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ABSTRACT

The study assessed teaching practices of Accounting teachers from selected

Senior High Schools (SHSs) in the Central and Brong Ahafo Regions of Ghana.

The study was rooted in the pragmatist philosophy which employs the mixed

methods approach. The convergent parallel design was adopted for the study.

Accounting teachers and students. The

multistage sampling technique was used in selecting 81 teachers and 482

students from the selected schools. Twelve purposively selected teachers were

observed and interviewed. Data was gathered using questionnaire, observation

and interview guide. Descriptive statistics (frequencies and percentages, and

mean and standard deviation) were used to analyse the quantitative data. The

results of the study indicated that Accounting teachers employ appropriate

strategies to introduce their lessons, and state clear objectives. However, they

do not write comprehensive lesson notes but have skeletal plans that guide their

teaching. They do not plan to use appropriate Teaching Learning Resources to

enhance teaching and learning. The study further showed that Accounting

teachers projected their voices louder and clearer enough during instructional

periods, exuded confidence, connected well to students’ prior knowledge, but

their teaching was largely teacher-centered. Accounting students were

minimally assessed through formal assessment procedures, which lacked higher

order questions, and their participation was enhanced by the appropriate

reinforcement techniques. It was recommended that workshop and refresher

the use of TLRs to improve their pedagogical skills during lesson delivery.

iii

courses should be organised for the teachers and emphasise should be laid on

The population for the study was
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CHAPTER ONE

INTRODUCTION

Introduction

The teacher is undeniably the essential link between the curriculum and

students’ achievement. Teachers make instructional decisions that determine

the success or otherwise of a curriculum. Indeed the teacher is capable of

creating behavioural change in terms of cognitive, psychomotor as well as

affective domain (Mbise, 2008). Emerging concerns are rife in terms of how

Accounting Education should evolve to satisfy the needs of professional

development of the students. It is a very fundamental question for stakeholders

to intelligently assess the extent of research conducted in Accounting

Education, Accounting Educators and its connection with the quality of the

teaching and the teaching practices adopted in Accounting Education generally.

An educational institution performs a significant function of providing

learning experiences to lead students from the darkness of ignorance to the light

of knowledge (Kaur & Mathur, 2015). The key personnel in the institutions who

play an important role to bring about this transformation are teachers. The

National Council for Teacher Education (NCTE, 1998) of India in Quality

Concerns in Secondary Teacher Education stated that the teacher is the

most important element in any educational programme. It is the teacher who is

curriculum at any stage (Biswas, 2013; Hanushek & WoBmann, 2010; Kaur &

Mathur, 2015; NCTE, 1998). It is imperative to invest in teachers to prepare

them adequately towards the attainment of set goals if the future of the society

is to be secured. The importance of competent teachers to the nation's school

1

mainly responsible for the implementation of the educational goals in a

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



system cannot be overemphasized (Hanushek & WoBmann, 2010; Makrani,

2010). Investment in education is essential for both personal growth and

economic development (Anderson, 2004; Hanushek & WoBmann 2010;

Krueger & Lindahl, 2001). Increased access to primary and secondary education

places great demands on the quality of the teaching force.

Teacher quality is

but the specific characteristics that make a good teacher remain debatable

(Hanushek & Rivkin, 2006; Wiggins & McTighe, 2006). For many years, both

educators and researchers have been debating on variables that influence

students’ achievement (Anderson, 2004). Anderson (2004) went on further to

provide evidence that suggests that, schools can make a great difference in terms

of students’ achievement, and a substantial portion of the difference is

attributable to teachers. Baker et al. (2010) and Darling-Hammond (2000) have

indicated that differential teacher effectiveness is inferred to be a strong

determinant of differences in student learning, which far outweighs the effects

of differences in class size and class heterogeneity. It is also acknowledged that

the impact of teacher effectiveness or infectiveness seems to be addictive and

cumulative (Jordan, Mendro, & Weerasinghs, 1997; Sanders & Rivers, 1996;

Wright, Horn, & Sanders, 1997). Sanders and Rivers (1996) gave an example

that students who are assigned to one ineffective teacher after another have

significantly lower achievements in learning than those who are assigned to a

sequence of several highly effective teachers. As to the factors that contribute

to teacher effectiveness, there have been many views. However, all these views

converge to explain teacher effectiveness (Brophy, 2001; Scheerens, 2003).

2

an essential determinant of academic performance,
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According to Anderson (2004), effective teachers are those who achieve

the goals which they have set for themselves or which have been set for them

by others (e.g. ministries of education, legislators, government officials and

school administrators). Considering Anderson’s definition of the effective

teacher, it can be said that an effective teacher is one who employs teaching

practices that help in achieving those goals which have been set (Knight, 2007).

The attitudes and practices of teachers are crucial for understanding and

improving educational processes (OECD, 2009). They are closely linked to

strategies teachers adopt for coping with challenges in their daily professional

life and to their general well-being. They shape students’ learning environment

and influence students’ motivation and achievement (OECD, 2009). Many

studies have described aspects of teaching practices, which are related to

effective classroom learning and student outcomes (Brophy & Good, 1986;

Noell, Brownell, Buzick, & Jones, 2014; Wang, Haertel, & Walberg, 1993).

Key aspects of direct instruction, classroom management, adequate pacing, and

close monitoring, are indicative of positive impact on student performance.

These are however not enough; while the teacher provides learning

opportunities, the student must recognise and utilise them to bring effectiveness

(Coe, Aloisi, Higgins, & Major, 2014; OECD, 2015).

In the teaching of Accounting, it is the duty of the Accounting teacher

to plan instruction that supports every student in meeting rigorous learning goals

(Cooper, 2014). This can be achieved by drawing upon knowledge of content

areas, curriculum, cross-disciplinary skills, pedagogy, knowledge of learners,

and the community context.

3
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For a teacher to be able to achieve a goal, there is the need for him/her

to have an in-depth knowledge base in the subject he/she teaches in the

classroom. Shulman (1986; 1987) expressed the need for a theoretical

components of teachers’ teachingformulation to identify the different

for developing them. He classifiedcapabilities, as well as the conditions

teachers’ knowledge into (i) content

pedagogical knowledge, and (iii) pedagogical content knowledge.

Content knowledge constitutes common knowledge of content that any

reasonably educated adult should be conversant with and can practice, whereas

specialised knowledge of content is that which teachers can do but not

necessarily other adults (Hill, Schilling, & Ball, 2004). In relation to

Accounting, common knowledge of content includes the ability to identify

incorrect answers or inaccurate definitions, and the ability to successfully

provide responses to students’ problems. Specialised knowledge of content may

include the ability to analyse mathematically the Accounting concept and its

explanation is

reasonable or mathematically correct, or to give a mathematical explanation as

well as its interpretation of transactions to why a process (such as how a

particular transaction came about and how it has been treated in the various

accounts) works.

Pedagogical Content Knowledge (PCK), as a concept, was introduced

to represent the kind of knowledge that teachers have and use during their

classroom teaching (Ainsworth, Prain, & Tytler, 2011; de Jong & Van Der Valk,

2007; Hofstein, Carmi, & Ben-Zvi, 2003; Kind, 2009a; Lee & Luft, 2008;

Loughran, Mulhall, & Berry, 2008; Van Driel & Beijaard, 2003). This implies

4

implication whether a student’s unconventional answer or

or subject matter knowledge, (ii)
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that for success in the teaching profession, it is paramount to understand the

development of teacher subject matter knowledge and their PCK.

The subcategories of PCK are further refined and described by Ball,

Thames and Phelps (2005), who suggested that knowledge of content includes

teachers’ ability to (i) anticipate students’ misconceptions and errors, (ii)

interpret incomplete student thinking, and (iii) predict how students handle

specific tasks, and what students find challenging and interesting. The other

component of PCK is knowledge of content and teaching, which provides one

the ability to appropriately arrange the content for teaching, and to recognise the

advantages and disadvantages of specific instructional representations, and

consider the issues that confront students’ response to unexpected approaches

to the study of that subject.

An Accounting teacher who is highly knowledgeable in the subject still

needs the skills to teach that particular subject. Such skills are technically

referred to

motivation, communication, and students’ involvement in lessons. Teachers’

ability to impart knowledge to students depends mostly on the pedagogical

strategies that are employed during teaching and learning. For instance, the

teaching methods that teachers use have a significant impact on students’ ability

to grasp the subject matter.

For an Accounting teacher to teach students to grasp the concept for

learning to take place, the first issue is to have conceptual understanding of

Accounting (Cohen & Yarden 2009; Friedrichsen, van Driel, & Abell, 2011;

Henze, van Driel, & Verloop, 2008; Lee & Luft, 2008; Park & Oliver 2008). It

is believed that if teachers have a conceptual understanding of the subject they

5

as pedagogy. Pedagogy involves classroom management,
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teach, it would influence classroom instruction positively. It is important,

therefore, that teachers have some knowledge in Accounting.

Again, teachers’ interrelated knowledge within the Accounting subject

is very important and equally essential are procedural rules involved in

the subject. The importance of knowledge of subject such as Accounting

representations is also emphasized because Accounting is regarded as a

composition of a large set of high related abstractions which sometimes allow

students to think and infer to make decisions in their learning. Fennema and

Franke (1992, p. 153) contends, “// teachers do not know how to translate those

abstractions into a form that enables learners to relate (Accounting) to what

they already know, they will not learn with understanding”

Another teaching practice technique that is worth mentioning is the

classroom assessment employed by the teacher. Classroom assessments and

student evaluations are integral parts of the teaching and learning process

(Gardner, 2012; Hinchey, 2010; Tacoshi, & Fernandez, 2014). Assessments

should be aligned and in accordance with the instructional goals. It should guide

the learning process and stimulate further learning (Hume & Coll, 2009; Sadler

& Zeidler, 2009; Shwartz, Dori, & Treagust, 2013). Teaching-learning

conceptions are influenced by assessment methodology, and it impacts student

representations and learning of Accounting (Hofstein, Mamlok-Naaman, &

Rosenberg, 2006).

In line with the PCK, it is also important for the Accounting teacher to

have knowledge of the assessment techniques to use during instructional period,

i.e., how the Accounting teacher understands and applies multiple methods of

assessment in order to (i) engage learners in their own growth, (ii) monitor

6
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learner progress, and (iii) guide the teacher’s and learner’s decision making.

Accounting teachers engage in a broad range of assessment roles. Knowledge

of assessment of Accounting among learners can be regarded as one of the core

components of a teacher’s PCK as far as the teaching practices employed by the

teacher is concerned (Fernandez, 2011, 2014; Fernandez & Goes, 2014; Kind,

1999; Schneider & Plasman, 2011).

The Accounting teacher works, both independently and collaboratively,

with the other teachers to examine test and other performance data to understand

and appreciate each learner’s progress, and to guide planning. According to Earl

(2003), for proper assessment of students’ learning, teachers could use their

personal knowledge about students and their understanding of the curriculum in

the context of the assessment. Therefore, assessment practice depends on the

integration of different domains of knowledge in a process that may increase

teachers’ efficacy (Tacoshi & Fernandez, 2014). According to Tacoshi and

Fernandez (2014), teachers’ knowledge of assessment practices is revealed in

the teaching plans. It can be deduced that the teacher’s content knowledge may

influence the teaching plans which also has a direct impact on the classroom

assessment and management strategies to be employed during the instructional

periods.

Background to the Study

In line with these teaching practice perspectives, the Business Education

curriculum, for which the teaching of Accounting is included, cannot be left out.

The preparation and planning of lesson, the content knowledge, classroom

assessment techniques and the classroom management skills of the Accounting

teacher are things that cannot be taken for granted. This is because the teaching

7
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of Accounting as a subject in the Senior High School (SHS) is not taught merely

by anyone who does not have content knowledge and has not been trained to

acquire the skills required for teaching the subject.

The Accounting field is one of immense benefit not only to its students

but the larger society. Governments around the globe, business establishments,

Accountancy and Accountants in order to effectively run and perform. Even the

lay-person relies on Accounting principles to keep the finances in good shape,

i.e., to budget well and spend appropriately. These reasons and others are why

the teaching and learning of Accounting are of much importance to every

serious-minded government and all those who depend on Accountancy,

Accounting, and Accountants. To this end, it is prudent to say that an

Accounting student must be one who is well grounded in all the basics of the

subject, its applications, and the skills that adequately equip him/her with the

competencies that are needed by a professional accountant to deliver.

In addition to this, the Accounting curriculum wholly focuses on

continuous quality improvement of the students who enrol in the subject in the

SHSs (Ministry of Education [MoE], 2010). Accounting students are expected

to acquire the knowledge, its applications, and the attitudes that will reinforce

workplace competencies. Accounting teachers are also expected to amply

demonstrate particular skills, apply knowledge and possess professional

acquired as

students with diverse needs which can help them meet society’s demands for

high performance. Accounting teachers are tasked with the business to translate

8

a result of their training. They must instructqualities that are

financial and educational institutions, among others, rely heavily on
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the objectives as outlined in the curriculum document into practical activities to

help bring about the desired changes in the learner.

The rationale for the introduction of Financial Accounting in the SHS is

to train and equip students for sound management of the business and non-profit

oriented organisations. The lack of Accounting efficiency has led to

irregularities in the financial administration of both public and private

institutions in the country (MoE, 2010). The improvement in Accountancy

education has significantly improved efficient operations of the economic sector

of the country’s development in recent years. Similarly, the introduction of Cost

Accounting as a discipline in the business programme enhances students

understanding of the basics of cost awareness and reduction that ensures the

creation and careful use of resources in small- and large-scale organisations.

The remarkable increase in the number of institutions and the overall expansion

of businesses in Ghana has increased the demand for accounting personnel. This

has made Accountancy Education a high priority in the human resource

development programme of Ghana (MoE, 2010).

Accountancy Education leads to improvement in students’ numeracy

skills and it provides them with background skills for business studies in the

future. Accountancy offers ready employment to students who do well on the

subject, thus offering them lifelong enriching careers such as accountant,

auditor, banker, financial analyst, tax consultant, management consultant,

accounting lecturer or teacher (MoE, 2010). These career goals can be achieved

when students perform well and can continue their education to pursue higher

learning in Accounting Education in the tertiary institutions. The basics of

Financial Accounting and Cost Accounting taught in the SHSs and everything

9
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that affects the teaching of these basics have a significant impact on how well

the objectives for the introduction of the subject is achieved. Thus in the past

accounting students had performed well during GCE O/A level examinations,

and in the SSSCE as well. However, from the year 2000 up to 2015, the Chief

Examiners of the West African Examinations Council (WAEC) have raised

many concerns with regard to students’ performance at the West Africa

Secondary School Certificate Examination (WASSCE). Attention has been

focused on these concerns by the Chief Examiners and how they translate into

students’ and teachers’ performance in the classroom and beyond.

The reports from the Chief Examiners indicated that the depth of

students’ knowledge in Accounting was shallow. This was because, in

Accounting, knowledge precedes the presentation. A student’s ability to grasp,

recall and apply what is taught and learned is perennial to promoting success in

the quest for knowledge in the field of Accountancy (Anderson-Gough &

Hoskin, 2008). Accounting students, according to the reports, also showed

weaknesses in the knowledge of the subject which limited their interpretation

and translation of concepts into calculations. Some Accounting students also

had problems in applying the relevant Accounting principles and accuracy in

computation. The report further suggested that candidates were completely

unfamiliar with various methods in Accounting for business undertakings and

transactions (Chief Examiners Report, 2013).

There was evidence of illogical presentation of material, suggesting lack

of confidence of candidates in the material they presented and ill-preparation

for the examination. The report also provided evidence that whilst some Chief

Examiners commended candidates for the presentation of answers and neatness

10
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of work, some others noted that the majority of candidates performed poorly

because they failed to go beyond stating bullet points even when they were

required to explain the points.

To support these reports from the Chief Examiners, the performance of

Accounting students over the periods has been collated. Appendices A and B

show the performance statistics of students in Accounting Education from 2012

to 2015. For example, in 2012, 20.4% of candidates obtained grades between

D7 and E8 which are very weak passes because these

considered for purposes of progression from the SHS to the tertiary institution.

Meanwhile, 4,091 representing 10.5% students obtained grade F9 in Financial

Accounting during the same period. The situation worsened in 2013 when

17,996 representing 20.9% of students obtained grade F9 in Financial

Accounting whereas 5,190 representing 9.45% also had F9 in Principles of Cost

Accounting. The situation has not been any better in 2014 and 2015 (See

Appendices A and B).

performance over the period may be indicative of poor and declining quality of

education at the SHSs. Therefore, government and school authorities should

apply appropriate intervention strategies for quality assurance in education at

the SHS level. Critical issues such as the learning environment, appropriate

infrastructure, required teaching aids and equipment, the appropriate number

and quality of teachers should be addressed by the Government of Ghana,

Ministry of Education and Ghana Education Service. In furtherance to the

evidence and critical issues identified by the Chief examiners, pedagogical

11

are normally not

The Chief Examiners’ Reports explained that students’ poor
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flaws of Accounting teachers could as well be considered a contributing factor

to students’ poor performance in the subject.

Statement of the Problem

On many occasions, statements made by government officials, heads of

schools and other public individuals during political campaigns, open days, and

speech and prize giving days indicate that the standard of education in Ghana is

improving (Dogbey, 2014; Obodai, 2016). In most cases, some of these

utterances may be political rather than factual. For instance, one political party

claims that during their rule, the quality of education in Ghana has risen to

enviable heights. As if to confirm this, it was announced that the year’s SHS

unprecedented in the history of the SHS system (Owusu, 2012). Owusu (2012),

however, revealed otherwise. He indicated that ever since the SHS system was

The authenticity of this claim is judged by the WASSCE results released by the

WAEC in respect of final year SHS students.

Contrary to these public statements, the Chief Examiners’ Reports

indicate that students’ performance still needs to be looked at based on their

results that WAEC recorded. Despite the supposed improvements, students’

performance in Accounting has been poor in recent years (See Appendices A

and B), a trend supported by WAEC Chief Examiners’ Reports (2011, 2012,

2013,2014). At a point, it was evident that all Chief Examiners were unanimous

in reporting that candidates seemed not to have been adequately prepared for

the examination hence they performed abysmally in Accounting (Kwarteng,

2014).
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introduced in Ghana, the final WAEC examination results had not passed 70%.

final WASSCE has registered a whopping 99.6% pass. Such a pass rate is

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



There are possible factors that may account for the poor performance of

these students. Philip (2000) was quick to indicate that the absence of factors

such as qualified teachers, facilities like adequate and conducive classrooms,

textbooks, and furniture, curriculum relevance, infrastructure, learning process

(monitoring and evaluation) and adequate funding has the potency in

general possible factors not particularly suiting any specific subject. However,

the specific literature

Accounting is scanty. Most of the available literature are studies undertaken in

other countries and in other subject areas such as in Science, Mathematics, and

English Education (Baumert, Kunter, Blum, Brunner, Voss, Jordan, & Tsai,

2010; Kind, 2009a; Kenney, Shoffner, & Norris, 2013).

The few literature that were obtained on Accounting Education in Ghana

were the studies of Bosu (2010; 2014; 2016), Darkwah (2013; 2014), Osei-

Tutu, Yeboah-Appiahgyei and Darkwah (2014), Yeboah-Appiagyei, Osei-Tutu,

and Darkwah (2014), Kwarteng (2014a; 2014b), Sinto (2015); Mordedzi and

Mireku (2015) and Sam (2015). Some of these studies (Bosu, 2016; Osei-Tutu

et al., 2014; Yeboah-Appiagyei, et al., 2014; Sam, 2015; Sinto, 2015) focused

Mordedzi and Mireku‘s (2015) study looked at the learning styles of students in

the study of Cost Accounting in a private SHS in Ghana while Kwarteng

(2014b) researched on the implementation of Accounting curriculum in SHSs

in Ghana. Other researchers (such as Darkwah, 2014, Kwarteng, 2014a) also

looked at the use of teaching-learning resources in Financial Accounting

lessons. Darkwah (2013) evaluated the teaching strategy used by Financial

13

contributing to such lapses in students’ performance. However, these are

on factors that impact students’ performance in

on factors that influence Accounting students’ academic performance.
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Accounting teachers in the Sunyani municipality in the Brong Ahafo Region

and Bosu (2010) study assessed the pedagogical content knowledge of

accounting teachers in SHSs in the Central Region of Ghana. In 2014, Bosu

assessed the Job satisfaction of business studies teachers in the Central Region

of Ghana.

It is obvious that the studies examined including those in the Central and

Brong Ahafo Regions of Ghana did not look at the teaching practices (which

could have influenced the level of performance of the students as evidenced in

the WAEC Chief Examiners’ report) the Accounting teachers adopted.

Accordingly, this research studied the teaching practices of Accounting teachers

(which could be potential factors in influencing the level of Accounting

students’ performance) and sought answers to such questions as whether

Accounting teachers plan lessons to enhance/facilitate learning among students;

whether Accounting teachers have the requisite PCK to teach certain topics in

Accounting; whether the assessment methods employed in the classroom to

evaluate students learning and performance are appropriate and helpful to

students and whether Accounting teachers use the right classroom management

strategies to manage and motivate their students during instructional session.

Answers to these questions will help in assessing the teaching practices of

Accounting teachers teaching and also help in improving Accounting students’

performance.

Purpose of the Study

The purpose of this study was to assess the teaching practices employed

by Accounting teachers in selected SHSs in the Central and Brong Ahafo

Regions of Ghana. The study specifically sought to assess the:

14
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pedagogical strategies that Accounting teachers employ in planning1.

their lessons;

appropriateness of PCK adopted by SHS Accounting teachers for2.

teaching any given topic in Accounting in the SHSs;

effectiveness of the assessment methods SHS Accounting teachers use3.

and its support to the teaching and learning of Accounting and;

classroom management strategies that SHS Accounting teachers use to4.

enhance Accounting students’ motivation in the classroom during the

instructional period.

Research Questions

The following research questions were formulated to guide the study in the two

regions considered.

What pedagogical strategies do Accounting teachers of SHS use in1.

planning their lessons?

How appropriate is the Pedagogical Content Knowledge (PCK) adopted2.

by Accounting teachers to teach Accounting at the SHSs?

How well do the assessment methods employed by the Accounting3.

teachers support the teaching and learning of Accounting?

How do Accounting teachers manage their classroom to enhance4.

students’ motivation during Accounting instructional period?

Significance of the Study

The study would be beneficial in informing policies, improving practice

and contributing to knowledge. It would be beneficial to stakeholders of

education notably, the Ministry of Education, Curriculum and Research

Development Division (CRDD), Regional and District Directorates of
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Education, Higher Educational Institutions, Heads of second cycle institutions,

Accounting teachers and Ghana Association of Business Education Teachers

(GABET).

First, the findings of the study would be a rich information source to

curriculum developers and policymakers. The difficulties identified in the study

would give curriculum developers guidance in developing the curriculum to

match teachers’ level. Policymakers could modify existing policies to address

and motivate the difficulties that teachers encounter to improve the quality of

students outcome.

The findings of the findings of the study would be made available to the

District Directorate of Education in the two regions, heads of the participating

schools, the Ghana Association of Business Teachers (GABET), Curriculum

and Research Development Division (CRDD), the accounting teachers in the

two regions in addressing the teaching practices related issues that would be

identified. The MoE and GES would also benefit, in that, it would provide

information on the extent to which the aims and philosophy of education are

being achieved in these two regions. The provision of teaching and learning

resources to enhance teaching practices in the Central and the Brong Ahafo

Regions would also be addressed by the Districts Directorate of Education and

GES in these two regions.

It is hoped that the findings of the study would benefit school heads and

Accounting teachers in these two regions. The school heads would ensure that

Accounting teachers adopt appropriate and effective teaching practices that

would improve students learning and consequently academic performance in

these two regions. The challenges identified in the study would be discussed
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among the Accounting teachers in the Central and the Brong Ahafo Regions

which would help improve collegiality among the teachers. Accounting

teachers would also see the need of adjusting their teaching practices in order to

meet the cun-ent teaching practices (taking into consideration the needs of the

accounting students).

The results of the study will also be made available to higher education

institutions especially the universities or institutions that train Accounting

teachers for the SHSs such as the University of Cape Coast, University of

Education, Winneba, Valley View University and Catholic University College.

That is, the state of practices of Accounting teachers will serve as a tracer to the

efforts of universities in training teachers for the nation. The outcome of the

study would enable such institutions to reflect on their curriculum, teaching

approach and the general outlook of the graduate teachers they turn out.

Finally, it is hoped that this study would add a different dimension to the

literature on teaching practices of Accounting teachers in the classroom as far

classroom management) are concerned.

Delimitation

There are many factors that may be associated with students’

performance. Some of these factors are student-related factors, teacher-related

factors, school-related factors and home or parental related factors. However,

this study looked at only the teacher related factors that may be associated with

students’ performance. Though there are many stakeholders such as

professional Accounting bodies, government, school administrators, academics

in Accounting education and students completing an Accounting major in
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Accounting education who are interested in the training of Accounting students

and also interested in the quality of Accounting education, the study

concentrated only on practising Accounting teachers in SHSs in the Central and

Brong Ahafo Regions of Ghana.

The choice of the Central and Brong Ahafo Regions of Ghana was

purposive. The Central Region had been well researched on as far as teaching

practice is concerned. However, the focal factors such as lesson planning, PCK,

classroom assessment and management are the novelties of the current study

which necessitated the inclusion of the Central Region. The available literature

looked at the elements separately and even that not in terms of teaching practice.

The Brong Ahafo Region on the other hand is a place where not much research

has been done as far as the teaching practices of Accounting teachers are

concerned. The study thus brought together these two extremes cases of

research presence. However, in spite of these two major differences, the two

regions had some similarities that were helpful for such a study.

The Danielson Framework for teaching which is based on the

constructivist theory was used as a theoretical framework for this study (see the

review of related literature). The framework has four domains which are

planning and preparation, the classroom environment, the instructions, and

professional development. It was based on these that the conceptual framework

for teaching practices was developed.

The concept of teaching practices is quite broad. For the purpose of this

study, I restricted the Accounting teacher’s teaching practices to include the

lesson planning, the possession and delivery of pedagogical content knowledge

and the translation of such skills into effective teaching and learning in the
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classroom, the assessment techniques that the Accounting teacher employs and

lastly the classroom management techniques the Accounting teacher puts in

place to ensure effective teaching and learning. In this study, the Accounting

teachers include those who teach Principles of Cost Accounting and Principles

of Financial Accounting in public SHSs in Ghana.

Limitations

There are a number of factors that may have potentially affected the

validity and the quality of the results. The observation which was undertaken

with the knowledge and consent of the Accounting teachers and students could

have caused the instructional participants to fake behaviour. This is because, the

presence of an observer in the classroom sometimes influences the nature of the

lesson, making the lesson untypical of the teachers’ usual style of teaching. The

teacher may be overly prepared for a visit by the observer or the teacher may

feel tensed knowing that the observer is not only there to assist the teacher in

developing teaching skills, but also to evaluate how well the teacher is doing.

For that matter, the observation data might not be credible for addressing the

research questions. To mitigate this possibility, in this study, the participants

were assured that their participation in the study was purely for academic

purposes and nowhere in the study would they be identified. Due to the

assurance, the Accounting teachers observed were relaxed and were not under

any compulsion to be observed.

Researcher bias may serve as a limitation to the study. My position as

reached because I could be prejudiced or highly opinionated. As an Accounting

instructor and also a lecturer who trains students to teach Accounting in the
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SHSs, I controlled my personal biases and feelings towards the participants in

this study. To ensure greater objectivity especially during the quantitative

aspects of the study, survey data gathered were coded to eliminate any

identifying information. In the qualitative aspects of the study, procedures to

verify trustworthiness and authenticity were employed.

Another limitation of the study is the limited scope of data. Data were

gathered on a limited amount of variables, but in so doing I aimed to obtain data

that were reflective of the richness and depth of teaching practices of

Accounting teachers. In addition to the limited scope of data, data collection

and analyses were done during a specified time frame. That is data collected

during this study provided a snapshot of how teaching practice was examined

and understood. Since part of the survey was a self-response questionnaire, the

data depended on Accounting students’ and teachers’ candidness and

authenticity as well as their individual perceptions, which could be influenced

by my presence. However, some measures were put in place to mitigate the

effect of these limitations. The teachers and students were assured that the data

gathered were solely for research purpose.

Definition of Terms

It is the study of Principles of Cost Accounting and1. Accounting:

Financial Accounting.

2. Accounting teacher: Teachers in the SHSs who teach either Financial

or Principles of Cost Accounting.

3. Accounting Education: The study of Cost Accounting and Financial

Accounting.
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4. Knowledge of pedagogy and methodology: This covers knowledge of

planning and organization of a lesson and teaching strategies especially

in Accounting. In this study, Accounting teachers who have strong

pedagogical knowledge are Accounting teachers who have rich

repertoires of teaching activities and are able to choose tasks, examples,

representations, and teaching strategies that are appropriate for their

Accounting students when teaching. In addition, they know how to

facilitate classroom discourse and manage time for classroom activities

effectively.

5. Knowledge of learners: This also relates to knowing students’ common

difficulties, errors, and misconceptions. It is believed that Accounting

teachers who possess a strong knowledge base in this domain know what

Accounting concepts are difficult for students to grasp, which concepts

students typically have misconceptions about, possible sources of

misconceptions when teaching them.

6. Knowledge of curriculum: This is also assumed to include knowledge

of learning goals for different class levels and knowledge of

instructional materials. Accounting teachers with strong knowledge in

this area know the state and standards for teaching. Accounting teachers

identified students for different class levels and plan their teaching

activities accordingly. They choose appropriate materials (e.g.,

textbooks, technology, and manipulative) to meet the goals of the

curriculum and use them effectively.
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knowledge of Accounting principles, assumptions and concepts and the

relationships among them. In this study, I define strong Accounting

knowing how Accounting concepts, principles and

assumptions are related and how the Accounting procedures work.

Subject-matter knowledge includes being able to relate a particular

Accounting concept, principle and assumption with others and explicitly

explain or justify the reasons behind the Accounting procedures to

promote students’ understanding.

Organisation of the Study

The study is organised into five main chapters. Chapter One covers the

introduction of the study which focuses on the background to the study,

statement of the problem, the purpose of the study, research questions,

significance of the study, delimitation, limitations, definition of terms and

organisation of the rest of the study. Chapter Two presents a review of the

theoretical literature on teaching practice, highlighting the conceptual

frameworks. It also explores empirical studies on the questions raised that were

considered relevant to put the study in perspective. Details of the method used

in the investigation are presented in Chapter Three. These details include the

research paradigm, research design employed, population, sampling procedure,

instrumentation, data collection and data analysis procedures. Chapters Four

present the results of the data analysis. It also discusses the findings to address

the questions raised in Chapter One. Chapter Five is the final chapter and it

summarises the study. Based on the conclusions arrived at, appropriate
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7. Knowledge of subject-matter or content: This is assumed to include
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recommendations were made to help resolve the issue of teaching practices of

Accounting teachers in SHSs in the Central and Brong Ahafo Regions of Ghana.
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CHAPTER TWO

LITERATURE REVIEW

Introduction

This chapter reviews the literature related to this study and focuses on

Teaching Practices. The theoretical framework as a basis to provide the

conceptual framework for what constitute teaching practices in the study and

how they relate to the Accounting teacher in the SHSs in the two regions is

presented here. The chapter also looks at studies that have been conducted by

other researchers on teachers’ teaching practices. It particularly reviews studies

that focus on Lesson Planning, Pedagogical Content Knowledge (PCK) which

include studies on teachers’ content knowledge or subject matter knowledge,

delivery skills or pedagogy. Classroom assessment and classroom management

techniques of teachers are also looked at in this chapter.

of TeachingTheoretical Framework: Danielson’s Framework

(Constructivist)

The key role of a teacher is to teach and to facilitate learning of some

target goal defined by the curriculum. Teaching is therefore intimately tied to

notions of learning, and there is an impression that if students do not learn, then

whatever the teacher is doing does not deserve the label of ‘teaching’. The

(Sanders & MuCutcheon, 1986). According to Danielson (2009), teaching is

extraordinarily important, complex, and a demanding work, with a teacher’s

workday consisting of making hundreds of decisions that are meant to promote

high-level student learning. According to Danielson, teaching as a work is and

should be daunting.
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Although teaching has characteristics found in other professions, for

example, its complexity, uncertainty, instability and value conflict, teaching

often is approached as if it were production line work (Schon, 1983). Teaching

is a complex task that involves assembling a set of specific practices, activities

materials, allocation of time, teachers’ skills,

personalities and style) around or in terms of one or several educational

purposes (Danielson, 2013; Sanders & MuCutcheon, 1986).

To be successful, teachers must arrange these multiple factors in a way

so that they are effective in cultivating the learning of a particular group of

students, not some abstract student population, but a real classroom or school

sized group of persons with individual personalities, backgrounds and other

particularities (Danielson, 2009; Sanders & MuCutcheon, 1986). The

knowledge useful for teachers in carrying out this task is practical information

organised in the form of a repertoire of practices, strategies and ideas that are

effective for those teachers in that particular setting.

According to McGonigal (2005), no matter what you teach, you will

encounter the challenge of bringing students from point A (what they currently

know) to point B (the learning goals of a course). In many subject areas, the

distance between points A and B is huge, and the path is not obvious. Students

must not only acquire new skills and information but also completely transform

their approach to thinking and learning. There is, therefore, an interrelated

construct that will help a teacher do all these activities. These interrelated

constructs are the teaching practices that the teacher will adapt before, during

and after the instructional session.
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Danielson’s (2013) framework for teaching which guided the conceptual

framework of this study is rooted in the constructivist theory of learning

developed by Dewey, Piaget and Vygotsky (Danielson, 2007; Kane & Staiger,

2012), thus providing the basis for adopting constructivism as the theoretical

underpinning for this study. According to the literature, constructivism has its

roots in the functional psychology of Dewey; Vygotsky’s importance of social

interaction on cognitive development; the classroom implications of Piaget,

stage theory of intellectual development, and the cognitive psychology works

of Bruner (Cited in Olson, 2015).

The basic tenet underlying constructivism in recent writings is that

passively received from the environment” (Matthews, 1992, p. 5). That means

the theory of constructivism is based on the idea that human learning is not

passive, but an active process of constructing meaning in the world around us.

Such active process usually occurs in learners’ mind (Dewey, 1938; Piaget,

1972; Vygotsky, 1978).

Additionally, the constructivist idea that existing knowledge is used to

build new knowledge supports the theory that best practice can inform future

practice of others within a profession (Ormrod, 2004; Prawat & Floden, 1994).

Constructivism is a perspective on learning which is initiated from the learner’s

perspective rather than by that of the teacher. The material is not given to the

understanding is constructed by the learner rather than placed upon the learner.

It also implies that students have their own ways of learning (Bonk &
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“Knowledge is actively constructed by the cognizing subject [learner], not

learner in a one-way process. The constructivist perspective is that
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Cunningham, 1998), and their learning approaches focus on student-centered

and cognitive learning (Ormrod, 2004).

In the classroom, the constructivist view of learning can point towards a

number of different teaching practices. In the most general sense, it usually

means encouraging students to use active techniques (experiments, real-world

problem solving) to create more knowledge and then to reflect on and talk about

what they are doing and how their understanding is changing (Dewey, 1938;

Piaget, 1972; Vygotsky, 1978). The teacher makes sure he/she understands the

students’ pre-existing conceptions, and guides the activity to address them and

then build on them. Constructivist teachers encourage students to constantly

assess how the activity is helping them gain understanding. By questioning

themselves and their strategies, students in the constructivist classroom ideally

become “expert learners.” This gives them ever-broadening tools to keep

learning. With a well-planned classroom environment, the students learn how

to learn.

The Danielson framework for teaching is a research-based set of

components of instruction, aligned to the Interstate New Teacher Assessment

and Support Consortium (INTASC) standards, and grounded in a constructivist

view of learning and teaching. (Danielson, 2009). This research-based model

has been the most widely used approach for standard-based teacher performance

and evaluations (Milanowski, Kimball, & White, 2004). First published in 1996,

the framework grew from professional conversations during the development

of Praxis III training programme for assessors. It became evident during the

development of the Praxis III training programme that there was the need to

develop a comprehensive teaching framework which provides a common
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language that gave educators a format in which they could use to both reflect

and to frame conversations about their teaching with others (Danielson, 2007).

Danielson (2013) divided the complex activity of teaching into 22

components clustered into the following four domains of teaching

responsibility. The four domains are planning and preparation, the classroom

environment, instruction and assessment and professional responsibilities. Each

domain is further broken down into five or six components, each of which

contains up to five elements. Each component describes a specific aspect of the

domain. The elements describe a distinct feature of the component. Together,

these 76 elements make up the Framework for Teaching (Danielson, 2013).

Figure 1 shows the Danielson framework for teaching.

DOMAIN 2: The Classroom Environment

2d

DOMAIN 3: Instruction

Figure 1: Charlotte Danielson’s framework for teaching (2012)
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2a Creating an Environment of Respect and Rapport
• Teachef interaction with students • Student interaction with students

DOMAIN 4: Professional Responsibilities
4a Reflecting on Teaching

• Accuracy • Use in future leaching
4b Maintaining Accurate Records

• Student completion of assignments
• Student progress in loaming • Non-lnstructional records

4c Communicating with Families
• About instructional program • About Individual students
• Engagement of families in instructional program

4d Participating In a Professional Community
• Relationships with colleagues • Participation In school projects
• Involvement In culture of professional inquiry • Service to school

4e Growing and Developing Professionally
• Enhancement of content knowledge and pedagogical skill
• Service to the profession

4f Showing Professionalism
• Inlegrity/ethical conduct • Service to students • Advocacy
• Decision-making • Compliance with school/dislrict regulations

DOMAIN 1: Planning and Preparation
1 a Demonstrating Knowledge of Content and Pedagogy

• Content knowledge • Prerequisite relationships • Content pedagogy
1 b Demonstrating Knowledge of Students

• Child development • Learning process • Special needs
• Student skills, knowledge, and proficiency
• Interests and cultural heritage

1c Setting Instructional Outcomes
• Value, sequence, and alignment • Clarity • Balance
• Suitability lor diverse learners

1 d Demonstrating Knowledge of Resources
• For classroom • To extend content knowledge • For students

1e Designing Coherent Instruction
• Learning activities • Instructional materials and resources
• Instructional groups • Lesson and unit structure

1f Designing Student Assessments
• Congruence with outcomes • Criteria and standards
• Formative assessments • Use for planning

3a Communicating With Students
• Expectations for learning • Directions and procedures
• Explanations of content • Use of ora! and written language

3b Using Questioning and Discussion Techniques
• Quality of questions • Discussion techniques • Student participation

3c Engaging Students In Learning
• Activities and assignments »Student groups
• Instructional materials and resources • Structure and pacing

3d Using Assessment In Instruction
• Assessment criteria • Monitoring of student learning
• Feedback to students • Student sell-assessment and monitoring

3e Demonstrating Flexibility and Responsiveness
• Losson adjustment • Response to students • Persistence

2b Establishing a Culture for Learning
• Importance of content • Expectations for learning and behavior
• Student pride in work

2c Managing Classroom Procedures
• Instructional groups • Transitions
• Materials and supplies • Non-instructional duties
• Supervision of volunteers and paraprofossionals

Managing Student Behavior
• Expectations • Monitoring behavior • Response to misbehavior

2e Organizing Physical Space
• Safely and accessibility • Arrangement of furniture and resources
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Domain 1: Planning and preparation:

Instructional planning includes a deep understanding of content and

pedagogy and an understanding and appreciation of the students and what they

bring to the educational encounter. Understanding the content alone is not

sufficient; the content must be transformed through instructional design into a

sequence of activities and exercises that make it accessible to students. All

elements of the instructional design-learning activities, materials, and

strategies-must be appropriate to both the content and the students and aligned

with larger instructional goals. In their content and process, assessment

techniques must also reflect the instructional outcomes and should serve to

document student progress during and at the end of a teaching episode.

Furthermore, in designing assessment strategies, teachers must consider their

use for formative purposes, and how assessments

opportunities for students to demonstrate their level of understanding during the

instructional sequence, while there is still time to make adjustments.

Domain 2: The classroom environment

Teachers create a learning environment through positive interpersonal

interactions, efficient routines and procedures, clear and consistent standards of

conduct, and a safe physical environment that supports the learning purposes.

In addition, the environment encourages students to take pride in their work and

to assume responsibility for their learning. Students respond to the warmth and

caring of teachers, their high expectations for achievement, and their

commitment to students. Students feel safe with these teachers and know that

they can count on the teachers to be fair and, when necessary, compassionate.

Students are also sensitive to the subtle messages they receive from teachers as
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to their capabilities. The components of Domain 2 are not associated with the

learning of any particular content. Instead, they set the stage for all learning.

The teacher establishes a comfortable and respectful classroom environment,

which cultivates a culture of learning and creates a safe place for risk-taking.

The atmosphere is business-like, with non-instructional routines and procedures

handled efficiently; student behaviour is cooperative and non-disruptive, and

the physical environment is conducive to learning.

Domain 3: Instruction

Domain 3 contains the components that are at the essential heart of

teaching- the actual engagement of students in learning through the vision of

students developing complex understanding and participating in a community

of learners. Students are engaged in meaningful work, which carries

significance beyond the next test and is relevant to students’ lives. Teachers who

excel in Domain 3 have finely honed instructional skills. Their work in the

classroom is fluid and flexible; they can shift easily from one approach to

another when the situation demands it. They seamlessly incorporate ideas and

concepts from other parts of the curriculum into their explanations and

activities. Their questions probe student thinking and serve to extend

understanding. They are attentive to different students in the class, and the

degree to which they are thoughtfully engaged. They carefully monitor

activities) and make minor mid-course corrections as needed. Above all, they

promote the emergence of self-directed learners who are fully engaged in the

work at hand.
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Domain 4: Professional responsibilities

The components in Domain 4

professional educator: they encompass the roles assumed outside of and in

addition to those in the classroom with students. Students rarely observe these

activities. Parents and the larger community observe them only intermittently.

The activities are, however, critical to preserving and enhancing the profession.

maintaining records and communicating with families) immediately upon

entering the profession since they are integral to their work with students.

Domain 4 consists of a wide range of professional responsibilities, from self

reflection and professional growth to participation in a professional community

to contributions made to the profession as a whole. The components also include

interactions with the families of students, contacts with the larger community

and advocacy for students. Domain 4 captures the essence of professionalism

by teachers; teachers are, as a result of their skills in this domain, full members

of the teaching profession, and committed to its enhancement.

The components of professional practice in teaching constitute a

comprehensive framework reflecting the many different aspects of teaching.

Although the components are distinct, they are related to one another. A

teacher’s planning and preparation affect instruction, and all these are affected

by the reflection on practice that accompanies a unit or lesson. In addition, many

features of teaching, such as the appropriate use of technology or a concern for

equity do not each constitute a single component but rather apply to them all.

According to Danielson (1996), the benefits of having a framework for

professional practice are several. First, a framework offers the profession of
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a way to communicate about excellence. For

novice teachers, a framework provides a pathway to excellence by laying out

the twenty-two important components that constitute professional practice. A

framework for teaching provides a structure for discussions among teachers and

also serves to sharpen the focus for professional development. A framework

also serves to communicate to the larger community the array of competencies

needed to be an effective teacher.

