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ABSTRACT: This paper reports the results of a survey of auditing and assurance
courses in the U.S. and several other countries conducted during 2000-2001. The
survey, commissioned by the Auditing Section of the American Accounting Association,
yielded data on a total of 285 auditing and assurance courses taught at 188 colleges
and universities in the United States, Canada, and several other countries. The syllabi
data were analyzed on a number of dimensions and the results compared to two prior
surveys of auditing courses (Frakes 1987; Groomer and Heintz 1994).

Our findings document substantial changes in content (e.g., new or expanded cover-
age of fraud, information technology, and assurance services) and pedagogy (e.g.,
increased use of team projects, student presentations, cases, and the Internet) in both
introductory and advanced auditing courses over the past several years. These changes
are discussed in the context of events that significantly impacted auditing education and
practice from the late 1980s through the end of the 1990s.

Data Availability: Course-level syllabi data that do not indicate the identity or institu-
tional affiliation of individual auditing faculty are available from the
authors.

INTRODUCTION

he 1990s were a decade of significant change in the auditing profession. At the beginning of
I the 2 1st century, investors and other stakeholders in an increasingly global capital market are
demanding that companies provide accurate and relevant performance data in real time. In
connection with these changes, the scope of the financial audit and the role of the independent
auditor have expanded. In addition to attesting to the fairness of historical financial statements in
accordance with prescribed accounting principles, the independent auditor now includes consider-
ation of the client’s performance, validity, and risk management of business processes in asscssing

overall engagement risk (Elliott 1998).
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242 2000-2001 Auditing Section Education Committee

In order to keep pace with these fundamental changes in the market for financial information, calls
for significant change in accounting and auditing education have come from the accounting profes-
sion (e.g., Arthur Andersen et al. 1989; Elliott 1997) and academia (e.g., Accounting Education
Change Commission [AECC] 1990; Williams 1993; Albrecht and Sack 2000). These changes in-
clude taking a broader, less structured, and less technical approach to accounting and auditing in the
classroom, as well as integrating information technology into the curriculum, both as an instructional
vehicle and as a tool to enhance students’ research and communication skills.

Another significant change impacting accounting and auditing education in the United States is
the number of states that have adopted a 150-hour education requirement for the licensing of
certified public accountants. Prior to 1990, only two states, Florida and Hawaii, had 150-hour
requirements in effect. As of 2002, that number has grown to 38 states plus the District of Columbia,
and ninc additional states have enacted the requirement with a future effective date. This change has
led to widespread redesign of accounting curricula across the country.

To determine the impact of these changes on auditing education, we collected a large sample of
auditing course syllabi, performed content analysis on the syllabi, and compared our results to those
of two similar prior studies (Frakes 1987; Groomer and Heintz 1994). Frakes (1987) focused on the
content and delivery of 233 undergraduate auditing courses in the late 1980s. Groomer and Heintz
(1994) reported on 196 advanced auditing courses at the undergraduate and graduate levels in the
early 1990s. As part of our analysis, we identified nine distinct auditing curriculum models among
the institutions in the sample. These models range from a single financial auditing course at the
undergraduate level to several specialized auditing courses at the graduate level.

In comparison with earlier audit course surveys, we found significant changes in both the
content and delivery of audit education. Specifically, we documented an expansion in the coverage
of fraud and technology-related topics in the introductory auditing course. In advanced auditing
courses, we found increased coverage of information technology, including computer-assisted audit
tools and techniques (CAATTs), as well as expanded coverage of internal control concepts. We also
obscrved the addition of more contemporary topics, such as assurance services, in both introductory
and advanced auditing courses. The primary changes in pedagogy we noted include increased use of
team projects, student presentations, cases, and use of the Internet for student research. These and
other issues are discussed and analyzed in the context of the rapidly changing audit and assurance
education environment.

The remainder of the paper is organized as follows. Prior literature addressing the content of
auditing courses is reviewed in the next section to provide a context and motivation for the current
study. This is followed by a brief description of the survey methodology and the data collection
process. Next, we describe the sample demographics, the basic data analysis, and a number of
comparisons between the current survey results and the results of previous studies. The final section
includes a discussion of the study’s limitations, our conclusions, and the implications of the results
for the future of audit education and practice.

BACKGROUND AND LITERATURE REVIEW

In 1989, the eight largest international accounting firms at that time issued a “White Paper” that
discussed the core competencies needed by entry-level accountants (Arthur Andersen et al. 1989).
The paper called for significant changes in the university-level curriculum to address perceived
deficiencies in accounting cducation. In 1990, the Accounting Education Change Commission (AECC)
published its first Position Statement (AECC 1990). The statement discussed the objectives of
accounting cducation, including the skills and knowledge required to become successful accountants,
and how accounting education must change to address the new demands of the accounting profes-
sion. Williams (1993) outlined some developments that necessitated reform of the accounting cur-
riculum, such as the increased complexity of accounting practice, calls for greater accountability,
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Challenges to Audit Education for the 21st Century 243

and the pervasive impact of technology on the accounting profession. He described a traditional
accounting curriculum and illustrated how some schools that had received AECC grant funding were
changing their cusricula to address the current accounting environment. In reflecting on the impact of
accounting curriculum changes during the 1990s, Albrecht and Sack (2000) note that while some
accounting programs have changed, much more needs to be done for accounting to remain a viable,
independent program within schools of business in the future.

This literature called for broad changes in the accounting curriculum so that entry-level accoun-
tants would possess the skill set necessary to succeed in a changing accounting environment. Core
competencies often mentioned included analytical skills, critical-thinking and decision-making skills,
teamwork skills, and communications skills. Although none of these articles specifically called for
changes in auditing course(s), auditors in particular were expected to possess mastery of these
higher-order skills. For example, auditors typically work in tcams, analyze evidence, and think
critically about the evidence they gather, raake unstructured decisions under uncertainty, and must
then communicate their findings. A greater cmphasis on these core competencies should be evident
in auditing courses if academics have indeed responded to these calls for a revised accounting
curriculum.

In addition to these calls for change from the academic community, audit education has come
under pressure to reflect the changing demands of audit practice. For example, Elliot (1997) noted
that accounting firms were expanding their role from traditional auditing services to assurance
services in order to secure future revenue opportunitics. He identified a number of capabilities
needed for this expanded role, including greater knowledge of information technology and risk
assessment, and improvements in the auditor’s ability to detect fraud and cvaluate going-concern
problems. Eilifsen et al. (2001) conducted a field study that illustratcs one of the new
business-risk-based audit approaches and how it differs from the traditional audit approach. Simi-
larly, Shelton et al. (2001) studied accounting firms’ fraud risk assessment capabilities and noted that
the ability to assess fraud risk effectively requires many of the expanded auditor capabilitics identi-
fied by Elliot.

Thus, the central issue this survey addresses is the extent to which current auditing courses
reflect the changes called for in critiques of the accounting curriculum from both academic and
professional sources. Specifically, we examined current auditing course syllabi and determined how
cmerging professional issues, critical thinking, oral and written communication, information tech-
nology, and unstructured problem-solving skills have been integrated into auditing education during
the 1990s, as compared to earlier surveys of auditing course pedagogy and content (Frakes 1987;
Groomer and Heintz 1994).

DATA COLLECTION

Course and demographic data were obtained directly by email from auditing faculty and from
school World Wide Web (Web) sites rather than by mailed requests to department chairs as in prior
surveys. An initial request for auditing course syllabi was emailed to the entire AAA Auditing
Section membership (approximately 1,600). Members were asked to send (electronically or in paper
form) copies of syllabi for all auditing and assurance courses they taught.

