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FOREWORD

This research book presents the culmination of a search for a solution to a difficult problem: How 
to increase the success rate of students who, left to themselves, and through no fault of their 

own, will be unable to achieve the success they deserve? The result is a test case of an approach, 
successfully applied elsewhere, which does not change the material taught but magnifies in specific 
ways the importance of valuable educational, and indeed, life skills. 
One of the underlying tenets of this research is the Theory of Reasoned Action. This well-studied the-
ory suggests that positive intentions can be achieved through normative influence and that these re-
sulting attitudes lead to future positive behaviors. The theory has been shown to be viable in a variety 
of contexts, including classrooms. In some of these venues experimenters have demonstrated that 
the desired behavioral changes can be enhanced through the existence of supportive peer groups. 
In this experiment the researchers attempted to change behaviors of students in a large lecture en-
vironment regarding a simple set of typical and relatively mundane classroom skills such as doing 
assigned pre-reading, arriving to class on time, doing homework, and not skipping class. The im-
portance of these were emphasized continuously and obviously throughout the semester.  Also, the 
researchers created a peer group environment by placing smaller groups of students with a specific 
tutor whom they met weekly, as a group. The tutors were selected from successful, advanced stu-
dents, who exhibited the desired outcomes. In these sessions emphasis was focused on activities 
which added learning but also encouraged development of a supportive peer group. In other studies, 
advanced students working with students in this environment were shown to become part of the peer 
group, resulting in added positive impact. 
The results of this experiment stunned me.  I had successfully used this approach in my own 
large classroom. The circumstances faced by these South African researchers was vastly differ-
ent where students were not only attending rigorous classes but also facing significant economic 
disadvantage and cultural differences and were, in most instances, the first in their family to attend 
university.  
My hope had been that these researchers would achieve modest results while working through some 
of the significant implementation issues they faced. To my surprise and delight the pass rates for first-
year accounting diploma students in the pilot group was 23% and 34% greater than for the control 
groups at the two universities. 
Results of this magnitude should not be ignored. In the small 2017 pilot group alone the increase in 
success rate meant that something on the order of 37 students, who would otherwise have failed, 
did not. My contention is that the success they achieved will not be a one-time event but that these 
students will move through life as successes in all they do. This fact alone will contribute to a more 
prosperous future for everyone. 
Due to my experience in performing the experiment in my own large classroom, the project leaders 
approached me to act as independent editor and coordinate the double blind review process. Due 
to my extensive academic network I was able to identify two international reviewers and with the 
assistance of the Southern African Accounting Association a third South African reviewer. Review 
comments were acted on by the researchers, to the satisfaction of the reviewers, which culminated 
in the project being presented in this research book. 

~ Tim Shaftel, Jordan Haines Professor of Accounting and Information Systems, Kansas University, USA ~
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ABSTRACT

In a quest to provide equal access to education in South Africa, selected universities 
or university programmes follow an inclusive student admission approach – low entry 

requirements. Students being admitted to these diploma programmes are generally from 
a marginalised socio-economic background and struggle to perform academically in higher 
education. Universities are expected to implement innovative interventions to enhance the 
success rate of these students.

The primary objective of the study was to propose an adapted teaching approach for the 
accountancy courses of accountancy programmes, to improve the success rate of the 
enrolled students. The findings revealed that the adapted teaching approach significantly 
improved students’ success, student attitude and student behaviour. The teaching approach 
can be implemented in any university setting and programme, in South Africa and elsewhere.

The study followed a multi-phased approach with a research methodology for each phase. 
In Phase 1, a literature study was conducted followed by visits to identified learning sites. In 
Phase 2, qualitative focus group discussions were held with student groups and accounting 
lecturers and a quantitative student survey was administered. Phase 3 included the 
pilot testing of the adapted teaching approach – pivoting around the notion of classroom 
management and student engagement.  

A limitation of the study was that the reasons for good or poor success rates currently 
reported by the participating universities were not investigated, as much of the possible 
reasons may be preceding to students entering higher education or external to the higher 
education environment. The focus was on addressing factors that could be accommodated 
within the teaching and learning environment of the participating universities.
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LIST OF KEY TERMS
Course (or module or unit): In South African terminology, an assessed component of a de-
gree, diploma or certificate programme. In the interests of brevity, the term ‘course’ is used 
in this report when referring to modules or units that meet the definition.

Diplomas: This term, as used here, refers to the three-year vocational qualification pro-
grammes (diplomas) offered by universities of technology and comprehensive universities; 
formerly known as National Diplomas.

Graduation rate: The number of graduates as a percentage of head count enrolments in a 
given year. The meaning is the one used by the South African Department of Higher Educa-
tion and Training, and differs from the common understanding of the term as the proportion 
of a given student intake or cohort that graduates. To avoid confusion, the term for the latter 
measure that is used in this report is ‘(cohort) completion rate’.

Programme: “A purposeful and structured set of learning experiences that leads to a qual-
ification” (Council on Higher Education 2004).

Success rates: The number of full-time equivalents (students passed) divided by the num-
ber of students registered for the particular academic year (including those that cancelled 
their course) – expressed as a percentage.

Student engagement: Defined in terms of two components: Firstly, the amount of time stu-
dents spend on activities that lead to academic success. Secondly, what universities do to 
induce students to participate in activities (CHE 2012:3).

Teaching approach: A description of how to go about teaching students. The description 
may include learning activities, student/lecturer interaction, formative assessments and stu-
dent support.

Undergraduate: In the interests of brevity, ‘undergraduate’ refers to diplomas as well as de-
grees on the South African National Qualifications Framework (NQF) Level six and seven, 
respectively.
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CHAPTER 1
OVERVIEW AND RELEVANCE

1.1 INTRODUCTION

A key strategic objective for the transformation of higher education in South Africa (DOE 
1997) that remains unfulfilled, is to enable academic success for more graduates with the 
skills and competencies that meet the needs of the country (CHE 2013a; CHE 2013b). A 
challenge to conquer is the under-preparedness of school leavers (articulation gap) for the 
academic demands of higher education (CHE 2013a; Ogude, Kilfoil & Du Plessis 2012). A 
study by Scott, Yeld and Hendry (2007) also implicated the under-preparedness of staff at 
universities. Other studies identified a number of exogenous and endogenous factors, such 
as language, the status of the residential area, and access to technology (Du Plessis, Müller 
& Prinsloo 2005; Müller, Prinsloo & Du Plessis 2007; Roos 2009). What is certain is that the 
problem of poor student success is complex and multi-layered (Scott et al. 2007) and that 
South African universities regard student success rates as an area of concern (Steenkamp, 
Baard & Fick 2009) that could be addressed through innovative teaching approaches.

This study was initiated to address the shortcomings of current teaching approaches that 
result in universities having increasing challenges to maintain and improve student suc-
cess rates. According to Strydom, Basson and Mentz (CHE 2012), headcount enrolments at 
South African universities during the 2005-2009 academic years increased by 14 per cent, 
while student success rates only increased by two percentage points. In support, Letseka 
and Maile (2008) stated that in 2001 South Africa had a graduation rate of only 15 per cent – 
one of the lowest in the world. The situation did not improve as the figure of 15 percent was 
confirmed in data from 2011 (Mtshali 2013). The question, however, remains: how do we 
change our structures, cultures, and practices to ensure academic success?

In addition, a requirement of the Higher Education Qualifications Sub-Framework (HEQSF) 
(RSA 2013) is that all university programmes need to conform to the requirements of the 
HEQSF. The HEQSF requires that some academic programmes be redesigned. It provides 
universities with an opportunity to reassess their current teaching approaches and explore 
relevant and innovative teaching methods through which learning can be enhanced to ne-
gate poor student success. Also, this study directly contributes to the Quality Enhancement 
Project (QEP) that is being initiated by the Council on Higher Education (CHE) in South Af-
rica (CHE 2013b). In its quest to enhance the quality of higher education in South Africa, it 

1
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has identified ‘teaching and learning’ as the core function of higher education with the most 
significant need of immediate attention and improvement (CHE 2013b).

In this context, the Tshwane University of Technology’s (TUT) Teaching Community of Prac-
tice (TCoP) in the Faculty of Economics and Finance, and the Nelson Mandela University’s 
(NMU) School of Accounting, decided to embark on a collaborative research study. This 
study investigated possible improvements to be included in a formal teaching approach 
for accountancy diploma learning programmes. The intended result was to improve the 
success rate of accountancy diploma students. Within the context described, the research 
problem follows.

1.2 RESEARCH PROBLEM

Apart from the negative impact student success rates have on the economy of South Africa, 
it also creates challenges for managing the limited resources of universities. In addition, low 
success rates directly affect the financial and emotional well-being of students (Gracia & 
Jenkins 2002; McWilliams 2007). Relevant teaching approaches that include improvements 
and measures implemented by universities to enhance success rates, and subsequently 
graduation rates, are thus imperative to negate challenges and create a skilled, competent, 
and creative workforce for the economy of South Africa. As a result, the research problem 
for this study can be stated as:

Current teaching approaches for accountancy diploma programmes are not 
addressing the shortcomings of students from a marginalised background to 
ensure an acceptable success rate that would meet the vocational needs of the 
economy of South Africa.

In the context of the research problem and the literature discussion to follow, this research 
aimed to achieve the objectives outlined in the next section.

1.3 RESEARCH OBJECTIVES

1.3.1 Primary objective

The primary objective of the study was to propose an adapted teaching approach for un-
dergraduate diploma-type accountancy programmes at TUT and NMU, to improve student 
success rates.

1.3.2 Secondary objectives

To achieve the primary objective, the study was guided by the following secondary objectives:

• conceptualise different teaching approaches and success rate research, through a 
literature review (Phase 1);

• identify and understand the factors that could influence or impede the success of 
underprepared students (Phase 1);
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• describe the current teaching approach for undergraduate accountancy programmes 
at the participating universities (Phase 1);

• observe successful innovative teaching approaches at selected universities (Phase 1);

• explore and analyse the perceptions and preferences of students and academic 
staff members regarding teaching approaches, by means of qualitative focus group 
discussions and a quantitative questionnaire (Phase 2);

• design an adapted teaching approach for first-year financial accounting in accountancy 
programmes (Phase 2); and

• pilot test the adapted teaching approach and measure the success against control 
groups, to gauge effectiveness and feasibility (Phase 3).

1.4 RESEARCH METHODOLOGY

In the context of the research problem and associated research objectives of the study, the 
research was conducted in three phases.

1.4.1 Research methodology for Phase 1

Success rate research (Chapter 2) and different teaching approaches (Chapter 3) were 
conducted by means of a literature review. The applicability and practicality of these ap-
proaches in relation to accountancy programmes were investigated. The current teaching 
approach and lecturer profiles at the participating universities were described based on data 
collected by means of an information sheet and questionnaire, completed by lecturing staff 
of identified courses, similar for both universities (Chapter 4).

The research team used the literature review to identify universities with innovative teaching 
practices for engagement and site visits, observing the teaching approach, student support, 
and faculty (Chapter 5). The number of visits was limited due to budget constraints. As a 
result, the visits were carefully selected in terms of the value it could add to the focus and 
direction of this study.

1.4.2 Research methodology for Phase 2

The research methodology followed in Phase 2 consisted of a combination of qualitative and 
quantitative research methods that was partially informed by the results from Phase 1 of the 
study. The research methods applied consisted of qualitative focus groups (Chapter 6) and 
a quantitative survey (Chapter 7). To ensure objectivity, the focus groups were facilitated by 
skilled independent focus group facilitators.

Since the adapted teaching approach was to be piloted using accounting students, the fo-
cus groups targeted accounting lecturing staff (purposive sample) and two categories of 
first-year accounting students (random sample from registration records) at the participating 
universities respectively. The first student category consisted of students who successfully 
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completed their first year of accounting (current second year students), and the second stu-
dent category consisted of students who were unsuccessful in their first attempt at first-year 
accounting (repeaters). More detail on the number of focus groups and participants can be 
found in Chapter 6 of this study. The data collected from the focus groups serve to justify 
and inform the themes that were included in the development of the survey instrument. The 
focus group data were analysed using a specialised software package for analysing quali-
tative data (Atlas.Ti ®).

The survey questionnaire was partially based on the questionnaire used by Shaftel and 
Shaftel (2005) in their research on accounting education. This information was enhanced 
by the focus group data and literature review. The data were captured and the Statistical 
Package for the Social Sciences (SPSS) (IBM SPSS 2013) was used for statistical analysis. 
The findings from the focus groups and the survey results, together with the theoretical foun-
dation of Phase 1, informed the design and development of the adapted teaching approach 
(Chapter 8).

1.4.3 Research methodology for Phase 3

Phase 3 entailed testing the adapted teaching approach that was developed during Phase 
2. The testing was conducted by piloting the teaching approach in one of the 2017 first-year 
accounting first semester course groups, at the participating universities. Piloting the adapt-
ed teaching approach is explained in Chapter 8.

Lecturing staff and tutors involved in teaching the pilot groups were trained in respect of the 
dynamics of the suggested teaching approach as well as mandatory tutor training provided 
by the Student Development Service divisions at the respective universities. Whether the 
teaching approach could be considered for implementation to improve students’ success in 
accountancy learning programmes were tested. The statistical methods and results of these 
tests are discussed in Chapter 9.

1.5 RESEARCH SIGNIFICANCE

The findings of this study contribute to the teaching and learning practice in general. In 
addition, the study contributes to the literature on accounting education and provides an 
adjusted teaching approach for consideration by accounting educators.  TUT and the NMU 
could benefit from the adapted teaching approach with improved student success rates. The 
adapted teaching approach, or its principles, may also be considered by other universities in 
South Africa and elsewhere. Finally, the findings of this research can contribute extensively 
to the transformation and modernisation of higher education, especially in respect of inclu-
sive diploma-type accountancy education in South Africa.
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1.6 SCOPE OF THE RESEARCH STUDY

The research study was limited by the following:

• The participating universities are both residential institutions. Distance learning was 
thus excluded from the research.

• Students from all accountancy programmes at South African universities, for example, 
B Com Accounting degrees, were not included in the research – the focus was on 
diploma-type qualifications that follow a more inclusive approach in student selection.

• The reasons for good or poor success rates currently reported by the participating 
universities were not investigated, as much of the reasons precedes entry to higher 
education or are external to the higher education environment. The focus of the 
study was on the factors that could be accommodated with the teaching and learning 
environment of the participating universities.

1.7 CHAPTER SUMMARY

The objective of this chapter is to provide substantiation and justification for the study. 
To this end, the chapter provides background by contextualising the research problem 
and associated objectives. The chapter further offers an overview and justification for 
the research design. In addition, the limitations of the research is explained through 
the scope, and the desired outcome is placed into context of the research problem and 
associated objectives of the study. The following chapter consists of a literature review 
on success rates.
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2CHAPTER 2:
SUCCESS RATES IN CONTEXT

2.1 INTRODUCTION

Governments invest large sums of money in their universities expecting output in two key 
areas, namely student success and research activity (Zewotir, North & Murray 2011). For 
the 2014/15 budget, South Africa’s Government allocated 20,9 per cent (amounting to R247 
Billion) of the total annual budget to education and training (Gordhan 2014). As a result, 
South Africa’s Government has expectations for universities to improve student success.

In this chapter, academic success is dissected to identify the influential variables that could 
be accommodated within the design of a teaching approach. A commonly used indicator 
of student academic success in South Africa, is the ‘success rate’. For the purpose of this 
study, ‘success rate’ will refer to the proportion of students who have passed a specific 
course, from the students who initially enrolled for that course, expressed as a percentage.

In exploring students’ success rates, it is appropriate to identify and understand the fac-
tors that could influence student success. Student success occurs when students enter 
a university and are able to complete the learning programme (Kim, Newton, Downey & 
Benton 2010). As a result, student success is an important factor for all stakeholders in that 
it improves the students’ chances of meeting long-term personal and career goals. It also 
demonstrates the university’s accomplishment of its mission to educate and prepare stu-
dents’ graduateness – their ability to find and retain employment, and for life after university 
(Kim et al. 2010), not to mention contributing to the development of the country. In an effort 
to enhance student success, it is imperative that the influencing factors be identified.

2.2 FACTORS INFLUENCING STUDENT SUCCESS

2.2.1	 Factors	influencing	student	success	in	general

Student retention and success is a global concern since student populations have become 
more diversified and non-traditional in nature, and are generally less prepared for higher 
education studies (Jeffrey 2009; Visser & Van Zyl 2013). As a result, a plethora of research 
findings is available for review on the factors influencing academic success globally. Inter-
estingly, available international literature came primarily from the United States of America 
(USA) and Australia. Even though most of the international literature focuses on developed 
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countries, and the universities participating in this study is situated in an African, developing 
country, the literature contained common factors. Table 1 lists factors influencing student 
success that were identified in literature.

Table	1:	Factors	influencing	student	success

USA Australia South Africa Common factors

Personal factors

• Attitudes – 
motivation and 
work ethic, self-
perceptions, 
confidence and self-
efficacy.

• Problem solving – 
critical thinking and 
decision making.

• Values – personal 
preferences and 
beliefs.

• Emotional 
intelligence.

• Attitudes – 
Commitment.

• Choice of study.
• Age.
• Gender.

• Attitudes – 
motivation, approach 
to study, student’s 
belief in own ability, 
effort and self-
discipline.

• Interest in course.
• Cognitive 

competencies.
• Multiple literacies 

and communication 
skills.

• Time management 
skills.

• Language.

• Attitudes.
• Disciplined and 

principled ethical 
behaviour.

• Analyse, synthesise, 
evaluate.

• Emotional 
intelligence.

• Choice of study.
• Effective reading, 

writing, listening.

Circumstantial factors

• High school grade 
point average.

• First generation to 
go to university.

• Socio-economic 
status.

• Ethnicity.
• Geographic factors.
• Financial support.
• Community 

involvement.

• University entrance 
scores, previous 
education, 
educational 
achievement.

• Quality of teaching.
• Class attendance.
• Finances.
• Equipment and 

facilities.
• Health.
• Transport difficulties.

• Current and 
previous academic 
performance and 
academic literacy.

• Quality of teaching.
• Cultural 

expectations.
• Peer culture.
• Status of residential 

area.
• Access to 

technology.
• Interaction between 

student, academic 
and social systems 
of the university.

• Financial support.

• University entrance 
scores.

• Quality of teaching.
• Socio-economic 

status.
• Financial support.

Sources:
Gardiner 1994;
Greg 2009;
Kim et al. 2010;
Radford 2010.

Sources:
John 2004;
Learned 2010;
Marks 2007;
McInnis, Hartley, Polesel & 
Teese. 2000;
Uren 2001.

Sources:
De Hart, Doussy, 
Swanepoel, van Dyk, de 
Clercq & Venter 2011;
Foxcroft & Stumpf 2005;
Roos 2009;
Ngidi 2007;
Van Eeden, De Beer & 
Coetzee 2001;
Zewotir et al. 2011.
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Table 1 indicates that the primary factors influencing student success are not exclusive to 
individual settings (countries). These factors are considered to be the most significant and 
are not necessarily the only factors that may influence student success. However, when 
reviewing these factors, interrelatedness should be considered. From Table 1 it is evident 
that the attitude of a student is primarily the deciding factor to a student’s academic success, 
although, the attitude of a student may be influenced by factors such as the selection of the 
right course. This, according to Uren (2001), is the first step to the successful completion 
of a learning programme. Attitude may also be the cause of inadequate class attendance, 
which Learned (2010) found to be a significant factor in the completion of courses contribut-
ing to student success. Learned even developed a tool to predict student attrition, with class 
participation as a point of departure. Students’ class attendance could also be influenced by 
transport problems that may be as a result of inadequate finance, which may further have 
an overall influence on attitude. Apart from this interrelationship of factors, research findings 
also proved to be contradictory at times as further discussion will show.

Shukakidze (2013) claims that, with regard to student success, different factors work differ-
ently in developed and developing countries, which could be due to an array of reasons, such 
as cultural beliefs, or varying socio-economic circumstances. Strom and Strom (2013) agree 
in their study on student success in the USA in terms of socio-economic circumstances, that 
students from a low-income background did not complete their studies (opposed to students 
from a high-income background), because employment [income] was given higher priority. 
Contrary to these two studies, Visser and Van Zyl (2013) cite a study in the USA which con-
cluded that differences across racial and income groups decrease or diminish when students 
have the requisite academic achievement and relevant non-academic skills, which again shifts 
the deciding factors for academic success away from socio-economic circumstances.

The foregoing is evidence of the complexity associated with addressing student success 
and is indicative of the segmented and structured approach that needs to be followed for 
improvement thereof. Consequently, this study could never accommodate all the identified 
factors, but instead focused on those that can be accommodated within the teaching and 
learning environment of the participating universities. Based on the premise that the student 
has chosen the correct learning programme (accountancy) and possesses the cognitive 
ability to successfully complete the learning programme (entrance requirements), an appro-
priate teaching approach was explored that is suitable for students from a mostly marginal-
ised socio-economic background in an African developing country. 

Furthermore, it is vital for universities to create a culture amongst faculty staff to consistent-
ly invent or consider ways to improve student success. Visser and Van Zyl (2013) support 
this statement by asserting that it is not a question of whether academically underprepared 
students can be expected to succeed, but rather how universities can empower them to 
manage the demands of higher education. The next section focuses on factors relevant to 
accountancy students in particular.
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2.2.2	 Factors	influencing	student	success	in	accountancy	courses

Du Plessis, Müller and Prinsloo (2005) conducted a study in respect of factors affecting stu-
dent success in South Africa, specifically focusing on first-year accounting students. They 
concluded that language (English proficiency), experience in mathematics and accounting, 
prior learning, and numerical skills are essential factors that influence academic success. In 
a sense, Du Plessis et al.’s study is supported by a number of researchers, including Byrne 
and Flood (2008) from Ireland, who found a positive relationship between prior academic 
achievement and academic performance in first-year accounting courses. It is also sup-
ported by Al-Rashed (2001) from Kuwait, as well as Eikner and Montondon (2001) from the 
USA, whose findings indicate that the entering grade point average (GPA) was a significant 
predictor of subsequent academic performance in accounting. Byrne and Flood (2008) also 
cite a Singapore-based study that found prior academic performance as the most signifi-
cant success factor throughout the three years of an accounting student’s degree studies. 
Byrne and Flood then continue to cite contradicting studies that could not find a relationship 
between prior academic performance and prior knowledge of accounting and first-year ac-
counting academic performance.

The conclusion to Byrne and Flood’s study was that student results in a second-year ac-
counting course were better associated with later academic performance than that of a first-
year accounting course. In the end, it cannot be denied that prior academic performance 
and prior knowledge of accounting influence a student’s accounting success, as it should 
give students an advantage over their peers. However, only first-year accounting students 
have this advantage because in later years the non-accounting background student may 
outperform the students that had accounting at school (Byrne & Flood 2008).

To manage the South African secondary schools’ output of inadequate reading and compre-
hension skills, and in support of the findings above, many universities follow an approach of 
admission requirements based on the variables of prior academic performance and prior ac-
counting knowledge that result in an exclusive approach to university admission. Common 
predictors employed by South African universities to ensure high success rates in accoun-
tancy programmes, include matriculation results and standardised admission tests (SATs). 
Van Eeden, de Beer and Coetzee (2001) add to the entrance requirement by suggesting 
multiple selection measures as predictive success indicators – not only matric results and 
SATs, but also the mathematical ability of accounting students. De Swardt and Marx (2013) 
further suggest that a minimum mark level for undergraduate studies in financial manage-
ment should be set for admission to honours level in an effort to improve course success 
rates. Yet, Killen, Marais and Loedolff (2003), echoed by Bargate (1999), assert that selec-
tion methods, such as matriculation results and SATs, only give an approximate indication 
of a student’s likelihood of success at university.

Therefore, although entrance requirements are, to a certain extent, important in ensuring 
high student success rates, it is not an inclusive approach. For the purposes of this study, 
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the recommendation of a student success task force for community colleges in California 
(USA), should rather be considered. Improved tools should be developed and implemented 
to determine entering student skill levels and needs (Targeted News Service 2011) – for the 
adoption of an adequate inclusive teaching approach, rather than an admission criterion. It 
is especially crucial in a South African racial distribution context, where it was reported that 
although the majority of students in higher education are black (81% in 2011) their participa-
tion rate in higher education is still the lowest by far and an inclusive approach for university 
entry may rectify this imbalance.  The racial representation of South Africa in 2011 was 
Black and Coloured 14%; Indian 47% and White 57%; (Rademeyer 2014).

2.2.3	 Factors	influencing	marginalised	accounting	student	success

The student population at the participating universities is primarily Black individuals from 
disadvantaged socio-economic backgrounds. As a result, it was important for this review to 
explore literature focusing on this particular student profile. Gist, Goede and Ward, as cited 
by Sadler and Erasmus (2005), found that the two main predictors of Black USA students’ 
(marginalised minority) accounting success were their high school GPA and admission test 
scores. The third main contributing factor was their performance in mathematics at school. 
However, research findings on all three of these factors influencing student accounting suc-
cess have been inconsistent, with researchers either supporting (Collier & McGowan 1989; 
Clark & Sweeney 1985; Nel & Kistner 2010), or rejecting (Burdick & Schwartz 1982; Bargate 
1999; Killen et al. 2003) the impact of these factors. The consensus, according to Visser and 
Van Zyl (2013), is that high school grades are poor predictors for underperforming school 
leavers and relatively reliable predictors for high-achieving school leavers. The same should 
thus apply to mathematics grades.

The reason provided is that under-performance, especially in South Africa with its history of 
unequal schooling, often reflects the negative impact of educational disadvantages, rather 
than a student’s potential to succeed in higher education. What should be focused on, are 
success factors that lecturers and students deem important. In a study conducted by Sadler 
and Erasmus (2005) on distance learning CTA (Certificate in the Theory of Accounting – 
Accounting honours/postgraduate diploma students) students, these factors are provided in 
order of priority: timeous and regular examination preparation; logical reasoning; consistent 
effort; and effective examination techniques. The findings of Steenkamp, Baard and Frick 
(2009) support this view. They concluded that the poor performance of first-year accounting 
students at a South African university was mostly influenced by poor class attendance, inad-
equate preparation, insufficient time, and a lack of English tuition – to a large extent referring 
to a low level of student engagement.

At the University of Texas in the USA, Sanders and Willis (2009) wrote that although their 
university has many first generation college students and economically underprivileged stu-
dents, they have a reputation for generating high quality students with an excellent student 
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success rate. At this university, the entrance requirements for the accounting learning pro-
gramme are higher than the average entrance requirements for the rest of the universi-
ty’s learning programmes. From 2006, the University of Texas implemented a Principles of 
Accounting Competency Exam for students to test themselves against, and to determine 
whether they are ready for a particular accounting course. This resulted in an increase in 
the student success rate, but deviates from the inclusive approach alluded to in the previous 
discussions.

According to Mabena (1997), South Africa has a lack of Black accounting professionals and 
with the current challenges in the secondary schooling system, universities may have no 
choice but to seek alternative means of ensuring student access and success in accoun-
tancy learning programmes, rather than attempting to improve their success rates through 
‘cream of the crop’ exclusive selection practices. With the assistance of professional bodies, 
universities may have to do more to promote accounting as a career since research has 
indicated that the Black community’s ignorance on accountancy careers is one of the key 
factors for the limited number of Black students entering into the accounting profession.

On the question of why so few Black youth choose to become chartered accountants, in 
their survey Sadler and Erasmus (2005) found that the majority (84%) of student respon-
dents indicated a lack of career guidance. However, due to a concerted effort by the South 
African accounting profession, Black chartered accountants increased by 625 per cent from 
January 2002 to February 2016, to make up almost 25 per cent of chartered accountants in 
South Africa (up from 6.8 per cent in 2002) (Brown 2016).

Apart from the factors directed at the student, it is also important to explore the attributes 
of lecturers as a factor influencing student success. As mentioned in Chapter 1, a study by 
Scott, Yeld and Hendry (2007) also implicated the under-preparedness of staff at higher ed-
ucation institutions in low student success. The research team for this study also believe that 
staff and universities may be underprepared for the type (profile) of student that is entering 
higher education. The next two sections will thus focus on this aspect.

2.2.4 Student under-preparedness at inclusive South African universities

In the context of this study, it is important to understand why solutions to performance chal-
lenges and support strategies implemented at South African universities since 2011 are 
struggling to make an impact. The reason may be that some of the remedial programmes 
implemented were based on student profiles more aligned with historic student generations 
and were, as a result, not compatible with the student generation that is currently enrolling.

As indicated in Chapter 1, the majority of students enrolled at South African universities of 
technology in particular, due to the government policy of increased participation in higher 
education, are not academically prepared for higher education (CHE 2013a). A significant 
reason is the gap that exists between high school preparation and university expectation (CHE 
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2013a; Conley 2007). Universities of technology receive the bulk of student intake from mar-
ginalised backgrounds. To substantiate the under-preparedness of students, the study con-
ducted by Joubert (2010) on predictors of success and non-completion of first-year students 
at the University of the Free State, indicated that the academic background gap of students 
from schools in marginalised areas, is increasingly more than students who graduated from 
the ‘apartheid’ school system. He further condemns the Outcome Based Education syllabus 
implemented in secondary education since 1997 (phased out from 2010), asserting that the 
system effectively disadvantaged under-resourced schools, hence the majority of students 
who graduated from these schools enter universities under-prepared for academic challeng-
es. Sekhukhune’s (2008) study on factors that cause second-year accounting students to 
fail at TUT give credence that it is unfortunate that the majority of these students leave the 
university due to challenges of being unprepared for higher education, further stating that the 
university is not “making any extra efforts to address” these challenges.

In the context of the research problem and in reaching the stated objectives of this study, 
it was vital to review literature on the reasons why some South African students, which 
are labelled by Duff (2004) as ‘effective learners’, succeed, while ‘ineffective learners’ fail 
to progress. In proposing an effective teaching approach, an individual student’s deficien-
cies (profile) that may influence university performance need to be investigated. Known 
negative student attributes may enable university administrators, faculties, and lecturers to 
implement the correct remedial actions in time. In support of this approach, Tinto’s studies 
(Tinto 2012) express that most of the literature on student persistence and retention focus 
more on student departure, which does not help policy makers, administrators, and faculties 
to understand why students stay and succeed. He further expressed that when education 
leaders are unsuccessful at increasing retention, it is usually not as a result of a lack of good 
intentions, but rather from a lack of knowledge.

As university access widens, participation of first-generation university students from low-in-
come families increase (Joubert 2010), which compounds existing problems at universities 
(Duff 2004). Duff affirmed that increased participation contributes to widening the academic 
readiness gap, especially of students from schools in marginalised areas. However, Joubert 
questions whether both the ‘apartheid’ schooling system for disadvantaged race groups as 
well as the Outcomes Based Education syllabus is the sole reason for increased university 
challenges. The fact remains that despite all remedial models and theories implemented, 
the level of achievement is still too low (CHE 2013a).

Focusing specifically on accounting, Roberts (2012) indicated that many first generation 
students who enter university do not complete accounting courses due to a lack of academic 
preparation and incorrect career choice, while Joubert (2010) emphasised that extensive re-
search into factors that contribute to success and failure of first-year accounting is abundant. 
He asserted that some of the factors include teaching and learning methods, class size, and 
tutorials, citing various scholars including Duff, who found that:
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“… learning styles and teaching methods sometimes have an influence on the 
performance of students, but even when students have the same learning style 
and attend the same lectures and tutorials, some are successful in their ac-
counting studies and others are not”   (Joubert 2010).

Turner, Holmes and Wiggens, as cited by Joubert (2010), further explore the following three 
critical predictors of success and non-completion: (i) study attitude; (ii) abstract thinking 
skills; and (iii) students’ time management. Agreeing on the abundance of literature on both 
quantitative and qualitative factors, he cited Engstrom and Tinto, who point out that “there 
are so many complex factors that shape success rate of low-income students – but none 
is as important as academic preparation”. Notwithstanding other research findings, Sekhu-
khune (2008) reported that the major cause of TUT second-year student dropout is related 
to financial constraints, lack of feedback from the university on issues affecting students, 
poor performance influenced by English language proficiency, poor academic support, in-
adequate university infrastructure, and poor teaching and learning styles. Thus, many of her 
recommendations are institution related. She also maintains that:

“Most second-year accounting students find it difficult to cope with the pace 
at which lessons are offered and the load of work allocated to them at institu-
tions of higher learning” (Sekhukhune 2008).

Studies show a high correlation amongst student under-preparedness, attrition, and failure 
rates (Astin 1985; Tinto 2006; Conley 2007; Tinto 2012). Duff (2004) indicated that other 
scholars who investigated attrition identified five major reasons of dropout as: lack of pre-
paredness for tertiary education, personal characteristics and interests, financial issues, 
working during studies, and dissatisfaction with the learning programme. Meanwhile, var-
ious studies found a variety of factors that affect students’ performance in their first year, 
such as age, prior educational achievements, teaching and learning approaches, and high 
school academic preparation. Besterfield-Sacre, Atman and Shuman (1997) maintain that 
first-year students’ success is not only influenced by the knowledge and skills they learn but 
also by the attitude they bring with them to university. 

The reasons or causes for students possessing a particular attitude fall beyond the scope of 
this study, but attempting to create a positive attitude is at the core of its focus. This study 
focusses on the current situation in South Africa based on the premise that an inclusive ap-
proach to higher education is being followed and that entering students are not considered, 
selected, or chosen based purely on school [Grade 12] results.

Braxton, Bray and Berger (2000) caution universities to understand the students they en-
rol, since these students come from different educational backgrounds and therefore bring 
different experiences, attitudes, capabilities, and most importantly, the unacceptable un-
der-preparedness to comprehend accounting principles at tertiary level with them. For this 
reason, during 2011, the Office of the Executive Dean of the Faculty of Management Scienc-
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es at TUT, established an Academic Excellence Office (AEO). The following information is 
an outlined summary of the experiences, observation, achievements, and challenges of the 
Academic Excellence Officer from 2011 to 2014:

“Despite remedial strategies, the performance of students and completion 
of programmes are not yet at an acceptable rate within the Faculty of Man-
agement Sciences at TUT. Of concern is the reason why some students fail 
accounting dismally, while others manage to progress and complete their 
programme while attending the same classes presented by the same lec-
turers. The challenges concerning achievement with respect to tutorial at-
tendance and academic improvement are daunting enough, and to further 
include obstacles such as inadequate mentorship programmes, inadequate 
student development support programmes, and a lack of adequate venues, 
place the challenge of this study into the context of the South African higher 
education dilemma.”

Another factor that needs attention is the profile of lecturing staff, specifically in respect 
of their capabilities [and attitude] to participate in and contribute to the educator compo-
nent of the student engagement phenomenon – what [can] they do to enhance student 
engagement, and do they understand the challenges that higher education in South 
Africa face?

2.2.5	 Lecturer	profile	as	a	factor	influencing	student	success

On a website (Prospects.ac.uk 2014) presenting job descriptions, the job of an university 
lecturer is described as teaching academic and vocational subjects to undergraduate and 
postgraduate students, which includes assessing students’ coursework. Teaching meth-
ods employed include lectures, seminars, tutorials, practical laboratory demonstrations, field 
work, and e-learning. It also mentions that lecturers pursue their own research to contribute 
to the wider research activities of their department and institution, whereas many aim to 
have their research published in the form of a book or scholarly article. Lecturers also aim to 
establish collaborative links outside of the university with industrial, commercial, and public 
organisations. 

From the aforementioned, it is clear that the roles of a dedicated lecturer in higher education 
not only entail teaching duties but include other factors that will not only develop the disci-
plinary capacity of the individual lecturer, but link the student and the education they receive 
with industry. The commitment and capacity of the lecturer are paramount to the educational 
process and, as a result, to the teaching approach being followed.

The TUT, being a university of technology, and the Second Avenue campus of NMU hosting 
the diploma programmes from the previous Port Elizabeth Technikon, come from a back-
ground where lecturers did not focus on research and development, but on vocational ed-
ucation. The observation from the research team were that in the new dispensation, where 
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Technikons merged with traditional universities or became universities of technology around 
the year 2006, few of the old Technikon lecturers have adapted to become true university 
education lecturers that can capture the interest of, and attain engagement with, students 
and industry at an adequate level. In many cases this has led to widespread desponden-
cy and an uncommitted academic staff component. Coupled with inadequate performance 
evaluation systems and government pressure to increase student success rates, the quality 
of teaching at many of the previous Technikons may be severely affected. A teaching ap-
proach that will uphold good quality education and increase the success rates of accountan-
cy diploma students will significantly depend on the commitment and capacity of the lectur-
ing staff that are involved. This aspect can be earmarked as important for further research.

It may be justifiably argued that the institutional culture determines the level at which a lec-
turer is appointed, his or her subsequent teaching and research development, as well as 
his or her industry engagement. It also affects the attitude of the student towards his or her 
studies. The following section focuses briefly on this aspect.

2.2.6	 Institutional	profile	as	a	factor	influencing	student	success

According to the 2010 and 2012 SASSE reports (CHE 2010), “students perform better and 
are more satisfied at universities that are committed to their success and cultivate positive 
working and social relations amongst different groups on campus”. In addition to the SASSE 
reports, the professional image being portrayed by a specific institution instils confidence in 
students, parents, lecturers, and prospective employers, that quality education and profes-
sionalism are key objectives of that institution.

The TUT Ga-Rankuwa campus is situated on the premises of the former Technikon North 
West, an estimated 30km from the Pretoria city centre. Some of the buildings are old insofar 
it has been condemned for use. Unlike the Pretoria West campus, the Ga-Rankuwa campus’ 
gardens are not maintained in the same professional manner. At the time of the study the 
campus was in desperate need of lecturing venues to accommodate all the student contact 
sessions. The need was recognised by university management, however, very little visible 
capital investment has taken place since 2006, when TUT was formed. A capital project to 
build more and larger lecturing venues commenced at the end of 2015.

TUT in general, and the Ga-Rankuwa campus in particular, have in recent years experi-
enced annual student unrest (News24 2014; News24 2012; News24 2010), primarily due 
to issues relating to a national drive for free tertiary education by various political factions. 
In many cases, these protests resulted in violence and destruction that tarnished the repu-
tation of the institution as a stable environment conducive to academic excellence. Internal 
office political struggles have also led to the institution being placed under administration 
in 2011 (Mail & Guardian 2011). It is the view of the research team that the image of the 
Ga-Rankuwa campus in particular, and TUT in general, may be a significant factor negative-
ly influencing the attitude of students and lecturing staff.
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The Second Avenue campus of the NMU is situated on the former Port Elizabeth College of 
Education campus in a well-established upper-class neighbourhood. The campus grounds 
are well maintained, however, lecture venues are not meeting the needs of the lecturing 
staff. The venues are laid out in a typical old fashioned schoolroom style, equipped with very 
limited lecturing aids. The venues were mostly equipped with black boards/white boards and 
data projectors (71%), but without fixed computers (86%), and all venues were equipped 
with overhead projectors, which were seldom functioning. Since 2015, the NMU addressed 
these issues and in 2017 all venues were equipped with computers and workable overhead 
projectors. The buildings and facilities are shared amongst eight academic departments. 
Student accommodation on campus is restricted to only 171 students.

Limited student support services are available on the Second Avenue campus, however, 
students do get immediate assistance when referred to the student counselling department. 
The facility needs of the Second Avenue campus is recognised by NMU management. How-
ever, limited improvement is visible and management do not address all the needs of staff 
and students timely, which may negatively influence the attitude and performance of staff 
and students.

In the context of these discussions, the following section will focus on accountancy teaching 
innovations to enhance student success as opposed to the use of stringent selection criteria.