Danielson (1996; 2007) contends that since no single teaching approach

will work in every situation, it is purposeful to create a framework independent

of any particular teaching methodology. She also believes that teachers need to

be able to use a variety of strategies and be able to select the suitable strategy to

achieve the appropriate outcome. Danielson (2007, p. 24) acknowledges that

teachers; it does, however, enable educators to engage in conversations about

Conceptual Framework of Teaching Practices

This current study focused on all the four domains of the Danielson’s

framework of teaching in building the conceptual framework. These include

planning and preparation, the classroom environment, instructions and

professional responsibilities. In relation to this, teaching practices based on this

study are conceptualised into four main elements. They are Lesson Planning,

Pedagogical Content Knowledge (PCK), Classroom Assessment and Classroom

Management which were built from the Danielson’s framework of teaching.

Figure 2 shows the interconnections among the elements of teaching

practices according to this study. The Accounting teacher’s Pedagogical
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Content Knowledge (PCK) influences Lesson Planning, Classroom Assessment

methods and Classroom Management techniques which eventually influences

his/her teaching practices. If the Accounting teacher lacks content and

pedagogical knowledge, it might influence his/her lesson planning; how well

the Accounting teacher employs classroom assessment techniques to assess the

students; and also the classroom management strategies he/she employs. Figure

2 also brings to light that all the elements have an influence on the teaching

practices of Accounting teachers. The connections among the elements indicate

that if the Accounting teacher has any deficiency in any of the elements, it might

as well influence the teaching practices that the Accounting teacher employs.

From my conceptualisation, none of the elements is given pre-eminence.

The focus is on how they all contribute to the teaching practices of the

Accounting teacher. The arrows pointing back to PCK suggest that the

Accounting teacher’s PCK can be explained by how well he/she demonstrates
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Figure 2\ Conceptual framework of teaching practices of Accounting teachers 

Source: Author’s own construct (2016).
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those elements. Figure 2 shows the conceptual framework of teaching practices

of Accounting teachers in the SHSs in Ghana as applied in this study.

Teaching Practices

The increasing focus

institutional excellence challenges many tacit assumptions about the respective

roles of both the teacher and the student (Centre for Instructional Innovation

and Assessment [CIIA], 2014). If we look around and observe our educational

system the one question that pops into our minds is: Who is a good teacher?

However, it is actually the experience of the students that gives an apt definition

of a good teacher - their feedback that teachers usually fail to acknowledge.

There is a saying that “Teaching creates all other professions.” As a researcher,

my thoughts then turn to the teaching practices that teachers employ in their

various classrooms.

According to CIIA (2014), in student-centered education, faculty or

teachers take on less responsibility for being sources of knowledge and take on

greater responsibility as facilitators of a broad range of learning experiences.

This idea also brings to light the assertion made by Vygotsky (1978) who

indicated that the level of potential development (i.e. the zone of proximal

development) is the level of development that the learner is capable of reaching

under the guidance of teachers or in collaboration with peers. Vygotsky added

that the learner is capable of solving problems and understanding material at

this level that they are not capable of solving or understanding at their level of

actual development; the level of potential development is the level at which

learning takes place. He added that it comprises cognitive structures that are still
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in the process of maturing, but which can only mature under the guidance of or

in collaboration with others.

Other researchers such as Brooks and Brooks (1993) and Fosnot (1996)

also supported the student-centred learning where students are called on to take

on more responsibilities for their own learning. That is a learning situation

where knowledge and the creation of knowledge are interactive, where different

viewpoints exist, and where all students’ questions are valued (Brooks &

Brooks, 1993; Fosnot, 1996). It can be noted that in a constructivist classroom,

the importance of context related to the learning process is emphasised. In

addition, the importance of “authentic activity” is promoted, which is an

experience of personal relevance to students (Lebow, 1993).

Constructivist classrooms are very different from traditional classrooms.

Based on the differences between constructivist and traditional classrooms, it is

clear that students are more actively engaged and have greater ownership of

their learning in constructivist classrooms. They share ideas, ask questions,

discuss concepts, and revise their ideas when necessary. The constructivist

classroom setting is very collaborative, which contributes to enhanced learning

outcomes (Jonassen, 1996). It is therefore important to note that in teaching and

learning, the learner should be the centre of attention and nothing else. In the

teaching and learning of Accounting, active or experiential teaching is

encouraged. In that active or experiential learning is a student-centred approach

to teaching which includes any technique that involves the students in the

learning process and holds students responsible for their own learning (Bonwell

& Eison, 1991; Michel, Cater III, & Varela, 2009; Yoder & Hochevar, 2005).
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The Centre for University Teaching, Flinders’ University (2013),

defines good teaching practice to be a key that has an influence on students’

learning and which is a desired outcome and primary goal of higher educational

institutions. Teachers strive to meet the principles of good practice in an effort

to provide the best learning experience for their students. The centre adopted

the “seven principles of good teaching practice” which was first advocated by

Chickering and Gamson (1987). Chickering and Gamson, however, indicated

that these seven principles are not Ten Commandments shrunk to a 20th-century

attention span. They are intended as guidelines for faculty members or teachers,

students, and administrators with support from state agencies and trustees to

improve teaching and learning. The seven principles of good teaching according

to Chickering and Gamson are:

1. Encouraging good communication between teachers and learners*.

This principle, according to Chickering and Gamson (1987), ensures

that there is frequent student-faculty contact in and out of classes. The

most important factor is student motivation and involvement in every

aspect of the school system. In that matter, the teacher should ensure that

the students are involved in everything that happens in the classroom.

Teachers are encouraged to motivate the students as far as teaching and

learning are concerned. Faculty concern helps students get through

rough times and keep on working. Knowing a few faculty members well

enhances students’ intellectual commitment and encourages them to

think about their own values and future plans.

2. Encouraging interaction among learners: Learning is enhanced when

it is more like a team effort than a solo race. Good learning, like good
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work, is collaborative and social, not competitive and isolated. Working

with others often increases involvement in learning. Sharing one’s own

ideas and responding to others’ reactions sharpens thinking and deepens

understanding. Researchers (such as Benek-Rivera & Mathews, 2004;

Bonwell & Eison, 1991; Cox & Guthrie, 2001; Wingfield & Black,

2005) in their studies have indicated that active teaching techniques

change the pace of the classroom, and are a creative way to increase

students’ involvement, motivation, excitement, attention, and perceived

helpfulness and applicability of the class. This assertion is supported by

Hackathorn, Solomon, Blankmeyer, Tennial and Garczynski (2011).

3. Providing opportunities for active participation: Learning is not a

spectator sport. Students do not learn much just by sitting in classes

listening to teachers, memorizing pre-packaged assignments, and

spitting out answers. They must talk about what they are learning, write

about it, relate it to past experiences, and apply it to their daily lives.

They must make what they learn part of themselves. Allen and Reeson

(2009) emphasised that the type of rapport the teacher establishes with

each and every student in the classroom is very important. As a teaching

practice technique, the Accounting teacher is to ensure that he/she has

implemented active participation strategies in the classroom that will

ensure students’ engagement. The Accounting teacher can use both

covert and overt active engagement strategies to develop personal

connections with the students and to help the student develop an intrinsic

desire to succeed (Allen & Reeson, 2009).

37

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



4. Timely and appropriate response and feedback: Research supports the

effectiveness of specific and timely feedback for enhancing task

performance (Dean, Pitler, Hubbell, & Stone, 2012; Nicol &

Macfarlane-Dick, 2006; Schooler & Anderson, 2008; Wiggins, 1998).

Kluger and DeNisi (1996) in their study found out that instructor

feedback is more effective when delivered in close proximity to the time

a task is performed. In the teaching and learning of Accounting, what

the students know and what they do not know, determine how much they

may learn, because students’ appreciation of their level of performance

will motivate them to learn more about concepts they may not know.

Before an Accounting teacher begins to teach his/her students, he/she

needs to assess the existing knowledge and competence of his/her

students. The Accounting students also need frequent opportunities to

perform and receive suggestions for improvement. At various points

during the instructional period, and at the end, students need chances to

reflect on what they have learned, what they still need to know, and how

to assess themselves.

5. Emphasizing time on task: Time plus energy equals learning. There is

no substitute for time on task. Learning to use one’s time well is critical

for students and professionals alike (Marks, 2000). There is the need for

the Accounting teacher to help the Accounting students to learn how to

manage their time effectively. This cannot be achieved if the Accounting

teacher does not manage his/her time effectively. As a good teaching

practice, it behoves on the teacher to manage his/her time on task

effectively. One can infer from this point made by Chickering and
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Gamson (1987) that allocating realistic amounts of time means effective

teaching and learning for both teachers and students. How an institution

administrators, and other professional staff can establish the basis for

high performance for all (Billings, 2000; Junod, DuPaul, Jitendra,

Volpe, & Cleary, 2006; Mcllrath & Huitt, 1995).

In the teaching and learning of Accounting, there is the need for

Accounting students to spend amounts of time on learning. This is

because the students really need enough time to understand and apply

the principles that they have been taught. For example, in the preparation

of final account of a sole trader and statement of financial position, the

Accounting teacher cannot just use two periods (i.e. 80 minutes) in

teaching, however, the Accounting teacher is expected to ensure that

of the little time allocated to him/her.

Sometimes, it is good for the Accounting teacher to extend periods of

preparation and also require students to work more on the practical

aspect in their own free time (Marks, 2000). Billings (2000) added that

increasing the time available for completing tasks required to

accomplish learning goals helps the teacher.

6. Motivating learning by communicating expectations*. Expect more and

you will get more (Brophy, 2010). High expectations are important for

everyone - for the poorly prepared, for those unwilling to exert

themselves, and for the bright and well-motivated (Brophy, 2010).

Expecting students to perform well becomes a self-fulfilling prophecy

when teachers and institutions hold high expectations of themselves and
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make extra efforts. According to Bangert (2004), the use of good

examples is

quality student performance.

expected to provide good illustrations that relate to real-world situation

examples that provide models of instructor expectations, provide

students with more precise guidelines about the type of work necessary

for proficient assignment completion. The benefit of presenting

examples that demonstrate solutions to authentic problems not only sets

instructor expectations but also supports the development of cognitive

schema that will help students evaluate future applications of their newly

acquired knowledge and skills (Lim & Moore, 2002). Bangert (2004)

added that the use of good examples and models not only clearly

communicate instructor expectations but also provide students with

challenging assignments that could be successfully completed.

7. Respecting diverse talents and ways of learning: The last principle

given by Chickering and Gamson (1987) indicates that there are many

roads to learning. According to the researchers, people bring different

talents and styles of learning to school. Brilliant students in the

classroom may be all thumbs in the lab or art studio. Students rich in

hands-on experience may not do so well with theory. Students need the

opportunity to show their talents and learn in ways that work for them

(Garvey, 2008). They can then be pushed to learning in new ways that

do not come so easily. According to Svinicki (1999), learner-centred
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models of instruction advocate that prior knowledge, cognitive

processing, personality styles, beliefs about learning, and demographics

must be carefully considered when planning instruction. Bangert (2004)

also added that creating an array of learning activities that allow multiple

opportunities for demonstrating knowledge and skill proficiencies is one

approach for planning instruction designed to address the diverse range

of learning preferences and skills that learners bring to instructional

environments.

To Chickering and Gamson (1987), these principles seem good common

sense, and they are. This is because many teachers and students have

experienced them and because research supports them. These seven principles

have inspired many researchers such as Braxton, Olsen and Simmons (1998);

Kuh and Vesper (1997); and Kuh, Pace and Vesper (1997). They have also

encouraged others to make use of both the principles and the inventories in

carrying out studies of teaching practices, student learning, faculty, disciplines,

and institutions. Most people also apply these principles directly or indirectly in

their schools. Though faculty members or teachers may not be wearing a

laminated seven principles card around their necks to show they are actually

practising these principles in their schools or institutions, the principles have

and will continue to have a substantial impact on teachers and academic

institutions. These good teaching practices as indicated by Chickering and

Gamson work for many different kinds of learners and also help teachers in

achieving their stated objectives. One should bear in mind that the ways

different institutions or schools implement the good teaching practice of
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Chickering and Gamson depend very much on their students and their

circumstances such as the resources available to them.

It is important to note that good teaching practice also subscribes to

Biggs’ (2003) principle of ‘constructive alignment’ which requires that all

components of the curriculum are aligned for maximum impact on students’

learning. Biggs (2003) was of the view that under a constructivist approach,

learning is seen as a conceptual change in the way in which learners understand

the world. He added that assessment is a means of engaging students in self

reflection and acknowledging their role as collaborators in the learning process.

For example, it is important to align the learning outcomes with assessment

tools and strategies. This means that if the desired learning outcome is to

produce learners with good analytical skills, then the assessment tool must

include questions and scenarios that require and test analytical thinking skills.

This also implies that an assessment tool with multiple choice questions will not

facilitate the achievement of the desired learning outcome (i.e. the analytical

skills). As indicated by Black and Wiliam (1998), assessment exercises should

faithfully reflect the main learning aims and should be designed to evoke

evidence about learning needs.

Lorsbach, Tobin, Briscoe and Lamaster (1992) explored the factors

which affect the validity of assessment tasks when judged from a constructivist

perspective. They also emphasised that a major threat to validity is the extent to

which students can construct the meanings of the tasks intended by those who

set them when it comes to assessment. It has also been argued that traditional

independent activity. Furthermore, traditional assessment does not encourage
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students to be involved in the assessment process (Falchikov, 2005). In recent

times, researchers have been placing emphases on the use of alternative

assessment tasks such as portfolios, simulations, case-based evaluations,

presentations and self and peer-assessment which is seen to promote higher

order thinking in higher education (Struyven, Dochy, & Janssens, 2005). This

alternative assessment emphasises the integration of assessment with teaching

and learning activities and requires student involvement as active and informed

participants (Biggs, 2003; Falchikov, 2005; Sambell, McDowell & Brown,

1997).

Other researchers such as Golub (1988), Graves and Sunstein (1992) and

McLaughlin and Talbert (1993) also emphasized three additional classroom

teaching practices. They are individualization, collaboration, and authentic

assessment. Individualization implies that teachers instruct each student by

drawing upon the knowledge and experiences that students already possess.

According to Intelligence Community Collaboration Baseline Study Final

Report Study (1999), collaboration can broadly be defined as the interaction

between two or more individuals encompassing a variety of behaviours,

including communication, information sharing, coordination, cooperation,

problem-solving, and negotiation. In collaborative learning, the teacher allows

students to work together in groups. Friend and Cook (1992) also offered a

definition which is, however, specific to the needs of educators (school-based).

They defined collaboration as joint planning, decision making, and problem

solving that may occur in a variety of formal or informal group configurations

for the purpose of accomplishing

Laycock, Gable, & Korinek, 1991).
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artefact of learning activities. This means authentic assessments use multiple

methods to evaluate students’ comprehension and approaches to learning within

grounded in naturally occurring instructional

activities. The aim of the introduction of authentic assessment was to ensure a

movement to return classroom assessment to a more realistic, student centred

approach that measured more complex and deeper thinking (Torrance, 2009).

Teachers are encouraged to employ authentic assessment when designing any

assessment tool (Burke, 2010; Gronlund, 2003; Swaffield, 2011; Wilson &

Schwier, 2012). This can be accomplished, for instance, through individual and

group projects that occur on an ongoing basis rather than at a single point in

time. Wenglinsky (2001) indicated that these sets of classroom practices

(individualisation, collaboration and authentic assessment) can produce

qualitative improvements in the academic performance of all students,

regardless of their backgrounds. He was of the view that regardless of the level

of preparation students bring into the classroom, decisions that teachers make

about classroom practices can either greatly facilitate student’s learning or serve

as an obstacle to it (Wenglinsky, 2001).

According to the International Academy of Education (IAE), (2000),

parent involvement, graded homework, aligned time on task, direct teaching,

advance organizers, the teaching of learning strategies, tutoring, mastery

learning, co-operative learning and adaptive education, are teaching practices

that can generally be applied in classrooms in both primary and secondary

schools. IAE (2000) is of the view that these practices show large, positive

learning effects for students in widely varying conditions. These teaching
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practices are generally powerful and consistent in promoting important aspects

of academic learning. According to IAE (2000), though some other practices

are nearly as good, these ten teaching practices are considered to be very

effective in promoting students’ learning depending on how they are planned

and implemented by the teacher. They are discussed below.

Parental involvement

Research has indicated that there are positive academic outcomes

stemming from parent involvement ranging from benefits in early childhood to

adolescence and beyond (Henderson & Mapp, 2002; Patrikakou, Weissberg,

Redding, & Walberg, 2005). A synthesis series by Patrikakou (2008) indicated

that there are three broad types of parental involvement; involvement at home,

involvement at school, and home-school communication. Communication is the

key element that shapes parent involvement activities at home and at school and

enhances school-family collaboration. In the view of Patrikakou (2008), two-

way communication between home and school helps build an on-going,

productive, and trusting relationship between parents and educators, which

increases parent participation in learning activities both at home and at school.

To IAE (2000), learning will enhance when schools encourage parents

to stimulate their children’s intellectual development. The reason being that

home environment has a powerful effect on what students learn inside and or

outside the school. To them, the home environment is considerably more

powerful than the parents’ income and education in influencing what children

learn in the first six years of life and during the twelve years of primary and

secondary education. Sometimes called ‘the curriculum of the home’, the home

environment refers to informed parent/child conversations about school and
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everyday events; encouragement and discussion of leisure reading; monitoring

and critical review of television viewing and peer activities; deferral of

immediate gratification to accomplish long-term goals; expressions of affection

and interest in the child’s academic and other progress as a person; and perhaps,

among such unremitting efforts, laughter and caprice. There should be

cooperation between educators and parents. Henderson and Berla (1994)

reported that teachers believe students do better if parents enrich the learning

process and strengthen the home-school relationship. Henderson and Mapp

(2002) also in recognising the importance of the home and school relationship,

stated:

When parents talk to their children about school, expect them to do well,

help them plan for college, and make sure that out-of-school activities

are constructive, their children do better in school. When schools engage

families in ways that are linked to improving learning, students make

greater gains. When schools build partnerships with families that

respond to their concerns and honour their contributions, they are

successful in sustaining connections that are aimed at improving

students’ achievement (p. 8).

This assertion made by Henderson and Mapp (2002) also buttresses the

point that only meaningful parental involvement will have significant impacts

on students’ achievement (Emeagwali, 2009; Sheldon & Epstein, 2005). It is

important for educators (teachers) to suggest specific activities which will be

likely to promote learning at home and in school. In Ghana, parental

involvement is more effective in the schools through Parent Teachers
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Associations (PTAs). This is where parents have a voice as to what should be

done to improve teaching and learning of their wards in the SHSs.

Graded homework

Researchers such as Corno and Xu (1998; 2004) and Coutts (2004)

claim that homework helps students to develop responsibility, life skills and the

ability to manage tasks. This, they added, provides experiential learning,

increases motivation, opportunities to learn to cope with difficulties and

distractions, and academic benefits. Perspectives vary and many researchers

take either a positive or a negative stance on homework. Cooper (2001, p. 34)

took a more balanced approach, stating, “research on the effects of homework

suggests that it is beneficial as long as teachers use their knowledge of

developmental levels to guide policies and expectations”. Cooper (2001) went

on to explain that homework has both positive and negative effects on various

aspects of students’ lives.

In the views of Marzano and Pickering (2007), to enhance student

achievement, teachers should follow these guidelines: assign purposeful

homework, monitor the amount of homework assigned, check and provide

feedback on homework, and involve parents in appropriate ways. The

researchers explained that legitimate purposes for homework include the

following: introducing new material, practicing a skill that students can do

independently but not fluently, elaborating on information that has been

addressed in class to expand students’ knowledge, and providing opportunities

for students to explore topics of their own interest (Marzano & Pickering, 2007).

Teachers may use the introduction of new material as a means to stimulate

interest in a concept (Vatterott, 2009). In addition to using homework for pre-
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learning, teachers can use homework to practice newly learned skills.

Homework tasks should be designed not only to support classroom learning but

also to instil a sense of competence in the mind of the learner (Sagor, 2008).

Quality homework tasks promote ownership when they allow choices and offer

students an opportunity to personalise their work (Vatterott, 2010).

According to IAE (2000), students learn more when they complete

homework that is graded, commented upon and discussed by their teachers. It

is important to note that assignment and completion of homework yield positive

effects on academic achievement of students and therefore a good practice for

teachers to emulate. However, the effects are almost tripled when teachers take

time to grade the work, make corrections and specific comments on

improvements that can be made, and discuss problems and solutions with

individual students or the whole class. The giving of homework to students is

like a three-legged stool (IAE, 2000). This is because, homework requires a

teacher to assign it and provide feedback, a parent to monitor it and a student to

do it.

Though in the SHSs in Ghana, most of the students are in the boarding

house, it behoves on their class teachers or forms masters to ensure that students

are on their learning task during prep hours because parents are not around to

monitor them. If one leg is weak, the stool may fall down. The role of the teacher

in providing feedback (in reinforcing what has been done correctly and in re

teaching what has not) is the key to maximizing the positive impact of

homework. According to IAE (2000), the quality of homework is as important

as the amount. Effective homework is relevant to the lessons to be learned and
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in keeping with students’ abilities, therefore, a good teaching practice for

teachers to emulate.

Aligned time on task

Effective teaching practices involve aligning the three major

components of instruction (Anderson & Walberg, 1994; Elbery Center, 2015)

that is, learning objective, assessment and instructional activities to be carried

out in the classroom. Taking the time to do this upfront saves time in the end

and leads to a better course. Teaching is more effective and student learning is

enhanced when (a) teachers, as instructors articulate clear set of learning

objectives (i.e., the knowledge and skills that the teacher expects students to

demonstrate by the end of a course or the topic); (b) the instructional activities

(e.g., case studies, group work, discussions, readings, etc.) support these

learning objectives by providing goal-oriented practice; and (c) the assessments

(e.g., tests, papers, problem sets, performances) provide opportunities for

students to demonstrate and practise the knowledge and skills articulated in the

objectives, and for instructors to offer targeted feedback that can guide further

learning (Elbery Center, 2015).

Students who actively focus on educational goals do best in mastering

the subject matter (IAE, 2000). This can be explained in the sense that what is

learnt reflects both study time and curricular focus. Curricular focus represents

efforts to decide what should be learned by a given age or grade level and then

concentrating attention, time and energy on these elements. Consequently,

students at a given grade level should have greater degrees of shared knowledge

and skills as prerequisites for further learning; teachers may then avoid

excessive review, and progress can be better assessed. According to IAE (2000),
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teachers have the most direct role in ensuring that this emphasis is carried into

the classroom. The teacher’s skilful classroom management, by taking into

account what is to be learned and identifying the most efficient ways to present

it increases effective study time. To IAE, students who are actively engaged in

activities focused on specific instructional goals make more progress towards

these goals (IAE, 2000).

Direct teaching

Direct teaching is a systematic instructional method that first and

foremost requires the teacher to have a command of the subject matter as close

to a mastery level as possible (Kizlik, 2015). This means that whether subject

matter is at the elementary level, middle school level, high school level, college

level or adult education level, the teacher should thoroughly “understand” the

content. Such understanding presupposes that the teacher “knows” more than

the facts that describe the content. It also means that the teacher understands the

structure of the content. In short, it means that the teacher understands each item

of the content in more than one way (Kizlik, 2015).

A study conducted by IAE (2000) indicates that direct teaching is most

effective when it exhibits key features and follows systematic steps. Kizlik

(2015) also added that direct teaching or direct instruction is a systematic way

of planning, communicating, and delivering in the classroom. Many studies’

have indicated that direct teaching can be effective in promoting students

learning (Kizlik, 2015; Walberg & Haertel, 1997; Wang et al., 1993; Waxman

& Walberg, 1999). This can be achieved when the emphasis is placed on the

sequencing of lessons, a presentation of new content and skills, guided student

practices, the use of feedback and independent practices by students. That is,
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the traits of teachers employing these practices in the classroom include clarity,

task orientation, enthusiasm and flexibility. These teachers also organise their

presentation and occasionally use students’ ideas. Six phased functions of direct

teaching work well:

Daily review, homework check and, if necessary, re-teaching;1.

2. Presentation of new content and skills in small steps;

3. Guided student practice with close teacher monitoring;

Corrective feedback and instructional reinforcement;4.

5. Independent practice in work at the desk and in homework with a high

(more than 90%) success rate; and

6. Weekly and monthly reviews.

According to Kizlik (2015), in direct teaching or instruction, one does not

become proficient at this, or any skill without practice and relevant feedback.

Direct teaching is probably best for teaching skills, not understandings, and so,

the teacher must practise these skills himself as perfectly as possible.

Advanced organiser

This teaching practice is achieved by showing students the relationships

between past learning and present learning which increases the depth and

breadth (IAE, 2000). An advance organizer is a tool used to introduce the lesson

topic and illustrate the relationship between what the students are about to learn

and the information they have already learned (Hassard & Dias, 2013; Joyce,

Weil, & Calhoun, 2000; Sharma, 2005). The tool is used during expository

instruction which sees an expert present information in a way that makes it easy

for students to make connections from one concept to the next. That means

when teachers explain how new ideas in the current lesson relate to ideas in
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previous lessons and other prior learning, students can connect the old with the

new, which helps them to better remember and understand (DeRuvo, 2009;

Hassard & Dias, 2013).

Similarly, alerting them to the learning of key-points allows them to

concentrate on the most crucial parts of the lessons. This also helps students to

anticipate which points or parts of the learning are more crucial for them to

learn. Sequence

critical points when applying this teaching practices by classroom teachers

(DeRuvo, 2009; IAE, 2000). This is because if students simply learn one

isolated idea after another, the subject-matter may appear arbitrary. It may also

be useful to show how what is being learned solves problems that exist in the

world outside school and what students are likely to meet in life (DeRuvo, 2009;

Hassard & Dias, 2013). Teachers and textbooks can sometimes make effective

organiser is not a summary or review of a previous lesson (DeRuvo, 2009;

Sharma, 2005). It also does not provide a structure for the current lesson.

Instead, it provides a structure for student thinking. It acts as a conceptual bridge

from the old information to the new information. A person’s existing knowledge

about a concept is the most important factor in whether new material will be

meaningful and how well it can be learned and retained (Hassard & Dias, 2013;

Sharma, 2005).

The teaching of learning strategies

Learning strategies can be defined as behaviours and thoughts in which

a learner is engaged and which are intended to influence the learners’ encoding

process. Thus, the goal of any particular learning strategy may be to affect the
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learner’s motivational or affective state or the way in which the learner selects,

acquires, organises, or integrates new knowledge (Weinstein & Mayer, 1983).

In the 1980s, cognitive research

4meta-cognition’ to foster achievement and

independence (Walberg & Haertel, 1997). Skills are important, but the learner’s

monitoring and management of his or her own learning have primacy (IAE,

2000; Kizlik, 2015). This approach transfers part of the direct teaching functions

of planning, allocating time and review to learners. Being aware of what goes

on in one’s mind during learning is a critical first step to effective independent

learning.

According to Kizlik (2015), strategic learning is, in effect, a highly

probable outcome of effective strategic teaching. Reduced to its essentials,

strategic learning is learning in which students construct their own meanings,

and in the process, become aware of their own thinking. To Kizlik (2015), the

link between teaching, thinking, and learning is critical. As a teacher, if you are

not causing your students to think about what you are presenting, discussing,

demonstrating, mediating, guiding, or directing, then you are not doing an

effective job. The teacher must be more than a dispenser of information (Caine

& Caine, 1994; Kizlik, 2015). The teacher must create conditions and an

environment that encourages thinking, deepens and broadens it, and which

causes students to become aware of how they think. In the teaching of

Accounting, the creation of knowledge is, in the most practical and profound

sense, a primary and direct result of learning. As an Accounting teacher, one

create knowledge.
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According to Kizlik (2015), any knowledge, once created, becomes a

part of a larger system that enhances learning and is capable of integrating and

accommodating new information with greater efficiency and reliability. Each

person creates knowledge in similar, yet uniquely distinct ways. Connecting

information provided or described by others in the novel and personal ways is

a key to learning and developing knowledge. The more one “knows,” the more

one can know. The idea of content links or connections is not exactly new but

offers some unique opportunities to chart your own course, learn, and add to

your knowledge system. The use of this teaching practice by classroom teachers

assesses that giving students some choice in their learning goals and teaching

them to be attentive to their progress yield learning gains (Biggs, 1987, 1999).

According to IAE (2000), three possible phases of teaching about learning

strategies include:

Modelling, in which the teacher exhibits the desired behaviour;1.

Guided practice, in which students perform with help from the teacher;2.

and

Application, during which students act independently of the teacher.3.

Tutoring

According to Jon (2014), in tutoring, what works is the one-to-one

relationship between the student and tutor. With only one person to focus on,

tutors can try a variety of teaching techniques in order to work out the most

effective way of helping the student understand a topic. Teaching one student

remarkably effective (Jon, 2014). It is the duty of the tutor to explain concepts

that students have difficulty understanding and also use alternate methods and
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examples to explain the content and help students understand (Mastropieri,

Scruggs, & Berkeley, 2007).

The tutor’s responsibility is to also help students identify patterns in

to share successful study strategies based on

experience and training. The tutor is to ensure that student’s work reflects his

or her own ability-not the tutor’s. The tutor is at the same time to give positive

reinforcement. This will help students become more confident in their own

abilities. As a tutor, you also need to keep careful records of each student-tutor

contact. Honour the confidentiality of the tutor-client relationship and help

students become more independent as they go along (IAE, 2000; Mastropieri et

al., 2007; McMaster, Fuchs, & Fuchs, 2006; Topping, 2001).

Peer tutoring (tutoring of slower or younger students by more advanced

students) appears to work nearly as well as teacher tutoring; with sustained

student practice, it might be equal to teacher tutoring in some cases (IAE, 2000;

Mastropieri et al., 2007; McMaster et al., 2006; Topping, 2001). Significantly,

peer tutoring promotes effective learning in tutors as well as tutees (McMaster

et al., 2006). The need to organize one’s thoughts in order to impart other

intelligibly, the need to become conscious of the value of time, and the need to

learn managerial and social skills are probably the main reasons for benefits to

the tutor.

Mastery learning

According to Guskey (2010), the core elements of mastery learning

provide the foundation for other innovative models, including Response to

Intervention. Most current applications of mastery learning stem from the work

of Bloom (1984), who considered how teachers might adapt the most powerful
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aspects of tutoring and individualized instruction to improve student learning in

general education classrooms. Bloom suggested that although students vary

widely in their learning rates and modalities if teachers could provide the

necessary time and appropriate learning conditions, nearly all students could

reach a high level of achievement.

In mastery learning, there is a shift in responsibilities, so that student’s

failure is more due to the instruction and not necessarily lack ability on his part.

Therefore, in a mastery learning environment, the challenge becomes providing

enough time and employing instructional strategies so that all students can

achieve the same level of learning. For subject-matter to be learned step by step,

a thorough mastery of each step is often optimal. Careful sequencing,

monitoring and control of the learning process raise the learning rate. A number

of studies have shown that careful sequencing, monitoring and control of the

learning process raise the learning rate (Davis, & Sorrell, 1995; IAE, 2000).

According to IAE (2000), pre-testing helps determine what should be

studied; this allows the teacher to avoid assigning material that has already been

mastered or for which the student does not yet have the prerequisite skills.

Ensuring that students achieve mastery of initial steps in the sequence helps

ensure that they will make satisfactory progress in subsequent, more advanced

steps. Frequent assessment of progress informs teachers and students when

additional time and corrective remedies are needed. Mastery learning appears

to work best when the subject-matter is well organized.

As a result of its emphasis on outcomes and careful monitoring of

progress, mastery learning can save learners’ time. It allows more time and

remediation for students who need it. It also enables faster learners to skip
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material they already know. Since mastery learning suits instruction to the needs

of each student, it can work better than giving the whole class the same lesson

at the same time (Davis & Sorrell, 1995). Such whole-class teaching may be too

hard for some learners and too easy for others. Mastery learning programmes

require special planning, materials and procedures. Teachers must be prepared

to identify the components of instruction, develop assessment strategies so that

individual students are appropriately placed in the instructional continuum, and

provide reinforcement and corrective feedback - while continuously engaging

students in lessons (Walberg & Haertel, 1997; Waxman & Walberg, 1999).

According to Davis and Sorrell (1995), mastery learning is not a new method

of instruction. It is based on the concept that all students can learn when

provided with conditions appropriate to their situation.

Co-operative learning

Cooperative learning is an approach to group work that minimizes the

satisfaction that result from working on a high-performance team (Felder &

Brent, 2010). A large and rapidly growing body of research confirms the

effectiveness of cooperative learning in higher education (Johnson, Johnson, &

Stanne, 2006; Smith, Sheppard, Johnson, & Johnson, 2005; Springer, Stanne, &

Donovan, 1997; Terenzini, Cabrera, Colbeck, Parente, & Bjorklund, 2001).

According to Felder and Brent (2010), relative to students taught

traditionally, that is, with instructor-centred lectures, individual assignments,

and competitive grading - cooperatively taught students tend to exhibit higher

academic achievement, greater persistence through graduation, better high-level

reasoning and critical thinking skills, deeper understanding of learned material,
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greater time on task and less disruptive behaviour in class, lower levels of

anxiety and stress, greater intrinsic motivation to learn and achieve, greater

ability to view situations from others’ perspectives, more positive and

supportive relationships with peers, more positive attitudes toward subject

areas, and higher self-esteem.

Students in small, self-instructing groups can support and increase each

exchanges among teachers and learners are frequent and specifically directed

towards students’ problems and interests (Felder & Brent, 2010; IAE, 2000). In

whole-class instruction, only one person can speak at a time, and shy or slow-

learning students may be reluctant to speak at all. When students work in groups

of two to four, however, each group member can participate extensively,

individual problems are more likely to become clear and to be remedied

(sometimes with the teacher’s assistance), and learning can accelerate (Slavin,

1992). Not only can it increase academic achievement, but also it has other

virtues. By working in small groups, students learn teamwork, how to give and

receive criticism, and how to plan, monitor and evaluate their individual and

joint activities with others (Felder & Brent, 2010).

Teachers may need to become more like facilitators, consultants and

evaluators, rather than supervisors (Waxman & Walberg, 1999; Terenzini et al.,

2001). Nonetheless, researchers do not recommend that co-operative learning

take up the whole school day; the use of a variety of procedures, rather than co

operative learning alone, is considered to be most productive. In addition, co

operative learning means more than merely assigning children to small groups.

Teachers must also carefully design and prepare for the small-group setting.

58

other’s learning. Learning proceeds more effectively than usual when

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Students need instruction in skills necessary to operate successfully in small

groups. Decisions must be made about the use of individual or group

accountability. Care must be taken in establishing the mix of strengths and needs

represented by students in the groups (Felder & Brent, 2010; Johnson, Johnson,

& Smith, 2006).

Adaptive education

According to Corno (2008), a new theory on adaptive teaching reflects

the social dynamics of classrooms to explain what practising teachers do to

address student’s differences related to learning. In teaching adaptively,

diagnose needs on the fly and tap previous experience with similar learners to

respond productively. This teaching practice involves a variety of instructional

techniques. It is achieved when lessons are adapted to the individual students

and small groups which raises achievement (Corno, 1995; Como, 2008; Como

& Snow, 1986).

According to IEA (2000), the adaptive instruction is an integrated

diagnostic-prescriptive process that combines several of the preceding practices

(tutoring, mastery and co-operative learning, and instruction in learning

strategies) into a classroom management system to tailor instruction to

individual and small-group needs. Adaptive education requires implementation

steps executed by a master teacher, including planning, time allocation, task

delegation to aides and students, and quality control (Wang, Oates, &

Whiteshew, 1995). Unlike most other practices, it is

programme for the whole school day, rather than a single method that requires

simple integration into one subject or into a single teacher’s repertoire (Waxman
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& Walberg, 1999). Its focus

learning are first diagnosed and then a plan is developed to address those needs.

According to Corno (2008), in new conceptions of adaptive teaching,

education is a situated aptitude development programme. In other words, the

where even tasks targeting individuals have a wider influence. Both teachers

and students need to engage in reflection and analysis in this problem-filled,

dynamic classroom environment (Rogoff, 1990; Wells, 1999). An adaptive

teacher views student differences as assistive, affording, and enabling for

teaching as well as student learning; has a propensity to check students’ thinking

and understanding on a continuous basis in a variety of ways; shows respect for

students’ varied talents and perspectives; and has a hesitant attitude about using

any one approach with every student (Corno, 2008; Randi & Corno, 2005).

Corno (2008) termed this as

teachers who are themselves, self-regulated learners, doing their best to make

sense of the complex social environment in which they have to be productive

(Randi, 2004).

Elements of Teaching Practices

In this study, I conceptualised teaching practices to be four elements that

Accounting teachers go through when teaching their students in the SHSs in

Ghana. They are Lesson Planning, Pedagogical Content Knowledge (PCK),

Classroom Assessment and Classroom Management that the Accounting

teachers employ during instructional sessions. These elements are discussed in

relation to the classroom teaching practices of Accounting teachers.
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Lesson planning

The teacher is probably the single most important factor affecting

students’ achievement (Marzano, Marzano, & Pickering, 2003). According to

Wong and Wong (2009), in order to affect students’ achievement positively,

one must be an effective teacher. To Wong and Wong (2009), an effective

teacher is the one who exhibits these characteristics. An effective teacher;

1. has positive expectations for students’ success, and lesson plan reflects

such expectations.

knows how to design lessons for student mastery; which is reflected in2.

the lesson plan.

3. is an extremely good classroom manager; which is possible via good

time management during class time and that is possible only by effective

implementation of a good lesson plan.

It is important to know that if all students in a class are at the same instructional

level and if the goals and objectives of schooling are clearly prescribed and the

same for all students, then instruction would consist of doing the same things

with all students, in the right order and at the right time. However, all students

are not alike, and the goals and objectives of instruction are not the same for all

students. This is why lesson planning is such an important part of instruction.

Teaching is an intentional and reasoned act. This is so because teachers

teach for a purpose which, more often than not, is to facilitate students’ learning.

Teaching is reasoned act because teachers judge what they teach their students

to be worthwhile. The reasoned aspect of teaching is related to the preparation

of the lesson planning which is embedded in the lesson objective that has been

stated by the teacher. According to Anderson et al. (2001), the intentional aspect

61

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



of teaching is concerned with how teachers decide to help students achieve the

objectives: that is attained through the learning environment they create and the

activities and materials they provide within those environments.

Also, to Tileston (2004) and Cicek (2013), good teaching does not just

happen; it is well planned and is aligned in several ways. First, the written

curriculum, the teaching strategies, and the methods of evaluation are all aligned

to each other; that is, the teacher aligns what he/she says he/she is going to teach

(i.e., state standards, local standards, curriculum, and classroom objectives)

with what he/she actually teaches the students and what he/she assesses the

students on. To Tileston (2004), this alignment can be shown visually as an

equilateral triangle, with all sides being equal in importance and with the student

in the middle.

According to Jensen (2001), all good teachers have some type of plan

when they walk into their classrooms. To her, it can be as simple as a mental

checklist or as complex as a detailed two-page typed lesson plan that follows a

prescribed format. That is why many experienced teachers often reduce lesson

plans to a mental map or short outline. On the other hand, new teachers however

usually find detailed lesson plans to be indispensable. The success with which

a teacher conducts a lesson is often thought to depend on the effectiveness with

which the lesson was planned. This is so because lesson planning is a vital

component of the teaching-learning process; proper classroom planning will

keep teachers organised and on track while teaching. This will, in a way, allow

teachers to teach more, help students reach objectives more easily and manage

less. It can be deduced that the better prepared the teacher is, the more likely
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he/she is able to handle what will unexpectedly happen in the classroom during

the lesson.

According to Jensen (2001), deciding what to teach, in what order and

for how much time are the basic components of planning. To her, the lesson

serves as a map or checklist that guides the teacher in knowing what he/she

wants to do next. In that regard, sequencing of activities reminds the teacher of

the goal and objectives of the lesson for the students. That is, planning of the

lesson involves imagining the lesson before it happens. This has to do with the

mental preparation of the teacher for the lesson. The mental preparation has to

do with prediction, anticipation, sequencing, organising and simplifying. In this

regard, teachers make several decisions before and during their lesson planning.

These decisions may include:

Deciding on the aims to be achieved;1.

2. The content to be taught;

3. The group to be taught: relating it to their background, previous

knowledge, age, interest;

4. The lessons in the books to be included or skipped;

5. The task to be presented;

6. The resources needed.

It is important to note that the decisions that would be taken by the teacher

before and during the lesson plan preparation and final results would depend on

the teaching situation, the learners’ level, needs, interest and the teacher’s

understanding of how learners learn best, with time and resources readily

available.

university
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Again, Jensen (2001) viewed the planning of the lesson into micro and

macro levels. She was of the view that micro or fine tuning (planning) has to do

with the planning that takes place hours or minutes before one enters the

classroom. In the micro level, Cicek (2013) is of the view that before writing-

up a lesson plan, the teacher first should be aware of the learning styles of the

students, reading levels/skills of students and inventory access to technology.

effective lesson plan;

1. What do I want all students to know and be able to do at the end of this

lesson?

2. What will I do to cause this learning to happen?

3. What will students do to facilitate this learning?

4. How will I assess to find out if this learning happened?

5. What will I do for those who show through an assessment that the

learning did not take place?

Cicek (2013) indicated that the correct questions for a teacher to ask when

preparing lesson plans are what students are going to learn, achieve, and

accomplish tomorrow and not what the teacher is going to cover tomorrow

because the role of the teacher is not to cover, it is to uncover.

Wong and Wong (2009) also share this same argument that learning has

nothing to do with what the teacher covers. Learning has to do with what the

student accomplishes. Based on the answers to these questions, teachers should

prepare the lesson plan establishing a variety of instructional strategies focusing

on academic expectations and core content to connect writing to what is being
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taught. More specifically, a lesson plan should address the following (Richards,

1998);

1. Concept or objectives to be taught, which tells the student what they will

learn,

2. Time blocks, for example, approximate time expected to be devoted to

the lesson,

3. Procedures to be used for instructional design,

4. Materials needed both for the student and the teacher,

Independent practices or student time on task,5.

6. Evaluation, applications, and student understanding, e.g. main questions

to be asked by the teacher to check student understanding.

In other words, a successful lesson plan provides for each class to have a focus;

each minute of the class and role of students are planned; lesson is designed to

engage class making the students active participants; important points are

repeated multiple times within a period and throughout the semester; and how

foundation for students’ learning (Cicek, 2013). Cicek added that teachers

should also expect to cover less material than planned, thus, be prepared and

have a backup lesson plan. The bigger picture of the lesson planning is what

Jensen (2001) termed the macro planning. At the macro planning level of the

lesson, there is a reflection on the philosophy of teaching and learning which

has an influence on the methodology, the syllabus, the text and other course

materials which will result in the specific lesson.

In planning for the introduction of the lesson, Milkova (2007) indicated

that learning objectives have to be arranged in order of their importance,
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designed with specific activities one will use to get students to understand and

apply what they have learned. This is as a result of diversity among the student

body in terms of different academic and personal experiences. They may

already be familiar with the topic. That is why you might start with a question

preconceived notions about it. This should be reflected in your lesson plan

(Fink, 2005).

Having an idea of the students’ familiarity with the topic, you will also

have a sense of what to focus on. Milkova (2012) also advises that in planning

a lesson, the introduction should be developed in a creative way to stimulate

interest and encourage thinking about the topic. The teacher can, however, use

a variety of approaches to engage students (e.g., personal anecdote, historical

event, thought-provoking dilemma, real-world example, short video clip,

practical application, probing question, etc.). According to Milkova (2007), we

should consider the following questions when planning our introduction:

1. How will I check whether students know anything about the topic or

have any preconceived notions about it?