One hundred forty-one replics were received, for an overall responsc rate of approximately 8.8
percent. After climination of 26 replies from members who were not then teaching auditing and 20
incomplete or otherwise unusable responses, the initial sample yielded 151 syllabi from 130 faculty
members, representing 95 schools.! A second request, emailed approximately three weeks later, and

I Many survey recipients returned syllabi for more than one auditing course. Additionally, recipients were asked to pass the
request for syllabi on to all faculty teaching auditing at their institutions, some of whom (e.g., part-time and adjunct
instructors) were not members of the AAA. Accordingly, there is no necessary correspondence among: (1) the number of
survey respondents, (2) the number of schools represented, and (3) the total number of syllabi received.
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personal contacts by the authors generated an additional 35 syllabi from 25 faculty members at
20 schools. Thus, the total sample from responses to email requests (Phase 1 of the data collection)
consisted of 186 course syllabi from 130 individuals teaching audit and assurance courses at 115
different schools.

The low overall response rate in Phase | prompted a decision to obtain additional syllabi via a
Web search in Phase 2 of the data collection process.” A comprehensive listing of accounting
programs was obtained from the electronic version of Hasselback’s 19992000 Accounting Faculty
Directory maintained on the Rutgers Accounting Web (Hasselback 1999). The only restriction
placed on sclecting schools from this source was the requirement that all syllabi must be in English.
After eliminating the schools represented by respondents to Phase 1, approximately 750 additional
institutions with accounting programs remained. These were divided alphabetically into lists of 100~
125 and distributed among the authors. Each author performed a Web search for auditing course
syllabi within the schools on his/her list.* Phase 2 yielded an additional 100 syllabi, representing 92
auditing faculty members at 72 institutions.

Demographic characteristics were compared between the original responses and the data ob-
tained directly from the Web. Several differences were noted as follows:

. A significantly lower proportion of courses were identified as introductory in the original
sample than in the Web-based sample (61.2 percent versus 72.8 percent; p < .01).

2. A higher proportion of schools represented in the original sample had AACSB-accredited
accounting programs compared to schools added to the sample by Web-based data collection
(44.3 percent versus 28.8 percent; p = .03).

3. Ahigher proportion of the schools represented in the original sample offered a separate Master’s
of Accountancy compared to schools added in the Web-based sample (61.7 percent versus 45.2
percent; p = .03).

4. A higher proportion of schools in the additional Web-based sample offered only one auditing
course compared to schools in the original sample (45.2 percent versus 22.6 percent; p < .01).

These differences suggest that our initial email sample may have been subject to self-selection
biases. In particular, respondents to the email survey were mainly members of the AAA Auditing
Section and thus may possess greater knowledge of current auditing issues than nonmembers. In
addition, the email survey generally targeted faculty at larger institutions, where greater resources
may allow more advanced course offerings. As such, our results may not be directly comparable to
thosc reported by Frakes (1987), whose sample included a higher percentage of smaller schools.
Additionally, although significant efforts were made to ensure a representative sample, the
course syllabi included in the final sample, and the schools and instructors represented therein, were
gathered on an availability basis. Thus, generalizations to the larger population of auditing courses
should be made with caution. A summary of the data collection statistics is shown in Table I, Panel A.
Each syllabus was analyzed for content on the following dimensions: level of course (introductory
or advanced), type of course (Financial Statement Auditing, Internal Auditing, Information Systems
Auditing, and Other), topical content, basis for grading, teaching methods and pedagogies used, and
textbooks and other resource materials used (e.g., readings, cases, professional standards, professional
examination review manuals, etc.). From these criteria, six categorics of courses were derived. Each
category and its corresponding frequency in the sample are shown in Panel B of Table 1.
Twenty-four syllabi from the Web-based sample were discarded due to incomplete or missing
information. In addition, the sample included three syllabi from courses with highly customized

2 The initial survey rcsponse rate is biased downward due to the fact that many members of the AAA Auditing Section do

not regularly tcach auditing courses. Nonetheless, to avoid potential limitations to the data analysis and the gencralizability
of our findings, we decided to expand our sample to include syllabi publicly available on the Web.

"The Web scarch methodologics utilized in Phase 2 differed among the authors. Some used one or more commercial Web
scarch engines (c.g., Google, Alta Vista) to scarch for Web-based syllabi using a keyword approach. Others searched
college or university Web sites directly for syllabi posted online.
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TABLE 1
Sample Characteristics

Panel A: Response Statistics for Data Collection Phases

Schools Faculty Courses

Frequency Percent Frequency Percent Frequency Percent

Phase 1: Email Survey LS 61.4 130 58.7 186 65.0
Phase 2: Web Search 3 38.6 92 41.3 100 35.0
Totals 188 100.0 222 100.0 286 100.0
Panel B: Courses by Type
Type of Course Sample Discarded” Analyzed
Introductory Financial Auditing 191 16 175
Advanced Financial Auditing
(stand-alone course) 36 7 29
Advanced Financial Auditing
(second course in sequence) 28 1 27
Internal Auditing 17 0 17
Information Systems Auditing 11 0 11
Other® 3 L =
Total 286 24 262

2 Discarded due to missing or incomplete information.
b Includes two Fraud/Forensic Auditing courses and one course in Risk Analysis; not analyzed due to small sample size and
lack of comparability with prior surveys.

content (two fraud/forensic auditing courses and one risk analysis course). These three courses were
eliminated because of sample size limitations and comparability issues. The final sample for analysis
therefore consisted of 262 syllabi, representing five distinct categories of audit course types.

For each of the five course categories remaining in the sample (the introductory coursc and four
different types of advanced courses), a comprehensive list of syllabi content was developed and
refined throughout the data coding process. Two authors and one graduate assistant (who was
unaware of the particulars of the study) independently coded each syllabus based on the content lists,
adding new categories when necessary.*

DATA ANALYSIS
Sample Demographics

The final sample included 262 auditing course syllabi from 188 colleges and universities, includ-
ing 132 publicly supported U.S. schools, 47 private U.S. schools, and nine non-U.S. schools.® The
institutions represented in the final sample cover a substantial range in terms of enrollment, accredita-
tion status, and other measures. Summary demographics of the sample are shown in Table 2.

The overall demographic data allow for a number of high-level comparisons between the cur-

4 We acknowledge the possibility of bias resulting from the usc of authors as coders, but extensive efforts were made to be
as objective as possible in determining topical coverage in cach course. Also, because the coding process did require a
degree of judgment, it was necessary for the coders to have significant expericnce teaching auditing. This precluded the
usc of coders who were completely blind to the study’s purposc and/or coding critcria. To ensure that the graduate
assistant was applying the coding criteria appropriately, one of the authors reviewed her coding and independently
recoded a sample of syllabi. Discrepancies were few and were resolved through discussion. In addition, each of the
coding authors independently reviewed the other’s coding, and all discrepancies were resolved to each coder’s satisfac-
tion by one or morc additional authors.

5 The nine non-U.S. institutions included three each from Australia and Canada, two from New Zcaland, and one from
Singapore.