2.3 ACCOUNTANCY TEACHING INNOVATION STUDIES

Shaftel and Shaftel (2005), from a large mid-western university in the USA, explained how 
they changed the teaching strategies of an accounting course by adopting the Theory of 
Reasoned Action (TORA) grounded approach to enhance student interest and influence 
student attitude and, as a result, behaviour. They structured their teaching approach to 
include periodically checking for understanding by soliciting feedback from students and 
maintaining active participation from students even in a large lecture room setting, and by 
adding small breakaway groups guided by teaching assistants (tutors). Shaftel and Shaftel 
(2005) claimed that influencing the subjective norms (the perceived social pressure to en-
gage or not engage in a behaviour) of students will change the attitude of students, which 
may lead to behaviour that is more conducive to academic success.

Shaftel and Shaftel (2005) measured their new teaching approach with changes in subjec-
tive norms, attitudes and behaviour, in terms of the following positive and negative factors: 
participation, coming on time, doing extra credit, skipping class, cheating, doing homework, 
and studying for tests. The changes from the beginning to the end of the semester were all 
positive, which indicates that student success is heavily influenced by classroom manage-
ment practices. Refer to Section 5.2 for a detailed discussion of the observations made of the 
practical application of this teaching approach, during a visit to the University of Kansas (KU).

Shoulders and Hicks (2008), from the Virginia Polytechnic Institute and State University, 
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described an approach to teaching financial accounting, using testing as a teaching and 
learning tool and not just an assessment tool. They shared that even in programmes that 
attract primarily promising, successful students, attrition rates in intermediate accounting 
courses tend to be high, and excellent performance is the exception, not the rule. Their 
teaching approach is called the ADEPT (Analysis of Diagnostic Exam Prompted Teaching) 
Learning Cycle.

The ADEPT approach helps students to know whether they have achieved sufficient under-
standing of, and proficiency with a topic, and enables them to achieve that proficiency by 
testing (diagnostic exam) them on each topic without any grade impact. A required level of 
proficiency needs to be demonstrated in all related diagnostic exams to allow them access 
to the scheduled grading exam. As a result, the cost [consequence] of non-conformance is 
high and immediate, which results in the majority of students adopting good study habits 
and commitment.

Student deficiencies are identified on a timely basis and addressed on a one-on-one basis 
outside the classroom. The ADEPT approach is an adaptation of mastery learning that dates 
back to the 1920s (Block 1971), where the student only proceeds on to the next topic after 
the previous topic has been mastered – at their own pace. Although proven to be success-
ful, mastery learning is, however, an individualised approach to teaching and learning which 
may not be possible in a large university setting.

Similar to the objectives of the ADEPT approach, but perhaps more practical in a large 
university setting, is the implementation of a series of summative assessments to continu-
ously assess a student’s performance. In the United Kingdom, the University of Winchester 
(Marriott 2009) implemented a series of online summative assessments in a first-year finan-
cial accounting course with the aim of soliciting student engagement, evaluation, feedback, 
motivation and providing both the lecturer and student with performance indicators. The 
author concluded that students perceived a beneficial impact on learning, motivation and 
engagement.

The Aspen Institute (2013) in the USA reported on an Algebra professor’s college excel-
lence programme that used group work to prepare for assessments and where faculty mem-
bers [lecturers] were available in an easily accessible room for consultation by the groups 
[students] to clarify key concepts. This proved to be a highly successful approach and one 
that can also successfully be implemented for accountancy courses. However, commitment 
from lecturing staff to cooperate and support one another with this approach is paramount.

Weil, Mc Guigan and Kern (2011), from New Zealand, proposed the utilisation of an online 
discussion forum for the facilitation of case-based learning in an intermediate accounting 
course. They believed that online discussions as a delivery platform support the learning 
styles of the current generation of ‘digital’ students. They further argued that the use of a 
blended learning approach to intermediate financial accounting can create a shared com-
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munity of practice. In this instance, individual written contributions both stimulate and re-
spond to others’ remarks, public media, or other stimuli. In the end, the learning process is 
dynamic, as each participant contributes to, and then selectively takes from the discussion, 
to further his or her own thinking and, as a result, construct meaning – both socially and 
cognitively. The findings of Weil et al. (2011) suggest that a student perceived benefits in 
being exposed to other students’ opinions, which improves their ability to critically review 
case information, and motivates them to consult additional non-course related material in 
order to meaningfully contribute to a discussion. 

In South Africa, West and Saunders (2006) proposed a humanistic approach to accounting 
education, where educators act as facilitators who assist students in their learning process-
es, instead of the traditional approach where educators impart their knowledge to willing 
and able recipients. This student-centred approach is premised that there is, within persons, 
the innate curiosity and capacity to learn, together with a desire to self-actualisation. These 
researchers were further of the opinion that The International Education Standards for Pro-
fessional Accountants endorse a student-centred approach in that it emphasises concepts 
such as lifelong learning, critical and analytical thinking skills, and deep level learning. Per-
haps one of the most important aspects about this approach is that the learning responsibil-
ity is on the student and without this aspect being engrained in the student culture of a par-
ticular community or institution, it may be a difficult approach to follow in the enhancement 
of student success. It is the opinion of the researchers in this study that the students at the 
participating universities may not be ready for this approach.

As a result of the perceived under-preparedness and therefore underdeveloped learning 
responsibility of students on the Ga-Rankuwa and Second Avenue campuses, the investi-
gation of a project conducted by the University of Cape Town (UCT) (Jawitz & Perez 2014) 
could be of value to this research. The lack of students’ business knowledge and the inability 
of lecturers to show students the practical implication of their teachings in a large classroom 
setting, prompted the staff at the School of Accounting Studies at the UCT to bring the fac-
tory into the classroom by developing video material based on a workbook that is part of 
the syllabus, subsequently integrating the outcomes of three related disciplines. The aim of 
these video aids was to demonstrate to students the inter-relationship of the accountancy 
disciplines, which included learning principles of accounting entries, the business use of in-
formation technology and control concepts by exposing them to practical examples via sim-
ulation, supported by the use of a computerised accounting software package. This study 
not only benefited the students but also the lecturing staff as it enabled the team members 
to think creatively about, and engage actively in, the development of teaching material in 
large classes. 

From the literature review on innovative teaching approaches the following may be consid-
ered when designing the adapted teaching approach for this study:

• Introducing small groups guided by tutors to encourage student participation and 
enhance student monitoring (Shaftel & Shaftel 2005).
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• Creating online discussion forums to stimulate critical thinking and create a community 
of practice among students (Weil, McGuigan & Kern 2011), as well as introducing 
a series of online summative assessments (Marriott 2009). These interventions are 
dependent on the availability of a stable internet connectivity and can only be included 
if the infrastructure at the NMU and TUT is suitable

• Developing/providing video material to create context.

In addition, the following consideration may be more appropriate for the student population 
at the participating universities, opposed to stringent entry requirements. Since English lan-
guage proficiency affects one’s reading and comprehension abilities, it was suggested by 
Du Plessis et al. (2005) that more notional hours (the conceived learning time that it would 
take an average learner to meet the outcomes defined in a subject or course) needed to 
be awarded to the subjects or courses, to enable slower teaching, e.g. extending years of 
study with fewer courses per year. For this research, changes to the structure of existing 
programmes could not be considered but could be recommended when programmes are 
redesigned.

It may be argued that the teaching innovations discussed in this section were based on a 
foundation of good selection criteria and admission testing, which may provide the innovator 
with a better student from the start. The possibility of a better foundation will be ignored in 
this study, since the decision was to focus on an inclusive approach, based on lessons from 
innovative teaching approaches. 

2.4 CHAPTER SUMMARY

This chapter conceptualises the term ‘success rate’ in higher education, revealing its in-
ternational challenge, especially with regards to disadvantaged or marginalised commu-
nities. Factors identified as influencing student success were not necessarily exclusive, 
however according to literature the factors identified were the most significant and rele-
vant to this study. Many factors exist that may negatively influence a student’s success 
in higher education, and many of these factors are interrelated and may have a snowball 
effect. As a result, most universities follow the easy route of exclusive admission to higher 
education, to negate many of the factors that negatively influence success rates. It is the 
conviction of the researchers contributing to this study to follow an inclusive approach by 
not focusing on admission criteria, but rather on lessons learned from teaching innovation 
to enhance student success. Consequently, teaching innovations that may be adopted, 
adapted, or incorporated to achieve the objectives of this study was also reviewed in this 
chapter. The researchers have formulated the adapted teaching approach by consider-
ing the most successful components of the various teaching approaches to address the 
needs of students as determined through the focus groups and questionnaires. In the 
next chapter the focus will be on the formal distinction between teaching approaches 
found in pedagogical epistemology.
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3CHAPTER 3:
TEACHING APPROACHES IN CONTEXT

3.1 INTRODUCTION

Prakash (2011) claims that a person starts to learn the moment s/he is born. The process 
continues throughout life. It is the moulding process for habits, skills, attitudes, and knowl-
edge that will influence how a person adjusts to new situations. He also quotes Yoakman 
and Simpson, who describe nine characteristics of learning as follows:

• Learning is the growth of both physical and mental abilities.

• Learning is the ability to adjust to new situations and circumstances.

• Learning has a definitive purpose.

• Learning is an experience that provides new skills, knowledge, understanding, and 
attitudes.

• Learning is intelligent and meaningful.

• Learning is active, in other words, learning takes place through doing.

• Learning is both individual and social.

• Learning is a product of interaction with the environment.

• Learning affects the behaviour and conduct of the learner.

Furthermore, Nordin, Embi and Yunus (2010) noted that students’ learning must adapt to 
their mobility. They further claim that successful learning is also effective learning. Thus, 
for learning to be effective, it needs to be student-centred, knowledge-centred, assess-
ment-centred, and community-centred (US National Research Council cited by Nordin et 
al. 2010). These four aspects of effective learning indicate that learning is not an individual 
journey; it is rather achieved through environmental and community support (Nordin et al. 
2010). Laurillard (2012) suggests that learning should be treated as a design science, where 
lecturers build on the design of others to create their pedagogy, therefore continually test-
ing, changing, and improving their learning designs. It will be a collaborative effort where 
lecturers create and share their learning designs, or in the context of this study, teaching 
approaches.

The current generation of students leaves educators with no option but to adapt to their fast-
paced technology-driven needs and methods of acquiring knowledge and skills. As a result, 
traditional teacher-centred teaching approaches, whereby knowledge transfer takes place 



Inclusive Accountancy Learning Programmes in South African Higher Education: An adapted teaching approach
21

from teacher to learner (objectivist epistemology), are rapidly being phased out and re-
placed by alternatives, such as learner [student] -centred, constructivist, technology based 
and socio-cultural teaching approaches. The emphasis of these alternatives is on guiding 
and supporting students during the process of learning to construct theoretical understand-
ing of the environment, which they are part of (Brown, Collins, & Duguid 1989; Collins 1990; 
Brown, Ash, Rutherford, Nakagawa, Gordon & Campione 1993; Cobb 1994; Duffy & Cun-
ningham 1996).

In converting teaching methods to modern teaching approaches, educators should focus on 
the constructive activity of students. In addition, educators recognise the need and impor-
tance of workplace-based (real world) learning – learning strategies that will make “learning 
meaningful and purposeful” (Bonk & Cunningham 1998). In light of the research problem 
and related research objectives, it is imperative to consider different teaching approaches. 
The research team supports the opinion expressed on learning and teaching, and agrees 
that for the best learning to be achieved it should be student-centred, and for the current 
generation it should be technology based. However, it is also believed that the student 
should be ready to actively participate in a student-centred setting and the institution must 
be able to support technological innovations, which may not be the case for the diploma 
students at the participating universities.

In investigating a preferred teaching approach, it may be necessary to review the current 
pedagogical understanding thereof. A teaching approach can be described as a process 
through which specific ‘steps and procedures’ are prescribed with the objective to achieve 
desired outcomes and is classified as either teacher-centred, student-teacher negotiated or 
student-centred (Virginia Tech 2011). A teaching practice model, based on a specific teach-
ing approach, typically includes (not a complete list) classroom lectures; tutorial sessions; 
homework assignments; discussion groups; supplemental instruction; and formative and 
summative assessment.

Whether teacher- or student-centred, the success of any teaching approach could depend 
on the degree of student engagement. According to the CHE, student engagement can be 
defined by two key components (CHE 2012): “… first, what students do (the time and ener-
gy they devote to educationally purposive activities) and second, what institutions do (the 
extent to which they employ effective educational practices to induce students to do the right 
things)”.

In the Insight Newsletter of Higher Education in South Africa (HESA), the author wrote in 
the executive summary that one of the problems currently in South Africa’s higher education 
is the high student dropout rate, specifically the low completion rate of Coloured and Black 
students (HESA 2009). One of the suggestions made to parliament was to advise the HESA 
board of better ways of improving teaching and learning outputs across the sector (HESA 
2011). Therefore, it was imperative for this study to find a teaching approach that will im-
prove current teaching and learning in order to address the low success rate.
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Employer expectations have also changed considerably over the years and students do not 
always meet these expectations. In a study conducted by Kavanagh and Drennan (n.d.) on 
accounting students in Australia, the three top skills expected by employers are problem 
solving skills, real life experience of the business world and basic accounting skills. A simi-
lar study was conducted in Hungary, where they found that the skills most lacking in many 
graduates are language proficiency, ability to apply knowledge in practice, and an individu-
al’s motivation. This inability to apply knowledge is a result of the overly theoretical nature 
of their education. Furthermore, their motivation levels and commitment were questionable, 
which had an influence on their attitude to their work (Polyacskó 2009).

Perhaps not surprisingly, the results from a pilot study in South Africa are not much different. 
A comparison was made between what employers expect from graduates and what they ac-
tually experience from graduates in respect of their capabilities. Issues of concern included: 
the inability to find and access information that relates to their written communication skills, 
and their inability to use information, and information and communications technology (ICT) 
skills. In addition, their understanding of the economic and business world did not meet 
the employers’ expectations, and graduates lacked the ability to learn quickly from work-
place experience. Other concerns were the inability to gather applicable information to solve 
problems, and their inability to plan and execute tasks independently from others, which 
implicates that higher education does not prepare the students well enough to apply their 
knowledge in the work place or to meet employer expectations. Lastly, graduates lacked 
openness and flexibility (Griesel & Parker 2009).

A teaching approach through which student engagement is ensured, and through which the 
desired success rate is achieved, is typically based on the continuum that student progress 
is attained through the teaching and learning process as described by Kolb (cited in Visser, 
McChlery & Vreken 2006). This continuum commences with a concrete experience (CE) 
of an event, followed by reflective observation (RO), leading to abstract conceptualisation 
(AC), and finally to active experimentation (AE) – attempting, reviewing of, and reflecting on 
homework assignments (student engagement). In the context of this discussion, the follow-
ing section provides a review of teaching approaches.

3.2 TEACHER-CENTRED TEACHING APPROACH

The traditional teaching approach in its teacher-centred format is outdated (Shaw 2013). Tra-
ditional teaching is classroom-based teaching and involves direct knowledge transfer from 
the teacher to the learner. This is a one-size fits all method and does not incorporate different 
learning styles to suit different student abilities and requirements. The method only works for 
a select few and leads to low success rates. Because students only act on the instruction of 
the teacher, it is referred to as teacher-based. The teaching approach requires much concen-
tration from the student, as they are expected to actively listen for extended periods. Further-
more, limited participation is required from the student (Slabbert, De Kock & Hattingh 2011).
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In educational literature, teaching approaches are mostly based on the distinction between 
‘teacher-centred’ and ‘student-centred’ teaching (Struyven, Dochy & Janssens 2005). Some 
theorists describe the teaching and learning process as a continuum that ranges between 
the two approaches (Kember & Gow 1994). This understanding allows for teachers moving 
from more traditional paradigms of teaching, to a more contemporary teaching approach.

3.2.1 Description and philosophical underpinning

The epistemological assumptions of the traditional teacher-centred, didactic approach to 
teaching have been identified with empiricist-positivist and rationalist views that knowledge 
is ‘discovered’ in much the same way that early explorers discovered new lands, and can be 
described in absolutist or realist terms (Nussbaum 1989). Within this framework, the teach-
er’s role is seen as giving students knowledge that has been defined and organised from 
the teacher’s or expert’s perspective (Scuh 2004). Typical characteristics of teacher-centred 
instruction include more ‘teacher talk and questions’ than ‘student talk and questions’. The 
focus is on: content rather than on the learning process; it involves more whole group in-
struction where the students’ role is mainly passive; relies on textbooks with other sources 
such as media as support; tasks given are mainly theoretical and focus on the recall of fac-
tual information; takes place in a classroom in which desks are in rows facing a board; stu-
dents attempt identical learning tasks individually rather than in groups; and assessments 
are based on content only and marks the end of a learning period (Cuban 1983; Smit, de 
Brabander & Martens 2013). Teacher-centred pedagogy has condescendingly been de-
scribed as: “the minor orbs of the cosmos (the students) revolving eternally about the earth 
(the teacher)” (Catalano & Catalano 1997).

3.2.2 Advantages of the teacher-centred approach

Guided by employer desires, there have been major changes over the past decade in re-
spect of the quality of student learning experiences across diverse systems of higher ed-
ucation, internationally. These changes, especially since the start of the democratic trans-
formation in South Africa after 1994, include new forms of universities, widened access to 
higher education (resulting in more students in each class, more female students, and many 
underprepared students entering higher education), competitive institutional practices, little 
increases in institutional and teaching resources, and so forth (CHE 2013). All these factors 
have an effect on the teaching approach adopted by universities.

Accountancy programmes are vocational in nature and narrow in focus. The competency 
frameworks of professional bodies guide the curricula of these programmes (SAICA 2016). 
Research shows that teaching approaches are related to the discipline being taught and 
that ‘hard’ disciplines involve mainly mass lectures, problem-based seminars (tutorials), 
and case studies or simulations related to professional settings [workplace-based learning] 
(Ylänne, Trigwell, Nevgi & Ashwin 2006).
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To summarise, the advantages of the traditional teaching methods include:

• It gives the lecturer the chance to expose students to unpublished or not readily 
available material.

• It allows the lecturer to dictate the aims, content, organisation, pace, and direction 
of a presentation. In contrast, more student-centred methods, e.g. discussions or 
laboratories, require the lecturer to deal with unanticipated student ideas, questions, 
and comments.

• It can be used to arouse interest in a subject [course].

• It can complement and clarify text material.

• It complements certain individual learning preferences. Some students depend upon 
the structure provided by highly teacher-centred methods.

• It facilitates large class communication.

In light of the above, a question that remains to be asked is whether it is realistic and fair to 
expect educators of accountancy programmes at South African universities to adopt a more 
student-centred approach? The perceived resistance to adopt a student-centred approach 
exists as a result of a higher than norm student/lecturer ratio, including the limited resources 
in respect of lecturing staff and technological equipment and support, underprepared stu-
dents’ inability to take responsibility for their own learning, and the already heavily loaded 
and challenging curricula.

3.2.3  Disadvantages of the teacher-centred approach

Where traditional teaching approaches seemed to be effective, in time major disadvantages 
were identified. Since it encourages very little student participation, students get easily dis-
tracted and their minds wander. Also, it may be difficult to remember all the facts that have 
been transferred in a classroom setting. This method of teaching also leads to students hav-
ing to memorise the work rather than have an understanding of the concepts (Slabbert et al. 
2011). To summarise, the disadvantages of the teacher-centred approach include:

• It places students in a passive rather than an active role, which hinders learning.

• It encourages one-way communication; therefore, the lecturer must make a conscious 
effort to become aware of student problems and student understanding of content 
without verbal feedback.

• It requires a considerable amount of unguided student time outside of the classroom 
to enable understanding and long-term retention of content. In contrast, interactive 
methods (discussion, problem solving sessions) allow the instructor to influence 
students when they are actively working with the material.

• It requires the instructor to have or to learn effective writing and speaking skills.

Internationally, accounting education has been criticised for having a ‘narrow focus’, placing 
too much emphasis on ‘mechanical procedural approaches’, concentrating only on ‘passing 
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the CPA [Certified Professional Accountant] examination’, and failing to acknowledge the 
changing role of accounting professionals (Arthur Andersen 1989; AECC 1990; Albrecht & 
Sack 2000; Gibbins 2002 in Coetzee & Schmulian 2012). Large accounting firms and the 
International Federation of Accountants (IFAC) felt that the focus should also be on devel-
oping analytic and conceptual thinking, and higher-level intellectual skills as part of the com-
petencies of a professional accountant (Ballantine, Duff & Larres 2008).

Luckett (2001) points out that the impact of globalisation has resulted in society demand-
ing that higher education provides more instrumental and operational definitions of knowl-
edge, thus a greater focus on the teaching and learning of ‘transferable skills’. Coetzee and 
Schmulian (2012) report that teacher-centred pedagogy has been, and still is, common-
place in accounting classrooms, and while teacher-centred pedagogy has been successful 
in training bookkeepers, “… it appears less successful at educating accounting profession-
als for their future roles as business leaders and advisors in an ever-changing business and 
financial reporting environment” (Coetzee & Schmulian 2012). 

The success of professional accountants is dependent on the attainment of a broader set of 
professional skills through [higher] education, including intellectual skills, functional skills, in-
terpersonal and communication skills, personal skills, and organisational and business man-
agement skills, behavioural, and technical skills (IAESB 2008). Even though the diploma 
accountancy programmes that are the focus of this study ultimately educate for the account-
ing technician market, these employer expectations were considered when the possibility of 
an adapted teaching approach for vocational accountancy programmes were investigated.

As mentioned, a teacher-centred teaching approach is one in which the teacher [lecturer] 
fulfils the dominant role in the classroom. The lecturer is the medium through which knowl-
edge is transferred to the learner. The teacher-centred teaching approach could be used 
in contrast with student-centred, constructivist, technology based, and socio-cultural teach-
ing approaches. The emphasis in these alternatives is on guiding and supporting students 
during the learning process. The student-centred approach is discussed in the following 
section.

3.3 STUDENT-CENTRED TEACHING APPROACH

According to O’Neill and McMahon (2005), student-centred learning is used widely in learn-
ing literature. Student-centred learning is not a new phenomenon as it was accredited to 
Hayward as early as 1905, and during 1956 it was described in the work of Dewey (O’Sulli-
van cited in O’Neil & Mc Mahon 2005). According to Rogoff (1999), this approach to learn-
ing was expanded into a “… general theory …” of education. The term was further also 
associated with the work of Piaget and Knowles (Burnard 1999). As a consequence of the 
increasing realisation of the value of the student-centred approach, a paradigm shift away 
from “… teaching to an emphasis on learning …” occurred. This paradigm shift resulted in 
moving the responsibility for learning away from the teacher to the student.



Inclusive Accountancy Learning Programmes in South African Higher Education: An adapted teaching approach26

The student-centred approach differs from the teacher-centred approach (objectivist epis-
temology), mainly in respect of the manner in which knowledge is transferred and acquired. 
With the objectivist epistemology, knowledge is transferred from the teacher to the student 
in “packages of information” (Kinchin, Hatzipanagos & Turner 2009). In respect of the social 
constructivist epistemology, knowledge is “socially co-constructed” (Kinchin et al. 2009) by 
students, based on their understanding of their environment. In this instance, the focus is 
placed on the needs, skills, and interest of the student (Norman & Spohrer 1996). According 
to Lea, Stephenson and Troy (2003), the student-centred teaching approach involves “… 
increased responsibility and accountability on the part of the student”. Four main strategies 
are applied (O’Neil & McMahon 2005):

• Allowing the student to learn through practice.

• Making the student more attentive of what they are busy with and the motivation behind 
the content.

• Interaction between students as well as with the lecturer.

• Transferable skills.

3.3.1	 Definition	of	the	student-centred	approach

Published literature reveals that researchers concluded on various definitions for the stu-
dent-centred approach -Table 2.

Table	2:	Definitions	of	student-centred	approach

Author Definition

Kember & Gow (1994) “… Knowledge is constructed by students and that the lecturer is a 
facilitator of learning rather than a presenter of information.”

Rogers (1983) as cited in 
O’Neil & McMahon (2005)

The important precondition for student-centred learning is identified as 
the need for: “… a leader or person who is perceived as an authority 
figure in the situation, is sufficiently secure within herself (himself) and in 
her (his) relationship to others that she (he) experiences an essential trust 
in the capacity of others to think for themselves, to learn for themselves”.

Burnard (1999) “Students might not only choose what to study, but how and why that 
topic might be an interesting one to study”; students’ perceptions of 
the world were important; that they were relevant and appropriate. 
This definition, therefore, emphasises the concept of students having a 
‘choice’ in their learning.

Harden and Crosby (2000) Focusing on the students’ learning and “… what students do to achieve 
this, rather than what the teacher does …” (this definition emphasises the 
concept of the student ‘doing’).
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Author Definition

Lea et al. (2003) They summarise some of the literature on student-centred learning to 
include the followings tenets:

1. the reliance on active rather than passive learning;
2.  an emphasis on deep learning and understanding;
3.  increased responsibility and accountability on the part of the student;
4.  an increased sense of autonomy in the learner;
5.  an interdependence between teacher and learner;
6.  mutual respect within the learner teacher relationship; and
7.  a reflexive approach to the teaching and learning process on the part 

of both the teacher and the learner.

McCombs and Whisler 
(1997) as cited in O’Neil & 
McMahon (2005)

It is a perspective that couples a focus on individual learners with a 
focus on learning. Focusing on individual learners implies looking at 
their heredity, experiences, perspectives, backgrounds, talents, interest, 
capacity, and needs.

The various definitions listed in Table 2 provide a comprehensive view of the possibilities 
that could form part of a student-centred teaching approach. The definition by Lea et al. is 
the most comprehensive of those listed in Table 3.1, and was considered as the definition of 
a student-centred learning approach in the context of this study.

3.3.2 Advantages of the student-centred approach

In a student-centred approach, the focus is on the student and the student’s learning. Quin-
lan (2014) refers to ‘holistic student development’ as students at university not only gaining 
academic knowledge and skills, but also growing emotionally and spiritually. Constructiv-
ism and humanism overlap as both theories are student-centred and involve experimental 
learning and problem solving. Humanism focusses on how individuals acquire emotions, at-
titudes, values, and interpersonal skills (Ormrod 1999). Stapleton (2001) describes the aim 
of humanistic educational strategies as those that lead out the potential of the students and 
assist them in their quest for self-actualisation. This concurs with McCombs and Whisler’s 
definition of what student-centred learning is.

Supporters of student-centred education believe that for deep and meaningful learning to 
occur, students must engage with and co-construct knowledge (Schweisfurth 2001). Re-
search has shown that a student-centred approach is effective. First-year information tech-
nology students were found by Hall and Saunders (1997) to have increased motivation and 
participation, and improved grades. According to Lea et al. (2003), United Kingdom univer-
sity students’ overall confidence was boosted as they felt more respected and were more 
excited and interested in their learning.

3.3.3 Disadvantages of the student-centred approach

This approach, however, is not without its critics and there are many barriers to its im-
plementation. Teachers are inadequately prepared as their education and training is too 
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theoretical (Westbrook, Shah, Durrani, Tikly, Khan & Dunne 2009; Altinyelken 2010), in-
substantial in content and time (Tatto 1991; Vavrus 2009), and is seldom student-centred, 
thus emerging educators do not have a model to base their practise on (Haser & Star 
2009). Other factors that affect the implementation of this approach are student-teacher 
ratios and availability of resources and infrastructure. O’Neill, Moore and McMullin (2005) 
found that the belief systems of staff and students, and the fear that independent learn-
ing may take away the social aspect of the learning process, are further critiques of the 
approach. For the purpose of this study, a balance was sought between teacher-centred 
and student-centred principles that would work best in the particular university setting for 
enhancing student success.

3.4 TECHNOLOGY BASED TEACHING APPROACH

3.4.1 Introduction

As mentioned in Section 3.2 the technology based teaching approach is an alternative to 
the conventional teacher-centred approach. According to Aleksić and Ivanović (2013), the 
traditional approach to teaching (Section 2.2) is no longer relevant to students living in the 
information age as everything we do is influenced by ICT. In an attempt to address the 
education threat, traditional learning was replaced by e-learning and ICT was used to re-
place the lecturer, thus isolating the student educationally and socially. As a result of these 
developments, it was realised that ICT should not only be used as a means of teaching, 
but should form an essential part of the learning process. This study considered the use of 
technology within the infrastructure and support provided by the participating universities, in 
developing the adapted teaching approach.

The use of digital devices and technologies are part of the daily activities of people in gen-
eral. In the past decade the use of mobile devices increased significantly. For example, 
smartphone ownership has increased with 25% since 2013 (Poushter 2016), while the mo-
bile device subscription rate worldwide reached the five billion mark in 2017, which is a pen-
etration rate of more than 66% of the world population (GSM Association, 2018). This trend 
of owning a smartphone also seems to apply to university students. For instance, more than 
86% of students surveyed in the United States (Poll, 2015), the United Kingdom (Deloitte 
US, 2016), Australia (Farley et al., 2015) and Saudi Arabia (Alfawareh & Jusoh 2014) either 
owned or have used a smartphone. Although only 37% of the general population of South 
Africa owned a smartphone (Poushter, 2016), compared to the 96% that owned a mobile 
phone (Statistics South Africa, 2016, 2017), the penetration of smartphones at universities 
in South Africa reflects the worldwide trend (Potgieter, 2015). 

If technology is so readily available and forms such a big part of a student’s day-to-day life, 
then this technology can also be used to support students in their learning, and the lecturers 
in their teaching. It could, therefore, be incorporated (blended) in the classroom-teaching 
environment (Berkowitz, Kung & Eisenberg 2013). 
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The following section explains blended learning possibilities.

3.4.2 Blended learning contextualised

Students are increasingly engaged with the use of technology, except when they are in the 
classroom. In the classroom the trend is to ‘switch off’ rather than ‘switch on’. It is worth noting 
that the current generation of students has grown up with mobile and non-mobile technology 
(smart phones, laptop computers, Tablets and IPads, for example) (Berk 2010). According 
to various authors such as Berk (2010), Black (2010), Reilly (2012), and Howe and Strauss 
(2003), the current generation’s students flourish, amongst others, in circumstances that in-
volve technology; are visual; require rapid response and feedback; are flexible, connected, 
interactive and encourage collaboration. In addition, Traxler (2010) observed that the formal 
university system is currently not synchronised with the world the students experience and 
live in, and suggested that changes need to be considered to align universities with the use 
of mobile technology.

One such a way to align universities with the use of mobile technologies is the incorporation 
of a blended-learning teaching approach (Proulx 2012). Researchers do not agree on the 
definition of blended learning, however, the majority of the definitions have the combination 
of ‘technology’ and ‘face-to-face’ teaching in common (Driscoll 2001; Dziuban, Hartman & 
Moskal 2004; Singh 2003; Poon 2013). For the purposes of this study, ‘blended learning’ is 
defined as the range of possibilities, presented by combining online learning and technology 
with established classroom forms that require the physical co-presence of lecturer and stu-
dents (Friesen 2012).

El-Mowafy, Kuhn and Snow (2013) mention that the use of new technologies in teaching 
and learning could contribute to students’ technical skills and the enhancement of traditional 
teaching methods. The changes in technologies and the use of mobile devices also contrib-
ute to ‘anywhere anytime’ learning (Herrington, Schrape & Singh 2012). Connected mobile 
devices allow students to access and store information with little effort, while podcasts of lec-
tures are available from open universities (Traxler 2010). Furthermore, Hennessy (2014) states 
that the use of technology to support traditional teaching enriches the educational experi-
ence and boosts students’ productivity and graduation rates. In addition, using collaborative 
web tools such as discussion forums, wiki’s and blogs allow students to find information 
quickly, but collectively also allow students to create their own knowledge (Smirnova 2008).

Technologies such as VoiceThread (which allows students to embed an online discussion 
into a lecture), poling and smartphones (which keep the class’ attention and provide a way 
of reflecting on information), and the use of videos in class (to get the best possible content 
available), are some of the technologies Orlando (2011) suggests lecturers use in their 
classes to improve student learning. Adding to this, Laxman (2011) suggests that clickers 
can be used to customise and make learning meaningful, and allow students to engage and 
create an interactive and collaborative learning environment. Lastly, Laurillard, as cited by 
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Jacobson (2013), comments that teachers need to be involved in building a student’s learn-
ing, and therefore need to make use of technology, so that students can develop new digital 
skills they so desperately need in this digital age. Consequently, the literature on a blend-
ed-learning teaching approach, which is a combination of the traditional teaching approach 
and e-learning, and which exploits the best of both, was reviewed (Aleksić & Ivanović 2013).

These discussions substantiate that technology could be incorporated into conventional 
classroom teaching approaches.

3.4.3 Advantages of blended learning

Dzakiria, Don and Abdul Rahman (2012) mention that blended learning has many advantag-
es, such as providing knowledge, social interaction, and access to self-directed and relevant 
experiential learning, while at the same time being efficient and cost effective. In addition, 
while completing a blended learning programme, the student’s information literacy also in-
crease (Dziuban et al. 2004). Gecer and Dag (2012) found that blended learning programmes 
allow students to participate actively, increase their responsibility, students learn more effec-
tively, have easy access to learning material, and are in control of their own learning.

Köse (2010) claims that blended learning can improve the academic achievement of stu-
dents. It is possible through the combination of various technologies and educational tech-
niques. In similar research, authors such as Patterson, Kilpatrick and Woebkenberg (2010), 
Zhu (2007), and Duncan (2005), found that the use of technology, specifically clickers, in 
the classroom has many advantages. Students responded that the use of clickers made the 
lecture more fun and at the same time, improved their understanding of the course material. 
Furthermore, lecturers observed that there is a higher rate of student involvement, participa-
tion, and class attendance when clickers are used.

According to the Christensen Institute (Horn n.d.), blended learning involves leveraging the 
internet to afford each student a more personalised learning experience, meaning increased 
student control over the time, place, path, and/ or pace of his or her learning. Other advan-
tages include increased communication between student and lecturer, improved life skills, 
especially regarding information technology towards the digital generation because of the 
information revolution and to prepare learners for work environment and independent learn-
ing (self-study and self-revision).

3.4.4 Disadvantages of blended learning

Despite all the advantages of blended learning, if you do not have access to an internet 
connection, you do not have access to all the material (Gecer & Dag 2012; Staker & Horn 
2012). Lecturers request additional training and they need the examples of cooperation, 
expert opinions, help with research resources, and building competences for online com-
munication. In addition, Kenney and Newcombe (2011) observe that it is necessary to 
redesign the course, and that it takes time to do so. Newcombe was also surprised that 
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some students lacked the motivation and skills to use technology for education instead of 
social purposes.

3.5 CHAPTER SUMMARY

Considering the low success rates of accountancy diploma students at the participat-
ing universities, the use of teaching approaches that did not keep up with develop-
ment in student-centred teaching approaches and development in technology, the fact 
that many graduates do not meet the expectations of the employer, a new approach 
for teaching and learning was needed. It is evident that a teacher-centred teaching 
approach is preferred and widely practiced for accountancy education. Also, a stu-
dent-centred approach is perceived by many as a more effective way of learning. To-
gether with the technological affinity of the current student generation, the research 
team had to consider all the literature in drafting the outline of a teaching approach that 
may improve the academic success at the participating universities. The next chapter 
will present the current teaching approaches followed for high-risk diploma accountancy 
courses at the participating universities.
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4CHAPTER 4: 
TEACHING APPROACHES AT THE GA-RANKUWA 
AND SECOND AVENUE CAMPUSES

4.1 INTRODUCTION

Formal educational programmes in the RSA are registered, in terms of the Higher Education 
Act, No. 101 of 1997 (RSA 1997), with the South African Qualifications Authority (SAQA). 
The programmes need to comply with critical outcomes that are generic competencies de-
signed to enable and underpin the development of specific generic skills (Carmichael & 
Stacey 2006). The intention of the inclusion of these critical outcomes is to provide the 
foundation for lifelong learning; personal growth; honest business acumen; critical, creative 
thinking; and aesthetic appreciation (Isaacs 1996; Carmichael & Stacey 2006).

Since critical outcomes are legislated and mandatory, it must form part of the accounting 
courses of the learning programmes offered by TUT and NMU (RSA 1995; RSA 1998; 
SAQA 2000; Carmichael & Stacey 2006). Examples of these outcomes include: to identify 
and solve problems; to collect, analyse, organise and critically evaluate information; and to 
reflect on and explore a variety of strategies to learn more effectively. 

Universities have to adopt specific teaching approaches to achieve the prescribed critical 
outcomes, however many lower ranked universities, especially those from a former Tech-
nikon or previously disadvantaged background find it difficult. To place the two participating 
universities in context a section is included on the South African university landscape.

4.2 THE SOUTH AFRICAN UNIVERSITY LANDSCAPE

Currently 26 universities are instituted in South Africa.  These include 12 traditional univer-
sities, 8 comprehensive universities and 6 universities of technology. Of the 26 universities, 
seven are classified as historically disadvantaged (refer to Table 3).
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Table 3: South African universities

Traditional Universities Historically Disadvantaged

Free State University

North West University

Rhodes University

Sefako Makgatho Health Sciences University

University of Cape Town

University of Fort Hare Yes

University of Kwazulu- Natal

University of Limpopo Yes

University of Pretoria

University of Stellenbosch

University of the Western Cape Yes

University of Witwatersrand

Comprehensive Universities

Nelson Mandela University

Sol Plaatje University

University of Johannesburg

University of Mpumalanga

University of South Africa

University of Venda Yes

University of Zululand Yes

Walter Sisulu University Yes

Universities of Technology

Cape Peninsula of Technology

Central University of Technology

Durban University of Technology

Mangosuthu University of Technology Yes

Tshwane University of Technology

Vaal University of Technology

(Source: DHET 2013)

In 2017 Business Tech prepared a summary combining the results of the world’s six major 
university ranking systems.  The results revealed the UCT to be the top ranked university 
in South Africa followed by the University of the Witwatersrand and Stellenbosch University 
(BusinessTech 2017). The TUT and NMU ranked 12th and 13th, respectively. 
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TUT and NMU, however, are products of a process where higher education institutions were 
merged (TUT – 1 January 2004; NMU – 1 January 2005) to redress historically unequal 
resource allocation.  TUT was formed by the merger of the Technikon Pretoria, Technikon 
North West and Technikon Northen Gauteng.  Both the latter two Technikons were situated 
in marginalised communities and were recognised as previously disadvantaged institutions. 
The Ga-Rankuwa campus of TUT is situated on the site of the old Technikon North West. 
NMU was formed by the merger of the University of Port Elizabeth, the Port Elizabeth Tech-
nikon, and the Port Elizabeth campus of the Vista University. The second avenue campus is 
situated on the site of the old Port Elizabeth Technikon that continue to present the diploma 
qualifications.

A study conducted at the Walter Sisulu University found that participants identified a lack of 
resources such as computers, functioning computer labs, Wi-Fi connectivity and the inade-
quacy of library facilities (Sonn 2016).  Many of the factors that have emerged from the cur-
rent study at TUT and NMU is similar to those experienced at this historically disadvantaged 
university. The teaching approaches currently applied by the two participating universities 
are outlined in the following sections.

4.3 CURRENT TEACHING APPROACHES APPLIED AT THE 
PARTICIPATING UNIVERSITIES

The research method applied to obtain the data in respect of the current teaching approach-
es at the two participating universities included an information sheet (Annexure 1) that was 
distributed to lecturers and coordinators of specific courses. Research ethics approval was 
obtained from both universities before the data were collected from academic staff members 
(Annexure 2).

The information sheet requested information in respect of the following:

• the number of students in class;

• time spent on instruction (formal classroom lecturing, number of sessions per week, 
length of time of sessions, tutorial sessions, supplemental instruction and blended 
learning);

• formative and summative assessment methods;

• study and lecturing material; and

• further teaching activities and/or interventions used.