2. What are some commonly held ideas (or possibly misconceptions) about

this topic that students might be familiar with or might espouse?

3. What will I do to introduce the topic?

Milkova (2012), in his presentation, indicated that in planning learning

activities, when preparing lesson plans, the teacher should prepare several

different ways of explaining the material (real-life examples, analogies, visuals,

etc.) to catch the attention of more students and appeal to different learning

styles. As you plan a lesson, you need to plan your examples and activities,
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estimate how much time you will spend on each (Fink, 2005). Build in time for

extended explanation or discussion, but also be prepared to move on quickly to

different applications

understanding (Fink, 2005; Milkova, 2007). These questions would help you

design the learning activities you will use:

What will I do to explain the topic?1.

What will I do to illustrate the topic in a different way?2.

How can I engage students in the topic?3.

What are some relevant real-life examples, analogies, or situations that4.

can help students understand the topic?

5. What will students need to do to help them understand the topic better?

In the context of an Accounting teacher, the lesson plan is the roadmap

for what students need to learn and how it will be done effectively during the

class time. Before the Accounting teacher steps into the Accounting class,

he/she should have developed his/her own understanding of Accounting

teaching and learning. This knowledge has to do with the concepts, principles

and assumptions that are made in Accounting. Contemporary issues in

Accounting education such as the introduction of the International Financial

Reporting Standards (IFRS) should be known to the Accounting teacher. This

is because the last few years have seen dramatic developments and changes on

the international standard-setting scene. The IFRSs are now virtually accepted

as the common yardstick for international reporting and the use of international

standards is becoming virtually universal. Ghana has formally adopted the IFRS

since January 2007.
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What this means is that preparers and auditors of financial statements as

well as stakeholders should be conversant with the new reporting regime. It also

behoves on instructors or Accounting educators/teachers to be conversant with

these reporting standards so as to teach their students. Accounting teachers are

therefore to be abreast with these reporting standards so as to help in their

teaching. The question that comes to mind is how many of our Accounting

teachers in the SHSs in Ghana are familiar with the IFRS? The background

knowledge that the Accounting teacher has will create a personal philosophy

that is realised when the teacher is preparing lessons, teaching the class or

whenever he/she is grading the students’ assessment. To Jensen (2001), a good

teacher cannot help but bring his or her own sense of good learning and teaching

into the classroom. She added that this philosophy will be consistent with the

teaching methodology employed by the institution since methodology will then

help implement the syllabus and influence the choice of the textbook for most

programmes.

As it has been established already, effective lesson plans communicate,

ineffective ones do not. Teachers create lesson plans to communicate their

instructional activities regarding specific subject-matter. Almost all lesson plans

developed by teachers contain student learning objectives, instructional

procedures, the required materials, and some written description of how the

students will be evaluated (Cicek, 2013; Farrell, 2002; Richards, 1998; Tileston,

2004; Wong & Wong, 2009).

The pedagogical strategies that are required by an Accounting teacher

in planning lessons are first, an Accounting teacher needs to ask him/herself

what he/she wants students to know and be able to do as a result of the learning.
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Secondly, the Accounting teacher must examine how he/she will know that the

students are learning and that they can perform tasks as a result of the learning.

Thirdly, the Accounting teacher must identify which instructional practices will

provided. Certainly, this complex process shows that teaching should not be left

to a hit-or-miss approach (Wiggins & McTighe, 1998). Therefore, before

planning a lesson, it is important that the Accounting teacher knows his/her

students. A teacher can no more plan for a lesson without knowing the strengths

and weaknesses of his/her students.

In the teaching and learning of Accounting in the SHSs in Ghana, lesson

schedule required

curriculum content and administrators can affirm that the Accounting teachers

continuing instruction when the Accounting teachers are absent. However,

lesson plans provide scant evidence of the quality of teaching or how well

students are being engaged in learning. Worse of all, they provide no evidence

of which students are learning what or how much, or of the effectiveness of the

teaching. Test scores give some indication of how much each student actually

remembers, but these scores might have been obtained through pre-class

knowledge, homework, parental supervision, and students’ interests, tutoring,

or cheating.

A good Accounting lesson has a sense of coherence and flow. It also

exhibits variety and flexibility. When all these attributes are translated during

the lesson planning, Accounting students are expected to get the best out of the

lesson. This will help the Accounting students to learn well and to achieve set
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assure him/her that students learn and that they can use the information

plans are needed so that the Accounting teachers can
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objectives. It is worth mentioning that, to be an effective Accounting teacher,

the lesson plan does not have to be an exhaustive document that describes each

and every possible scenario. Nor does it have to anticipate each and every

question. Instead, it should provide the Accounting

teacher with a general outline of your teaching goals, learning objectives and

means of accomplishing them. It is a reminder of what you want to do and how

you want to do it (Milkova, 2012). According to Milkova (2012), a productive

lesson is not one in which everything goes exactly as planned, but one in which

both students and instructor learn from each other. It is important to bear in mind

Jim Scrivener’s words “prepare thoroughly, but in class teach the learners, not

the plan.”

Pedagogical content knowledge

Over the past decades, one of the golden threads that run through

literature is the quest to deeply understand what good teaching is and how new

teachers develop their expertise. Lee Shulman in the mid-80s made a major

contribution when he made a proposal on the new type of knowledge that he

believes to be the missing paradigm in research on teaching (Shulman, 1986).

Lee Shulman was of the view in his proposal that content or subject matter had

almost completely disappeared from teacher preparation programmes, and that

pedagogy had come to be viewed as an essentially content-free skill. In order to

rectify these anomalies, Shulman (1987) highlighted the importance of content

and therefore recommended that it should be brought back into teacher

preparation programme. In that manner, he put forward a knowledge which is

“an amalgam of content and pedagogy that is uniquely the providence of

teachers” (p. 8). There was, therefore, the need for what Shulman recommended
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because teachers differ from content experts, such as scientists, [financial and

cost accountants, auditors, etc.}

To Cochran (1997), teachers differ not in terms of their content

knowledge but by the way in which teachers transform their content knowledge

to support their teaching and make complex and abstract concepts

understandable for students. Students’ learning depends on teachers having

adequate knowledge of the subject matter. According to Shulman (1986), the

person who presumes to teach subject matter, in this context Financial

Accounting and Cost Accounting, to students must demonstrate knowledge of

transformation of knowledge results from the integration of the various

components of Pedagogical Content Knowledge (PCK) to generate

representations and design instructional strategies to engage students and make

concepts understandable for students (Bucat, 2005).

The Accounting teachers must also implement assessment strategies that

will effectively gauge students’ understanding, encourage students’ reflection,

and inform next steps in teaching. For instance, when teaching certain concepts

and principles in Accounting such as debit and credit, depreciation of assets,

overhead absorption and allocation, the representations, instructional

strategies, and assessments are designed specifically for that content and are,

therefore, topic-specific. However, the knowledge required to teach these

concepts relies on more than knowledge of content and topic-specific

representations, instructional strategies, and assessments. Teachers must also

understand students as learners and be aware of students’ misconceptions and

potential learning difficulties associated with content (Bucat, 2005; Kind,
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2009a). Shulman describes this specialised type of teacher knowledge that

enables them to perform these tasks as Pedagogical Content Knowledge (PCK).

Shulman (1987), however, grouped the knowledge base of teachers into

seven categories. They are:

1. General pedagogical knowledge, with special reference to those broad

principles and strategies of classroom management and organization that

appear to transcend subject matter;

2. Knowledge of learners and their characteristics;

3. Knowledge of educational contexts, ranging from workings of the group

or classroom, the governance and financing of school districts, to the

character of communities and cultures;

4. Knowledge of educational ends, purposes, and values, and their

philosophical and historical grounds;

5. Content knowledge;

6. Curriculum knowledge, with particular grasp of the materials and

programmes that serve as “tools of the trade” for teachers;

7. Pedagogical content knowledge, that special amalgam of content and

pedagogy that is uniquely the province of teachers, their own special

form of professional understanding (p. 8).

Shulman (1987), however, indicated that these categories were intended

to highlight the important role of content knowledge and to situate content

based knowledge in the larger landscape of professional knowledge for

teaching. From the categories given by Shulman, it can be concluded that the

first four categories addressed general dimensions of teacher knowledge. At the

same time, however, Shulman made clear that these general categories are
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crucial and that an emphasis placed on content dimensions of teacher knowledge

is not intended to minimize the importance of pedagogical understanding and

skill.

Based on this, Shulman (1986) argued that “mere content knowledge is

likely to be as useless pedagogically as content-free skill” (p. 8). The last three

categories define content-specific dimensions and together comprise what

Shulman referred to as the missing paradigm in research on teaching-“a blind

spot with respect to content that characterizes most research on teaching, and as

a consequence, most of our state-level programmes of teacher evaluation and

teacher certification” (1986, pp. 7-8).

The most influential of the three content-related categories is the new

concept of Pedagogical Content Knowledge (PCK). The introduction of this

concept or the term PCK has come to expand and improve knowledge on

teaching and teacher preparation of which the Accounting teacher’s knowledge,

his/her preparation as an Accounting teacher is no exception. In the view of

Shulman (1986), we must ignore questions dealing with the content of the

lessons taught. His argument was based on the fact that developing general

insufficient for preparing content teachers as was

education that stressed only content knowledge. In his view, the key to

distinguishing the knowledge base of teaching rested at the intersection of

content and pedagogy.

knowledge, Morine-Dershimer and Kent (1999) contended that knowledge of

educational outcomes is “inseparable from knowledge of evaluation and

assessment procedures” (p. 21). They included the component of “assessment
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procedures, evaluation of outcomes” (p. 22) into Shulman’s (1987) teacher

knowledge category of educational outcomes. They also considered Shulman’s

consisting of two

subcategories: “Knowledge of Specific Contexts” and “Knowledge of General

Educational Context” (p. 22).

Definition of pedagogical content knowledge

From the various researches and literatures, different perspectives about

what constitutes teachers’ knowledge domains have led to different definitions

for Pedagogical Content Knowledge (PCK) and various descriptions of its

nature. Van Driel, Verloop, and de Vos (1998) point out that PCK is a concept

that has no universal definition as many scholars have elaborated and refined

Shulman’s initial idea. This therefore explains the reasons why many scholars

such as Shulman (1987), Koballa, Graber, Coleman and Kemp, (1999), Morine-

Dershimer and Kent (1999), Magnusson, Krajcik and Borko (1999), Marks

(1991), and others have defined PCK in their own perspective which was

influenced by how they perceive teacher knowledge to be. The debate about

what constitutes knowledge domain is still ongoing by many scholars.

Researchers have modified Shulman’s original proposals in different

ways. Shulman (1986; 1987) who was the first to introduce that concept of

Pedagogical Content Knowledge (PCK) defined it as “the most useful form of

content representation, the most powerful analogies, illustrations, examples,

explanations and demonstration - in a word, the ways of representing and

formulating the subject to make it comprehensible to others...”(p. 9). Shulman

went on to state that PCK includes a teacher’s understanding of what makes the

learning of specific topics easy or difficult; the conceptions and preconceptions
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that students of different ages and background bring with them to the learning

of those most frequently taught topics and lessons.

Shulman’s definition indicates that PCK is of special interest because it

identifies the distinct bodies of knowledge for teaching. Meaning, it represents

topics, problems or issues are organised, represented and adapted to the diverse

interest and abilities of learners and presented for instruction. His definition also

brings to light that PCK is also made of leaners, knowledge of educational

context and knowledge of instructional materials.

Carpenter, Fennema, Peterson and Carey (1988) defined PCK as the

knowledge of what students already know about a topic, what misconceptions

about the topic that they may have developed, how they move from the state of

little understanding to the state of mastery, how to assess students’

understanding, how to diagnose and eliminate misconceptions, and what

instructional strategies facilitate connections between what students are learning

and what they already know.

According to Grossman (1990), four knowledge domains for teachers

knowledge, pedagogical content knowledge, and knowledge of context.

Grossman (1990), however, went on further to indicate what is included in each

knowledge domain and how they are related to each other. She added that PCK

is composed of four central components. They are knowledge and beliefs about

the purposes for teaching a subject at different grade levels. She noted that

knowledge of students’ understanding, conceptions, and misconceptions of

particular topics in a subject is a component of PCK. Moreover, she stated that
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knowledge of curriculum materials available for teaching particular subject

matter and knowledge of instructional strategies and representations for

teaching particular topics are components of PCK.

Marks (1990) suggested three different derivations for defining PCK.

He suggested that, first, PCK is rooted in subject-matter knowledge. This is

because the transition from subject-matter knowledge to pedagogical content

knowledge is achieved through transforming a particular piece of content to

make it comprehensible for specific learners. Secondly, PCK is primarily

derived from general pedagogical knowledge, which pre-service teachers

acquire from courses where they learn about students’ learning processes and

teaching strategies. However, teachers have to apply those ideas to particular

content and particular students when they are teaching. Thirdly, Marks

suggested that pedagogical content knowledge is derived from the combination

of subject-matter knowledge and general pedagogical knowledge or from the

previous construction of pedagogical content knowledge. Teachers make

decisions about what learning activities and teaching strategies to use when

teaching a particular topic by depending on their previous experiences with

teaching that topic (Marks, 1990).

From the definition and the categorisation of PCK by these two scholars,

Grossman (1990) and Marks (1990), I suggest that Grossman (1990) attributes

the development of PCK in teachers to a number of factors which include

teaching/learning experiences. Marks (1990), on the other hand, takes a much
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development of PCK revolves around the interpretation of subject matter

knowledge and general pedagogical knowledge.

Fernandez-Balboa and Stiehl (1995) found similar evidence to Marks

among university lecturers, who seemed to roll SMK (Subject Matter

Knowledge) into their teaching practices when describing their work. The

researchers suggested PCK comprises knowledge about the subject matter;

knowledge about students; instructional strategies; the teaching context and

teaching purposes. Fernandez-Balboa and Stiehl (1995) contend that teachers’

effectiveness depends on The specific beliefs and knowledge that guide their

decisions and actions’ (p. 305), so context influences PCK. Koballa et al. (1999)

also support the inclusion of SMK within PCK. Koballa et al. (1999) add

general pedagogy, a factor they call ‘multi-dimensional knowledge’ (p. 278) to

their set of PCK components.

Cochran, DeRuiter, and King (1993, p. 266), however, renamed PCK as

of knowledge. They defined PCKg as “a teacher’s integrated understanding of

four components of pedagogy, subject matter content, student characteristics

and the environmental context of learning” (p. 266).

Grouws and Schultz (1996) defined PCK as the knowledge base

including, but not limited to, useful representations and analogies, clarifying

examples and counterexamples, and connections among ideas. They noted that

PCK is “content knowledge that is useful for teaching” (p. 444). From the

perspective of Grouws and Schultz (1996), it can be said that pedagogical

content knowledge is a subset of content knowledge. This is because it has

77

“Pedagogical Content Knowing (PCKg)” by emphasizing the dynamic nature

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



particular utility for planning and conducting lessons that facilitate students’

learning in the classroom.

The National Science Education Standards (National Research Council,

professional development for science teachers. In doing so, the National Science

Education Standards defined PCK as “special understandings and abilities that

integrate teachers’ knowledge of science content, curriculum, learning, teaching

and students’, allowing science teachers to Tailor learning situations to the

needs of individuals and groups” (National Research Council, 1996, p. 62). It is

clear that this knowledge for science teaching represents a class of knowledge

that is central to science teachers’ work, and would not typically be held by

scientists or by teachers who know little science subject matter.

Morine-Dershimer and Kent (1999), in defining PCK however, brought

about categories that contribute to it. They are of the view that knowledge of

educational ends and purpose is inseparable from knowledge of evaluation and

assessment procedures. They also added that curriculum knowledge is fed by

both content knowledge and knowledge of goals (assessment procedures) while

pedagogical knowledge is fed by both knowledge of learners; learning and

knowledge of goals and assessment procedures. Lastly, they indicated that only

the category of knowledge of general educational context is further delineated

to the sub-category of knowledge of specific contexts but each of the other

categories contributes to PCK. Generally speaking, pedagogical knowledge

includes how to organize and manage a classroom, how to develop instructional

models and strategies, and how to establish classroom communication and

discourse (Morine-Dershimer & Kent, 1999).
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Tamir (1988) considered the knowledge of assessment as another

component of PCK. By synthesizing the work of Tamir (1988) and Grossman

(1990), Magnusson et al. (1999) provided the following five components of

PCK for science teaching:

a) orientations toward science teaching;

b) knowledge and beliefs about science curriculum;

c) knowledge and beliefs about students’ understanding of specific science

topics;

d) knowledge and beliefs about assessment in science; and

e) knowledge and beliefs about instructional strategies for teaching science

(p. 97).

The concept of PCK is a unique domain of teacher knowledge which is critical

to understand what effective science teachers need to know (Magnusson et al.,

1999). Teachers need PCK in order to organise the content of their lessons, to

develop comprehensible representations of the topics they teach, to understand

the possible difficulties that their students may encounter in a specific topic

(Essay Review, 2001). Fernandez-Balboa and Stiehl (1995) also proposed two

subjects or content areas” (p. 294) and specific PCK,

instruction of a specific subject or content area” (p. 294).

Gess-Newsome (1999) stressed some of the areas that the construct of

PCK contributed as PCK revitalised the study of teacher knowledge, provided

a new analytical frame for organising and collecting data on teacher cognition,

highlighted the importance of subject matter knowledge and its transformation
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more integrated vision of teacher knowledge and classroom practice.

Based on the literature and the writings of some scholars, it can therefore

be asserted that PCK is a unique knowledge domain for teachers and refers to

teachers’ knowledge of how to organize and represent particular topics or issues

to facilitate students’ understanding and learning (Ball & Bass, 2000; Borko &

Putnam, 1996; Carpenter et al., 1988; Shulman, 1986, 1987). Therefore,

teachers especially Accounting teachers, are expected to know how Accounting

concepts, principles, assumptions and laws are developed and the connections

between them, teaching goals for different class levels, the needs of their

students, and appropriate teaching strategies for them.

Researcher’s position on PCK in teaching practices

My review of the literature on the definition of PCK revealed an

interaction between pedagogical content knowledge and other knowledge

domains. Hence, for the purpose of my study, I assumed that PCK includes

knowledge of subject-matter, knowledge of pedagogy

knowledge of learners, and knowledge of curriculum, instructional knowledge

and how the Accounting teacher delivers his/her lesson.

On that bases, I adapted Shulman’s (1986, 1987) ideas about PCK and

defined PCK as the ways of knowing how to represent a topic effectively to

promote students’ understanding and learning and being able to diagnose and

eliminate students’ misconceptions and difficulties about that topic. I also agree

with Magnusson et al. (1999), Gess-Newsome (1999) and Morine-Dershimer

and Kent (1999) that there is a reciprocal relationship between PCK and other

knowledge domains. I am of the view that knowledge of subject-matter,
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knowledge of pedagogy, knowledge of learners, and knowledge of curriculum

and knowledge about the instructional or delivery strategies are essential to

pedagogical content knowledge.

In relating my definition of PCK to the appropriateness of PCK adopted

by Accounting teachers teaching any given topic at the SHS, I assume

knowledge of pedagogy and methodology covers knowledge of planning and

organization of a lesson and teaching strategies especially in Accounting (Cost

and Financial Accounting). In this study, Accounting teachers who have strong

pedagogical knowledge are Accounting teachers who have rich repertoires of

teaching activities and are able to choose tasks, examples, representations, and

teaching strategies that are appropriate for their Accounting students when

teaching. In addition, they know how to facilitate classroom discourse and

manage time for classroom activities effectively.

My study also assumes knowledge of learners as knowing students’

common difficulties, errors, and misconceptions. It is believed that Accounting

teachers who possess a strong knowledge base in this domain know what

Accounting concepts are difficult for students to grasp, which concepts students

typically have misconceptions about, possible sources of students’ errors, and

how to eliminate those difficulties and misconceptions when teaching them.

Knowledge of curriculum in this study is also assumed to include

knowledge of learning goals for different class levels and knowledge of

instructional materials. Accounting teachers with strong knowledge in this area

know the state and standards for teaching. Accounting teachers identify for

different class levels and plan their teaching activities accordingly. They choose
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appropriate materials (e.g., textbooks, technology, and manipulative) to meet

the goals of the curriculum and use them effectively.

Finally, knowledge of subject-matter or content is assumed to include

knowledge of Accounting principles, assumptions and concepts and the

relationships among them. In this study, I define strong Accounting knowledge

and why the Accounting procedures work. Subject-matter knowledge or content

knowledge also influences teachers’ instruction and students’ learning (e.g. Ball

& Bass, 2000; Borko & Putnam, 1996; Ma, 1999; Thompson, 1992). Therefore,

subject-matter knowledge includes being able to relate a particular Accounting

concept, principle and assumption with others and explicitly explain or justify

understanding.

Classroom assessment

Learning institutions are established

(Omorogiuwa, 2012). There is, however, the need to determine whether or not

students have in fact learned what they have been taught, hence, the introduction

of assessment as an integral part of the school system. The works of many

researchers (such as Boud, Cohen, & Sampson, 1999; Fernandes, Flores, &

Lima, 2012; Laird & Garver, 2010; Struyven et al., 2005; Webber, 2012; Van

de Watering, Gijbels, Dochy, & Van der Rijt, 2008) have affirmed the

importance of assessment and its key influence

Assessment becomes a key element in determining the ways in which students

spend their time and what they see as important in learning. This may have

either positive or negative influence on their learning (Brown & Knight, 1994).
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on students’ learning.
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The word “assessment” has taken on a variety of meanings within higher

education (Palomba & Banta, 1999). The term can refer to the process faculty

use to grade student course assignments, to standardised testing imposed on

institutions as part of increased pressure for external accountability, or to any

activity designed to collect information on the success of a programme, course,

or university curriculum. Assessment is the systematic collection and analysis

of information to improve student learning.

According to the Quality Assurance Agency, UK (QAA, 2006),

assessment describes any process that appraises an individual’s knowledge,

understanding, abilities or skills, and is inextricably linked to a course or

programme’s intended learning outcomes. It also has a fundamental effect on

students’ learning where it serves a variety of purposes including evaluation,

feedback and motivation. Assessment also provides a performance indicator

for both students and staff.

To Hanna and Dettmer (2004), assessment is the process of gathering

data. More specifically, assessment is the ways instructors gather data about

their teaching and their students’ learning. Assessment measures if and how

students are learning and if the teaching methods are effectively relaying the

intended messages. Ebert II, Ebert, and Bentley (2011) also define assessment

Assessment can be used to effectively promote learning by providing feedback

to students on their performance and outcomes, and to staff on the effectiveness

of their teaching and learning approach (Brown, Bull, & Pendlebury, 1997;

Brown & Smith, 1999; Nicol & Macfarlane-Dick, 2004; Race, 1993; Vos,

2000). Rust, O’Donovan and Price (2005), however, added that it is not just
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motivation and a commitment to learning.

Hanna and Dettmer (2004) then suggested that the teacher should strive

to develop a range of assessment strategies that match all aspects of the

instructional plans. That is, instead of trying to differentiate between formative

and summative assessments, it may be more beneficial to begin planning

assessment strategies to match instructional goals and objectives at the

beginning of the semester or term and implement them throughout the entire

instructional experience.

There are, however, three types of assessment. They are diagnostic,

formative, and summative (Hanna & Dettmer, 2004). Although the three are

generally referred to simply as assessment, there are distinct differences

between the three.

Diagnostic assessment can help the teacher identify students’ current

knowledge of a subject, their skill sets and capabilities, and to clarify

misconceptions before teaching takes place. Knowing students’ strengths and

weaknesses would help the teacher better plan what to teach and how to teach.

Examples of diagnostics assessment may include Pre-tests (on content and

abilities), Self-assessments (identifying skills and competencies), Discussion

board responses (on content-specific prompts) and Interviews (brief, private,

10-minute interview of each student).

Formative assessment, also known as assessment for learning (Harlen,

2005), provides feedback and information during the instructional process,

while learning is taking place or while learning is occurring. Formative

assessment measures students’ progress but it can also assess one’s own
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progress as an instructor or a teacher. Baroudi (2007) indicated that formative

assessment consisted of activities used by the teacher to determine students’

levels of knowledge and understanding, for the purpose of providing the

students with feedback and planning future instructions. The feedback and

future instructions may be concerned with remediation or the provision of

further learning opportunities (Carless 2006; Carless, Salter, Yang, & Lam.

2011; Nicol & Macfarlane- Dick, 2006). In the works of Wiliam (2010), he

identified questioning, feedback, sharing criteria with learners, and student

peer- and self-assessment as components of formative assessment. Wiliam

(2010) further indicated that formative assessment should be for uncovering

misconceptions, thereby enhancing better understanding.

In the works of Sullivan and Clarke (1991), formative assessment should

cater for students’ mixed abilities. In supporting, Wiliam (2010) emphasise that

questions asked in formative assessment should be for the purpose of planning.

Sullivan and Lilburn (2004) also added that good formative assessment

questions should display these features: require more than remembering a fact

or reproducing a skill; students can learn by answering the questions; teachers

learn about students from the responses to the questions, and there may be

several answers for future instructions. Dweck (2000) concludes that positive

feedback is a crucial aspect of formative assessment. According to Omorogiuwa

(2012), care should be taken to limit feedback to the task being performed, and

referring to the learner’s own traits should be avoided. Baroudi (2007) says that

the formative assessment process should not end with feedback, but that such

feedback should form the basis for further instruction to enhance learning. Black
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and Harrison (2001) declare that formative assessment is a way into more

fundamental changes in teaching and learning.

In the teaching of Accounting for example, when implementing a new

activity in class, the Accounting teacher can, through observation and/or

surveying the students, determine whether or not the activity should be used

again or modified. In using formative assessment in the teaching of Accounting,

the primary focus of the Accounting teacher will be to identify areas that may

need improvement whiles he/she is teaching. These assessments typically are

not graded but act as a gauge to Accounting students’ learning progress and to

determine teaching effectiveness (implementing appropriate methods and

activities). For example, the Accounting teacher may use observations during

in-class activities - of students; non-verbal feedback during lecture; homework

exercises as review for exams and class discussions; reflection journals that are

reviewed periodically during the semester; question and answer sessions, both

theconferences betweenformal-planned and informal-spontaneous;

Accounting teacher and student at various points in the term; in-class activities

where Accounting students informally present their results; student feedback

collected by periodically answering specific question about the instruction and

their self-evaluation of performance and progress.

Summative assessment, also known as an assessment of learning

(Harlen, 2005), takes place after the learning has been completed. This provides

information and feedback that sums up the teaching and learning process.

Typically, no more formal learning is taking place at this stage, other than

incidental learning which might take place through the completion of projects

and assignments.
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According to Harlen (2005), the summative uses of assessment can be

grouped into ‘internal’ and ‘external’ to the school community. Internal uses

include using regular grading for recordkeeping, informing decisions about

courses to follow where there are options within the school, and reporting to

parents and to the students themselves. Teachers’ judgements, often informed

by teacher-made tests or examinations,

External uses include a certification by examination bodies or for vocational

qualifications, selection for employment or for further or higher education,

monitoring the school’s performance and school accountability, often based on

the results of externally created tests or examinations.

In the view of Harlen (2005), some of these uses, as just mentioned, are

not ones for which assessment information alone ought to be used. It is when

information about students’ achievement is used for decisions that are

important, not just for the individual student but also to the teachers and school,

that the results acquire ‘high stakes’ (Harlen, 2005). According to Harlen

(2005), these put pressure on teachers, which impacts not only on the learning

experiences of students but also on the nature of the assessment itself.

assessments typically are given to Accounting students at the end of a set point

or at the end of the semester or term to assess what has been learned and how

well it was learned (Black & Wiliam, 1998; Linn, 2000; Stiggins, 1999). Grades

student has an acceptable level of knowledge gain - is the student able to

effectively progress to the next part of the class, next course in the curriculum

and next level of academic standing?
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are commonly used in these ways.

In the case of Accounting education, High-stakes summative
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It is important for Accounting teachers to note the impact of summative

assessment on students’ motivation for learning. This impact can be both direct

and indirect (Harlen, Crick, Black, Broadfoot, Daugherty, Gardner, & Wiliam,

2003; Harlen, 2005). A direct impact can be through inducing test anxiety and

the effect of low scores

learners; an indirect impact can be through the effect on their teachers and the

curriculum. Harlen (2005) also added that any negative impact on motivation

for learning is clearly highly undesirable, particularly at a time when the

importance of learning to learn and lifelong learning is widely embraced.

Summative assessment is more product-oriented and assesses the final

product, whereas formative assessment focuses on the process of completing

the product. Once the project is completed, no further revisions can be made. If,

however, students are allowed to make revisions, the assessment becomes

formative, where students can take advantage of the opportunity to improve.

Examples of summative assessment may include: Examinations (major, high-

stakes exams), Final examination (a truly summative assessment), Term papers

(drafts submitted throughout the semester would be a formative assessment),

Projects (project phases submitted at various completion points could be

assessed formative terms), Portfolios (could also be assessed during its

development as a formative assessment), Performances, Student evaluation of

the course (teaching effectiveness), and Instructor self-evaluation.

Classroom Assessment Techniques (CATs)

Classroom assessment is a method of inquiry into the effects of teaching

on learning. It involves the use of techniques and instruments designed to give

instructors ongoing feedback about the effect their teaching is having on the
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level and quality of student learning; this feedback then informs their

subsequent instructional decisions (Haworth & Conrad, 1996). Ebert II et al.

(2011) see classroom assessment as part of an effective educational strategy

because it comes at the beginning (finding out what your students already know)

and at the end of instruction (determining what has been learned as a result of

the learning experience).

Classroom assessment is a formative rather than a summative approach

to assessment (Brookhart, 1999). Its purpose is to improve the quality of student

learning, not to provide evidence for evaluating or grading students. It provides

faculty with feedback about their effectiveness as teachers, and it gives students

a measure of their progress as learners. The aim of classroom assessments is to

provide faculty with information on what, how much, and how well students are

learning. Such assessments are created, administered, and analysed by teachers

themselves (Palomba & Banta, 1999). In this regard, classroom assessment

encourages instructors to become monitors of their own performance and

promotes reflective practice. In addition, its use can prompt discussion among

colleagues about their effectiveness, and lead to new and better techniques for

eliciting constructive feedback from students on teaching and learning (Angelo

& Cross, 1993).

Scott and Weishaar (2008) were of the view that effective Classroom

Assessment Techniques (CATs) are closely tied to instruction, occur early and

frequently, result in an adjustment of instruction, and demonstrate to the

instructor the current level of students’ performance or what students learned as

a result of teaching. There are so many advantages that accumulate on the use

of CATs. Few of these advantages are listed below.
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1. They are formative in nature. Unlike final exams or major term papers,

Classroom Assessment Techniques (CATs) provide faculty with

feedback on student learning while the teaching/learning relationship is

still intact so that faculty can intervene during the semester (as opposed

to the next semester) to help students learn more completely.

2. They are speedy. They often consume just a few minutes of classroom

time to administer and can be read easily and quickly by faculty.

3. They are flexible. They can be tailored to the unique and specific

concerns of the instructor or the teacher. They can be anonymous for

students (although they need not be). The aim of classroom assessment

is not necessarily to grade individual student’s work or to provide

individual students with feedback on their performance rather, the aim

is to provide the instructor or the teacher with feedback on students’

learning. Anonymity may prove useful in freeing students to express not

only what they do understand but also what they do not understand.

Notwithstanding these advantages of classroom assessment techniques,

they are also of benefits to the faculty. That is, classroom assessment helps

faculty to focus on students’ learning. CATs are often used to provide feedback

to instructors on the effectiveness of their teaching, and at the same time “allows

the student feedback on his or her own learning of the specific content”

(Steadman & Svinicki, 1998). This can be achieved by determining what

students have learned and what is unclear. Instructors can guide the class more

effectively to meet the learning needs of that group. This may mean reviewing

some areas or spending less time in other areas. Unlike student evaluation

surveys (summative evaluation) which are typically given at the end of the
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semester or term, classroom assessment provides an on-going formative

evaluation. The instructor can find out what can be changed immediately to help

students to learn.

On the part of the students, Angelo and Cross (1993) gave the benefits

of using classroom assessment to students. They were of the view that students

may be hesitant to ask questions during class. Classroom assessments give

students opportunities to provide anonymous feedback to their instructor about

their learning (Soetaert, 1998). Students often discover as the instructor or the

teacher reviews the feedback, that others in the class had similar questions

(theirs was not a “dumb question” after all).

Angelo and Cross (1993) added that classroom assessment activities can

themselves be positive learning activities for students. That is, they can be

developed both to promote (and not just measure) writing skills or critical

thinking skills, and to increase students’ motivation to take themselves and their

learning more seriously. In addition, students may become more involved in

their learning when they find that others in the class learned some interesting

things that they had not picked up from the class session (Shavelson, 2007).

Through greater involvement, students are likely to become more self-directed

learners and may be more motivated to successfully complete the class.

One limitation that may be associated with classroom assessment is that

as with student ratings, the act of soliciting frank, in-the-moment feedback may

elicit critical comments on the instructor/teacher and his/her approach to

teaching (Angelo & Cross, 1993). However, it is important to balance the

positive and negative comments and try to link negative commentary to issues
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of students’ learning. New users of classroom assessment techniques might find

it helpful to discuss the critical comments with an experienced colleague.

Selection of Classroom Assessment Techniques (CATs)

It is worth mentioning that one important distinction in assessment

methods is between techniques that directly determine whether students

have mastered the content of their academic programmes and those that ask

students to reflect on their learning (Palomba & Banta, 1999). Before an

Accounting teacher selects a CAT, the teacher should, however, ask him-

/her-self which knowledge base that he/she is assessing. According to

Angelo and Cross (1993), there are four techniques available that one can

select based on the knowledge base the teacher is assessing.

1. Assessing Prior Knowledge, Recall, Understanding,

2. Assessing Skill in Synthesis and Creative Thinking,

3. Assessing Skill in Application and Performance,

4. Assessing Skill in Analysis and Critical Thinking.

However, Angelo and Cross (1993) suggest that new users of Classroom

Assessment Techniques (CATs) will be most successful if:

1. They use only those techniques that appeal to their intuition and

professional judgment;

2. They start with techniques that are quick and easy to use in a classroom

setting in which the faculty member and the students are comfortable;

3. They have previously tried it on themselves;

4. They allow more time to complete the task the first time that might seem

necessary; and,
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faculty, have learned from students’ feedback and how that information

can be used to improve students’ learning.

It is important for the Accounting teacher to note that the assessment techniques

are chosen depend

assessing.

Classroom management

success, rather than on failings and

learning environment needs to be

created in which all students feel safe and understood and can reach their

potential (Evertson & Weinstein, 2006a; Martin, 2004). It has been

demonstrated that quality of instruction is fundamental to students’ learning.

For instance, Wang et al. (1993) showed that classroom management and

classroom interactions had effects similar in size to students’ cognitive

competencies and their home environment.

According to Creemers and Rezigt (1996), the classroom environment

is the setting in which students’ learning takes place. It concerns the classroom’s

physical environment, the social system, the atmosphere, and norms and values.

Studies conducted in different regions of the world have shown that classroom

climate is one of the most important predictors of students’ achievement (e.g.

Brophy & Good, 1986; Muijs & Reynolds, 1999; Wang, Haertel, & Walberg,

1997; Westling, 2010). Therefore, it behoves on teachers to manage it very well.

Evertson and Weinstein (2006b) also describe classroom management

as the actions teachers take to create an environment that supports and facilitates

both academic and social-emotional learning. In the views of Little and Akin-
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Little (2008), classroom management is defined to include both maintaining

control over students through the use of discipline and promoting positive

environments that foster academic learning and appropriate behaviour.

Effective teachers have learned and experienced that behaviour

problems are relatively rare in classrooms where students are actively involved

and interested, and in which they are appreciated for who they are, where they

able to contribute (Little & Akin-Little, 2008;

Westling, 2010). Effective teachers have also learned that they need to know

their students’ background to be able to understand non-academic factors that

may impact their behaviour, participation and learning. Effective teachers and

classroom managers address the needs of children both in terms of what they

teach and how they teach. Though teaching is generally a group activity,

learning is very individual (Little & Akin-Little, 2008; Muijs & Reynolds, 1999;

Wang et al., 1997; Westling, 2010). Effective teachers are sensitive to these

differences and take actions to accommodate these so that, ideally, each child is

provided with an optimal learning experience.

Researchers generally describe “classroom management” as the full

range of teacher’s efforts to oversee classroom activities, including learning,

social interaction, and student behaviour (Burden, 1995; Good & Brophy,

2006). Brophy (1986) defines classroom management as a teacher’s efforts to

establish and maintain the classroom as an effective environment for teaching

and learning. Doyle (2006) adds that classroom management revolves around

teachers’ and students’ attitudes and actions that influence students’ behaviours

in the classroom.
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In the case of Savage and Savage (2009), they viewed classroom

management as two level of management: that is, the prevention of problems

problems more because of previous research which indicates that one of the key

variables in successful classrooms is an emphasis on preventative, rather than

reactive, management techniques (Emmer & Stough, 2001).

Regardless of differences in the definition, the value of classroom

management knowledge for teachers has been consistently supported by

research literature (Brophy & Evertson, 1976; Shinn, Walker, & Stoner, 2002;

Wang et al., 1993) and classroom management strategies have been referred to

(2006) view classroom management as not a gift bestowed upon some teachers.

To him even though it is true that some teachers adapt to classroom management

techniques easily, classroom management is a skill that can be gained through

training and many years of experience in the field of teaching (Bosch, 2006).

To Qakmak (2008), one of the keys to success in teaching is the teacher’s ability

to manage the classroom and to organise instruction.

Although teachers, administrators, and students use the term classroom

management frequently, it is not synonymous with discipline. This is explained

in the argument that Salvia and Ysseldyke (1998) made that classroom

management is not simply discipline as one may think at first glance. They are

of the view that classroom management refers to a collection of organizational

goals centred on using time wisely to maximize learning and on maintaining a

safe classroom environment that is conducive to students’ learning. In

supporting this argument, Kellough and Kellough (1996) defined effective
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classroom management as the process of organizing and conducting a classroom

so that it maximises students’ learning.

In line with the argument made by Salvia and Ysseldyke (1998); and

Kellough and Kellough (1996), I will add that classroom management is a

comprehensive term for

teaching and learning in the classroom. To Emmer and Stough (2001), a general

consensus regarding the speci fic facets of the construct has not yet been reached

regarding the definition of classroom management. However, there are some

facets and construct that one can look at when defining classroom management

or assessing an effective classroom management. Classroom management

usually includes actions taken by teachers to establish order, engage students,

and/or elicit their cooperation (Emmer & Stough, 2001). Emmer, Everston and

Anderson (1980) asserted that effective classroom management consisted of

teacher behaviours that produced high levels of student’s involvement in

classroom activities, minimal amounts of students’ behaviour that interfered

with teachers or other students’ work, and efficient use of instructional time.

Research on well-managed schools indicated that a student-centred

environment, incorporating teacher and student problem-solving activities, as

well as activities that promote student self-esteem, responsibility, and

belongingness, can be more effective in reducing problems (Short, 1988). In

fact, well-managed classroom teachers share power widely with students rather

than rely on power and enforcing a model of classroom control. Using this

system, students learn to self-manage their task and behaviours under the

guidance of their teachers.
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Overall, the basic premise of classroom management is an effective

control of all classroom dynamics to forge

environment (Dougherty, 2002). Geiger (2000) believes that only half of the
!

class time is allocated to teaching and learning activities and the other is spent

on classroom management. Aliakbari and Bozorgmanesh (2015) are of the view

that when teachers appropriately manage the environment, there is little chaos,

disorder, and negative behaviour in the class. Needless to say, in unorganized

environments, effective teaching and learning processes would not happen

(Aliakbari & Bozorgmanesh, 2015).

This study adopted the definition of classroom management given by

Martin, Yin and Baldwin (1998). The researchers conceptualized a framework

to categorize classroom management dimensions into classroom management

styles. They categorised classroom management into three main dimensions.

They are instructional management, people

behaviour or discipline management. In this study, classroom management is

operationalized as behavioural tendencies that Accounting teachers utilise to

conduct daily instructional activities. These tendencies reflect the Accounting

teacher’s discipline, communication, and instructional styles, as well as the

classroom spatial management. All of these manifest in the teacher’s

preferences and efforts to attain desirable educational goals and the objectives

set for the day’s lesson.

As it is clear from definitions and explanations, classroom management

includes activities to largely organize classroom activity in an efficient way and

remove obstacles to learning. That is, classroom management is the action of

creating a positive learning environment in the classroom. Teachers need to
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display efficient classroom management behaviours in order to create a positive

learning environment. To this end, Accounting teachers must believe that they

have sufficient content knowledge, professional knowledge and related

competencies, as most of the pre-service teachers and new teachers have certain

troubles in classroom management (Walters & Frei, 2007).

According to Martin et al. (1998), instructional management dimensions

include monitoring seatwork, structuring daily routines, monitoring students’

independent work, and allocating materials. According to the researchers, the

methods used to manage these tasks could contribute to classroom climate and

teacher management styles (Martin et al., 1998). They are of the view that well-

sustained pace help to prevent off-task behaviours. The manner in which tasks

management style (Kounin 1970; McNeely & Mertz 1990; Weinstein &

Mignano, 1993; Burden, 1995).

In the second dimension, that is, people or person’s management, it is

related to teachers’ perceptions of students as people and what teachers do to

develop the student-teacher relationship. Academic achievement and productive

classroom behaviour have been influenced by the quality of the teacher-student

relationship (Burden, 1995; Martin et al., 1998). As Weinstein (1996) explains,

and what they are like,... when they laugh with their students,... and when they

are both a friend and a responsible adult” (p. 76).

The third dimension, which is behaviour management, is similar to but

different from discipline in that, it focuses on pre-planned means of preventing
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planned lessons that provide for a smooth flow of instruction delivered at a

teachers are good when they take the time to learn who their students are
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misbehaviour rather than the teacher’s reaction to it. This aspect of classroom

management includes; setting rules, establishing a reward structure, and

providing opportunities for student input (Martin et al., 1998; Martin & Sass,

2010). Emmer et al.’s (1980) classic study documented that one of the primary

differences between effective and ineffective classroom managers is the manner

in which they formulate and implement classroom rules. As Weinstein and

Mignano (1993, p. 88) explained, “... classroom order is like a conversation. It

effective reward structure and encouraging student input can be useful tools in

the prevention of misbehaviour and the maintenance of order in the classroom

environment.

Another aspect of classroom management strategy is how teachers deal

with large classes. It seems likely that bigger classes will decrease the amount

of time that can be spent on instruction and dealing with an individual child

(Achilles, 1996; Blatchford, Moriarty, Edmonds, & Martin, 2002; Briihwiler &

Blatchford, 2011). Finn, Pannozzo and Achilles (2003) argue that the effects of

class size on pupils’ classroom engagement are more important than those on

teaching. Class size is positioned as one such ‘context’ factor in Dunkin and

Biddle’s (1974) early seminal model of effects

roots of this view can also be found in Bronfenbrenner (1979) and ecological

psychology. Blatchford (2003) indicated that class size effects are multiple

rather than singular. There are likely to be other kinds of classroom processes

which are affected by class size, though many of these dimensions are likely to

be far harder to measure. Blatchford identified a number of these factors, for
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example, greater knowledge of students and more ‘in-depth’ treatment of

content in smaller classes.

individualized teaching and can be used as part of more differentiation of the

curriculum. Researchers have shown that teachers do not always adapt their

teaching to take advantage of small classes (e.g. Evertson & Randolph, 1989;

Graue, Rauscher, & Sherfinski, 2009). In the CSPAR case studies, it was found

that some teachers in small classes still relied a good deal on whole class

teaching with very brief interactions with individuals, and did not take

advantage of the possibilities of increased individualization.