Issues in Accounting Education, August 2003

Reproduced with permission of the copyrightowner. Further reproduction prohibited without permissionyaanw.r



2000-2001 Auditing Section Education Committee

246

(23vd jx2u uo panunuod)

0001

909 0¢ Gle L 8l 9 S € 000°ST uey} 210N
e9 ¢l 1're 14 8°¢CI € 101 61 000°5Z-100°0T
LS¢E 01 L's¢g 01 98T 8 61 8¢ 000°0Z-100°ST
0'0% 4! 00y GI 00T 9 091 0¢ 000°ST-T00°0T
681 I 8'LE 14! ey 91 L6l LE 000°01-100°S
el € 6'¢t 81 88y 0¢ 8'1¢C Iy IoMaJ 10 000°S
JUSW[oIU [BI0], :D [oueqd

y'Ce 9¢ ¢ 9¢ w vy 87 L:19 911 ON

8'CS 8¢ 6'1¢ £C €<l Il €8¢ cL SOX
weIdold Sununodoy

€6l LT 1'8¢C 91 9'Cs 0¢ £0¢ LS ON

Sov €S VLE 6v 1'ce 6¢ L'69 I€l SeA
[o0yog ssaursng
uonepaINy gSOVYV g [Pued

9 Ky 65 0001 881
£%6E N i i vy v 8y 6 'S"N—UoN
1’61 6 €8¢ En 9Ty 0T 0T v ABALI—'S' )
¥'6€ [4S |43 94 $9C S€ GOL cel Aand—8N
uonmpsuy jo 3d4A, v Pueq
QUG  ASudnbaig JUNIRG  Adudanbaiy QUG  Audnbaiy AU  Adudnbaay
$3SIN0)) 3I0TA] 10 99 ], S3SIN0)) OM, JSIN0)) U Ssuodsay [€10],

PRIRJJO $9S.IN0)) IIURINSSY/JIPNY JO JIQUINN

sorgdeadowd(q spdweg
Td14dvVL

Issues in Accounting Education, August 2003

Reproduced with permission of the copyrightowner. Further reproduction prohibited without permissionyaanw.r



247

Challenges to Audit Education for the 21st Century

149
Sve
Sy
0'6v
0oy
6v

8¢

00

8'LL
L'Y9
0°¢9
1433
781
$9

OiET
¢29
S'sy
cle
00v
GLl
[44

61
1€
143
IS
14!

¥9

1l
L1
LT
01

8¢
0T

Cl

ViLE
LiCC
€98
9ve
evs
S6l
LIS

00

I'T1
¥'6C
(444
9°6¢
94
0°6¢

Lice
vye
¥9¢
05T
0°0¢
€8y
€8¢

€l
01
6¢
9¢
61

14!
14!

98

Lt
{55 (4
gi9
LS

9GL
SHEE

07001
LT
6
8Vl
0°¢C
y9¢
Y9

9°¢9
ciEl
(]!
gey
0°0¢
9843
S'LE

sorqdeaSowra( apdures
(panunuod) 7 FIGVL

€

01
L1
LI

o
8¢

19°81
eT
9t
3€°6S
19°81
16°L6
18°1C

0
8y
06
Vvl
§'se
£'6¢
¢9I1

LT
6'¢T
LTI
S8

091
122!
8'C1

‘opdwres ur pajussardal SJOOYIS JO 9FLIUDIN
-92185p 19)sew (pajeidajuiuou) Juspuadapy] ,
‘swerdo1d 9015p 19)seW/IO[OYOR] PIAJRISAI]

'$90139p ojeame[eddeq AJuo SULIQJJO SuUONMISY] ,

SE
124
08
Y0l
=3
12!
Iy

T
Sy
[44
91
0¢
6¢
yT

"MOI Aq J1u2019d q
‘uwn[od Aq Ju0Id{ .

270
‘aud

siseqydwyg Sununodody yum v g N
,32180p AoUBUNOJ0Y JO I9)SBJA dleIedag
p92I33p pauIquIod IBak-g

92139p I0[oyoRyg 1A

JA[uo 20130p I10[oYdRg IBAL-{

PaI3JJ O $39139( Jo sadA [ : J [oueqd
J[qe[IBAR JOU Bl

G uey} AAON

YAV 4

0C 91 91

ST O IT

01039

JOMA] 10 G

£ynoey Sununoddy Jo IZIS 1 [Pued
J[qe[IEAR JOU BIR(

00S°T uBy 10N

005T-100°C

00071051

00S‘1-100°1

000°1-10S

IoMaJ 10 (00S

JUAWI[[OXUY [00YIS ssaulsng :( [Pued

Issues in Accounting Education, August 2003

Reproduced with permission of the copyrightowner. Further reproduction prohibited without permissionyaanw.r



248 2000-2001 Auditing Section Education Committee

rent sample and the data reported in Frakes (1987) and Groomer and Heintz (1994). First, public
institutions make up just over 70 percent of the current sample (73.7 percent counting only U.S.
schools), compared to 71 percent reported by Frakes and 81 percent reported by Groomer and
Heintz. Second, nearly 22 percent of the schools in the current sample had enrollments of 5,000 or
fewer students, compared to 27 percent reported by Frakes and only 6 percent reported by Groomer
and Heintz. The substantial difference in school size distribution between the Groomer and Heintz
survey and the Frakes survey is due to the focus on advanced auditing courses in Groomer and
Heintz. Because advanced courses are more likely to be offered by large public institutions, their
sample was biased toward larger institutions while Frakes’s sample, which was oriented toward
introductory courses, was biased toward smaller schools.

The overall sample demographic statistics in the current survey lie between those reported by
the two earlier surveys, reflecting this survey’s broader focus on both introductory and advanced
courses. Similar comparisons are evident in the business school enrollments and accounting faculty
size demographics, with the current sample reflecting a middle ground between the generally smaller
schools and faculties captured in Frakes’s sample and the generally larger schools and faculties
reported by Groomer and Heintz.

Other demographic relationships in the current study are consistent with those reported by
Frakes (1987) and Groomer and Heintz (1994). Most notably, larger, publicly supported, and AACSB-
accredited schools are more likely to offer three or more auditing courses, a pattern also reported by
Groomer and Heintz. A slightly smaller percentage of business schools in the current study were
accredited compared to those in Groomer and Heintz (69.7 percent versus 71.9 percent), due to the
much greater proportion of small schools in the current sample. However, the proportion of accred-
ited accounting programs in the current study (38.3 percent) was significantly greater than that
reported by Groomer and Heintz (28.1 percent) and by Frakes (19.3 percent), reflecting continuing
growth in the number of accounting programs receiving separate AACSB accreditation over the past
two decades.

Finally, the number and types of accounting degrees offered by schools in the current sample are
stmilar to those reported in the two earlier surveys, with the exception of five-year master’s degree
programs in accounting. Over 55 percent of schools in the current survey offer a Master’s of
Accountancy degree in a separate (nonintegrated) fifth-year program, compared to 43.4 percent
reported by Groomer and Heintz (1994) and 37.7 percent by Frakes (1987). The same increasing
trend is evident in the percentage of schools offering an M.B.A. with an accounting emphasis. These
increases are likely due, at least in part, to the significant number of states that implemented 150-
hour CPA examination candidacy requirements in the late 1990s.

The overall demographic profiles of schools and accounting programs in the current survey are
consistent with those reported in earlicr studies. Thus, the current sample appears to be a rcasonable
representation of the population of schools and accounting programs despite the different sampling
methodologies employed between the current study and its predecessors.

Curricular Models and Course Delivery Options

The advent of the 150-hour degree requirement has led to the widespread redesign of accounting
curricula in the United States. Many institutions have moved some upper-level accounting courses
that have traditionally been viewed as “CPA preparation” courses (e.g., advanced financial account-
ing and cost accounting) to the fifth year of the degree program. Additionally, some institutions now
offer substantially identical or similar auditing courses at both the undergraduate and the graduate
levels to accommodate a wider variety of degree paths.