The courses for which information was obtained included Financial Accounting, Auditing, 
Internal Auditing, Cost and Management Accounting, and Taxation. The courses were 
limited to the first, second and third academic years.

4.3.1 Formal instruction

Table 4 summarises the formal instruction activities of the two universities. The TUT figures 
for ‘number of full-time students’ are substantially higher than those shown for NMU for all 
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four disciplines. These differences are attributable to the fact that TUT offers courses in 
these disciplines to more learning programmes than in the case of NMU.

On average, NMU lectures approximately one hour more per week per course than shown 
for TUT (2.4 hours and 1.5 hours respectively). Monitoring class attendance, although con-
ducted, is not regarded as important for both universities as no punitive measures are taken 
for poor class attendance. In respect of tutorial sessions, NMU lecturers reported that it is 
offered in the accounting courses only, while in the case of TUT these are offered in ac-
counting and auditing courses.

Consultation time is available to students in all four disciplines of the two universities (more 
than 2 hours per week for all disciplines). Supplemental instruction is only available for NMU 
students in the accounting courses. At TUT eight courses (compared to two at NMU) are 
offered by using blended learning such as Moodle, SharePoint, WebCT, or Blackboard.

Table 4: Formal instruction activities by subject discipline

Activity
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Number of full-time students 150.2 90.0 144.0 204.7 690.4 690.0 942.3 438.7

Is attendance monitored? 
Yes (1) / No (2) 1 - 1 - 2 - - 2

Formal classroom lecturing 
(number of hours per week) 2.4 3.0 2.3 2.3 1.5 1.5 1.5 1.5

Number of sessions per week 
(formal classroom lecturing) 1.4 2.0 1.3 1.5 1.1 1.0 1.2 1.2

Tutorial sessions per group 
(homework discussion) 0.4 - 0.7 - 0.4 - 0.6 0.3

Number of tutorial sessions per 
week - - - - 0.6 - 0.6 0.8

Consultation time 
(number of hours) 2.1 2.0 2.4 1.5 2.4 2.3 2.5 2.5

Supplemental Instruction (SI) 
(number of hours) 0.2 - 0.5 - - - - -

Is the course offered by means of 
electronic or web-based platforms 
(e.g. Moodle, WebCT, Blackboard)

2.0 - 2.0 - 8.0 2.0 - 6.0

*Cost and Management Accounting
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4.3.2 Assessment activities

Table 5 illustrates the activities engaged in by the two universities with regard to assessing 
students in the three subject disciplines. Activities include class tests, semester tests, and 
homework assignments. The semester tests contribute most to the students’ examination 
admission mark. At NMU these contribute 100 per cent and at TUT between 90 per cent and 
100 per cent. In the accounting and cost and management accounting courses at TUT, the 
assignment and class tests also contribute to the examination admission mark. On average, 
NMU gives substantially more homework assignments to students in the cost and manage-
ment accounting discipline compared to the other two disciplines at NMU, and all disciplines 
at TUT. The submission of homework assignments for assessment is not required for all 
courses. Suggested solutions are provided in some instances.

The two universities have similar approaches insofar the formal examination of the courses 
in the three disciplines are concerned. The final assessments consist of one 3-hour (180 
minutes) examination paper totalling 100 marks, with a similar re-assessment for students 
who failed the first attempt and qualify for the re-assessment. The examination contributes 
to 60 per cent of the final mark at NMU and 50 per cent at TUT.

Table 5: Assessment activities by subject discipline

Activity
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Number of class assessments 
per semester (excluding formal 
exams)

0 1.3 0 - 0 0.3 3.2 -

% Contribution of class test to 
admission mark 0.0% 0.0% 0.0% 0.0% 0% 6.7% 10.0% 0.0%

Number of semester tests per 
semester 3 2.0 2 2.0 2.0 2.0 2.0 2.0

% Contribution of semester 
tests to admission mark 100% 96% 88% 100% 93.3% 93.3% 90% 100%

Number of homework/assign-
ments per semester 0 1.7 23 - 1 2.3 30,4 0.7

Is the homework/ assignments 
handed in? Yes/No No Yes Yes No Yes Yes Yes Yes

Are the solutions provided? 
Yes/No No Yes Yes No Yes Yes Yes No

% Contribution of homework/
assignment to admission mark 0 4.0% 12.0% 0.0% 6.7% 0% 0.0% 0%
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Formal examination

Number of assessments 0 1 1 1 1 1 1 1

Length of time (minutes per 
assessment) 0 180 180 180 180 180 180 180

Total marks (per assessment) 0 100 100 100 100 100 100 100

%-contribution to final mark 0 60% 60% 60% 50% 50% 50% 50%

*Cost and Management Accounting

4.3.3 Textbooks and lecturing material

Similar results are reported in Table 6 in respect of textbooks and lecturing material for the 
two universities. Textbooks and lecturing notes are available to students and there is a hard-
copy in the university library for all courses included in the three disciplines. It is a concern, 
however, that in the case of NMU, the average for using these textbooks in the classroom is 
3.3 on a five point Likert-type scale (1 = never and 5 = always). The usage of textbooks in 
the classroom is reported at an average of 4.7 on the same Likert-type scale for TUT.

Table 6: Textbooks and lecturing material usage by subject discipline

Activity

NMU TUT

Ta
xa

tio
n

A
cc

ou
nt

in
g

C
M

A
*

A
ud

iti
ng

Ta
xa

tio
n

A
cc

ou
nt

in
g

C
M

A
*

A
ud

iti
ng

Text Books 

e-Books? Yes/No Yes No No Yes Yes No No Yes

Hard copy? Yes/No Yes Yes Yes Yes Yes Yes Yes Yes

Available in Library? Yes/No Yes Yes Yes Yes Yes Yes Yes Yes

How often are textbooks used in class? 
Scale 1-5 : 
1 - never
5 - always

3.3 - 2.8 4.3 4.7 5. No 5. No 4.3

Lecturing Notes

Electronic Format? Yes/No Yes No No Yes Yes Yes Yes Yes

Hard copy? Yes/No Yes Yes Yes Yes Yes Yes Yes No

Available in Library?

Yes/No
Yes Yes Yes Yes Yes Yes Yes Yes

*Cost and Management Accounting
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The teaching approaches followed by the two universities are similar in most respects. The 
two universities have relatively large class groups for all three disciplines. The approaches 
can be summarised as consisting of classroom lecturing as the primary mode of delivery 
with a combination of formative and summative assessments (class tests, semester tests 
and formal examinations). Tutorial sessions do not form part of the teaching approach for 
the majority of the courses and can thus not be regarded as forming an integral part of the 
teaching approaches. Although blended learning options (e-books, WebCT, Moodle, Black-
board and SharePoint) are available at both the universities, few courses are taught using 
these resources – leaving blended learning not fully part of the teaching approaches.

The following section discusses the profiles of the academic staff associated with the two 
universities.

4.4 PROFILES OF LECTURING STAFF AT PARTICIPATING UNIVERSITY 
CAMPUSES

An electronic survey was conducted to obtain information on the profiles of the lecturing staff 
at the two participating campuses. The reason for the survey was that lecturing staff is re-
garded as an important factor insofar as accounting students’ success rates are concerned. 
The questionnaire requested lecturing staff of all the first, second and third year accounting, 
auditing/internal auditing, cost and management accounting, and taxation courses to pro-
vide information in respect of the aspects that will be presented within this section.

Respondents firstly had the opportunity to express their choice and willingness to participate 
in the survey and that they understand the information they provide will be treated confiden-
tially and that it will be used for research purposes only. In addition, respondents indicated 
that they understand that participation in the survey is anonymous.

The rest of the questionnaire was divided into two sections, namely ‘Lecturing staff profile 
and workload’; and ‘Administrative activities’. With regard to the first of these sections, re-
spondents were firstly requested to provide biographical information such as their gender, 
the university they were associated with, their type of appointment, highest academic quali-
fication, professional designations/ certifications, number of years lecturing experience, and 
number of years’ experience in accounting or related practice. Secondly, respondents were 
requested to indicate the number of hours per week they spend on aspects such as course 
coordination, academic learning programme management, preparation for lectures, formal 
classroom lecturing, student consultation time, assessment, formal academic research, ac-
ademic administration, and personal training and development. In respect of the administra-
tive activities section, respondents were requested to provide information on the adequacy 
of administrative and secretarial services provided to them.

The descriptive results of the survey are not summarised separately for the participating uni-
versities, since the objective of the survey was not to perform comparative analysis between 
the two entities.
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4.4.1	 Lecturing	staff	profile	and	workload

The first question of this section of the questionnaire requested respondents to indicate the 
particular university they are affiliated with, mainly to enable the researchers to distinguish 
between the responses of the respondents for statistical analysis purposes. A total of 24 
responses were received - 10 from TUT and 14 from NMU. Since the total number of ac-
ademic accountancy staff at TUT was 25 people at the time of the survey, where selected 
information could be obtained on the staff profiles from university records, these were pre-
sented in the chapter.

The second question of this section (Question 3) requested the respondent to indicate the 
subject discipline that they are primarily teaching in. Table 7 summarises the responses 
obtained in respect of the primary subject discipline of lecturing staff. In respect of the TUT 
responses, 20.8 per cent primarily teach auditing or internal auditing, 41.7 per cent primarily 
teach accounting, 25 per cent primarily teach cost and management accounting, and 12.5 
per cent primarily teach taxation. For NMU lecturing staff, 14.3 per cent primarily teach au-
diting or internal auditing, 28.6 per cent primarily teach accounting, 35.7 per cent primarily 
teach cost and/or management accounting, and 21.4 per cent mainly teach taxation.

Table 7: Primary subject discipline of staff

Primary subject discipline
TUT NMU

Count Percent Count Percent

Auditing/Internal Auditing 5 20.8% 2 14.3%

Accounting 10 41.7% 4 28.6%

Cost and Managerial Accounting 6 25.0% 5 35.7%

Taxation 3 12.5% 3 21.4%

Total 24* 100% 14 100%

*The	HoD	of	Auditing	was	not	included	in	this	table	as	he	does	not	lecture	any	courses

Question 4 of the questionnaire obtained information on the gender of the lecturing staff. 
From Table 8, TUT descriptive results show a distribution of 68 per cent and 32 per cent for 
male and female staff mem -bers, respectively. NMU descriptive results comprise 64.3 per 
cent male lecturing staff and 35.7 per cent female lecturing staff.

Table 8: Gender distribution of lecturing staff

Gender
TUT NMU

Count Percent Count Percent

Male 17 68.0% 9 64.3%

Female 8 32.0% 5 35.7%

Total 25 100% 14 100%
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Table 9 shows the basis of employment of the respondents (Question 5 of the question-
naire). The majority of the respondents are employed on a full-time basis (TUT = 90.0% and 
NMU = 85.7%).

Table 9: Basis of employment of lecturing staff

Basis of employment
TUT NMU

Count Percent Count Percent

Full-Time Permanent 9 90.0% 12 85.7%

5 Year Contract 0 0.0% 0 0.0%

1 Year Contract 1 10.0% 2 14.3%

Other: 0 0.0% 0 0.0%

Total 10 100% 14 100%

Question 6 of the questionnaire requested respondents to indicate their highest academic 
qualification. Table 10 shows that half of TUT lecturers (university records) possess a Mas-
ter’s degree (52.0%) while 32 per cent are qualified with a Bachelor’s Honours or Bachelor 
of Technology (B-Tech) degree. Eight per cent are in possession of a Bachelor’s degree. 
Only one of the TUT respondents (4.0%) is in possession of a Doctoral degree.

NMU responses show that 71.4 per cent of the lecturing staff are in possession of a Master’s 
degree, 21.4 per cent are in possession of a Bachelor’s, Honours or B-Tech degree, and 
one lecturer possesses a Doctoral degree.

Table	10:	Highest	academic	qualification	of	lecturing	staff

Qualification
TUT NMU

Count Percent Count Percent

Diploma 1 4.0% 0 0.0%

Bachelor’s degree 2 8.0% 0 0.0%

Bachelor’s Honours / BTech degree 8 32.0% 3 21.4%

Master’s degree 13 52.0% 10 71.4%

Doctor’s degree 1 4.0% 1 7.1%

Total 25 100% 14 100%

In addition to academic qualifications, universities regard it as useful and important that 
accountancy lecturing staff are affiliated with a professional body and/or possess a profes-
sional designation/certification (Question 7 of the questionnaire). Table 11 illustrates the 
professional designations/certifications of lecturing staff. Two TUT respondents hold the Pro-
fessional Accountant (SA) designation, and one respondent holds the Chartered Accountant 
(SA) designation. One respondent is affiliated with the Chartered Institute of Management 
Accountants (CIMA) and six indicated that they do not hold a professional designation.
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Five NMU lecturing staff reported that they hold the Professional Accountant (SA) designa-
tion, one lecturer holds the Chartered Accountant (SA) designation, while eight indicated 
that they do not hold a professional designation.

Table	11:	Professional	designations/certifications	of	lecturing	staff

Designation/Certification
TUT NMU

Count Percent Count Percent

Professional Accountant (SA) 2 8.0% 5 35.7%

Chartered Accountant (SA) 1 4.0% 1 7.1%

Certified Internal Auditor (CIA) 0 0.0% 0 0.0%

South African Institute of Tax Practitioners (SAIT) 0 0.0% 0 0.0%

Chartered Institute of Managerial Accountants (CIMA) 1 4.0% 0 0.0%

None 6 84.0% 8 57.1%

Total 10 100% 14 100%

Question 8 of the questionnaire requested that respondents indicate their number of 
years’ academic (lecturing) experience. Table 12 depicts the descriptive results from the 
information obtained for this question. From TUT, Two lecturers had less than two years’ 
experience, six had between two and five years’ experience, and two lecturers had more 
than 15 years’ experience. The majority (80.0%) thus had less than five years’ lectur-
ing experience. The NMU lecturers’ descriptive results reveal that five has less than two 
years’ experience, one between two and five years, one between five and 10 years’ op-
tions, while seven has more than 15 years lecturing experience. Thus, 50.0 per cent of 
lecturing staff possesses less than 10 years’ experience and 50.0 per cent more than 15 
years of lecturing experience.

Table 12: Number of years’ academic experience of respondents

Years’ Experience Category
TUT NMU

Count Percent Count Percent

0 to 2 years 2 20.0% 5 35.7%

2 to 5 years 6 60.0% 1 7.1%

5 to 10 years 0 0.0% 1 7.1%

10 to 15 years 0 0.0% 0 0.0%

more than 15 years 2 20.0% 7 50.0%

Total 10 100% 14 100%

It is anecdotally known that practice experience is an essential factor in respect of the sub-
ject knowledge discipline and teaching ability of an accounting lecturer. Question 9 of the 
questionnaire enquired about the number of years practice experience of lecturing staff at 
the two universities. Table 13 shows the respondents’ number of years practice experience.
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Of the TUT respondents, four had more than 5 years’ practice experience, while six had less 
than 5 years’ practice experience. Of the NMU lecturing staff, 10 have less than 5 years’ 
practice experience, while four had more than 5 years’ practice experience.

Table 13: Number of years practice experience of lecturing staff

Years’ Experience Category
TUT NMU

Count Percent Count Percent

0 to 2 years 4 40.0% 5 35.7%

2 to 5 years 2 20.0% 5 35.7%

5 to 10 years 4 40.0% 4 28.6%

10 to 15 years 0 0.0% 0 0.0%

more than 15 years 0 0.0% 0 0.0%

Total 10 100% 14 100%

An important component of a lecturer’s workload is the number of courses that s/he teaches. 
Question 10 of the questionnaire requested respondents to indicate the number of courses 
they teach. Table 14 shows the descriptive results of this question. On average, TUT lectur-
ers are teaching in 2.5 (mean) different courses. The majority of the TUT lecturers (50.0%) 
lecture on two different courses. One lecturer indicated that s/he lectures on more than three 
different courses.

NMU lecturers on average teach on 3.5 (mean) different courses. The majority of NMU 
lecturers (57.1%) teach on more than three different courses, 28.6% teach on two different 
courses, and 7.1% teach on one course and three different courses respectively.

Table 14: Number of courses taught by lecturing staff

Number of Courses
TUT NMU

Count Percent Count Percent

One 2 20.0% 1 7.1%

Two 5 50.0% 4 28.6%

Three 2 20.0% 1 7.1%

More than three 1 10.0% 8 57.1%

Mean 2.5  3.5  

Total 10 100% 14 100%

The academic year level of a course is usually indicative of the level of complexity or diffi-
culty of a course. This is especially true in respect of accounting courses. Question 11 of 
the questionnaire requested that respondents indicate the academic year level/s on which 
they teach. Table 15 reveals the descriptive results of the information obtained in respect 
of this question. For TUT respondent, two staff members lecture on first-year level only, 
one on second-year level only, and two on third-year level only. One respondent chose the 
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first- and second-year option. Four respondents indicated that they lecture on second- and 
third-year level.

Of the NMU respondents, one staff member lecture on first- and second-year only. Five 
of the NMU respondents chose the third-year option as the only academic year level they 
lecture. Lecturing on all three academic levels was chosen by five of the NMU respondents, 
where one selected first- and third-year and one selected second- and third-year, respec-
tively.

Table 15: Academic year level of courses taught by lecturing staff

Academic Year level
TUT NMU

Count Percent Count Percent

1st Year 2 20.0% 1 7.1%

2nd Year 1 10.0% 1 7.1%

3rd Year 2 20.0% 5 35.7%

1st and 2nd Year 1 10.0% 0 0.0%

1st and 3rd Year 0 0.0% 1 7.1%

1st, 2nd and 3rd Year 0 0.0% 5 35.7%

2nd and 3rd Year 4 40.0% 1 7.1%

Total 10 100% 14 100%

Question 12 of the questionnaire requested respondents to indicate whether they are re-
sponsible as coordinator of a course/s. Table 16 provides an illustration of the descriptive 
results for this question. Of the TUT respondents, eight indicated that they are responsible 
as course coordinators. NMU respondents reported that 13 of them are responsible for co-
ordinating a course/s.

Table 16: Course coordinator responsibility of lecturing staff

Responsible as course coordinator
TUT NMU

Count Percent Count Percent

Yes 8 80.0% 13 92.9%

No 2 20.0% 1 7.1%

Total 10 100% 14 100%

The workload of lecturing staff is not limited to pure academic activities. Question 13 asked 
respondents to indicate the average number of hours per week that they spend on aca-
demic and non-academic activities. The question provided respondents with eight options 
to choose from, namely ‘0 to 2 hours’; ‘2 to 4 hours’; ‘4 to 6 hours’; ‘6 to 8 hours’; ‘8 to 10 
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hours’; ’10 to 12 hours’; ‘12 to 15 hours’; and ‘more than 15 hours’. The activities included 
in this question are:
• course coordination/management;
• programme management;
• preparation for lecturing;
• formal classroom lecturing;
• student consultation;
• assessment (setting of tests and/or examination question papers);
• formal academic research;
• academic administration;
• personal training and development; and
• other related activities.

Figure 1 graphically illustrates the descriptive results from the information obtained with this 
question in respect of TUT lecturing staff.

Figure	1:	Average	number	of	hours	per	week	spent	by	TUT	lecturing	staff	on	
academic and non-academic activities
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Figure 2 graphically illustrates the descriptive results from the information obtained with this 
question in respect of NMU lecturing staff.

Figure 2: Average number of hours spent by NMU lecturing staff on academic and 
non-academic activities

At least twice per academic year, marking formal assessment scripts take up a vast amount 
of lecturers’ time, and it also forms an integral part of their annual workload. Table 17 shows 
the descriptive results for Question 14 of the questionnaire.

TUT respondents indicated that the majority of formal assessment script marking is their 
responsibility (90%). Of these respondents, two mark more than 75 per cent, four mark be-
tween 50 per cent and 75 per cent, and three mark between 25 per cent and 50 per cent of 
the formal assessment scripts. Only one respondent indicated that all the marking work is 
outsourced.

Most of the NMU respondents indicated that they mark more than 75 per cent of the formal 
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assessment scripts for their courses. Another four respondents mark between 50 per cent 
and 75 per cent of the formal assessment scripts.

Table 17: Marking responsibility – Formal assessments

Marking responsibility
TUT NMU

Count Percent Count Percent

Yes, I mark 75% to 100% 2 20.0% 10 71.4%

Yes, I mark 50% to 75% 4 40.0% 4 28.6%

Yes, I mark 25% to 50% 3 30.0% 0 0.0%

No, all marking is outsourced 1 10.0% 0 0.0%

Total 10 100% 14 100%

Marking tests and assignments can take up a substantial amount of the lecturers’ workload. 
Question 15 of the questionnaire requested respondents to indicate the percentage bracket 
of time spent on marking assignments and tests that best fit their workload.

Table 18 shows the descriptive results relating to this question. TUT respondents indicated 
that four them mark 75 per cent to 100 per cent of assignments and tests given to students. 
Three of the TUT respondents indicated that they mark 50 per cent to 75 per cent of assign-
ments and tests, one indicated marking 25 per cent to 50 per cent of assignments and tests, 
and two respondents reported that all marking of assignments and tests is outsourced.

Of the NMU respondents, seven mark 75 per cent to 100 per cent, four mark 50 per cent to 
75 per cent, and one marks 25 per cent to 50 per cent of assignments and tests. All marking 
is outsourced according to two of NMU respondents.

Table 18: Marking responsibility – Assignments and tests

Marking responsibility
TUT NMU

Count Percent Count Percent

Yes, I mark 75% to 100% 4 40.0% 7 50.0%

Yes, I mark 50% to 75% 3 30.0% 4 28.6%

Yes, I mark 25% to 50% 1 10.0% 1 7.1%

No, all marking is outsourced 2 20.0% 2 14.3%

Total 10 100% 14 100%

The adequacy of lecturing venues forms an integral part of successful lecturing. Question 16 
requested respondents to indicate (on a Likert-type scale) the adequacy of lecturing venues 
at their particular campus. Table 19 summarises the descriptive results obtained with this 
question. 

The responses received from TUT resulted in a mean of 2.0 (on the Likert-type scale of 1 – ‘I 
do not agree’ to 5 – ‘I fully agree’). This mean leans towards the ‘I do not agree’ option of the 
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scale, thus indicating the dissatisfaction of the TUT lecturing staff with the adequacy of the 
lecturing venues on the Ga-Rankuwa campus of TUT.

NMU respondents responded with a mean score of 2.8. The NMU respondents’ mean score 
(in the lower half of the Likert-type scale) is indicative of their moderate dissatisfaction with 
the adequacy of the lecturing venues on the NMU’s Second Avenue campus.

Table 19: Adequacy of lecturing venues

The lecturing venues are adequate
TUT NMU

Count Percent Count Percent

I do not agree 0 0.0% 3 21.4%

2 1 10.0% 5 35.7%

3 4 40.0% 3 21.4%

4 4 40.0% 2 14.3%

I fully agree 1 10.0% 1 7.1%

Mean 2.0  2.8  

Total 10 100% 14 100%

The administrative work associated with the lecturing work of respondents forms a sub-
stantial part of their workload. The following section provides a brief outline of the extent of 
administrative and secretarial assistance that is available to lecturing staff of the two partic-
ipating universities.

4.4.2  Administrative and secretarial assistance for lecturing staff

From the discussions in the previous section, it is evident that accountancy diploma lectur-
ers at the two universities are also responsible for selected administrative matters. Question 
17 of the questionnaire requested respondents to indicate whether, and for how many hours 
per week, they have access to a student assistant. Table 20 provides descriptive results for 
this question.

Of TUT respondents, four indicated that they do not have access to a student assistant. A 
student assistant is available for 1 hour per week to three of the TUT respondents, while 
two respondents indicated that they have access to a student assistant for 2 to 4 hours per 
week. One respondent has access to a student assistant for more than 4 hours per week.

Three NMU respondents indicated that they do not have access to a student assistant. 
Three NMU respondents reported that they have access to a student assistant for 1 hour 
per week, 1 to 2 hours per week, and 2 to 4 hours per week, respectively. Two NMU respon-
dents indicated that they have access to a student assistant for more than 4 hours per week.
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Table 20: Lecturers’ access to a student assistant

Administrative responsibility
TUT NMU

Count Percent Count Percent

No 4 40.0% 3 21.4%

Yes, for 1 hour per week 3 30.0% 3 21.4%

Yes, for 1 to 2 hours per week 0 0.0% 3 21.4%

Yes, for 2 to 4 hours per week 2 20.0% 3 21.4%

Yes, for more than 4 hours per week 1 10.0% 2 14.3%

Total 10 100% 14 100%

Question 18 of the questionnaire requested that respondents indicate whether, and the 
number of hours per week, they have access to secretarial assistance. Table 21 depicts the 
responses obtained in respect of this question.

The majority of TUT responses (8) show that they do not have access to secretarial assis-
tance, while two of the TUT respondents makes use of other means for secretarial assis-
tance. Half of the NMU respondents (7) indicated that they do not have access to secretarial 
assistance. One respondent stated that s/he has access to four to six hours’ secretarial as-
sistance. The remaining six NMU respondents reported that they make use of other means 
of secretarial assistance.

Table 21: Lecturers’ access to secretarial assistance

Secretarial assistance
TUT NMU

Count Percent Count Percent

No, I do all my own secretarial/administrative work 8 80.0% 7 50.0%

Yes, unlimited access 0 0.0% 0 0.0%

Yes, but limited access - 1 to 2 hours per week 0 0.0% 0 0.0%

Yes, but limited access - 2 to 4 hours per week 0 0.0% 0 0.0%

Yes, but limited access - 4 to 6 hours per week 0 0.0% 1 7.1%

Yes, but limited access - more than 6 hours per week 0 0.0% 0 0.0%

Other 2 20.0% 6 42.9%

Total 10 100% 14 100%

Question 19 of the questionnaire requested the respondents to indicate whether the secre-
tarial and administrative assistance provided is adequate. Table 22 provides a summary of 
the descriptive results in respect of this question.

The majority of TUT respondents (6) indicated that they do not regard the administrative and 
secretarial assistance provided to them as adequate. The remaining four was satisfied with 
the administrative and secretarial assistance provided.
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The majority of NMU respondents indicated that the administrative and secretarial assistance 
provided, is adequate, while the remaining four stated that they are not satisfied with the 
adequacy of administrative and secretarial assistance.

Table 22: Adequacy of administrative and secretarial assistance provided

Administrative/secretarial 
assistance adequate?

TUT NMU

Count Percent Count Percent

Yes 4 40.0% 10 71.4%

No 6 60.0% 4 28.6%

Total 10 100% 14 100%

The following section describes the success rates of the two participating universities over 
the past three years.

4.5 SUCCESS RATES BASED ON THE CURRENT TEACHING 
 PRACTICE MODELS

Success rates are determined by taking the number of Full-time Equivalents (FTEs) divided 
by the number of students registered for the particular academic year (including those that 
cancelled) – expressed as a percentage. The success rate data were obtained from the 
Management Information Systems (MIS) databases of the two universities (Voges 2014).

Table 23 depicts a summary of the 2011 to 2013 success rate data for three accounting re-
lated disciplines at the two universities. In respect of NMU, cost and management account-
ing and financial accounting courses (on average) have the lowest success rates (65.4 per 
cent and 64.5 per cent respectively). The highest average success rate of 84.7 per cent is 
shown for the third-year courses (internal auditing) of the auditing discipline. The account-
ing discipline courses show the lowest average success rates in the first year (67.8%) and 
second year (56.8%) courses.

The success rate data for TUT reveal similar results to that of NMU. On average the ac-
counting courses have the lowest success rate (56.4%) in comparison with cost and man-
agement accounting (60.5%) and auditing courses (57.8%). For this university, the highest 
success rate is shown for 2013 second-year accounting courses (83.8%), with the highest 
average success rate of 76.7 per cent for the period 2011 to 2013.

The majority of the courses’ success rates depicted in Table 4.21 is within the 50 per cent to 
70 per cent range, indicating that interventions are required in order to improve the overall 
success rates of accountancy diploma programmes at both the participating universities. In 
comparison to the NMU success rate data, TUT has a substantially higher success rate for 
the second-year accounting course (56.8%). In respect of the three-year averages of the 
three disciplines, the auditing courses of NMU have the highest success rate of 77.9 per 
cent compared to 57.8 per cent shown for TUT’s auditing courses.
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Table 23: Success rates for past three years by discipline and university

Discipline
Academic 

Year
NMU TUT

Avg 2011 2012 2013 Avg 2011 2012 2013

CMA

1st Year 71.2% 70.1% 69.9% 73.6% 53.0% 42.7% 51.6% 64.6%

2nd Year 69.0% 69.0% 70.9% 67.0% 64.1% 60.4% 71.5% 60.3%

3rd Year 60.5% 57.1% 66.7% 57.8% 64.4% 64.2% 64.9% 64.1%

3 year avg 66.9% 65.4% 69.2% 66.1% 60.5% 55.8% 62.7% 63.0%

Accounting

1st Year 67.8% 70.0% 66.0% 67.5% 45.7% 42.8% 41.9% 52.4%

2nd Year 56.8% 50.9% 51.9% 67.7% 76.7% 70.1% 76.2% 83.8%

3rd Year 72.2% 72.5% 76.8% 67.3% 46.9% 47.0% 51.3% 42.4%

3 year avg 65.6% 64.5% 64.9% 67.5% 56.4% 53.3% 56.5% 59.5%

Auditing

1st Year N/A N/A N/A N/A N/A N/A N/A N/A

2nd Year 71.1% 59.9% 74.3% 79.1% 51.6% 46.2% 51.5% 57.0%

3rd Year 84.7% 92.6% 84.1% 77.4% 64.0% 55.4% 69.3% 67.4%

3 year avg 77.9% 76.3% 79.2% 78.3% 57.8% 50.8% 60.4% 62.2%

Ultimately, one must be careful to deduce that an increase in success rates is necessarily 
good. It could be that the quality of the course offering and/or standard of assessment is 
questionable. This research was limited to the extent that it did not investigate the reasons 
for either high or low success rates. It is, however, envisaged that the adapted teaching ap-
proach that result from this research would, in addition to improved success rates, ensure 
that the quality of teaching is at an acceptable level.

4.6 CHAPTER SUMMARY

The objective of this chapter was to provide an explanation of the current teaching ap-
proaches for accountancy diploma programmes at the participating universities. In ad-
dition, the chapter sought to provide insight into the student success rates achieved by 
the current teaching approaches. Results from a survey of accountancy diploma courses 
were discussed and presented for clarification.

The results revealed that although TUT has more students in their classrooms, the teaching 
approaches of the two universities are quite similar. These include formal classroom lectur-
ing and a combination of formative and summative assessments (homework assignments, 
semester tests and examinations). The use of tutorial sessions or SI does not form a major 
part of the respective teaching approaches. Class attendance is not monitored consistently 
by either universities and, if it is, no action is taken against poor class attendance.

The results in respect of success rate data reveal that the success rates of accountancy 
courses are not acceptable. Both universities need to consider additional or revised inter-
ventions to improve the student success rates to meet the required DHET targets set for 

universities in South Africa.
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CHAPTER 5:
SUCCESSFUL ACCOUNTING EDUCATION 
INNOVATIONS

5.1 INTRODUCTION

As indicated in the secondary objectives (Section 1.3.2), programme coordinators from the 
universities, identified during the literature review, were contacted and requested to provide 
more detail and guidance on the implementation of their respective innovations. Professor 
Tim Shaftel from the University of Kansas’ School of Business extended an invitation to visit 
the University of Kansas (KU) to observe the practical application of his teaching approach 
grounded in the TORA referred to in Section 2.3.

In addition, an invitation was received from Professor Ilze Lubbe from the UCT’s School of 
Accounting to visit and observe the implementation of their teaching innovations (video aids) 
and tutorial assistants (hereafter referred to as tutors) in accounting education (referred to in 
Section 2.3). The observations from KU are discussed first, followed by a discussion of the 
observation of UCT’s teaching innovations.

5.2 THE UNIVERSITY OF KANSAS’ SCHOOL OF BUSINESS TEACHING 
PRACTICE MODEL ON INTRODUCTORY ACCOUNTING

5.2.1 Background

The KU School of Business was founded in 1924 and is located on the main campus in Law-
rence, Kansas. Currently, more than 100 academic staff members [faculty] are employed in 
the School of Business, and approximately 1500 students are enrolled (University of Kansas 
2014). In addition, the KU School of Business is accredited by the Association to Advance 
Collegiate Schools of Business for its business and accounting programmes (University of 
Kansas 2014).

The KU School of Business offers undergraduate, graduate, and Doctoral learning pro-
grammes focusing on different disciplines. Bachelors of Science in Business learning 
programmes are offered in six majors (Accounting, Finance, Information Systems, Man-
agement and Leadership, Marketing, and Supply Chain Management) and four electives 
(Entrepreneurship, Human Relations Management, International Business, and Information 
Systems). Full-time and part-time MBA learning programmes are offered in addition to a 

5
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Master of Accounting and two Masters of Science in Business programmes, focusing on 
Finance and Supply Chain Management.

5.2.2 Classroom management changes

According to Professor Tim Shaftel (2014, pers. comm., 01 December) of the KU School 
of Business, an adverse attitude was experienced from students in respect of accountancy 
programmes – as a result of a negative perception and a low success rate in accounting 
courses [courses]. This adverse attitude resulted in students not being eager to enrol for the 
accounting programmes offered by the KU School of Business (Section 2.3).

To change the students’ perceptions of accounting, Professor Shaftel asserted that the 
course and related materials must be ‘sold’ to students right from the very first lecture. He 
further opines that the first lecture of the year is key in setting the tone that will create the 
sense of importance amongst students that class attendance is paramount. According to 
Professor Shaftel, class attendance is one of the most important factors for improving suc-
cess rates.

Professor Shaftel (2014, pers. comm., 01 December) and the Director of the University of 
Kansas’ School of Business, Dr John Sweeny (2014, pers. comm., 03 December), con-
curred that the large classroom setting was the primary contributing factor for low enrolment 
numbers and success rates in accounting and related programmes. The KU School of Busi-
ness management adopted a strategy to change the perceptions of students, to increase 
the number of enrolments and enhance the success rate for their accountancy programmes.

Due to limited resources as far as lecturing staff is concerned, the accounting class of 600 
students could not be divided into smaller groups. An alternative solution had to be con-
sidered. The current teaching approach of the KU School of Business includes two formal 
lecture sessions of one hour and 50 minutes per week by Professor Tim Shaftel to the entire 
group of 600 students, plus two further sessions by tutors, of two hours per week. In respect 
of the latter sessions, the large 600 students group is divided into groups of not more than 
30 students. Each group is assigned to a tutor or Graduate Teaching Assistant (GTA) who is 
duly trained and is assigned responsibility to ensure that the technical content of the course 
is extensively addressed in a ‘small classroom’ setting.

In addition, the teaching approach includes a series of formative assessments (quizzes, 
class discussions and homework assignments) with the grading [marking] managed by the 
responsible tutor or GTA.

5.2.3 Student leadership selection and grooming

Students are requested to apply for tutor positions when they meet the minimum academic 
requirements. The applicants are then subjected to interviews by authoritative personnel 
within the faculty and the best candidates are selected. There is constant engagement be-
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tween the faculty personnel and tutors in terms of training, planning, and reporting. In the 
end, the value that the tutors gain from this experience is that they obtain a variety of perva-
sive and technical skills that render them sought after employees in practice.

5.2.4 Utilisation of tutors in a large class setting

Tutors are appointed on three different levels in the KU School of Business, namely: Grader; 
Tutor; and GTA. GTAs (the most senior) are students who have graduated while tutors are 
in the final year of their particular learning programme. Graders do not have any physical 
lecturing responsibility or contact with students, and are responsible for marking [grading] 
and capturing marks onto marks sheets. Tutors and GTAs are responsible for teaching 
technical content to one or two groups of students (Refer to Section 5.2.3 for selection and 
preparation procedures of Graders, Tutors, and GTAs).

Tutors and GTAs are required to attend the two formal lecture sessions presented by Pro-
fessor Shaftel, and must join their particular group/s in a specific location in the large lec-
ture venue. Group members are required to always sit with their group during these lecture 
sessions. Tutors and GTAs are thus readily available to assist students in their group/s with 
quizzes and class work. Homework and attempted quizzes are collected by the tutors and 
GTAs during these lecture sessions. Homework assignments have to be submitted before 
the commencement of the lecture and no late submissions are accepted. The submission of 
these quizzes and assignments are also used to monitor students’ class attendance.

5.3 THE UNIVERSITY OF CAPE TOWN’S INTRODUCTORY 
ACCOUNTING TEACHING APPROACH

5.3.1 Background

The UCT is South Africa’s oldest university, and one of Africa’s leading teaching and re-
search institutions (UCT 2015b). The UCT’s accounting programmes are offered by the 
College of Accounting, which was founded in 1921. Accounting education at the UCT has a 
strong professional focus under-pinned by a sound academic process (UCT 2015a).

The UCT College of Accounting subscribes accounting programmes to the IFAC principles 
regarding professional and general education, which are consistent with UCT’s mission of 
educating for life. Consequently, quality is an uncompromising goal. Their graduates are in 
demand by the accounting profession and other businesses, and are found in senior posi-
tions in the financial capitals of the World. Notwithstanding the high standards they set, they 
still provide access and support for underprepared candidates (UCT 2015a).

5.3.2 Classroom management changes

A video project was initiated after it was established that many underprepared students do 
not have a frame of reference of examples that are mentioned in large classes when ex-
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plaining the accounting concepts. According to the report submitted to the National Sympo-
sium on how to manage teaching development grants as experienced from the large classes 
project (Jawitz & Perez 2014), these videos included the development of practical case 
studies (one case study per year) based on small and medium entities in South Africa, and 
the transactions, controls, systems, and recording challenges of these cases. Each case 
study includes the development of a combined workbook and video presentation, based 
on the theme of ‘how it is made’. These three themes were developed in the form of a case 
study, video presentation, and the theme of the workbook each year:

• 2011: Bella Craft – based on an actual factory in Epping, Cape Town.

• 2012: Panda Flooring – based on a fictitious company that imports and installs bamboo 
flooring.

• 2013: Leather Impressions – based on an actual small and medium sized entity (SME) 
in Woodstock, Cape Town.

5.3.3 Key concept videos translated to African languages

At the 2014 South African Accounting Association (SAAA) regional conference, Kew and 
Watson (2014) stated that the College of Accounting aims to improve conceptual under-
standing through mother-tongue intervention without the nuances inherent in learning in a 
second or third language, as well as benefits inherent in video-based learning. As a result, 
they initiated a project at the UCT where lecturers were recorded while teaching these ac-
counting principles in different African languages, and made it available to learners online. 
They further stated that the project acknowledged that the commonly spoken language cur-
rently used exclusively at the UCT is English. This could negatively impact non-English first 
language speakers’ ability to master the subject-specific business language, as well as their 
ability to efficiently access resources such as textbooks, and complete written assessments.

The following information was obtained via an e-mail message from Professor Jacqui Kew 
following enquiry regarding the project.  Professor Kew (2014) stated that the specific objec-
tive of the project is to redress the skewed demographic profile of the accounting profession 
by improving the throughput of African students registered for the Chartered Accountant 
(CA) stream commerce degree, throughout South Africa, and to improve the success rate of 
African Black students writing SAICA’s Initial Test of Competence (ITC). An additional aim is 
to assist more African Black students to qualify with an accounting degree that would enable 
them to pursue other careers in commerce and industry, as well as in the public sector.