Models of classroom management

According to Malmgren, Tezek, and Paul (2005), the major tenets of three well-

established models of classroom management are Assertive Discipline, Logical

Consequences, and Teacher Effectiveness Training.

Assertive discipline

The Assertive Discipline classroom management model was initially

developed by Lee Canter in the 1970s and then expanded based on Marlene

Canter’s work with children with behavioural problems (Canter, 1992).

Assertive discipline emphasizes punishing unacceptable behaviours and

acceptable to teachers.

Discipline must be based on a foundation of mutual trust and positive

relationships with students and earn their respect. The main focus of Canter’s

model is on assertively insisting on proper behaviour from students, with well-

organised procedures for following through when they do not.
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The model provides a very strong system of corrective discipline. This

corrective discipline includes tracking misbehaviour. If students are not

threatened by established punishment, there is, therefore, the need to increase

the severity of the punishment. Teachers must use both the monitoring system

that students understand the seriousness of the

situation. Teachers are advised to employ the broken record technique - just

repeat your demand. Use eye contact and touch along with this technique. At

stop and tell the student what the negative

consequences will be.

Assertive discipline focuses on punishment and positive consequences.

The key to effect punishment is not the severity but the consistency. Students

need to know that disruptive behaviour results in negative consequences every

time. As a teacher, you also need to show a positive response to good behaviour.

Assertive discipline is a preventative method only in so far as students

try to achieve rewards or avoid punishments. Teachers use this approach to

generally observe whether a student’s behaviour is good or bad and then supply

rewards or punishments as appropriate. The establishment of firm rules gives

assertive discipline a somewhat preventive orientation.

For school-wide discipline to work properly, steps must be followed.

First, rules must be created. The rules must define what is appropriate in all

consequences must be implemented for violating school rules. Teachers must

follow through with the consequences in their individual classrooms.
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and assertive language so

three repetitions, you can

“Catch them being a good philosophy.”
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Logical consequences

According to Malmgren et al. (2005), the second popular model of

classroom management is the one articulated by Rudolf Dreikurs. This model

of classroom management is based

are an outgrowth of their unmet needs. Thus, one of the underlying assumptions

of this model is that all learners desire and need social recognition (Malmgren

et al., 2005). According to Dreikurs, Grunwald and Pepper (1982), when

learners’ needs for social recognition are not fulfilled, learners tend to adapt the

following four mistaken goals without being aware of them, namely: to gain

undue attention, to seek power, to seek revenge or to get even and to display

inadequacy.

The corrective discipline that is associated with this model is that:

teachers attempt to ascertain students’ motives; students are helped to

understand their motives; students are helped to exchange their mistaken goals

for useful ones; students are encouraged to become committed to their new goal

orientation; students

discussions regarding class rules and problems are held.

In order to also prevent any of such behaviours from occurring,

Malmgren et al. (2005) advised teachers to ensure that everyone’s needs for

attention and acceptance are met; avoid reinforcing or provoking misbehaviour;

develop a trusting relationship between you and your students; find value in

each of your students; be flexible enough to maintain a positive attitude about

every student; engage students in planning logical consequences and also allow

students to work at their own pace, be spontaneous, be enthusiastic, explore

personal interests, and accept responsibility for themselves.
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Teacher effectiveness training (TET)

According to Malmgren et al. (2005), Teacher Effectiveness Training

(TET) is a third well-established model of classroom management. Similar to

the Logical Consequences model, Teacher Effectiveness Training evolved from

the field of psychology. The author of the model, Thomas Gordon,

conceptualizes effective management of a classroom as facilitating the shift of

management responsibilities from teacher to students (Malmgren et al., 2005).

Gordon maintains that these control-type strategies do not actually influence

learners but only coerce or compel them. He believes that such strategies more

often than not create new problems that range from rebellion to withdrawal and

that praise and reward do little to change behaviour for the better (Charles,

2002). He, therefore, urges educators to strive for cooperation with learners,

while avoiding power punishment, praise and reward.

Gordon (as cited in Charles, 2002) maintains that non-controlling

strategies of behaviour change are available for educators in order to influence

learners to behave properly. He asserts that it is counterproductive for educators

to use authoritative power or reward and punishment to control learners. The

only effective discipline as far as this model is concerned is self-control that

occurs internally and Gordon urges educators to renounce external control by

reward and punishment (Malmgren et al., 2005). Teachers need to assist learners

and to teach them how to attain self-control. In order to teach learners to control

their behaviour and to become self-reliant in making positive decisions,

educators must give up their controlling powers over learners. Gordon thus

believes that this occurs best in the classroom when learners are able to use their

inner sense of self- control. Teacher Effectiveness Training advocates a number
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designed to help the student identify the problem, take

ownership of the problem and find ways to resolve the problem. The

preventative discipline that is associated by this disciple is conducting open-

ended discussions in the classroom to address students’ concerns and

preventative I-Messages.

It is important to note that attempting to control students’ behaviour

through rewards and punishment is unlikely to succeed in this model.

Punishment promotes aggression and violence. To be successful, teachers need

to avoid controlling and directing their students’ behaviour. Teachers need to

foster self-regulation along with positive student-teacher relationships.

From the above points raised, it can be deduced that where the Assertive

Discipline model of classroom management emphasizes the importance of

teacher imposed structure in the classroom, the Dreikurs model (logical

consequences) emphasizes the importance of assisting students in meeting their

innate need to gain recognition and acceptance. Even when a teacher strives to

establish a classroom where all students feel recognized and accepted, it is likely

that some misbehaviour will occur. In such cases, Dreikurs and Grey (as cited

in Malmgren et al., 2005) advocate for the application of logical consequences

which are consequences that have a clear and logical connection to the

misbehaviour.

According to Malmgren et al. (2005), the models of classroom

management described here are just a few of the many documented approaches

that the Accounting teacher can adopt or adapt for their own use. The authors

added that the models detailed above represent three points along a continuum

in terms of the amount of Accounting teacher versus Accounting student control
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advocated. They added that the Canters emphasized the role of the Accounting

teacher; Dreikurs also underscores the importance of meeting Accounting

students’ need for acceptance while also emphasising the role of consequences

in shaping behaviour; Gordon highlighted the importance of giving control of

classroom behaviour over to the Accounting students. Malmgren et al. (2005),

however, indicated that other theorists and researchers have advanced

competing models that fall in various places along this continuum.

In concluding, Malmgren et al. (2005) were of the view that a teacher’s

the articulation of an overall teaching philosophy. One way to combat

difficulties with classroom management is to have a framework in place that

allows the teacher to address behavioural problems in intentional ways. They

also believe it is a common misconception that many classroom management

models do not apply to or work well in secondary classroom settings.

Teaching Cost and Financial Accounting

An institution or organisation no matter how small or big, whether

profit-making, a charitable or even a home deals with money and therefore,

finds Accounting most useful. Accounting is therefore seen as a pre-requisite

for sound management of the business and non-profit orientated organisations

(Shi, 2008). The lack of Accounting efficiency has led to irregularities in the

financial administration of both public and private institutions in Ghana and in

other parts of the world. According to Xiaona, Rui, Jiuzhi, and Yin (2011),

Accounting is a discipline of a close combination of theory and practice, but

also a theoretical system which is needed to reform and improve with the

development of social economy. Practicing teaching of Accounting is not just a
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articulation of a philosophy of classroom management is just as important as
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promoting a theoretical system of Accounting (Xiaona et al., 2011).

The improvement in accountancy education, besides moral training, has

in a significant way improved the efficient operations of the economic sector of

the country’s development in recent years. According to Yusuf (2006),

Vocational Subjects. It is the most popular subject that students read among the

vocational elective subjects (Yusuf, 2006). This is because there have been rapid

increases in the number of institutions as well as the general expansion in

business activities in Ghana and other parts of the world. Hence, demand for

Accounting personnel has increased at all levels. This has made accountancy

education assume a high priority in the human resource development

programme of the country.

Another rationale for the teaching and learning of Accounting is that

accountancy education leads to improvement in students’ numeracy skills and

further provides them with background skills for future business studies (MoE,

2010). In addition to this rationale, accountancy offers ready employment to

students who do well on the subject. Thus, offering them lifelong enriching

careers such as an accountant, auditor, banker, financial analyst, tax consultant,

cost accountant, management consultant among others.

The inclusion of Cost Accounting as a discipline in the business
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simple complement and extend to its theory, but also play an active role in

organizations (MoE, 2010). The syllabus emphasizes basic principles, costing 

methods for cost and pricing purposes, costing techniques which are used to

programme equips students with the basics of cost awareness and cost reduction 

to ensure the creation and cautious use of resources in small and large scale

Accounting is part of the Business Studies Curriculum in the group of
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organization. There are other topics that could be applied to cost determination

and pricing of products. These principles

depth knowledge and skill required for determining, analysing and reporting

Notwithstanding this philosophy, it also realises and maintains the tenets of

morals and values associated with the business programme as a whole.

The general aim for the introduction, teaching and learning of Financial

Accounting in the SHS curriculum in Ghana is to assist students/learners to:

1. appreciate the roles and functions of Accounting;

2. acquire the knowledge of basic Accounting principles and their

application in modern business using manual, mechanical and

computerized systems of financial reporting;

acquire skills for using Accounting as a tool for planning, organizing,3.

controlling and financial decision-making processes;

4. prepare themselves for initial entry into Accounting careers and develop

a sound foundation for further study of Accountancy at tertiary levels of

education;

5. acquire skills for analysing and interpreting financial reports /statements

for the purpose of making useful management decisions;

develop moral and ethical values essential for accountability in financial6.

matters of both private and public sector organizations;

7. develop an appreciation for neatness, orderliness, thoroughness and

accuracy in financial record keeping; and
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are however geared towards an in

cost information in small-scale businesses and other organizations.

control and make informed decisions to bear on cost units and cost centres in an
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8. acquire positive attitudes required of patriotic citizens in matters such as

regular payment of tax, customs obligations due to individual

organizations and to the state, and avoidance of embezzlement of public

funds (MoE, 2010).

for its introduction in the

Ghanaian curriculum in the SHSs. They are to help students:

1. use the concepts of cost in costing and pricing of products and activities;

2. appreciate the need to apply Cost Accounting principles in everyday life;

3. adopt moral ethics and values in costing and pricing products in all

spheres of life;

4. acquire skills and abilities to aid planning, analysis, production,

marketing, and finance, in various areas in business and personal life;

5. use costing as a means of control and decision making in business and

other spheres of life; and

6. encourage students to take higher tasks and assignments in Cost

Accounting in the tertiary institutions particularly during the first year

of study of the subject (MoE, 2010).

The aim of both Cost and Financial Accounting are geared towards

equipping the students with the basic skills to be applied to modem business

activities. However, it is prudent to ask how these aims can be achieved. Both

the students and the teachers need to be equipped with some basic skills and

of mathematics, business communication and written instruction. A student

learning Accounting must understand the business terms accountants use, the

mathematics involved in maintaining financial records, the critical thinking
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In addition, Cost Accounting also has these aims

knowledge. The teaching of Accounting to SHS students is a delicate balance
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creating a lucid financial report.

Based on this, countless factors influence the choice of teachers’

teaching methods to adapt in the classroom. This brings to bear the teaching

practices that Accounting teachers adapt. These factors may include cost,

subject area preparation, time and knowledge of the method, the risk of non-

acceptance, students’ feedback and incentives from school administration, and

characteristics of the group or others the teacher is working with. The choice

and utilisation of the teaching methods that an Accounting teacher adapts are

different for each environment due to specific characteristics such as culture and

historical background of the learners he /she is teaching and the teaching and

learning resources available.

Goleman (2004) indicated that apart from Accounting teachers helping

students to fulfil the aims of the Accounting education, in addition to the

technical skills required for an Accounting career, teachers also need to adapt

teaching practices that will help develop Accounting students’ social or

emotional intelligence. This can be accomplished by helping them to equip

themselves with professional skills like writing, speaking out, presenting,

decision making and teamwork. In order to achieve this, new concepts,

strategies and methodologies need to be introduced into the teaching of

Accounting by the teacher. Riccio and Sakata (2008), however, indicated that

independence, ability to make decisions and communication skills.
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teaching methods can influence the development of several social intellectual 

abilities such as cooperation, leadership, responsibility, self-confidence,

skills necessary for analysing the accounts and the writing skills required for
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The teaching strategies

studies, simulations and games, and teamwork have been stated to be of high

importance to help Accounting students adjust to the real world challenges they

will face as accountants or accounts officers. A future accountant has to be

prepared to deal with the challenges of establishing rapport and communicating

effectively. This means not only creating reports but promulgating them, more

importantly, the abilities to adapt himself/herself to the professional

environment which requires communication and social interaction. This can be

achieved through the teaching methods/practices that are used/adapted during

instructional periods. It is the duty of the Accounting teacher to ensure that

he/she builds these confidence and communication strategies in the students.

Motivation also has an effect on student’s performance and learning in

the teaching of Accounting (Riccio & Sakata, 2008). Tying Accounting

concepts to career applications can be used successfully in introductory

Accounting classes. The more students realise that these Accounting concepts

be applied to their careers, the greater their

interest and motivation will be in the class. They will also show a greater

commitment to becoming Accounting professionals (Turner, Lesseig, &

Fulmer, 2006). An amalgamation of teaching skills, pedagogy theory and
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professional skills would serve to create the right knowledge, attitude and skills 

in Accounting teachers, thus promoting holistic development.

or methods used today by Accounting teachers

and their professional skills can

learned with real-world experiences. Teaching tools such as interactive case

must also provide opportunities for self-development and integrate content
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Methods of teaching accounting

teaching as relatively stable. Kember (1997) supports this argument by adding

that enormous efforts are needed in order to change teachers’ underlying beliefs.

On the contrary, Prosser and Trigwell (1996; 1999), as well as Samuelowicz

and Bain (2001), emphasise the contextual and dynamic nature of approaches

or methods to teaching. They are of the view that, the same teacher may

sometimes use features typical of student-centred teaching, and sometimes

features typical of teacher-centred teaching, depending on the teaching context.

In the teaching of Accounting in the SHSs in Ghana, these same

principles apply. There are no methods that are stable. Many factors may

influence the Accounting teachers’ choice of method in teaching. The findings

by Lindblom-Ylanne et al. (2006) empirically confirm the relational origins of

teachers’ approach to teaching (Prosser & Trigwell, 1999). In other words,

methods to teaching in those different contexts. There was evidence that

approaches or methods to teaching were related to teachers discipline
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Lindblom-Ylanne, Trigwell, Nevgi, and Ashwin (2006) indicated that 

researchers have different views of the stability of approaches or methods they 

adapt to teaching. Kember and Kwan (2002)

(Lindblom-Ylanne et al., 2006). Teachers from ‘hard’ disciplines were more 

likely to report a more teacher-focused approach to teaching, whereas those 

teaching ‘soft’ disciplines were more student-focused. This result is in line with 

previous research by Lueddeke (2003) and Trigwell (2012).

There are various methods for teaching Accounting (Bonner, 1999). For

teachers who experience different contexts may adopt different approaches or

see approaches or methods of

example, reading the text, problem-solving, interactive lectures, studying case
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studies, short projects, presentations, simulation games and role-playing

(Bonner, 1999). To Bonner, the choice of the teaching method is mainly

influenced by the instructor’s pedagogy and the students’ goals. For a long

time, teaching methods in Accounting

classroom and teacher centred (Cottel & Millis,1993) but this scenery is

accounts officers (Williams, 1993). Some of the methods are explained in the

following paragraphs.

Lecture method

Traditionally, college lectures

communicating information to the students, and students passively receiving

and encoding it in their memories (Michel et al., 2009; Wingfield & Black,

commonly used approach that involves presenting specific information for the

majority of class time, allowing little opportunity for student interaction and

expects students to have mastered the information by the time of the exam

(Whetten & Clark, 1996; Wingfield & Black, 2005).

According to Hackathorna et al. (2011), in a typical college classroom,

this presents as a teacher lecturing at the front of the room while students

feverishly take notes. However, it is probably more likely that most instructors

do not solely teach in this passive fashion but also have engaging or interactive

classroom moments or situations. Perhaps this is because of succession from

many recent studies (e.g. Bonwell & Eison, 1991; Michel et al., 2009) that the

passive method may not be the most effective way for students to learn. Such

research rather advocates for teaching techniques that encourage students to
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are mostly of lecture type in a traditional

changing due to the demands of the market for high skilled accountants or

2005). Lecturing, sometimes referred to as the “information dump,” is a

consist of teachers verbally
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actively engage in the material because classroom engagement has been found

to promote deeper levels of thinking and better facilitate encoding, storage, and

retrieval than

Matchock, 2006).

In Ghana, the use of the lecture method is not encouraged in teaching

Accounting in the SHSs,

teacher and students. Though some Accounting teachers are of the view that

they employ this method when they are introducing new concepts and principles

for the first time in the classroom, it still does not encourage them to apply it in

the SHSs in Ghana. This argument is supported by other researchers who claim

that using the lecture method has developed a reputation for being mundane,

disengaging, or monotonous, (Dorestani, 2005; Wingfield & Black, 2005).

Some instructors worry that students retain less of the information, and many

instructors find themselves dealing with students who pay less attention, play

games or even sleep in class (Michel et al., 2009; Van Eynde & Spencer, 1988).

Teamwork extra class and teamwork during class

Weimer (2013) defines teamwork as students working together often on

an assignment or an activity. Teamwork implies something about how the

students are working together. The benefits of collaborative learning have been

demonstrated in countless studies and several meta-analyses (Johnson et al.,

2000; Springer et al., 1997; Terenzini et al., 2001). This is because students

taught in a manner that incorporates small-group learning achieve higher
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grades, learn at a deeper level, retain information longer, are less likely to drop 

out of school, acquire greater communication and teamwork skills and gain a

no matter the advantages that it brings to both the

a traditional lecture (McGlynn, 2005; Peck, Ali, Levine, &
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better understanding of the environment in which they will be working as

professionals.

Cottell and Millis (1992) discuss the

students’ performance in the Accounting learning process. They call the method

“Learning Cooperatives in Accounting”. However, the benefits of teamwork or

group work are not automatic. Being part of an ineffective or dysfunctional team

may well be inferior to independent study in promoting learning and can lead to

extreme frustration and resentment. Oakley, Felder, Brent and Elhajj (2004)

added that students

management, conflict resolution, and communication skills required for high-

performance teamwork. If team assignments

should be taken to help students learn those skills and to equip them to deal

effectively with the logistical and interpersonal problems that commonly arise

in collaborative efforts.

In the teaching of Accounting, it is important for Accounting teachers to

encourage the use of these teaching methods since they will help students build

up their communication skills. Not dwelling so much of the disadvantage that

this method brings, it will actually help Accounting students build up their

confidence level in the preparation and presentation of the Accounting concepts

and principles.

Oakley et al. (2004) suggest that for a very good teamwork to be used
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by the teacher, he/she has to ensure that expectations have been established, that 

is, a clear set of objectives and how it can be achieved should be established by 

the teacher so that these students will also follow. Another aspect is the

use of study groups to improve

are to be given, explicit steps

are not born with the project management, time
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preliminary instruction

According to Oakley et al. (2004), the most common problems involved

are; team members who refuse to do their share of the work but try to get the

same grades as their more responsible teammates; domineering team members

who try to coerce others into doing everything their way; resistant team

members who resent having to work in a team and refuse to participate or in

other ways try to sabotage the team effort; and team members with widely

divergent goals - some wanting an “A” no matter what it takes, others wanting

to do just enough to obtain a “C.” These may create problems and it is the duty

of the teacher to ensure that all these problems are solved amicably. The teacher

them when applying this

teaching method in the classroom. As Cottell and Millis (1992) put it,

their peers.” So peer rating is very important to both the teacher and the students.

It ensures that frequently asked questions by the students are always answered.

This will actually help the students to work in teams and in groups.

Case solving

elements: the case itself and the discussion of that case. A teaching case is a rich

narrative in which individuals or groups must make a decision or solve a

research. Teaching cases provide information, but neither analysis nor

solving method in teaching, it brings together three components: an appropriate
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conclusions. In the teaching of Accounting, if the Accounting teacher uses case

on effective team practices; the teacher is able to deal 

with team-related problems.

case study” of the type used in academic

is also to encourage peer ratings and how to use

According to Velenchik (2015), the case method combines two

‘‘[Students] may be able to ‘psyche out’ a teacher, but they can rarely hide from

problem. A teaching case is not a “
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Again, the use of this method in teaching Accounting is very important

discipline, rather than watch or read about how it is done by others (Harvard

Business School, 2001, p. 2). As the Accounting teacher engages the

Accounting students in the case, the students apply the concepts, techniques and

methods of the discipline and improve their ability to apply them (Velenchik,

2015; Cooper & Morgan, 2008). Case discussions bring energy and excitement

to the classroom, providing students with an opportunity to work with a range

of evidence, and improving their ability to apply the vocabulary, theory and

methods they have learned in the course (Cooper & Morgan 2008; Velenchik,

2015).

Davis and Wilcock (2003) identify three types of case studies. The short

highly structured one, when the student provides the specific information for

correct answer is necessary. Another type is a short little structure, which

contains some of the problems but is not highlighted as the most important ones.

In this case, there are several possible solutions. The third type is a long

unstructured one, which would include up to 50 pages with a lot of detail and

study type, which is developed during the students’ analytical andcase

evaluation skills. Case study can be used not only in the teaching of Cost
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case, students who are prepared to engage with the case material in a discussion, 

and an instructor who knows the case, have a plan for the discussion and is ready

unexpected problems.

For Accounting teaching case, the most appropriate is a brief structured

which the student has adapted a decision model too. In this case, usually, one

to deal with the unexpected (Cooper & Morgan, 2008; Velenchik, 2015).

because in a case discussion, Accounting students “do” the work of the
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Accounting but it may also be useful to Financial Accounting course as well

study examples help students to develop an understanding that the decisions that

one takes do not always bring forth equality between debit and credit. Knyviene

(2014) explains that in a case study, the teacher and the student are going

through a creative process, which deepens the student’s professional

competence. He further advised that, for the teacher, it is important to be

impartial by using the right evaluation system.

Individual assignment or group assignment during class

A classroom research study showed that immediately after a lecture,

students recalled 70% of the information presented in the first ten minutes and

only 20% of that from the last ten minutes (McKeachie, 1999). Students’

attention can be maintained throughout a class session by periodically giving

them something to do. Many different activities can serve this purpose (Bonwell

& Eison 1991; Brent & Felder 1992; Felder 1994; Meyers & Jones 1993), of

which the most common is the small-group exercise or individual class

assignment. The instructor asks a question or poses a short problem and instructs

the groups or individuals to come up with a response, telling them that any team

member may be called on to give the response

anyone can be called. This makes the students attentive and participatory. After

more students or team to present their solutions. It is important to note that

calling on students rather than asking for volunteers is essential. If the students
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(McCourt Larres, Ballantine, & Whittington, 2003). Financial Accounting case

or if it’s an individual work,

as 5 minutes - shorter is generally better), the teacher randomly calls on one or

a suitable period has elapsed (which may be as short as 30 seconds or as long
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know that someone else will eventually supply the answer, many will not even

bother to think about the question.

Internet research and computer-based activity

Albrecht and Sacks (2000) suggested that the teaching of Accounting in

universities should keep up with the demands of the global economy. Therefore,

acquire more skills to achieve the demands of the society. According to

Brandstrom (2011), it is of utmost importance that teachers are familiar with

modern technology, and moreover that they can benefit from using the internet

as an additional teaching resource.

Other related studies (Afikahn, 2009; Dudeney 2007; Gibson & Oberg

2004; Kilimci 2010; Kuo 2008) confirm the assertion made by Brandstrom

(2011). It is important that teachers have knowledge in the use of the internet in

planning and in teaching for two reasons. A teacher who makes use of the

internet as an additional teaching tool will most likely earn his/her students’

respect and regard, which in turn will give the teacher a sense of security and

confidence (Brandstrom, 2011).

Chapman (2000), however, noted that teachers might feel reluctant to

use the internet in the classroom since some students are very ICT competent.

The fear of being “outperformed” by their students might hinder teachers from

using the internet in class. Yet, Madden, Ford, Miller and Levy (2005) found

that teachers who frequently use the internet are confident users, and they are

less likely to feel that their students have more knowledge about the internet
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than they do. Sayed-Abdallah (2007) argues that the internet is used in education 

because it facilitates learning, teaching and communication. It is possible to find

a reform of the teaching of Accounting is essential, since students need to
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added that vast amount of information can be found online at all times. Harmer

(2007) wrote that students and teachers

information they want on the internet. They

encyclopaedias, history sites, film guides, lyrics, and broadcasting associations.

The use of the internet as a teaching method, however, has its own

drawbacks. Dudeney (2007) indicated that one drawback is problems with

technology (such as loss of data), which is why teachers always should have a

backup lesson plan. Tuver and Blomqvist’s (2009) study added that internet

should be used as a complement to other teaching aids, which is also emphasized

by the teachers they conducted a study on. Another drawback is “questionable

content” on the internet (Dudeney 2007). Dudeney, observes that there is indeed

information on the internet that is not suitable for young people; however, it is

not as common as the media pretends. Yet, teachers are responsible for making

sure that their students do not access inappropriate websites during class.

Brandstrom (2011) also found technical disturbances in the classroom

as a major factor that may hinder the use of computer-based activities or internet

research in the classroom. He argued that technical problems can be a hindrance

to the use of the internet in instruction. He added that maybe teachers who are

less confident in the use of ICT are more prone to feel overwhelmed by technical

disturbances in the classroom. In contrast, a confident ICT user might feel that

technical problems are part and parcel of internet-based teaching. Brandstrom

(2011) also found access and availability of computers and internet connection

teaching. He argues that most likely, all teachers and their students may not
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can find practically any kind of

a great deal of (course/subject) information online and to do so anytime. He

can access newspapers,

as another hindrance to the use of internet and computer-based activity in
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Ghana, power instability can be a major hindrance in addition to the already

discussed drawbacks.

On a whole, these methods discussed and many other methods can be

used in the teaching of Accounting in the SHSs in Ghana. It is important to note

that most of the methods could be used together during instructional period

depending on the competencies or the skills that the Accounting teacher wants

the students to develop. It also depends on the assimilation level of the students

the Accounting teacher is teaching. The resources available can also influence

the type of method the Accounting teacher will adopt. The topics too in a way

predict the type of teaching method that the Accounting teacher can employ. In

all, the teaching methods are also influenced by the objectives of the lesson.

Empirical Studies on Teaching Practices

This section focuses on studies that have been conducted by other

researchers on teachers’ teaching practices. It particularly reviews studies that

lesson planning, pedagogical content knowledge, classroom

assessment and classroom management techniques of teachers are also looked

at in this section.

Lesson planning

A study conducted by Vermette, Jones and Jones (2011) compares

perceptions of effective lesson planning. The results of the study showed

that precisely addresses and transforms those common mistakes identified in the
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patterns of pitfalls that teachers’ exhibit. The study’s discussion offers 

suggestions to pre-service and in-service Accounting teachers on how to avoid 

these lesson planning blunders. The study also offered a lesson planning form

have the same access to computers/intemet in the school. In the context of

focus on
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study into the essential elements of well-crafted lessons in every lesson

planning.

In the study, Vermette et al. (2011) found out that many teachers

(practising, novice and pre-service teachers) may have unclear lesson objectives

and hence this affects their lesson planning. Again, student-teachers and some

practising teachers do not create an assessment of their understanding or the

assessment is completed outside the class. In SHSs in Ghana, most of the lesson

periods are for 80 minutes (i.e. two periods). This often forces most Accounting

teachers to skimp over summative assessments. The researchers also found out

that student teachers do not create evidence of their developing ideas. Also, even

if the teacher develops the lesson objectives, the assessment does not match the

learning objective.

Lastly, the researchers found out that students are passive recipients of

knowledge and this has a significant impact on their lesson preparation.

Vermette et al.’s (2011) findings supported what Stiggins (2008) indicated that

the use of learning targets or objectives is a formidable means through which

teachers can provide themselves and their students with a clear understanding

of the objectives of the lessons. Stiggins’ (2008) was of the view that creating

and addressing learning objectives

makes students active participants in the learning process. By this, it also allows

the teachers to assess their own mastery of content or subject matter knowledge,

acknowledge what they have learned and sought help if they are not reaching

their target goals (Stiggins, 2008). Dunn, Craig, Favre, Markus, Pedota,

Sookdeo, Stock and Terry (2010) also support the idea of a well-established

lesson objective before the lesson begins.
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or targets before instruction begins also
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In their recommendation, Vermette et al. (2011) indicated that the

assessment becomes an active and visible process that helps students to link the

materials that have been learned to the intended learning objectives. Again,

when teachers begin planning their lessons with well-defined targets of intended

outcomes, they are able to develop assessments that both reflect what they teach

and define what they expect students to learn (Stiggins, 2008). This is so

because beginning the lesson planning process (especially in Accounting) with

a clearly defined statement of what students will be able to do at the end of the

lesson is one way to ensure that the assessment matches the intended learning

outcomes.

Dunn et al. (2010) conducted a study to offer concrete steps for planning

in order to respond better to student’s diversity in meeting lesson objectives.

They found out that lesson plans should indicate the exact instructional

objectives that students are required to master, the alternative ways of learning,

and the identification of which way of learning is most appropriate for each

student based on their cognitive-processing and perceptual styles. The

researchers added that students to whom these plans are focused on also need to

know when and how mastery can be evident, and the plan should indicate these

points.

Dunn et al. (2010) posit that there should be some way of inserting

students’ interests or choices into assignments to enhance the core topics or

difficult information by listening or reading printed text. According to

Chatterton (2005), Dono (2004) and Levy (2009), at least 30% of students learn
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skills they need to master. Dunn and Dunn (2005) shared their view and 

indicated that there is less than 30 percent of students who retain new and
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substantially more when the words

images, photographs, pictures, or tables. Also, 15% to 20% of middle and high

school students are in actual fact tactual or kinaesthetic learners who internalise

and retain information best when they learn with hands-on resources such as

data, Dunn et al. (2010) indicated that lesson plans should include the

because of individual differences.

Shahini and Daftarifard (2011) studied

a mental or written syllabus for himself. Because lesson planning has the

advantage of organizing your line of thought, it also helps to present teaching

materials in order and as programmed which gives a sort of organization to the

process of teaching. The researchers also hinted that syllabus as “work plan”, a

term used by Ellis (2003), might not always be implemented as expected since

teachers are dealing with humans and humans’ behaviour is unpredictable.

Sometimes, the teacher has to deviate from the planned syllabus and go through

other areas in order to get a problem solved. Therefore, the syllabus as “work

this, having a prior planning is of certain advantages particularly when it comes

to pre-service and novice teachers. Shahini and Daftarifard (2011) strongly

recommended novice and pre-service teachers to have a written plan in their

on their experience and gained self-efficacy. However, the researchers indicated

that planning of a lesson is recommended for all teachers. It is also suggested
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early years of teaching and as they get fuelled by experience, they can rely more

plan” will not always match the syllabus as

are accompanied by drawings, graphs,

availability of illustrated, multisensory, and varied instructional resources

“process” (Ellis, 2003). In spite of

on learners’ beliefs of an

task cards and floor or wall games (Fine, 2002; Fine, 2003). Based on these

effective teacher. They found out that an effective teacher should always have
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that teacher educators provide their student-teachers with non-threatening

means of evaluation.

In planning instructional activities to be included in the teaching and

learning, Aydin (2013) added that preparing and implementing teaching

activities are connected with a powerful decision-making mechanism and the

ability to use instructional techniques, methods, and strategies. Aydin (2013)

further indicated that successful activity planning depends on the quality of the

examination of goals, instructional situations for the goals and whether or not

achieved. Appropriate choice of target behaviours,

implementing activities effectively with rich stimulants and evaluating the

results are three prerequisites for carrying out instructional activities.

Pedagogical content knowledge (PCK)

Albrecht and Sacks (2000) discussed the future of Accounting education

and whether it will be needed in the long run. They urged prompt action to save

this educational field and recommended developing and changing teaching

methods.

Bosu (2010) assessed the pedagogical content knowledge of accounting

teachers in senior high schools in the central region of Ghana. The outcome of

the study revealed that accounting students commit minor errors and careless

mistakes; large class size also poses difficulties to students’ learning.

Accounting teachers confirmed that during scoring and grading of students’

scripts, they are able to identify their students’ learning difficulties. Strictly

adhering to accounting laws and principles was the major intervention measure

accounting teachers used to address their students" learning difficulties.
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these goals are
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Jiang, O’Brien, and McClintock (2005) also assessed teaching practices

of secondary mathematics student teachers. The purpose of the study was to find

out if field experiences

from knowledge transmission to a more interactive constructivist perspective.

Jiang et al. (2005) found out that teacher beliefs and values seem to influence

achievement. Teacher beliefs about mathematics and mathematics instruction

are connected to student-teacher s’ confidence in the ability of their students.

The researchers indicated that beliefs are tied closely to previous experiences

and are influenced to some extent, during student teaching, by supervising

teachers. According to Jiang et al. (2005), these beliefs are revealed in the

student teachers’ instructional approaches in the classroom.

Duan (2011), conducted a research which found out that Accounting

practice courses have great significance for developing the learning and

working abilities of the students which can promote quality education in order

to achieve training objectives. In order to achieve the goal, it is necessary for

reasonable proportion of different practice methods and financial support

(Duan, 2011).

Yeboah-Appiagyei, et al. (2014) study examined the effects of

professional qualifications of financial accounting teachers on academic

performance of SHS financial accounting students in the Tamale Metropolis of

Ghana. The researchers were of the view that accounting teachers professional
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qualification may have an impact on the academic performance of their 

students. Twenty nine (29) teachers from the seven (7) senior high schools in

can change pre-service teachers’ views about teaching

the college to provide teachers with the adequate practical experiences, a

student-teachers’ instructional behaviours, resulting in higher student
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the metropolis were selected for the study. The study revealed that financial

accounting students perform academically better in financial accounting when

they are taught by professional financial accounting teachers. This implies that

teachers who possess sound professional training and qualification are well-

equipped with the requisite competencies that enable them to promote effective

teaching and learning.

These researchers (Yeboah-Appiagyei et al., 2014) in another related

study also indicated that environmental factors may also have a direct impact

on the way an accounting student performs. Osei-Tutu et al. (2014) in their study

looked at the school environmental factors that affect the academic performance

of senior high financial accounting students in Tamale metropolis in the

Northern Region of Ghana. The study revealed that availability of residential

facilities in schools and instructional materials have a positive influence on the

level of students’ academic performance in financial accounting. Students who

have access to relevant instructional materials such as recommended text books,

ICT and library facilities use those materials to supplement their learning

endeavours. The study also recommended that, government should put policy

framework and structures in place in order to provide residential facilities to

most day schools, if not all, and provide those schools with the necessary

residential facilities.

Hosal-Akman and Simga-Mugan (2010) studied on assessing the effects

of teaching methods on the academic performance of students in Accounting

effect on academic performance of students. However, although statistically not

significant, the researchers found out the mean exam scores of students who
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courses. It was observed in the study that teaching methods had no significant
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taught by traditional teaching methods in the Financial Accounting course. The

researchers indicated that some of the actual effects of cooperative learning may

not have been detected by the study which was considered as a limitation of the

interpersonal skills. Such skills

attending class unprepared.

The researchers were of the view that possibly cooperative learning is best for

students who are mature enough to take responsibility for their own learning

researchers could not conclusively state any implications for practice other than

that the students do enjoy, and say that they learn better in a group setting.

Total Quality Management (TQM) approach to the assurance of learning

in the Accounting classroom: An empirical study seeks to discern which

combination of pedagogical tools mostly positively impact students’ learning of

principles of Accounting curriculum (Harvey & Eisner, 2011). According to

Harvey and Eisner (2011), the students indicated that receiving lecture note

hand-outs (so they did not need to write themselves) would improve their

learning. The study also added that the students did not feel that requiring

homework to be turned in added anything to their learning. Another finding of

the study was that in-class assignments were completed in the same subject

areas where the lesson note hand-out were provided. This process involved the

teacher individually assisting students while they complete assignments.

Although this required a considerable effort on the part of the instructor, it was

anticipated that individual attention would prove advantageous. However, in the
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reason they indicated could be that students were

are not assessed by written exams. Another

were exposed to cooperative learning to be higher than the students who were

(Hosal-Akman & Simga-Mugan, 2010). As a result of these limitations, the

study. To them, cooperative teaching improves communication and
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study, there was no indication that this treatment provided any benefit and

perhaps being put on the spot to solve a problem with a time constraint proved

discouraging to students. Overall, the study revealed that traditionally, the

teacher has been viewed

maximising students’ learning. In this study, the philosophy of TQM has shifted

Marcheggiani, Davis and Sander (1999) conducted a study on the effect

Introductory Financial Accounting course. The researchers described a study in

where students are assigned

groups that would search for answers to questions posed by the instructor) and

examination performance in an introductory Financial Accounting course. On

the effect of the pedagogical method on students’ examination performance, the

results indicated no significant difference in students’ examination performance

when compared with the pedagogical method used. Although the researchers

found no significant differences in student examination performance associated

with differences in the method of instruction, they had anecdotal evidence that

the difference in the method of instruction resulted in a difference in student

attitudes (Marcheggiani et al., 1999). Very little difference was detected in

students’ attitudes toward the course as a result of either method or instructor.

To Marcheggiani et al. (1999), the results of the study provided no evidence that

either method of instruction results in significantly higher scores on

examinations; nor was there any statistically significant difference in attitudes

toward the Accounting as a profession or a course.
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which a group-Socratic teaching method (i.e.

some of the responsibilities to the students (Harvey & Eisner, 2011).

as knowing best what mechanisms will result in

an interactive lecture style were compared for their effect on students’

examination performance and attitudes in anof teaching methods on
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Darkwah (2014) also investigated the teaching and learning

resources/materials used in financial accounting lessons in senior high schools

in the Sunyani Municipality of Ghana. Thirty

hundred and fifty (350) students from the ten (10) senior high schools in the

municipality were selected for the study. The study revealed that financial

accounting teachers and students acknowledged the importance of teaching and

learning resources/materials in the teaching and learning of financial accounting

but could not use these resources to support their teaching and learning. The

study also recommended that Ghana Education Service should organize in

service training for teachers

resources/materials to support their teaching.

In a related study, Kwarteng (2014) conducted a study which explored

the views of Senior High School accounting students and teachers on the use of

instructional resources in accounting instructions. In all, 12 accounting teachers,

who were selected purposely, and 151 accounting students, who were selected

randomly, from four selected Senior High schools in Cape Coast Metropolis

responded to a set of questionnaire. The study found that accounting teachers

hardly used instructional resources to promote understanding in accounting

lessons. In most cases, the appropriate instructional resources that could be used

appropriate instructional resources in accounting lessons were the high

acquisition and maintenance costs coupled with the frequent power outages.

conducted in a different area.
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Although Kwarteng (2014) and Darkwah (2014) study were related, they were

one (31) teachers and three

on how to improvise teaching and learning

were not available. It was further noted that the key barriers to use the

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



business ethics instruction and compared traditional lecture-style instruction

undergraduate Business and Society classrooms. The results showed that

students who experienced inter-teaching demonstrated greater improvements on

instruction. The inter-teaching classes showed greater improvements on both

the short answer and multiple choice applied questions, as well as the factual

multiple choice questions. The study also assessed students’ attitudes toward

the class sessions. Overall, the students rated the lecture classes more positively

than the inter-teaching classes. However, the students in the lecture classes

reported that the class sessions were more challenging than the students in the

inter-teaching classes.

According to Edwards (2005), no difference was noted between the

students’ response in the inter-teaching classes as compared to the lecture

classes on class workload. She suggested that inter-teaching can be successfully

used in the instruction of business ethics and that dilemmas in class lectures are

effective at improving the students’ level of understanding of business ethics.

Edwards (2005) then recommended that business professors should consider

using either inter-teaching and/or ethical dilemmas in their class presentations

of business ethics. Again, if students’ understanding of business ethics is a

professor’s course goal, he/she should consider avoiding the use of lecture with

the presentation of only philosophical theories.

Young (2004) summarised the most comprehensive study regarding

technology and teaching. In a survey conducted by the Educause Center for
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Edwards (2005) looked at the effect of various teaching approaches on

with a non-conventional teaching technique called inter-teaching in four

test questions over business ethics than students provided lecture-style
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Applied Research, 4,374 students at 13 colleges of all types provided their

perceptions of technology in the classroom. According to the report, 48.5% of

convenience, while only 12.7% of the students said improved learning was the

greatest benefit. Researchers who conducted the study explicitly asked students

to comment on teachers/professors’ use of PowerPoint slide shows. Generally,

PowerPoint slides rather than teaching from them,” leading the interviewer to

conclude that PowerPoint used badly makes a lecture worse.

In supporting these findings, the effect of teaching technology on the

performance and attitudes of Accounting Principles’ students was conducted by

Bates and Waldrup (2006). The researchers examined whether PowerPoint

presentations significantly increase students’ performance and attitudes in the

principles of Accounting course. Based on their study, Bates and Waldrup

(2006) indicated that little evidence could be found that student satisfaction in

the course was differentially affected by the inclusion or exclusion of

PowerPoint presentations. The results from the study display no significant

statistical differences in either student performance or attitudes between those

sections taught using PowerPoint and those taught using the traditional method.

Bates and Waldrup concluded that no discernible effects could be supported that

PowerPoint presentations have any impact on student outcomes in the teaching

and learning of Accounting.

Notwithstanding these findings, Jensen and Sandlin (1992a; 1992b)

strongly supported the use of technology in Accounting education and provided

information for those faculty interested in using multimedia approaches in the
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the respondents were negatively complaining that “faculty tend to read

the respondents said the biggest benefit of classroom technology is a
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classroom. In supporting the use of technology in teaching, Accounting

Education Change Commission (1992, 1993) provided guidance that

recommended, inter alia, the use of materials in the first Accounting course that

enhance presentation, which is consistent with current developments and new

technology in the field and also specific to the field of Accounting education.

content, instructional methods,

assignment of grades to students and modes of delivery for introductory

Accounting courses at two-year colleges. The purpose of the study was to

determine course content, instructional methods being utilized, means of

assigning grades, and modes of delivery for introductory Accounting courses at

two-year colleges. Citations in the literature gave examples of cooperative

group learning, computerized spreadsheet problems, and case studies being

utilized with high degrees of success. The result of Day’s (1998) study,

however, indicated that the traditional instructional methods, such as lecture,

problem demonstration, and working homework problems, appeared to be

prominent within two-year college Accounting courses. The colleges were also

surveyed to determine if they were using textbooks in their courses, and if so,

the title of the text in use. The literature indicated several colleges and

universities had developed their own instructional materials and moved away

from textbook-driven courses. However, all respondents from two-year ACBSP

colleges indicated they employed texts in their introductory Accounting

courses, and due to the types of texts being used, it would lead one to believe

that most of these courses were still textbook-driven.