In order to determine the extent to which these changes have affected the sequence, level, and
content of courses, nine distinct auditing curriculum models were developed by examining course
catalogs from the institutions included in the survey. The nine models are characterized as shown in
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Pancl A of Table 3. The distribution of programs following each model is also shown in Panel A of
Table 3. Course catalogs from schools represented in the sample were consulted to determine at what
level (undergraduate, graduate, or both) auditing courses were offered.® From this analysis, five
different course delivery methods were also identified. These are shown in Panel B of Table 3.

1t should be noted that many of the curriculum model coding decisions were at lcast partially
subjective, usually due to incomplete data or lack of clarity in course catalog descriptions. For
example, it was not always evident from analyzing an institution’s course catalog whether a two-
course financial auditing sequence was: (1) an introductory course taught over two terms, or (2) an
introductory financial course followed by an advanced financial course, which might use different

TABLE 3
Auditing Curriculum Models and Delivery Level
(n = 188)
Panel A: Curriculum Models*
Model Frequency Percent
1. One introductory financial course only 59 31.4
2. A two-semester (or two-quarter) introductory financial course only 13 6.9

3. An introductory financial course, with financial or generic® advanced courses
available 49 26.0
4. An introductory financial course, with specialized advanced courses (other than

financial) available 1 5.9
5. An introductory financial course, with both financial and specialized advanced
courses available 38 20.2
6. A generic introductory course, with specialized advanced courses available 7/ 3+
7. Auditing taught as part of an integrated accounting curriculum 4 2.1
8. One introductory course, either financial or specialized (elected by student) 5 24
9. One financial course at the advanced level only ) 1s1
188 100.0
Panel B: Course Delivery Methods
Delivery Methods Frequency Percent
One course, undergraduate level 59 314
Multiple courses, all undergraduate level 14 7.4
Multiple courses, all graduate level 1 0.5
Undergraduate introductory course, advanced graduate courses 64 34.1
Undergraduate introductory course, advanced undergraduate and graduate courses 50 26.6
188 100.0

2 All individual courses are one semester or one quarter in duration, unless otherwise noted.
b Courses that include substantial coverage of more than one audit approach (financial, operational, compliance, or
information systems) are termed “generic” (Groomer and Heintz 1994).

Curriculum model 3 (introductory financial course, with financial or generic advanced courses) was the most common
course delivery model in our original sample (27.8 percent of responding schools), followed by model 1 (introductory
financial course only, 22.6 percent) and modcl 5 (introductory financial course with both financial and specialized
advanced courses available, 20.9 percent). For the schools added in the Web-based data, model 1 was the most common
delivery model (45.2 pereent), followed by model 3 (23.3 percent), then by model 5 (17.8 percent). These differences in
proportions arc statistically significant (p = .05) and again highlight the greater representation of smaller, non-AACSB-
accredited schools in the Web-based sample.
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materials or a different pedagogical approach. Only in cases where both course syllabi were included
in the sample can the model codings be considered reliable. As a result, using course catalog
descriptions instead of actual syllabi to develop auditing curriculum models probably understates the
number of two-semester introductory courses and overstates the number of introductory-advanced
course sequences in the final sample and the analysis of auditing curriculum models.

Three findings regarding the curriculum models merit further discussion. First, a large percent-
age of schools in the sample offer a single undergraduate financial auditing course and no advanced
auditing courses. As previously noted, the demographic data indicates that schools with smaller
enrollments and accounting faculties, and schools that are not AACSB-accredited, are less likely to
offer advanced courses. Second, the sample included 12 programs that allow students to take internal
auditing as their first auditing course. Six of these 12 offered an Institute of Internal Auditors (IIA)
endorsed internal auditing program (IIA 2001). Finally, more than 90 percent of accounting cur-
ricula continue to require an introductory financial auditing course at the undergraduate level. This
suggests that auditing is viewed as a significant course in the curriculum for all accounting majors,
even those with no current intention to sit for the CPA examination or pursue a career in public
accounting. Additionally, for those schools that do offer advanced auditing courses, maintaining an
undergraduate financial auditing course as a prerequisite may allow greater flexibility in course
offerings at the advanced and/or graduate course level.

Panel B of Table 3 indicates that 65 schools in the current sample (50.4 percent of the 129
schools with advanced auditing courses) offer advanced courses at the graduate level only. Groomer
and Heintz (1994) reported that 58 percent of the advanced courses in their study were offered only
to graduate students. The decline in graduate-only advanced auditing courses is most likely due to an
increase in the cross-listing of these courses so that they are available to both undergraduate and
graduate accounting students. As noted previously, many accounting programs have increased the
flexibility of their accounting programs to accommodate the greater diversity in students’ accounting
course backgrounds with the advent of 150-hour accounting degree requirements.

COURSE CONTENT ANALYSIS
Data Analysis Methodology

The frequency of topic listings was used as a proxy for the relative importance of topics across
courses. Note that a frequency approach to content analysis raises the possibility of measurement
error, in that some instructors may not present topics as a sequence of separate concepts, but rather
integrate them throughout the course material. For example, while the topic of “Professional Ethics”
may not be listed on the syllabus for a given class period or referenced in a specific chapter in the
textbook, ethical issues may be reinforced throughout the course in terms of cases, homework
assignments, and additional readings. In such cases, the nature and extent of such integration may not
be reflected in syllabus data. A second concern is that the actual scope, delivery methods, and
grading policies of auditing courses may be at variance with the syllabus descriptions of these items.
For these reasons, course syllabi should be viewed as imperfect proxies of actual course content.”

7 Groomer and Heintz (1994) addressed this issue by reporting an additional statistic, the approximate percentage of class
time spent on each topic, in their content analyses. However, their analysis revealed a number of cascs where there was
little correspondence between the reported percentage coverage of a topic and the percentage of class time devoted to the
same topic. Becausc of the difficulties in reconciling the extent of coverage with an approximation of class time spent on
each topic, and the substantial additional cffort involved in computing these statistics, only topical coverage percentages
are reported in this paper.
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Introductory Auditing Courses

One hundred seventy-five courses (66.8 percent of the final sample) were identified as introduc-
tory. Thesc courses were analyzed for topical content and types of course materials used. Pancl A of
Table 4 lists topics covered by at least 5 percent of the introductory course syllabi.®

Basic Analyses

An examination of the most frequently covered topics (listed in 90 percent or more of the
syllabi) indicates a hcavy emphasis on audit planning, particularly in terms of the audit risk model
and materiality considerations. Other topics covered by at least 90 percent of the introductory
courses in the sample include the audit environment, internal control, audit evidence, the audit
process, audit reports, and professional standards.

Panel A of Table 4 provides some additional insights into the relative importance placed on
various topics in the introductory course. For example, the most widely covered transaction cycle is
the revenue cycle, included in nearly 83 percent of sample syllabi. The purchasing (expenditure)
cycle is the next most widely covered at nearly 61 percent, with the remaining transaction cycles
receiving substantially less coverage. The legal environment of auditing, audit sampling, and end-of-
audit procedures are other common topics covered by at least 50 percent of introductory courses.

