDIX 225 





Appendix 

Contributors to This Volume 

Volume Editor 

Dasaratha V. Rama is a professor of accounting and information systems 
in the Earle P. Charlton College of Business & Industry at the University of 
Mas sach usetts-Dartmou th. 

Other Contributors 

Wayne G. Bremser (PhD, CPA) is a professor of accountancy at Villanova 
University. 

Janice L. Carr is an associate professor of accounting in the College of 
Business at California Polytechnic State University, San Luis Obispo. 

Curtis L. DeBerg is a professor of accounting and Samuel M. Walton Free 
Enterprise Fellow at California State University, Chico. 

Martha Doran teaches a variety of accounting courses at San Diego State 
University and specializes in "active learning." 

Margarita Maria Lenk (PhD, CMA), an associate professor in the 
Department of Accounting at Colorado State University, is very active in 
community service-learning and experiential education. 

Paul Locatelli is the president of Santa Clara University and a former 
member of the Accounting Education Change Commission (AECC). 

Timothy S. Mech is an assistant professor of finance at the Frank Sawyer 
School of Management at Suffolk University. 

Alfred R. Michenzi is an associate professor of accounting in the Sellinger 
School of Business and Management at Loyola College in Maryland. 

Ken Milani is a professor of accountancy at the University of Notre Dame. 

Alfonso R. Oddo is an associate professor of accounting at Niagara 
University. 
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Nathan Oestreich is a professor of accounting specializing in taxation at 
San Diego State University. 

Lynn M. Pringle is the director of the Master of Accountancy Program at 
the University of Iowa. 

Susan P. Ravenscroft is an associate professor in the Department of 
Accounting at Iowa State University. 

Carol Venable is an associate professor in the School of Accountancy at 
San Diego State University. 

William L. Weis is a professor of accounting and management and the 
director of the MBA Program in the Albers School of Business and 
Economics at Seattle University. 

James W. Woolley is an associate professor of accounting in the Devid 
Eccles School of Business at the University of Utah. 

Series Editor 

Edward Zlotkowski is professor of English and founding director of the 
Service-Learning Project at Bentley College. He also is senior associate at 
the American Association for Higher Education 
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