Kew (2014) further stated that the outputs and benefits of the project would be:

• improving the throughput of African Black students;

• removing obstacles to African Black students that hinder their ability to adapt to 
university;

• ensuring a provincial footprint with respect to FASSET-funded assistance;
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• offering equal access to urban and rural students with respect to FASSET-funded 
assistance;

• positively impacting on the transformation of the demographic profile of the finance and 
accounting sector;

• developing a website which can be accessed by students throughout South Africa that 
will offer a positive intervention with respect to their accounting studies;

• improving the understanding of Black students with respect to their awareness and 
understanding of the key principles within all the key courses in the financial and 
management accounting discipline, as well as taxation and corporate governance 
(auditing);

• assisting African Black students to improve their English vocabulary in their field of 
study;

• offering African Black students the space to work at their own pace and to review key 
concepts as frequently as necessary;

• allowing African Black students access to education explanations in additional African 
languages;

• allowing African Black students to listen to an explanation in their own language 
while simultaneously reading the script in English in order to improve their ability to 
understand the written material and assessments presented to them in English;

• allowing African Black students access to explanations of fundamental principles from 
foundation courses when studying subsequent courses in that field;

• monitoring the usage of the videos will provide more robust information on areas where 
black students struggle with key concepts, and thus influence the structure and focus 
of future interventions to assist throughput; and

• assisting educational institutions that are less well-resourced than the College of 
Accounting at the UCT (the web platform that will be used to make the video lectures 
available to students at all tertiary campuses throughout South Africa).

5.3.4 Utilisation of tutors in a large class setting

According to Kew (2014, pers. comm., 04 December), at the UCT, lecturers facilitate the 
learning process to engage students in their own learning process. By getting the student 
involved and responsible for his/her own learning, the student cannot blame the lecturer for 
poor results. It is therefore expected of all students to prepare for each lecture.

When students come prepared to a lecture, the lecturer can focus on transferring and ex-
plaining basic key concepts rather than overloading them with theory. Formal lectures are 
regarded as only 20 per cent of the overall learning programme. The principle is that if a stu-
dent understands a basic concept, the scenario may change but the student will still be able 
to apply his/her knowledge if the concept comprehended. Therefore deep learning must 
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take place. Concept learning reduces the volume of theory passed on to the student as vast 
volumes mostly overwhelm them and render them unable to cope. In addition, the lecturer 
supports the concept with simple applicable examples in class, and will not go into detail.

The lecturing sessions are supported by tutorial sessions (commonly referred to as Tut 
sessions). Tut sessions form an integral part of the learning process. During Tut sessions, 
lecturers/tutors will enter into more detail and assist students with, and discuss more com-
plex questions and examples.

Tut sessions can range from:

• the transfer of content per subject (knowledge in silo’s);

• development of various skills (how to read and answer questions); and

• contextual understanding (integrated knowledge with other related courses).

For senior classes lecturers focus more on discussions of how to obtain a solution of more 
complex integrated questions (application and integration). Tut sessions also encourage 
and provide students the opportunity to ask questions, rather than during formal lectures 
where students might feel intimidated or overwhelmed.

Kew (2014) further indicated that Tut session sizes could range from 25 to 50 students. 
First-year students are divided into approximately 45 Tut groups.  To assist with the Tut 
sessions, 24 tutors are appointed. Tut sessions run from 8:00 to 17:00 daily and forms part 
of the official university lecturing timetable. Depending on the subject and year level, Tut 
sessions range from 45 minutes to 1.5 hours, between one to four Tut sessions per week. 
Tut sessions can be facilitated by third and fourth year students, first year article clerks 
(academic trainees), or lecturers. First and second year students are tutored by any of the 
above, and third and fourth year students are tutored by lecturers or academic trainees. 
Each subject [course] also has a lecturer appointed as a coordinator to oversee the tutoring 
of the subject [course].

At the beginning of each semester every student receives a tutorial pack with simple, more 
detailed, and integrated questions. Tutorial packs are revised annually. The usable ques-
tions are kept while 40 percent new questions are added to Tutorial packs. Third and fourth 
year students attend an additional ethics course that addresses plagiarism, which relates to 
the submission of Tut homework. Homework submitted and Tut session student attendance 
is monitored and contributes towards a duly performed (DP) mark of the student.  An 80 per-
cent DP mark is required for entrance to the formal examination (summative assessment).

Every Monday morning students are required to submit their homework in the dedicated 
pigeonholes provided for each subject. Tutors collect students’ homework at 14:00. Weekly 
homework usually consists of three long questions or four short questions. Tutors mark a 
section of the homework to assess the conceptual understanding of each Tut group before 
returning the answers and suggested solutions to the student to mark his/her own home-
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work attempt.  The student is requested to reflect on his/her comprehension of the concepts 
covered.

Furthermore, Kew (2014) indicated that objective tests (formative assessments) are written 
at the end of a Tut session. These consist of 12 minute, 10 mark short question tests to test 
the group’s comprehension of the key concepts covered. The test does not contribute to-
wards the class mark but is used as a guage the group’s comprehension of concepts.

As the format and teaching methods of Tut sessions are not rigidly prescribed, Tutors are 
permitted to apply their own creative teaching methods during Tut sessions – they are al-
lowed and encouraged to be creative and make it fun and interesting for students. For ex-
ample, in some Tut sessions students are given the opportunity to present the topic, thus 
improving their presentation skills.

Annually, during October, the School of Accountancy advertise the tutor positions. Third and 
fourth year students can apply for these positions. Approximately 200 applications are re-
ceived annually while 50 applicants are shortlisted based on their results. These applicants 
are then interviewed, and the top applicants are selected and offered a contract.

Tutors are required to work nine hours per week.  Each tutor is allocated one subject [course]:

• Two Tut sessions of 1.5 hours each per week (repeat the same Tut with another group).

• One (1) hour meeting a week with the convener as part of the planning for the week.

• Five (5) hours preparation and admin.

To ensure quality of teaching during tut sessions, tutors are required to attend a three-day 
training course focussing on:

• Presentation skills.

• Different learning styles of students.

• Facilitation of Tuts.

• Do’s and don’ts during Tuts.

• Marking (strong tutors also help with the marking of tests and exams).

During the year, tutor break-away sessions are held to discuss key issues per subject 
[course] and to suggest solutions and improvements for future Tut sessions. Once during 
the academic year a lecturer will sit in during a Tut session to evaluate the tutor and prepare 
a report that forms part of the development of the tutor and ensures that quality tutoring 
takes place.
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5.4 CHAPTER SUMMARY

In this chapter the KU Business School teaching approach of Professor Tim Shaftel 
was discussed on how the attitude and behaviour of students are being positively influ-
enced by structured classroom management practices through the use of tutors. Also, 
at the UCT innovative methods have been developed to expose students to visual aids 
that present real world situations that can assist their comprehension of aspects dis-
cussed in the classroom, together with their own tutor model to assist smaller groups 
of students.

Both these interventions were considered to form an integral part of the adapted teach-
ing approach for this study, with the exception of the exact video approach by the UCT, 
since the duration of the project did not allow the researcher team to develop similar 
subject videos in time for implementation in the pilot group. Alternative video aids were 
thus explored. In the next chapter, the analysis and interpretation of the student and 
lecturer focus group data, collected at the participating campuses, are presented.
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CHAPTER 6: 
ANALYSIS AND INTERPRETATION OF FOCUS 
GROUP DATA

6.1 INTRODUCTION

One of the secondary objectives of this project was to explore and analyse the perceptions 
and preferences of students and academic staff members regarding teaching approaches, 
by means of qualitative focus groups (Section 1.3.2). It was further explained in Section 
1.4.2 that the data from the focus groups served to justify and expand on the themes that 
were included in the survey.

Focus groups allowed the research team to gain information from participants through struc-
tured, but open-ended group discussions. It was selected as a research method since focus 
groups serve as a brainstorming mechanism to promote discussion and generate creative 
ideas to solve a particular problem (Happell 2007). It allows participants to offer sugges-
tions, ideas, advice and perspectives that may not emerge in individual conversations (San-
del, Cohen, Thomas & Barton 2006).

For the purposes of this study, mini to full-structured focus groups discussions with up to 
seven participants, and face-to-face contact with the facilitator, were conducted. This vari-
ation of the focus group instrument has proven to be the most successful in researching a 
technical subject (Edmunds 1999), since there is more emphasis on the topic and less on 
polling the participants. It also allows more opportunity for participants to speak in small 
groups (Fern 2001). Narrowly focused questions were asked to address the project’s specif-
ic goals (structured focus groups). The questions were:

• Are you satisfied with the current teaching approach and academic environment at 
your campus?

• What would you want to have different in order to enhance student success rates?

The research team decided that for feasibility, the actual testing of a teaching approach 
would have to be limited to a single course. For this purpose, first-year accounting was cho-
sen and the focus groups were narrowed to accounting diploma lecturers and students at 
the participating universities.

Three focus groups were held at each university, with accounting lecturing staff (purposive 

6
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sample) and two categories of accounting students (random sample from registration records). 
The first student category consisted of students who successfully completed their first year of 
accounting (current second-year students), and the second student category consisted of stu-
dents who were unsuccessful in their first attempt at first-year accounting (repeaters).

The focus group data were analysed using a specialised software package for analysing qual-
itative data (Atlas Ti), after being transcribed from the audio recordings. In order to ensure 
objectivity, the focus groups were facilitated by skilled independent focus group facilitators.

6.2 ANALYSIS OF THE FOCUS GROUP DATA

Although the focus group questions were separately asked, the findings from the analysis of 
the focus group data indicated that the discussions led to both questions being addressed 
simultaneously. As a result, the presentation and discussion of the focus group findings 
were according to the groupings mentioned under Section 6.1 and central themes identified 
during the analysis process.

It is also notable that responses to the questions posed in the focus groups, unintendedly 
in many cases, resulted in complaints that are contrary to the objective of the focus group 
sessions linked to the objective of the study as a whole. The interpretation of the analysed 
data required much attention from the research team to identify the aspects that could add 
value and be linked to the objectives of this study.

The detailed focus group data analysis report contains both enumerative and qualitative fea-
tures to better understand what emerged from the focus group discussions. All the figures 
were generated using the ‘Primary Documents Table Analysis’ tool in Atlas.Ti. These show 
frequency counts on the sub-themes. The analysis provides good visual illustrations on the 
aspects that surfaced during the focus group discussions. For further clarity on the frequen-
cy counts, visual presentation of quotes were provided per sub-theme, to better convey the 
experience of the focus group participants and their understanding of the overall theme to 
which the experience relate. The results of the analysis were also expressed in terms of the 
‘groundedness’ of the themes and sub-themes. Groundedness refer to the number of quo-
tations to which the theme or sub-theme (code) is applied (Atlas.Ti 2013:50). These were 
recalled for each of the relevant sub-themes using the ‘Output’ function in Atlas.Ti. Due to 
the length of the full focus group data analysis report, it was not included in this study. 

Due to differences between the universities in terms of themes and frequency counts, it was 
decided not to present the results as one set but to keep it separate for each university. 
A summarised interpretation of the analysed focus group data is provided in the following 
sections.

6.2.1 TUT focus groups

This section presents the results of the analysis of the TUT focus group data. 
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6.2.1.1 Students

The analysis of the data from the TUT student focus groups resulted in the following themes:

• Technology

• Equipment

• Facilities

• Student background and environment

• Teaching

Figure 3 presents the Technology theme and sub-themes that emerged from the focus 
group data for TUT students.

Frequency Groundedness Frequency Groundedness
Able to access online material 0 4 57.1%
Handheld devices 3 21.4% 0
Not using technology 1 7.1% 3 42.9%
Strict access control 3 21.4% 0
System failure concerns 7 50.0% 0
Prominence of sub-themes 9.0% 5.3%

Successful students Repeater students
Technology

Figure 3: TUT student focus groups: Technology theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Technology theme:

• Although repeat students acknowledged that material was available online and with 
easy access, first time successful students raised concerns (highest frequency) that 
the network is often down and data transfer is slow. In particular, it presents a problem 
when a test is written online, and the system fails. Students also mentioned that they 
struggled to submit assignments online. In addition, students find access control 
irritating and cumbersome. It may also be the reason why students struggle to submit 
online assignments and opt not to use the online facility.

• Successful students were of the opinion that the use of Tablets (mobile electronic 
devices) would be beneficial to read e-mails and other documents, since not all students 
had mobile phones with these capabilities.

• Students were of the opinion that no technology is being used in the classroom while 
lectures take place.

The responses indicate that students find it difficult to access the online platform at TUT. It 
is the experience on the Ga-Rankuwa campus that selected students always have problems 
with their passwords to access the online learning platforms, as a result of forgetting the 
password, or simply because they had issues with their registration for the course. These 
are isolated instances that can easily be resolved if the online learning platform is to be a 
major component of any teaching approach.
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The research team also acknowledge that in recent years many educational institutions, 
mainly at school level, adopted the use of Tablets opposed to traditional textbooks (these 
Tablets are provided without cost to selected previously disadvantaged schools and are 
pre-loaded with specific learning material). The initiative has its benefits in eventual cost 
effectiveness and reduces the physical baggage to be carried. It also allows the educa-
tion environment to evolve with available technology and connect with the current gener-
ation. The opinion from the research team, with their experience of the student profile on 
the Ga-Rankuwa campus, especially with regard to the unstable Internet connection and 
system, is that the demand for Tablets may emanate from the opportunity to obtain a new 
gadget. However, even if Tablets appear as a ‘nice to have’ gadget to students, it can still 
be beneficial for educational purposes. Lecturers must keep abreast with technology and be 
adequately trained. Due to budget constraints, this study could not consider the possibility 
of providing Tablets to students.

On the use of technology in the classroom, there are a number of technology options avail-
able at the Ga-Rankuwa campus, such as data projectors, visualisers, and other visual 
aids. Many courses are also actively using the online education platform (MyTUTor), hence 
the responses to the passwords and inadequate network and Internet connectivity. The re-
search team take note of the possibility that none of these technologies may be used in the 
presentation of accounting classes. The responses of the students may also be attributed to 
the fact that they may regard technology as handheld devices only.

The use of online technology and online teaching methods at the Ga-Rankuwa campus 
may, at this stage, not be a feasible option to be an integral part of a teaching approach until 
more stability and ease of access can be realised. However, the use of other technology 
available in the classroom will definitely be encouraged, even though it heavily depends on 
a particular lecturer’s presentation style and lesson preparation.

Figure 4 presents the Equipment theme and sub-themes that emerged from the focus group 
data for TUT students.

Frequency Groundedness Frequency Groundedness
Broken equipment 4 100.0% 3 100.0%
Working equipment 0 0
Prominence of sub-themes 2.6% 2.3%

Equipment
Successful students Repeater students

Figure 4: TUT student focus groups – Equipment theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Equipment theme:

• Students noted that data projectors are not being used. Sometimes the lecturers’ 
laptop computers cannot connect to the projectors and the speakers are broken, which 
makes hearing difficult.
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Successful and repeat students voiced similar concerns. This response may explain the pre-
vious response of no technologies being used. The frustrations of being unable to sustain-
ably utilise available technology at the Ga-Rankuwa campus should be a factor to consider 
in terms of the adapted teaching approach. It is noted that available classroom technology 
is not being adequately maintained. 

Figure 5 presents the Facilities theme and sub-themes that emerged from the focus group 
data for TUT students.

Frequency Groundedness Frequency Groundedness
Computer labs 4 26.7% 0
Residences 0 2 40.0%
Venue concerns 11 73.3% 3 60.0%
Prominence of sub-themes 9.7% 3.8%

Facilities
Successful students Repeater students

Figure 5: TUT student focus groups – Facilities theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Facilities theme:

• Successful students voiced that venues are too crowded. When they have space to sit, 
it is uncomfortable to take notes. In summer, it is too hot, which makes concentration 
difficult. During tests, the venues are full, and students must hastily search for allocated 
venues with space, when no extra time is allowed. The repeater students did not voice 
the same concerns. They said that they were happy with the venue setup. Sometimes 
classes become full, but it is not that much of a problem.

• Students said they find it difficult to access the computer labs; the labs are always full 
and limited computers.

• Students mentioned a shortage of residence space. Many students stay far from 
campus and are afraid to travel to campus at night, resulting in missed classes.

The research team noticed that the air conditioning systems are seldom in working order, 
which again emphasises the general maintenance problems on the campus. TUT manage-
ment acknowledges a shortage of adequate venues on the campus for large classes - a cap-
ital project commenced to build larger lecture venues. It is possible that the repeat students 
do not attend class as diligently as they should, for the venues to be an issue.

The university cannot provide a computer workstation for every student, but management 
of computer use can be improved by limiting individual time spent at each workstation. The 
most common complaint experienced by the research team is that students use the worksta-
tions in the library for their own entertainment. The question remains whether students really 
want to use access to computer workstations for academic purposes. Each department at 
the Ga-Rankuwa campus has a dedicated computer lab. When not in official use, these labs 
are locked for security reasons to prevent recurrences of vandalism and theft.
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Since there are no classes at the Ga-Rankuwa campus in the evening, the student com-
plaint is inexplicable. It could be that students want to remain on campus to study in the 
evening. It is acceptable for students to be afraid to exit the campus at night when they need 
to utilise public transport. The external security factor is unfortunately not an aspect that is 
within the control of the university, although meetings are held with the local policing author-
ities to ensure the safety of students in the vicinity of the campus. 

Figure 6 presents the Student background and environment theme and sub-themes that 
emerged from the focus group data for TUT students.

Frequency Groundedness Frequency Groundedness
Bursary impact 2 4.7% 0
First year experience 8 18.6% 1 8.3%
Guidance before go the university 10 23.3% 0
Influence of friends/people 12 27.9% 0
Reasons for being at the university 7 16.3% 2 16.7%
School subject knowledge 0 6 50.0%
Stressful environment 3 7.0% 0
Student protests 0 3 25.0%
Transport 1 2.3% 0
Prominence of sub-themes 27.7% 9.1%

Student background and environment
Successful students Repeater students

Figure 6: TUT student focus groups – Student background and environment theme 
and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Student Background and Environment theme:

• Successful students strongly emphasised the influence of friends on their academic 
success. Students opined that they need to choose friends who are positive, and that 
they should not keep with ‘bad company’. However, peer pressure is an influencing 
factor, since other people’s opinions of them has an effect on their studies, as they do 
not want to be embarrassed. A statement was made that some students only enter 
university for social reasons and waste their parents’ money.

• Successful students voiced the need for more career guidance before applying to 
university. Students may arrive with flawed expectations, only to realise they did not 
enter the right programme. This statement can be linked to the response from the 
repeat students opined that some students apply at TUT because of the low entrance 
requirements. In general, it leads to a less serious student population creating an 
adverse environment for students who prioritise their studies. Many students select 
accounting for the sake of being accepted into any programme or because their parents 
advised them to do so. Some students select accounting because for the perception 
of a well-paid profession - lacking a passion for accountancy, they find the programme 
challenging.
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• A difficult first-year adaptation experience was voiced by both groups. There is not 
much of an orientation in terms of the environment and processes. Students perceive 
being left to their own devices, without assistance from the university - thus, impacting 
on their academic success.

• Students perceive that not having accounting at school is detrimental to studying 
accounting at university due to the high standard of at which the course is presented. 
A student noted that s/he did accounting at school but still struggles with it. Sometimes 
students will convert from the science stream they chose at school and then lack the 
commerce background.

• To a lesser extent, successful students also report other factors such as stressful 
environment, bursaries and transport issues, however, the repeat students did not 
mention any of these factors.

What featured prominently in the focus group discussions was the influence of friends and 
the fact that students did not take their studies seriously. Students are unfamiliar with aca-
demically conducive conduct or the demands of higher education. It leads to the continua-
tion of social patterns they are familiar with and poor study practices they have adopted at 
school. For the first time in their lives, they may have access to money they have control 
over (government funding provides for tuition, textbooks, accommodation and meals) where 
previously they had to accept limited funds from family and friends. A significant issue for 
government is that many recipients of government assistance spend the funds on clothes, 
social activities, and even food for their families.

Without proper career guidance, parents and family urge these students to utilise the op-
portunity presented by government to study at tertiary level, without the students or their 
parents having any idea how to approach this new endeavour, or consideration whether the 
student was adequately prepared by the schooling system. The result is a first-generation 
university student, with a limited frame of reference to the operation of and professions in a 
formal economy that lacks a proper secondary schooling platform, and does not pay for his/
her own studies. TUT management is not oblivious to these issues and from 2016 there has 
been a concerted effort to focus on the first-year experience of newly registered students.

TUT being an inclusive university in a high population density province brings about its 
own challenges. Because of the low entrance requirements, TUT is the preferred tertiary 
institution in the region for students from a marginalised background that did not perform 
academically at school. The majority of these students have to apply for government funding 
to cover their costs of tuition. The easy university access create opportunities for students 
to enter programmes when they do not have the prerequisite subject knowledge required by 
universities with higher entry-level requirements. 

In addition, although students cite many external factors as hindrances for them to excel ac-
ademically at university, what also needs to be considered is the publically acknowledged 
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culture of entitlement amongst South African youth. There is a general perception amongst 
youth that government, public institutions, or society in general should provide them with all 
resources and opportunity in a manner of their preference. It leads to a lack of responsibility 
and accountability for academic performance that severely impacts on student success rates.

Without negating the influence of environmental factors in developing a teaching approach, 
the research team focused on aspects in their control and therefore, as a central theme, 
focused on managing students individually and, in doing so, changing their behaviour and 
attitude towards their studies.

Figure 7 presents the Teaching theme and sub-themes that emerged from the focus group 
data for TUT students.

Frequency Groundedness Frequency Groundedness
Class attendance 6 7.6% 4 3.8%
Class examples vs test/exam difficulty 2 2.5% 9 8.6%
Classmates and other students 2 2.5% 9 8.6%
Computer literacy 4 5.1% 0
Consultation 1 1.3% 10 9.5%
Extra classes 0 4 3.8%
Extra notes and slides 3 3.8% 3 2.9%
Language concerns 3 3.8% 0
Lecturers 11 13.9% 13 12.4%
Lots of work 2 2.5% 4 3.8%
Mentors 3 3.8% 1 1.0%
More small class tests 2 2.5% 0
More theory 3 3.8% 1 1.0%
Motivation 4 5.1% 5 4.8%
Note taking 1 1.3% 0
Pre-reading 0 4 3.8%
Standards to high 3 3.8% 2 1.9%
Student responsibility 7 8.9% 15 14.3%
Study guides 1 1.3% 0
Textbooks 4 5.1% 0
Time 5 6.3% 8 7.6%
Tutorials 7 8.9% 1 1.0%
Understanding 5 6.3% 7 6.7%
Workshops 0 5 4.8%
Prominence of sub-themes 51.0% 79.5%

Teaching
Successful students Repeater students

Figure 7: TUT student focus groups – Teaching theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Teaching theme:

• Successful students mentioned that some lecturers are not ‘into’ teaching, which makes 
it difficult to understand the lecturers, leading the student to lose focus. Lecturers must 
be more engaged. Students noted that lecturers provide feedback after a test, which 
assists students in identifying there mistakes. Students mentioned that some lecturers 
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are ill prepared for lectures and, in a sense, the lecturers are failing the students. Students 
commented that sometimes lecturers are not available and some are arrogant, which 
makes approaching the lecturer very difficult. However, students emphasised that they 
do consult lecturers if they do not understand. Students require lecturers to explain the 
‘why’ more and not just stop at the ‘how’. Both groups of students expressed a need 
for more theory in accounting. Repeat students were of the opinion that some lecturers 
work too fast and others too slow, through the syllabus. Students struggle to follow the 
fast lecturers, and the slow lecturers, at times, do not finish the syllabus. Students said 
some lecturers take time to go through new topics step-by-step, while others just do 
the basics. Students feel lecturers use a blend of teaching and lecturing. Overall, the 
students are content with the current standard of lecturing, because they find it ‘okay’.

• Successful students acknowledge that to make a success of your studies, you need to 
take responsibility. You need to make time and do more than just attend class in order 
to understand the work. The sub-theme featuring the strongest under repeat students 
was the acknowledgement that being successful at university has a lot to do with your 
attitude.

• Students have tutorials, but many students do not attend these sessions. Some claim 
they are scared they will miss the bus. Students also maintain that the tutors are at 
times, not prepared for sessions. Comments were made that students make it difficult 
for tutors as tutors are also students and, thus, not taken seriously. The repeat students, 
however, mentioned that they find it helpful to assist each other on topics in accounting 
as it helps them understand. The students also mentioned that they form study groups 
with other students that enables discussion amongst them.

• Students acknowledge that class attendance is a problem. Students only attend for 
introductions to new topics. Early classes are also empty (poorly attended).

• Students mentioned that language creates problems with understanding a topic.

• Students said there needs to be alignment between examples used in class and that of 
the test or exam. Lecturers only do the easy examples in class, thus they do not know 
how to approach more difficult questions during exams.

Although students conclude that they do not want to change anything about lecturers, it is 
still alarming that students indicate the need for a better theoretical foundation. However, as 
a result of the poor grasp of theoretical accounting concepts and the language it is present-
ed in, generally very little time and effort is spent on the theory of accounting. Due to poor 
English language proficiency by students, lecturers tend to focus on the practical aspects 
of accounting by preparing students to perform practical questions during examination. This 
situation results in students not understanding the principle of what they are doing, hence, 
the difficulty in answering any question of which the format is not familiar to them (the ques-
tions that they have practiced for exam preparation). It should, however, be noted that the 
dedication of lecturers, as perceived by students, at the Ga-Rankuwa campus may not be 
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what is expected at a quality university and the research team hope the implementation of a 
new performance management system for staff may alleviate the problem.

Even though students mentioned they need to accept more responsibility for their studies, 
the brunt of the discussion focused on issues external to them. It is alarming that students 
recognise the importance of class attendance but still do not attend. It may be as a result of 
an expectation gap between lecturers and students on how the lecture should be presented, 
or due to inadequate commitment to their studies and pressure to rather engage in social 
activities. Similarly, students express the need for tutorials when current tutorials are poorly 
attended. In general, there is a total lack of acceptance of accountability by the students and 
this is an aspect that the research team had to focus on in adapting the teaching approach. 

Students stated that they needed to be motivated – again deferring responsibility for a lack 
of enthusiasm or adverse attitude towards their studies. The impression is that the lack of 
motivation applies for both students and lecturers at the Ga-Rankuwa campus. What the re-
search team agreed with and considered was the small weekly assessments to test student 
comprehension of topics as preparation for examination.

Many of the remarks made during the focus group sessions may be the result of operational 
realities that the university is faced with. The statement that lecturers are not available for 
consultation may be due to students wishing to consult lecturers when it suits their sched-
ules, and not during the lecturer’s formal consultation times. The statement that textbooks 
are in many cases not enough, or are not timeously available may be due to lecturers’ in-
ability to estimate the number of students that will register in order to request the purchase 
of enough textbooks (registration periods are frequently extended, sometimes well into the 
academic year, on the demand of students). 

6.2.1.2 Lecturers

The analysis of the data from the TUT lecturer focus group resulted in the following themes:

• Equipment;

• Facilities;

• External environment;

• Students; and

• Teaching.

Graphical presentations of each of the themes are presented and discussed in this section. 
Figure 8 presents the Equipment theme and sub-themes that emerged from the focus group 
data for TUT lecturers.
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Equipment Frequencies Groundedness
Airconditioning needs to be fixed 4 16.0%
Broken equipment 7 28.0%
Clickers needed 2 8.0%
Fixed laptops in venues with projectors 1 4.0%
Hampers teaching approach 4 16.0%
Maintenance 6 24.0%
Need to upgrade venues to accommodate equipment 1 4.0%
Prominence of sub-themes 8.5%

Figure 8: TUT lecturer focus group – Equipment themes and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the Equipment theme:

• Lecturers expressed frustrations with broken equipment in lecture venues. Specific 
reference was made to equipment, such as projectors and speakers. Lecturers were 
frustrated with the central air-conditioning not working, which impacts on everyone’s 
ability to concentrate. The lecturers stated that much of the current equipment problems 
are due to a lack of maintenance.

• Lecturers mentioned that the lack of and/or broken equipment influenced their teaching 
approach. They said that teaching tools they try to introduce (for example clickers) fail, 
because the equipment is simply not working. The environment forces them to revert 
to outdated models of teaching (talk-and-chalk).

The concerns by the lecturers regarding broken equipment and lack of maintenance of 
equipment are consistent with student remarks that emanated from the focus groups. Not 
only does it have a negative impact on the learning environment (too hot or too cold) but 
it also has a negative influence on any teaching approach that would want to incorporate 
classroom technologies. It may even be contributing to students’ poor class attendance as 
the lecturer cannot present the class as was originally intended and prepared for. This is a 
serious issue that needs to be considered by the campus management.

It was also established from the focus group discussion that lecturers wanted to engage 
students more, thus the request for a tool such as clickers. The purchase was made by the 
Faculty and teachers have been able to use the clickers during their teaching since 2016.

Figure 9 presents the Facilities theme and sub-themes that emerged from the focus group 
data for TUT lecturers.



Inclusive Accountancy Learning Programmes in South African Higher Education: An adapted teaching approach70

Facilities
Other venue concerns 3 11.5%
Outside facilities 1 3.8%
Safety of venues/facilities 2 7.7%
Venue size vs student numbers 20 76.9%
Prominence of sub-themes 8.8%

Figure 9: TUT lecturer focus group – Facilities theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the Facilities theme:

• The Venue Size versus Student Numbers sub-theme strongly featured during the 
lecturer focus group. Congested venues lead to students being uncomfortable and 
impedes lecturing.

• Lecturers mentioned that certain venues are not safe due to a lack of building 
maintenance. A need was also expressed that the general physical environment of the 
campus needs to be more professional and space should be provided for students to 
relax and study.

The issue of overcrowded classrooms was voiced by both lecturers and students and may 
be another reason for students’ poor class attendance. The lecturers also mentioned safety 
issues in the lecturing venues that again reflect on matters the campus management must 
consider.

Figure 10 presents the External Environment theme and sub-themes that emerged from the 
focus group data for TUT lecturers.

External environment
Admission concerns 4 36.4%
Late registrations 1 9.1%
Strikes 6 54.5%
Prominence of sub-themes 3.7%

Figure 10: TUT lecturer focus group – External environment theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the External environment theme:

• Lecturers made references to strikes (student and worker protest action) and the 
negative impact it has on them, and teaching in general.

• Lecturers raised concerns regarding the massification of students’ admission. Too 
many students are admitted considering the venue restrictions and weak students are 
admitted, which affects success rates.
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• Concerns were raised regarding the late registration of students and the impact it has 
on students’ success. Late registrations cause students to miss lectures up to the point 
of registration.

It is evident that lecturers and students identified similar factors they perceive as having an 
impact on academic activities at the Ga-Rankuwa campus. The frequent protest action and 
interruptive impact it has on activities were mentioned, together with the registration issues 
that prevailed. Many of the other issues raised by both lecturers and students (such as ad-
mission and venue issues) are effects of the government policy to make university education 
inclusive, which is not something that is within the control of the research team.

Figure 11 presents the Students theme and sub-themes that emerged from the focus group 
data for TUT lecturers.

Students
Background/environment 14 28.0%
Class participation 10 20.0%
Consulations 6 12.0%
Ownership of studies 11 22.0%
Perception on accounting 7 14.0%
Spoonfed attitude 2 4.0%
Prominence of sub-themes 17.0%

Figure 11: TUT lecturer focus group – Students theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the Students theme:

• Lecturers focused on the notion that students’ background has an impact on their 
success at university. In this regard, reference was made to the fact that many students 
did not take accounting at school (which makes it more difficult for students to follow 
the lecturer) and whether the level of school accounting is where it is supposed to 
be. Reference was also made to the fact that students enter higher education due to 
pressure from their parents.

• Lecturers emphasised that students are not taking responsibility for their studies. It is 
demonstrated in the poor class attendance of students.

• Lecturers stated that class participation is important for students to learn. Students are 
reluctant to participate and since they do not do their homework, it impedes participation 
even further. Students may feel they will be laughed at (embarrassed) by other students 
if they participate in class and provide wrong answers. Lecturers expressed the need 
for methods to encourage class participation.

• Lecturers perceive that students do not regard accounting as important. Students 
are only interested in practical exercises and neglect important theory supporting 
accounting principles.
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• Lecturers schedule student consultation sessions, but feel students are not making 
use of the sessions. It was noted that a possible reason for the phenomenon, is the 
notion that students regard lecturers as authoritative, resulting in them wishing not to 
disturb the lecturer.

• Lecturers made reference to the perception that students want to be spoon-fed 
(students are reluctant to think for themselves).

The concerns of the lecturers regarding students’ lack of accounting background and own-
ership of their studies, coupled with poor class attendance and participation, were mirrored 
by the students. In general, the student group seems not to be motivated to perform well 
academically – intervention is certainly needed. 

Figure 12 presents the Teaching theme and sub-themes that emerged from the focus group 
data for TUT lecturers.

Teaching
Bridging or short courses 5 2.7%
Choice of selectives 3 1.6%
Class size problems 4 2.2%
Consistency in approach 4 2.2%
Consultation concerns 5 2.7%
Continuous assessment 9 4.9%
Discipline 8 4.4%
Exercises in class 1 0.5%
Extra classes 2 1.1%
Extra notes 2 1.1%
Homework 1 0.5%
Identification of at risk students 6 3.3%
Language and comprehension problems 26 14.3%
Links with industry and professional bodies 15 8.2%
Management support 1 0.5%
Mentoring programme 7 3.8%
Module and diploma articulation 20 11.0%
Motivation and work ethic 11 6.0%
Open environment to understand students 2 1.1%
Staff resources 7 3.8%
Student evaluations 1 0.5%
Teach versus  lecture 2 1.1%
Textbook concerns 4 2.2%
Theory questions vs number questions 2 1.1%
Time problems 6 3.3%
Tutorials 6 3.3%
Use and need of technology 13 7.1%
Work Integrated Learning 7 3.8%
Workshops to assist students 2 1.1%
Prominence of sub-themes 61.9%
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Figure 12: TUT lecturer focus group – Teaching theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the Teaching theme:

• From all the sub-themes linked to teaching, lecturers perceived student English 
language proficiency and comprehension as the most significant reason for student 
failures. A test to check language proficiency before students are admitted seems to 
be ineffective, as the university pursues student numbers.

• Lecturers made strong reference to the syllabus and articulation of the accounting 
diploma.  Lecturers perceive the workload as too high (a remark was made that the 
workload causes first-year lecturers to resign) for both lecturers and students. The 
diploma needs to be aligned with industry needs and lecturers need to decide for which 
market they are training students and adjust the curriculum accordingly. Lecturers also 
opined that students get bored as it was difficult to link theory to practice. Extended 
computer laboratory sessions to present training on actual accounting software 
applications may strengthen the link with industry. Emanating from concerns raised 
under the item on textbooks it was voiced that current textbooks are not suited for the 
students; there is a need to develop a textbook specifically for the diploma programme; 
questions in textbooks resemble ‘case study’ and it is not suitable for diploma students; 
lecturers should give extra supplemental notes to students and need to develop in-
house material that is relevant to diploma students.

• Many remarks emanated from module articulation whereby it was said that a link must 
be established with industry and professional bodies. Extra findings under this heading 
reflected on lecturers that must have industry experience and maintain the link with 
industry when they enter academia. Also, that lecturers must return to industry to renew 
their understanding of current corporate developments, and bring that experience into 
the classroom.

• A discussion ensued on how lecturers currently use technology and suggestions were 
made on further use of technology that may enhance teaching. There was a strong 
conviction on providing students with Tablets (questions were raised whether Tablets 
will be effective, considering that language is still a barrier) and using more publicly 
available resources, such as YouTube as part of the teaching approach. Lecturers also 
noted that some students request permission to audio/video record the lecturer during 
class, in order to revisit the lecture. Lecturers expect universities of technology to be 
technology intensive in their teaching.

• Lectures made reference to the notion that motivation is important for student success 
and that it must form part of the lecturers’ teaching approach to motivate students.

• Lecturers mentioned that students requested more formative assessments during the year.

• Lecturers recognised the need to maintain discipline in classes by being strict. The 
instilling of discipline must be approached carefully as not to embarrass the student.
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• Mentors (tutors) should be appointed to assist in improving the success rate. Mentors 
can serve as a conduit between the student and lecturer. Mentors meet with students 
during the week to discuss matters on subjects. Mentors can also arrange extra classes 
for students on Saturdays.

• Lecturers expressed a need for more lecturing staff to enable large classes to be 
separated into smaller groups. The high ratio of student numbers to lecturers was 
raised as an issue that causes poor student performance.

• There is a need for a “Work Integrated Learning” component. Students find it difficult to 
link theory and practice. There is a need to prepare student for practice by incorporating 
a practical component. One lecturer acknowledged that there used to be a work 
component for auditing for a period of six months, but with the massification of student 
numbers, the agreement with auditing firms became defunct.

The fact that students do not study in their mother tongue and after studying in English through-
out their school career, without fully mastering the English language, is a nationally acknowl-
edged challenge for education in South Africa that receives attention at all universities. Natu-
rally, this leads to many of the impeding factors mentioned during the focus group discussions.

What featured strongly in the discussion with lecturers was the need for students to be 
work ready. Therefore, the link between academia and industry needs to be strengthened 
and the syllabus needs to be aligned with industry expectation. The mere fact that lecturers 
mentioned the need, implies they perceive students to not be work ready after graduating.

What is concerning to the research team is the contradicting statements made during this 
discussion. Any university programme should meet the employer expectations. In addition, 
is the competition from graduates of other universities competing for the same employment. 
As a result, there needs to be a concerted effort to improve the quality of the education that 
is presented at the Ga-Rankuwa campus. However, it appears if lecturers have capitulated 
by calling for downgraded textbooks and campaigning for a lower level of accounting train-
ing for diploma students. From the issues discussed in this chapter, it could be inferred that 
lecturers may become despondent with the constant pressure placed on them by govern-
ment and university management, to increase student success rates.

The research team considered the issues raised by both students and lecturers, to propose 
a teaching approach within the ambit of classroom management practices. Evident at this 
stage of the study was the likely preference to an approach leaning towards teacher-cen-
teredness, with individual student management, within a large class setting.

6.2.2 NMU focus groups

This section discusses the results of the analysis of the focus group data obtained from fo-
cus group discussions with NMU students and lecturers. The results of the successful and 
repeat students are presented in section 6.2.2.1, while those of lecturers are presented in 
section 6.2.2.2.
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6.2.2.1 Students

The analysis of the data from the NMU student focus groups resulted in the following themes:

• Technology;

• Equipment;

• Facilities;

• Student background and environment; and

• Teaching.

Graphical presentations of each of the themes are presented and discussed in this section. 
Figure 13 presents the Technology theme and sub-themes that emerged from the focus 
group data for NMU students.

Frequency Groundedness Frequency Groundedness
Able to access online material 1 7.7% 3 20.0%
Can't use technology 0 0.0% 1 6.7%
Handheld devices 3 23.1% 1 6.7%
Not using technology 0 0.0% 2 13.3%
Online discussion forum 4 30.8% 5 33.3%
Strict access control 0 0.0% 1 6.7%
System failure concerns 3 23.1% 0 0.0%
Videos in class 2 15.4% 2 13.3%
Prominence of sub-theme 6.84% 6.28%

Successful students Repeater students
Technology

Figure 13: NMU student focus groups – Technology theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Technology theme:

• Although repeat students acknowledged that material was available online and that 
they could access it, first-time successful students raised concerns (second highest 
frequency) that the network is often down, and that internet response time is slow 
(systems failure concerns). Both groups of students agreed that an online discussion 
forum (highest frequency), through which they can share ideas and ask questions 
would enhance their learning. Students expressed value in creating “chat groups” 
where they can engage with other students.

• Successful students are of the opinion that Tablets would contribute to their learning.

• Both groups indicated that video recordings of lectures would be beneficial.