Emerging issues and less traditional topics exhibit a wide variation in coverage in the introduc-
tory course. For example, over 50 percent of the introductory course syllabi report coverage of
assurance services. However, the extent and depth of the coverage cannot be determined from the
data. Nonetheless, this degree of inclusion appears to reflect the significant emphasis placed on
assurance services by the AICPA since their introduction in the mid-1990s. Likewise, a substantial
proportion (43.7 percent) of introductory courses list coverage of fraud, most likely as a conse-
quence of the more stringent and detailed consideration of fraud required by Statement on Auditing
Standards (SAS) No. 82 issued in 1997.

On the other hand, the introductory course includes relatively less coverage of the impact of
information technology on the audit process. Sixty-three percent of introductory courses include
some general coverage of audit technology, but specific technology applications are listed in signifi-
cantly fewer courses. For example, computer-assisted audit tools and techniques (CAATTSs) arc
covered in fewer than 21 percent of introductory courses. Other recent information technology topics
in auditing receive even less coverage.” Similarly, enterprise-level and process-oriented audit ap-
proaches, such as Business Measurement Process (BMP) or “strategic systems” auditing (Bell et al.
1997), were listed in 6.9 percent of introductory courses, even though many large audit firms re-
oriented their audit planning toward a broader “business risk” view during the late 1990s.'0

Panels B and C of Table 4 illustrate the large increase in the breadth and diversity of text
materials used in the introductory course since the mid 1980s. Frakes (1987) identified ten auditing

$ Many of these descriptions were straightforward (e.g., “Internal Control” was gencrally listed as such). Other topics

required some interpretation by the coders (e.g., the topic “Accountants’ Legal Liability” may have been categorized
under *Legal Environment of Auditing”). Criteria for those items requiring interpretation were agreed upon by the coders
and other authors. Additionally, some syllabi did not contain topic descriptions; rather, they referenced coverage in
specific chapters of textbooks. The coders obtained copies of cach textbook and/or referenced online materials related to
cach textbook to determine the topic coverage of cach chapter, and coded those syliabi accordingly. As noted previously,
the resulting coding of tepics was reconciled to each coder’s satisfaction.

Two specific technology-related audit topics that have received considerable attention recently in the professional
literature are coutinuous online auditing and e-commerce assurance. These topics were cach listed in 6 of the 175
introductory course syllabi (3.4 percent). Other high-profile technology topics with important auditing implications (c.g.,
cnterprisc software and outsourcing of the corporate IT function) received little or no coverage in introductory auditing
courses.

We recognize that some instructors may choose to integrate broad topics, such as fraud and BMP auditing, throughout the
introductory course and thus not list these topics separately in their syllabi. If so, the reported coverage frequencies in
Table 4 understate the actual degree of coverage of these topics in the introductory auditing course.

1(
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TABLE 4
Introductory Auditing Course Content Analysis

Panel A: Topical Coverage (Topics included in at least 5 percent of sample syllabi; n = 175)

Topic Frequency Percent
Audit Role and Environment 169 96.6
Planning: Audit Risk 169 96.6
Internal Controls 168 96.0
Planning: Audit Evidence 166 94.9
Audit Process 164 937
Planning: Materiality 164 937
Audit Reports 162 92.6
Regulations (GAAS) 161 92.0
Planning (General) 150 85.7
Ethics (Includes Independence) 147 84.0
Planning: Analytical Procedures 147 84.0
Planning: Audit Programs 144 82.3
Substantive Testing: Revenue Cycle 144 82.3
Legal Environment 136 LT
Completing the Audit 135 Tl
Sampling: Attribute 116 66.3
Information Systems Auditing (General) 111 63.4
Substantive Testing: Purchasing Cycle 106 60.6
Sampling: Substantive (Classical, DUS, etc.) 102 58.3
Sampling: General 101 i1
Assurance Services 89 50.9
Other Reporting 85 48.6
Fraud 74 423
Planning: Business Risk 66 3T
Substantive Testing: Financing Cycle, Capital 62 35.4
SEC Issues 59 33.%
Substantive Testing: Audit of Cash Balances 52 29
Planning: Client Acceptance 51 291
Planning: Understanding the Client’s Business 50 28.6
Substantive Testing: Investing Cycle, PP&E 47 26.9
Substantive Testing: Payroll Cycle 41 23.4
Computer-Assisted Audit Tools/Techniques 36 20.6
Attestation Standards 31 177
Governmental Auditing 25 14.3
Internal Auditing (operational and compliance) 23 131
Business Measurement Process (BMP) Auditing 13 7.4
Substantive Testing: Auditing the Income Statement 12 6.8

(continued on next page)
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TABLE 4 (continued)

Panel B: Types of Text Materials Used (n = 175)
Text Materials Frequency Percent
Standard Auditing Textbooks (see Panel C) 164 987
AICPA Standards, GAAS Guides, etc.? 46 26.3
Case Books 2.9 14.3
CPA/CIA Review Materials 14 8.0
Instructor Course Packet 14 8.0
Other Books 13 7.4
KPMG Monograph: Auditing through a Strategic-System Lens 8 4.6
Information Systems Auditing Texts 3 1.7
Assurance Services Texts 3 1.7
Writing Manuals 2 11
Nonaudit Texts 2 I&1
Auditing Research Texts 2 sl
AAA Materials l 0.6
CICA Materials 1 0.6
Other AICPA Materials | 0.6
Software/Systems Manuals 1 0.6
Auditing Theory Texts 1 0.6
Panel C: Standard Auditing Textbooks Used (n = 164)
Textbook Frequency Percent
Arens et al., U.S. edition 36 22.0
Arens et al., non-U.S. editions 3 1.8
Gill et al. 3 1.8
Guy et al. 11 627
Kell and Boynton 7 43
Kiger and Scheiner 4 2.4
Knechel 6 35T
Konrath 14 8.5
Messier 25 15.3
O’Rellly et al. (Montgomery’s Auditing) 1 0.6
Pany and Whittington 9 5%
Ricchiute 3 1.8
Rittenberg and Schwicger i/ 4.3
Robertson and Louwers 20 122
Robertson and Smieliauskas 2 1.2
Taylor and Glezen 3 1.8
Whittington and Pany 10 =61,

164 100.0
* Includes applicable non-U.S. standards for non-U.S. courses.
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textbooks, five of which were used by 82 percent of his respondents. In the current study, by contrast,
respondents listed more than 15 specific auditing texts, with the four most common U.S. auditing
textbooks comprising approximately 57 percent of identifiable responses. More importantly, current
respondents report widespread use of additional materials beyond the primary textbook. These
materials range from traditional professional judgment and legal liability cases to unstructured
decision problems, many of which involve ethical issues.

Comparative Analysis of Learning Activities

Frakes (1987) reported the most common learning activities in introductory auditing courses in
the 1980s. The top 11 learning activities from Frakes are compared with the 11 most common
learning activities from the current data (used in at least 10 percent of the introductory courses in the
sample) in Table 5.

Table 5 illustrates some significant pedagogical changes in the introductory auditing course
since the 1980s. Most evident are the reported increases in group work and student presentations
over this time period. These two techniques have been commonly cited as effective means of
improving accounting students’ collaboration and communication skills. Thus, this finding suggests
that these techniques are now widely used in introductory auditing courses. Additionally, the in-
creased role of technology in the classroom over this time period is evidenced through the current
widespread use of instructional videos and Internet-based assignments. At the same time, more
traditional activities, such as textbook-based problem solving, manual practice sets, and term papers
appear to have decreased in emphasis in the introductory course since the 1980s.