In teaching and learning experience in Accounting education: A UK

perspective, Misirlioglu (2008) described the experience of teaching in
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Day (1998) also conducted a study on
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Accounting education in the UK context. Based on the researcher’s experience,

he found that well-structured lectures constructing

large groups teaching and group-based working in small-group teaching are

very important in Accounting education. Misirlioglu (2008) reported that in

general terms, the lecture is a motivational tool in teaching large groups and

encourages students to appreciate the importance of the subject material. On the

other hand, Misirlioglu (2008) added that the workshop, which is a social event,

provides

between peers and teachers. From the researcher’s experience, the small-group

teaching is a more effective way to teach students. This might be encouraged in

Accounting education. According to Misirlioglu (2008), there might be several

other characteristics related to effective Accounting teaching. Misirlioglu

(2008) recommended a deep approach to effective learning; having structured

goals and objectives in the preparation of a lecture series and of individual

lectures; subject knowledge; reliable and valid assessment and the evaluation of

teaching; dialogue or conversation with students; allowing more time for group-

based teaching and expecting students to explain answers to questions.

A study conducted by Swain and Stout (2000) identified five

characteristics in relation to effective teaching in Accounting by the Accounting

Education Change Commission (AECC). According to the researchers, the

AECC is of the view that, for an Accounting teacher or professor to be effective,

he/she must be conversant with these;

1. Curriculum planning and course development: the Accounting teacher

conducting courses and programmes; conceptualize, organize and
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an academic argument in

or professor should set appropriate goals, develop a useful structure for

an opportunity for active participation and an important contact
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properly sequence the topics of the material; integrate the course with

other courses, disciplines and related research, and be innovative and

conducive to adapt to change.

2. Use of well-designed materials: it is essential, because they; increase the

current developments and new technologies in the field of action, create

a base upon which continued learning

students to think, and give them the tools to solve problems.

3. Presentation Skills: stimulate the Accounting students’ interest and their

active participation in the learning process, respond to developments in

the classroom as they occur, convey mastery of the material, get

objectivity on display, instil professionalism, and engage students in

different learning styles.

Well-chosen teaching methods and assessment devices: effective4.

teaching methods, for example, experiments, cases, small group

activities vary with the circumstances (class size, the nature of the

subject, skill or qualification that is being developed). Assessment

instruments (exams, projects, papers, presentations, etc.) must be

suitable for both goals and the progress of the course, and must have an

educational component, which is setting in the student's mind what is

most important to learn, to think of a problem, identify weaknesses to

be corrected and strengthen the required skills.

5. Guidance and counselling: an effective professor guides and advises

students as to the appropriate level of study and research, i.e., a freshman
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can be built, challenge the

skills of presentation, satisfy course objectives, are consistent with
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employment or a student in his doctoral thesis.

teachers have been given by Laffin (2005) in his study. He argued that the

Accounting teacher

situations suiting objectives, content and teaching methodologies with the

how to incorporate new technologies into the teaching work. Secondly, the

Accounting teacher should also coordinate research and participate in research

groups to produce theoretical and practical knowledge. Lastly, the Accounting

teacher must master content and methodologies in order to convert scientific

(Accounting) knowledge into curricular knowledge, considering their material

conditions and their students.

In supporting Laffin’s (2005) three elements, Gil (2006) also added that

for the teaching profession in Accounting, apart from specific knowledge,

others are necessary to the teacher. These are specialised training in the field,

general education, didactic teaching, structure and functioning of higher

education, education planning, and psychology of learning, teaching and

assessment methods and techniques. Kuenzer (cited in Vendruscolo & Behar,

2014) also supported this argument by adding that it is not enough to know the

specific content. Professors must be able to know how learning occurs at each

stage of human development, the ways of organizing the learning process and

the methodological procedures for each content.

Another worth mentioning characteristics of Accounting teachers was a
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study conducted by Shahini and Daftarifard (2011). They studied on learners’

course design, contributing to the quality of education as well as be aware of

or professor should organise teaching and learning

student in exploring a potential career, a student in the last year to find

Three elements which must be present in the action of Accounting
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beliefs of an effective teacher. The participants’ perception of their teachers in

different aspects such

teacher, teaching skills

skills were viewed by learners, as the most influential characteristic of a teacher.

Proficiency and personality of

accordingly. Shahini and Daftarifard (2011) indicated that the results of the

study contained implications for teachers and teacher educators. They were of

the view that if teachers want to be successful in their teaching career, they

should heed their teaching techniques. The researchers added that for teacher

educators who are in charge of training pre-service teachers, they would be

better off if they include teaching techniques and strategies in their training

agenda. The researchers also found out that extroverted teachers are believed to

be more skilful in devising more efficient techniques and employing them in

their classrooms. Moreover, teachers who are the extroversion type are more

self-efficacious and thus more skilful at finding solutions to unpredictable

problems.

Shahini and Daftarifard (2011) recommended that teachers should also

improve their proficiency in English. Again, the researchers indicated that

referring to their professional experience, more proficient teachers had often sat

at the top of the evaluation list. They added that those teachers, among others,

were the ones that used effective teaching techniques the most. This assertion is

also supported by Kiany (1997), that more extroverted people were known to

Daftarifard (2011) concluded that working on the personality traits of the

teachers may have desirable consequences on their teaching performance.
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were investigated. The findings revealed that teaching

as the personality of the teacher, proficiency of the

a teacher have ranked second and third

be more proficient users of English. Building on this study, Shahini and
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Shahini and Daftarifard (2011) also added that one implication of this finding

psychological filters that impede their potentialities. In other words, by working

take a step towards the betterment of their proficiency.

A study conducted by Tardif (2008) also explains that this approach is

grounded on the epistemological conceptions that teachers have to respect the

knowledge that underlines these pedagogical acts, i.e., express a paradigm of

educational thought on the understanding that people have of knowledge that

empowers professors in pedagogical practices.

To investigate the elements of teaching skills for professors or teachers

of undergraduate courses in Accounting Sciences, the professor/teachers’

competencies were studied in order to identify those competencies applicable

to the Accounting field by Vendruscolo and Behar (2014). The findings of the

researchers indicated that analysing the different approaches of the authors

whose work they considered, a consensus could not be identified about the

teaching skills of professors. However, the researchers observed, in general, the

presence of the three constituent elements of competencies: knowledge, skills

and attitudes. They found out that the development of teaching skills in

Accounting education requires additional studies.

In furtherance of this, Vendruscolo and Behar (2014) added that

universities worldwide have thought of new institutional arrangements, with

flexible schedules and more sophisticated pedagogical architectures to meet the

demands of a globalized and competitive market. The researchers added that

this alternative also meets the increasingly empowered emerging challenges of
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on teachers’ personality traits (in this case, extroversion), we may be able to

can be the idea of working on the more introverted teachers to remove their
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the profession, including teaching scenario in the Brazilian Accounting with

lack of professionals. Based

mentioned in a form of recommendation that Accounting professors/teachers

need to monitor innovative changes introduced in education and incorporate

them or adapt them to their pedagogical practice

teaching skills to work in this scenario.

Sam (2015) studied on gender differences in the academic performance

of Financial Accounting students in selected senior high schools in the Central

Region of Ghana. The researcher recommended Financial Accounting teacher

to be abreast with the current pedagogical content orientation of the subject in

order to teach to the level of each student in the class. This was a result of the

findings that came out of the study. The study revealed that there are gender

differences in students’ performance in Financial Accounting. The study also

revealed that male students studying Financial Accounting perform better than

female students.

Investigating the relationship between subject content knowledge and

pedagogical practice through the analysis of classroom, Childs and McNicholl

(2007) considered some of the methodological issues on how to investigate the

relationship between teachers’ subject content knowledge and their pedagogical

practice. In their study, they focused on a single science teacher’s practice in

specialism. Researchers such

Shulman (1989) are of the view that there is evidence of a relationship between

teachers’ knowledge of subject matter

knowledge and the effects of this on pedagogical practices across subject areas
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M J

as well as develop new

on the study, Vendruscolo and Behar (2014)

as Brophy (1991); Grossman, Wilson, and

or content, pedagogical content

giving science teaching explanations when teaching in and out of subject
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McNicholl (2007).

Research into science teaching indicates that when teachers possess

subject content knowledge expertise and the ability to represent this to their

learning. This can be likened to the teaching of Accounting in the SHSs. An

Accounting teacher who knows the content

pedagogy is able to deliver. In the views of Garnett and Tobin; Tobin and Fraser

(cited in Childs & McNicholl, 2007), this may be evident in the way he/she is

able to skilfully lead free-ranging class discussions of content or the topic under

discussion.

Osborne and Simon (1996) supported this argument when they

conducted a study on primary school science teachers. They indicated that there

is clear evidence to suppose that teachers who lack specialist subject content

knowledge lack confidence and that this has real implications on their planning

and teaching. Harlen and Holroyd (1997) also supported this assertion that

teachers with poor confidence resort to

pedagogy, with the result that their teaching can have severely limited effects

on students’ learning.

Again, the findings of Childs and McNicholl (2007) also highlighted

that there is a perception that even experienced teachers may face considerable

and numerable challenges. This may not just be in terms of their own teaching

but also in terms of their students’ learning. Childs and McNicholl (2007)
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or subject matter and has the

explained that when subject content knowledge is more secured (e.g., when this

experienced chemistry teacher is teaching about energy transfer by conduction

a more closed and constrained

pupils, (i.e. sound PCK) they engage in class activities that facilitate pupil

and at different grade levels. This evidence is supported by Childs and
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and convection), the teacher is better able to fit the content of the science

teaching explanation given with the teaching purpose of the explanatory

episode. In contrast, when the teacher is unable to draw upon her own domain

of chemistry (e.g., when teaching about energy transfer by radiation), the

teacher appears to be less effective at matching the science teaching explanation

given with the teaching purpose of the explanatory episode.

Childs and McNicholl (2007) opine that a major challenge the teachers

articulated was that when subject content knowledge was insecure, their ability

to give appropriate and effective science teaching explanations in the classroom

was limited. This attribute of the lack of subject knowledge can be linked to the

knowledge in that aspect of the topic, it becomes very difficult in teaching for

the students to understand. In an anecdotal interview that I have conducted on

some secondary school Accounting teachers, most of them indicated that they

have problems teaching “Depreciation” and

Accounting. If that case exists, then that particular teacher may have problems

in teaching that particular topic and the students too may suffer in the long run.

As a researcher, I am of the opinion that insecure subject content knowledge

can have an impact on the Accounting teachers’ ability to explain Accounting

concepts and principles of which it may also influence the teaching practices

these Accounting teachers’ adopt in the classroom. This, in a long run, may

affect the Accounting teachers’ confidence in teaching the topic.

Nilsson (2008) studied Teaching for Understanding: The complex

nature of pedagogical content knowledge in pre-service education. He explored
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teaching of Accounting. If the Accounting teacher does not have a secure

the development of student-teachers’ PCK during pre-service education.

“Corrections of Errors” in
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According to Nilson, the student-teachers emphasised the need for Pedagogical

the classroom such

methods to use and what physics materials to include in a lesson. The teachers

reported that they often felt tied to their plans and the need to keep up with the

physics content that they felt needed to be taught/covered. They usually

expressed frustration at not having enough time to carry out their intended plan.

This aspect can be likened to the teaching of Accounting whereby the

Accounting teachers only teach what they think is needed to be covered and

strictly following the lesson plan they have prepared. When preparing lesson

notes as an Accounting teacher, one has to make room for contingencies which

may happen and a teacher should not strictly follow his or her lesson plan.

Nilsson (2008) also reported that each of the student-teachers

experienced a gap between the Subject Matter Knowledge (SMK) they had

gained at university and the physics they taught in school. To Nilsson (2008),

this gap emanated partly from the difficulties in transforming their SMK and in

relating theory to practice, largely derived from a lack in their own SMK. For

each of them, good SMK led to confidence in teaching that subject. Students’

questions sometimes led to feelings of frustration and discomfort when they

could not answer them (Nilsson, 2008).

Another important area that Nilsson (2008) looked at was Contextual

Knowledge (CK). In this study, CK was said to include such things as the social

and cultural environment, teachers’ knowledge of students’ abilities and

learning strategies, students’ attitudes about the science topics and students’

prior knowledge of the concepts to be taught. The student-teachers argued that
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Knowledge (PK) particularly in relation to how they handled their teaching in

as planning, preparing, and deciding on the teaching
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such CK was crucial to their success in teaching. They discussed the need to

experience how the classroom context affects their ability to teach and learn

science. At one level, the need to be familiar with tasks and unwritten rules of

the school that influenced their teaching

to classroom management. Based

the role that classroom context played in influencing their teaching. As a result

of the importance of group dynamics, there is the need to know their students,

their ideas, abilities and interests. They emphasised the importance of being

aware of the different factors that affect the classroom climate, particularly in

relation to students’ special problems and needs.

Nilsson (2008) then indicated that the student-teachers had a collection

of teaching methods and experiments, but they did not fully manage to present

the content in a way that promoted students’ understanding. These student

teachers, since they had passed their examinations in elementary physics

courses, indicated they had acquired the SMK. They had also passed their

examinations in most courses of pedagogy, which likewise indicates that they

had acquired a repertoire of teaching methods. Yet, the data indicated that in

teaching, they faced several problems. As already highlighted in several studies

(Appleton, 2003,2006; Harlen & Holroyd, 1997), it may appear as though these

student-teachers with limited SMK also resulted in low confidence in teaching

science. Then again, it might well be suggested that their ways of seeing what

they think (e.g., recognising important aspects of their learning to teach), and

thinking about what they see, helped these participants to reframe their practice

in ways that were new to them.
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was important, for instance, in relation

on this, the student-teachers recognised well
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According to Nilsson (2008), it may appear as though the way they

conceptualised their difficulties in verbalising their knowledge, connecting their

knowledge to everyday life, and relating theory to everyday situations helped

answers to students, in order to influence their learning about teaching. The data

also illustrate that it is essential to move beyond the individual elements of

knowledge bases in order to identify and develop student-teachers’ abstractions

of their teaching (i.e., create an orientation toward science teaching and

learning) in order to enhance their students’ learning (Nilsson, 2008).

Lee and Luft (2008) also conducted a study on experienced secondary

science teachers’ representation of pedagogical content knowledge. Lee and

Luft (2008) brought out three important points for discussion. Their study

helped to clarify the notion of PCK, which is the unique knowledge that teachers

draw upon as they teach a subject. According to the researchers, in 1987,

Shulman theorised several categories of knowledge but did not expand upon

their composition. They added that there are many studies that have addressed

the complexity of PCK since its introduction. The researchers cited the works

of Loughran, Milroy, Berry, Gunstone and Mulhall (2001); Loughran, Mulhall

and Berry (2004); van Driel et al. (1998) to demonstrate that PCK is still

difficult to articulate.

The findings from Lee and Luft’s (2008) study also revealed that there

as the teachers in their study portrayed these components, they demonstrated

their ability to access and emphasise the different components individually and

simultaneously. These descriptions suggest that experienced teachers’ PCK
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them to go beyond their initial needs and concerns to provide the correct

were common PCK components that teachers can identify. They mentioned that
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contains qualities of both the integrative and transformative models (Gess-

Newsome, 1999) and that, when compared with previous studies (Lee, Brown,

Luft, & Roehrig, 2007), PCK develops over time.

Lee and Luft’s (2008) study also demonstrated that general PCK has

emphasised in different ways.

Specifically, teachers maintained

knowledge of goals, and knowledge of students). These different components

may exist in different orientations in PCK and may take on different positions

concurrently hold different forms of PCK but the forms evolve differently at

domain and topic orientations. They can also hold general orientations that are

also developing but all however have knowledge of content, goals and students

at the core. Veal and Kubasko (2003) indirectly suggested this in their study on

topic-specific PCK.

The third aspect that Lee and Luft (2008) discussed was that the teachers

in their study discussed an area that had not yet been articulated in the PCK

literature. They spoke about a need for knowledge of resources in teaching

science. Resources ultimately allowed these teachers to make their instruction

relevant to their students and provided instructional experiences that were

outside the curriculum. According to Lee and Luft (2008), the four participating

teachers’ conceptualisations of PCK revealed that knowledge of resources

impacted their curriculum organisation, selection of teaching strategies and use

of assessments. The researchers however recommended that knowledge of
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different points in their careers. Thus, beginning teachers do not primarily hold

a core PCK (knowledge of content,

different areas and that these areas are

as PCK is represented through a domain or topic. This suggests that teachers
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component of PCK or not.

Overall, the findings of Lee and Luffs (2008) study suggested that

professional development programmes for teachers should consider how they

students, curriculum organisation, teaching, assessment and resources).

Professional development programmes which support the reforms in science

should address these components and encourage teachers to make linkages

between them. Such an approach will probably enhance a teacher’s knowledge

and practice to the degree that the science education reforms will be actualised

in the science classroom. In summary, Lee and Luft (2008) indicated that each

teacher eventually conceptualised PCK as the knowledge for teaching science,

and all of the teachers had the following components in their individual models:

science, goals, students, assessment, teaching, curriculum organisation, and

directed his or her instructional decisions and actions.

A conflict in your head: an exploration of trainee science teachers’

teacher self

teachers’ Subject Matter Knowledge (SMK) is one factor contributing to

teaching ‘successfully’ as this provides a basis from which PCK develops. Kind

(2009b) describes a lesson as ‘successful’ when the teacher’s ability to

transform SMK is significant. Evidence gathered from the data collected from

her study shows that trainee science teachers’ perceptions of their teaching as

‘successful’ differ. This is because, some of the respondents appear to consider
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resources should be explored to determine whether it should be considered a

subject matter knowledge development and its impact on

resources. Each teacher, however, had a personalised representation that

are incorporating these seven components (knowledge of science, goals,

confidence was conducted by Kind (2009b). According to Kind (2009b),
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a lesson a ‘success’ when they transmit knowledge, expressing confidence in

the sense of personal survival when they understand the SMK for a specific

According to Kind (2009b), others take a ‘transforming’ approach,

perceiving ‘success’

placing personal mastery of SMK as a secondary concern. To the researcher,

trainees’ development of SMK for personal ‘survival’ or ‘transformation’ may

differ according to whether teaching takes place within

specialism. The finding of the study is an evidence that SMK clearly exerts an

influence on teachers’ practices. According to the researcher, the study set in a

training environment, supports Davis’s (2003) findings, indicating that a good

SMK helps trainee teachers to select appropriate instructional strategies. The

data also gathered from Kind’s (2009b) study disputes suggesting that in the

more confident and taught more

successful lessons when teaching outside their specialist subjects.

Appleton and Kindt’s (1999) study on experienced teachers, also

supports the connection made here: when teaching outside specialism, trainees

However, the role of colleagues is clearly different. Whereas Appleton and

Kindt’s (1999) study shows that collegial support is valued among teachers

post-training, Kinds (2009b) study shows that trainees only ask for this when

preparing for outside specialism teaching. Youens and McCarthy’s (2007) work

also suggests that trainees may think to seek help from colleagues outside

specialism teaching is regarded as ‘safe’, while asking for help for within-
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lesson and can answer subject-related questions.

initial stages at least, some trainees were

or outside subject

as finding good activities that help students to learn,

express a lack of confidence in their SMK and work hard to address this.
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specialism teaching. That is, on a topic they are supposed to ‘know’. This may

be interpreted as weakness on the part of these teachers seeking for help.

Kind’s (2009b) data also does not provide clear support for De Jong

(2000) and Van Driel, Jong and Verloop (2002) in asserting that good SMK

helps trainees to be more aware of students’ difficulties, although, of course,

learning SMK themselves for outside-specialism lessons. No awareness of

difficulties was encountered for within specialism lessons in the study. Rather,

trainees tended to over-estimate students’ abilities, at least in the initial stage

(Kind, 2009b). The researcher added that trainees’ efforts to remediate weak

SMK, including consulting experienced colleagues for advice, leads to outside

specialism lessons being successful in the early stages of teacher development.

Having ‘good’ SMK as prior knowledge is insufficient to enable all trainees to

prepare and deliver successful lessons within specialism, as they lack the skill

to transform SMK to PCK effectively. Furthermore, the role of good support in

aiding teacher development is confirmed (Kind, 2009b). According to him, in

terms of the specialist-generalist debate, her study indicates that the ‘subject

specialists are the best’ assumption (Introduction) is not proven. The researcher

indicated that evidence is more supportive of the notion that possession of

genuine ‘teacher skills’ (i.e., the ability to transform SMK to PCK) is a major

factor influencing success as a trainee science teacher than simply possession

of a good degree in a specific subject.
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(2009b) indicated that trainees become aware of students’ difficulties when

these studies presented other factors as also being involved. In this case, Kind
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Classroom assessment

Day (1998), in his study, wanted to find out how Accounting teachers

assign a grade to their students as with course content and methods of

instruction. The study found that Accounting educators placed a high degree of

importance on the traditional means of assigning grades to students. That is,

written exams was the method most relied upon by Accounting instructors in

presentations by students, cooperative group exams, and case studies were

found to have little importance in the evaluation process to this group of

educators.

In a study of students’ perceptions of assessment requirements, Sambell

and McDowell (1998) found out that students “are active in the reconstruction

of the messages and meanings of assessment” (p. 391), and their interpretations

are greatly influenced by their past experiences and motivations. In a qualitative

study of Hong Kong tertiary students, Kember (2004) found that students using

the surface learning approach reported heavier workload than students using the

deep learning approach. According to Kember (2004), if students learn by

likely see the higher order intentions expressed in the content and the high

cognitive abilities being assessed. Conversely, if they rote-learn for the graded

task, they fail to see the hierarchical relationship in the content and to connect

the information. These rote-learners will tend to see the assessment as requiring

memorising and regurgitation of a large amount of unconnected knowledge,

which explains why they experience a high workload.
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extracting meanings from the content and making connections, they will more

the evaluation process. Other means of evaluating students such as class
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Kember (2004) thus postulates that it is the learning approach that

influences how students perceive workload. This is supported by Campbell,

Smith, Boulton-Lewis, Brownlee, Burnett, and Carrington (2001). The above

discussions suggest that students’ learning approaches

perceptions of assessment demands and other aspects of the learning context

such as the relevance of content and teaching effectiveness. That is to say,

perceptions of elements in the teaching and learning context are endogenously

determined.

Does authentic assessment or the perception of it affect how students

study and learn? Does practical experience affect how assessment authenticity

is perceived? Does practical experience influence how an authentic assessment

affects student learning? In order to answer these questions, Gulikers, Kester,

Kirschner and Bastiaens (2008) presented a study on the relationships between

authenticity perceptions of different cohorts of students, who differed in the

amount of practical experience, their study approach and their perceived degree

of professional skill development. Gulikers et al. (2008) found out that when

students, both freshmen and seniors, perceive assessment as more resembling

of their future professional practice (i.e., as authentic), they are stimulated to

implications, this supports the

curriculum. It also suggests that it is needless to develop completely different

kinds of authentic assessments for freshman and senior students.

Gulikers et al. (2008) reported that when students (i.e., freshmen as well

deeply and developing
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more professional skills. What students perceive as

use of authentic assessments during a VET

more deep studying and more generic skill development. In terms of practical

can influence their

as seniors) perceive assessment as more authentic, they report studying more
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authentic depends

in professional practice as supported by Lizzio and Wilson (2004) and Messick

which learning and working

that using authentic assessment is useful and effective in a competency-based

curriculum,

operationalisation for students with differing practical experience.

Based on this study, Gulikers et al. (2008) concluded that students with

more practical experience might learn more from assessments when; they have

holistic criteria that reflect how these students perceive performing in

professional practice; they use assessment tasks that reflect more specialised

(out of the ordinary) professional activities instead of general professional

activities practice or assessment tasks that allow students to adapt the tasks to

their personal interests or working context; they are situated in real professional

practice instead of in a role-play in school. Students with little practical

experience conversely, (a) prefer more analytic criteria since performing in

practice is still a stepwise process for them and peculiar steps help them learn;

(b) are satisfied with assessment tasks that reflect more general professional

activities, and (c) perceive that assessing in the workplace is not definitely

necessary since assessing in a simulated or role-play setting can apt reflect

performing in practice.

In support of the influence of practical experience, Honebein, Duffy and

constructivism and the design of learning

environments: context and authentic activities for learning as well as Messick’s

(1994) work on the interplay of evidence and consequences in the validation of
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(1994). For educational practice, at least for vocational types of education in

on how they perceive professional practice and performance

are intertwined, Gulikers et al. (2008) indicated

Fishman’s (1993) study on

but some critical issues need to be considered in its
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performance assessment suggested that students with different levels of

practical expertise might learn better with different kinds of assessments. As an

example, the researchers contend that when students have had adequate

opportunity to get a good picture of professional practice, the physical context

of an assessment might become voluntary or self-imposed.

realistic physical context for themselves and do not need assessments to be

placed in a high fidelity context to inspire their learning. Inexperienced students

might not yet be competent to construct an assessment task in a realistic context

since they have had too little practical experience for this construction. This

contextualised assessment than more experienced students. Alternatively, it has

also been intimated that as students get closer to their graduation and

accordingly closer to actually working in the real-world, the need for a very

authentic physical context (preferably, the real workplace) is increasing, instead

of decreasing, and is needed to positively influence learning.

Flores, Veiga Simao, Barros and Pereira (2015) conducted a research on

the perceptions of effectiveness, fairness and feedback of assessment methods:

a study in higher education. They focused on the perceptions of undergraduates

on issues of effectiveness, fairness and feedback, particularly in regard to the

of assessment methods that are used more frequently in different programmes

are written tests, oral presentations in the group and teamwork. However, the

researchers reported that in education, there were positive correlations in regard
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so-called learner-centred methods. According to Flores et al. (2015), the kinds

Explicitly, experienced students would be competent to create a

denotes that inexperienced students have more advantages from a

researchers found differences amongst the different programmes. The
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to assessment methods related to individual written reflections and individual

portfolios. In the case of written tests, it

correlated. That is to say, learner-centred methods were more prevailing than in

other disciplines which continue to rely on more traditional methods of

assessment in the programme of education. Furthermore, their findings

team project, students of engineering differ from students of other programmes.

According to Flores et al. (2015) undergraduate students position on

how they perceive assessment in terms of effectiveness and objectiveness

associated with learner-centred methods of assessment was that the participants

objective and more effective process than students who refer to traditional

methods. The researchers’ findings were related to the extent to which

undergraduate students show more positive correlations with assessment in the

context of learner-centred methods of assessment divulge that there are no

differences with statistical significance pertaining to the association related to

the conflict.

Flores et al. (2015) added that higher number of undergraduate students

stated that they are assessed through learner-centred methods. This, according

to the researchers, may be explained at least comparatively, by the nature of

methods that are more systematic, methods that are developed over time and

involve negotiation, collaboration and the integration of different viewpoint

between students and faculty and amongst students. They also entail a closer

interaction between faculty and the students and occur over time. Also, in these

152

indicated that with regards to assessment methods which is directly related to a

was found that they were negatively

who refer more often to these kinds of methods understand assessment as an

assessment methods themselves, e.g. portfolios and team projects. These are
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kinds of methods, discrepancies between beliefs and practice may be more

easily identified, i.e. the gap between what

what one really does. This is also visible in the coherence, adequacy and

consistency (or lack of it) in teaching and assessment and their connection to

learning.

Relating to the importance attached to feedback and the reliability of the

with statistical significance between the two groups. They indicated that

students who report the most frequent use of traditional methods assign the same

importance to receiving feedback, and to the dependability of the sources as the

students who report being assessed through learner-centred methods.

concepts and practices of feedback used by both faculty and students.

Marriott (2009) conducted a study on students’ evaluation of the use of

online summative assessment on an undergraduate Financial Accounting

of computer-aided

assessment in an introductory Financial Accounting course with two cohorts of

students at one institution. The researcher reports the findings of a series of

online summative assessments which were introduced into a lst-year Financial

Accounting course undertaken in the academic years of 2006-07 and 2007-08

in a qualitative study. According to Marriott (2009), feedback from students

obtained from a focus group interviews and an evaluative survey indicates that

significant role in the teaching/learning process. This

finding supports the work of Race (1993), Brown et al. (1997), Brown and
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one says he/she is going to do and

source of feedback, Flores et al. (2015) found out that there are no differences

module. The study provides evidence regarding the use

Nevertheless, this deserves further research so as to examine the kinds of

assessment played a
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Marriott (2009) also explains that for assessment to be effective,

students need to understand what is required of them. If they know when they

will be assessed, what they will be assessed on and how the assessment will be

undertaken, they will then be able to plan their study time in preparation for

assessment. In his discussion of the results, Marriott (2009) added that the

clarity of the timing of assessments, their requirements and the phased nature of

the assessments allow students to spread their effort evenly over their

programme of study. Learning in ‘bite-sized’ chunks, albeit incremental in

nature, tested new knowledge and reinforced previous understanding, which for

an introductory Accounting module that is technical in nature was well received

by the students (Marriott, 2009).

According to Marriott (2009), timely and constructive feedback should

provide students with information that can remedy deficiencies, promote their

learning and improve their future performance. The phased nature of the

feedback provides students with opportunities for identifying their areas of

weakness. He added that the immediate reporting of results, afforded by online

assessment, allows students the chance to remedy any deficiencies in their

knowledge and understanding before progressing to other areas of the syllabus.

For the tutors, Marriott (2009) explains that measuring students’ development

early stage, and of those students who are experiencing

appropriate support where needed.
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Smith (1999), Vos (2000), Gibbs and Simpson (2004), Nicol and Macfarlane- 

Dick (2006).

and highlighting at an

difficulties in understanding certain topic areas enable them to provide

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Gibbs and Simpson (2004) and Nicol and Macfarlane-Dick (2006) also

supported this finding that the students found the immediate online feedback,

the subject through self-evaluation and reflection. By identifying students’

strengths and weaknesses, thereby raising their awareness and expectations,

students’ learning and participation in the learning process were enhanced.

Marriott (2009) also added that the positive responses received from the

feedback forms and the focus group interviews in connection with the benefits

of engagement, self-assessment and reflection, feedback, motivation and time

management afforded by the continuous/phased nature of the assessment

suggest that the change in assessment practice was effective and support the

findings of Nicol (2006) and Galloway (2007). The proposition of Brown et al.

(1997) that changing the assessment practice can lead to an improvement in

student learning is also maintained.

Classroom management

Classroom management can be regarded as an integration of all factors

related to classroom organisation with the aim of creating a safe and well-

established learning environment (Savage & Savage, 2010). That is to say, it is

achieve the class objectives. For that reason,

management is required for both students’ development and educational

and reinforcing classroom atmospheres. Also, it averts students’ inappropriate
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i
v

objectives (Martin & Sass, 2010). Classroom management has an objective. It 

does not only facilitate teaching but also increases teaching time, supports warm

made a contribution towards improving their motivation and engagement with

a concurrent activation of available teaching sources and students in order to

an effective classroom
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behaviours and supports an environment which helps appropriate behaviours

materialise (Martin & Sass, 2010; Savage & Savage, 2010).

When teachers

influence that motivational strategies that they will employ in the classroom to

motivate their student. A study conducted by Bosu (2014) examined job

satisfaction among Senior High School Business Studies teachers in the Central

Region of Ghana. The purpose of the study was to investigate the factors that

otherwise in the Central Region of Ghana. The results revealed that Business

Studies teachers in Central Region of Ghana were dissatisfied based on the

institutional, students, teacher and job related factors that applied to their work

but they had other favourable conditions based on teacher related factors that

kept them on the job. This could have a negative impact on the classroom

management strategies that are put in place.

One of the ways for establishing and settling down the class control is

managing instruction (Burden, 1995; Martin & Sass, 2010; Weinstein &

Mignano, 1993). The management of instruction has been defined as an

integration of teaching environment and learning experiences consistent with

2000; Burden, 1995).
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are satisfied with their job it may have a positive impact

influenced Senior High School Business Studies teachers’ job satisfaction or

on the classroom management strategies that they will put in place. It will also

the objectives. That is to say, the methodology of teaching is a 

comprehensiveness of related processes. Identification of target behaviours and 

teaching tools, teaching, receiving feedback, rehearsals, summarizing, 

evaluation and reinforcement are some activities within these processes (Aydin,

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



attitudes towards the subject they are studying (Midgley, Feldlaufer, & Eccles,

1989; Ross, 1992).

In addition, teachers with a high sense of efficacies are more open to

new ideas and more willing to experiment with new teaching methods to meet

students’ needs (Woolfolk, 2004). Such teachers also tend to exhibit higher

struggling student and persist longer if difficulties arise. Conversely, low-

efficacious teachers exhibit a weak commitment to the profession, tend to be

more authoritarian, use more teacher-centred approaches and blame others for

failures (Evans & Tribble 1986; Gibson & Dembo 1984; Czemiak & Schriver

1994).

A study on reinforcement, reward, and intrinsic motivation: A meta

analysis conducted by Cameron and Pierce (1994) indicated that verbal

reinforcement is possibly the most fundamental tool available to teachers and

reward. To them, the amount of positive verbal remarks are very important to

researchers as
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A teacher’s capabilities to influence engagement and learning on the part 

of students, even those difficult or unmotivated are used in judging their sense 

of efficacy (Woolfolk, 2004). Similarly, research indicates that a teacher’ s sense 

of efficacy or beliefs affect his/her students’ achievement, motivation and

arguably the most powerful and meaningful for pupils and students. The 

findings of the study indicated that verbal praise has a greater impact in terms 

of effect size for it increases in motivation than either tangible rewards or no

the student in the classroom. This assertion is also supported by other 

possibly being the key to the effectiveness of behavioural

levels of planning and enthusiasm; they, therefore, will work harder with a
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interventions in the classroom (Elwell & Tiberio, 1994; Webster-Stratton &

classrooms. In this study, the researchers identified shared practical knowledge

about classroom management strategies of teachers who were successful in

creating a positive working atmosphere in their multicultural classrooms.

Tartwijki et al. (2009) found out that the teachers were aware of the importance

of providing clear rules and correcting student behaviour whenever necessary,

nevertheless, they also wanted to reduce potential negative influences of

corrections on the classroom atmosphere. The teachers aimed at developing

positive teacher-student relationships and adjust their teaching methods and

anticipating students’ responses. Most teachers seemed reluctant to refer to the

cultural and ethnic background of their students. The teachers were aware that

corrections perceived by students as aggressive can easily elicit aggressive

aggression. They also realised that positive feedback and a positive trustful
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relationship usually stimulate positive student responses.

It can be resolved that, according to these teachers, setting rules and

enforcing them is necessary, but it should be done in a way that is as 

unaggressive as possible. According to the researchers, the teachers did talk 

about strategies aimed at promoting student attention and engagement, but far 

less than about strategies aimed at setting and enforcing rules. This brings to 

mind that engaging curriculum and learning activities work as a proactive

Hammond, 1997; Webster-Stratton & Reid, 2004).

Tartwijk, Brok, Veldamn and Wubbels (2009) conducted a study on 

teachers practical knowledge about classroom management in multicultural

reactions, whereas “small” corrections minimize the risk of introducing
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approach to preventing problems with discipline, which has positive results for

creating and maintaining a positive working atmosphere in the classroom.

student responsibility, (which examined 21 elementary and 21 secondary

schools), the role of classroom discipline in promoting student responsibility for

the protection of learning and safety rights in the classroom. The result of the

study indicated that teachers are seen by students to react to classroom

misbehaviour by increasing their use of coercive discipline, which impedes the

development of responsibility in students and distracts them from their

schoolwork. Alas, teachers fail to increase their use of more productive

techniques, such as discussions, rewards for good behaviour and involvement

in decision-making (Lewis, 2001).

The result also added that, in general, students’ attitude to their

schoolwork is a positive predictor of their lack of misbehaviour and their

general level of responsibility during class even when teachers are engaged in

disciplinary action. Lewis (2001) explained that when misbehaviour does occur,

students find it difficult to concentrate on their work. These findings are not

surprising as motivation could be assumed to facilitate concentration just as

misbehaviour in class would inhibit it. The researcher also explained that

students who receive more relationship-based discipline are less disrupted when

teachers deal with misbehaviour and generally act more responsibly in that

teacher's class. In contrast, the impact of coercive discipline appears to distract

students from work the more and leave them less responsible.

Lewis (2001), in his conclusion, noted that there is a need to encourage
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Lewis (2001) studied students’ views on classroom discipline and

teachers to avoid becoming coercive in the face of increases in student
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surrounding rules and consequences. If teachers do not do that, it may mean less

student time on task, and possibly more significantly, less responsible students.

Li and Ma’s (2012) study on motivational factors for Accounting

learning (the development of a holistic framework) reveals that Accounting

students often adopt a surface learning approach. They conducted an extensive

literature review that shows that motivation

comprehensive framework. Li and Ma (2012) therefore conducted this study to

explore the factors that motivate learning by reviewing previous literature. Li

and Ma (2012), in their study, identified and discussed three contexts (students,

teaching and learning, cultural and social) that motivate learning. They were of

the view that the factors that motivate learning are numerous. Some of them are

affected by a variety of interwoven factors which should be investigated further

to develop a holistic framework. They argued that:

1. The students’ perceptions of the learning environment influence how

would create a

approaches to learning.
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they learn and their approaches to learning. The students’ perceptions of 

teaching, assessment and the curriculum contribute to their conception

misbehaviour and to rather respond by calmly punishing misbehaviour at the 

same time rewarding good behaviour, discussing with students the impact their 

misbehaviour has on others and involving them in some of the decision-making

of learning.

2. The teaching methods, the learning context and the assessment design 

learning environment that influences students’

on Accounting studies lacks a
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3.

context, teaching and learning context and cultural and social context to

motivate learning. A review of the literature reflects a lack of a holistic

framework. They further indicated that factors that are grouped into the three

contexts may be shuffled as some of the factors are closely related. Additional

factors could be added as the learning environment changes.

Boz and Boz (2010) studied on the nature of the relationship between

teaching concerns and sense of efficacy and suggested that impact-related

teaching concerns contribute most to the teaching concern variants. Hence,

student teachers should be specifically taught in teacher education programmes

on how to satisfy the academic, social and emotional needs of their students and

how to motivate them. The researchers suggested that for teachers’ sense of

efficacy to increase, there should be

In

Woolfolk-Hoy and Weinstein (2006) summarise research findings on teachers’
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efficacy beliefs.

their contribution to the Handbook of Classroom Management,

classroom management and instructional strategies

education programmes; they also relate highly with prospective teachers’

Finally, teachers design tasks and activities to actively engage students 

in a learning process. Thus,

encourage deep learning. Their study acknowledges the importance of using a 

holistic framework in creating a learning environment that integrates students’

an improvement of prospective teachers’

efficacy in student engagement. Conversely, this does not mean that efficacy in 

can be ignored in teacher

an understanding of students’ cultural 

background is important in fostering a better learning environment.

Li and Ma (2012) added that teachers should design learning contexts that relate 

to students life experiences and extend to real-world settings since that will
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traditional” or “custodial”

orientation to classroom management. Teachers with such orientations believe

punishments for infractions that increase in intensity aligned with the severity

of infractions. Most other teachers tend to a6 liberal progressive’ or ‘humanistic’

orientation to classroom management. These teachers are of the view that

democratic principles should operate in all social situations, including schools

and classrooms, and they emphasise self-discipline.

management in the specific context of urban schools in the USA (often with a

highly multicultural character). These teachers emphasized the importance of

developing a caring relationship with their students. They wanted to

demonstrate ‘assertiveness’ through setting up and making clear a set of

academic expectations for students, and through enforcing rules and

behavioural strategy. A number of these teachers emphasized the need for

knowledge about their students’ culturally rooted communication styles.

Weinstein, Curran and Tomlinson- Clarke (2003) also advised teachers

students live, and to teach their students mainstream ways to interact in social

should not devalue students’ cultural practices which
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dominant cultural paradigm.

Wubbels, den Brok, Veldman and van Tartwijk’s (2006) findings 

indicated that teaching in classrooms entails competence in creating positive

situations, in order to succeed in dominant social spheres. In unison, teachers 

are not part of the

knowledge about classroom management. This review shows that the majority 

of teacheis in secondary education tend to a

to become knowledgeable about the cultures and communities in which their

Brown (2003) studied teachers’ knowledge about classroom

in the teacher as the authority, in a stern adherence to rules, and in a fair set of
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its corollary for student behaviour.

In the works of Adeyemo (2012), good classroom management can help

dangerous environmental conditions such

equipment, and from psychological abuse from peers or adults. As a result of

this, the effective classroom management skills or techniques have a strong and

positive effect on student achievement in physics (Adeyemo, 2012).

A study conducted by Blatchford, Bassett and Brown (2011) aimed to

extend previous research by comparing effects of class size on pupil classroom

engagement and teacher-pupil interaction, and by examining if effects varied by

pupil attainment level and between primary and secondary school years.

Blatchford et al. (2011) found that class size was related to the amount of

individual contact with pupils. This was apparent through two particular types

of behaviour: (i) Times when the pupil was the focus of a teacher’s attention

individual attention, while in larger classes, they spend more timemore

listening to the teacher talk to the entire class. They are possibly getting more
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teacher-student relations, managing and monitoring student behaviour, and 

teaching for student attention and engagement. Further, teachers should be 

interested in and knowledgeable about their students’ cultural background and

pupils were the focus of a teacher’s attention and more times when they were 

engaged in active interaction with teachers.

Blatchford et al. (2011) also found that in smaller classes, pupils get

and (ii) Times when they were engaged in active interactions with their teachers, 

i.e., beginning, responding to, and sustaining interactions with them. The 

converse also applies as class sizes became smaller, there were more times when

to ensure the protection of students from physical attacks by other students,

as playing around electrical
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Chapter Summary

The conceptual framework is concluded on the basis of the definitions

of teaching practices that have been given by other researchers. In this study, I

define teaching practice to be the planning of the lesson; the Pedagogical

Content Knowledge (PCK); the Classroom assessment techniques or methods

that the Accounting teacher uses to assess his/her students and the classroom

Accounting teacher motivates his/her students to learn. In line with this, I am of

the view that if an Accounting teacher exhibits these characteristics and applies

them well in teaching, one can then say that the Accounting teacher is applying

good teaching practices in the classroom. To me, this implies that anything less

of these variables is not good teaching practices. An Accounting teacher who

uses these elements as teaching practices techniques will have a positive impact

on the Accounting students’ performance. That is, failures of these Accounting

students are attributed to Accounting teachers who do not use these elements as

it has been discussed based on the teacher-related factors.

A lot of research has been done on teaching practices of teachers.

PCK, classroom
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tendency for there to be more pupil on task and less off-task 

behaviour as class sizes decreased, and conversely less on task and more off- 

task behaviour as class sizes increased.

Researchers have studied on various variables. In Ghana, the available literature 

indicates that there has not been any research which focused on lesson planning, 

assessment and classroom management in Accounting.

educational input, but this is at the expense of it being largely passive and part 

of a large group. Another finding by Blatchford et al. (2011) also indicated that 

there was a

management techniques that the Accounting teacher uses or how the
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Studies also conducted by researchers such as Childs and McNicholl

(2007), Jiang et al. (2005), Shahini and Daftarifard (2011), Osborne and Simon

(1996), Nilsson (2008), Lee and Luft (2008), and Kind (2009a; 2009b) focused

However, Duan (2011), Marcheggiani et al. (1999), Hosal-Akman and Simga-

Mugan’s (2010) studies were in Accounting but they only concentrated on the

pedagogy without looking at the content knowledge of the Accounting teacher.

In the context of Ghana, the few literature that was obtained on

Accounting Education were the studies of Bosu (2010; 2014; 2016). Darkwah

(2013; 2014), Osei-Tutu, et al. (2014), Kwarteng (2014a; 2014b), Sinto (2015);

Mordedzi and Mireku (2015) and Sam (2015). Some of the studies (Bosu, 2016;

Yeboah-Appiagyei etal., 2014; Osei-Tutu et al., 2014; Sam, 2015; Sinto, 2015)

focused on factors that influence Accounting students’ academic performance

their classrooms. Other researchers (Darkwah, 2014; Kwarteng, 2014a) also

looked at the use of teaching-learning resources in Financial Accounting
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which actually did not look at the teaching practices that these teachers adopt in

Dunn et al. (2010), Stiggins (2008) and Vermette et al.’s 

(2011) studies concentrated on the use of lesson or instructional objectives when 

planning lessons. Shahini and Daftarifard’s (2011) study was on the importance 

of lesson planning.