The extracts indicate that access to online or internet-based information is problematic, 
primarily as a result of the unreliability of internet connections. The use of online discussion 
forums is mentioned by both groups. This form of blended learning is also dependant on a 
reliable internet and/or network infrastructure both on campus and off campus.
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Figure 14 presents the Equipment and Facilities themes and sub-themes that emerged from 
the focus group data for NMU students.

Frequency Groundedness Frequency Groundedness
Working equipment 1 100% 0 0.0%
Prominence of sub-theme 0.53% 0.00%

Facilities
Computer labs 4 57.1% 4 40.0%
Library 2 28.6% 6 60.0%
Resources on vs off campus 1 14.3% 0 0.0%
Prominence of sub-theme 3.68% 4.18%

Successful students Repeater students
Equipment

Figure 14: NMU student focus groups – Equipment and Facilities themes and sub-
themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Equipment and Facilities themes:

• Students from the successful group indicated that the fact that equipment in lecturing 
venues are not always functional, have an impact on their learning. Both successful 
and repeat students reported that access to the computer laboratories is problematic. 
It was explicitly mentioned that these facilities are unavailable afterhours (after 17:00), 
and that they do not find sufficient time to do quality assignments and homework.

• Both student groups indicated that they make use of the library. A concern was raised 
that the library is inadequate (too small) and that it closes at 20:00 in the evening.

• As students’ residences are not situated on the same premises as the campus, students 
expressed a need for facilities to be made available at official NMU student residences.

The Second Avenue campus of the NMU provides limited technologies to students, possibly 
due to technology-intensive programmes not being offered on this campus. In respect of 
facilities, students have access to computer laboratories and an on-campus library. The lab-
oratories are limited in number and are usually fully occupied. The facilities on this campus 
are also not available on a 24-hour basis (only open until 20:00). The library on this campus 
was recently upgraded and students should not experience difficulty in using the library. 
However, the study space in the library is limited. It is general practice for students to use the 
library to do their homework and other academic activities, as they might not have adequate 
facilities (for example electricity and desks) available at home.

Figure 15 presents the Student background and environment theme and sub-themes that 
emerged from the focus group data for NMU students.
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Frequency Groundedness Frequency Groundedness
Busary impact 0 0.0% 2 8.0%
Early classes 1 5.0% 0 0.0%
First year experience 0 0.0% 4 16.0%
Influence of friends/people 2 10.0% 6 24.0%
Personal problems/factors 6 30.0% 2 8.0%
Reasons for being at the university 1 5.0% 1 4.0%
School subject knowledge 3 15.0% 0 0.0%
Stressful environment 2 10.0% 0 0.0%
Student attitude 0 0.0% 5 20.0%
Transport 5 25.0% 5 20.0%
Prominence of sub-theme 10.53% 10.46%

Successful students Repeater students
Student background and environment

Figure 15: NMU student focus groups – Student background and environment 
theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Student background and environment theme:

• Successful students expressed a concern in respect of their personal problems or 
factors (highest frequency), while repeat students indicated the influence of friends or 
acquaintances could have an impact on their learning and attitude.

• Both groups of students indicated that transport is a factor influencing their learning. It 
is sometimes difficult to be on time for the first classes of the day. Afterhours classes 
are also problematic as public transport is not available from the campus to township 
areas.

• Students stated not having certain subjects at school makes university difficult, e.g. not 
having computers. Not coming from a commerce schooling background, also impacts 
on academic performance.

• Not knowing exactly why they are at university was mentioned as a possible factor 
affecting a student’s success at university. Participants indicated that some students 
are at university based on their parents’ desires, and that it seems like the ‘right thing to 
do’. Also, when they arrive at university the whole first-year experience is overwhelming.

Being a more diverse campus in terms of student profile (in comparison to TUT’s Ga-Ranku-
wa campus), only a few comparative problems are experienced by NMU students. The ad-
mission criteria for the accounting programmes offered at the Second Avenue campus are 
relatively high, resulting in a better prepared student in the Accounting 1 class. All students 
are required to have had mathematics up to Grade 12. The matters affecting their success, 
could be attributed to the fact that some of the students come from rural areas and town-
ships where the quality of school education is sometimes questionable. Still successful stu-
dents claim that personal problems has the biggest influence on their learning while repeat 



Inclusive Accountancy Learning Programmes in South African Higher Education: An adapted teaching approach78

students rather implicate the influence of their friends to have an impact on their learning. 

With regard to their concern of transport being a factor impeding their learning, the NMU 
provides free shuttle services to students between the Port Elizabeth city centre and the uni-
versity, as well as from residences to all campuses. Mentioning transport as a problem could 
be same as mentioned for the TUT students, where students may expect the shuttle times 
to suit their personal schedules. The shuttle service operates on a daily basis from Monday 
to Friday, but does not operate after 20h00 at night.

It is concerning that students revealed they are not sure why they are at university or why 
they chose accounting as a career. This is perhaps a reflection on a lack of career guidance 
at school level and/or possibly a lack of their parents’ knowledge regarding career possibil-
ities. Many students are also first-generation students for whom (and for their families) the 
university experience is foreign. The NMU’s School of Accounting actively markets all its 
programmes to all schools in the Nelson Mandela Metropole and as far as rural areas in the 
Eastern Cape Province. It is, however, possible that all schools are not reached by these 
marketing initiatives. The School of Accounting has encountered that principals from some 
of the schools do not react to communications and those schools are thus not included in 
the road trips.

Figure 16 presents the Teaching theme and sub-themes that emerged from the focus group 
data for NMU students.
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Frequency Groundedness Frequency Groundedness
Accounting society 8 5.4% 0 0.0%
Attendance 0 0.0% 3 1.6%
Classmates and other students 5 3.4% 2 1.1%
Consultation 2 1.3% 3 1.6%
Debates and discussions 0 0.0% 7 3.7%
Extra classes 0 0.0% 1 0.5%
Extra notes and slides 4 2.7% 8 4.2%
Feedback on homework 0 0.0% 2 1.1%
Group work 0 0.0% 1 0.5%
Happy experience 16 10.7% 8 4.2%
Homework 9 6.0% 9 4.8%
Homework for marks 0 0.0% 2 1.1%
Language concerns 8 5.4% 13 6.9%
Lecturers 7 4.7% 24 12.7%
Link with practice 0 0.0% 5 2.6%
Lots of work 3 2.0% 3 1.6%
Mentors 17 11.4% 0 0.0%
Motivation 4 2.7% 8 4.2%
No feedback after tests 0 0.0% 1 0.5%
Note taking 0 0.0% 1 0.5%
Pre reading 7 4.7% 7 3.7%
Questions in class 7 4.7% 10 5.3%
Revision 1 0.7% 4 2.1%
Supplemental Instruction 12 8.1% 12 6.3%
Small classes work 2 1.3% 7 3.7%
Standards to high 3 2.0% 0 0.0%
Student responsibility 5 3.4% 22 11.6%
Study guides 0 0.0% 3 1.6%
Textbooks 13 8.7% 6 3.2%
Time 2 1.3% 4 2.1%
Tutorials 4 2.7% 5 2.6%
Understanding 0 0.0% 4 2.1%
Workshops 10 6.7% 4 2.1%
Prominence of sub-theme 78.42% 79.08%

Successful students Repeater students
Teaching

Figure 16: NMU student focus groups – Teaching theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
students’ comments in respect of the Teaching theme:

• According to successful students, having a mentor (tutor) contributes to their success 
in accounting. The small size of these mentoring groups is noted as an important factor 
as it allows personal interaction between students and the mentor.

• Repeat students mentioned lecturer involvement, preparedness, enthusiasm, and 
attitude as contributing factors to their successful learning.
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• Students responded negatively in respect of textbooks as a learning aid. They are of 
the opinion that textbooks are not really utilised, that they do not have textbooks, and 
that lecturers’ slides are adequate.

• Students appreciate supplemental instruction (SI) and regard it as a platform to assist 
students with test and exam preparation. SI leaders are perceived more approachable 
and students mentioned they would prefer to go to SI leaders with questions.

• Students generally do not attend workshops. It was noted that they are not aware 
of workshops. One student expressed the value of a study method workshop s/he 
attended. Students mentioned that it would be beneficial to attend specific workshops 
to develop skills such as proficiency in English.

• Students acknowledged English proficiency as a problem. Students would attend 
workshops to improve English. Students find the accounting terminology difficult. Some 
students are proactive and use a dictionary.

• Students accepted the fact that they must take ownership of their studies and that they 
must be willing to do more than only what is expected in class. Students stated that 
motivation is an essential factor in student success.

• Students acknowledged the fact that they get tutorials as part of their learning process. 
Students expressed a need for more tutorials.

• Students noted that they enjoy the small classes. It creates an easier platform to 
participate in class especially when asking questions. Students mentioned that more 
lecturing contact time is needed.

The themes that invited most discussion during the focus groups are all part of the students’ 
classroom experience. These included, amongst others (especially with regards to repeat 
students): lecturers and mentors, students’ responsibility, English proficiency, SI, asking 
questions in class, and doing accounting homework. Distinct differences in frequencies are 
noticed between the successful and repeat student groups, for example, repeat students 
blamed many of their problems on the lecturer (frequency = 24), while successful students 
were more concerned about their desire for mentors in accounting (frequency = 17). This 
shows a higher sense of responsibility by the successful students. As indicated under the 
TUT student focus groups (section 6.2.2.1), students are reluctant to take responsibility for 
their own studies.

English proficiency is mentioned as a matter of concern. English is not the home language 
of the majority of the NMU students and all lectures are presented in English. In addition, all 
additional notes and learning materials are in English. The NMU has a student counselling 
division where students can get help with any learning problems, including English profi-
ciency. A further aid to students is the English Writing Centre that offers guidance and as-
sistance, in collaboration with the relevant lecturer, to students on any assignment that they 
have to prepare and submit. In addition, a multilingual glossary has been made available to 
students that they are apparently not interest in making use of.
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The difficulty regarding language proficiency insofar as accounting is concerned, may be 
attributable to the majority of students being first-generation students whose home language 
is not English. The English accounting terminology is perhaps not something they had en-
countered before they were introduced to the university environment.

Similar to the results from the discussion of the TUT student focus groups, NMU students 
also need to take more responsibility for their own studies. Many of the concerns raised 
cannot be addressed through an adapted teaching approach. What can be deduced from 
the focus group data analysis is that classroom management will be an important matter to 
emphasise – ensuring that students are held accountable and responsible for their success 
in accounting by means of a system of reward and consequence.

6.2.2.2 Lecturers

The analysis of the data from the NMU lecturer focus group resulted in the following themes:

• Equipment;

• Facilities;

• External environment;

• Students; and

• Teaching.

Graphical presentations of each of the themes are presented and discussed in this section. 
Figure 17 presents the results of the Equipment and Facilities themes and sub-themes from 
the NMU lecturer focus group data.

Equipment Frequencies Groundedness
Blackboards and white screens 4 23.5%
Fixed laptops in venues with projectors 1 5.9%
Hampers teaching approach 1 5.9%
Management action 1 5.9%
Need to upgrade venues to accommodate equipment 5 29.4%
Need visualisers 5 29.4%
Prominence of sub-theme 15.5%
Facilities Frequencies Groundedness
Lecturer helplessness to change it 1 16.7%
Other venue concerns 5 83.3%
Prominence of sub-theme 5.5%

Figure 17: NMU lecturer focus group – Equipment and Facilities themes and sub-
themes
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The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the Equipment and Facilities themes:

• Lecturers noted that venues must be better equipped with, for example, fixed [laptop] 
computers, data projectors, and visualisers (also referred to as document readers or 
document cameras).

• Lecturers find the use of black boards problematic as they feel students lose 
concentration/attention when you turn your back to write on the board.

• The white projection screens are installed in front of the white boards. This limits the 
use of both lecturing aids.

The NMU Second Avenue campus consists of venues that are relatively old and that were 
not originally designed for electronic lecturing aids such as data projectors and visualisers. 
Newer venues are better designed and are equipped with the latest equipment/technology. 
This may be the reason why some lecturers were satisfied with the equipment installed in 
lecture venues.

Figure 18 presents the results of the External environment and Students themes and sub-
themes from the NMU lecturer focus group data.

External environment Frequencies Groundedness
NSFAS concerns 1 100%
Prominence of sub-theme 0.9%

Students
Background/environment 8 42.1%
Class participation 5 26.3%
Owership of studies 4 21.1%
Spoonfed attitude 2 10.5%
Prominence of sub-theme 17.3%

Figure 18: NMU lecturer focus group – External environment and Students themes 
and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the External environment and Students themes:

External environment

• It was noted that the National Student Financial Aid Scheme (NSFAS) results in 
students being without textbooks until they receive the money from the scheme.

Although only one lecturer mentioned this as a limiting factor, universities throughout South 
Africa indicated similar concerns regarding NSFAS, purely as a result that students get the 
money at a relatively late stage of the academic year.
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Students

• Lecturers noted when students come from poor backgrounds as a limiting factor to 
student success. These students typically do not have the same access to lecturing 
aids and or devices as their fellow students from other backgrounds. The fact that 
many students are first-generation students place a further burden on them when they 
enter a new or unknown environment.

• Lecturers mentioned that students do not sufficiently participate in class. Lectures 
noted that pre-reading and doing homework is important to stimulate participation in 
class discussions. One lecturer contradicted this view by stating that students do not 
find it challenging to participate in class – attributing it to the nature of the current 
student generation.

• Lecturers are of the opinion that students do not adequately take responsibility for their 
studies. Lecturers noted that students do not do additional work in accounting outside 
of the normal classroom activities.

Most of the concerns raised by lecturers refer to the students’ background and their personal 
environment. One of the most significant contributing factors mentioned is the fact that stu-
dents are first-generation students – with high expectations and responsibilities placed on 
them by their families and friends. The themes and sub-themes highlighted by lecturers with 
regard to students, is largely attributable to the attitude of students. 

Figure 19 presents the results of the Teaching theme and sub-themes from the NMU lectur-
er focus group data.
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Teaching Frequencies Groundedness
Class size problems 6 9.0%
Exercises in class 3 4.5%
Extra notes 2 3.0%
Homework 1 1.5%
Identification of at risk students 2 3.0%
Language and comprehension problems 9 13.4%
Links with industry and professional bodies 1 1.5%
Management support 1 1.5%
Mentoring programme 5 7.5%
Motivation and work ethic 9 13.4%
Open environment to understand students 1 1.5%
Pre reading 2 3.0%
Question banks 2 3.0%
Supplemental instruction 3 4.5%
Textbook concerns 6 9.0%
Time problems 1 1.5%
Tutorials 2 3.0%
Use and need of technology 6 9.0%
Work Integrated Learning (WIL) 1 1.5%
Workshops to assist students 4 6.0%
Prominence of sub-theme 60.9%

Figure 19: NMU lecturer focus group – Teaching theme and sub-themes

The following are extracts with the highest frequencies from the results of the analysis of 
lecturers’ comments in respect of the Teaching theme. Note that some of the sub-themes 
listed under this theme are also noted under other previously discussed themes from both 
students and lecturer focus group data. It is not always possible to isolate teaching as a 
theme without including all the associated classroom related activities/matters (including 
those listed under other themes). In the following discussions, these themes will thus be 
addressed in the context of teaching per se.

• The ‘language and comprehension’ sub-theme has the highest frequency in Figure 
19. Lecturers noted that although students do a communication module, they still 
experience difficulty when studying as English is not their first language.

• Equally as high, is the sub-theme motivation and work ethic. Lecturers noted that 
students might need encouragement and recognition in order to create an awareness 
of work ethic.

• The lecturers mentioned that the smaller than average class sizes on the Second 
Avenue campus is conducive to student success. On the contrary, some lecturers 
noted that the current class sizes on this campus are too large and that it needs to 
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change in order for students to be successful. Classroom management is mentioned 
as being more achievable with smaller class groups.

• Lecturers mentioned that accounting textbooks are inadequate and not aimed at the 
right level.

• Lecturers agreed that the use of technology in teaching is essential, and that it must 
improve.

• Lecturers noted that a mentoring system is in place to monitor and assist students in 
mastering accounting homework.

• Lecturers mentioned that study workshops are arranged for students through 
the university’s student counselling department. However, these facilities cannot 
accommodate large numbers of students.

• Lecturers noted that students require a step-by-step teaching approach for accounting. 
Solutions to homework exercises are written on the board and students are required to 
mark their efforts.

• SI’s are available for students on the NMMU’s Second Avenue campus. Attendance of 
these sessions was reportedly good.

Apart from the language proficiency matter, lecturers are concerned about the low level 
work ethic they experience with students. Similar concerns were raised by lecturers and 
students (both from TUT and NMMU). When considering the highest frequencies of sub-
themes, these all relate to classroom management, work ethic, textbooks, homework, tutor-
ing systems, mentoring, class exercises, use and need for technology, and responsibility of 
students.
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6.3 CHAPTER SUMMARY

The objective of this chapter was to determine, through exploratory focus groups, the 
major concerns and issues to be addressed in an adapted teaching approach for ac-
countancy education. In addition, the focus group data analysis was used to guide the 
researchers in preparing the quantitative research questionnaire (Annexure 4).

The findings of this chapter revealed five specific themes to consider when designing 
the teaching approach. The perceived importance (prominence) of the five themes are 
summarised and illustrated in Table 24. The prominence of the themes is expressed 
as a percentage of the themes per focus group.

The Equipment and Facilitates themes have the lowest level of prominence. NMU 
lectures regarded equipment as more important than any of the other focus groups 
(prominence = 15.5%). According to all the focus groups, the External environment 
of students is not the most prominent factor when considering student success in ac-
counting, which is surprising since the common perception is that student success 
rates are low because of the knowledge or background both socially and scholastically 
of the students that enter higher education. The theme that shows the highest prom-
inence, is Teaching. The analysis of this theme also revealed the most sub-themes 
which emphasise the high regard all the focus group participants have for this theme.

Table 24: Prominence of focus group themes

Theme

Lecturers Students

TUT NMU
TUT 

Successful

NMU 

Successful

TUT 

Repeat

NMU 

Repeat

Equipment 8.5% 15.5% 9.0% 6.8% 5.3% 6.3%

Facilities 8.8% 5.5% 2.6% 0.5% 2.3% 0.0%

External envi-
ronment 3.7% 0.9% 9.7% 3.7% 3.8% 4.2%

Student back-
ground and en-
vironment

17.0% 17.3% 27.7% 10.5% 9.1% 10.5%

Teaching 61.9% 60.9% 51.0% 78.4% 79.5% 79.1%

 100.0% 100.0% 100.0% 100.0% 100.0% 100.0%

Elaborating on the results of this chapter, the following chapter provides discussions in 
respect of the analyses and interpretation of the quantitative survey that was conducted.
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7CHAPTER 7: 
ANALYSIS AND INTERPRETATION OF SURVEY DATA

7.1 INTRODUCTION

The primary objective of the study (Section 1.3.1) was to improve student success rates for 
inclusive accountancy diploma programmes, and to propose a revised teaching approach 
at the TUT and NMU. One of the secondary objectives of this project was to explore and 
analyse the perceptions and preferences of students and academic staff members regard-
ing teaching approaches, by means of qualitative focus group sessions and a quantitative 
questionnaire (Section 1.4.2).

The findings from the literature review in Chapters 3 and 4, and the valuable findings de-
rived from the analysis of the focus group data were used to inform the design of the survey 
questionnaire (Annexure 4). Since the focus group discussions were conducted with only 
a limited number of students, it was important to obtain a more representative view of the 
student population by means of a survey.  

The questionnaire was planned and designed during a workshop involving the research 
team and a statistician. The purpose of the questionnaire design workshop was to address 
the following (Crouch & Housden 1996):

• to collect relevant data;

• to ensure comparability of data;

• to eliminate biases; and

• to motivate respondents to objectively and honestly participate in the survey.

Based on the analysis of the findings of the focus group data, the questionnaire was struc-
tured as follows:

Section A: Geographical details of respondents

Section B: Student behaviour

Section C: Academic environment

Section D: Teaching approach

The questionnaire was limited to structured questions. Structured questions allow both struc-
tured (pre-formulated or closed-ended) and unstructured (post-formulated or open-ended) 
responses. Closed-ended responses include dichotomous, multiple choice, and scaled re-
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sponses. The open-ended questions allowed for responses in the respondents’ own words 
(Tustin, Lichthelm, Martins and Van Wyk 2005).

The project plan, containing detail regarding the research methodology for the focus group 
discussions of Phase 2, received research ethics approval from the relevant committees at 
the two participating universities (Annexure 3). The results from the analysis of the survey 
data are discussed in the following sections.

7.2 ANALYSIS OF THE QUANTITATIVE SURVEY DATA

The discussion of the survey data in the following sections are based on the structure of the 
research instrument. Firstly, a discussion of the geographical details of respondents is pre-
sented, followed by a discussion of the data in respect of student behaviour, the academic 
environment, and the respondents’ perceptions on teaching approaches.

7.2.1 Data collection

The questionnaires were distributed to respondents with the assistance of the two Heads 
of Department (HODs) at the participating universities. The HODs were approached to limit 
the possibility of respondents feeling intimidated by members of the research team. Ques-
tionnaires were administered during official Accounting 1 lectures at both universities. The 
particular lecturer at NMU, and in the case of TUT, an impartial academic excellence officer 
of another Faculty, in cooperation with the respective HOD, gave the respondents a brief 
background of the study and explained that participation is voluntary.

Respondents who agreed to participate in the survey were requested to sign an informed 
consent form. These forms were kept on record separately from the actual questionnaires 
to ensure respondents’ anonymity. At TUT, due to student representative council elections, 
class disruptions were experienced in the week the questionnaires were planned to be ad-
ministered. Administering the questionnaires was postponed to the week before the exam 
period commenced, which led to lower than expected class attendance. A combined total of 
481 responses were received from the two universities. From the TUT population, 403 stu-
dents participated in the survey, while 78 students from NMU participated. TUT participation 
represented a response rate of 22.4 per cent, and in respect of the NMU participation, a 49.4 
per cent response rate.

The data was coded and captured onto a Microsoft Excel ® spreadsheet. The electronic 
spreadsheet was forwarded to a statistician for data analysis. When reviewing the analysis 
and interpreting responses, the following two factors needs to be considered for context:

• Firstly, the questionnaires were administered to students who attended an Accounting 1 
class. The possibility exists that students with a poor attitude towards their studies and 
thus do not attend classes, did not participate in the survey. Alternatively, the students 
that participated are students that may be more motivated, do homework, and attend 
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classes. Within this context responses may be more positive than the actual situation.

• Secondly, the background of the majority of students targeted by the questionnaire has 
been explained in the preceding chapters. Responses to questions may be based on the 
students’ perception formed by possible poor schooling and a marginalised background. 
For example, merely reading through material or completing an accounting exercise may 
be perceived as ‘studying hard’ or ‘adequate preparation’.

The following section provides descriptive statistics of the data.

7.2.2 Geographical detail of respondents

Section A of the questionnaire requested respondents to provide geographical details about 
themselves. The purposes of requesting the geographical details were to define the pop-
ulations of the respective universities, and to determine possible reasons/associations for 
some of the responses in further sections of the questionnaire.

The first question requested respondents to indicate their gender. In respect of TUT, 35 per 
cent of respondents are male, while 65 per cent are female. As far as NMU respondents 
are concerned, 39.7 per cent are male and 60.3 per cent are female. The combined results 
clearly show that for both campuses the majority of respondents are female (Figure 20).

64%

36%
Male
Female

Figure	20:	Gender	classification	of	population	–	TUT	and	NMU	combined

The second question requested that respondents indicate their race classification. Table 
25 illustrates the race classification of the respondents from the respective universities. It 
is evident that the NMU student population is more diverse than the TUT population. The 
data supports the claim of the student profile from Chapter 1 of this research regarding the 
TUT Ga-Rankuwa campus mostly representing the most marginalised of the South African 
student population.
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Table	25:		Race	classification	percentages	of	respondents

Race	Classification TUT NMU All respondents

Black 98.5% 69.2% 94.4%

Coloured 0.5% 21.8% 4.0%

Indian 0.2% 2.6% 0.6%

White 0.2% 3.8% 0.8%

Other 0.2% 0 0.2%

Total 99.8% 97.4%

No indication 0.4% 2.6%

Total 100% 100% 100%

The third question in this section of the questionnaire requested respondents to indicate in 
which year they completed Grade 12 (matriculated). The results from this question indicate 
the time that lapsed since completing high school, as well as the proportion of the respon-
dents that formed part of the latest Grade 12 syllabus of the Department of Basic Education.

Results revealed that a relatively small proportion (TUT = 4.0%, NMU = 7.7%) of students 
at both universities matriculated during or before 2010. For both universities, the majority of 
respondents (TUT = 81.9%, NMU = 66.7%) completed Grade 12 in 2013 and 2014, the two 
years prior to the data collection of this study. The significance of the information related to 
the mode of school education that was changed in 2010. According to Jansen (cited in Phil-
lips & Ochs 2004), the South African Department of Education adopted Outcomes Based 
Education (OBE) as the mode of teaching to be phased in from 1998. This mode of teach-
ing was widely criticised due to the inability of the South African school education system 
to apply the approach properly. OBE is regarded by many as one of the primary causes of 
under-preparedness by students (Section 2.2.4), to the extent that these students are being 
referred to as the lost generation. The researchers wanted to know whether current students 
matriculated before or after the abolishment of OBE. However, most of the students were at 
school in the time of OBE, and would thus be affected by it.

Question 4 obtained details in respect of the respondents’ school location where they com-
pleted Grade 12. Table 26 indicates that for TUT students, a substantially larger proportion 
(TUT = 32.8%, NMU = 12.8%) of the students completed Grade 12 in a school situated in 
a rural area in comparison with the results from NMU respondents. For all respondents, the 
highest proportion of respondents (39.5%) completed Grade 12 in a high school situated 
in a township. Again, the data supports the student profile alluded to in Chapter 1 that was 
used as a strong motivating factor for conducting this research. The vast majority of TUT 
students (75.5%) completed their schooling in areas (rural and township) known for its poor 
secondary education standard.
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Table 26: Respondents’ high school geographical location

High School Area TUT NMU All respondents

Rural 32.8% 12.8% 29.7

Township 42.7% 19.2% 39.5

City or Town 23.6% 65.4% 30.8

Total 99.1% 97.4%

No indication 0.9% 2.6%

Total 100% 100% 100%

Table 27 presents the results from Question 5 that requested respondents to indicate wheth-
er they had accounting in Grade 12. For both universities the vast majority (TUT = 86.4%, 
NMU = 83.3%) of respondents had accounting in Grade 12. This is surprising since in the 
focus groups both TUT students and lecturers commented on the negative impact on stu-
dents’ ability of not having accounting at school. However, this data supports the under-pre-
paredness of students for tertiary education alluded to in Chapter 1. These students have 
been educated in accounting since high school, yet an inadequate success rate is still being 
experienced in terms of the basics of accounting as presented at tertiary level.

Table 27: Grade 12 Accounting at school

Grade 12 Accounting at school TUT NMU All respondents

No 13.6% 16.7% 14.2%

Yes 86.4% 83.3% 85.8%

Total 100% 100% 100%

No indication 0 0 0

Total 100% 100% 100%

The results in respect of Question 6 reveals the marks for Accounting 1 that respondents 
obtained during the first semester of the 2015 academic year (Table 28). The majority of 
the respondents for both universities chose the ‘51 per cent to 74 per cent’ option (TUT = 
56.6%, NMU = 70.5%). The results also reveal that TUT had a substantially lower success 
rate for Accounting 1 in 2015 than what is reported for NMU for the same period. This could 
be attributable to the fact that more TUT students graduated from a high school situated in 
a marginalised area (75.5%) compared to NMU students (32%). The response should also 
be viewed in light of what was mentioned earlier that many students who failed the subject 
may also be students who do not attend class and was therefore not available to participate 
in the survey.
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Table	28:	Marks	obtained	for	Accounting	1	in	the	first	semester	of	2015

Accounting I Marks Obtained In 2015 TUT NMU All respondents

0 to 30% 3% 0 2.5%

31% to 50% 30.5% 10.3% 27.6%

51% to 74% 56.6% 70.5% 59.7%

75% and above 8.9% 16.75 10.1%

Total 99% 97.5% 100%

No indication 1% 2.5% 0

Total 100% 100% 100%

The results from Question 7 show that all respondents are of the opinion that they are able 
to pass Accounting 1. The last question under Section A requested respondents to indicate 
which of the two universities they are registered with. This information was used primarily 
to enable the researchers to distinguish between the data of the universities for statistical 
analysis purposes. The following section provides an outline of the descriptive results from 
the questions relating to student behaviour.

7.2.3 Student behaviour

Section B of the questionnaire aimed to obtain students’ honest responses in respect of 
their own behaviour (Shaftel & Shaftel 2005). Respondents were requested to indicate their 
actual behaviour (Question 9) and their perceived worth (Question 10) relating to a number 
of behavioural activities. Structured, pre-formulated questions with closed-ended Likert-type 
scaled responses ranging from 1 (Never) to 5 (All the time) for Question 9, and from 1 (Not 
worthwhile at all) to 5 (Extremely worthwhile) for Question 10, were used to obtain this data. 
Table 29 and Table 30 show the mean responses of the results of the analysis of the scaled 
data for both universities. Although the respondents were not identified during data collec-
tion, the research team considered that students might not be completely honest about sen-
sitive behavioural matters, in addition to the influencing factors mentioned before.

Insofar as class participation is concerned, students participate on a mean participation 
level of 3.1 and 3.5 for TUT and NMU respectively (Table 29), while their perceived impor-
tance level is reported at 4.0 for TUT students and 4.3 for NMU students (Table 30). These 
students revealed that they come to class on time almost all the time (TUT 4.3; NMU 4.6), 
which corresponds with their perceived mean level of importance for coming to class on time 
(TUT 4.6; NMU 4.7). The results reveal that TUT students rate their class participation and 
coming to class on time at a high level, although not as high as what they would want it to be.

With regard to the question on whether respondents skip classes and their perceived impor-
tance of class attendance, results lean towards ‘seldom’ on the Likert-type scale (TUT 1.8; 
NMU 1.9), which shows that the students who completed the questionnaire attend classes 
almost all the time. The result corresponds with their mean perception regarding the worth 
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of not attending classes (TUT 1.4; NMU 1.1), leaning towards ‘not worthwhile at all’ on the 
Likert-type scale.

According to the results reported on the behavioural activity ‘cheating in tests’, all respon-
dents reported very satisfactory behaviour. Their mean responses (TUT 1.0; NMU 1.1) in 
respect of whether they have cheated in tests during the first semester of 2015, as well as 
their mean responses (TUT 1.2; NMU 1.1) on their perception of the worth of cheating in 
tests, are both towards the positive end of the Likert-type scale.

Doing homework in accounting is regarded as an important factor in the success of stu-
dents. This question requested students to indicate how often they do their homework and 
also to indicate their perception of the importance of doing homework. On average, TUT 
students do accounting homework on a 3.4 mean level on the Likert-type scale, leaning 
towards ‘sometimes’ while NMU students  “often” do homework on a 4.1 mean level on the 
Likert-type scale. The result contradicts the statement from lecturers during the focus group 
discussions that students do not do homework. Again, this question should be viewed in the 
context that students who do not attend lectures and probably do not do homework likely 
did not participate in the survey. Even if the students responded that they do homework, 
they do regard the worth of doing homework higher (TUT 4.3; NMU 4.7) than their current 
performance.

TUT students reported that they study for tests (mean 4.6) and that they regard it as ‘very 
worthwhile’ to study for tests. This does not correspond with their low success rate reported 
in Table 24. The effort of the students may not be the reason for a low success rate, but 
rather their ability to comprehend or apply principle (theory). The focus group discussions 
indicated that students are mainly presented with the ‘how’ in the classroom and not the 
‘why’, upon which students complained that lecturers do not ask similar questions in the 
exam to the exercises that they do in class. It is thus clear that students may not understand 
concepts, to apply a given principle in accounting, no matter how much effort they spend on 
preparation. Also, the students’ perception and interpretation of ‘studying hard’ needs to be 
considered. NMU students reported that they study for tests (mean 4.7) and that they regard 
it as ‘extremely worthwhile’ (mean 5.0) to study for tests. 

Students reported that they ‘sometimes’ do pre-reading for accounting (TUT 3.0; NMU 2.9) 
while they have a ‘very worthwhile’ (TUT 4.2; NMU 4.2) perception in respect of the worth 
of doing pre-reading for accounting classes. Again, students indicated that in reality they do 
not perform equal to the worth they place on a specific aspect. In respect of the behavioural 
activity ‘to take full responsibility for your studies’, students perceived themselves as having 
a very to extremely high regard (TUT 4.8; NMU 4.8) and that they do take responsibility 
for their own studies (TUT 4.5; NMU 4.6). This response contradicts the findings of the 
focus group discussions where the lecturers made a statement that students do not take 
responsibility for their studies, which is also implied by the student discussion on the factors 
responsible for poor success rates. Perhaps students wish to take responsibility but are not 
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equipped to do so in that they do not know what taking responsibility for their studies entail.

Table	29:		Students’	perceived	actual	behaviour	during	the	first	semester	of	2015	
(mean scores)

	How	often	do	you TUT NMU All respondents

participate in class? 3.1 3.5 3.2

come to class on time? 4.3 4.6 4.4

skip classes 1.8 1.9 1.8

cheat in tests? 1.0 1.1 1.0

do your homework? 3.4 4.1 3.5

study for tests? 4.6 4.7 4.6

do pre-reading? 3.0 2.9 3.0

take full responsibility for your studies 4.5 4.6 4.5

Table	30:	Students’	perceived	worth	of	behavioural	activities	during	the	first	
semester of 2015 (mean scores)

 TUT NMU All respondents

To participate in class 4.0 4.3 4.0

To come to class on time 4.6 4.7 4.6

To skip classes 1.4 1.1 1.3

To cheat on tests 1.2 1.1 1.2

To do your homework 4.3 4.7 4.3

To study for tests 4.8 5.0 4.8

To do pre-reading 4.2 4.2 4.2

To take full responsibility for your studies 4.8 4.8 4.8

7.2.4 Academic environment

Section C of the questionnaire aimed to obtain students’ perceptions on the potential influ-
ence of external (non-academic) factors on academic success. Two structured questions 
were used to obtain this data. Question 11 requested respondents to indicate the impor-
tance of academic skills development interventions on a Likert-type scale ranging from 1 
(not important at all) to 5 (extremely important). Academic skills development interventions 
are those additional activities introduced to improve student success. Question 12, allowing 
an open-ended response, requested participants to provide academic interventions that are 
not listed in the previous question, but which they regard as important to improve their aca-
demic success.

Table 31 reports the perceptions of respondents from the two participating universities in 
respect of academic skills interventions. Respondents from the two universities perceive all 
the listed interventions on a ‘very important’ level of the Likert-type scale of importance. The 
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results show students’ possible desire for assistance in areas they could be struggling with, 
and it shows that the respondents are aware of their limitations in skills that are typically 
required to be successful in accounting.

Table 31: Respondents’ perceived importance of academic skills development 
interventions (mean scores)

Academic skills development interventions TUT NMU All respondents

English language proficiency 4.7 4.6 4.7

Study methods 4.5 4.5 4.5

Time management 4.6 4.7 4.6

Writing skills 4.2 4.3 4.2

Numeracy 4.4 4.4 4.4

Reading and comprehension skills 4.5 4.5 4.5

Computer literacy 4.4 4.0 4.3

Motivation 4.4 4.6 4.5

Tutors (senior students assisting with exercises) 4.7 4.3 4.6

With regard to the open-ended responses provided for Question 12, most of these respons-
es are addressed in previous questions. The responses may be more significant than the 
listed interventions, since it allowed the student to distinguish his/her need rather than to tick 
all interventions as important from a provided list. Similar responses from both universities 
were combined to form a central theme as listed in Table 32.

Table 32: Respondents’ open-ended responses on academic skills development 
interventions

Academic skills development interventions Frequency

Tutorial classes / extra classes / revision classes / tutorial assistance / study groups 41

Additional exercises / students doing exercises in front of the class / work out old exam papers 19

Linking accounting topics to the real world situation / practical experience 9

Regular testing / quizzes / self-evaluation 7

Consultation/ Increased consultation with lecturers 7

Online information / online material / videos 6

More focused (exact) scope / exam coaching / provide formats in tests 5

Lecturer proficiency and performance (should be monitored) 5

Mentoring of students (motivation / general guidance) / taking responsibility for own studies 4

Inadequate textbooks / inadequate use of textbooks 4

Provision of laptops / Tablets 3

Online lectures and assistance (when absent in class) 3

Listening and communication skills / English proficiency 3
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Physical exercise / sport activities 3

Keeping track of struggling students for the purpose of intervention 2

Sustenance assistance for poor students 1

Proper class attendance 1

Morning lectures (not afternoon) 1

Do not call parents when students do not attend class 1

Hire professional tutors and not senior students 1

It is significant that the vast majority of open-ended responses focused on additional time 
spent in class with assistance (tutors) to understand the work. The extra exercises and old 
exam papers follow the same improved comprehension need. The theme with the third 
highest frequency indicated that students feel the explanation of the link between practice 
and classroom topics needs to be strengthened. Students requested more consultation and 
regular testing of their comprehension. Visual aids such as topical videos were also men-
tioned, together with improved lecturer performance. What is perhaps concerning is the 
fact that a request for exam coaching received a frequency of 5. This may be an indication 
that some students do not understand why they are studying accounting or have lost hope 
of understanding the principles of accounting, and merely want to replicate exercises in an 
exam in order to pass.

7.2.5 Teaching approach

Section D of the questionnaire aimed to obtain students’ preferences with regard to how 
they want to be taught in accounting. Respondents were requested to express their pref-
erences by indicating their perceived importance of the two broad teaching approaches, 
namely step-by-step teaching (teacher-centred) and facilitating (student-centred), and their 
perceptions on the importance of certain elements of a successful tutoring system as part of 
a teaching approach.

In respect of the two teaching approaches, the two structured questions allowed for 
closed-ended Likert-type scaled responses ranging from 1 (not important at all) to 5 (ex-
tremely important). Table 33 contains the results from the analysis of the data obtained from 
Question 13 (the importance of step-by-step teaching). For both universities, more than 
75 per cent of respondents chose the ‘extremely important’ option (TUT = 81.9%, NMU = 
78.2%).
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Table 33: Perceptions of the importance of step-by-step teaching

Level of importance TUT NMU

Not important at all 0.0 0.0

Slightly important 0.2% 0.0

Moderately important 3.0% 1.3%

Very important 14.9% 19.2%

Extremely important 81.9% 78.25

No indication 0.0% 1.3%

Total 100% 100%

Table 34 depicts the results from the analysis of the data obtained from Question 14 (the 
importance of facilitating of learning). For both universities, substantially fewer respondents 
(TUT 43.4%; NMU 56.4%) chose the ‘extremely important’ option than was the case for 
Question 13. The majority of respondents still chose the higher three options on the Likert-
type scale. The high rating for a teacher-centred approach corresponds with the research of 
Ylänne, et al. (2006) in Chapter 3 (Section 3.2.2), as well as the results from the focus group 
discussions (Sections 6.2.1; 6.2.2). However, it is clear that there is a need for students to 
spend time thinking about the work and unravelling it for themselves, which leans towards 
the student-centred approach of teaching. An adequate balance should therefore be found 
in the suggested teaching approach.

Table 34: Respondents perceptions of the importance of facilitating learning

Level of importance TUT NMU

Not important at all 2.0% 0.0

Slightly important 2.5% 0.0

Moderately important 11.9% 11.5%

Very important 39.7% 30.8%

Extremely important 43.4% 56.4%

No indication 0.5% 1.3%

Total 100% 100%

Insofar as the importance of elements of tutoring systems is concerned, Question 15 re-
quested respondents to indicate their perceived importance of specific criteria of a tutoring 
system. Question 15 allowed closed-ended responses in a Likert-type scale format with 
options ranging from 1 (not important at all) to 5 (extremely important). Table 35 illustrates 
the results of the analysis of the data obtained.