TABLE 5
Most Common Learning Activities in Introductory Auditing Courses:
Comparison between Frakes (1987) and the Current Study

Frakes (1987) Current Study?®
Learning Activity Percent Learning Activity Percent
Textbook 99.0 Textbook 84.5
Exercises/cases from text 88.4 Cases and projects 77.6
AICPA professional standards 70.8 Problems 615
Audit cases® 50.5  Group work 54.0
Guest speakers 50.5 Student presentations 42.0
Exercises/cases prepared by instructor 43.1 Readings 31.0
Readings 38.4 Videos 27.0
Donated computer software® 26.9 AICPA standards (for reference) 20.1
Term papers 24.1 Internet assignments 20.1
Locally developed computer software? 20.8 Computer (non-Internet) assignments 16.1
Student presentations 19:9 Guest speakers 13.8

* Activities listed in at least 10 percent of current sample syllabi.

b Includes Trueblood cases and manual and computerized audit practice sets.

¢ Consists mainly of CPA firm-developed proprietary audit software.

d Includes adaptations of spreadsheet software for manual practice sets and other instructor-developed applications.
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Summary of Introductory Auditing Course Analyses

The preceding analyses of current introductory auditing course syllabi highlight some important
changes in both the education environment and the auditing profession between the mid-1980s and
2000. There has been a substantial increase in the quantity and diversity of supporting materials and
resources available to instructors, including a number of audit firm-sponsored cases and simulation
programs. Additionally, dramatic advances in computing power and information access over this
period have provided auditing instructors and students with the ability to obtain and analyze relevant
information from electronic sources worldwide.

The results suggest that the introductory auditing course has been somewhat slow to change
from a traditional, procedures-oriented financial statement focus to an information quality and
process integrity orientation. In addition, the expanded use of supplemental course materials to cover
topics such as assurance services and BMP auditing may also reflect a slow pace of change in the
auditing textbook market. Perhaps the greatest change can be seen in the arca of course pedagogy
and delivery, with much greater emphasis currently placed on group work, student presentations, and
technology-based activities, as compared to the late 1980s and early 1990s.

Advanced Courses

The topical content of advanced auditing courses was compared, when possible, to similar
statistics reported by Groomer and Heintz (1994). The current survey identified four distinct catego-
ries of advanced auditing courses. The nature and content of each course type is discussed and
compared to Groomer and Heintz’s (1994) findings where applicable.!!

Information Systems Auditing Courses

The current sample included 11 syllabi for information systems (IS) auditing courses, compared
to 36 such courses analyzed by Groomer and Heintz (1994).'2 IS auditing courses make up 12.9
percent of the advanced courses in the current sample, compared to 18.7 percent of the Groomer and
Heintz sample. Groomer and Heintz identified nine topics covered in the IS auditing courses in their
sample. The nine most frequently covered topics from current IS audit courses (included in at least 2
of the 11 syllabi) are shown in comparative form with the Groomer and Heintz data in Tablc 6.

Worthy of note are several differences found between the two surveys in the topical content of
information systems courses. First, the emphasis on computer-assisted audit tools and techniques
(CAATTS) increased significantly from the early 1990s to the present. Over 80 percent of the
courses in the current sample include coverage of CAATTSs, compared to 36.1 percent of the courses
examined by Groomer and Heintz (1994). Second, there is substantially greater coverage of internal
controls in the context of information systems in current courses (over 90 percent) compared to those
in Groomer and Heintz’s sample (50 percent). This increase in coverage may be driven by the greater
emphasis placed on electronic controls, particularly preventive controls, in the contemporary infor-
mation systems environment (Weber 1999). Finally, current IS audit courses reflect topics that did
not exist at the time of the prior study, such as assurance services (covered in 9 of the 11 courses) and
e-commerce (covered in 6 of the 11 courses). The extensive coverage of assurance services in
current courses may reflect the high visibility of two technology-based assurance scrvices, WebTrust
and SysTrust. Both of these services are endorsed by the American Institute of Certified Public
Accountants (AICPA) and the Canadian Institute of Chartered Accountants (CICA), and have been
widely discussed in the professional and financial press.

' Given the small number of syllabi in the sample of information systems and internal auditing courses, the generalizations
to the larger population of advanced auditing courses with respect to relative coverage of particular topics should be made
with caution.

12 Groomer and Heintz (1994) refer to these as “EDP Auditing” courses.
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TABLE 6
Most Common Topics Covered in Information Systems Auditing Courses:

Comparison between Groomer and Heintz (1994) and the Current Study

Groomer and Heintz (n = 36) Current Study (n = 11)
Topic Frequency Percent Topic Frequency Percent
Application Controls 18 50.0 Internal Controls 10 90.9
General Controls 18 50.0 Assurance Services 9 81.8
Computer Audit Process 14 47.2 Computer-Assisted Audit
Tools/Techniques 9 81.8

Computer Audit Techniques 13 36.1 Auditing e-Commerce 6 54.6
Generalized Audit Software 12 33:3 Fraud 4 36.4
Other?® 10 2478 Substantive Testing:

Revenue Cycle 4 36.4
Systems Analysis and Design 10 247 Substantive Testing:

Purchasing Cycle 4 36.4
Audit Objectives 9 25.0 Continuous/Online Auditing 3 2.3
Managing the EDP Function 7 19.4 Other® 2 18.2

¢ Not specified.
b Includes Business Measurement Process (BMP) Auditing, Audit Risk, and Other Reporting Issues.

Internal Auditing Courses

Both Groomer and Heintz (1994) and the current study include syllabi from internal auditing
courses: 19 in Groomer and Heintz (9.8 percent of their sample) and 17 in the current study (19.8
percent of the current sample of advanced courses). Table 7 presents a comparison of the 12 most
common topics covered in internal auditing courses as reported by Groomer and Heintz and the 12
most common topics from the current course data.'?

Several differences between the two internal auditing course data sets warrant discussion. First,
a much greater proportion of current internal auditing courses cover statistical sampling techniques
compared to those reported by Groomer and Heintz (58.8 percent versus 10.5 percent). This increase
may reflect a decline in the number of accounting programs offering statistical audit sampling as a
separate course.'* Additionally, there is substantially increased coverage of CAATTs in the current
sample of internal auditing courses compared to the Groomer and Heintz sample (58.8 percent
versus 21.1 percent). This finding suggests that the increased use and availability of microcomputer-
based CAATTs, along with a greater technological emphasis in contemporary internal auditing in
general, may be driving a more technology-based approach in current internal auditing courses.

Similarly, coverage of internal controls, fraud, and fraud examination (forensic auditing) is also
more widespread in the current sample as compared to Groomer and Heintz’s (1994) results. These
increases likely result from the increased focus on these topics in internal audit practice. Interview-
ing techniques and interview psychology, two topics related to forensic auditing, are covered in over
70 percent of current internal auditing courses, but are not listed by Groomer and Heintz. At the same

13 Other topics covered in at least three current internal auditing courses include: Internal Audit Management; Evidence;
Internal Audit Procedures; CAATTSs; Control Self-Assessment; Internal-External Auditor Relationships; and Environ-
mental/Social Responsibility Audits.