Researchers such as

on either the content knowledge or the pedagogy of the science teacher.

lessons. Darkwah’s (2014) research was conducted in the Sunyani Municipality 

in the Brong Ahafo Regions of Ghana while Kwarteng’s (2014b) study was 

conducted in the Central Regions of Ghana. Darkwah (2013) previously had 

evaluated the teaching strategy used by Financial Accounting teachers in the 

Sunyani Municipality while Bosu (2010) assessed the pedagogical content
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teaching. The concentration was on the learning resources or the school

environment and its effects on Accounting students’ academic performance in

the SHSs, gender differences in the academic performance of Accounting

students in the SHSs, concerns of Accounting teachers in the implementation of

the SHSs Accounting curriculum and the effects of accounting teachers

professional qualification on the academic performance of students.

The contribution of this study is that it explores four teaching practices

of Accounting teachers that might have effects

practices.
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concentrate on the teaching practices that these Accounting teachers adopted in

on Accounting students’

knowledge of Accounting teachers in SHSs in the Central Regions of Ghana 

and in 2014, Bosu assessed the job satisfaction of business studies teachers in 

the Central Region of Ghana. Mordedzi and Mireku‘s (2015) study looked at 

the learning styles of students in the study of Cost Accounting in a private SHS 

in Ghana while Kwarteng (2014b) researched 

Accounting curriculum in SHSs in Ghana.

on the implementation of

It is noticeable that these study, although most of the studies conducted 

in Ghana, were carried out in the Central Regions of Ghana which did not

academic performance. To address some of the shortcomings of past and present 

studies, this study fills the gap in the literature on teaching practices by assessing 

how Accounting teachers plan their lessons, apply their pedagogy and content 

knowledge in teaching Accounting, how well Accounting teachers employ the 

appropriate tools in assessing students and also how the Accounting teachers 

manage their class to motivate their students during instructional sessions. The 

study, therefore, adds valuable information to the cunent debate on teaching
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CHAPTER THREE

RESEARCH METHODS

Introduction

Research Paradigm

Merten (2010) described research as a systematic inquiry, whereby data

is collected, analysed, interpreted in a way in order to understand, describe,

predict or control a certain phenomenon or to empower people. The nature of

research is influenced by a researcher’s worldview and thus how it is conducted.

A worldview is “a basic set of beliefs that guide action” (Morgan, 2007, p. 49;

Creswell, 2009, p. 6) and is also referred to as a paradigm (Creswell & Clark,

2007, p. 21 & 2011, p. 39) which Merten (2010) describes as a way of looking

at the world.

For this study, the pragmatist paradigm was considered more suitable by

the researcher as a result of the nature of the problem under investigation. The
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This chapter focuses on the research paradigm, the design employed, the 

study population, the sample studied and the strategy used to recruit them. It 

also discusses the instrument used for the fieldwork and data gathering. The 

procedure for analysing the data gathered has also been presented in this 

chapter.

where complex and pluralistic so'

nature of the problem, that is, teaching practices and their consequences on 

students’ performance justifies using the pragmatist world view (mixed 

methods). This is because, the pragmatist paradigm is most suitable in situations 

cial contexts demand analysis that is informed

by multiple and diverse perspectives. This suggests that the inferences I can 

make from this research are, in general, strengthened by the use of a pragmatist

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



philosophical framework for mixed methods research, the pragmatist

worldview or paradigm focuses on the research problem and where the

researcher uses all approaches available to understand the problem (Morgan

2007; Creswell, 2009; Creswell & Clark, 2011). That is, to understand the

research problem in this context, the pragmatist paradigm places the research

problem (Accounting students’ poor academic performance) as central and

applies all approaches to solve it. In addition, data collection and analysis

methods are chosen as those most likely to provide understanding into the
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question with no philosophical loyalty to any alternative paradigm.

In a mixed methods approach, researchers build the knowledge on

that it also provides a

pragmatic grounds asserting that truth is “what works” (Howe, 1988; Maxey, 

2003; Creswell, 2013). They choose variables and units of analysis as well as 

approaches, which are most appropriate for finding an answer to their research 

question (Tashakkori & Teddlie, 1998). Tashakkori and Teddlie (1998) added 

set of assumptions about knowledge and enquiry that 

underpin the mixed methods approach and which distinguishes the approach 

from purely quantitative approaches that are based on a philosophy of (post)

paradigm. Meaning that, I took a “what works” attitude to conduct the research 

while keeping in mind the ethical and methodological standards of doing 

research. Pragmatism, unlike positivism or constructivism, is not committed to 

any one system of philosophy or reality. Pragmatist researchers focus on the 

‘what’ and ‘how’ of the research problem (Creswell, 2003).

Researchers (Maxey, 2003; Rallis & Rossman, 2003; Johnson & 

Onwuegbuzie, 2004; Feilzer, 2010) agreeably regarded pragmatism as the 

philosophical partner for the mixed methods approach. As an underlying

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



of research and the researcher focuses on the “what” and “how” of research

based on where he/she wants to go with it (Creswell, 2013, p. 28). Morgan

(2007) emphasises that the research questions are not in themselves important

and the methods are not automatically appropriate. Rather, a researcher has to

make a choice about what is important and what is appropriate, based on what

works best for answering the research questions. In view of the ethical goal of

research, Morgan (2007) asserts that “it is not the pursuit of knowledge through

“inquiry” that is central to a pragmatic approach, but rather the attempt to gain
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positivism and purely qualitative approaches that are based on a philosophy of 

interpretivism or constructivism (Creswell & Plano Clark, 2011). Creswell 

(2012), also, viewed mixed methods research design as procedure for collecting, 

analysing, and mixing both qualitative and quantitative research and methods in 

a single study to understand a research problem.

In pragmatism, researchers seek many approaches to collect and analyse 

data instead of sticking to one way. What holds true is what works at the time

as biases present in 

revealed. Fourthly, the research process

knowledge in the pursuit of desired ends” (p. 69).

This study represents the pragmatist worldview in that it uses both 

quantitative and qualitative methods to collect data (i.e. interview guide, 

questionnaire and observation guide) and thus embraces the idea of multiple 

realities (ontology) by reporting different perspectives of the study participants. 

Secondly, knowledge is based on subjective views of the participants as 

depicted in interview results (epistemology). Thirdly, by acknowledging the 

researcher’s interpretation in conjunction with that of the participants, as well 

the study, the value nature of the research (axiology) is 

used was characterized by a
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combination of both inductive and deductive methods of data collection and

consequences to those who will benefit from this research.

Research Approach

The mixed methods approach was used in this study to access the

teaching practices of Accounting teachers. The rationale behind this approach

is that neither quantitative nor qualitative methods are sufficient by themselves

to capture the trends and details of the situation, such as the teaching practices

of Accounting teachers in the two regions (Tashakkori & Teddlie, 2003). When

both quantitative and qualitative methods are used in a study, they complement

each other and allow for more complete analysis to be undertaken (Tashakkori

& Teddlie, 1998; Creswell, 2003; Creswell & Clark, 2007). In particular, as

Creswell and Clark (2007) explained, a problem exists when the quantitative

can
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strength than either of two alone (methodological). 

Lastly, the study is inherent to the pragmatist worldview as it is designed around 

research questions with the intent of addressing them in the different ways that 

deem appropriate and utilising the results in ways that can bring about positive

results are inadequate to provide explanations of outcomes, and the problem can 

best be understood by using qualitative data to enrich and explain the 

quantitative results in the words of the participants. Situations in which this 

those in which the quantitative results need further

answered using either qualitative or 

study, collecting data using questionnaires

analysis that give more

problem occurs are

interpretation as to what they mean or when more detailed views of participants 

help to explain the quantitative results.

Mixed methods research helps answer questions that cannot be 

quantitative methods alone. In this current 

was not sufficient and could not
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In quantitative research, the researcher

developing knowledge, such

thinking, reduction to specific variables, use of measurement and observation,

and the test of theories. The study relies so much on numerical data (Charles &

Mertler, 2002). The researcher isolates variables and casually relates them to

researcher chooses instruments which will yield highly reliable and valid scores

and also determines which variables to investigate. In this study, I sought the

views on lesson planning, PCK, classroom assessment and management of

SHSs Accounting teachers and Accounting students in the Central and Brong

of questionnaires and an observation

guide.

Again, data is collected
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also question teachers on some of the practices they do in the classroom by way 

of interviewing them. According to Creswell and Plano Clark (2007, p. 33), 

mixed methods can provide a “more complete picture by noting trends and 

generalizations as well as in-depth knowledge of participants’ perspectives.”

actually answer the research questions. There was the need for me to know what 

actually happens in the classroom that called for instructional observation and

Ahafo Regions of Ghana through the use

uses postpositivist claims for

as questions and hypotheses, cause and effect

makes knowledge claims based on

or advocacy/participatory (Mertens, 2003) perspectives.

from those immersed in daily life of the setting in which the study is framed.

determine the magnitude and frequency of relationships. In addition, a

“an inquiry process ofAlternatively, qualitative research is 

understanding” where the researcher develops a “complex, holistic picture, 

analyses words, reports detailed views of informants, and conducts the study in 

a natural setting” (Creswell, 1998, p. 15). In qualitative approach, the researcher 

the constructivist (Guba & Lincoln, 1994)
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Data analysis is based

multiple contextual factors.

events that happen in the classrooms are the classroom management and the

assessment techniques or methods that the Accounting teacher uses in managing

and assessing the students’ performance. I wanted to understand the variety of

instructional strategies and the extent of the assessment tools and classroom

management strategies that the Accounting teachers employ in the teaching of

Accounting. I also decided to add a qualitative study because I was concerned

with process that the Accounting teachers take their students through rather than

simply with products or outcomes (Bogdan & Biklen, 1998). Again, I wanted
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Hanson, 2003). Priority refers to

qualitative) is given more weight in the study. Implementation refers to whether 

the quantitative and qualitative data collection and analysis comes in sequence 

following another, or in parallel or concurrent

First hand unmediated data is more likely to gain more credible results 

(Driscoll, 2011). Qualitative methods are also appropriate for this study because 

of the nature of the research questions. In this study, the processes that the 

Accounting teacher employs during instructional period are the lesson planning 

preparation and the teaching and learning that goes on in the classroom. The

an understanding of the problem based on

or in chronological stages - one

on the values that these participants perceive for their 

world. Ultimately, it produces

to obtain an in-depth understanding of the way the teaching, classroom 

management and assessment are, why they are that way, and how the 

participants in the context perceive them (Gay & Airasian, 2003).

In designing a mixed methods study, three issues need consideration, 

priority, implementation, and integration (Creswell, Plano Clark, Guttman, & 

which method (either quantitative or
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or

single topic, here the teaching practices of

Accounting teachers (Morse, 1991; Tashakkori & Teddlie, 1998; Creswell,

1999; Creswell et al., 2003).

I followed four steps to conduct the convergent-parallel design. Firstly,

both quantitative and qualitative data on the teaching practices of Accounting

teachers were collected. These sets of data were concurrent but independent and

had equal weights (priority) in addressing the research problem. Secondly, the

two data sets were analysed separately using quantitative and qualitative
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manner. Integration refers to the phase in the research process where the mixing 

connecting of quantitative and qualitative data occurs.

Research Design

triangulated results about a

This study used the most well-known design to mixing methods which 

is the convergent parallel design. Scholars (e.g. Jick, 1979) began discussing 

this design as early as the 1970s, and it is perhaps the most common design used 

across disciplines. The convergent-parallel design was initially conceptualised 

as a triangulation” design where the two different methods are used to obtain

analytical methods. Thirdly, after obtaining the results in each data set, the 

results were merged. This occurred during interpretation where the results were 

directly compared to determine to what extent and in what ways they converged, 

diverged or combined to create a better understanding of the research problem. 

This form of comparison has been referred to as confirmation, disconfirmation, 

cross-validation or corroboration (Creswell & Clark, 2011).

The rationale of using the convergent parallel design in this study was 

to obtain different but complementary data on teaching practices (Morse, 1991). 

This approach, thus, helps in assessing the teaching practices of SHSs
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weaknesses of

complementary quantitative and qualitative results in order to develop a more

complete understanding of the phenomenon, and also comparing multiple levels

within the system.

The strengths of this type of design to the study are that: first, the design

made intuitive sense in that researchers new to mixed methods often choose this

design. Secondly, it was an efficient design, in which both types of data were

collected at the same time during one phase of the research. Again, in using this

collected and analysed separately and
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Accounting teachers in

design, each type of data was 

independently, using the techniques traditionally associated with each datatype.

Although convergent parallel design is the most popular of the mixed 

methods, it is also probably the most challenging of the major types of designs. 

Much effort and expertise are required, particularly because of the concurrent 

data collection and the fact that equal weight is given to each data type. 

However, this challenge could be addressed by forming a research team that 

includes members who are both experts in quantitative and qualitative research; 

or to include members who are either quantitative or qualitative expertise or by

the Central and the Brong Ahafo Regions to best 

understand the research pioblem. The intent in using this design, according to 

Patton (1990), is to bring together the differing strengths and non-overlapping 

quantitative methods (large sample size, trends and 

generalization) with those of qualitative methods (small sample, details, in 

depth). This design was used because I wanted to triangulate the methods by 

directly comparing and contrasting quantitative statistical results with 

qualitative findings for corroboration and validation purposes. I also wanted to 

illustrate quantitative results with qualitative findings, synthesising
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may arise because the

the study. In this sense, effective strategies, such as collecting large qualitative

samples or using unequal sample sizes need to be applied.

Again, it could be challenging to merge two sets of very different data

and their results in a meaningful way. The most important fact is that the

researcher designed the study in a way that the quantitative and qualitative data

address the same concepts. This strategy facilitates merging the data sets. In

using this design, the researcher also faced the question of what to do if the

quantitative and qualitative results do not agree. Notwithstanding this,

contradictions may provide new insights into the topic. It is important to note

that these differences in the data collected could be difficult to resolve and may

require the collection of additional data. The question then emerges as to what

type of additional data to collect or to re-analyse. Is it quantitative data,

qualitative data, or both? However, these disadvantages were addressed and did

not affect the study.
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Population

In this study, there were two main groups of respondents from whom

data were gathered. They

principles of Cost Accounting and Financial Accounting and the Accounting 

students in the selected SHSs in the two regions. Accounting teachers had a duty

■

I

to help in fulfilling the aims set out by the Business Education curriculum in

training single researchers in both quantitative and qualitative research. In using 

this design, researchers need to consider the consequences of having different 

samples when merging the two data sets. However, due to generalisation and 

in-depth description of data, different sample sizes

quantitative and qualitative data are usually collected for different purposes in

were the Accounting teachers who teach both
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they teach their students.

Accounting students

Accounting curriculum. Without them, there will be no Accounting curriculum.

It was thought of as very crucial to seek their views because relying on

Accounting teachers alone as the only key stakeholders for information on

effectiveness of their teaching practices and determining quality Accounting

Education might be disadvantageous. Though Accounting students may not

have the best competence to assess Accounting teachers’ PCK, the Accounting

teachers’ classroom assessment and classroom management practices, their

views on how these teachers enhance their motivation in class and the skills that

their teachers use in teaching certain topics were needed. To reach a more

conclusive state in the study and for a more reliable and a true assessment to be

made the views of Accounting students were sought in the study. It was

therefore prudent to concentrate

students in the selected SHSs in the two regions.

From the Ghana Education Service’s (GES) Register of Programmes

and Courses for Public and Private SHSs, Technical and Vocational Institute
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intelligence. This made the views of Accounting teachers critical to any 

discussion around the teaching practices that Accounting teachers employ when

(2015) there are 53 and 56 public SHSs that offer Accounting in the Central and 

Brong Ahafo Regions of Ghana respectively. In all, there are 237 Accounting 

teachers in both regions (121 in Central Region and 116 in Brong-Ahafo

on both Accounting teachers and Accounting

are very important in the implementation of the

Ghana. The Accounting teachers are there to help Accounting students to make 

economic decisions. Also, they instil in the students social and emotional
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public school teachers could be the same teachers who taught in the private

duplication of responses. Again, it is believed that most public school teachers

are professional teachers as compared to those in private schools. Even though

these nonprofessional teachers may have the content knowledge, it is assumed

they lack adequate pedagogy in teaching the subject.

Sample and Sampling Procedures

The sample size for the Accounting teachers was 81 and that of the

students was 482. In selecting the sample, the multi-stage sampling technique

sampling is carried out in stages using smaller and smaller sampling units at

used primarily because of its

cost and feasibility (practicality). That is multi-stage sampling can help reduce
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Accounting teachers. Again, I was interested in only public SHSs in the two 

Regions. The justification for focusing only on public SHSs was that most

multi-stage sampling can in fact be easier to implement and can create a more 

representative sample of the population than a single sampling technique.

Region). The target population of the study therefore was all SHS Accounting 

teachers (i.e. Financial and Cost Accounting) and students in the two Regions. 

However, Accounting teachers who were not teaching Accounting as of the time 

the research was conducted did not partake in the study, though they had been 

trained as Accounting teachers. The study

costs of large-scale survey research and limit the aspects of a population which 

needs to be included within the frame for sampling. Again, despite its name,

schools and the inclusion of these teachers in the private schools could be a

each stage. Multistage sampling technique was

was focused on only practising

was employed. Multistage sampling refers to sampling plans where the
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As ensue in the population, there

in the two regions. First, 60 schools were selected from 109 schools. According

based on the GES categorisation of schools (GES Register of Programmes and

Courses for Public and Private SHSs, Technical and Vocational Institute, 2015).

The number of schools in each categories from the two regions are indicated

Table 1. Thirty (30) schools were then selected from each of the two regions

using disproportionate stratified sampling technique. The selection was done

based on the categories of schools in the population. The schools were

selected from ‘Category A’, 10 from ‘Category B’ and 15 from ‘Category C’

(Table 1).

Table 1: Number of Schools, Teachers and Students Selected for the Study

1141056Central A
922131014B
672181533C
912855ABrong
762151012BAhafo
422171539C
482128160109Total

Source: Field survey (2015)
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Regions Category 
of

School

No. of 
Schools 
in the 

category

No. of 
Schools 
Selected

No. of 
Teachers

No. of 
Teachers 
observed 

and 
interviewed

2

No. of 
Stude 

nts

■

to Bartlett, Kotrlik and Higgins (2001) a population of 109 with a sample size

are 109 schools that offer Accounting

of 60 is considered to be adequate. Stratified sampling techniques were used

purposively selected and put into three categories. Five (5) schools were
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These 12 respondents were interviewed and their lessons were observed as well.

The criteria for the selection of the 12 Accounting teachers was based on

teaching experience (five years and above) and professional qualification.

Finally, purposively, the selection of the 12 Accounting teachers made their

students to automatically become respondents for the study. Thus, 482

method who responded to the questionnaire.

Background of Accounting Teachers and Students used in the Study

This set of data was intended to describe the demographic variables of

the respondents, although, it was not part of the purpose of the study. The

background information of the responding Accounting teachers has been

presented in Tables 2 and 3. These variables in the data may be likely

determinants to explain the teaching practices that the Accounting teachers in

SHSs in the Central and Brong Ahafo Regions of Ghana adopt. For instance,

taking for granted that heightened experience improves teachers’ teaching

Accounting teacher with rich experience in teaching is highly

while the remaining 29 (35.8%)
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Next, the census method was used to involve all the 81 Accounting 

teachers in the 60 selected schools. These 81 teachers were made to respond to 

the questionnaire. Next, purposive sampling technique was used to select two 

schools from each of the three categories in the two regions. Hence, a total of 

12 schools were selected from the two regions. Next, the purposive sampling 

technique was used to select 12 Accounting teachers in the 12 selected schools.

likely to deliver quality Accounting instruction and vice versa.

Data in Table 2 shows that 52 (64.2%) of the respondents were males,

Accounting students automatically became part of the study through the census

were females teachers. This means that there

practices, an
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up to women (Ingersoll et al., 2014). However, in this study, the situation is

quite different. The male Accounting teachers dominate the female Accounting

could think that fewer women would enter occupations and professions that

conventionally have been mainly female. This has not happened for teaching

Accounting in the SHSs in Ghana.

This inequality in the distribution of male and female Accounting

teachers could be explained by the inequality that existed at the SHS level in

terms of the distribution of male and female students who pursued Accounting

as a subject of study in school as made evident in the number of Accounting

students (males and females) who participated in the study (see the gender

distribution for the students). From Table 2, it can be clearly seen that there

students, because out of the total number of 482 student respondents, 328

(68.0%) were males whereas 154 (32.0%) were females. This clearly illustrates

credence. There is the likelihood that if there had been more female Accounting
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that gender disparities in terms of enrolment in school permeate different levels 

of education in Ghana. The assertion that gender inequalities in terms of

teachers. With career and employment alternatives progressively available, one

-ecome even more female-dominated especially in the basic schools (Ingersoll, 

derrill, & Stuckey, 2014). Over the past several decades, many occupations 

tnd professions that traditionally have been predominantly male, have opened

ere more male respondents in the study than female respondents. At first, this 

nding may seem odd because historically, school teaching has been a 

ledominantly female occupation. In recent decades, the teaching force has

were more male Accounting students as compared to female Accounting

enrolment worsen as the level of education progress may be given much
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Accounting teachers are males, an

Y

Gender Teachers Male 64.252

Female 29 35.8

Total 81 100
IStudents Male 68.0328
r

Females 32.0154

Total 100482

Teachers 17.320-29 14Age range

43.230-39 35

28.42340- 49

9.9850-59

1.2160+

10081Total

0.6312-14Students

58.728315-17

40.019318-20

0.6321+

100.0482Total

Source: Field survey (2015)
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.1
I

A 

f

study of the subject at a

However, now that most of the SHS

Table 2: Demographic Information of Respondents

Variable Subscale Frequency Percentage

impression might be created among students, especially, female students that, 

the teaching of Accounting is for males.

teachers at the SHS level, more girls would have developed an interest in the 

higher level to also become like their teachers.
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between ages 40 and 49

20 were 193 (40%). However, only 3 (0.6%) Accounting students were in the

range of 12 to 14 and 21 years and above respectively.

Educational background of Teachers

From Table 3, it can be seen that the majority of the respondents (51)

representing 63% had bachelor’s degree from the various universities in Ghana.

in teacher education.

182

and some other professional qualifications respectively.

On the aspect of the highest teaching qualification, 63 (79.8%) of the 

and Master of Education) teachingrespondents had higher (Bachelor

qualification. Those who had PODBTOCE and Diploma in education were 12 

(14.9%). However, 4 (5.1%) of the respondents did not have any qualification

respondents, 35 (43.2%) were

Twenty-seven of the respondents (33.3%) also had masters’ degree, however, 

only 2 (2.5%) and 1 (1.2%) of the respondents had no university degree but 

instead technical Accounting certificates such as the Higher National Diploma

g ' , able 2 shows the ages of the respondents and out of the 81 

between the ages of 30 and 39. Those who fell 

were 23(28.4%). From Table 3, only one person was 

either 60 oi above 60 years and it was quite strange that such a person was still 

in the school system. It may be attributed to the fact that he /she was due for 

pension and was waiting for the academic year to end before such a person 

leaves the teaching field. The age distribution shows that there are lots of 

younger people teaching of Accounting. Table 2 again portrays the age range 

of the Accounting students. The majority of the students 283 (58.7%) were in 

the age range of 15 and 17. Accounting students whose age ranged from 18 to
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Subscale Frequency Percentage
Highest Academic HND 2 2.5
Qualification

51 63

Master’s degree 27 33.3

Professional 1 1.2

certificates (eg. ICA,

ACCA, CIMA, etc.)

Highest teaching None 4 5.1
Qualification Diploma 3 3.8

PGCE/PGDE 9 11.4

B. Ed 47 59.5

M. Ed./MPhil 16 20.3

Number of years 1-5 20 25.0

teaching Accounting 6-10 33 41.3

11- 15 17 21.3

16+ 10 12.5

Source: Field survey (2015)

From Table 3, though some teachers of Financial and Principles of Cost

Accounting may have adequate education in Accounting, they may not have

attended a training school to be professionally trained as Accounting teachers.

pedagogical content of Accounting
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in Accounting, may lack the appropriate

subject. Those teachers might not understand, imbibe, articulate and apply the 

knowledge to promote success in the

Table 3: Education B.ckEronniI of Teachers

Variable

Bachelors’ degree

Accounting teachers who do not have such training, especially B.Ed. or M.Ed. 

or requisite skills in teaching the
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HND

51 63

27 33.3
1 1.2

4 5.1
Diploma 3 3.8
pgce/pgde 9 11.4
B. Ed 47 59.5
M. Ed./MPhil 16 20.3

Number of years 1-5 20 25.0
teaching Accounting 6-10 33 41.3

11- 15 17 21.3

10 12.5
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frequency

T~ ~~

Highest teaching

Qualification

certificates (eg. ICA, 

ACCA, CIMA, etc.) 

None

Bachelors’ degree

Master’s degree

Professional

16+

Source; Field survey (2015)

From Table 3, though some teachers of Financial and Principles 

Accounting may have adequate education in Accounting, they may not h 

attended a training school to be professionally trained as Accounting 

Accounting teachers who do not have such training, P

■ ;+p skills in teaching the in Accounting, may lack the appropriate or requi

. imbibe articulate and apply the subject. Those teachers might not understan , ■ the

Pedagogical content of Accounting knowledge t P

Percentage

—

, Educational Background of Teachers fable 3- _____________________

Subscale'Variable

Qualif‘ca,i0”
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specialist

Data Collection Instruments

The instruments that were employed for gathering data for the study

were questionnaires, observation checklist, notes and semi-structured interview

184

guide. The rationale for the use of the questionnaire in this study was to achieve 

common meaning through the exchange of questions and answers ba

, -c Another rationale was that the teaching practices of accounting teac ci
■ Foithful to the conceptual intentions of the 

questions were designed to remain taitn

• the issues (teaching practices oi study while at the same time expressing

The use of interviews in this stu y ar accounting teachers) in a clear manner.

. d and talk about their viewsWays for Accounting teachers to get involve

respondents had 

increasing years of teaching 

experience, Accounting teachers tend to hone their pedagogical content 

knowledge as well as knowledge of individual learner needs. Thus, more 

experienced Accounting teachers can make more significant contributions to 

students’ academic performance than novice Accounting teachers can do.

instructional process. This is because a subject
wined Accounting teacher is the one w, ” P™fessi

nas pursued a j

sysBmatic study of Accounting as a prM,, and
sramrne of stUd

taught the pedagogical skills used in teaching th ? has aIs° been 

Tab,e3^nP°nrayS,he»-be-ZXe
been teaching Accounting in their vari & TesPondents have

"ous schools. it al
(25.0%) of the respondents have been in h, S° Sh°WS that 20

n ln the teaching of Ac
one and five years while 33(41.3%) have be Counting between

Accounting teachers who have also be ' 660 6 10 years-
een ln the teaching field fn t.and 15 years were 17 (21.3%). However, ]() (j;j ,he P=st 11

been teaching for 16 years or more. .

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



four-point Likert scale was preferred because it does not allow the participant

to give neutral answers. This is done in order to as much as possible extract a

specific response from the respondents. The observation guide was made up of

a five-point Likert scale items. The three different instruments of data collection

yielded information needed to examine Accounting teachers’ lesson planning;

classroom management techniques

that:

source

185

and content knowledge that they

assessment techniques or methods they employ in the teaching of Accounting.

of multiple sources of data collection by adding

Accounting students’ motivation through classroom management; their delivery 

use in teaching in the classroom; and the

or how the Accounting teacher enhances

Patton (1990) supported the use

of information can

perspective.... By combining observations, interviewing and document

Multiple sources of information are sought and used because no single 

be trusted to provide a comprehensive

concerning their teaching practices. In addition, the accounting teachers were 

able to discuss their perception and interpretation with regards to the teaching 

practices that they adopt during instructional sessions which gave room for them 

to be probed. The rationale for the use of observation in this study was that I 

wanted to see the things that routinely escape the awareness of my respondents 

when using a different method. It provided me with a chance to learn things that 

these Accounting teachers were unwilling to discuss during the interview.

The questionnaire, apart from the biographic information it sought, also 

contained a four-point Likert scale items where respondents were required to 

rate indicators. Interview and observation guides were also constructed. The
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examination of the variables. Subsequently, parallel data collection questions

were designed. This means that the same concepts were addressed for both

quantitative and qualitative data collection which also facilitated comparison of

data.

Instrument development

Teaching.”

186

analysis, the fieldworker is able to use different data sources to validate 

cross-check findings (p. 244).

However, in this study document analysis was not used. The questionnaire was 

used with similar advantages. As already discussed, quantitative and qualitative 

methods of collecting data were used in this study. For the two sets of data, I 

chose the same participants, thus, enabling comparison between the datasets. 

The quantitative sample size was much larger than the qualitative sample size. 

As mentioned earlier, different sample sizes may be seen as cause for disparities 

while comparing the data sets. Nonetheless, I sought to gain an in-depth 

qualitative understanding and, at the same time, a rigorous quantitative

The development of the items was guided by a combination of questions 

from other questionnaires and observation guide whose validity was examined 

through pilot testing. Questionnaires used to formulate the questions include:

1. Muijs and Reynolds (2003) Mathematics Enhancing Classroom 

Observation Recording System (MECORS).

2. Centre for Teacher Professional Development, Teaching Practice 

Assessment Form A, University of Cape Coast. Cape Coast.

3. Community College of Aurora’s Mentor Programme Handbook and 

Staffordshire University’s “Guidelines for the Observation of
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4. International Academy of Education (IAE), (2000) on teaching

practices.

A semi-structured interview guide was developed containing open

in the quantitative

questionnaire (see Appendix F). The interview guide was divided into two

sections; pre-observation interview and post-observation interview. These

sections contained questions relevant for answering the research questions

whose outcome served to confirm the results of the quantitative part of the

study. It contains an introductory statement, the aim of the study, the procedure

of the interview, type of recording, type of questions and also statements

reaffirming the anonymity and confidentiality of the interview and that the

information will not be handed down to the heads of department of the

status and workplace position

questionnaire and
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Accounting teachers in their respective schools. In addition, information on the 

demographic characteristics of the interviewees, including age, sex, marital 

was not included in the interview.

ended items on the variables and similar topics as

5. Chickering and Gamson’s (1987) seven principles of teaching practices.

Four variables

Quantitative and qualitative instruments

The quantitative tools that were used in this study involved the use of 

observation guide. Whereas quantitative methods permit

were measured using the questionnaire and the observation 

guide. However, the questionnaires were divided into 3 sections. It should be 

noted that the questionnaires were formulated to collect information on teaching 

practices from SHS Accounting teachers in the Central and the Brong Ahafo 

Regions of Ghana. The questionnaire can be viewed in the appendices C and D 

and observation guide in Appendix E.
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gathering of information fn

under investigation. In this case, it actually helped me to understand the

variables under investigation better. These were made evident when Accounting

teachers were observed and interviewed before, during and after teaching

respectively. Accounting teachers’ classroom management techniques, their

mode of lesson delivery and their knowledge of content were all made evident

during the observation period (Appendix G). Again, their assessment techniques

genuine response to assess the teaching practices of these Accounting teachers

in the SHSs in these two regions of Ghana.

concert was intended to

compensate for the weaknesses of each.
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Data collection strategies: strengths and weaknesses

Each of the three data collection strategies - observations, interviews,

The interview and observation of the Accounting teachers teaching in

the classroom also yielded data that actually helped to contextualise the issues

were also captured with these tools. Gathering such undiluted data permitted a

*om large groups yielding generalizable information 

(Patton, 2002), qualitative methods allow deep digging beneath the surface of 

bioad responses, producing an abundant amount of information from a smaller

group of people. Qualitative research also culminates in the form of a narrative 

and is imbued with thick and rich description. It is inductive, discovery oriented, 

and incorporates a flexible yet systematic design. It relies on personal 

experience and gives voice to perspective and creative synthesis as indicated by 

Patton (2002).

and questionnaires - used in this study has its own strengths and weaknesses.

The use of the three data collection approaches in
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occur.

added to the strength of observation by saying that observation is a kind of data

of questionnaires and other sources of data. The classroom observations enabled

me to learn what Accounting teachers are able and inclined to do in the context

of actual classrooms environment, though I was limited by what only happened

in the classroom at that point in time of observing.

Apart from the advantages that observation data may have, there are

other weaknesses. Analysing observational data is time-consuming. Observing

large population may also be difficult. There is also the possibility of observer

bias (the tendency of the observer to see what he/she expect or wants to see),

reactivity and investigator effects

To add to these limitations, some important tasks of teaching cannot be

interested in how Accounting teachers plan and

enforce certain decisions in the classroom. It was, therefore,sometimes

189

questionnaires and interviews to collect which is a “relatively objective first- 

hand information” (Johnson & Turner, 2003, p. 314). Merriam (1998) also

Bums (cited in Zohrabi, 2013), indicated that observation is a pre

planned research tool which i

on the students as well as on the instructors.

triangulation that helps in order to “substantiate the finding drawn from the use

observed. For example, I was

important to probe the Accounting teachers further along planning and 

enforcement practices for these are areas in which important changes may occur 

over time and in which differences among respondents in various schools may

-----  is carried out purposefully to serve research 

questions and objectives. When using this method, the researcher observes the 

classroom interactions and events, as they actually occur. Flick (2006, p. 219) 

also contends that observation “is an attempt to observe events as they naturally 

More importantly, observation enables the researcher to combine
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determine. In other instances, ambiguity and uncleamess of some questions

might lead to inaccurate and unrelated responses. The wording of the questions

might affect the respondents’ responses (Gillham, 2000), whereas some of the

questions may cause misunderstanding.

Yet, a questionnaire has many advantages as well (Gillham, 2000). It

can be used to gather data from all participants. They can be sent simultaneously

to a great number of people. The researcher can fairly gather data in field sites

all points in time with identical questions.

190

me to obtain more

controlled method of collecting data, questionnaires, presents all respondents at

was also important to my study. A 

questionnaire presents all respondents with identical items and options which 

affords a high level of control and facilitating comparisons. The close-ended 

format of questionnaires does, however, restrict respondents’ latitude for 

expressing their ideas. Making inferences from the data can be problematic, 

however, what respondents mean by their answers is sometimes difficult to

with ease. Respondents’ anonymity makes them share information more easily. 

When similar questions are administered simultaneously to a large number of 

people the acquired data are more identical, correct and standard. Furthermore, 

it can be administered to a large number of respondents, and that also enabled 

stable estimates of population differences. The most

appear. It is important to note that classroom observations, at the same time, 

provide unique opportunities. They are the primary method by which I can 

gather data on Accounting teachers’ skills and the only way to see how these 

Accounting teachers “pull it all together” in actual teaching.

The use of questionnaire
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Conducting interviews

of the Accounting teachers.

Burns (1999, p. 118) contends that “interviews are a popular and widely

used means of collecting qualitative data.” To this end, I wanted to get first-

(knowledgeable informants). In the view of Johnson and Turner (2003),

interviews are good for measuring attitudes and most other content of interest.

It also allows the interviewer to probe and provide in-depth information.

Interviews also allow good interpretative validity and a very quick turnaround.

It also moderates high measurement validity for well-constructed and well-

tested interview protocols (Flick, 2006; Zohrabi, 2013).
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some of the advantages of 

’ seeing how Accounting teachers integrate different kinds of 

knowledge and skill together with dispositions). However, while one can 

simulate actual teaching situations iactual teaching situations in an interview, such inquiry remains 

hypothetical. The researcher may not know whether respondents are actually 

inclined to do what they describe to do during the interview, nor how 

competently they would carry out their plans. These were important for the 

researcher to track during the classroom observation on the teaching practices

also offered some of the advantages of 

questionnaires (e.g., standardization) as well as 

observation (e.g.

hand information directly from some of the Accounting teachers

The questionnaire used for both Accounting teachers and the 

Accounting students was a four-point Likert scale of Strongly Disagree,

Disagree, Agree and Strongly Agree to assess Accounting teachers’ teaching 

practices in the SHSs in Ghana. The four-point Likert scale was preferred 

because it does not allow the participant to give neutral answers. This is done in 

order to as much as possible extract a specific response from the respondents.
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statements that the responding Accounting teachers were to respond to. Each

item was crafted in the positive form to enhance uniformity and to permit the

use of a descriptive statistic to describe and reach a logical conclusion with the

data. The demographic data, which is on the last page of the questionnaire

designated for Accounting teachers, were explained first, then the Likert scale

items which were on Section B also followed. The respondents also read the

letter that was attached before they completed the questionnaire. They did not

consisted of the Lesson Planning,
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sign their names on the letters because there was no personal information 

needed from them and participation was voluntary. In most cases, my assistants 

and I were present when respondents completed the questionnaires and helped

were constructed for lesson planning, 9 items for classroom 

management and 25 items for Pedagogical Content Knowledge. Section A was 

also designated for the biographical data of the Accounting teachers of which 5 

close-ended items were involved. In all, there were 53 positive Likert scale

answer respondents’ questions.

Concerning the questionnaire for students (see Appendix D), they were 

made up of three sections, Section A, B and C. Section A was on the background 

information of the students. Which was made up of 3 items. Section B also 

Classroom Management, PCK and

Accounting teachers employ these teaching practices during instructional 

periods so they are in a better position to give a response to the questions posed 

to them than to remain neutral to the questions.

The questionnaire for the Accounting teachers was made up of two 

sections (see Appendix C). Section A and Section B. Section A looked at Lesson 

Planning, Classroom Management, PCK and Assessment. Under this section, 

12 items
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PCK of which 24 items were observed. The last part which is the assessment

method employed by the Accounting teacher, 9 items were observed.

Apart from the observation guide that was developed for the quantitative

data collection, a qualitative observation protocol was also crafted. Here I did a

third observation which was not structured but rather based on the research

questions that guided the study. This was done to ensure validity and reliability

of the observation. The third observation enabled me to capture most of the
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components that could not be captured on the observation guide. It strengthened 

the qualitative data (observation) for the study. It also enabled me to observe 

the flow of accounting teachers’ behaviour while teaching in its own setting 

ideas or suggested avenues of enquiry notwhich helped me generate new

thought of before. I, therefore, followed these news ideas up during my post

observation interview. Because it gives the researcher the opportunity to study 

the total situation it often suggests avenues of enquiry not thought of before.

The observation guide (See Appendix E) which was used for the data 

collection was also made up of 42 items. However, the observation guide was 

also divided into three main parts. The first part was on classroom management 

which had 9 items. The second part also looked at the Accounting teachers’

management and 23 items for Pedagogical Content 

Knowledge. Nine items also looked at the assessment techniques that 

Accounting students’ teachers employ in teaching them. The last section, C, was 

also made of 2 questions that allowed students to write on the things that their 

Accounting teachers do in class that motivate them and those that do not 

motivate them.

ssment. Under this section, 4 items were constructed for lesson planning, 

9 items for classroom
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modified questionnaire

easy to comprehend by both Accounting teachers and Accountingwere

students, the respondents were asked to fill out the questionnaires. Table 4

shows the reliability coefficient of the actual data collected for the study.

Lesson Planning .74 .50

.08.86PCK .89

.84.80.87Classroom Assessment

.51.57.86Classroom Management

.70.89.96Overall

Source: Field survey (2016)

The semi-structured interview guide too was tested. The pilot interviews

result of the pilot, the interview protocols were refined
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Observation 
Guide 

Teacher

allowed me to gain additional experience conducting interviews and to become 

with the logistical considerations of data collection and

Table 4: Reliability Coefficients of Actual Data
Dimensions Questionnaire

Teacher Student

-------- w in the Sekondi- Takoradi Metropolis in the

Western Region of Ghana. In order to determine whether the questionnaires

validity. After using the constructive suggestions of 

these experts to improve the instrument a further validation was carried out. The

management. As a

leading to an overall improvement of data collection procedures and subsequent 

analysis. A Cronbach Alpha of 0.79 and 0.77 was obtained for the questionnaire

was pilot-tested using 7 Accounting teachers and 86

Accounting students in three SHSs i

more familiar

Test for Validity and Reliability

The instruments for the study were thoroughly vetted before their final 

approval by experts in Accounting and teacher education and in the field of 

research to establish their
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an introduction about the purpose of the research and how data would be

collected in their schools. Also, appointments with teachers to complete the

survey was made in the above-mentioned visits. Permission was granted by

some of the heads of schools for the researcher to engage the teachers and

students in data collection. Though some head teachers’ did not allow the

research to be conducted with the view that it will disrupt their lessons, most of

the schools allowed the data to be collected. During data-gathering, the research

team introduced themselves to the Accounting teachers and students and

explained to them how they should complete the questionnaires.

The data collection was in two phases. Phase
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collecting data on all practising Accounting teachers (both Financial and Cost 

Accounting teachers). In phase two, a purposive sampling was used to select the 

teachers who participated in the survey. The schools which were selected had 

to be interviewed as well as its Accountingqualified Accounting teachers

students who would respond to the questionnaire prepared for the Accounting 

students. One teacher from each of the schools selected was interviewed and 

observed and their students also participated in the study.

one was a survey for

Accounting teachers and Accounting students respectively. In the view of 

George and Mallery (2003), a Cronbach alpha of this kind is good.

Data Collection Procedures

To be able to collect data of such nature from schools, you need to seek 

pel-mission. To this end, introductory letters from the Faculty of Humanities 

Social Sciences Education, University of Cape Coast were obtained for the 

participating schools and to WAEC (Appendices G, H and I). My research 

assistants and I visited the schools, first to consult the school heads and to make
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Administration of instruments

Quantitative instruments

I ensured that Accounting students answered the questionnaire and returned it

within 10 to 15 minutes.

Qualitative Instrument: Interview procedure and protocol

Pre-observation interview

Interviews offered a view of an Accounting teacher insights into what

interviewed the Accounting teachers to find out from the things I could not

included (Robson, 2002).
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Since the study involved two main groups of respondents (Accounting 

teachers and students), two sets of questionnaire were constructed. In order to 

ensure a high return rate, and also to clarify the meaning of some items to both 

teachers and students, the instruments were administered personally by myself 

and three other trained research assistants. Out of 92 questionnaires that were 

given to the Accounting teachers, 81 were retrieved representing 88% returned 

rate. For the Accounting students, a 100% (481) return rate was obtained since

directly observe. This is because, I could not observe Accounting teachers’ 

feelings, thoughts, and intentions they had before and after a lesson. The 

purpose of interviewing, then, is to allow me to enter into the Accounting 

teachers’ perspective. (Patton, 1990, p. 196). I predetermined questions and 

appropriate situation. A semi-structured

was being investigated, thus teaching practices of Accounting teachers. I

modified the order based upon an

interview is flexible and more practical to use because the wording of questions 

explanation given. Particular questions that seem 

can be omitted, or additional ones

can be changed and an 

inappropriate with a particular interviewee
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■

the study, the assurances of confidentiality as outlined in the letter attached to

the questionnaire designated for teachers and the procedures for the interview.

The teachers answered the questionnaires before the interview was conducted

on them.

The designated Accounting teachers chosen for the study determined the

interview times. Accounting teachers were interviewed during the days that they

had Accounting lessons. This is because the pre-observation interview had to

be followed by the observation of the Accounting teachers’ lesson and
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were carefully planned, as well as concerns about 

subjectivity. I applied interviewing skills I had from my professional work as a 

teacher and from training during my postgraduate study.