Except for ‘Tutors are responsible for marking of class tests’ (TUT 2.4; NMU 2.6), respon-
dents indicated a mean level of importance of 3 or higher, leaning heavier towards the 4 
and 5 Likert-type scale options – for all the criteria listed in Question 15. The criterion with 
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the highest perceived level of importance is ‘Tutors should be available for consultation in 
addition to tutorial sessions’ (TUT 4.8; NMU 4.3).

Table 35: Perceived mean importance of tutoring systems criteria (mean scores)

Criteria of a tutoring system TUT NMU All 
respondents

A tutor must be a graduate student. 3.8 3.5 3.7

Groups of 15 to 25 students are allocated to a specific tutor. 4.0 3.8 4.0

Tutors must attend theory classes with their tutor group. 3.7 4.1 3.8

The responsibility for assisting students with exercises shifts 
from the lecturer to the tutor. 3.5 3.7 3.6

Tutors are responsible for marking of class tests. 2.4 2.6 2.5

Tutors monitor student performance and report to the lecturer. 3.9 3.8 3.9

Tutors are responsible for monitoring class attendance. 3.6 3.1 3.5

Tutors have a close relationship with students in their tutor 
group. 4.3 4.1 4.2

Tutors should be available for consultation in addition to tuto-
rial sessions. 4.8 4.3 4.7

Question 16 requested respondents to provide suggestions (not included in Question 15) 
of how they perceive a perfect tutoring system. Again, rich information can be gained from 
open-ended questions since it singles out a student’s preference. Similar responses from 
both participating universities were combined to form a central theme as listed in Table 36.

Table 36: Suggestions for a perfect tutoring system

Suggestions for a perfect tutoring system Frequency

Tutor profile – Tutors should be capable, passionate, prepared, on time, have communication 
skills, have proper facilitation skills, be professional (someone to look up to), have a personal 
touch

32

Individual tutor assistance (one-on-one sessions) 9

Increased tutoring classes 9

Tutors to be always available for consultation – even online 9

Strong working relationship between lecturer and tutor so as not to contradict each other 7

Tutors should focus more on exam preparation / focus on old question papers / exam coaching 7

Tutors specifically for part-time students 3

Tutors should use English as language of instruction 2

From the open-ended responses, it is clear that the profile of the tutor is the most important 
factor. Students should perceive that the tutor is able to add value to their learning experi-
ence. The tutor should act professionally and have good interpersonal relationships apart 
from being prepared and very comfortable with the topic they want to cover. Students ex-
pressed the need for more individual attention and additional tutoring time. The request that 
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tutors be available at all times is somewhat selfish (entitlement) and reflects on what was 
mentioned in the focus group discussions about students not wanting to abide by the formal 
structure, but rather want to consult tutors when it suits them; similar to coming to classes 
or consulting with lecturers. A close relationship between the lecturer and tutor is needed 
in order for a well-planned and structured teaching approach to be followed. What is again 
concerning, and consistent with previous findings, is the number of requests to focus on old 
exam papers and questions similar to what can be expected in the exams which, in a sense, 
strongly hints at exam coaching. Students struggle to apply accounting principles and there-
fore want to practice exercises that are similar in format and scenario than what they can 
expect in a summative assessment.

7.2.5.1 Accounting theory versus application

Questions 17, 18 and 19 requested respondents to indicate their preferences in respect of 
theory versus application in the teaching of accounting. The three questions are structured 
with closed-ended Likert-type responses ranging from 1 (not important at all) to 5 (extremely 
important).

Table 37 depicts the mean perceptions of respondents in respect of Questions 17, 18 and 
19 – the importance of only knowing the theory (principles) of accounting, being able to 
only do accounting exercises, and being able to do the exercise and know the theory. NMU 
students have a slightly higher perception of the importance of only knowing the theoretical 
principles of accounting. Of the NMU respondents, 32.1 per cent perceive only knowing the-
ory as important, compared to 24.1 per cent of TUT respondents.

Results included in Table 37 show that more TUT respondents (39.7%) perceived it as ‘not 
important at all’ compared to 17.9 per cent of NMU respondents who chose the same option. 
Most of the NMU respondents chose the ‘moderately important’ option (26.9%), while the 
majority of TUT respondents chose ‘not important at all’ (39.7%). The majority of respon-
dents from both participating universities perceive knowing theory and being able to apply 
the theoretical knowledge as ‘extremely important’ (TUT 77.9%; NMU 78.2%).
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Table	37:	Perceived	mean	importance	of	accounting	students	ONLY	knowing	theory,	
exercises and theory versus application

Level of importance
Accounting theory 

only Doing exercises only Theory and 
application

TUT NMU TUT NMU TUT NMU

Not important at all 13.7% 6.4% 39.7% 17.9% 0.5% 2.6%

Slightly important 11.2% 7.7% 18.6% 23.1% 1.2% 1.3%

Moderately important 26.1% 24.4% 21.1% 26.9% 6.7% 5.1%

Very important 24.9% 29.5% 13.2% 16.7% 13.7% 12.8%

Extremely important 24.1% 32.1% 7.4% 15.4% 77.9% 78.2%

No indication 0.0 0.0 0.0 0.0 0.0 0.0

Total 100% 100% 100% 100% 100% 100%

It is evident from the chapter on the current teaching approaches, at least from the Ga-Ranku-
wa campus, that more focus is provided to the ‘how’ and less to the ‘why’. This prompted 
students to respond in the focus groups that they want to know more about the ‘why’ in 
order to be able to apply principle, hence the high rating for a proper combination of theory 
and application. It is an interesting result since statements were made in the lecturer focus 
groups that diploma students should only focus on the ‘how’, since this will be the niche they 
will enter in the accountancy market. Also, some students’ insistence that they be coached 
for the exam papers, in earlier findings, indicate that perhaps the ‘how’ approach of teaching 
provides them with only this option in passing their exams. In the end, students enter the 
economy with no sense of why they perform certain accounting activities and are therefore 
lost when scenarios and circumstances change. This is indeed an aspect that will need 
much attention in the adapted teaching approach.

7.2.5.2 Teaching material used in teaching accounting

Question 20 (a structured pre-populated question with closed-ended responses) aimed to 
obtain the perception of respondents on their perceived value in respect of a list of possible 
teaching materials used in the teaching of accounting. Respondents could choose from five 
options on a Likert-type scale ranging from 1 (not worthwhile at all) to 5 (extremely worth-
while). Table 38 provides a summary of the results for this question.

TUT respondents have the highest regard for the worth of ‘Additional notes on each topic 
made available to students’ (mean 4.7), and the lowest level (also at a ‘very worthwhile’ lev-
el) of perceived worth for ‘PowerPoint presentations/slides used by lecturers in class’ (mean 
4.0). The NMU respondents responded by indicated equal levels of worth for ‘Additional 
notes on each topic made available to students’ and ‘Talk-and-chalk’ (lecturer using the 
white board or black board in class) (mean 4.5). According to these respondents, they are 
of the opinion that using an ‘Electronic visualiser (document camera) in the lecture room’, 
has the lowest worth as a teaching material or aid for teaching accounting (mean 3.6). When 
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considering the list of teaching materials and/or aids listed, respondents perceive all of these 
to be ‘very worthwhile’ or a higher level of worth (all means ≥ 3.5) insofar as teaching ac-
counting is concerned. In the end, all the teaching aids listed received a high rating.

Table	38:	Perceived	mean	importance	of	accounting	students	ONLY	knowing	(mean	
scores)

Teaching material TUT NMU All 
respondents

PowerPoint presentations/slides used by lecturers in class. 4.0 4.0 4.0

Printed copies of PowerPoint slides must be made available. 4.4 4.2 4.4

Additional notes on each topic made available to students. 4.7 4.5 4.7

“Talk-and-chalk” (lecturer using the white board or black board in 
class). 4.4 4.5 4.4

An accounting textbook (hard copy) explaining accounting theory. 4.4 4.1 4.3

An e-book accounting textbook explaining accounting theory. 4.2 3.9 4.2

Electronic visualiser (document camera) in the lecture room. 4.1 3.6 4.0

Having online discussions with your lecturer on Moodle/MyTUTor. 4.4 4.0 4.4

In order to provide respondents the opportunity to offer additional information that could im-
prove teaching of accounting, Question 21 (a structured question with open-ended respons-
es) requested respondents to provide suggestions or comments that they feel could improve 
the current accounting teaching approach, and which could improve students’ success in 
accounting. Similar responses from both participating universities were combined to form a 
central theme as listed in Table 39.
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Table	39:	Suggestions	on	what	could	improve	the	teaching	of	accounting

Suggestions	on	what	could	improve	the	teaching	of	accounting Frequency

Extra classes / material / exercises / group work 15

Lecturer performance to be improved – be more professional, prepare for and attend class 10

Availability of previous exam papers and focusing on these papers during class 8

Additional and improved consultation with lecturers (be available any time) even online 6

Regular testing 6

Alternative tools to increase interest (blended learning) 4

Students not happy with textbooks – seeking alternative material 4

More ‘how’ and less ‘why’ 2

Larger venues to accommodate large classes 2

Lecturers should be in the morning since students are tired in the afternoon 1

Students must do their bit during lecturers 1

10 Marks free for every test 1

Extra time for exam papers 1

From the open-ended responses, it is clear that most of the central themes identified remain 
consistent with responses to previous questions. What featured most prominently on what 
could improve the teaching of accounting is again additional classes and exercises, since 
students may perceive this as an effort to assist them to understand what is expected of 
them. It seems that the performance of lecturers can definitely improve as per the percep-
tions of the students. Respondents again expressed the need for regular consultation with 
lecturers, but also, again, when it suits them. Frequent testing and additional teaching aids 
such as videos again features strongly, but so did the request for the previous exam papers 
and memo’s. The feeling is that students are only interested in how to pass the module 
and less in understanding the principles of accounting. Lesser statements were included to 
present the sometimes absurd requests received from students, e.g. to be awarded 10 free 
marks in every test. The research group gets the sense that the whole purpose of education 

may be lost on the students.

7.3 CHAPTER SUMMARY

This chapter focused on the analysis of data obtained from questionnaires that were 
distributed to Accounting 1 classes at the end of 2015. The results of the data analysis 
was largely in line with the focus group data and confirmed that the views expressed in 
the focus groups is representative of the student population. The questionnaire results 
also revealed several areas that could be used in an adapted teaching approach to im-
prove on the current approach. The next chapter will focus on the design of an adapted 
teaching approach incorporating information and data from all the preceding chapters.
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8CHAPTER 8:
AN ADAPTED TEACHING APPROACH FOR 
INCLUSIVE ACCOUNTANCY DIPLOMA 
PROGRAMMES

8.1 INTRODUCTION

Since traditional teaching approaches that have been followed for accountancy diploma 
programmes at the participating campuses may not adequately address the shortcomings 
of students from a marginalised background, innovation was needed to address the gap 
alluded to in Section 2.2.3. The majority of students enrolled at South African universities of 
technology, in particular, are not academically prepared for tertiary education due to the gap 
between high school preparation and university expectation.

The shortcomings experienced by students are not unique to South Africa, but a global phe-
nomenon as tertiary education becomes more accessible to the working class. A primary 
factor that influences student success globally (Section 2.2.1, Table 1) was identified as the 
attitude of students towards their studies, underscored by personal discipline and ethical 
behaviour. The challenge for the researchers was, therefore, how to positively change the 
attitude of students to take more interest and responsibility in their studies, since few factors 
that shape success rate are as important as academic preparation for low-income students 
(Section 2.2.4). In short, students have to start taking responsibility for their studies.

Lecturers at the participating campuses were unanimous in their opinions (Sections 6.2.1.2; 
6.2.2.2) that students, in general, do not take responsibility for their studies and this affects 
class participation and completing homework assignments, which again impacts on success 
rates. Lecturers want students to participate more in class. Students also acknowledged the 
need for a good attitude and taking responsibility for one’s studies (Section 6.2.1.1). This 
regard for ‘taking full responsibility for your studies’ was supported in Section 7.2.3 when 
students attached a high value to this aspect, but also rated their current behaviour very 
high, which contradicted the focus group findings. This may indicate a proper awareness by 
students of what is required for academic success and a genuine willingness to conform to 
this requirement, if only the right setting can be created that is sensitive to their background 
and shortcomings.

So, what approach would best suit the students at the participating campuses? From litera-
ture (Section 3.2.2) it was noted that accountancy programmes are vocational in nature and 
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narrow in focus. Research showed that teaching approaches are related to the discipline 
being taught and that ‘hard’ disciplines involve mainly mass lectures, problem-based sem-
inars (tutorials), and case studies or simulations pertaining to professional settings (work-
place-based learning). This approach compares well with the current teaching approaches 
at the participating universities (Section 4.2) and is very successful in accountancy pro-
grammes at more prestigious universities – with less marginalised students. However, for 
the average student at the participating universities, the current teaching approach does not 
result in acceptable success rates. The researchers were of the opinion that the solution lies 
in the provision of structure and individual engagement.

The current facilities at the two universities and student numbers will not allow the proposed 
teaching approach to deviate from the status quo in terms of large classes. Large classes 
lend itself to traditional teaching approaches that seemed to be effective; but significant 
disadvantages were identified (Section 3.2.3). Notably, a teacher-centred approach encour-
ages very little student participation and students tend to get distracted easily. This method 
of teaching also tends to lead to students memorising the work rather than having a com-
prehension of the concepts. These are all issues that surfaced as aspects that needed to 
be addressed.

A teacher-centred approach with strong student-centred influence was supported by both 
the focus group findings (Sections 6.2.1; 6.2.2), questionnaire results (Section 7.2.5), and 
literature (Section 3.2.2). As a result, the researchers endeavoured to keep with the teach-
er-centred approach and included as many strategies applied in the student-centred ap-
proach as possible (Section 3.3), which are: allowing the student to learn through practice; 
rendering the student more attentive of what they are busy with and the motivation behind 
it; and interaction between students, as well as with the lecturer.

From the literature review and primary data gathered, it became evident that students who 
never adopted a disciplined study culture should be provided with a more structured class 
setting through a comprehensive classroom and tuition management model. Proper class-
room management (Section 6.2.2.2) may improve student engagement, allow for individual 
attention in a large class setting, and identify ‘at-risk’ students for timely intervention. Al-
ternative teaching aids can also be incorporated to enhance interest in a particular course 
(Section 3.4.2.1).

The research team formulated the adapted teaching approach by combining the most suc-
cessful components of various teaching approaches to address the needs of students as 
determined through the focus groups and questionnaires.  Individual components of the 
adapted teaching approach can be incorporated into any existing teaching model to improve 
student success. 

It needs to be accepted that a single teaching approach will not be able to assist or work 
for all individual students, because some students are still not successful despite numerous 
remedial strategies implemented by faculties at TUT (Section 2.2.4). 
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8.2 THE TEACHING APPROACH

The most prominent factor influencing student success was identified as attitude (Section 
2.2.1; Table 2.1), and together with discipline, it had an influence on almost all other factors 
listed. Literature also concluded (Section 2.2.3) that the poor performance of first year ac-
counting students was mostly influenced by poor class attendance, inadequate preparation 
and, to a large extent, a low level of student engagement. The following classroom man-
agement and related practices were identified to address these most prominent factors and 
form a teaching approach that will increase the success rate of students in inclusive accountancy 
diploma programmes.

8.2.1 Tutors

The use of tutors in providing tutorial classes is a widely accepted practice in accounting 
education, internationally and in South Africa. Currently, tutorial systems are in place at both 
universities for the accounting subject (Section 4.2.1). However, the effectiveness of these 
systems on the respective campuses is debatable. From the student survey (Section 7.2.4), 
the vast majority of open-ended responses, or perhaps requests, focused on additional time 
spent in class and with tutors to understand the work. Apart from the profile of a particular 
tutor, which will be discussed later in this section, the concerns associated with large classes 
(Sections 4.2.1; 6.2.1.2; 6.2.2.2) are being duplicated during tutorial classes. In effect, the 
tutorial classes are nothing more than additional contact time where the lecturer is replaced 
by a senior student with no control over student attendance and participation. Tutorial class-
es are supposed to allow students the opportunity to ask questions rather than during formal 
lectures where students might feel shy or overwhelmed (Section 5.3.5).

As a result, this study focused extensively on a tutorial approach using tutors with the ob-
jective of reducing class sizes for improved student engagement and individual student 
monitoring (Sections 2.3; 5.2). This approach endeavours to enhance student interest and 
success in influencing student attitude and, as a result, behaviour. The approach includes 
periodically checking for understanding by soliciting feedback from students and maintain-
ing active participation from students. It is argued (Section 2.3) that influencing the subjec-
tive norms of students will change their attitudes, which may lead to behaviour that is more 
conducive to academic success.

Due to resource limitations (lecturing staff and venues), it is accepted that the formal classes 
cannot be divided into smaller groups at the participating universities. A proposed solution 
is the following:

• To have a weekly formal lecture session for the entire group of students.

• Carefully selected and trained tutors are appointed to assist an allocated group of not 
more than 30 students.

• It is mandatory for these tutors to attend the formal lecture session with his/her group.
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• Together with their tutor, the student groupings will sit in designated areas within the 
large class setting. This enables the tutors to assess student class attendance very 
quickly, as well as collecting homework or assisting in any other activity that requires 
written feedback.

• The formal lecture session will be followed by a couple of tutorial sessions during the 
rest of the week, facilitated by the tutor, where homework and additional exercises are 
done.

• The tutors are available for one-on-one consultation with their group of students during 
the week and have their own office space.

• The tutors meet with the lecturer at the beginning of every week to discuss the planning 
for the week in terms of topics covered, exercises and related activities, together with 
reports on class attendance and individual student performance.

The following sub-sections will add to, or expand, on the aspects regarding the use of tutors.

8.2.1.1 Professionalism of tutors

From the literature it is evident that tutors should be respected and have an elevated stand-
ing amongst the students for this approach to be successful (Sections 5.2.3; 5.3.5). This 
may be one of the factors currently hindering the success of the current tutorial programme 
at the participating campuses. It was shared by the student focus groups (Section 6.2.1.1) 
that many students do not attend tutorial session due to tutors not being prepared, or tutors 
not being taken seriously (standing). The student survey revealed (Section 7.2.5) that the 
profile of the tutor is the most important factor when it comes to tutorial sessions. Students 
should feel that the tutor is able to add value to their learning experience.

The tutors should act professionally and have good interpersonal relationships apart from 
being prepared and very comfortable with the topic they want to cover. It is therefore sug-
gested that senior accounting students are identified to become tutors. It should become a 
very prestigious and sought after appointment for students. At KU (Section 5.2) it increased 
tutors’ chances of being hand-picked by high-end employers that recognise the value of the 
TAs becoming technically more capable than other students, as well as gaining and improv-
ing other soft skills, such as working with people and communication.

For piloting the teaching approach, the researchers decided to use selected accountancy 
honours students from the University of Pretoria as TAs for the TUT Ga-Rankuwa campus. 
The NMU Second Avenue campus appointed senior students from the current BTech Inter-
nal Auditing and BTech Cost and Management Accounting programmes. After testing the 
approach and if proven to be successful, the respective universities can implement a system 
to identify adequate tutors from within their own environments. What is important is that all 
new tutors should undergo a training programme that will equip them to deal with students 
and reach the intended goals of the approach.
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8.2.1.2 Training tutors

It is of paramount importance that a formal training programme be designed to train tutors. 
At the UCT, tutors need to attend a three-day training programme (Section 5.3.5) focusing 
on presentation skills, different learning styles of students, facilitation of tutorial sessions, 
do’s and don’ts during tutorial sessions, and grading (where permitted).

The researchers arranged for a four-day workshop for the selected pilot group tutors and 
lecturers at the respective universities that were facilitated by Professor Timothy Shaftel 
from KU, together with the respective student development services departments. Refer to 
Annexure 5 for the detailed workshop schedules.

8.2.1.3 Planning session

For the model to succeed, a good working relationship must exist between the lecturer and 
the tutors. The lecturer needs to be confident that the tutors understand the topics that are 
to be covered. A weekly meeting needs to be scheduled on a Monday morning where the 
lecturer and the tutors meet to:

• discuss the activities of the week to follow;

• report on class attendance and student participation;

• submit mark sheets for credit bearing purposes; and

• report on ‘at-risk’ students identified.

8.2.1.4	 Group	work	in	preparing	for	tests

Literature suggested (Section 2.3) that group work, together with adequate consultation to 
clarify key concepts, proved to be a highly successful approach and one that can also suc-
cessfully be implemented for accountancy courses. In the survey, the students specifically 
indicated that they want to engage in group work to prepare for major tests and exams. It 
begs the question why students would want someone to set these up for them when nothing 
prevents them from establishing a group for themselves. The answer to this question could 
lie therein that these (marginalised) students need more nurturing and guidance than pre-
vious generations of students that were more independent and better prepared for higher 
education.

Students accept the importance of doing homework (Section 7.2.3) even though lecturers 
(Sections 6.2.1.2; 6.2.2.2) are of the opinion that students do not do homework. The ap-
proach where homework is to be done under ‘supervision’ together with a small group of 
peers should assist with this important exam preparation process.

8.2.1.5 Student class attendance

Class attendance has surfaced throughout this study as a crucial factor for academic suc-
cess (Sections 2.3; 5.2.2). Currently, student class attendance is monitored in the classes of 
only a few courses, and the institutional policy of exam admission depending on a high class 
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attendance percentage, is not being applied (Section 4.2.2; Table 5). In the focus groups 
(Section 6.2.1.1) students acknowledged that class attendance is a problem and lecturers 
(Section 6.2.1.2) also expressed their frustrations in this regard. The students that com-
pleted the survey were all attending class at the time and rated the importance of attending 
class very high (Section 7.2.3).

What can again be deduced is that students are aware of what is important for academic 
success, but due to a culture of poor class attendance, for whatever reasons being con-
veyed and no consequences attached to this behaviour barring poor academic progress, 
students are easily persuaded to skip class. By closely monitoring class attendance through 
tutors and immediate intervention if students are absent without apology, the researchers 
are of the opinion that this approach may persuade students to attend class all the time and, 
as a result, break poor habits.

8.2.2 Frequent small tests

Timeous and regular examination preparation and consistent effort was indicated as factors 
that may improve disadvantaged accounting students’ academic success (Section 2.2.3). 
International research (Section 2.3) through the ADEPT learning cycle, underscored the im-
portance of frequent testing as a learning tool and not just an assessment tool. Students are 
continuously aware of their learning progress which may lead to a more continuous effort in 
academic preparation. Deficiencies can be identified on a timely basis and addressed on a 
one-on-one basis outside the classroom through tutor and lecturer consultation. Both stu-
dents and lecturers were of the opinion (Sections 6.2.1.1; 6.2.1.2; 7.2.4) that small weekly 
tests should be implemented. As a result, a class test at the end of each topic (during the last 
tutor session) to test the comprehension of the students will be mandatory for the proposed 
teaching approach.

8.2.3 Use of technology

Much has been written in Section 3.4 on the role of technology in educating the current 
generation of learners and keeping abreast of developments in teaching methods. Howev-
er, despite all the advantages of blended learning, there may be many factors that hinder 
the incorporation of new technology in a teaching approach. If you do not have access to a 
stable internet connection, you do not have access to all the material (Section 3.4.4). Also, 
lecturers request additional training and in some cases, courses need to be redesigned. In 
addition, it was found (Section 3.4.4) that some students lack the motivation and skills to use 
technology for education instead of social purposes.

During the focus group sessions (Sections 6.2.1.1; 6.2.2.1) it became evident that the use of 
online technology and online teaching methods may, at this stage, not be a feasible option 
to form an integral part of a teaching approach until more stability and ease of access to 
online facilities can be realised. However, the use of technology available in the classroom 
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will undoubtedly be encouraged even though it heavily depends on a particular lecturer’s 
presentation style and lesson preparation. The following are technologies and related as-
pects that will form part of the teaching approach.

8.2.3.1 Online availability of tutors

Previous research proposed the utilisation of an online discussion forum for the facilitation 
of case-based learning in an intermediate accounting course (Section 2.3). Researchers 
believed that online discussions as a delivery platform support the learning styles of the 
current generation of ‘digital’ students and can create a shared community of practice. The 
results suggested that a student, amongst others, perceived benefits in being exposed to 
other students’ opinions, which improves their ability to critically review case information, 
and motivates them to consult additional non-course related material in order to meaningful-
ly contribute to a discussion.

In the focus groups (Section 6.2.2.1) and survey (Section 7.2.5), students expressed the 
need for more individual attention and additional tutoring time. Although it was mentioned 
that students’ request that TAs be available at all times is somewhat selfish, avenues will be 
explored to incorporate an online forum for individual TA groups.

8.2.3.2 Use of visual aids

During the literature review (Section 2.3) visual aids such as topical videos were mentioned 
as a tool to improve comprehension, and may serve as a link to practice (Section 3.1). The 
video project at UCT received particular attention in Section 5.2.3. Students’ lack of busi-
ness knowledge the participating campuses and the inability of lecturers to show students 
the practical implication of their teachings in a large classroom setting, prompted the interest 
of the research team in this study. As a result of limited time and resources, TUT and NMU 
could not follow the exact route of UCT and had to search for topical videos on open online 
sources. As part of the teaching approach, a topical video was presented to the class at the 
start of each new topic.

8.2.3.3 Previous exam papers available online

Currently, a number of courses at the participating campuses make learning material avail-
able on online learning platforms (Section 4.2.1). Due to the repeated (Section 6.2.1.1) 
requests for old exam papers, the research team proposed that, when piloting the teaching 
approach, old exam papers be available online for the Accounting 1 students. The papers 
were to be worked out in students’ own time or during tutorial classes, and discussed on the 
online forum.

8.2.3.4 Use of clickers in the classroom

Literature indicated that the use of the clickers in the classroom was good for student en-
gagement (Section 3.4.1). It was found (Section 3.4.3) that the use of technology, specifi-
cally clickers, in the classroom has many advantages. Students responded that the use of 
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clickers made the lecture more fun and, at the same time, improved their understanding of 
the course material. Furthermore, lecturers observed that there is a higher rate of student 
involvement, participation, and class attendance when clickers are used. TUT Ga-Ranku-
wa campus lecturers mentioned (Section 6.2.1.2) that they would want to use clickers to 
improve their lecturing experience. Even though clickers have been available for use at the 
Ga-Rankuwa campus since 2016, it was not formally used as part of the adapted teaching 
approach although its value is recgnised in this study.

8.2.4	 Contact	time	with	lecturers

Contact time with lecturers should focus strongly on principle (why). The viewpoint is that 
if a student understands a basic concept, the scenario may change but the student will still 
be able to apply his/her knowledge if he/she grasped the concept, therefore deep learning 
should have taken place (Section 5.3.5). Concept learning reduces the volume of theory 
passed on to the student as vast volumes overwhelm them and render them unable to cope. 
The lecturer should further support the concept with simple examples in class and without 
going into much detail. The need for concepts in accounting to be focused on, rather than 
students only being shown how to do an exercise, surfaced strongly during the focus groups 
and student survey. Students noted that (Section 6.2.1.1) lecturers need to explain the ‘why’ 
more and not just stop at the ‘how’. Students from both universities expressed the need for 
more theory in accounting.

The majority of respondents in the survey also perceived knowing theory and being able 
to apply the theoretical knowledge as ‘extremely important’ (Section 7.2.5). This was an 
interesting result since statements were made in the lecturer focus groups that diploma 
students should only focus on the ‘how’, since this will be the niche they will enter into in 
the accountancy market. In the end, there is no use in educating a student with no sense of 
why they perform certain accounting activities and are therefore lost when scenarios and cir-
cumstances change. As a result, there must be a strong emphasis during the formal lecture 
sessions on explaining the concepts of accounting.

The teaching approach will adopt teaching contact times similar to previous instruction as 
changes cannot be accommodated on time tables, lecturer workloads are high (Section 
4.3.1), and venues are a problem (Section 4.2.1). More notional hours can thus not be 
accommodated (Section 2.3) at this stage. More consultation hours with the lecturer are 
needed (Section 4.3) even though all courses already have more than two hours allocated 
for consultation (Section 4.2.1). In the adapted teaching approach, students will have less 
contact with the lecturer and more contact with tutors. Students also indicated a need (Sec-
tion 7.2.4) for more consultation time in the survey.

8.2.5 Calculation of semester mark

The students should be rewarded for their engagement. Submitting homework or assign-
ments and writing small class tests should be incorporated in the calculation of the exam 
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admission marks. It is essential to be aware that the adapted teaching approach could not 
deviate from the existing mark calculation for the pilot groups, since the university systems 
would not be able to accommodate a separate calculation. Fortunately, the calculation of 
the exam admission marks at both universities allows for a percentage to be allocated to 
engagement activities (Section 4.2.2). The researchers also propose a nominal credit for full 
class attendance.

8.2.6 At-risk student intervention

The proposed teaching approach will provide lecturers with timely information on class at-
tendance and other student engagement. Poor performing students can be identified and 
interventions can be arranged and/or implemented. Known negative student attributes may 
enable university administrators, faculties, and lecturers to implement the correct remedial 
actions in time (Section 2.2.4). Both universities have functions that focus on student devel-
opment and these functions can be extensively used by the lecturers. This approach will al-
low for a record on how the student was assisted to make adequate academic progress and 
serve as evidence in cases where consistently non-performing students are academically 
excluded in terms of university policy.

The foregoing sections provided motivation for the inclusion and/or exclusion of certain ac-
tivities from the adapted teaching approach. The adapted teaching approach is summarised 
in the following section.

8.3 TEACHING APPROACH TO BE PILOTED

Table 40 presents the weekly activities that were included in the adapted teaching approach 
based on all the information that was gathered up to this point, to be tested during the pilot 
exercise.
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Table	40:	Teaching	approach	activities	per	week

Activity Responsibility Time 
Frame Comment

1 Planning 
meeting

Lecturer / Tutors Monday 
mornings 

• Schedule for the week

• Content for the week

• Reports on class attendance previous week

• Reports on class tests/assignments/homework/
exercises previous week

• Discuss and report on individual interventions

2 Formal class Lecturer / Tutors Early in 
week – 1.5 
to 2 hours

• Lecturing on the topic for the week

• Focus on principle (Why) – follow up with quizzes

• Explain link to practice with relevant examples 
(video)

• Motivate and discuss progress

• Class attendance by TAs

• Collection of quiz answers

3 Topical 
videos

Lecturer Per topic • Show students a video at the start of each topic

4 Tutoring 
class

Tutors 3 sessions 
of 1.5 
hours 
each

• Class attendance

• Exercises

• Class tests

5 Consultation Lecturer 3 hours • Individual attention

6 Consultation Tutors 1.5 hours • Individual attention

7 Reports Tutors End of the 
week

• Marking of class tests

• Recording of marks for class tests/exercises

• Record weekly class attendance

8 Interventions Lecturer As needed • Call student in for meeting

• Phone student guardian/funder

• Refer students to Student Development Services

Not all factors that influence student success can be addressed through a teaching ap-
proach as it may fall outside of the control in the classroom. The following section discusses 
factors identified during this study that are not accommodated in the design of the proposed 
teaching approach.

8.4 LIMITATIONS – FACTORS INFLUENCING STUDENT SUCCESS 
THAT COULD NOT BE ACCOMMODATED

There were many factors influencing student success identified in this study that are external 
to the tertiary institutions. Several additional factors were revealed during the focus group 
sessions and student survey that are institution related.  These factors are entrenched in 
a university system or structure that cannot be changed randomly or without due approval. 
The additional factors are discussed in this section to make the reader aware of issues that 
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need attention, to note them for future research, and make recommendations for change to 
be considered in the long term.

8.4.1 Students’ socio-economic circumstances

The socio-economic status of students and subsequent financial support were cited in liter-
ature (Section 2.2.1, Table 1) as major factors that influence academic success. However, 
there is nothing that can change the background of a student at the time they enter higher 
education. On average, the participating universities deal with a first-generation university 
student with a limited frame of reference insofar as the operations and professions of a 
formal economy are concerned, that does not have a proper secondary schooling platform, 
and does not pay for his/her own studies (Section 6.2.1.1). The only remedy for the dilemma 
explained in the foregoing sections, is to design teaching approaches that recognise and 
actively address those aspects that are possible to address.

8.4.2 Students’ freedom of association

During the focus group discussions (Sections 6.2.1.1; 6.2.2.1), students strongly empha-
sised the influence of friends on their success at university. The influence of peer pressure 
on the youth is widely acknowledged and dealing with a group of young people with en-
trenched social practices not conducive to academic excellence, places noticeable strain 
on academic success. To change social behaviour in a large group setting may occur in the 
short term. The only solution may be for a student to be individually managed to the extent 
that any unacceptable academic behaviour is identified and addressed timely.

8.4.3 Institutional image

Literature indicated that there is a case to be made for the institutional image being import-
ant for student success (Section 2.2.6). A well respected institution creates a sense of pride 
of association and loyalty that may lead to a positive change in attitude and academic be-
haviour of the individual student. From Section 2.2.6 it is clear that of the two participating 
campuses, the TUT Ga-Rankuwa campus has genuine concerns in this regard, which was 
also echoed by the lecturers during the focus group sessions (Section 6.2.1.2). It may be 
worth doing future research on the extent of influence that the institutional image may have 
on the success of students with marginalised backgrounds.

8.4.4 Disruptions resulting non-academic related activities

In South Africa, student unrest often occurs; even more so in recent times. Naturally, the 
disruption resulting from protests and sometimes riots occurring on campus have a signif-
icant influence on the university’s teaching ability to an already academically marginalised 
student (Section 6.2.1.1). This issue was acknowledged by lecturers and students with more 
emphasis from respondents at the TUT Ga-Rankuwa campus (Sections 6.2.1.1; 6.2.1.2). 
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The only solution to end student protests is to sensitize political interest groups in South 
Africa regarding the damage that they are causing to the education prospects of the country 
by using the youth to advance their political agendas.

8.4.5 University facilities and classroom technology

From the focus groups and student survey it was clear that both participating campuses 
have issues with inadequate facilities and classroom technology (Sections 6.2.1.1; 6.2.1.2; 
6.2.2.1; 6.2.2.2). Apart from the strain on the availability of venues and sizable venues to 
accommodate large classes, the main issue at the TUT Ga-Rankuwa campus seemed to 
be the lack of maintenance of existing infrastructure and classroom technologies, whereas 
at the NMU Second Avenue campus it appeared to be the lack of these technologies that 
hampered effective teaching. This is a matter that needs the urgent attention of campus and 
university management, since it is an issue that can easily be resolved if duly managed.

8.4.6 Language and other pervasive skills

Throughout this study much has been written on the impact of language-related problems 
and other pervasive skills (Sections 2.2.1; 3.1; 6.2.1.2; 6.2.2.2; 7.2.4) on the comprehension 
of subject matter, employer expectation and ultimately, student success. There are interven-
tion programmes at both universities to address this issue, but with mixed results. Since the 
teaching approach will focus on accountancy disciplines, issues with language and related 
skills will have to be addressed by referring identified students to existing university struc-
tures for assistance.

8.4.7 Choice of study

The career choice or choice of study was identified as a major factor impacting on student 
attitude and success (Sections 2.2.1; 6.2.1.1; 6.2.2.1). The researchers could not dwell on 
this aspect since they had to focus on dealing with students that were already in the system 
and how to provide these students with the best chance to succeed within the ambit of a 
teaching approach. What is recognised is that many students have no idea what they want 
to become and enter into the first programme that accepts them due to community pressure 
to utilise the opportunity to access higher education provided by government to previously 
disadvantaged groups. At the TUT Ga-Rankuwa campus with its low entrance requirements, 
this is a particular concern (Section 6.2.1.1).

8.4.8 Transport

Issues with transport to and from campus were mentioned by students from both universities 
(Sections 6.2.1.1; 6.2.2.1) as a hindering factor to their academic success. However, both 
universities provide students with a free bus/shuttle service in addition to public transport 
which is otherwise available. Students need to take note of the fixed bus/shuttle schedules in 
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order to get to class on time. Both universities also have a library with study facilities, which 
students can utilise after lectures. The libraries at both campuses are open until 20h00 in 
the evening. Solutions to real issues may be discussed with university management with the 
students having to accept that they cannot expect bus drivers to be available for them at all 
hours, or universities to provide 24-hour library services.

8.4.9 Preparedness and capability of lecturing staff

A teaching approach that will uphold high quality education and increase the success rates 
of accountancy type diploma students will greatly depend on the commitment and capacity 
of the lecturing staff that are involved (Section 2.2.5). Literature implicated the under-pre-
paredness of staff at higher education institutions as a factor influencing academic success 
(Section 1.1). In the focus group discussions (Section 6.2.1.1), students commented on 
the lack of performance by some lecturers. This is an institutional matter that needs urgent 
attention. In piloting the teaching approach, this study gave particular attention to the com-
mitment, competence, and capacity of the lecturers involved.

8.4.10 Punitive measures for non-performance

We live in a society where punishment is an effective deterrent for unacceptable behaviour 
or performance. Where punitive measures are absent in society it may lead to disorder. A 
punitive measure applied by higher education institutions in South Africa is academic exclu-
sion for non-performance, and in previous research where new teaching approaches were 
tested, exclusion from the programme was used to motivate students. This study focussed 
on inclusivity and will therefore not make use of punishment but rather intervention as a tool 
to deal with underperforming students. This factor is listed as a limitation in respect of this 
study, as this approach may be detrimental to the success of the teaching approach.
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8.5 CHAPTER SUMMARY

To give effect to the primary objective of this study (Section 1.3) – to improve student 
success rates, an adapted teaching approach should be proposed for undergraduate 
diploma accountancy programmes at TUT and NMU – this chapter provides details 
and justification on the proposed teaching approach. The researchers considered all 
the primary and secondary data collected through the different phases of the study, to 
form part of the adapted teaching approach. After due consideration of all the findings 
from the field work phases of the study, as well as the reasons and conditions that per-
mit or prevent certain teaching activities to be incorporated in the teaching approach, 
the research team designed an adapted teaching approach to be tested with a pilot 
implementation. The following chapter reports on the results of the pilot testing of the 
adapted teaching approach. The teaching approach may be applied equally to all other 
accountancy subjects within the targeted programmes and individual components of the 
adapted teaching approach can be incorporated into any existing teaching model. 
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CHAPTER 9: 
PILOT TEST RESULTS OF THE TEACHING APPROACH

9.1 INTRODUCTION

The main aim of the study was to propose an adapted teaching approach for undergraduate 
diploma accountancy programmes at TUT and NMU in order to improve student success 
rates (Sections 1.1; 1.3.1). In the next section, details are presented of the respective uni-
versity results on the analysis and interpretation of the data collected from the pilot and 
control groups, emanating from Phase 3. The section also analyses and interprets the results 
from a teaching and learning practices survey conducted at the start and end of the pilot test. 
A final section will analyse and discuss narrative reports collected from tutors and student 
support services.

9.2 RESEARCH METHODS USED IN PHASE 3

9.2.1 Pilot group selection

A control group is defined as the panel within a research study that does not receive any 
treatment or consideration from the researchers. An experimental group gets defined as the 
panel within a research study that receives proper treatment and analysis by researchers 
to enquire how much the intervention affected the experimental group (Academic sources 
2017). The justification for selecting a first-year accounting group for piloting the teaching ap-
proach was explained in Sections 2.2.4 and 6.1. The selection of the particular pilot group at 
each of the participating university campuses was based on the voluntary participation of a 
first-year accounting lecturer.