4 The Groomer and Heintz (1994) samplc of advanced auditing courses included six that exclusively covered statistical
audit sampling. No such courscs were included in the current sample.
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TABLE 7
Most Common Topics Covered in Internal Auditing Courses:
Comparison between Groomer and Heintz (1994) and the Current Study

Groomer and Heintz (n = 36) Current Study (n =11)
Topic Frequency Percent Topic Frequency Percent
Audit Reports 8 42.1 Internal Audit Standards
(includes Ethics) 15 88.2

Field Work 8 42.1 Internal Controls 14 82.4
The Internal Audit Interviewing Techniques/Psychology 12 70.6

Profession 8 42.1
Human Relations 6 31.6 Internal Audit Reports 12 70.6
Employee and Internal Audit History/Role/Organization 12 70.6

Management Fraud 6 31.6
Internal Controls 5 26.3 Operational Audit Processes 12, 70.6
EDP Auditing 4 21.1 Fraud 11 64.7
Work Papers 3 15.8 Information Systems Auditing (General) 10 58.8
Staff Selection 3 15.8 Sampling (General) 10 58.8
Statistical Sampling 2 10.5 Sampling: Attribute 9 52.9
Other? 2 10.5 Sampling: Substantive 9 52.9
Quality Control ] 5:3 Risk Assessment 9 529

2 Not specified.

time, two traditional internal auditing topics included in Groomer and Heintz, workpaper techniques
and staff selection, did not appear on any syllabi in the current sample.

The comparative topical coverage percentages in Tables 6 and 7 seem to indicate that most of
the listed topics are covered more extensively in current IS and internal auditing courses than in
comparable courses from the early 1990s. As noted previously, however, the degree of correspon-
dence between the reported percentage coverage of a topic and the percentage of class time devoted
to the same topic as reported by Groomer and Heintz (1994) is unknown.

Advanced Financial Auditing Courses

The current sample included 58 auditing courses that were described as “advanced” either in the
syllabus or in the institution’s course catalog. These advanced courses, virtually all of which were
primarily oriented toward financial auditing, fell into one of two categories: independent “stand-
alone” courses (n = 32), or the second half of a two-course sequence (n = 26).'> The content of these
advanced financial courses is shown in Table 8.

Topical coverage in independent advanced financial courses (Panel A of Table 8) is similar to
the topical content of introductory courses (see Table 4, Panel A), with four exceptions: assurance
services (covered in 62.5 percent of advanced courses versus just over 50 percent of introductory
courses); BMP auditing (25.0 percent versus 6.8 percent); audit research (18.8 percent versus 2.3
percent); and international auditing issues (18.8 percent versus 0 percent).

!5 Many advanced auditing courses in this category provide some coverage of internal and/or IS auditing. Although
Groomer and Heintz (1994) referred to such courses in their sample as “generic,” virtually all of these courses in the
current sample were chiefly concerned with financial auditing and thus are referred to as “financial” courses in this paper.
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TABLE 8
Topical Coverage in Advanced Financial Auditing Courses

Panel A: Independent Courses® (n = 32)
(Topics included in at least 10 percent of sample syllabi)

Topic Frequency Percent
Planning: Audit Risk 23 71.9
Audit Reports 21 65.6
Internal Controls 21 65.6
Assurance Services 20 62.5
Audit Role and Environment 20 62.5
Regulations (GAAS) 19 59.4
Planning: Materiality 18 56.2
Ethics (Including Independence) 17 534l
Legal Environment 17 5351
Planning (General) 17 53:1
Planning: Analytical Procedures 17 531
Planning: Audit Evidence 17 53.1
Completing the Audit 16 50.0
Fraud 15 46.9
Substantive Testing: Revenue Cycle 15 46.9
Audit Process 13 40.6
Sampling (General) 12 37.5
Other Reporting 12 37:5
Information Systems Auditing (General) 11 344
Planning: Audit Programs 1l 34.4
Sampling: Attribute 11 34.4
Sampling: Substantive (Classical, DUS, etc.) 11 34.4
Substantive Testing: Purchasing Cycle 11 34.4
Planning: Business Risk Analysis 9 28.1
Business Measurement Process (BMP) Auditing 8 25.0
Computer-Assisted Audit Tools/Techniques 7 21.9
Internal Auditing (operational and compliance) 7 21.9
Substantive Testing: Financing Cycle 7 21.9
Audit Research 6 18.8
Governmental Auditing 6 18.8
SEC Practice Issues 6 18.8
International Auditing Issues 6 18.8
Substantive Testing: Investing Cycle 5 15.6
Planning: Client Acceptance 4 12.5
Planning: Understanding the Client’s Business 4 12:5
Substantive Testing: Payroll Cycle 4 12.5

(continued on next page)
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TABLE 8 (continued)

Panel B: Second Half of Two-Course Sequence (n = 26)
(Topics included in at least 10 percent of sample syllabi)

Topic Frequency Percent
Fraud 19 73:1
Audit Planning (General) 15 57
Audit Risk 15 579
Sampling (General) 14 5349
Sampling: Attribute 14 53.9
Substantive Testing: Revenue Cycle 14 53:9
Substantive Testing: Purchasing Cycle 14 53.9
Internal Controls 13 50.0
Legal Environment 13 50.0
Audit Process 12 46.2
Audit Role and Environment 12 46.2
Planning: Analytical Procedures 12 46.2
Ethics (Including Independence) 11 42.3
Sampling: Substantive 11 423
Completing the Audit 11 423
Other Reporting 10 38.5
Audit Reports 9 34.6
Information Systems Auditing (General) 9 34.6
Assurance Services 8 30.1
Planning: Materiality 8 30.1
Planning: Evidence 8 30.1
Regulations (GAAS) 7 27.0
Audit Research 6 28:2
Planning: Audit Programs 6 2812
Business Measurement Process (BMP) Auditing S 19.2
Computer-Assisted Audit Tools/Techniques S 19.2
Planning: Client Acceptance Decision 5 19.2
Substantive Testing: Financing Cycle 5 19:2
Substantive Testing: Investing Cycle S 19:2
Substantive Testing: Cash Balances 5 19.2
Internal Auditing 4 15.4
Planning: Business Risk Analysis 4 15.4
Governmental Auditing 3 11.6
Planning: Understanding Client’s Business 3 11.6
International Auditing Issues 3 1816
Judgment and Decision Making 3 10146
Career Issues 3 11.6

2 “Stand-alone” courses: i.c., independent of any prior auditing courses in the curriculum.
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Given the greater complexity of both the market demand for assurance services and the nature of
assurance services, the greater coverage of assurance services in advanced courses is not surprising.
Similarly, BMP auditing integrates strategic planning (for both the auditor and the client) into the
audit process, while coverage of audit research and international auditing issues introduces audit
policy implications to the course. Collectively, these four topics increase both the scope and com-
plexity of auditing, and may thus be considered more appropriate or relevant for inclusion in
advanced courses.

In advanced courses that are the second in a two-course sequence (Panel B of Table 8), fraud is
included in a substantially higher proportion of second-half courses (73.1 percent) than either inde-
pendent advanced courses (46.9 percent) or introductory courses (43.7 percent). This difference may
be due to time constraints in the auditing curriculum, particularly in the case of introductory courses.
In addition, prior to the issuance of SAS No. 82 in 1997, fraud was probably more likely to be
covered in advanced auditing courses than in introductory courses.'

Basis for Grading

The basis for computing student grades in undergraduate and graduate courses in the current
sample is shown in comparative form with similar analyses from Groomer and Heintz (1994) in
Table 9.!7 Sample sizes from the current data set are reduced because this information was not
included in all syllabi.

The proportions of each grading element were remarkably similar between Groomer and Heintz
(1994) and the current study for both undergraduate and graduate courses. For undergraduate courses,
tests and quizzes continue to count most heavily, comprising 69.6 percent of course grades in both
studies. Cases and problems represented the second largest grading item at 16.3 percent (20.1
percent in Groomer and Heintz). Attendance and participation (4.6 percent), homework (4.1 per-
cent), student presentations (1.9 percent), term papers (1.6 percent), and other written assighments
(1.9 percent) account for the remainder of undergraduate course grades in the current sample, with
Groomer and Heintz reporting comparable statistics for each item except for student presentations.