Interview questions (see Appendix F) were developed around the 

research questions. The interview session began with a review of the purpose of

ways of approaching cases

immediately a post-observation interview also followed. All interview

reliability of information and interviewer biases. Interviewing arrangements and

participants were interviewed in their school environments. For the most parts, 

interviewing in the qualitative investigation is more open-ended and less 

structured as indicated by Merriam, (1998, p. 74).

Merriam (1998) also cited tape-recording the interview as the most 

common ways to record interview data. This ensures that everything said is 

preserved for analysis. Semi-structured, open-ended interview questions were 

determined in advance and designed with the conceptual framework in mind to

Face-to-face interviews offered me a great opportunity to modify the 

line of enquiry, follow up their responses, and find out the underlying motives 

in a way that questionnaire could not provide. I was concerned about the
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Instructional observation

protocol looked at lesson design, lesson presentation including, content or

subject matter knowledge, instructional strategies, elements of assessment and

classroom management techniques employed by the Accounting teacher in the

course of teaching. In addition, the study also looked at assessment indicators

such as feedback from both students and teachers, teacher-student interactions

and monitoring progress of the Accounting student in the classroom.

Post-instructional observation interview protocol

The interview protocols were also designed to follow up issues noted

198

during the instructional observation and also information from the initial 

interview on the teaching practices of Accounting teachers: the classroom

The purpose of the observation protocol (Appendix E) in this study was 

to guide or make the observation more focused. The classroom observation

inciease the comparability of responses (Patton, 1990, p. 289). Each designated 

rer was asked the same set of questions developed for Accounting teachers.

Interviews lasted between 10-20 minutes.

management strategies, the delivery of the lesson, content knowledge and the 

assessment techniques that the Accounting teacher employs in the classroom 

during the lesson. In this study, the pattern and nature of questions sometimes 

varied from one individual to another depending on issues that emerged during

According to Merriam (1998, p. 95-96), what to observe is determined 

by several factors. The most important factor is the researcher’s purpose in 

conducting the study. In other words, the problem of the study or the questions 

of interest determine what is to be observed and the conceptual framework that 

underpinned the study is taking into consideration.
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Ethical Considerations

the respondents to elicit compliance. For the sake of confidentiality and

anonymity, no respondent was requested to write his/her names, phone numbers

teacher or their school.

Confidentiality for participants during the qualitative sections of this

study was maintained by collecting themes that emerged from the qualitative

of schools were not disclosed on any of the instruments administered to

respondents. Only the interviews were audio-taped, with recorders being placed

videotaping. I personally

199
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data. Also, to protect the identity of schools that participated in the study, names

or anything that might link the completed form to the responding Accounting

attached to the questionnaire for respondents to 

either take part of the survey or decline participation. The respondents were also 

informed about the purpose of the investigation and participants were free to 

withdraw themselves from the study at any time they so wished because 

participation was voluntary. No pressure, intimidation or fear was put in any of

in plain view for all participants to

teachers were audio-taped, teacher anonymity was maintained. There was no 

scripted and transcribed field observation notes, and

A letter of consent was

see. Although individual Accounting

the Accounting teachers’ lesson

taped interviews myself.

All records with names of schools, audiotapes, and transcripts were 

destroyed as soon as the study had been verified and approved. Surnames of 

teachers and all names of schools were omitted in the final report. The data was

observation. However, each interviewee 

answered all the questions on the post-lesson observation interview protocol 

(see Appendix F).
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coded throughout the

percentages, means and standard deviations) were also used in the process of

data analysis. However, specific tools for analysing and reporting the data

collecting the data. Table 5 displays the techniques for analysing and reporting

data to address each research question.

statistics,

statistics,

Themes or patterns

statistics,

statistics
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reflected the nature of the research questions and the instruments used in

well do the assessment methods Descriptive
‘ ; teachers Narratives, and 

teaching and learning of Themes or patterns

teacher One, Two, 

the entire population to

How 
employed by the Accounting 
support the i 
Accounting?

referred to as or Three. Findings have been generalized to

How appropriate is the Pedagogical Content Descriptive 
Knowledge (PCK) adopted by Accounting Narratives, and 
teachers to teach Accounting at the SHSs?

students’ motivation Narratives, and 
Themes or patterns

report, teachers selected for the data collection were

How do Accounting teachers manage their Descriptive 
classroom to enhance l-----
during Accounting instructional period?

Source: Field survey (2016)

control the possibility of linking the results of the study 

to an easily identifiable group of people within the population.

Data Processing and Analysis

Since both quantitative and qualitative data were gathered, the study 

made use of thematic analysis and transcription of data gathered qualitatively. 

Quantitative statistical tools which involved descriptive statistics (frequencies,

Table 5: Summary of Data Analysis and Reporting Techniques
Research questions Data Analysis and Reporting

Techniques
What pedagogical strategies do Accounting Descriptive 
teachers of SHS use in planning their Narratives, and 
lessons? Themes or patterns
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CHAPTER FOUR

RESULTS AND DISCUSSIONS

Introduction

strategies that these accounting teachers use in their classroom respectively.

Pedagogical Strategies in Lesson Planning

This section presents the results of the fieldwork of the pedagogical

strategies used by SHS Accounting teachers in planning their lessons in the

Central and Brong Ahafo Regions of Ghana. Both quantitative and qualitative

data analysis approaches were used in answering this research question. Results

accounting in SHSs in Ghana.

201

presented separately. As a

This chapter presents the results of the fieldwork and the discussion of 

the data gathered on the teaching practices of SHSs Accounting teachers in the 

Central and Brong Ahafo Regions of Ghana. The chapter is in four main parts. 

The first part, looked at part looks at the pedagogical strategies that accounting 

teachers use in planning their lessons. The second part also focused on the 

appropriateness of pedagogical content knowledge adopted by SHSs 

Accounting teachers in teaching Accounting. The third and fourth parts also 

concentrated on the classroom assessment methods and classroom management

from qualitative data and quantitative data were

convergent mixed study, both the qualitative and the quantitative strands of findings 

were discussed together. The section covers results on Accounting teachers 

survey, Accounting students’ survey, direct observation of Accounting lessons 

in session and an interview conducted on selected Accounting teachers. The 

main purpose of research question one was to find pedagogical strategies used by 

Accounting teachers in lesson planning before and during the teaching of
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Accounting Teachers’ Survey

Participating Accounting teachers were to indicate their views on each

item in the questionnaire on a 4-point Likert scale; SA 4; A = 3; D = 2 and

SD

below 2.0 indicates disagreement.

The results of the quantitative data on Accounting teachers’ views on

pedagogical strategies used in planning their lessons reveals that the majority of

the Accounting teachers (n = 78, 97.5%) agreed or strongly agreed that they

carefully plan an appropriate way of introducing the lesson to their students.

This was made evident from the obtained mean of 3.43 and a standard deviation

202

1 (where SA means Strongly Agree, A means Agree, D means Disagree 

and SD means Strongly Disagree). The mean range for each item was from 1-

Pedagogical strategies used by SHS Accounting teachers’ in planning 

lessons

The subject of Research Question 1 (What pedagogical strategies do 

Accounting teachers of SHS

4. A mean above 2.0 to 4 indicates agreement with the statement while a mean

of 0.55 which are displayed in Table 6.

Accounting teachers strategically specify instructional objectives before 

they embark on their lessons. From Table 6, 77 (96.3%) of Accounting teachers 

with a mean of 3.31 and a standard deviation of 0.54 either strongly agreed or 

agreed with the statement that they clearly specify their instructional objectives 

before embarking on their lessons.

use in planning their lessons?) was to assess the 

pedagogical strategies that Accounting teachers use in planning their lessons. 

Details of the results are presented in Tables 6 and 7.
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lesson they teach are ideas originating from students. While, 33 (43.5%)

disagreed with the statement, with a mean score of 2.45 and a standard deviation

of 0.96, the majority 43 (56.6%) of the Accounting teachers agreed. On the

other hand, a majority of the Accounting teachers disagreed with the statement

that they decide with their students’ what activities are to be performed. With a

mean score of 2.18 and a standard deviation of 0.93, Accounting teachers

disagreed with that statement. From Table 6, the mean of means was 2.9

lessons.

of the Accounting students

204

whole, most of the Accounting teachers responded positively or agreed to the 

pedagogical strategies that they (Accounting teachers) use in planning their

(approximately 3.0) with a standard deviation of 0.7. This indicates that on a

There was almost a split decision when Accounting teachers were asked 

whether they write comprehensive lesson notes to guide their teaching in class. 

Thirty seven of the Accounting teachers representing 46.3% of the respondents 

disagreed with that statement. However, 43 (53.8%) of the respondents agreed 

that they write comprehensive lesson notes before teaching. With a mean score 

of 2.55 and a standard deviation of 1.14, Accounting teachers agreed to this 

statement although their agreement deviated widely from the mean. The 

respondents also largely agreed to the fact that the focus and the direction of the

Accounting Students’ Survey

The views of Accounting students on how their teachers use the 

pedagogical strategies in planning their lessons are presented in Table 7. With 

a mean score of 2.9 and a standard deviation of 0.99, a majority (n - 340; 71.4%) 

agreed to the fact that their Accounting teachers 

share with them what they want to achieve before the start of the lesson.
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recorded a mean score of 2.40 and a standard deviation of 1.01. The majority (n

— 235; 52.4%) of the Accounting students disagreed with this statement.

Table 7 further shows that Accounting students also disagreed with the

statement that their teacher decides with them what activities are to be

performed in class with a mean score of 2.32 and a standard deviation of 1.03.

A majority of the students also disagreed with the statement “my teacher decides

recorded a minimum mean score of 1.95 and a standard deviation of 1.68. This

two of the statements.

strategies are teacher-centred.

206

pedagogical strategies that Accounting teachers use in planning their lessons, 

the majority of the responses give the indication that teachers’ pedagogical

means that the Accounting students although disagreed their thoughts were 

widely apart. With a mean of means of 2.4, Accounting students agreed to only 

On the part of the students’ perspective on the

with us on what to teach.” This is evident in the sense that the statement

The majority of the students, with a mean score of 2.66, agreed that their 

teachers ensure that the focus and direction of the lesson are determined by ideas 

originating with students. A standard deviation of 0.90 was recorded with this 

mean score. This was the smallest standard deviation obtained for all the mean 

scores foi the pedagogical strategies of lesson planning in students’ perspective. 

This implies that Accounting students showed the greatest agreement to this 

statement in respect of pedagogical strategies that their Accounting teachers 

were using in planning their lessons. The statement “my teacher teaches in class 

based on the answers and the questions we ask him or her when teaching”
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Pre-instructional observation

concepts and how they applied to real-life situations. These lessons aimed at

building students’ confidence in interpreting the concepts and principles of

Financial and Cost Accounting. While improving students’ communication

skills, their confidence level in understanding accounting principles and

concepts are important. Most of the lessons, however, did not seem to reflect

these concepts, a situation that may be due to the teachers’ lack of or poor

preparations before the lessons began.

On the aspect of class activities to be done to achieve the lesson’s

observed that Accounting teachers did not specify these

notes so they were doing guesswork or relying

207

Before the lesson, I had a meeting with the teachers I observed. We first 

discussed the contents and objectives of the lesson. Most of the lessons I

the course for so long a time.

Some of the teachers who had written lesson notes were explicable and 

detailed and organised description of the

already prepared to use during the lessons

evident that most of the Accounting teachers did not have well-written lesson 

on the fact that they had taught

were also observed. It was made

objectives, it was

activities in the lesson notes. The instructional materials that the teachers had

Qualitative Results on

clear. The lesson notes included a

Pedagogical Strategies in Lesson Planning

The qualitative data gathered from the Accounting teachers involved the 

use of teachers interviews and observation. Data gathered in this regard 

included data on the pedagogical strategies that SHS Accounting teachers in the 

Central and Brong Ahafo Regions of Ghana use in planning their lessons.

observed were accounting calculations, introducing the students to new
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the course of teaching. Probably, the teacher was in a hurry and did not read

over the notes.

The planning of teaching can be seen as a series of decisions made by a

teacher about various elements of a lesson (i.e. learners, materials, tasks, etc.).

The nature of the lessons varies according to what the teacher expects the

students to achieve and the activities involved. Based on the observations made,

it was clear that most of the Accounting teachers did not plan their lesson with

communication

208

Besides, since it was not

skills (student activity)

Ld result would be that students’ confidence in theclassroom teaching. The en<

communication of accounting principles and concepts is not likely to see any

absent in the lesson plan. This was

mentioned in the interview that they did not plan enough activities because of 

realised during classroom observation.

any clearly defined/intended learning activities in mind. As a result, activities 

that could promote communication and realistically contextualise the 

accounting topics to motivate the students and check their comprehension were 

not surprising because some of the teachers

the unavailability of TLRs which was

planned, they did not intend to incorporate 

as a component into their actual

objectives of the lesson and the strategies formulated to achieve them. However, 

punctuations needed to be checked and the use of acronyms needed to be done 

properly. In some lesson notes, the description of the activities to be carried out 

were formulated properly. In a particular instance, the teacher’s lesson notes 

showed some evidence of the good mastery of content which involved a clear 

and methodical statement of the lesson objectives. In some of the lesson notes, 

I observed, however, a number of sentences had grammatical errors. Attention 

was not given to some spelling errors which in some cases were evident during
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the unit they are working on is concerned. Most of the Accounting teachers

interviewed were guided by the syllabus. They added that it helps them in

planning their lessons and knowing which units to work on when coming to the

classroom. An Accounting teacher pointed out:

syllabus. With the exception of a few topics which we think that if we

treat in Form 1 it’s not good for the students. Example ‘Accounting

in Form 3 ”.

teacher emphasised that the importance of

209

Interview with the accounting teachers on lesson planning

To complement the data gathered on lesson planning, Accounting 

teachers were interviewed

Concepts and Conventions’ we don’t treat that even though it’s in the 

syllabus as a Form 1 topic. Because we feel that they should understand 

everything in accounting to be able to appreciate it better so we treat it

ma d improvement. Thus, the inconsistency of lesson planning and 

unavailability of lesson plans were the weaknesses of some of the Accounting 

teachers’ teachings.

on the pedagogical strategies that they use in 

planning their lessons. All the Accounting teachers interviewed unanimously 

stated that it is important to teach with clearly stated objectives. This can be 

achieved when the Accounting teacher knows where the students are as far as

which would suit objectives,

course design. Lesson notes preparation contributes to the quality of education

”... sometimes we treat the topics in a sequential order as in the

Another Accounting

preparing lesson plans was to help organise teaching and learning situations 

content and teaching methodologies with the
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as well as the

said:

write any detailed notes. We go by

there have been some cautions that we need to prepare lesson notes. But

we normally prepare a skeletal lesson note as a guide so that you don’t

deviate and stick to the objectives and your instructional materials

Some of the teachers also justified their non-presentation of comprehensive

lesson notes by indicating that the number of years a teacher had taught would

determine whether the teacher needed comprehensive lesson notes or not. One

teacher explained:

experience .

-preparation of comprehensive lesson notes,

had indicated.

210

comprehensive lesson notes', but as you continue to teach, it becomes 

part of you. All you need to do is just brush through and you are good 

teacher who is starting. I believe it’s all about theto go, unlike a new

our teaching notes; even though

In spite of the general non

all the Accounting teachers interviewed had their lesson objectives in place and 

they indicated that they taught their students based on these objectives that they

“During the first year of teaching, it’s not so easy. You need

As an Accounting teacher, you need the syllabus, the weekly forecast 

and your lesson note to guide you. But in secondary schools, we don’t

Accounting teacher being aware of how to incorporate new 

technologies to the teaching of accounting.

It should be noted that most of the teachers interviewed did not have any 

detailed prepared lesson notes available. For instance, one Accounting teacher
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■

teaching. So making enough research from the available materials like

teach a student

industrial excursions. We take the students to what actually goes on in

the job market. So in planning, we have to combine the two; the theory

the two. That will facilitate teaching and learning of Accounting”.

While some teachers were of the view that they needed an industrial excursion

to say:

don't go on an excursion ”,
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to help them in teaching, other teachers also cited the impediments that made 

them not to embark on an industrial excursion. One Accounting teacher had this

the books is not enough. We have to connect what we

with the job field and that is the practical aspect. So mostly we as

financial and principles of Cost Accounting teachers embark on

"Initially, I wanted to take the students to the bank so that they will have 

a fair knowledge of the activities at the bank, but we have a challenge 

with our school bus. So means of transport is a challenge hence, we

Teaching-learning resources in lesson planning

The use of appropriate teaching and learning resources in teaching a 

given lesson is essential. The teachers interviewed explained that the use of 

resources increases their skills of presentation and satisfies course objectives, 

and helps them to be consistent with current developments and new 

technologies in the field of action (teaching). It helps to create the basis upon 

which continued learning could be built; it challenges the students to think and 

gives them the tools to solve problems. One teacher reported as follows:

Lesson planning is about the theory and practice of what you intend

(the books) and what actually goes on in the job field. You have to blend
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Unfortunately with the nature of accounting and as far as this topic is

concerned, we [sometimes] use examples that are close to them; but in

very few occasions that I try to bring some materials to class for students

to observe. But if not, some topics are quite abstract you just try and use

conditions around to explain the concept to students. ”

“The challenge I face is that most of the students

neighbouring village. And some of my students have not been to the bank

before. They don’t know what happens at the bank. So even if I should

talk about bank reconciliation statement it’s going to be difficult for

212

quite abstract. You just try and use conditions around 

to explain to the students”.

are from the

teachers complained about the abstractness of the subject as the lack 

of appropriate TLMs as in the following statement:

the way the subject is, it’s a bit abstract because you don’t really 

have materials around that you can show to make the subject more 

practical to them. Because of that, it’s all about your content knowledge 

as a teacher. And basically, that comes with experience”.

“Some topics are

them to even get the concept. For example, they haven’t seen a lipay-in

slip” before. And because they are not familiar with these items, 

teaching becomes very difficult. As for me, because of inadequate funds 

to purchase these TLMs for teaching, it’s a very big challenge to me".

Several of the participating Accounting teachers advocate their blatant disregard 

for the use of TLMs or TLRs when teaching. They complained that they are not 

given any money to purchase them while they themselves were not prepared to
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bank statement, for confidentiality sake you don’t

withdrawal book to teach them, that’s all I can do ”.

This statement given by these Accounting teachers buttresses the point that most

of the Accounting teachers do not particularly take into consideration the need

to use an appropriate TLRs or TLMs in teaching a specific topic. This usually

makes the lesson too abstract and very difficult for students to understand.

The Accounting teachers assigned a number of factors that influenced

the use of TLRs when planning their lessons. The indicators they outlined with

regards to TLRs in planning their lessons included:

i) Unavailability of TRLs/ TLMs

Some of the teachers also

213

expect me to bring my bank statement for these students to see. For 

example, as we are treating bank reconciliation, I am using my

use my money to provide TLM for the 

students? My salary is not even enough for myself left alone buy these 

items for just teaching. We will go by the use of abstract illustrations. 

Though I have a

ii) Inaccessibility of TRLs/TLMs

iii) Lack of interest by administrators to support field trips

iv) The inadequacy offends to embark on an industrial excursion.

v) Lack of support on the part of PTA.

indicated their displeasure by their school

administrators. For instance, one teacher indicated:

g extra mile to get those things at their own cost or initiative. This was 

expressed by one Accounting teacher as follows:

How do you expect me to
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re teach it. So planning is very important. It serves as a forecast to lead

you to achieve the objective ”.

This revelation was further strengthened by the pronouncement of yet another

Accounting teacher:

“I think teaching itself is innovative and for accounting, you would have

to class. It should be practical and not so

abstract. This calls for planning; have a picture in your mind how you

will teach it even if you have to rehearse it before you come to the class

understanding, others will go

214

are present among students by

at the end of the lesson if you have not been able

to achieve that, then all your work will be in vain. You may have to

so in our next lesson, either we go to the bank or we invite the bank 

officials to

achieve for the day so

to plan before you come

a specific objective to

Many of the Accounting teachers did indicate that they anticipate possible 

problems they might encounter when teaching. That is the very reason why they 

are supposed to prepare before coming to the class. One Accounting teacher 

acknowledged the individual differences that

saying:

-We have different levels of IQ; as you teach, some students will get the 

home, read over before they will

come here. As to whether the school administration will 

allow us to go is another problem. Thus by providing vehicle ”,

Some of the teachers also advised that in lesson planning:

No matter the duration you are teaching the subject, actually lesson 

note is very important. [This is] because it will keep you within the 

scope; objective and your content. You have

to teach it. Clearly, it becomes so simple for students to understand”.
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behoves on all the Accounting teachers to know the units they are working on,

the objectives to be stated, the instructional materials they will use in their

lesson planning and any particular problem that the Accounting teacher

anticipates that students will face in the class during instruction session. They

agreed that these should be taken into consideration before the teacher steps into

the classroom.

Discussion of Results on Pedagogical Strategies in Lesson Planning

215

It was concluded by all the Accounting teachers interviewed that lesson 

planning is very important and cannot be done haphazardly. It, therefore,

(which is

(which is possible via good time

terminologies that they need to understand i.e. 

those things that cause the discrepancies between the cash book and the 

bank statement. They need to understand them very well and apply them 

- they are practical. They 

all”.

are not anything which is in the abstract at

This section discusses the findings in relation to research question one 

(What pedagogical strategies do SHS Accounting teachers in the Central and 

the Brong Ahafo Regions of Ghana use in planning their lessons?). The literature 

on who an effective teacher highlights the characteristics of an effective teacher. 

An effective teacher has positive expectations for student success (lesson plan 

reflects such expectations); knows how to design lessons for student mastery 

reflected in lesson plan); is an extremely good classroom manager 

management during class time) and that it is

understand, others about a year; others will even finish the course 

before they begin to understand it. However, my much expectation is 

that majority will understand and contribute immensely to the success 

of the lesson. There are

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



teach.

students’ familiarity with the topic will help the teacher to have a sense of what

to focus on. Hence, there is the need for Accounting teachers to plan how to

introduce their lessons. Mikova also advised that in planning a lesson the

encourage thinking about the topic. The teacher can, however, use a variety of

introduction can only be done when

216

The results from the perspective of Accounting teachers revealed that 

the first pedagogical strategy that Accounting teachers put in place is by clearly 

planning an appropriate way of introducing the topic to the student. This finding 

suPPorts what Milkova (2007) says. According to him, having an idea of the

possible only by effective implementation of a good lesson plan (Wong & 

g, 09). Tileston (2004) and Cicek (2013) also added that good teaching 

s not just happen but it is based on a well-focused written curriculum, the 

teaching strategies, and the methods of evaluation which are all aligned to each 

other. That is, the teacher aligns what he/she says to what he/she is going to

introduction should be developed in a creative way to stimulate interest and

approaches (such as personal anecdote, historical event, thought-provoking 

dilemma, real-world example, short video clip, practical application, probing 

question, etc.) to engage students. Fink (2005) also supports this idea by adding 

that all the individual differences of the students should be taken into 

consideration when planning for the introduction of the lesson. Planning of 

an appropriate objective is stated (Fan-ell,

2002; Jensen, 2001).

The findings also indicate that Accounting teachers in planning their 

lessons clearly specify their instructional objectives that would guide their 

teaching. This finding, however, docs not support what Vermette et al. (2011)
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procedures, the required materials, and

students will be evaluated. The finding also supports what Anderson et al.

(2001) indicated that intentional aspect of teaching concerns how teachers

decide to help students achieve the objectives.

However, there was a split agreement when Accounting teachers were

part of the

pedagogical strategy they used in preparing their lesson planning. The

observation indicated that Accounting teachers did not prepare any detailed

217

lesson notes. Though the Accounting teachers were abreast with the importance

As one teacher

some written description of how the

some of the lesson plans

asked whether preparing comprehensive lesson notes was

at most teachers (practising, novice and pre-service teachers) may 

lesson objectives. The pre-instructional observation made, 

however, brought to light that

of preparing lesson notes, they did not go by that philosophy.

indicated that “as an Accounting teacher, you need the syllabus, the weekly 

forecast and your lesson note to guide you. However, in secondary schools, we 

don 7 write any detailed notes. We go by our teaching notes; even though there 

have been some cautions that we need to prepare lesson notes. But we normally 

prepare a skeletal lesson note as a guide so that you don 7 deviate and stick to 

the objectives and your instructional materials”. The Accounting teachers

were explicable and 

clear (i.e. detailed and organised description of objectives and the strategies 

devised to achieve them). Even though there were some minor errors in some 

of the lesson plans, the objectives were achievable and clearly stated. This 

finding is in support of what has been established by Cicek (2013); Farrell 

(2002), Richards (1998); Tileston (2004); and Wong and Wong (2009) that all 

lesson plans developed by teachers contain learning objectives, instructional
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experience in

document that describes each and every possible scenario. It does not also have

to anticipate each and every student’s response or question. Instead, it should

provide the Accounting teacher with a general outline of his/her teaching goals,

learning objectives and means of accomplishing them. It is, therefore, a

reminder of what he/she wants to do and how he/she wants to do it.

In another scene, Jensen’s (2001) perspectives on detailed lesson notes

contradict her position on a comprehensive lesson plan when she indicated that

the success of a teacher’s lesson is often thought to be dependent on the

effectiveness with which the lesson was planned. This is because to Jensen

multisensory

218

early years of teaching and as they get fuelled by 

experience, they can rely on their experience and gained self-efficacy. Milkova 

(2012) also added that the lesson plan does not have to be an exhaustive

supported their nonpreparation of detailed lesson notes by saying they had the 

teaching the subject. Jensen’s (2001) study on lesson planning 

supports this argument that experience teachers reduce lesson plans to a mental 

map or short outline.

absence of a detailed lesson plan?

In the perspective of the Accounting students, findings indicated that the 

first pedagogical strategy that they perceived their teachers used in planning

(2001), lesson planning is a vital component of the teaching and learning 

process and also keeps the teacher on track. However, in the perspective of 

Dunn et al. (2010), a detailed lesson should include the availability of illustrated, 

and varied instructional resources because of individual 

differences. The question that arises is, ‘how will these be addressed in the

Shahini and Daftarifard (2011) rather recommend novice teachers to 

have a written plan in

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



from students. However, from the perspective of Accounting teachers, this

aspect was regarded as one of the least employed pedagogical strategies that

Accounting teachers use in planning their lessons. Based on the interview

conducted, Accounting teachers were guided by the syllabus so the Accounting

students did not have influence as to what the teachers were supposed to teach.

lesson plan is

219

The second finding in relation to Accounting students was the fact that 

anytime teachers plan lesson the focus of the lesson was on ideas originating

mastery can be evidenced, and the lesson plan should indicate these points by 

making students aware of them.

and final results would depend

One Accounting teacher commented by saying we

sequential order as in the syllabus... Jensen (2001) also supports this idea that 

the decisions that would be taken by the teacher before and during the lesson 

on the teaching situation, the

treat the topics in a

plan preparation

learners’ level, needs, interest and the teacher’s understanding of how learners 

learn best, the time and resources available. This means what is included in the 

lesson plan is not necessarily ideas originating from students.

The findings also revealed that both Accounting teachers and students 

indicated that the least used pedagogical strategy in planning lessons was

s was the sharing of lesson objectives with the students. This finding 

pp rts what Stiggins (2008) indicates that creating and addressing learning 

g before instruction begins makes students active participants in the 

learning process. This allows them to assess their own command of content 

knowledge, acknowledge what they have learned and ask for help if they are 

not reaching their target goals. Dunn et al. (2010) also support this argument 

that students on whom these plans are focused also need to know when and how
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to get a problem solved. Therefore, the syllabus as “work plan” will not always

match the syllabus as “process.” This buttresses the point that the needs and

interests of the students should be taken into consideration when planning

lessons for students so as to address the areas they may have difficulty. This,

therefore, means that it may be a good idea to decide with students occasionally

as to what to teach in class.

The findings of the study from the perspective of both Accounting

teachers and students indicated that planning for the use of teaching and learning

220

materials and teaching and learning activities to engage students in during 

much of interest to the teachers. This was

some cases, the students’ interest is not really 

taken into consideration because what the students want the teacher to teach is 

not what is taught. That is, what i

deciding with students what to teach in class. This was rated as the least used 

gy since Accounting teachers do not decide with students the content they 

would have to teach them. The decision of what to teach comes from the teacher. 

This, however, implies that in

instructional period was not so

probably so because Accounting teachers seemed not so much keen on the use 

of TLRs or TLMs when teaching the subject. This was made evident during the 

series of observations made when Accounting teachers were planning their 

lessons and pre-instructional observation interviews. From the observations 

made, most of the Accounting teachers did not plan their lesson nor did they

urn wndi taugni. rnat is, what is prescribed by the syllabus is what is being 

taught. This finding rather contradicts what Ellis (2003) said of the syllabus as 

woik plan , it might not always be implemented as expected since teachers are 

dealing with humans and human behaviour is unpredictable and sometimes the 

teacher has to deviate from the planned syllabus and use other means in order
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have enough classroom

Goleman (2004) has asserted that apart from helping students to acquire the

social and emotional intelligence in accounting education, there is the need for

students to acquire the professional skills. This can be achieved when students

are introduced to the right TLRs or TLMs with the requisite learning activities

involved. Milkova (2012) postulated that incorporating learning activities in
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activities. A good lesson plan would have set up 

classroom activity that would promote the student's communication skills and 

also help students to contextualize the accounting topics. Because of the lack of 

classroom activities, these will not be achieved.

Even though Accounting teachers were aware of the benefits of the use 

of TLRs, the findings revealed that most Accounting teachers interviewed saw 

the subject as abstract and as a result used things or conditions around them to 

explain the topics or concept to students. They also justified this by indicating 

that they did not have the necessary funds to provide these TLRs or TLMs.

lesson plans helps the teacher to have several different ways of explaining the 

material, such as real-life examples, analogies, and visuals, to catch the attention 

of students and appeal to different learning styles. Planning lesson helps to 

incorporate appropriate examples and activities, to facilitate the lesson delivery, 

and be able to estimate how much time to spend on each segment (Fink, 2005). 

The lack of lesson plans and the non-use of appropriate TLMs by the 

Accounting teachers were, therefore, a major setback in the quest to achieve 

academic excellence among the students.
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Appropriateness of Knowledge adopted by

Research question two:

the Central and Brong Ahafo Regi

presented separately. As a convergent mixed study, both the qualitative and the

quantitative strands of findings were discussed together.

Accounting Teachers’ Survey

Table 8 presents the Accounting teachers’ survey on research question

two. From Table 8, Accounting teachers indicated that the most appropriate

PCK strategy that they adopt in teaching is that they had confidence that the

content that they teach their students is in line with the acceptable accounting

222

principles. With a mean score of 3.46 and a standard deviation of 0.50, all the 

respondents unanimously agreed to that statement. This could mean that if the 

confidence that the content that they teach is not in

How appropriate is the Pedagogical Content 

Know ledge (PCK) adopted by Accounting teachers to teach Accounting at the 

SHSs.). The Research question sought to find out the appropriateness of PCK 

adopted by SHS Accounting teachers iin teaching certain accounting topics in

ons of Ghana. To answer this question, some

Accounting teachers were interviewed, observed and also made to answer some

questionnaires. Again, Accounting students’ views were also sought through

questionnaires. Results from qualitative data and quantitative data were

Pedagogical Content

Accounting Teachers

Accounting teachers had no 

line with the acceptable accounting principles, then it is better they do not teach 

at all because the foundation of these students will be shaken.

The clear and audible voice was also rated as the second PCK strategy 

that Accounting teachers considered as appropriate when teaching their 

students. Accounting teachers agreed with a mean score of 3.36 and a standard
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In demonstrating confidence in the way Accounting teachers present

content, a majority of the Accounting teachers (n = 74: 91.3%) agreed that they

express confidence when presenting accounting concept to their students. This

is essential when teaching. This, in a way, helps students to accept whatever the

teacher teaches them in class. This recorded a mean score of 3.33. However,

Accounting teachers’ thoughts deviated from each other at the rate of 0.67

which is above the mean of means and standard deviation of 0.6.

Table 8 also indicates that Accounting teachers adopt instructional
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strategies that are connected to students’ prior knowledge. They also agreed that 

instructional strategies they employ enhance students engagement with 

score of 3.31. Almost all theimportant concepts in accounting with a mean

Accounting teachers agreed to that statement. The results also indicated that 

most Accounting teachers agreed that they clarify the main points along lesson 

objectives with a mean score of 3.33 and astandard deviation of 0.52.

53. The teachers indicated that whenever they teach, they ensure 

that their students would hear them loud and clear. From Table 8, Accounting 

teachers also indicated that they took into consideration the prior knowledge of 

their students whenever they teach them. This statement recorded a mean score 

of 3.35 and a standard deviation of 0.50. The majority of the Accounting 

teachers agreed with each other that prior knowledge of their students should be 

taken into consideration when teaching them. This was rated according to the 

teachers as the third PCK strategy that they adopt in teaching their students in 

the SHS.
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shows that some of the Accounting teachers are not in agreement with the

statement. Compared to the mean of means it could also be seen that the mean,

2.64, was far below the mean of means. Its standard deviation of 0.98 was also

standard deviation of 1.05.

226

7

?

1

high and above the standard deviation of the mean of means.

The least appropriate PCK strategy adopted by Accounting teachers in 

the SHSs was the use of the lecture method in presenting new topics to students. 

There was almost a split decision when Accounting teachers were asked this 

question. From Table 8, 41(50.6%) agreed and 40 (49.4%) Accounting teachers 

disagreed with the statement that when presenting new topics they teach based 

on the lecture method. This was made evident with a mean score of 2.53 and a 

The standard deviation indicates that Accounting 

teachers’ thoughts differed from each other. Comparing this standard deviation

Accounting teachers also agreed that they include elements of 

accounting abstraction when it is important to do so with a mean score of 3.28 

and a standard deviation of 0.59. From Table 8, “I devote enough time in the 

classroom for the students to reflect on their own learning process...” recorded 

the least mean score. Although many teachers agreed to that statement, some 

teachers also did not agree. This recorded a mean score of 2.96 and a standard 

deviation of 0.64. When this mean score was compared with the mean of means, 

it could be seen that it fell below the mean of means which is 3.1 and a standard 

deviation of 0.6. With a mean score of 2.64 and a standard deviation of 0.98, 

Accounting teachers also agreed that after a lesson and before a test, they devote 

time for unclear points and help students to prepare for exams. However, 

Accounting teachers’ thought differed from each other at the rate of 0.98. This
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mean of means (3.1) associated with its standard deviation of 0.9, it could be

seen that their agreement did not deviate so much from the mean.

Both Financial Accounting and Cost Accounting

terminologies and it behoves on the Accounting teachers to use the right

terminologies and at the right time. The second PCK strategy that Accounting

students believed their teachers adopted when teaching accounting was based

227

mean score of 3.42 and a

principles and concepts (terminology) when they taught them. The right 

terminology needs to be used when teaching Accounting. Nowadays, with the 

help of the internet and other gadgets many Accounting students can crosscheck 

whatever information that their teachers give them. Many Accounting students 

verify what their teachers teach them after school. This, they agreed with a 

standard deviation of 0.79 and comparing that to the 

mean of means it could be seen that the deviation from the mean was not wide.

are full of

on the fact that the Accounting teachers used the appropriate accounting

standard deviation, it could be seen that the 
deviation for this statement is very wide and scatted from the mean.

Accounting Students’ Survey

Accounting students also expressed their views on the PCK strategy that 

they deemed appropriate for their teachers to adopt in teaching certain topics in

accounting in the SHSs. Their views are summarised in Table 9.

From Table 9, the first PCK strategy that Accounting students indicated 

their teachers adopt in teaching was the level of confidence that their teachers 

use in teaching. With a mean score of 3.44 and a standard deviation of 0.74, 

most of the Accounting students (n = 440; 92.3%) agreed that their Accounting 

teachers are very confident in whatever they teach. When compared with the

to the mean of means and its
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second highest in Table 9. This

The majority of the Accounting students agreed that their teachers

involved especially, hesitant learners during

given the

opportunity to talk and share ideas and come up with alternative ways of solving

230

ensured that all students were

teachers did not put so 

and this made some of the students disagree 

students also agreed that their Accounting teachers

lesson delivery. The students also agreed that students were

what we have learnt and other things we are

mean score. With a mean score of 2.73 and a standard deviation of 0.91, many 

students agreed with that statement. However, it could be seen that Accounting 

much emphasis on the previous knowledge of students 

with that statement. Accounting 

linked accounting concepts

problems. These two statements recorded a mean score of 3.36. However, from 

Table 9, it can be seen that their standard deviations were 0.74 and 0.80 

respectively. When compared to the mean of means and its standard deviation, 

it can be seen that it is still in line with the standard deviation.

From Table 9, the statement, “my teacher teaches students based on 

familiar with,” recorded the least

ObjeCtiVeSarem0S‘,y'a'g'1y-i-—iy when the iessons are 

that their teachers make lesson interest;™ n,nesting to them with a mean score of 3.40. 

However, it is interesting to note that tl™ ♦■at this statement recorded a standard 

deviation of 2.02. This standard deviation is the 

means that though they agreed, their agreement deviated and was widely 

scattered. Accounting students indicated that when it comes to voice clarity and 

audibility, they had no problem. With a mean score of 3.37 and a standard 

deviation of 0.81, many Accounting students agreed that their teachers talk 

louder for them to hear during lesson delivery.
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°n its own, it i

with the statement that when their teachers are teaching a topic for the first time,

they alone talk without involving the class. Even though 159 (31.5%) of the

students were in agreement with the statement, the majority (n = 328: 68.5%)

disagreed with that statement.

Pedagogical Content Knowledge of

Accounting Teachers

of the PCK adopted by

231

Though accounting is a

mean score as

object on its own, it is quite an inKgrated 

subject whereby we have Business Managetnent. Economics, and Mathematics, 

embedded in it. The students agreed to this statement with a mean score of 2.69 

and a standard deviation of 0.96. Similarly, when compared with the mean of 

means and its standard deviation, it could be seen that the mean falls below the 

mean of means and the standard deviation too is above standard deviation of the 

mean of means. This means their agreement is widely dispersed. With the least 

score of 2.02 and standard deviation of 1.05, the Accounting students disagreed

Observation guide Checklist on

t„ other subjects. This recorded the second leas,
, “^an score as shown in Table

9. Though a majority (n = 292; 61 9%j’> °f‘h' scents agreed to that statement, 

quite a significant number (n = 180- 38 oo/x f
’ • /») of the Accounting students also

disagreed with that statement.

On the question of the appropriateness

Accounting teachers in teaching a specific topic, 1 observed the Accounting 

teachers along four main areas. They were knowledge of pedagogy, knowledge 

of learners, knowledge of curriculum and knowledge of subject matter or 

content. Table 10, 11 and 12 show how frequent these actions where observed 

during an accounting instructional session.
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most often I

confidence in what he or she

In addition to the aspect of pedagogy and methodology that the

Accounting teachers adopted in teaching, it was observed that out of the 21

lessons observed, 19 lessons, representing 80.9% of teaching and learning,

activities were organised sequentially and logically. It was observed rarely n *

four lessons that Accounting teachers organised teaching and learning activities

232

sequentially. The pedagogy that Accounting teachers adopted in asking students 

questions showed that the questioning methods that Accounting teachers used 

unlikely to enhance the development of 

. Table 10 shows that out

methods were likely to enhance

understanding. In five of the lessons observed,

lessons, it was rarely observed, while in two 1
i this action was not observed at all. 

observed. However, in three lessons,

Knowledge of pedagogy and methodology

conhdenee when it comes

was observed 13 tunes and also three WM

Among the 21 times, the researcher observed Acoou„tmg teachers, ., 

was just in one lesson that the Aceountmg teacher did not demonstrate an, 

was teaching. When it comes to voice quality, 

many of the Accounting teachers did not have a problem during the observation. 

It was observed in 76.2% lessons that Accounting teachers showed audibility 

and clarity of voice and this makes all Accounting students hear their teachers 

as they teach.

during the instructional session were

students conceptual understanding or problem-solving.

of the 21 lessons observed, only one lesson shows that teachers’ questiomng

the development of students’ conceptual

> it was observed often. In nine

an adequate amount was
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was not often

seven was observed often.

Knowledge of learners

From the results presented in Table 11, it could be seen that out of the

21 lessons observed, 13 lessons show that the instructional strategies and

activities used in these lessons clearly connect to students’ prior knowledge and

experience. In four lessons, it was an adequate amount that was observed while

234

in four lessons, it was observed rarely. This means some teachers did not pay so 

was observed that the

this action was

observed show that much 

,e Accounting teachers when it comes 

in Accounting-

much attention to students’ prior knowledge. It 

instructional strategies that the Accounting teachers used during the 21 lessons 

observation did not enhance students’ abilities to engage with impo 

concepts and principles in accounting. This was because 10 lessons show that 

this strategy was rarely observed during the lessons observation. A g 

lessons, it was often observed and in one lesson th- af't,on was also o 

to a greater extent, the 10 lessons that were rar y 

attention is not given to students by thesi 

to engaging with important concepts and pi incip

observed rarely. For the rest of the lessons, one was an adequate amount and

Table 10, it could again heseen^^,^^ 

used by the Accounting teachers in teaching. I„ flve 

at all. However, in six lessons, it was often observed 

were presenting new topics to students. From Table 10> „ *

was mostly not observed that the instruct™, methods and activities the 

Accounting teacher used reflect attention to student.’
students experiences and 

readiness. This was known when out of the 21 lessons observed, 13 lessons 

representing 62 % showed that this action was either not observed at all or
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amount was observed in a lesson while in 3 lessons, it was often observed. It

was just in one lesson that I observed to a great extent during the observation.

The evidence of the Accounting teacher devoting enough time in the 1

235

was not observed at all, while in 15 lessons it was observed rarely. An adequate

lessons, it was

classroom for the Accounting students to reflect on their own learning process 

(what and how they are learning and how to regulate themselves) was rarely 

observed in 14 lessons. In two lessons, it was not observed at all while

often observed. In knowing the learner, the Accounting teacher 

needs to select content that is built on the previous knowledge of the stu 

Table 11 also portrays that during the observation of.be 21 lessons, it was often 

seen that the content selected by the teacher built on previous kn 

students in 11 lessons. In two lessons, it «as obse«d to a great extent. 

Meanwhile, in eight lessons, it was observed rarely

The engagement of al! students duri„g the 

paramount when teaching. Out of the 21 ,essons 

less„„ that the Accounting teacher engaged all the students in the lessMl In 

lessons, it was often observed and an adeguate amouni was als„ observed 

in other three lessons. However, in nine lessons thio
essons, this activity was rarely 

observed and in five lessons, it was never observed at all. There is no one best 

way of solving a problem. However, there are several alternatives in solving 

problems. Most of the lessons observed by me indicated that Accounting 

teachers did not really encourage students to seek and value alternative modes 

of investigation or of problem-solving in their lesson. This was made evident 

when out of the 21 lessons observed, it was only in one lesson that this action
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The Accounting teachers’ information presented on the chalkboard or

great extent, two of the lessons observed show that the Accounting teachers’

written content information was accurate. However, in five lessons, this action

lessons, it was observed to a greater extent.