9.2.2 Data analysis techniques applied to student performance

To determine whether the adapted teaching approach for undergraduate diploma accoun-
tancy programmes at TUT and NMU improved student success rates, data on the perfor-
mance of the first-year accounting students were collected during the first semester of 2017. 
Comparative data for the year 2016 was also obtained. The marks students obtained were 
statistically analysed by conducting frequency distributions and paired sample t-tests, to 
determine if the pilot group’s performance improved as a result of the adapted teaching ap-
proach.

9
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Chi² tests of independence were conducted to determine the statistical significance of the 
differences between the frequency distributions of the pilot and control groups, regarding the 
various categorical variables, relating to academic performance. The Chi² tests were con-
ducted on the categorical variables, as obtained from the two universities’ electronic marks 
systems. If the differences for a categorical variable were statistically significant (p < 0.05) 
Cramér’s V statistic was calculated to determine the practical significance of the differences 
using the following interpretation intervals: V < 0.10 not practically significant; 0.10 <= V < 
0.30 small practically significant difference; 0.30 <= V < 0.50 medium practically significant 
difference; V >= 0.50 large practically significant difference.

In addition to the frequency distributions, a paired sample t-test was performed to compare 
the mean assessment scores of the pilot and control groups. If the differences were statis-
tically significant (p < 0.05) the Cohen’s d statistic was calculated to determine the practical 
significance of the differences using the following interpretation intervals: d < 0.20 not prac-
tically significant; 0.2 <= d < 0.50 small practically significant difference; 0.50 <= d < 0.80 
medium practically significant difference; d >= 0.80 large practically significant difference.

9.2.3 Data analysis techniques used for student perception survey

Variables were ranked using matched paired t-tests (statistical significance) and Cohen’s d 
values (practical significance), such that:

a)  The mean of the first variable in a significance group (labeled Signif.Group in the tables 
with inferential rankings), ‘i’ differs statistically and practically from the mean of the first 
variable in Signif.Group (i + 1).

b)  The mean of all variables in Signif.Group, ‘i’ does not differ significantly from the mean 
of the first variable in that group.

9.3 DATA ANALYSIS AND INTERPRETATION OF STUDENT 
PERFORMANCE

9.3.1 Descriptive statistics

Table 41 shows the descriptive statistics for all first-year accounting diploma students at the 
respective university, for the 2017 intake.
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Table 41: Demographic details of research population – 2017 Intake

 TUT NMU

Population 1668  176  

Control Group 1489 89% 117 66%

Pilot Group 179 11% 59 34%

Racial	classification

Black 1657 99% 153 87%

Coloured - - 21 12%

Indian - - - -

White 2 <1% 4 2%

Geographical	area	where	students	obtained	Grade	12	(matric)

Rural 617 37% 28 16%

Township 651 39% 58 33%

City 400 24% 90 51%

Accounting included in Grade 12 (matric) 

Yes 1368 82% 151 86%

No 300 18% 25 14%

From Table 41 and as previously mentioned, it is evident that some differences exist in re-
spect of the group profiles between the universities. Firstly, the TUT group is much larger 
than the NMU group due to TUT being situated in a highly populated area and infrastructure 
wise it is one of the largest residential universities in South Africa. Secondly, the TUT cohort 
is less racially diverse than NMU, since the Ga-Rankuwa campus is situated in a township. 
The term ‘township’ refers to the underdeveloped urban living areas that were reserved 
for non-whites until the end of apartheid. Townships were usually built on the periphery of 
towns and cities where township secondary schools are characterised by poor education 
standards, aggravated by a large number of under-qualified or unqualified teachers who 
teach in overcrowded and non-equipped classrooms (McKenzie & Schweitzer 2001). The 
limited racially diverse demographics of NMU may be due to the Second Avenue campus 
being situated in an affluent residential suburb of Port Elizabeth. Thirdly, the majority of the 
Ga-Rankuwa campus students completed Grade-12 in rural or township schools (Section 
2.2.4), whereas only 49% of the Second Avenue campus students completed Grade-12 in 
rural or township schools. Consequently, the demographics of the students described above 
confirm the suitability of these campuses being used as subjects for this study (Section 
2.2.4). Both TUT and NMU students had similar exposure to accounting at school.

9.3.2 TUT results

Table 42 provides the results of frequency distribution tests performed on categorical vari-
ables comparing the pilot group with the control group for the TUT 2016 and 2017 intakes.
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Table	42:		Examination	admission,	passed,	distinctions	–	TUT	2016	and	2017

2017

Panel A: 2017 Results Pilot Control % Difference p V Size Effect

 n = 179 n = 1489    

Examination admission 92% 82% 10 0.001 0.08 Not sig 
(reportable)

Success rate*** 70% 57% 13 0.001 0.08 Not sig
(reportable)

Pass rate**** 76% 69% 7 0.091 - -

Distinction 14% 10% 4 0.102 - -

2016

Panel B : 2016 Re-
sults Gr 1* Gr 2-11** %

Difference
p V Size Effect

n = 182 n = 1428  

Examination admission 76% 87% -11  <.0005  0.10 Small

Success rate 68% 72% -4 0.200 - -

Pass rate 88% 83% 5 0.091 - -

Distinction 5% 11% -6 0.031 0.05 Not sig.

*The comparative group to the pilot group (Group 1)
**Comparative groups to the control group (Groups 2-11)
*** Students passed/enrolled students excluding cancellations
****Students	passed/students	with	exam	admission

Table 42 Panel A shows the results of the frequency distribution tests for 2017. The differ-
ence between the number of students in the pilot group who gained examination admission 
was 10 percentage points higher compared to the control group. This difference is statisti-
cally significant and reveals a reportable practical significant difference based on a Cramér’s 
V statistic of 0.08 (not significant). The frequency distribution tests of the success and pass 
rates show a difference of 13 and 7 percentage points respectively. Even though the results 
of the pilot group was higher for both variables, it was only statistically significant with a 
reportable practical significance for the success rate variable. With respect to the number 
of distinctions obtained, a 4 percentage point difference was observed, which was not sta-
tistically significant.

As mentioned in Section 2.2.5, lecturing staff is regarded as an important factor to the ac-
ademic success of first-year accounting students. A comparison with the 2016 data was 
deemed necessary as the lecturer who was responsible for the pilot group during 2017, was 
also responsible for Group 1 in 2016. Literature implicated the under-preparedness of staff 
at higher institutions as a factor influencing academic success (Sections 1.1; 8.2.9), and 
from the focus groups the students commented on the lack of performance by some lectur-
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ers (Sections 6.2.1.1; 8.2.9). Thus, it was important to compare the results of the pilot group 
lecturer from one year to the next to exclude the variable of a possible difference in lecturer 
capability or performance across lecturers.

The results showed that the number of students with examination admission in Group 1 
was 11 percentage points lower than the control group (groups 2-11), success rates were 
4 percentage points lower, pass rates were 5 percentage points higher, and for distinctions 
6 percentage points lower. The percentage point difference between the years 2016 and 
2017 for the number of students obtaining examination admission, as well as the success 
and pass rates and distinctions obtained were a positive 21, 17, 2 and 10 percentage points 
respectively.

Table 43 shows the frequency distribution of the students’ final marks as per the final mark 
category.

Table	43:	Frequency	distribution	of	final	marks	(descriptive)	–	TUT	2017

2017

Pilot
n = 179

Control
n = 1489 % -Difference

Final mark category    

0% - 49% 30% 42% -12

50% - 59% 30% 27% 3

60% - 74% 26% 21% 5

75% - 100% 14% 10% 4

The results reveal noticeable differences between the pilot group and control group for all 
the final mark categories. For final mark category 1 (0 - 49%), a favourable negative differ-
ence was observed in terms of the performance of the pilot group. For final mark categories 
2 (50% - 59%), 3 (60% - 74%), and 4 (75% -100%), the pilot group obtained better results. 
These results are in line with Table 42 Panel A and is an indication that the interventions 
improved not only students’ success, but also the overall performance of students.

Table 44 shows the results of paired sample t-tests performed on the means of the assess-
ment results.
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Table	44:	T-Tests	(means	of	Test	1,	2	and	class	test;	exam	and	final	mark*)	–	TUT	2017

2017

Panel A:
2017 Results

Contribution 
to	final	mark Pilot Control Difference p Cohen’s 

d
Size 

Effect

  Mean Mean     

Test 1 20% 55.57 54.45 1.13 0.385 n/a n/a 

Test 2 20% 60.84 56.02 4.82 0.006 0.22 Small

Class tests 10% 63.22 55.67 7.56 <0.0005 0.35 Small

Class mark 50% 59.19 55.34 3.84 0.006 0.22 Small

Examination mark 50% 53.86 51.14 2.72 0.030 0.18 not sig

Final mark 100% 58.24 56.46 1.78 0.106 n/a n/a

*examination	and	final	mark	excludes	students	with	no	admission	to	examination

The results in Table 44 show a noticeable positive progressive difference for Test 1 and 
Test 2 for the pilot group against the control group. Statistically significant differences are 
reported for ‘Test 2’, ‘class tests’ and ‘class mark’, although all the size effects were small. 
The examination mark revealed a statistically significant difference at the 5 percentage point 
level between the pilot and control group. However, when comparing the two groups, no 
significant difference is observed in the final mark.

9.3.2 NMU Results

Table 45 provides the results of frequency distribution tests performed on categorical vari-
ables comparing the pilot group with the control group for the NMU 2016 and 2017 intakes.
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Table	45:	Examination	admission,	passed,	distinctions	–	NMU	2016	&	2017

2017

Panel A: 2017 Results Pilot Control
%- Difference

p (<0.05) V Size Effect

 n = 59 n = 117    

Examination admission 100% 84% 16 0.001* 0.25 Small

Success rate 95% 71% 24 <0.0005* 0.28 Small

Pass rate 95% 85% 10 0.052 - -

Distinction 25% 6% 19 <0.0005* 0.28 Small

2016

Panel B : 2016 Results  Group 1**  Group 2-3 *** %-Difference p (<0.05) V Size Effect

 n = 49 n = 110    

Examination admission 94% 86% 8 0.167  - - 

Success rates 86% 74% 12 0.093 - Not sig.

Pass Rate 91% 85% 6 0.091 - -

Distinction 12% 7% 5 0.307 - Not sig.

*	Significant	at	the	1%	level
**The comparative group to the pilot group (group 1)
***Comparative groups to the control group (groups 2-3)

Table 45 Panel A shows the results of the frequency distribution tests for 2017. The number 
of students in the pilot group who gained examination admission was 16 percentage points 
higher compared to the control group. This difference is statistically significant at the 1 per-
centage point level, and practically significant revealing a small effect size (V = 0.25). The 
Chi² tests of the success and pass rates show a difference of 24 and 10 percentage points 
respectively. Even though the results of the pilot group were higher for both variables, it was 
only statistically significant with a small size effect (practical significance) for the success 
rate variable. A difference of 19 percentage points was observed for the number of students 
who obtained a distinction. This difference is statistically significant at the 1 percentage point 
level and practically significant revealing a small effect size (V = 0.28).

As previously mentioned, lecturing staff is regarded as an important factor to the academic 
success of first year accounting students, therefore a comparison with the 2016 data was 
deemed necessary (Section 9.3.2). Table 45 Panel B shows that for 2016 the difference in 
success rate comparing Group 1 and the rest of the groups was 12 percentage points (pass 
rate: 6 percentage points, number of distinctions: 5 percentage points). These differences 
increased in 2017 from 12 to 24 percentage points for success rates, 6 to 10 percentage 
points for pass rate, and from 5 to 19 percentage points for the number of distinctions.

Table 46 shows the frequency distribution of the students’ final marks as per the final mark 
category.
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Table 46: Frequency distribution of marks (descriptive) – NMU 2017

2017

 Pilot Control % - Difference

 n = 59 n = 117  

Final mark category    

0% - 49% 5% 29% -24

50% - 59% 27% 33% -6

60% - 74% 42% 32% 10

75% - 100% 25% 6% 19

The results reveal noticeable differences between the pilot and control group for all the final 
mark categories. For final mark categories 1 (0 – 49%) and 2 (50% - 59%), a favourable 
negative difference was observed for the pilot group. Similarly, final mark categories 3 (60% 
- 74%) and 4 (75% - 100%) for the pilot group were positively impacted by the reduced 
number of students falling within categories 1 and 2. These results are in line with Table 46 
Panel A and is an indication that the interventions improved not only students’ success but 
also the overall performance of students.

Table 47 shows the results of paired sample t-tests performed on the means of the assess-
ments results.

Table	47:	T-Tests	(means	of	Test	1,	2	and	student	engagement;	examination	and	final	
mark) – NMU 2017

Panel A: 2017 
Results

Contribution 
to FM Pilot Control Difference P Cohen’s 

d
Size 

Effect

  Mean Mean     

Test 1 19% 69.24 52.71 16.53 <0.0005 1.08 Large

Test 2 19% 67.93 55.10 12.83 <0.0005 0.08 Large

Student 
Engagement 2% 68.78 58.36 10.42 0.001 0.55 Medium

Class Mark 40% 68.61 54.11 14.50 <0.0005 1.01 Large

Examination Mark 60% 63.08 58.37 4.72 0.027 0.37 Small

Final Mark 100% 65.31 58.69 6.61 <0.0005 0.59 Medium

The results in Table 47 do not show a progressive improvement for Test 1 and 2, but in-
dicate a noticeable positive difference between the performance of the pilot group and the 
control group. For the ‘student engagement’ and ‘class mark’ variables, statistically signif-
icant differences of 10.42 and 14.50 percentage points are observed, with a medium and 
large effect size respectively. Compared to these results, the ‘examination mark’ variable 
shows a smaller statistically significant difference (4.72 percentage points) with a small ef-
fect size. The smaller result could be attributable to the fact the students did not receive any 
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support from the tutors while preparing for the exam. The ‘final mark’ variable, which is used 
to calculate the success rate of a class group, reveals a statistically significant difference of 
6.61 percentage points, with a medium effect size.

9.4 STUDENT PERCEPTIONS OF TEACHING AND LEARNING 
PRACTICES

9.4.1 TUT results

A questionnaire was designed to obtain the perceptions of the pilot groups on student be-
haviour, academic environment, and teaching approach. The questionnaire was adminis-
tered at the start of the intervention and again at the end of the intervention to determine 
whether perceptions regarding specific teaching and learning aspects have changed as 
a result of the intervention. This questionnaire was similar to the questionnaire used in 
Chapter 7 with regard to student behaviour, academic environment, and teaching approach. 
Structured pre-formulated questions with close-ended Likert-type scale responses from 1 
(negative) to 5 (positive) were used to obtain the data.

9.4.1.1 Student behaviour

The purpose of this section of the questionnaire was to assess whether the interventions 
had an impact on the perceived worth of student engagement activities. In Table 48 the 
results of perceived worth of student engagement activities is shown. Significance groups 
that group items together based on the means scores were identified and ranked. Where 
ordinal data were collected by means of a Likert-type scale, the mean does not represent a 
mathematical average but a weighting to be interpreted.
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Table	48:	Perceived	worth	of	student	engagement	activities	-	TUT

Panel A: Pre-intervention survey variables Sig. Group Mean SD

To take full responsibility for your studies 1 4.89 0.36

To study for tests 2 4.79 0.59

To come to class on time 3 4.61 0.73

To do your homework 3 4.55 0.81

To do pre-reading 3 4.43 0.85

To participate in class 4 4.28 0.83

To skip classes 5 1.21 0.78

To cheat on tests 5 1.16 0.76

Panel B: Post-intervention survey variables Sig. Group Mean SD

To study for tests 1 4.81 0.56

To take full responsibility for your studies 1 4.78 0.72

To come to class on time 2 4.45 0.78

To do pre-reading 2 4.45 0.82

To participate in class 2 4.20 0.84

To do your homework 2 4.16 1.16

To skip classes 3 1.39 1.03

To cheat on tests 3 1.20 0.77

The first set of items in the questionnaire assessed the students’ perceived worth of various 
student engagement activities. In the survey conducted at the beginning of the semester, 
five significance groups emerged from the listed items. Students perceived taking respon-
sibility for their studies as the most important, and studying for a test slightly less import-
ant. Pre-reading, doing homework and punctuality loaded together as the third significance 
group, while participating in a class, loaded in isolation as significance group four. In the sur-
veys conducted at the end of the semester, only three significance groups emerged. Study-
ing for tests was elevated to significance group one, and class participation also moved 
up one significance group. Students’ perception of cheating and skipping class remained 
unchanged, loading together in the lowest significance group.

9.4.1.2 Academic environment

The next set of items in the questionnaire assessed the students’ perception of the impor-
tance of skills development interventions as part of an academic programme. The students’ 
perceptions of what academic skills development interventions they need are shown in Ta-
ble 49. In this table, the results of the pre and post-intervention surveys are presented.
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Table 49: Importance of Academic Skills Development Interventions - TUT

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Motivation 1 4.65 0.61

Tutors 1 4.56 0.87

Reading and comprehension skills 1 4.51 0.68

Study methods 1 4.49 0.71

Time management 1 4.48 0.73

English language proficiency 1 4.44 0.82

Writing skills 2 4.34 0.77

Computer literacy 2 4.31 0.81

Numeracy 2 4.23 0.94

Panel B: Post-intervention survey variables Sig. Group Mean SD

Tutors 1 4.79 0.51

Study methods 2 4.62 0.52

English language proficiency 2 4.61 0.60

Time management 2 4.55 0.71

Motivation 2 4.42 0.88

Numeracy 2 4.36 0.91

Reading and comprehension skills 2 4.33 0.93

Writing skills 3 4.29 0.86

Computer literacy 3 4.24 1.01

In the surveys conducted at the beginning of the semester, the following interventions were 
considered equally important: motivation, tutors, reading and comprehension skills, study 
methods, time management, and English language proficiency. Less important in signifi-
cance group 2 were: writing skills, computer literacy, and numeracy.

In the surveys conducted at the end of the semester, three significance groups emerged. Tu-
tors were perceived as the most important intervention, standing in isolation. The perceived 
elevated importance of tutors may coincide with Table 45 where the examination mark be-
tween the pilot group and the control group revealed no significant effect size according to 
the Cohen’s d statistic. This may be attributable to the fact that tutorials were concluded 
when classes ended. The importance of numeracy moved up a significance group and writ-
ing skills and computer literacy was still considered least important in significance group 3.

9.4.1.3 Teaching approach

The perceptions of students in regards to the teaching approach are shown in Table 50. In 
this table, the results of the pre and post-intervention surveys are presented.



Inclusive Accountancy Learning Programmes in South African Higher Education: An adapted teaching approach128

Table 50: Teaching approach preferences - TUT

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Step-by-step 1 4.78 0.42

Accounting students should know the theory (why) of accounting AND be 
able to do the work/exercises (how) 1 4.64 0.72

Facilitation - student takes responsibility for mastering theoretical knowledge 2 4.57 0.56

Accounting students should ONLY be able to do the work/exercises (how to) 2 4.28 1.18

Accounting students should ONLY know the theory (why) of accounting 3 3.51 1.44

Panel B: Post-intervention survey variables Sig. Group Mean SD

Step-by-step teaching where the lecturer share the theory and do exercises 
with students in class 1 4.65 0.72

Accounting students should know the theory (why) of accounting AND be 
able to do the work/exercises (how) 1 4.62 0.79

Facilitation - student takes responsibility for mastering theoretical knowledge 2 4.35 0.86

Accounting students should ONLY be able to do the work/exercises (how to) 2 4.24 1.08

Accounting students should ONLY know the theory (why) of accounting 3 3.59 1.38

Panel C: Pre-intervention survey variables Sig. Group Mean SD

Step-by-step 1 4.78 0.42

Facilitation 2 4.57 0.56

Practice theory 3 2.93 0.40

Panel D: Post-intervention survey variables Sig. Group Mean SD

Step-by-step 1 4.65 0.72

Facilitation 2 4.35 0.86

Practice theory 3 2.89 0.36

Students were requested to score preferred accounting teaching approach elements that 
could be followed for the Financial Accounting 1 course. Panels A and B include five items 
with two of the items (step-by-step (1) and facilitation (3)) being independent, and the re-
maining three items (practice theory (2; 4; 5) emerged as a single factor and were therefore 
loaded together, reported on in Panels C and D. The pre- and post-perception with regard 
to how students prefer to be taught accounting is similar and agrees with the literature in 
Section 3.2.2 where a teacher-centred approach may be preferable for inclusive account-
ing diploma programmes in South African universities. Even though the teacher-centred 
approach is considered to be outdated (Sections 2.3; 3.2; 8.3), this is the approach that the 
students are familiar with.

In addition to the teaching approach preference questions, the students’ perceptions about 
the tutoring system were also recorded. In Table 51 the results of the pre- and post-interven-
tion survey variables are shown.
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Table 51: Tutoring system criteria -TUT

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Tutors should be available for consultation in addition to tutorial sessions. 1 4.51 0.73

Tutors have a close relationship with students in their tutor group. 1 4.34 0.89

The responsibility for assisting students with exercises shifts from the lec-
turer to the tutor. 1 4.32 0.91

Tutors monitor student performance and report to the lecturer. 2 4.20 1.09

Groups of 15 to 25 students are allocated to a specific tutor. 2 4.19 0.98

Tutors must attend theory classes with their tutor group. 2 4.17 1.08

A tutor must be a graduate student. 2 4.16 1.04

Tutors are responsible for monitoring class attendance. 2 3.94 1.27

Tutors are responsible for marking of class tests. 3 3.61 1.43

Panel B: Post-intervention survey variables Sig. Group Mean SD

Tutors should be available for consultation in addition to tutorial sessions. 1 4.71 0.58

Tutors monitor student performance and report to the lecturer. 2 4.45 0.86

The responsibility for assisting students with exercises shifts from the 2 4.42 0.83

Tutors have a close relationship with students in their tutor group. 2 4.42 0.92

Tutors are responsible for monitoring class attendance. 2 4.30 0.99

Tutors must attend theory classes with their tutor group. 2 4.29 1.00

Groups of 15 to 25 students are allocated to a specific tutor. 2 4.27 1.10

Tutors are responsible for marking of class tests. 3 3.89 1.20

A tutor must be a graduate student. 3 3.63 1.34

In both the pre- and post-survey, consultation sessions with tutors in addition to tutorials 
appeared in the highest significance group (1). This result supports the earlier results where 
the effect size of the difference in the examination mark results between the pilot group and 
the control group declined when tutors were not available for consultation or tutorials. Sim-
ilarly, after the intervention of introducing intense tutoring, the importance of tutors formed 
its own significance group at the top. In Section 7.2.5 students expressed the need for more 
individual attention and requested that tutors need to be available at all times, which is also 
in line with earlier results.

While tutoring forms a big part of the teaching approach, the lecturing aids and teaching 
material also play a role in the teaching approach. In Table 52, the results of the pre- and 
post-survey on lecturing aids and teaching material are presented.
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Table 52: Lecturing aids and teaching material

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Additional notes on each topic made available to students. 1 4.66 0.69

An accounting textbook (hard copy) explaining accounting theory. 1 4.65 0.77

Printed copies of PowerPoint slides must be made available. 1 4.63 0.55

An e-book accounting textbook explaining accounting theory. 1 4.48 0.77

Having online discussions with your lecturer on Moodle/myTUTor. 1 4.42 0.89

PowerPoint presentations/slides used by lecturers in class. 1 4.33 0.79

“Talk-and-chalk” (lecturer using the white board or blackboard in class). 2 4.30 1.14

Electronic visualiser (document camera) in the lecture room. 2 4.15 1.00

Panel B: Post-intervention survey variables Sig. Group Mean SD

Additional notes on each topic made available to students. 1 4.59 0.71

An accounting textbook (hard copy) explaining accounting theory. 1 4.53 0.80

Printed copies of PowerPoint slides must be made available. 1 4.52 0.78

An e-book accounting textbook explaining accounting theory. 1 4.41 0.84

PowerPoint presentations/slides used by lecturers in class. 1 4.35 1.02

Having online discussions with your lecturer on Moodle/myTUTor. 1 4.34 0.94

“Talk-and-chalk” (lecturer using the whiteboard or blackboard in class). 1 4.32 1.05

Electronic visualiser (document camera) in the lecture room. 1 4.31 0.98

Panel A reveals two significance groups with talk-and-chalk lecturing and the use of an 
electronic visualiser being ranked in the less significant group. After the teaching approach 
intervention (Panel B), these two items that can both be associated with a teacher-centred 
approach (Section 3.2.2) were elevated to the same significance group as the other items. 
This result agrees with earlier results, where students perceived step-by-step lecturing and 
increased personal guidance as most significant.

9.4.2 NMU results

In Table 53 the results of perceived worth of student engagement activities are shown. Sig-
nificance groups that group items together based on the means scores were identified and 
ranked. Where ordinal data were collected by means of a Likert scale, the mean does not 
represent a mathematical average but a weighting to be interpreted.
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Table	53:	Perceived	worth	of	student	engagement	activities

Panel A: Pre-intervention survey variables Sig. Group Mean SD

To study for tests 1 4.87 0.4

To take full responsibility for your studies 1 4.79 0.5

To come to class on time 2 4.62 0.66

To do your homework 2 4.53 0.87

To do pre-reading 2 4.38 0.82

To participate in class 3 4.17 1.06

To skip classes 4 1.27 0.82

To cheat on tests 4 1.08 0.44

Panel B: Post-intervention survey variables Sig. Group Mean SD

To study for tests 1 4.83 0.38

To come to class on time 1 4.73 0.55

To take full responsibility for your studies 1 4.68 0.61

To do your homework 1 4.61 0.7

To do pre-reading 2 4.39 0.89

To participate in class 2 4.15 1.06

To cheat on tests 3 1.28 0.91

To skip classes 3 1.15 0.57

In the survey conducted at the beginning of the semester, four significance groups emerged. 
Students perceived taking responsibility and studying for a test as equally important. 
Pre-reading, doing homework and punctuality loaded together as the second significance 
group, while participating in class was perceived as less important. In the surveys conduct-
ed at the end of the semester, only three significance groups loaded. Doing homework and 
punctuality moved up a significance group and is now perceived as important as taking 
responsibility and studying for a test. Students’ perception of cheating and skipping class 
remained unchanged, loading together in the lowest significance group.

9.4.2.1 Academic environment

The next question assessed the students’ perception of the importance of skills develop-
ment interventions as part of an academic programme. The students’ perceptions of what 
academic skills development interventions they need is shown in Table 54. In this table, the 
results of the pre and post-intervention surveys are presented.
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Table 54: Importance of Academic Skills Development Interventions

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Numeracy 1 4.65 0.52

Study methods 1 4.60 0.57

Tutors 1 4.53 0.74

Time management 1 4.52 0.68

Reading and comprehension skills 1 4.52 0.68

English language proficiency 1 4.46 0.73

Computer literacy 1 4.39 0.67

Writing skills 2 4.34 0.72

Motivation 2 4.26 0.96

Panel B: Post-intervention survey variables Sig. Group Mean SD

Time management 1 4.66 0.48

Study methods 1 4.61 0.63

Reading and comprehension skills 1 4.56 0.71

Numeracy 1 4.51 0.87

English language proficiency 1 4.49 0.84

Tutors 1 4.44 0.98

Computer literacy 1 4.39 0.92

Writing skills 2 4.34 0.76

Motivation 2 4.29 1.03

In the pre-surveys, the means of the variables in the first significant group were ranked be-
tween 4.65 and 4.39. These interventions were considered as equally important and slightly 
more important than writing skills and motivation, which makes up significance group 2. The 
mean rankings changed in the surveys conducted at the end of the semester, however, 
the significance grouping remained the same. The mean score of all the variables is above 
4.00 (very important) which is in line with Section 2.2.1 that address the factors influencing 
student academic success.

9.4.2.2 Teaching approach

The perceptions of students in regards to the teaching approach are shown in Table 55. In 
this table, the results of the pre and post-intervention surveys are presented.
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Table 55: Teaching approach preferences

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Accounting students should know the theory (why) of account-
ing AND be able to do the work/exercises (how) 1 4.84 0.50

Step-by-step teaching where the lecturer share the theory and 
do exercises with students in class 1 4.76 0.55

Facilitation - student takes responsibility for mastering theo-
retical knowledge 2 4.53 0.67

Accounting students should ONLY be able to do the work/ex-
ercises (how to) 3 4.10 1.08

Accounting students should ONLY know the theory (why) of 
accounting 4 3.59 1.25

Panel B: Post-intervention survey variables Sig. Group Mean SD

Step-by-step teaching where the lecturer share the theory and 
do exercises with students in class 1 4.85 0.36

Facilitation - student takes responsibility for mastering theo-
retical knowledge 1 4.78 0.58

Accounting students should know the theory (why) of account-
ing AND be able to do the work/exercises (how) 1 4.74 0.55

Accounting students should ONLY be able to do the work/ex-
ercises (how to) 2 3.38 1.21

Accounting students should ONLY know the theory (why) of 
accounting 2 3.30 1.32

 Panel C: Pre-intervention survey variables Sig. Group Mean SD

Step-by-step 1 4.76 0.55

Facilitation 2 4.53 0.67

Practice theory 3 2.96 0.20

Panel D: Post-intervention survey variables Sig. Group Mean SD

Step-by-step 1 4.85 0.36

Facilitation 1 4.78 0.58

Practice theory 2 3.05 0.22

From Table 55 it can be observed that in the pre-survey (Panel C) the students perceived 
the step-by-step lecturing approach as most significant, but after the intervention (Panel 
D) students felt more comfortable with elevating their own responsibility for learning (stu-
dent-centred approach – Section 3.3.2) where ‘facilitation’ was perceived equally significant 
to a teacher-centred approach (Section 3.2.2). Furthermore, this elevated responsibility for 
own learning is supported by earlier results, where there was a significant but small effect 
size difference between the examination mark of the pilot group and control group after tu-
torial sessions concluded when classes ended.
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In addition to the teaching approach preference questions, the students’ perceptions about 
the tutoring system were also recorded. In Table 56 the results of the pre- and post-interven-
tion survey variables are shown.

Table 56 shows the results of the question on tutorial system criteria. Three significance 
groups emerged with the availability of tutors for consultation being the most important, and 
whether tutors should grade class test, the least important. The mean rankings changed 
in the surveys conducted at the end of the semester, however, the significance grouping 
remained the same.

This differs from the focus group results reported in Section 6.2.2.1 where no mention was 
made about tutor availability and consultation. This result supports the earlier results where 
the effect size of the difference in the examination mark results between the pilot group and 
the control group declined when tutors were not available for consultation or tutorials.

Table 56: Tutoring system criteria

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Tutors should be available for consultation in addition to tutorial sessions. 1 4.58 0.87

Tutors have a close relationship with students in their tutor group. 2 4.35 0.97

Tutors monitor student performance and report to the lecturer. 2 4.31 0.92

Tutors are responsible for monitoring class attendance. 2 4.23 1.08

Tutors must attend theory classes with their tutor group. 2 4.10 1.07

Groups of 15 to 25 students are allocated to a specific tutor. 2 4.06 1.02

The responsibility for assisting students with exercises shifts from the lec-
turer to the tutor. 2 4.06 0.92

A tutor must be a graduate student. 2 4.02 1.18

Tutors are responsible for marking of class tests. 3 3.33 1.20

Panel B: Post-intervention survey variables Sig. Group Mean SD

Tutors should be available for consultation in addition to tutorial sessions. 1 4.68 0.69

Tutors must attend theory classes with their tutor group. 2 4.38 0.98

Tutors are responsible for monitoring class attendance. 2 4.31 0.92

Tutors have a close relationship with students in their tutor group. 2 4.28 1.06

Groups of 15 to 25 students are allocated to a specific tutor. 2 4.10 0.96

The responsibility for assisting students with exercises shifts from the lec-
turer to the tutor. 2 4.10 1.03

Tutors monitor student performance and report to the lecturer. 2 4.10 1.17

A tutor must be a graduate student. 2 3.85 1.17

Tutors are responsible for marking of class tests. 3 3.40 1.28
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While tutoring forms a big part of the teaching approach, the lecturing aids and teaching 
material also play a role in the teaching approach. In Table 57, the results of the pre-and 
post-survey on lecturing aids and teaching material are presented.

Table 57: Lecturing aids and teaching material

Panel A: Pre-intervention survey variables Sig. Group Mean SD

Additional notes on each topic made available to students. 1 4.82 0.43

An accounting textbook (hard copy) explaining accounting theory. 1 4.82 0.43

“Talk-and-chalk” (lecturer using the white board or black board in 
class).

2 4.55 0.64

Printed copies of PowerPoint slides must be made available. 2 4.33 0.82

PowerPoint presentations/slides used by lecturers in class. 2 4.31 0.88

An e-book accounting textbook explaining accounting theory. 3 4.06 0.97

Having online discussions with your lecturer on Moodle/myTUTor. 3 3.96 1.20

Electronic visualiser (document camera) in the lecture room. 3 3.84 1.17

Panel B: Post-intervention survey variables Sig. Group Mean SD

An accounting textbook (hard copy) explaining accounting theory. 1 4.75 0.67

Additional notes on each topic made available to students. 1 4.68 0.76

“Talk-and-chalk” (lecturer using the white board or black board in 
class).

2 4.43 1.01

PowerPoint presentations/slides used by lecturers in class. 2 4.18 1.11

Printed copies of PowerPoint slides must be made available. 2 4.10 1.30

Electronic visualiser (document camera) in the lecture room. 3 3.98 1.19

An e-book accounting textbook explaining accounting theory. 3 3.78 1.42

Having online discussions with your lecturer on Moodle/myTUTor. 3 3.63 1.53

Table 57 shows the results of the question on teaching aids and material. Three significance 
groups emerged with additional notes and a textbook as the most important. The fact that 
the importance of lecturer-centred teaching approaches (talk-and-chalk and PowerPoint 
slides) emerged in a less important significance group may support the finding that NMU 
students place a higher importance on their own effort and responsibility to learning. The 
mean rankings changed in the surveys conducted at the end of the semester, however, the 
significance grouping remained the same.

9.5 FEEDBACK FROM STAKEHOLDERS

This section presents feedback on the negative student behaviour intervention strategy, as 
well as narrative feedback received from the tutors after the pilot project was concluded.
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9.5.1 TUT feedback and reports

The TUT pilot group had six tutors that were allocated a group of 30 to 31 students each. 
After the first couple of weeks into the semester and after the first class tests, the tutors were 
requested to assess the poor performing students in their groups with regard to

• not attending tutor classes;

• attending tutor classes but not engaging in the lesson; and

• attending tutor classes and engaging with the lesson.

The following interventions were scheduled in an attempt to influence the behaviour of the 
poor performing students to behaviour that would be more conducive to academic success. 
Also, with the assistance of professional student support personnel, the reasons for poor per-
formance was ascertained for the student to receive the necessary guidance and support.

Students identified for not attending the tutor classes were contacted to attend a gathering 
where the Head of the Accounting Department could speak to the students to motivate them 
and to inform the students that the next step, if they do not start attending classes, will be to 
contact their parents/benefactors (in the South African and African society this threat seems 
to solicit the necessary cooperation). Due to an official test week that was scheduled at the 
time, the Department of Accounting found it difficult to contact the identified students and 
few students attended the gathering.

The students that attended the tutoring classes but who still did not perform to the standard 
were referred to a professional student development practitioner for assessment. A mes-
sage from the practitioner at the time reads as follows:

“We managed to see only ten students from the 33 identified students. The ten 
students were assessed on Thursday on the study strategies programme. Only 
five students attended the English programme this morning and six students 
attended the Reading programme.”

It is clear from this message that a system will have to be devised that may force identified 
students to participate in the intervention programmes designed to assist them in enhancing 
their performance. A final report from the student development practitioner suggested the 
following in terms of encouraging referred students’ participation:

“Academic probation is a process set in place that enables departments to re-
fer students for interventions to improve their academic performance, there-
by avoiding exclusion. At the end of this probation period, a decision is made 
by the department on whether or not to exclude the student under probation, 
based on his/her academic performance during the probation period.”

This suggestion means that a poor performing student that has been offered assistance but 
still decides not to participate in the programmes offered by the student support services 
could be legally excluded from continuing his/her studies as per the policy of TUT. Students 
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referred by the pilot project for intervention were registered on the following programmes:

• Reading programme: On completion of the programme, students will be able to increase 
their visual ability and optimise their average span of recognition. Have improved vocab-
ulary.

• English programmes: On completion of the programme, students will be able to write and 
speak English with the integrity of grammar and word-usage.

• Study intervention: At the end of the programme, students will be able to manage their 
studies, cope with the workload, reduce their anxiety, and achieve their goals. These can 
also be attained if students become active participants. The following themes are covered 
in the programme:

 - Anxiety
 - Attitude
 - Concentration
 - Information processing
 - Goalsetting and motivation
 - Selecting main ideas
 - Examination techniques
 - Time management

The TUT and NMU tutors were requested to submit a close-out report to the research team 
detailing their opinions regarding the advantages and disadvantages of the teaching ap-
proach. The following is the TUT report:

“We think the pilot project has made a huge positive impact on the pass rate 
of the Financial Accounting 1 Group D students. The majority of the students 
have passed with distinction.”

Advantages of the teaching approach:

• Each student gets noticed

“In a smaller class based on student numbers, it is more difficult for students 
to hide and get left behind. Fewer students imply that each one gets attention 
from the tutor. We were able to encourage and push students to take part 
and express their opinions. When we distribute their test scripts during tutor 
classes we can identify who is not attending while failing and who is attend-
ing and engage but failing the test. We can also explain the test results.”

• Learning is enhanced

“Not only do students learn more in small classes they also learn faster. And 
this means the class progresses through the course material more quickly. 
Their learning is enhanced by the confidence students develop to share their 
opinions and ask and answer questions.”
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• Tutors can teach

“Tutors at the front of a small class have more opportunities to observe and 
assess the class as a whole and the students as individuals. Learning is further 
enhanced when tutors and students can interact spontaneously in the class-
room.”

• Classes become a community and build strong relationship

“With fewer students per class, I have noticed that individuals can connect 
more closely with their peers and become more confident and comfortable 
when it comes to sharing their ideas and perspectives.”

• Opportunities to participate

“The pilot project has overcome the fear of participation of students in the 
class. The smaller the class the more comfortable the students become.”

• Focus on learning

“In learning environments with a limited number of students tutors can spend 
more time teaching the material and less time getting the attention of those 
who get distracted. Tutors can also cater to students’ different learning styles 
and ensure that they stay engaged and understand what is being taught.”

• More feedback

“Tutors have more time to individualise their feedback ensuring that each stu-
dent understands the material, gets the help he or she needs and is reaching 
his or her potential.”

• Ideas are shared

“With fewer students in a class, there is more time for them to share their own 
ideas, express their opinions and describe their perspectives.”

• One-on-one with students after class and during an appointment

“It makes you realise whether they indeed understood or not.”

• It felt good to empower the next person

Disadvantages of (piloting) the teaching approach:

“The pilot project selected first-year students who still want to adapt to the 
environment. After six months they have to adapt to being taught in large 
groups which are going to be a struggle for them. While trying to adapt they 
lose focus and some might fail.

The bond we have built with them it is not easy to ignore in the second semes-
ter when they ask for help even when we are no longer tutoring them.”
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Recommendation:

“In our opinion the teaching approach was useful and we were able to assist 
and motivate students to work hard to pass the course. Class tests should be 
written on a weekly basis so that students can identify where they lack know-
ledge and try to improve.

Tutors should go an extra mile in assisting students e.g. providing extra class-
es during recess weeks. Do what we did during the semester in the week be-
fore the test day.”