For graduate courses, tests and quizzes (46.0 percent) also make up the largest proportion of
course grades, followed by cases and problems at 25.7 percent. Again, these proportions are not
markedly different from those reported by Groomer and Heintz (1994): 42.1 percent and 28.2
percent, respectively. The reduced emphasis on tests and quizzes in graduate courses is offset by
increased weight assigned to attendance and participation (10.8 percent), student presentations (5.6
percent), term papers (6.6 percent), and other written assignments (3.5 percent). The only notable
differences between the current study and the Groomer and Heintz study with regards to graduate
course grade weights are: less weight assigned to term papers (6.6 percent and 15.7 percent, respec-
tively), and the absence of student presentations as a grading component in the Groomer and Heintz
study.

Two differences in grading components between the current study and Groomer and Heintz
(1994) merit further discussion. First, the reduced weight placed on tests and quizzes in graduate
auditing courses compared to undergraduate courses suggests that instructors in graduate courses
tend to emphasize less structured assignments and evaluations of student performance. While not
particularly surprising, this finding does imply that higher-order student skills (particularly critical
thinking and verbal and written communication) may be more fully integrated into the classroom at
the graduate level (i.e., in the fifth year). If so, this would be consistent with the intent of many states’
150-hour accounting programs, in which some of the fifth-year education is intended to stress the

16 Fraud was covered in 31.6 percent of the internal auditing courses analyzed by Groomer and IHeintz (1994). Converscly,
fraud was not listed among the most important undergraduate auditing topics in Bryan and Smith’s (1997) survey of
auditing faculty, and only ten of the 223 respondents listed fraud detection as an important issuc to the profession.

17 The Frakes (1997) survey did not report any grading basis statistics.
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TABLE 9
Basis for Grading: Weighted Average Percentage of Grading Components
Comparison between Groomer and Heintz (1994) and the Current Study
Current Study
Grading Component Groomer and Heintz (1994)® (Minimum — Maximum)®
n =46 n =167

Panel A: Undergraduate Courses

Tests and Quizzes 69.6 69.6
(15.0 — 100.0)
Cases and Problems 20.1 16.3
(3.0 - 80.0)
Attendance and Participation 555 4.6
(2.0 - 50.0)
Homework 2.6 4.1
(2.1 —46.0)
Other Written Assignments 152 1.9
(2.0 - 40.0)
Term Papers 1.1 1.6
(3.8 —40.0)
Student Presentations NR 1.9
(3.8 -35.0)
Panel B: Graduate Courses
n =65 n =60
Tests and Quizzes 42.1 46.0
(15.0 - 85.0)
Cases and Problems 28.2 250
(7.0 - 80.0)
Term Papers 15.7 6.6
(5.0 -35.0)
Attendance and Participation 8.5 10.8
(1.0 - 50.0)
Other Written Assignments 3.5 3i5
(9.0 - 43.5)
Homework 1.7 1.9
(10.0 - 33.0)
Student Presentations NR 5.6
(2.0 - 26.0)
* Weighted average percentages were not reported by Groomer and Heintz (1994); recalculated based upon reported

statistics.

® Minimum and maximum percentage values from syllabi reporting the use of each grading component.
NR = not reported.
Columns may not sum to 100 percent due to rounding.
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broadening of students’ skills beyond technical details and structured problem solving. Second,
student presentations are included in a substantial proportion of both undergraduate and graduate
courses in the current survey, but were not analyzed by Groomer and Heintz (1994). While the
increase may only reflect differences in data collection or presentation between the two studies,
student presentations have become a more common classroom activity since the early 1990s. This
trend may be fueled by increased faculty expectations of students’ verbal communication skills, as
well as the widespread availability of computerized presentation tools.

SUMMMARY AND IMPLICATIONS FOR AUDITING EDUCATION

The analyses of current auditing course syllabi provide mixed results with respect to the current
state of auditing education. On the positive side, there has been a tremendous increase in the
pedagogical and technological resources available to auditing instructors and students. Professors
have increased the use of cases, group activities, presentations, and writing assignments in response
to calls for improvement in communication and problem-solving skills. In addition, there has been an
expansion in the coverage of fraud and technology-related topics in response to calls from academia
and the profession for greater relevance. At the graduate level, there appears to be less specialization
and greater integration of topics since the time of the Groomer and Heintz (1994) study. For
example, independent courses in statistical sampling appear to be less common today than in the
carly 1990s. Instead, an increasing number of advanced courses are incorporating topics such as
assurance services, BMP auditing, and the impact of information technology into a broader study of
auditing and assurance services.

Despite these advances, the evidence from current course syllabi suggests that change in audit-
ing education is occurring more slowly and less comprehensively than the demands of both academic
reformers and recent events affecting the profession would dictate. For example, many schools still
offer a single auditing course. Given the expansion of assurance services and the increased knowl-
edge and skills required in the workplace, a single course in auditing arguably cannot offer adequate
coverage of auditing in the current marketplace. Of course, programs are subject to funding, staffing,
and other limitations, but expanding the auditing curriculum should be a high priority within ac-
counting programs. Additionally, the number of courses that integrate audit technology applications
is still in the minority, and only a slight majority of courses incorporate higher-order learning
activities such as student presentations.

What do these results suggest for the future direction of auditing education? Given that auditing
courses are usually among the last taken in the accounting curriculum, the value of accounting
education may be enhanced if the audit and assurance process is presented as part of an integrative
capstone experience in the accounting student’s educational process, with an emphasis on profes-
sional ethics, information quality, and the market-driven nature of assurance services. A more
holistic approach to auditing education also would provide a framework for students to understand
the tremendous impact that information technology will continue to have on auditing practice as well
as on the development of future assurance services. Toward these ends, we encourage faculty to
critically assess the structure, content, and methods of their current courses in the context of the
results presented herein, and to continue to explore innovative delivery methods and a more integra-
tive approach to teaching auditing and assurance.

Ironically, however, this call for innovation comes at a particularly traumatic time for the
auditing profession. Recent events have created a formidable challenge to audit educators and
practitioners: how to remain at the cutting edge of new technologies, markets, and services while
simultaneously embracing the long-standing professional and ethical foundations of auditing to
regain the public’s trust in the profession. In response to charges that auditor ineffectiveness or even
malfeasance contributed to the highly publicized failures of Enron, WorldCom, Global Crossing,
and other public companies, auditing educators need to reflect on how today’s curricular and
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pedagogical choices might influence the effectiveness of tomorrow’s auditors. Should what we teach
strictly reflect current practice, with the potential risk of overstating the impact of current events and
“trendy” topics? Should we place more emphasis in our courses on the legal and ethical foundations
of the audit profession, even if we must trade off by reducing coverage in other areas? Is there a
“right” balance between traditional topics and emerging issues? What is the proper role of technol-
ogy in auditing courses, both as an educational topic and a pedagogical tool?

These questions must be answered to the satisfaction of all stakeholders in auditing education if
we are to have continuing relevance in the process. The answers, in turn, will require that auditing
faculty actively work with professional organizations, pursue research that addresses real problems
facing the profession, and maintain dialogues with leaders and regulators of the profession. It we are
successful in these endeavors, then auditing education likely will continue to serve as a force for
positive change.
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