9.5.2 NMU feedback and reports

Lecturer:

Overall experience

“It is vitally important that first-year students are provided with guidance 
and support in order to ensure that a strong foundation is instilled to assist 
with their future success.  As a lecturer, this teaching approach provided ad-
ditional support to first-year students in more than one way. Students were 
proud to be part of a team - they felt that they had someone away from home 
to confide in and that someone besides their lecturer cared for their wellbeing. 
A board game to teach the basics of accounting was used as a teaching tool as 
part of the teaching approach at the NMU. As the class group at the NMU was 
far smaller than that at TUT. The tutors were requested to first play the game 
for a week in order to ensure they understood what was required, the purpose 
and outcomes which needed to be achieved from the exercise. Tutors spent 
time explaining the board game with each of their groups and each student 
was provided with a rules document they had to read over a weekend. Many 
students had never been exposed to any type of board game and therefore felt 
extremely overwhelmed in the beginning, however by the end of the sessions 
these individuals just wanted to know when they would get the opportunity 
to play again. The three groups were then further divided into groups of be-
tween four to five students.  A well-known board game was adapted and used 
to teach the basics of accounting and how to work with finances.  Each student 
had to create a business and start the business with a capital contribution.  
Students had to ensure that after each transaction their ‘cash’ balanced and 
that they had recorded the entry in the business’s books.  At the end of the 
game students had to produce a General Journal, General Ledger, Trial Bal-
ance and Financial Statements. The tutors were present at all times during 
these sessions, overseeing and assisting students where necessary. The use of 
a fun and interactive well-known board game was a great initiative - students 
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not only learnt, while playing but wanted to play that resulted in learning be-
ing made fun. The experience was enlightening, well received by students and 
myself and the results are an indication of this great teaching approach.”

Tutor 1:

Overall experience

“Personally it was something new to me and I enjoyed every part of the 
5-month journey. Getting to work with students and having the responsibility 
of conveying all the information and knowledge to them in the simplest way 
so they can have a clear understanding of the context of the content. This has 
been a great privilege for me. It challenged me a lot in the sense that I had to 
manage my time properly. I must study and prepare for class or mark their 
tutorial assignments and still manage my own academic activities.

At first, I really struggled with my class as they did not know how to behave 
themselves and class attendance was poor. A lot of times I found myself con-
sulting Miss Beck, asking advice on how to handle and deal with the misbe-
having students. At first, I had to be very strict and motivate them all the time 
by sharing my personal university experience with them. Towards the end of 
the semester, I got to know every single student to the extent where I knew 
exactly which student needed extra assistance, motivation and time. I also 
formed a very close bond with some of my students, which gave them the free-
dom to communicate with me.”

Attitude	of	students	towards	the	teaching	approach

“I had very outspoken students in my class but I found that they were the 
only ones actually doing their homework. There were students complaining 
that all their lecturers give them homework and that is the reason they don’t 
always do the homework the tutors give them. So I asked Miss Beck if we 
can just do the exercises with them during the tutorial sessions by working 
through it with them by assisting and explaining as we go along.

I struggled to get them to interact with me and one another, but after explain-
ing to them they were very keen on answering. On a really great day, they 
would explain to the class how they got to that answer and I found that this 
interactivity worked really well. I often found that students have their own 
way of doing things, so I started asking them to work in groups. By doing this 
I enabled the students to work together and motivate each other. I also want-
ed to teach them that there are always different ways to get to an answer but 
not every way is the correct way.
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This allowed students to become confident enough to answer in the formal 
lecture and in the tutorial classes and they were even willing to do exercises 
on the board in front of the class.”

Attendance of interventions

“Students would attend the formal lecture, but they don’t attend the tutorials 
to the extent where Miss Beck had to tell them that tutorial attendance counts 
towards the final mark. There was also a little confusion about which group 
belongs to which tutor, so the students were all over the place attending the 
wrong sessions. We then arranged for all the tutorial classes to be at the same 
time to avoid confusion amongst students.

We also started rewarding students based on who attended the most tutorial 
sessions just to keep them motivated. In general, there were that two or three 
students that really did not attend in a frequent manner, but the majority of 
the class will always be present. Especially with the introduction of the ac-
counting game, Monopoly, all the students came to class and enjoyed playing 
the game and everyone that played the game handed in the monopoly assign-
ment.”

Did the teaching approach impact the students?

“I honestly think that the teaching approach impacted the students because 
they interacted more with each other and also got to know each other a little 
bit more. Most importantly, even the shy students were open to interacting 
with their peers. Sometimes I noticed that students would randomly attend 
my session if their class finished early just to share their class experience. Stu-
dents also asked me why I left them as they prefer the tutoring over supple-
mental instruction leaders.”

General comments

“Generally I noticed that students who created the unsettling environment in 
the classroom were the students that came from the extended programme and 
they were also the ones that showed the most negative attitude towards me 
their tutor.

Also at first, students were so excited about playing monopoly so when I ex-
plained the rules and how the game works in an accounting perspective stu-
dents were not paying attention. I had to continuously explain to the group 
where they are going wrong and the reason why they had to start over con-
stantly.”
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Tutor 2:

Overall experience

“My experience of being a tutor for the past 5 months has been amazing. At 
first, it was scary having to stand in front of students and deliver content, 
but as time passed by I started to understand my group of students and was 
also able to come up with teaching approaches that worked for them and also 
made our session a relaxed and convenient environment for my group of stu-
dents. It has also been a learning journey every day because I was learning 
new things about my students and I constantly had to make sure that the 
strategies I used were still working for my group. The opportunity was not 
only to the advantage of the students but also has benefited me in terms of 
enhancing my skills.”

Attitude	of	students	towards	to	teaching	approach

“At the beginning, it was challenging when students were not responding in 
class and they showed little or no respect to me as a tutor. But as time went 
by I tried to develop a system that worked for both me and them and I also 
developed new strategies on how we tackle activities in class to ensure that 
everyone engages and that we all move to one direction in terms of under-
standing the content in class. So in overall, they responded very well after I 
have figured out the system that was working for myself and them.”

Attendance of intervention

 1. “Played monopoly with them.

 2. Gave away prizes for the best performing top five students after each test.

 3. Kept attendance register and made a follow up to the students who were not 
attending.

 4. Made the sessions very fun and not too formal like formal lectures would be.”

Did the teaching approach impact the students?

“I think the teaching approach did impact students because I tried my level 
best to reach out to them in every way possible and also the idea of coming 
down to their level in terms of treating them with respect and being approach-
able worked, because it made it easy for them to approach me and come and 
consult. The idea of also making the teaching environment a relaxed envi-
ronment (not too formal as a formal lecture) where everyone could engage 
worked very well for my group of students.

For example, after the lecturer has introduced a topic, I would also take them 
through the topic in our sessions. When I believe that everyone understands 
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the content I would then ask them to work in groups doing some activities. I 
would also make sure that I change their groups weekly (to avoid them not 
being productive as they would be used to their group mates and start chat-
ting and not do the work). This method gave them a platform to engage and 
share with each other how they understood the content and also offered a 
platform for those who did not understand to ask either me or their group 
mates’ questions. I believe that the method contributed to them to understand 
the content better.”

General comments

“The journey of being a teaching assistant has been such a good experience 
for a person who did not have any teaching /lecturing experience. Also, the 
lecturer made the journey easy for us in terms of when we did not understand 
how to deal with certain situations that concerned either our students or the 
sessions - she came through for us and was willing to help. I think one thing 
that helped me with my group was to understand them in terms of knowing 
which techniques to use and also treated them with the respect that they de-
served because they also returned the favour. I am very grateful for the op-
portunity I had.”

Tutor 3:

Overall experience

“At the beginning, I was scared of how the whole experience was going to turn 
out. I was a bit skeptical of how I was to connect with the students. The overall 
experience turned out great. I learned a lot of things from the students. Being 
a tutor gave me an opportunity to view things from a teacher’s perspective.”

Attitude	of	students	towards	to	teaching	approach

“The students were positive and excited about having tutors. They were really 
looking forward to having extra help. Although some of them were a bit skep-
tical about the experience.”

Attendance of interventions

“We did the following to encourage the students to attend:

1. Had a register which counted for marks.

2. Played Monopoly.

3. Had prizes for students who did well on the tests.

4. Motivated them to do their best.
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This really encouraged students to attend the classes as the Tutorial sessions 
were a different environment from the lecture.” 

Did the teaching approach impact the students?

“The teaching approach had a positive impact on the students it helped them 
get used to the content of the work. The tutorials helped the students to un-
derstand the work better the more exercises we practiced on the more they 
understood the work.”

General comments

“This teaching approach is a really great approach to help the students with 
the work, especially those who have never done accounting in high school.”

9.6 CHAPTER SUMMARY

In this chapter, the pilot test results and findings of the adapted teaching approach 
were presented. The pass rates of Financial Accounting 1 students for the first semes-
ter in 2017 were calculated to determine the difference between the pilot and control 
groups for the respective universities. The results were also compared to comparative 
groups in the same semester from the previous year to consider the influence of a 
particular lecturer on student performance. In addition, feedback from the tutors and 
student development support staff added a richer interpretation of the results, and 
consideration of the success rate effect of the teaching approach. The conclusion and 
recommendation to this project are presented in the next chapter.
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10CHAPTER 10:
CONCLUSION AND RECOMMENDATION

10.1 INTRODUCTION

Even though the South African Government allocates a large section of its budget to educa-
tion, the results from higher education do not emulate the investment. This research emanated 
from the unfulfilled need for transforming higher education in South Africa, to enable academic 
success for more graduates with skills and competencies that meet the needs of the country. 
From this background, the formal research problem (Section 1.2) was defined as:

Current teaching approaches for accountancy diploma programmes are not 
addressing the shortcomings of students from a marginalised background to 
ensure an acceptable success rate that would meet the vocational needs of the 
economy of South Africa.

In addressing the research problem, this study investigated possible improvements to be 
included in a formal teaching approach for accountancy diploma programmes. This gave 
rise to the following primary objective (Section 1.3.1) of the study:

The primary objective of the study was to propose an adapted teaching ap-
proach for undergraduate diploma-type accountancy programmes at TUT 
and NMU, to improve student success rates.

In achieving the primary objective, a literature review was conducted on student success 
rates and teaching approaches (Chapters 2 and 3), the status quo established at the partic-
ipating universities (Chapter 4), together with a closer investigation of successful innovative 
teaching approaches identified in the literature (Chapter 5). To combine the lessons learned 
from the literature and innovative teaching approach site visits, the perception of students 
and lecturers were obtained (Chapters 6 and 7) to inform the development of a teaching ap-
proach (Chapter 8). The teaching approach was tested (Chapter 9), and this chapter (Chap-
ter 10) will present the final recommendations regarding the adapted teaching approach in 
line with the primary objective. Figure 21 presents the research process followed to achieve 
the primary objective:

Figure 21: The research process
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Phase 1

Phase 2

Phase 3
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success rates and teaching
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Status quo at the participating
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Recommendation to a revised
teaching approach

Development of the teaching 
approach

Pilot testing of the 
teaching approach

Perceptions of students
and lecturers regarding
teaching approaches

Exploring successful
innovative teaching

approaches

Each step in the process to achieve the primary objective was presented as a secondary ob-
jective (Section 1.3.2) that was grouped into three phases. The following section will provide 
a summary of the findings and the results of the secondary objectives grouped per phase.

10.2 ACHIEVEMENT OF SECONDARY OBJECTIVES

10.2.1 Phase 1

From the secondary objective to conduct a literature review on success rate research and 
factors that influence underprepared student success, it was learned that the attitude of a 
student (Section 2.2.1) is primarily the deciding factor to a student’s academic success. A 
focused attempt to positively influence the attitude of students thus formed the basis of the 
approach for adapting the teaching approach. A positive attitude may negate many negative 
factors (Section 2.2.3) specifically applicable to the environment of the participating uni-
versity campuses, such as poor class attendance, inadequate preparation, and insufficient 
preparation time that, to a large extent, refer to a low level of student engagement.

From the secondary objective to conceptualise different teaching approaches, it was learned 
that the teacher-centred teaching approach (Section 3.2), although outdated, is still best 
suited for teaching accountancy (Section 3.2.2) to diploma students at the participating uni-
versities, due to their educational background and the level of accountancy training (Section 
3.2.3 – reference to bookkeepers opposed to accounting professionals). This observation 
was confirmed by the student survey in Phase 2 (Sections 6.2.1.1; 6.2.2.1; 7.2.5). It was 
also recognised that to keep up with technological progress in education some blended 
learning (Section 3.4.2) approaches had to be incorporated when developing the adapted 
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teaching approach. A blended learning approach was, however, hampered by the afflu-
ence of the student population to afford electronic devices and inadequate infrastructure 
and information technology support at the participating campuses (Section 6.2.1.1; 6.2.2.1). 
Existing online learning platforms and feasible blended learning tools that could easily be 
included in the teaching approach were thus focused on.

As a result of the lessons learned during the literature review, the secondary research objec-
tive ‘to observe successful innovative teaching approaches’, identified a teaching approach 
from the University of Kansas in the USA (Section 2.3) that focused on classroom manage-
ment in large classes and intense tutoring practices to positively influence the academic 
behaviour or attitude of students. In addition to the behavioural approach, an approach from 
the UCT that added explanatory video aids to their curriculum were observed. In the end, it 
was not feasible to develop own video aids and the research group had to rely on generally 
available videos on the financial accounting topics to be made available on the respective 
official online learning platforms. Innovations from other teaching approaches reviewed, 
such as frequent testing, also influenced the development of the teaching approach. With 
the literature review as a foundation, the perceptions of students and lecturers at the partic-
ipating universities were obtained during Phase 2 of the project.

10.2.2 Phase 2

After determining the status quo in respect of teaching approaches followed at the two uni-
versities, and based on the literature consulted, a secondary research objective (Section 
1.3.2) was formulated according to which the perceptions and desires of students and lec-
turers in respect of Financial Accounting 1 were obtained. The secondary objective, to ex-
plore and analyse the perceptions and preferences of students and academic staff members 
regarding teaching approaches, was achieved by means of qualitative focus group sessions 
(Chapter 6) and a quantitative questionnaire (Chapter 7).

The analyses of the focus group data revealed five themes that were incorporated in the 
design of the adapted teaching approach, namely equipment, facilities, external environ-
ment, student background and environment, and teaching. The analysis further revealed 
that ‘teaching’ is regarded by all participants as a very important factor for the success of 
a student. The findings from the analysis of focus group data and the information obtained 
from the literature review were incorporated in the design of a quantitative questionnaire. To 
address the particular secondary research objective, the aim of the quantitative question-
naire was to obtain primary data in respect of students’ geographical details, students’ per-
ceptions with regard to student behaviour, the academic environment, as well as teaching 
approaches. The results from the data analysis of the questionnaire support and expand on 
the findings from the analysis of the focus group data. The quantitative results also highlight-
ed the importance of teaching as a contributing factor to student success.

The design of the adapted teaching approach was based on the results and findings from 
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both secondary and primary data obtained. Designing a one-size-fits-all teaching approach 
seemed impossible. Some of the challenges, which are not the same for all universities in 
South Africa, in designing a teaching approach in the context of higher education in South 
Africa, are: the fact that many students, those from marginalised communities and back-
grounds, enter universities not being adequately prepared for higher education; the attitude 
of students towards their studies – a global phenomenon; a lack of student engagement; 
large classroom sizes; and the fact that students do not understand the importance of taking 
responsibility for their studies. An intensive practice of classroom management is required.

In this context, a further secondary research objective was formulated. The achievement 
of this objective, to design an adapted teaching approach for first-year financial accounting 
in accountancy programmes, took into account all the data collected during the field work 
stages of Phases 1 and 2 (Chapters 1 and 7) of the study. The adapted teaching approach 
is presented and justified in Chapter 8. Following the design of the adapted teaching ap-
proach, it was piloted in Phase 3. Next, the achievement of secondary objectives that relate 
to Phase 3 is outlined.

10.2.3 Phase 3

Following the design of an adapted teaching approach in Phase 2 of the study, Phase 3 
involved the pilot testing of the adapted teaching approach. In the context of the research 
problem and primary research objective of the study (Sections 1.2; 1.3), the pilot testing of 
the adapted approach addressed one of the secondary research objectives of this study. 
This secondary research objective was to pilot test the adapted teaching approach and 
measure the success of it in a real world scenario. The pilot testing included testing whether 
the adapted approach was effective and whether it was feasible. In order to achieve this 
research objective, triangulation was applied. This involved an analysis and interpretation 
of academic performance of Financial Accounting 1 students of the respective university 
campuses, analysis of data obtained by means of a teaching and learning practices sur-
vey conducted – comparing students’ perceptions before and after the implementation of 
the adapted teaching approach, with a third component where qualitative narrative reports 
obtained from the tutors that participated in the pilot test, were analysed. The results and 
findings of these analyses were used to assess whether the teaching approach addresses 
the research problem and associated research objectives of the study. Chapter 9 provides a 
detailed discussion of the pilot test and the findings and results emanating from it.

10.3 CONCLUDING REMARKS

10.3.1	 Comparison	between	existing	and	adapted	teaching	approach

During the course of this project, information was shared officially to report on progress, as 
well as unofficial communication between lecturers at the two universities. As a result, some 
aspects of the adapted teaching approach that were deemed valuable, were adopted by ac-
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ademic departments for courses other than Financial Accounting 1, as part of their teaching 
approach. Reference to an existing teaching approach thus refers to the prevalent teaching 
approach at the time the study commenced.

Chapter 4 reported that the existing teaching approach comprised of three main facets, 
namely formal instruction activities, assessment activities, and textbooks and lecturing ma-
terial. The latter two facets were not affected by the adapted teaching approach. The adapt-
ed teaching approach influenced and added several aspects to the formal instruction activi-
ties facet. Table 58 outlines the differences:

Table	58:	Comparison	between	existing	and	adapted	teaching	approach

Existing teaching approach Adapted teaching approach

One tutor per large class Several tutors with individually allocated small stu-
dent groups

Ad hoc communication between tutor and lecturer Fixed weekly meetings between tutors and lecturers 
that provide a structured approach to managing the 
curriculum and students, to ensure consistency in 
the quality of tutoring, conducting tutoring sessions 
and interaction with students 

Tutors not respected by students Tutors focus on professional conduct and profes-
sional relationship with the students

Class attendance recorded but not acted upon Class attendance monitoring forms an integral part 
of individual student monitoring

Extended formal lecturing resulting in selected class 
tests, limited practical tutoring session and no indi-
vidual attention and monitoring

Limited formal lectures and extended tutoring ses-
sions for increased class tests, reviewing old exam-
ination papers and practical exercises with improved 
individual attention and monitoring

No official video aids Video aids were made available for each topic in the 
syllabus

At-risk student identified after course is failed In-time identification of at-risk students possible

Academic intervention actions are only possible af-
ter the course is failed

Actions were taken to address the adverse be-
haviour of at-risk students

The effective management and monitoring of individual students had a positive effect on stu-
dents (Section 9.4.1) and tutors (Section 9.5). An in-time intervention that is a central theme 
of the adapted teaching approach, to change student behaviour to be more conducive to 
academic success, proved to be more of a challenge than originally envisaged. The suc-
cess of interventions may only present results over a period of time and the pilot test came 
to an end without the possibility of determining the individual success of the interventions. 
The main issue is that students were reluctant to report to the student support division to 
continue with the intervention programmes after the pilot study was concluded. The student 
support division sent electronic messages to remind returning students to continue with their 
intervention, but the students did not react to the messages. Recommendations in this re-
gard are made later in the chapter. The outcome of the adapted teaching approach in terms 
of student success is discussed in the next section.
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10.3.2 Comparison of student success from existing and adapted teaching 
approach

10.3.2.1 The effect of the adapted teaching approach on academic success of TUT 
students

Insofar as student success is concerned, the adapted teaching approach resulted in notice-
able improvements in the academic performance and success of Financial Accounting 1 
students. These improvements include more students obtaining admission to examination, 
more students passing the course, and more students passing with distinctions. A valuable 
observation is that the adapted teaching approach resulted in an improvement of the suc-
cess rate of the 2016 comparative group (Groups 2 to 11) that was compared to the 2017 
control group. This group (the control group in 2017) performed weaker than Group 1 (the 
pilot group in 2017) in 2016, but with the implementation of the adapted teaching approach, 
the same group in 2017 (the pilot group) outperformed the control group. This observation 
substantiates that, irrespective of the lecturer of a particular group, the adapted teaching 
approach does, in fact, improve academic success. In addition, for the 2017 results, the 
pilot group final marks showed an upward shift of student numbers between final mark cat-
egories. In addition, it is observed that the adapted teaching approach resulted in a higher 
progressive improvement of academic performance of pilot group students between the first 
and second tests, as well as the class tests’ average mark.

The effect of the adapted teaching approach on students’ perceptions of teaching and learn-
ing practices was also investigated. The findings revealed positive effects on students’ per-
ceptions with respect to student behaviour, academic environment, and teaching approach. 
A noticeable observation is a high importance that students reported for a sound tutoring 
system that forms part of a teaching approach. This could be attributable to an improvement 
in students’ attitude towards their studies as a consequence of the interventions that formed 
part of the adapted teaching approach. From the findings reported for student engagement 
activities, it can be deduced that the under-preparedness of students entering universities in 
South Africa, plays a key part in their success in Financial Accounting 1. 

Referring to Section 2.2.2, the survey results mirror the unpreparedness of students, which 
could be the reason that they perceived all academic skills development interventions as 
important. However, although the university has academic skills interventions in place, stu-
dents choose not to participate in the interventions. It is surprising that they find writing and 
computer literacy skills to be less important, probably due to the fact that they are first-year 
students and unable to grasp the link between these skills and accountancy. The results of 
the post-survey agree with the focus group results from students and lecturers that English 
language proficiency is the biggest problem that contributes to student failure (Sections 
6.2.1.1; 6.2.1.2). 
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External motivation was rated of the highest importance, but as a result of the adapted teach-
ing approach, students rated motivation as less important. It is evident that the tutors’ interven-
tions positively influenced the attitude and behaviour of the students. The students perceived 
the need for a tutoring system to be the most significant intervention. The results indicate that 
the students prefer structured classroom management practice in smaller groups (Section 
5.4). Even though in the focus group discussions students reported that tutors are not al-
ways prepared, resulting in poor attendance (Section 6.2.1.1), there was a positive change in 
students’ attitude after the intervention. The change can be due to the TORA approach that 
promotes a close relationship between the lecturer and tutor for a well-planned and structured 
teaching approach, having an impact on student behaviour (Section 7.2.5).

Students’ perceptions insofar as the teaching approach is concerned, show favourable 
changes in respect of the adapted teaching approach. It can be deduced that a teacher-cen-
tred approach is preferred. This preference could be due to the under-preparedness of stu-
dents – that they, after being exposed to the adapted teaching approach, realised the value 
of individual attention through a step-by-step teaching approach, smaller class groups, tutor 
assistance, and other interventions. Except for interventions being introduced as part of a 
teaching approach, lecturing aids and teaching material were found equally important as 
part of a teaching approach. The results further show students’ dependence on a lecturer 
and that they are more comfortable with conventional step-by-step teaching practices – 
those practices that they have been exposed to at school level.

10.3.2.2 The effect of the adapted teaching approach on academic success of NMU 
students

In respect of the effect of the adapted teaching approach on the academic success of the 
NMU Financial Accounting 1 students, the results reveal that, in the pilot group more stu-
dents gained admission to the examination, more students passed with distinctions, pass 
rates were higher, and success rates were improved. An upward shift between final mark 
categories shows that the adapted teaching approach not only benefit at-risk students but 
also those that aspire to pass with distinction. In addition, a progressive improvement of per-
formance between the first and second tests is reported. Marginal improvement of student 
engagement is also observed for the pilot group. Insofar as student engagement is con-
cerned, the adapted teaching approach resulted in positive changes in student behaviour, 
which is in line with the TORA. The results are also in line with Section 2.2.3 which ad-
dressed factors that affect the academic success of previously disadvantaged students. It 
also concurs with the findings of Shaftel and Shaftel (2005) in Section 2.3, concluding that 
student success is largely influenced by classroom management practices. In their respons-
es to which teaching approach they prefer, NMU students’ responses leaned towards taking 
more responsibility for their studies – a more student-centred approach, arguably as a result 
of their improved attitude and sense of responsibility following the interventions of the adapt-
ed teaching approach (Section 3.3.2).
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The NMU students’ perceptions in respect of the value of tutoring systems and lecturing 
aids and teaching material, did not change materially after the introduction of the adapted 
teaching approach. From these observations, it can thus be concluded that the adapted 
teaching approach does have a significant positive impact on the success rates of Financial 
Accounting 1 students when compared to the existing teaching approach.

10.4 RECOMMENDATIONS

From the focus group findings it was evident that students perceive lecturers to be uncom-
mitted (Section 6.2.1.1). The participating university campuses need to ensure that they 
employ qualified and experienced lecturers – good academics – appropriate for lecturing 
in higher education, subject to an annual performance evaluation. From the results of the 
survey in Section 4.3, it is evident that the average years of experience and qualifications of 
the lecturing staff are inadequate and need improvement.

There is a definite need to develop video aids that can link the business world in general 
and accountancy practices, in particular with the framework of reference of marginalised 
students, as was done by the UCT (Section 5.3.4). Developing these video aids takes time 
and requires substantial funding, but will go a long way in contributing to the comprehension 
of accountancy principles, and ultimately, in improving success rates.

With regard to the interventions to change individual adverse academic behaviour, a much 
more timely approach must be followed and based on lessons learned from the pilot proj-
ect, the necessary structured approach and punitive measures for student non-participation 
should be clear and in place. It may also be that benefits from these interventions may only 
bear fruit in subsequent years of study – a longitudinal study would thus be necessary to 
measure the true benefit of this aspect as part of the teaching approach.

While there are pockets of academic excellence supporting students at TUT, these efforts 
do not appear to be coordinated across all campuses, nor do they reflect a proactive cam-
pus-wide initiative that supports marginalised underprepared students. In this regard, the 
university has different programmes and academic initiatives in place to enhance student 
deficiencies and enable students to succeed. Despite all the interventions and opportunities 
available to the students, the problem continues to grow. Hence, the effort of this research 
team was to explore an adapted teaching approach to be applied as an effective practice 
that can provide an opportunity for accounting students to acquire the necessary knowledge 
and skills to succeed.

10.5 FUTURE RESEARCH

Most South African universities have established student support functions to address the 
reports by students and lecturers on poor student performance. The effectiveness of these 
support functions are still to be tested in the inclusive accountancy environment. In light of 
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student representative bodies contesting exclusion policies and demanding continued reg-
istration for poor performing students, longitudinal research on the effectiveness of interven-
tions to assist poor performing students is paramount.

It is vital for addressing the inequality of South Africa’s society that solutions to challenges, 
hampering the education of marginalised communities, be sought. This research contributes 
to the efforts by government, universities and educators to develop a system that is sensi-
tive to the needs and challenges of children from marginalised communities. The research 
confirmed the notion that although marginalised South African students are eager to pursue 
education, they are ill equipped to accept responsibility for their own education at a tertiary 
level. Learning cultures and political influences leading to entitlement convictions are their 
most profound weaknesses. South African universities may continue to find innovative ap-
proaches to accommodate poor performing students, but will ultimately struggle to improve 
the success rate, if the attitude and learning culture of students from marginalised South 
African communities are not addressed.
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ANNEXURE 1: TEACHING PRACTICE MODEL INFORMATION SHEET

Dear colleague,

Please provide the information requested in the table below for courses that you are responsible for (please 
use a separate form per course).

University	name	(please	mark	one	with	an	X) NMU: TUT: 1

Course code: 2

Brief course description: 3.1

Academic year of study 3.2

Number of students

Full-time 4.1

Part-time 4.2

Is attendance monitored? Yes No 4.3

Instruction 

Formal classroom lecturing (number of 
hours)

 Full-time Part-time 5.1

Number of sessions per week (formal 
classroom lecturing)

 Full-time Part-time 5.2

Tutorial sessions per group (homework 
discussion) 

 Full-time Part-time 5.3

Number of tutorial sessions per week  Full-time Part-time 5.4

Consultation time (number of hours)  Full-time Part-time 5.5

Supplemental Instruction (SI) (number 
of hours)

 Full-time Part-time 5.6

Is the course offered by means of 
electronic or web based platforms (e.g. 
Moodle, WebCT, Blackboard)

Yes No 5.7

Formative 
assessment

Class tests Number per semester 6.1

%-contribution to admission mark 6.2

Semester tests Number per semester 6.3

%-contribution to admission mark 6.4

Homework /assignments Number per semester 6.5

Handed in? Yes No 6.6

Are solutions provided? Yes No 6.7

%-contribution to admission mark 6.8

Other (Please provide brief details)
6.9
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Summative 
assessment 

(formal exams)

Continuous assessment (yes or no) Yes No 7.1

Number of assessments 7.2

Length of time (minutes per assessment)  7.3

Total marks (per assessment)  7.4

%-contribution to final mark  7.5

Study and 
lecturing 
material

Textbook/s

e-Books  
(Indicate “Yes” or “No”)

Yes No 8.1

Hard copy  
(Indicate “Yes” or “No”)

Yes No 8.2

Available in library?  (Indicate 
“Yes” or “No”)

Yes No 8.3

Prescribed text books are used 
in class: (Please choose one)

1 (Never) 2 3 4 5 (All the time)

8.4

Lecturing notes

Electronic format  
(Indicate “Yes” or “No”)

Yes No 8.5

Hard Copy  
(Indicate “Yes” or “No”)

Yes No 8.6

Available in library?  (Indicate 
“Yes” or “No”)

Yes No 8.7

Please indicate all the teaching activities and/or interventions taking place during formal lectures: 9
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ANNEXURE 2: LECTURER INTERVIEWS
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ANNEXURE 3: FOCUS GROUP DISCUSSION GUIDE

Tel. 0861 102 422, Tel. (012) 382-5911  Fax: (012) 382-5114 • Private Bag X680, Pretoria 0001 Republic of South Africa • www.tut.ac.za

We empower people

Ethical clearance Ref: 
REC2014/04/001
Name: Erasmus et al

FACULTY OF ECONOMICS AND FINANCE 

Teaching Community of Practice (TCoP)

FOCUS GROUP DISCUSSION GUIDE

PROJECT TITLE:

ACCOUNTANCY LEARNING PROGRAMMES IN SOUTH AFRICAN HIGHER 
EDUCATION: AN ADAPTED TEACHING APPROACH

1. Are	you	satisfied	with	the	current	teaching	approach	and	academic	environment	at	your	
campus?

2. What	will	you	want	to	have	different	in	order	to	enhance	student	success	rates?

 a)  Classroom based teaching where knowledge is transferred from teacher to learner – 
Teacher-centred approach

 b)  Students take responsibility and accountability for learning.  Interaction between students 
and with lecturer. Students learn through practice - Student-centred approach

 c)  The use of digital devices and  technology in teaching e.g. mobile devices (phones, 
tablets), social media (Facebook) and myTUTor (University ICT platform), topical subject 
videos - Technology-based approach

 d)  Academic interventions e.g. Mentors (student big brother), tutors (student tutors), 
student development unit initiatives (language proficiency, study methods, psychological 
assistance etc.)

 e)  Factors influencing student success e.g. Personal factors – interest in course, student 
attitude, student discipline etc.; circumstantial factors – Cultural expectation, peer 
culture, financial support etc.
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ANNEXURE 4: STUDENT QUESTIONNAIRE

Questionnaire number

The	Tshwane	University	of	Technology	and	
the Nelson Mandela University collaborative research project

INCLUSIVE ACCOUNTANCY LEARNING PROGRAMMES IN 
SOUTH AFRICAN HIGHER EDUCATION: AN ADAPTED TEACHING APPROACH

Questionnaire: Accounting students’ perceptions on teaching and learning practices

The objective of the questionnaire is to, by means of a survey questionnaire, obtain the perceptions 
and preferences of students regarding teaching approaches that could improve success rates in 
Accounting 1.

NMU Ethical Clearance Approval No.:   
H14-BES-ACC-052

TUT Ethical Clearance Approval No.: 
REC2014/04/001

Please answer all questions as honestly as possible.  Mark your choices with an X

Section A: Biographical details

1. Please select your gender

Male 1 Coding

Female 2 1

2.	 Please	select	your	race	classification

Black 1 Coding

Coloured 2 2

Indian 3

White 4

Other 
(please specify):

5
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3.	 In	which	year	did	you	pass	Grade	12	(Matric)?

2010 or before 1 Coding

2011 2 3

2012 3

2013 4

2014 5

4.	 Please	indicate	the	area	within	which	you	have	attended	high	school:

Rural Area 1 Coding

Township (e.g. 
Mamelodi, 
Ga-Rankuwa, 
New Brighton, 
Zwide, etc.)

2

4

City or town 
(e.g. Centurion, 
Summerstrand, 
Gelvendale, etc.)

3

5. I had accounting at school up to Grade 12 (matric) level

No 1 Coding

Yes 2 5

6. Please indicate the mark that you obtained for Accounting 1 during the June semester exams:

0% to 30% 1 Coding

31% to 50% 2 6

51% to 74% 3

75% and above 4

7.	 Please	indicate	the	mark	that	you	think	you	could	or	want	to	achieve	in	accounting:

50% to 60% 1 Coding

61% to 70% 2 7

71% to 74% 3

75% and above 4

8.	 Please	select	the	university	that	you	are	currently	registered	with:

NMU 1 Coding

TUT 2 8
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Section B: Student behaviour
This section aims to obtain students’ honest responses in respect of their own behaviour. 
(Shaftel & Shaftel 2005)

9.
Please	think	about	your	own	
behaviour over the last semester. 
How	often	did	you: N

ev
er

S
el

do
m

S
om

et
im

es

O
fte

n

A
ll 

th
e 

tim
e

Coding

9.1 participate in class 1 2 3 4 5 9.1

9.2 come to class on time 1 2 3 4 5 9.2

9.3 skip classes 1 2 3 4 5 9.3

9.4 cheat in tests 1 2 3 4 5 9.4

9.5 do your homework 1 2 3 4 5 9.5

9.6 study for tests 1 2 3 4 5 9.6

9.7 do pre-reading 1 2 3 4 5 9.7

9.8 take full responsibility for your studies 1 2 3 4 5 9.8

10.

For	 the	 next	 group	 of	 items,	 please	
think	 about	 the	 worth	 or	 value	 of	
these	 actions.	 In	 your	 opinion	 how	
worthwhile	is	it	to	you?

N
ot

 w
or

th
w

hi
le

 
at

 a
ll

S
lig

ht
ly

w
or

th
w

hi
le

M
od

er
at

el
y 

w
or

th
w

hi
le

V
er

y 
w

or
th

-
w

hi
le

E
xt

re
m

el
y 

w
or

th
w

hi
le

Coding

10.1 To participate in class 1 2 3 4 5 10.1

10.2 To come to class on time 1 2 3 4 5 10.2

10.3 To skip classes 1 2 3 4 5 10.3

10.4 To cheat on tests 1 2 3 4 5 10.4

10.5 To do your homework 1 2 3 4 5 10.5

10.6 To study for tests 1 2 3 4 5 10.6

10.7 To do pre-reading 1 2 3 4 5 10.7

10.8 To take full responsibility for your studies 1 2 3 4 5 10.8
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Section C: Academic environment
This section aims to obtain students’ perceptions on the potential influence of external (non-academic) 
factors on academic success.

Academic skills development interventions are those additional activities introcuced to improve 
student succes.

11.
Please indicate the importance 
of	the	following	academic	skills	
development interventions:

N
ot

 im
po

rta
nt

 
at

 a
ll

S
lig

ht
ly

im
po

rta
nt

M
od

er
at

el
y 

im
po

rta
nt

V
er

y 
im

po
rta

nt

E
xt

re
m

el
y 

im
po

rta
nt

Coding

11.1 English language proficiency 1 2 3 4 5 11.1

11.2 Study methods 1 2 3 4 5 11.2

11.3 Time management 1 2 3 4 5 11.3

11.4 Writing skills 1 2 3 4 5 11.4

11.5 Numeracy 1 2 3 4 5 11.5

11.6 Reading and comprehension skills 1 2 3 4 5 11.6

11.7 Computer literacy 1 2 3 4 5 11.7

11.8 Motivation 1 2 3 4 5 11.8

11.9 Tutors (senior students assisting with 
exercises) 1 2 3 4 5 11.9

12. Please	provide	academic	interventions	that	are	not	listed	in	the	previous	question,	but	which	you	regard	
as important to improve your academic success.

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________
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Section D: Teaching approach
This section aims to obtain students’ preferences with regard to how they want to be taught in financial 
accounting.

13.
Please indicate the importance of 
step-by-step	teaching	where	the	
lecturer share the theory AND do 
exercises	with	students	in	class. N

ot
 im

po
rta

nt
 

at
 a

ll
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lig

ht
ly

im
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rta
nt

M
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po
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nt

V
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y 
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nt

E
xt

re
m

el
y 

im
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Coding

1 2 3 4 5 13

Facilitating	means	that	the	student	takes	responsibility	for	mastering	theoretical	knowledge	through	group	work	
and discussion forums.

14. Please indicate the importance of the 
lecturer facilitating learning.

N
ot

 im
po

rta
nt

 
at

 a
ll

S
lig

ht
ly

im
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rta
nt
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E
xt

re
m

el
y 

im
po

rta
nt

Coding

1 2 3 4 5 14

Tutoring	systems	involve	senior	students	(tutors)	who	assist	first	year	students	with	exercises	during	compul-
sory tutorial sessions.

15. Please indicate the importance of 
the	following	criteria	for	a	tutoring	
system: N

ot
 im

po
rta

nt
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rta
nt

M
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el
y 
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nt
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15.1 A tutor must be a graduate student. 15.1

15.2 Groups of 15 to 25 students are 
allocated to a specific tutor. 15.2

15.3 Tutors must attend theory classes with 
their tutor group. 15.3

15.4
The responsibility for assisting students 
with exercises shifts from the lecturer to 
the tutor.

15.4

15.5 Tutors are responsible for marking of 
class tests. 15.5

15.6 Tutors monitor student performance 
and report to the lecturer. 15.6

15.7 Tutors are responsible for monitoring 
class attendance. 15.7

15.8 Tutors have a close relationship with 
students in their tutor group. 15.8

15.9
Tutors should be available for 
consultation in addition to tutorial 
sessions.

15.9
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16. Please	provide	suggestions	(not	included	above)	of	how	you	see	a	perfect	tutoring	system.	

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

This question addresses the students’ preferences in respect of theory (principles) versus application in teaching 
accounting. 

17. Accounting students should ONLY be 
able to do the work/exercises (how to).
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This question addresses the students’ preferences in respect of theory (principles) versus application in teaching 
accounting. 

18. Accounting students should ONLY 
know the theory (why) of accounting. 
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This question addresses the students’ preferences in respect of theory (principles) versus application in teaching 
accounting. 

19. Accounting students should know the 
theory (why) of accounting AND be able 
to do the work/exercises (how). N
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The	following	question	aims	to	obtain	information	on	students’	preferences	of	lecturing	aids	and	teaching	mate-
rial used in the teaching of accounting.

20. Please indicate the value of the 
following	to	you:
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20.1 PowerPoint presentations/slides used 
by lecturers in class. 20.1

20.2 Printed copies of PowerPoint slides 
must be made available. 20.2

20.3 Additional notes on each topic made 
available to students. 20.3

20.4 “Talk and chalk” (lecturer using the 
white board or black board in class). 20.4

20.5 An accounting textbook (hard copy) 
explaining accounting theory. 20.5

20.6 An e-book accounting textbook 
explaining accounting theory. 20.6

20.7 Electronic visualiser (document camera) 
in the lecture room. 20.7

20.8 Having online discussions with your 
lecturer on Moodle/myTUTor. 20.8

21. Please provide any other suggestions or comments that you feel could improve the current accounting 
teaching	approach	and	which	could	improve	students’	success	in	accounting.	

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________

  ___________________________________________________________________________________________________
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ANNEXURE 5: DETAILED WORKSHOP SCHEDULES
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