237

whiteboards were accurate. This was observed often in 14 of the lessons. To a

was rarely observed. The use of elements of accounting abstraction (e.g., 

symbolic representations, theory building) included in the lesson when it was 

important to do so was not observed at all in one of the lessons observed.

ofthe lessons observed, the use ofetaents of accounting abstraction was rarely 

Observed. In four of the lessons, it was often observed while in just one of the

Knowledge of curriculum

From Table 12, out ofthe 21 121 lessons observed seVen f u 
observed indicated that the Acc„u„ti„g ° ' "S™s

techniques to make lessons vivid and memorable °f Prese",a,i™

ii , . -is was not observed in 2
'essons at all and in 10 lessons, it was rarely observed However '

nowever,in two ofthe 
lessons observed, the use of varieties of preSentatin

Presentations was observed in an 
adequate amount. The use of appropriate TLRs, and linking 

previous knowledge and lesson objectives at the key stage ofthe ksson was 

observed at all in three out of the 2! lessons obsewed. !n Seven iessons, this 

action was observed rarely. However, in six ofthe lessons, I also observed this 

statement quite often while to a great extent, only 0„e of the lessons was 

observed.
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in

matter

objectives stated.

The content knowledge of the teacher influences how the teacher

stimulates his/her students’ interest in teaching. If the teacher knows what

239

adopt PCK i 

content or subject 

it could be seen that out of the 21

he/she is talking about, engaging students in the course of teaching wi 

activities and thought-provoking questions that will capture students 

paramount. It was observed that in two lessons, the Accounting teachers began 

the lessons and units with engaging hooks (thought-provoking activities or 

questions) that captured students’ interest and activate their prior knowledge. 

This was observed to a greater extent. In four of the lessons, this action by the 

Accounting teacher was often observed and was also observed ad q 

three of the lessons.

Knowledge of subject matter or content

I also observed how appropriate Accounting 

teaching certain topics in class. Specifically the 

knowledge was considered. From Table 13 f

thereaeher started thelessonbysharingthe|eaminggoa|swithtte^K^ 

also checked if they had become aware of them While in • i
• wnue in nine lessons, it was 

rarely observed, in 10 lessons, it was not observed at all. It was observed that 

out of the 21 lessons observed, in 10, fa Accounting teachers did not at all 

clarify main points along the lesson objectives whim teaching. seven of the 

lessons, this was rarely observed and in three lessons, it was observed in an 

adequate amount. However, it was only in one lesson that I observed to a great 

extent that the Accounting teacher clarified main points along the lesson
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explained b

accounting concepts. However, in one lesson, this was not observed at all.

Table 13 also indicates that in all the 21 lessons observed, it was ■I

241

have knowledge of content are 

connections to other disciplines in the couise o
. nf the 21 lessons in< 

students. Fifteen lessons observed out or

observed to a great extent in three lessons that the teacher’s depth of subject 

matter knowledge was evident throughout the lesson (i.e. fluid use of examples, 

questioning strategies to guide student learning, discussions and explanations of 

concepts, etc.). In 11 of the lessons, it was observed often that the Accounting 

teachers’ depth of subject matter was evident. However, in 4 of the lessons 

observed, it was rarely observed that the Accounting teachers dep 

matter was not so much evident throughout the lesson. Accounting te

made evident when they are able to make 

f teaching to explain concepts to 

indicated that

However, I did not observe these activities by ihc Ao 
y“Acc°™ng teacher in 

6 of the lessons observed and in another 6, it was obse„ed 

observed in 12 lessons that, unclear points „ere explained by the Accounltag 

teacher together with the students after the lesson and before the test was 
administered. This action by the Accounting teacher was adequately obseZ 

in two of the lessons. It was, however, rarely observed in seven of the lessons. 

Notwithstanding this, the significance of the accounting content, including how 

it fits into the “big picture” of the discipline, was made explicit t0 the students.

As shown in Table 13, this was observed very often in 15 lessons and to 

a great extent, it was obseived twice. It was only in one lesson that this action 

was adequately observed. However, in three lessons, it was observed rarely. 

Very often, it was observed in 15 lessons that content delivered through direct 

instruction by the teacher was consistent with deep knowledge and fluidity with
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areas of

Teachers

problem with some of the teachers. However, some of the teachers set a good

example which is worth mentioning. They handled timing and pace well by ■!

considering a number of factors, like the difficulty of the task, and the level of

the students.

theobserved that wherever in the lesson

242

parameters and constraints of 

time. From observation, it was very difficult for

ccounting

of Accounting, other

Teaching is itself a contrivance, an event that is structured and planned.

This means it is a process affected by the

some teachers to predict the 

length of the activity. This was because most of the Accounting teachers did not 

have a well-documented lesson plan which could have stipulated the various

Qualitative Results on

activities and the time to spend on them. Hence time management was a

Pe^gogica' Content Knowledge „f

Accounting teachers rarely made appropriate

accounting and to other disciplines and also , 
reaI’World context in the course 

of teaching. It was only in 4 lessons that Tthat I observed often that A, 
teachers made appropriate connections to nti, 

umer areas
disciplines and to the real world contexts.

An important aspect of effective teaching is the ability with which a 

teacher can move in and out of these various roles and enable learners to do the 

same. The flexibility with which the teacher can move in these roles depends on 

the teacher’s understanding of the objectives of different stages of a lesson and 

a clear-cut of what the various corresponding roles of learners and teachers are. 

Some of the Accounting teachers made use of a focused instructional cyde 

which was the Presentation-Practice-Production style of lesson. In here, 1 

production phase occurred (e.g.
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VI

not. They thus stuck to what was in the textbooks.

Most of the teachers used various illustrations to promote understanding. ■I

243

Accounting teachers were confident and displayed good subject knowledge.

Some of them provided alternative and detailed presentations while others did

terminologies. They showed mas'

the lesson, some

being taught). .he relative and interconnected rolesofteacherMd|e_ 

reroai„ed as facilitator to producer or g„ide l0 g

Save ^’Ps ^°r ^Pin^ Wea^ stu^en^). In the various lessons I observed ! reahsed 

that most of rhe teachers’ style of presenting the lessons varied sometimes. For 

example, the production stage may come before the presentation whenever the 

teacher wants to establish areas of need and motivation.

Some of the teachers started the lesson by presenting the topic. From the 

cry beginning, they demonstrated an enthusiasm for teaching. Some of them 

seemed friendly and relaxed and their presentation style helped in adequately 

addressing the lesson’s introduction to meet all student levels of the class. The

They displayed mastery of the content knowledge. They dwelt on the entry 

behaviour of students to present facts on the topic. In most cases, they used 

practical examples to illustrate the key concepts and accompanying 

itery of the subject matter. Often, throughout 

Accounting teachers refened students to concepts taught and 

learned in earlier lessons to aid transfer of learning to facilitate understanding 

while others did not. This made the Accounting students 

organized and comported. Almost all the Accounting teachers observed were 

Particular about how terminologies in accounting are pronounced, 

displayed practical knowledge of the subject and faceted it in « —.
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audible

two types of

At this level, I was expecting the instructor to vary his/her resources further by

resources

244

using more visual aids such as; powerpoint slides, prompts, authentic pictures 

with comments, other relevant learning materials. In some of the lessons, I 

observed, sticking to the textbook most of the time almost drove the classroom 

atmosphere to a final fadeout. Students became motivated when the instructor 

asked some of their colleagues to perform a role-play. Most of the teachers 

behaviour in the classroom showed that they were not aware of the pedagogical 

and devising more creative
importance of varying instructional

strategies of teaching, and bringing real-life situations into the classroom.

■ .• in come of the classrooms, students had 
Due to the poor illumination in

, a «the sun reflection on the board made
difficulty in reading from the whiteboar

• t ^;+pnfthis the whiteboard was 
reading the board presentations problematic, n sp

Though the Accounting teachers werP 
vv vl C

encounter, many of them talked to the board whilst

In teaching, the materials used d<

setting that the lesson wishes to

during the instructional 

writing on the board.

epend on goals, input, activity, roles and

Ve' In a Partlcular lesson I observed, 
neither did the Accounting teacher prepare anv hana *

-outs to students nor did the 
students use any textbooks. However the’ teacher was really prepared as he 
never referred to any material but taught the lesson in a □ , .

* ne lesson m an orderly fashion. The 
lessons delivered were methodically presented.

In most of the lessons I observed, the instructor used 

resources or instructional materials: the available textbook and in a rare case 

hand-outs. Relevant to the topic as it was, the hand-out was supposed to support 

and reinforce the learning achieved in the preceding activities. In some of the 

lessons, the teaching resources were in perfect tune with the lesson objectives.
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the understanding of the lesson.

Interview with accounting teachers: PCK

in teacher

teaching of accounting, presentation skills or the pedagogy which stimulate

students’ interest and their active participation in the learning process are very

essential. The Accounting teachers added that the teacher’s pedagogy responds

All the Accounting teachers

about

245

It seems imperative that the development of teaching skills in teacher 

education is an indispensable condition to the teaching practices of an 

Accounting teacher. The Accounting teachers interviewed indicated that in the

to developments in the classroom as it occurs.

interviewed agreed that the Accounting teacher, as it requires, needs to possess 

the pedagogy which conveys mastery of the material. Also, the teachers need 

to objectively display their content knowledge of the topic they teach and also 

instilling professionalism, and engaging students in different learning y 

during the instructional session are important concepts to talk a

In the view of most Accounting teachers, it came out clearly 

is an immense difference between knowing about a topic (cont 

and knowing about the teaching and learning of that top
, knowledge about teaching and 

Accounting teachers indicated that some

judiciously used by the Accounting teachers Th ■
u . h m . Presentations on the

too small to read, others were iliegMe. Notwithstan^

whiteboards were too small in size to contain m , 
contain the lengthy accounting 

presentations. Thus, students had to keep up with the teachers always as the 

teachers had to often rub previous presentations to make way for new ones. This 

always compelled students to focus attention on writing instead of tasing m
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view?

in the class. So in order not to leave them out... the question I gave them

for group -work is similar to what they solved. So those who had broad

knowledge about what we did yesterday could even help their colleagues

and I think most of the issues raised were effected during the teaching

246

“Actually we achieved our aim in that I realized most of them were not

D“ring 'he ^ng t«hers _

h0„ they matched the lesson the, just deiivered with lhe objectlves 

in their lesson pian. AH the Accounting teachers responded posM,eIy tte 

objectives they set for the class were achieved. Such confident and motivated 

Accounting teachers displayed collegiality as evident in the following quotes:

"Per lhe participation of the students. 1 can say llM , ac,ually 

achieved my aim ”

most of them so lam happy”.

Another teacher also made it clear that he has been able to disabuse the stu 

minds about the conception that they previously had. This he indicated y

saying:
"Previn^, students thought that .hen we talk of overheads they 

mostly think of that we have in Accra like Kaneshie overhead, etc. But 

now they know that overhead means something else as in Cos, 

Accounting; so I've been able Io achieve that target And also they are

learning accounting is specific to the particul

teaching overhead analysis or bank SkiUs of
ec°nciliation for

from that of teaching material control or nart ^rP^bip account.

How do you match the lesson with tho
"m. you se, in four „„
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themselves get prepared before they

should be able to contribute to the discussion. And because I did that the

lesson somehow became enjoyable for the students”.

What did this lesson tell you about 

Accounting?

extra learning or reading as 

challenge. Although am encouraging the

come to class. And by that, they

However, one teacher indicated that his students still need a lot to learn when it 

comes to the lesson he just taught. Per his submission, he does not give students 

any pre-lesson preparation before he ends his lessons. Students, thus find it 

difficult to grasp the content when especially they are learning a particular topic 

supported this when he said:

am what I have taught

are learning in

“Though my students are

Account teachers were ashed wte they think

to learn as far as this lesson was concerned. This, they believed, could be 

achieved if Accounting teachers are guided by ksson objectives. One 

Accounting teacher elicited the advantage of giving y„ur

of what they will be learning before they come to class. He answered by saying: 

...this shows that normally far a lesson to be well taught and 

understood, we always expect teachers to at least give students some 

prior notice on the topic they want to teach so that the students

able to prepare the overhead anal^ • ,
,. he“S0,i^«r,el,K„able

to achieve that target set ”,

Wllat your students

for the first time. An Accounting teacher

learning, they only le<

then.. I, is h«Kr io learn or read ahead: like the nest topic. « .III be 

treating. But they only learn .hat has been taught. They dor, do any 

those seated topics. This Is really a

Still not there yet".
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lesson assimilation. There were

had to go back to revisit those things before I start”.

“Yes, [I made some adjustment.] For instance, when that student

248

start the lesson I was thinking that most 

of the things we were coming to do they already know since they did that 

in their previous class. But I realized most of them have forgotten so I

questions 

not getting the concept, I had to take time to 

explain and explain over and over for them to get it”.

“Yes, I did because before we

jyiiat adjustment did you make during the lei 

Making adjustment as far as 

concerned is very paramount. This i

prepared the payroll for the overhead analysis sheet I was able to 

quickly refute that with the fact that this is how we prepare the overhead 

analysis sheet instead of the previous topic's style which is the payroll. 

So I was able to do something like that .

"Ok, 1 came with the Mention to teach a new topic 'Errors' but I 

realizedfrom their facial expression, especially those who were absent 

were confused. So quickly. repeat certain thinss to brlnS.hetn 

at par and then I think it has helped

SS°n t0 suityour students?

leSSOn for the day is

■,SiSS»fea„se0findividui,|differencesh 

... 1CS °f C0Inmen,s generated ftom
Accounting teachers just by this relatively

Slmp e question, but repeatedly, the 
voices replied that lack of students understanding „f fte .

8 01 the topics being treated was 
the dominant reason for adjusting the Jessen. Most of

indicated that they needed to change their leaching methods *n the, realised 

it wasn’t working during an instructional session.

“Yes, [I made some adjustments]. I had wanted to solve three

but because they were
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realities. They

far as what you taught was concerned?

An Accounting teacher’s ability to know what his/her students need to

know about the topic he/she teaches is very important. When Accounting

teachers were interviewed as to what they think their students need to know,

a teacher

out all”.
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one of the most prominent themes that emerged was that of giving out more

use the lecture

I started asking th 

those questions and the feedback I had, the. 

method -

practice questions to students.

“I think the objectives of the lesson were achieved. But the students need 

to solve more questions to grasp it totally with ease without the help of

"When I started I wanted to 

didn ’t understand so
method. But I realized they 

'em questions. So after asking 

'.re was the need to change the

"It is a wake-up call on us the teachers. The students still need the basics 

of accounting. They Intend to forget the basics and this is not helping

There was the need for the adjustment t0 be
... y he Accounting teachers

daring the tnstructtonai session. Thls was , a

« to terms with contingent

discrepancy between what is ptamred and what aotualiy happcns „ 

always mean that lesson plans are faulty renderings of classroom 

can still represent organised and logical schemess scnemes. However, adjustments need 

to be made to ensure that all students understand what is being taught.

What did this lesson tell you about what your students’ still need to learn a,
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the understanding

itself with current accounting standards like the IAS and IFRS. It is far

draw up the syllabus
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away because of issues of receivables and payables, we still use debtors 

and creditors when in modern accounting it is receivables andpayables;

Many of the Accounting teachers interviewed indicated that the syllabus they 

used was in line with what was expected of them. However, there were deviant 

voices that held opposite opinions. Some teachers indicated the following:

“For me, I think the syllabus is dead. The syllabus now does not align

it is income statement but we still use trading, profit and loss account.

are tested on the syllabusSo it is a world apart and because students 

those of us who have had some exposure (who have furthered our 

studies) we find it difficult to introduce that into mainstream academic 

work. Though we educate the students on these changes we can t really 

incorporate into whatever w teaching because they go to [write their] 

examination and It is different. hTho knows maybe the examiner marking 

isn ’l conversant with these new standards. Safer me. I fa* thos 

should incorporate US and into the

From the interview, it was made clear t
wh . . f ear that many Accounting students

stiH lack the basis of accounting. It becomes a little bit d'm .
h difficult when they need 

t0 apply those basic concepts. The Account^ teaches they 

have to go back to eecatl what they have already tangh, 

affects the instructional time. One teacher explained-

detunes you ask one question anti m reabe tha, pm 

doesn't have the background knowledge so you have io go back to the 

basis and bring the person from that level before

comes
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it when they get to the

tertiary institutions. Because there are some terminologies we use here

when you go further there

251

^hat when th<

like here is a different world
■ey come to th 

and that is also 
transition becomes so smooth”.

accounting”.

"Oh no, I don’t know about that’’.

are no more used; [for example,] creditors

mainstream syllabus. So

The lack of updated syllabus was 

asked if they had heard about the IFRS or IAS 

the Accounting teachers interviewed did not know 

International Financial Reporting Standard (IFRS). These were

responses that came up:
, , . r iearrit it talks about the standards in

"I don 7 know too much about it, 1 learnt

and debtors becomes payables and receivables; fixed assets becomes 

non-current assets. Am just proposing that authorities will see this and

do something about it ”.

made evident when Accounting teachers were 

. It was surprising when some of 

anything about the 

of the

!e university it is not 

a different world so the

ln connection with the Accounting teachers' content kn„„ledge K flI M ,he 

syl|abus is concerned, there is still tnor, roont for impr„vemeM, especially, with 

the Financial Accounting syllabus. Another teacher also added his voice to the 

issue about the need to rewrite the syllabus. He said:

•■Students who complete SHS some go to the tertiary mstlMio„. You 

realize that what we teach them here sometimes may be different from 

what they learn in the tertiary institutions. Ghana has now adopted IFRS 

and IAS in preparation of financial reports. This should be taught in the 

secondary schools so students will build on
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“Absolutely not all, but

SHS ... we use them so I le

does not provide any capacity building for teachers so if you don’t do

your own personal teaching and advanced courses you will not be able

to use the IFRS”.

Aside from the above, one Accounting teacher gave a remark that when applied

will be of help to policymakers. He said:

be revisited”.

252

are currently on the system and we 

are doing advanced courses that is why I got to know about it. GES too

“I want policymakers to know that things

world. We should not allow students to be studying the old stuff. For 

example, stock, for instance, is captured in IAS as inventories but 

syllabus, we still use Mck Mead of inventories. The syllabus needs to

are changing in the outside

've heard it before ".

iers who had heard of the IFRS and 

'tinting teacher indicated that he had heard 

about it and was conversant with it. However, when he was asked if he was 

implementing it in his class, this is what he said:

"Well, the ... with our new syllabus erh the syllabus that w.

yve are not using IFRS. Even this
ye were using 

one when you don’t do advanced 

courses or if you came from the university long time ago you won't be 

able to know that one. Because we

amabreas^iththeonethaf 
ne that peculiar to th

‘""mm^andaand

" U0' ■*** the

■'^‘‘^‘ootnuohaboutt,,,^^

There were, however, few Accounting teach, 

were conversant with it. One Acco
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Teachers

Data from the study

(through questionnaires, interviews and observation), it was made evident that

Accounting teachers’ confidence level was high.

under discussion.

253

I observed that Accounting teachers showed confidence when it comes

piscussion of Results on
logical Content Knowledge of Accounting

Osborne and Simon (1996)^ to by indicating to. tore is a 

dear evidence to suppose tot tnaobers * iaeb speeito. sublet, content

to presenting issues in accounting. The Accounting teachers demonstrated 

enthusiasm for teaching and seemed friendly and relaxed without any pressure. 

This helps the presentation style to address the lessons and issues bothering the 

students. This finding relates strongly to what Childs and McNicholl (20 ) 

indicated that an “accounting” teacher who knows the content or subject matter 

and has the pedagogy is able to deliver. Thts may be evident in the way he/she 

is able to skilfully lead free-ranging class discussions of content or the p

to ascertain theappropriateneSS()f 
PCK adopted by SHS Aeeounting teachers in .ea*g Accounting in Ghana 

with the intent of answering research duestion two. The present stud, reveaied 

a number of PCK strateg.es Accounting teachers adopted in teaching accounting 

at the SHSs. Particularly, it became clear that Accounting teachers agreed to 

have confidence that the content they teach their students is in line with the 

acceptable accounting principles. Their confidence was also shown when they 

presented the content to the students. Accounting students also rated the 

confidence that their teachers exhibit when teaching them as the main strategy 

their teachers adopted when teaching them. Across all the data collected
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assertion that

students.

Accounting teachers, students, an observation made and the interviews

conducted, it was made clear that Accounting teachers’ voice quality was high

and that all students could hear the teacher as he/she teaches students in the

because they will
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Another finding of the study indicated that Accounting teachers had a 

clear and audible voice when teaching. From all the data gathered from

j^owledge lack confidence

class. Teaching skills which the Accounting teacher possesses are of very much 

importance. Shahini and Daftarifard (2011) indicated that teaching skills of 

which clear and audible voice are included was viewed by learners as the most 

influential characteristic of a teacher. In the works of Kizlik (2015) on direct 

an element of

and that this has 

and teaching. Harlen and Holroyd (1997) als 

teachers with poor confidence

real lmplicationson their planning 

supported this

According to Accounting teachers 

revealed that Accounting teachers take into account p

and constrained

teaching, he mentioned communication in the classroom as

promoting students’ learning. When students cannot hear their teachers clearly 

during an instructional session, it affects their performance 

not hear what the teacher says and what they are to
’ survey from the current study, it was 

ior knowledge of the

resort to a more closed
P“ with the result that their teaching can haw

on students' learning. Severn! studies (Applet0„, &

Holroyd, 1997) have highlighted that teachers with llmited subject matter 

knowledge also resulted in low confidence in

(2007) also supported this finding that when subject content knowledge is more 

secure, the teacher is better able to match content with the explanation given to
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as

Accounting teachers were so much keen in that.

This finding supports the works of other researchers such as Golub

with what Svinicki (1999)

is
(2000) research also supports
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strategies and activities 

Pnor knowledge and experiences.

reC°rded Part Of least strategies that 

Accounting students believe their teachers adopt

their teachers do not take then prior knowledge (things

with) into consideration when teaching them. However, based on the 

observation made during the instructional session,1 f„u„d ontAcc0 

teachers take into consideration the prior knowledge of the students. Often, 

throughout the lesson, some Accounting teachers referred students to concepts 

taught and learned in earlier lessons to aid transfer of learning to facilitate 

understanding. This made the Accounting students to be focused, organized and 

comported. It is important to note that not all the lessons observed that

student and at the same time ensure that instructional 

used in the lessons are connected to students’ nri 

However, this statement

(1988), Graves and Sunstein (1992) and McLaughlin and Talbert (1993) that 

teachers instruct each student by drawing upon the knowledge and experiences 

that students’ already possess. Marks (1990) also highlighted the importance of 

prior knowledge of students by indicating that a teacher makes decisions about 

what learning activities and teaching strategies to use when teaching stude 

by depending on their previous experiences. The finding of this study is in line 

advocated that prior knowledge, cognitive 

processing, must be carefully oonstdered when planning instructions. The IAE 

the finding that the best teaching practice 

achieved by showing students the reiationship between the past and present
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learning

observed and that was also rated among the least appropriate ways for teaching

256

certain topics in accounting. The goal of any learning strategy may be to affect 

the learners’ motivational or affective state or integrate new knowledge. This

The lecture method was not used when Accounting teachers were

finding contradicts what Davis and Sorrell (1995) indicated that careful 

sequencing, monitoring and control of learning process raise the learning rate. 

This is because, in this study, most of the Accounting teachers did not eng g 

themselves so much in instructional strategies that enhance students’ abilities to 

engage with important concepts and principles in account’ g

Researchers such as Ball and Bass (2000), Berko and Putnam (19%). 

Carpenter et al. (1988) and Shulman (1986, 1987) refer to teachers’ knowledge 

ofhow to organize and represent particular topics or issues to facilitate students’ 

understanding and learning. This therefore means, tea

researchers were
which increases its depth and breadth Byth.Mhe 

stressing the importance of prior knowledge of students '

The current smd^Uo found out that tHopc,^^ 

ad0pt in teaching accounting mcluded employing 

enhance students’ abilities to engage with important concepts and p 

accounting. Although Accounting teachers indicated that is what they do, this 

strategy was not quite observed in their lesson delivery. The teaching and 

learning methods that one employs helps him/her to engage students during 

instructional sessions. This also helps the teacher to highlight important 

concepts and principles. Though not quite observed, when Accounting teachers 

were interviewed, they indicated that the teaching methods they use help them 

to engage students during the instructional session.
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Lindblom-Ylanne et al. (2006) indicated that researchers have different

views of the stability of approaches or methods they adopt to teach. Prosser and

Trigwell (1996; 1999), as well as Samuelowicz and Bain (2001), emphasised

the contextual and dynamic nature of approaches or methods to teaching. They

were of the view that the same teacher may sometimes use features typical of

coni

are
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students. However, a 

students whom the right teachings

Accounting teachers, are

teaching, depending on

strategies that the teacher will choose should be the 

need of the learner. Albrecht and Sacks (2000) supported these reserechers by 

indicating that there is the need to change instructional or teaching methods as

student-centred teaching and sometimes features typical of teacher-centred 

the teaching context. This means the instructional 

one that will address the

exPected to know 

principles, assumptions and laws are 

them, the teaching goals for diffe— ■

and when needed.
,, zi qqO'i findings indicated that the instructional 

Marcheggiani et al. s (1999) t &
strategies do not have tmy influence on the understanding and performance of 

study by Edwards (2005) contradicts this fmding that 

used for perform better and then

h»w accounting concepts, 

Sloped and the COImsctions betwMn 

:erent c,ass tcuais. the needs of their students 

nud the appropriate teaching straps f„ them. md

als0 of th. view that teaching methods can influence the development of seTCral 

social intellectual abilities. This explains that the teaching strategies or methods 

used today by Accounting teachers must provide opportuni,ies for Mlf. 

development and integrate content learned with real-world experiences. This 

assertion was also supported by Turner et al. (2006). However, the finding of 

this study contradicts these findings.
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buttresses the point why Accounting teachers do not encourage students to seek

and value alternative modes of investigation or of problem-solving. During the

observation, this was not really observed during the instructional process. When
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among the least strategies that 

Accounting teachers adopted when teaching their students. This confirmed what 

I observed during instructional sessions. Hardly do you see Accounting teachers 

devoting enough time for students during the instructional session. This as well

Education Change Commission

understanding and engagement in class

teaching methods or

Accounting teachers were interviewed, they indicated that the time allocated for 

the teaching was not enough for them so they do not encourage that.

The works of Bonwell and Eison (1991), Michel et al. (2009) and Yoder 

and Hochevar (2005) highlighted the benefits of active or experiential learning 

as a student-centred approach to teaching. This includes any techniq 

involves the students in the learning process and hoids students responsible for 

their own learning. This means teachers are encouraged to motivate th 

as far as teaching and teaming are concerned. Teachers concerned help students 

working. This is what is expected of the

not the practice.
get through rough times and keep on 

Accounting teacher, which in this study, was

aiS° enhanced. Accounting 
(AECC) also highlighted that well-chosen 

~n. strategies vary with cirMmslaBes 

Assessment instrument must be suitable for both goals 

course. It must also have an educational component which ■ ■
nponent, which is set in the student's 

mind what is most important to learn to think <, u,’ thlnk ofa Problem, identify weaknesses 

to be corrected and strengthen the required skills

The study also found out that devoting enough time for students to 

reflect on their own learning process was
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and

Another major finding that is worth mentioning is the use of appropriate

curriculum materials

259

the need for students to 

receive

a highly probable 

strategic learning helps 

the process become aware of

TLRs or TLMs during an instructional session. Though this was not mentioned 

as the main strategy that Accounting teachers used in teaching certain topics in 

accounting, it needs to be addressed. Although Accounting teachers agreed to 

its usage in the class, when observed, most of the teachers behaviour in the 

classroom depicted that they were not aware of the pedagogical import 

varying instructional resources and devising more creative stra g 

teaching, and bringing real-life situations into th. classroom. However, those 

who were using the TLMs or TLRs were expected to vary them when required 

but they did not vary them. Grossman (.990) iden.if.ed that — of 

available for teaching a particular subject matter and

Nicol and Macfarlane (2006) also highlighted 

have frequent opportunities to perform .
and i^eive suggestions for 

’mRr°vement. They added that at various points during the instnlctjonal 

and a. the end, students need chances to reflect on „hat bve

.Hey still need to know, and how to assess themselves. Kizlik (2015) als0 

buttressed the importance of devoting enough time tor ,o 

their own learning. This strategic learning is, in effect, 

outcome of strategic effective teaching. This means 

students to construct their own meaning and in

their thinking during an instructional session. From the observation made, it was 

clear that time management was a problem for the Accounting teachers. Hence, 

they did not have enough time for instruction, not to talk of giving students 

enough time to reflect on their own learning.
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will also show a greater commitment to becoming

of the appropriate TLRs during instructional sessions.

Duan (2011) also encouraged that a reasonable proportion of different

practices, methods, teachers with adequate practical experiences and financial

the job field.

AECC’s outline on TLRs

current development

260

knowledge of instructional strategies 

topics are of the teachers’ PCK.

indicated that the use

skills of presentation, satisfy

and new

of well-designed

atld rePresen,at'ons for ,eaehing particu|ar

support should be provided in developing the learning and working abilities of 

on the excursion is encouraged.students. The practice of students going

However, from the interview conducted in this study, Accounting students do 

not have the luxury of going on excursion due to financial constraint. The 

students are therefore denied the benefit of knowing what actually goes on in

an accounting professional.

This can only be achieved when Accounting teachers are committed to the use

Riccio and Sakata (2008)alsohighl,htedthcimportanceofTLRsasjt 

serves as a source of motivation to the students m<i 

smdents’ performance and learning i„ the teachi„g

explained that tying Accounting concepts to career applications can be used 

successfully in introductory Accounting classes. The more the students realise 

that these Accounting concepts and their professional skills can be applied to 

their careers, the greater their interest and motivation will be in the class. They

materials is essential because they increase the

course objectives, and are consistent with
It also creates a base upon which 

technologies in the field of accounting.
. hniU Again it challenges Students to think iogrvc 

continued learning can be built. Agam,
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IS

next.

Accounting teachers indicated that with the absence of the right teaching and

learning materials, they use other things in representing the real thing which

makes the lesson understandable to the students. One could infer from this that
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if Accounting teachers had the appropriate teaching-learning materials to use, it 

would not be difficult for Accounting students to understand the concepts and 

that the use of good

them tools to solve problems (Swain & Sto. 

and Daftarifard (2011) also supported that 

their teaching, they should heed their te 

should pay much attention to the instructional 

classroom. The findings of Hassard

principles in accounting. Bangert (2004) supported 

examples and models do not only clearly communicate instructor expectations 

but it also provides students with challenging assignments that could be 

successfully completed. That means Accounting teachers are supposed to 

create an array of learning activities that would allow multiple opportunities for 

demonstrating knowledge and skill proflciencies. However, this was absent in 

•he current finding of the study. The diverse tange of learning preferences and

Another finding of the study was the use of elements of abstraction like 

symbols, or representation when it was important to do so. This was rarely 

observed during the observation. However, from the interview conducted,

Th'findings „f shaWni 

■f»achers want to be successful in 

ach’n® techniques. This means teachers 

materials that they use in the 

“d Dias 0013) also support that 
Accounting teachers could employ the „se of expo,tMy .

the use of an expert (TLRs or resource person) to present i„fonMion in a My 

that makes it easy for students to make connections from one concept to the
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finding was in

Another finding

262

are likely to meet in life. There is, therefore, the need for Accounting teachers 

to use elements of abstractions or representations that help build the theory that

subject matter as a

students have been taught. Mastropieri et al. (2007) are

The findings of Bucat (2005) contradicts thi 

study. Bucat (2005) indicated teachers’

congruence to Hassard and Dais (2013) that the duty of the tutor is to explain 

concepts that students have difficulty understanding and also use alternative 

methods and examples to explain the content and help students to understand.

of the study worth discussing was the content 

hibited during the study. It was observed 

was evident

per the findings of this study.

--is finding of the cunent 

demonstration of knowledge of that 

prerequisite to teaching. That is by way of being able to 

generate representations and design instructional strategies to engage students 

and make concepts understandable for students. Hassard and Dais (2013) also 

added that if students simply learn one isolated idea after another, the subject

matter may appear arbitrary. It may also be useful to show how what is being 

learned solves problems that exist in the world outside school and that students

knowledge that Accounting teachers ex.

that Accounting teachers’ depth of subject matter knowledge 

throughout the lesson. Also, the study found out that content delivered through 

direct instruction hy the teacher was consistent with deep knowledge and 

fluidity with accounting concept. Mos. of the teachers observed dtsplayed

, , According to Kind (2009), teachers’Subject
mastery of the content knowledge. ,

.ntrihuting to teaching ‘successfully, 
Matter Knowledge (SMK) is one factor c

as this provides a basis from which PCK de p
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examples to

to promote students’ understanding.

accounting teaching explanation given with the teaching purpose of the

explanatory episode. They showed mastery of the subject matter. Kizlik (2015)

also added that the teacher must utterly understand the content whether the

Accounting teachers must

263

(20! 5) and Childs and

■ent for teachers to have 

mastery level as

Accounting teachers, when observed, dwelt on the

to present facts on the topic. In most

subject matter is at the elementary level, middle school level, high school level, 

college level or adult education level. Such understanding presupposes that the 

teacher “knows” more than the facts that describe the content. In effect, this also 

means that the Accounting teacher understands the structure of the content. Th 

current study supports what Kizlik (2015) found that the Accounting teacher 

must understand each item of the content in more than on y

Again, the current smdy is in support of what Laffln (2005) found; that 

master content and methodologies to convert 

curricular knowledge. It also supports 

knowledge is achieved through

command of 

possible when teaching.

entry behaviour of students 

cases, they used practical 
iUustrate the key concepts and accompanying terming, Ws snppMts 

Ball and Bass (2000) found; that subject matter knowledge includes being able 

to relate particular Accounting concepts, Principles and Assumptions to others 

and explain or justify the reasons behind the accounting procedures explicitly

scientific (accounting) knowledge into 

what Marks (1990) said that the subject matter

The current study supports 

McNicholl (2007) indicated as a requiremi 

the subject matter as close to a

Childs and McNicholl (2007) indicated that when subject content 

knowledge is more secure the teacher is better able to match the content of the
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This study, however, found out that the knowledge of the subject matter

or content knowledge of many of the teachers was shaking. It was made evident

that most of the Accounting teachers were not aware of the new accounting

asthe IAS and IFRS....

264

recommended, it is important 

innovative changes introduced in educ.

The syllabus now

along the lesson objectives because

are expected to even
aware of what they 

>n. Vendruscolo and Behar 

(2014) supported this assertion that it is not enough to know the specific content. 

Teachers must be able to know how learning occurs at every stage of the lesson 

and human development. Therefore, there is the need to clarify the main points 

along the lesson objectives.

standards, that is, the International Financial Reporting Standards (IFRS). Some 

teachers who were interviewed said, '7 don’t know too much about it, I learnt 

it talks about the standards in accounting. ” “Oh no, 1 don’t know about that.

"I don’t know too much about it, though I have heard it before." When 

Accounting teachers were questioned, they indicated that they were not in their 

syllabus. One teacher made this statement “for me. 1 think the syllabus Is dead 

does not align itself current accounting standards like 

However, as Vendruscolo and Behar (2014) 

f0r accounting professors/ teachers to monitor 

ation and incorporate them or adapt them

transforming a particular piece of information to make ;
. . ke !t comprehensible to

others. A oug ccountmg teachers observed had the conte„t

and what they are expected to know at the end of the lesson Th’ r
e lesson. This observation 

buttresses the points that if lesson objectives are

the beginning of the lesson, it will be impossible to even clarify main points 

students are not made

achieve at the end of the lesso:
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Accounting Teachers’ Survey

The views of Accounting teachers

assessment methods during instructional sessions are presented in Table 14.

From Table 14, the first assessment methods that Accounting teachers agreed

0.61. It was the third lowest

Accounting teachers. With

Were teaching them.

265

to employ during the instructional session where the use of formal assessments 

(homework, class work, test, etc.) that are consistent with their instructional 

objectives. This recorded a mean score of 3.33. The extent to which Accounting 

;essment method was relatively high.teachers agreed with each other on this ass<

on how well they employed

Thus, the associated standard deviation was

standard deviation that was reported with the assessment methods employ y 

a mean of 3.31, the second assessment method 

employed by Accounting teachers was how Accounting teachers modified their 

lessons as needed when they realised their students did no. understand what the,

to their pedagogical practice as well as dev i
•nt fon 6 °P new teach>ng skills to work in

this scenario. De Jong (2000) and Van Oriel et al (2000.
' t20°2) assert that good subject 

matter knowledge (SMK) helps Accounting tP u
«ng teachers to be more aware of 

students’ difficulties, although, of course, there could u u
could be other factors involved.

Classroom Assessment Methods

on the basis of how wel, Accounting _

methods that support their teaching in the SHSs in Ghana, research question 

ttaee was posed. "Ho. .ell do the assessment methods * *

Accounting teachers support the teaching and learning of Accounting?" 

Accounting teachers and students’ view were sought on this question through 

questionnaires, interviews and observation.
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From Table 14, the last but one mean score recorded was 2.85. Most of

the Accounting teachers (n = 58, 72.6%) agreed that they allow their students

to work individually with the textbooks to practice newly taught subject matter

22; 27.6%). Some of the teachers also disagreed with that statement.(n

Table 14.

267

Accounting teachers’ views deviated from each other with a standard deviation 

of 1.12. This standard deviation was the highest recorded in Table 14. The least

the Accounting students agreed to 

disagreed. Their deviation was made evi<

assessment method employed by Accounting teachers, according to the results, 

was on the basis that they promote the practice of students assessing themselves 

on their tests (self and co-evaluation). This recorded a mean score of 2.63 an 

standard deviation of 0.94. When compared with the mean of means which is 

3.0 and its standard deviation of 0.7, it can be seen that though the majority of 

that statement, some of the teachers also 

ident with the SD that was recorded in

This,they agreed, is do„ethloU6hprobmgqMionsormotetaof 

assessments dunng an instructional session. However, there was a stands 

deviation of 0.59 with this mean score. This was the second smaHest standard 

deviation obtained for all the mean scores for the assessment methods empkiyed 

hy Accounting teachers. This implied that Accounting teachers showed some 

level of agreement in respect of assessment methods they employed during an 

instructional session. According to Table 14, Accounting teachers also agreed 

to the fact that they give students immediate feedback when they need directions 

to proceed in the classroom. This recorded a mean score of 3.28 and a standard 

deviation of 0.59.
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are presented

isessment method

with a standard deviation of 0.78, Accounting students agreed that their teachers

encourage the practice of the students assessing themselves on the lesson taught

(self-evaluation and co- evaluation). This assessment method was among the

what their teachers use in

from their textbooks

the least method

from each other.

268

teachers agreed to the m<

on the results presented in 

Table 15 was 3.33 and its associated standard deviation was 0.73, The majority 

of the Accounting students agreed that their Accounting teachers test them when 

they are teaching so as to know their level of understanding.

The last but one least mean score recorded in Table 15 was 3.08 and

least method chosen by Accounting students as

assessing them. The least assessment method, according to the results presented 

in Table 15 by Accounting students, also recorded a mean score of 3.04 and a 

standard deviation of 0.91. Though Accounting students agreed that their 

teachers allow them to work individually with questions 

when they teach new topics, this assessment method was

chosen by Accounting students. From Table 15, the mean of means is 3.2 and 

the standard deviation is 0.8. I. could be seen that most of the Accounting 

ethods that were employed but their thoughts deviated

Accounting Students’ Survey

The views of Accounting students on th
u . A tSon the assessment methods that they

believed thetr Accounting teachers empioy whcn 

in Table 15. According to the Accounting students, the first „ 

thot they believed their teachers employ when

assess them based on what they teach them in ciass. With a mean score of 3.40 

and a standard deviation of 0.78, most of the Accounting students agreed to that 

statement. The second mean score recorded based
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Accounting teachers promote the practice of students assessing themselves

during instructional sessions.

From Table 16, the result also indicates that in 10 lessons, Accounting

lessons, it was observed to a great extent.

270

lessons observed, the use

teachers rarely used questioning strategies to develop students’ conceptual 

understanding of important accounting content. An adequate amount was also 

observed in 6 lessons. The use of Accounting teachers’ formative assessment 

was also observed. Out of the 21effectively to ascertain students’ progress

of this formative assessment effectively to assess 

students’ progress was often observed in 10 lessons. Two lessons were 

to a great extent in the lessons and in five lessons, it was rarely observed. 

Accounting teachers modify lessons while teaching by asking que 

the level of students’ understanding. It was seen often in 10 lessons and in two

e use of formal 

the instructional session was 

Accounting teachers often ask a 

mixture of factual and higher order thinking questions during instructional 

sessions. This was observed in nine lessons while in 7 lessons, this was rarely 

observed. It was not observed at all in 12 of the lessons observed that

Observation Checklist „„ Classr00m

On h°w weN the assessment methods
dSemp 10yed MS Accounting

teachers to support the teaching and learning of
g of accounting, 12 Accounting 

teachers were observed in 21 lessons. From th- ,
results presentedinTablel6.it 

was often observed in 15 lessons that formalai assessment used by Accounting 
teachers during accounting instructions was m •

S Was consistent with instructional 
objectives. It was rarely observed in three lessons that th, 

assessment by Accounting teachers during 

consistent with instructional objectives.
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However, in 2 lessons i

in the activity and the class evaluation done by the teacher, their motivation

could have been pushed further and their learning could have been made more

, In

272

Qualitative Results on

feedback to students’ questions.

had been taught and also encouraged students

textbooks provided.

In some of the lessons, the Accounting teachers were equally sensitive 

to student’s difficulty in understanding some aspects of the lesson. The 

Accounting teacher’s comments to students provided sufficient information to 

successfully complete their tasks. Most of the teachers provided adequate 

They also guided students to reflect on what 

their efforts and progress

Classroom Assessment of A«„„„,lng Teacher,

I„ assessing the students’ level of understanding, I observed .hat in most 

of the lessons, the teacher-student interactions were not truly conducive to 

learning. Teachers were calling out only students they thought could answer 

their questions (when only brilliant students interact, the remaining others will 

end up by grasping only an insignificant amount of knowledge). In some of the 

lessons, the teachers relied almost entirely on the exercises provided by the 

textbook and its solution. Although some of the students were actively engaged

SOns>*t was not observed at all Om 

observed, it was often observed that Ace • 6SS°nS
■ ■ f dh V u 8 pr°vided clear and

descriptive feedback to help students refine th.
USe of keY skills and or deepen

their understanding. However, in five le^nnc
was rarely observed. These are

all depicted in Table 16.

evident had the Accounting teacher used another form of assessment rather than 

using what was in the textbook during the instructional sessions. This could be 

an oral evaluation, short exercises from other materials either than what the
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some responses.

directed computations with their calculators. They displayed an understanding

of the lesson through oral participation. But in other sessions, some teachers

asked students to determine accounts involved in transactions noting those to be

them with

l,\
273

In some cases, students got involved in the lesson by undertaking some

thrown back to the class for them to discuss.

debited and others to be credited. Students participated enthusiastically. The 

teachers further stimulated deep understanding by asking students why they 

used specific terminologies in responding to some questions. In most ca 

teachers interfered with students’ responses by interrupting 

comments. Teachers ensured that students who asked questions were satis 

With the responses given by asking such students whether they were satisfied. 

Some teachers encouraged some low achieving students to assimilate the iesson.

the course of the lessons, the teachers askPa ■
sked intermittently whether

any questions to ask. Most of the teachers
... . re senous and business-minded

However, thts was not in the case of all the lessoK 1 „bse„ed 

o^t'ieteac'lerssett^eru’eso^ engagement that the teacher was not supposed to 

answer every question posed by students but other students shmld w 

answer such questions as well. This was done when questions asked were

In other sessions, the participation 

Of the students was reduced considerably as the teacher-dominated the lesson 

with lots of talking. In that sense, almost all the teachers responded to all 

questions posed by students without giving the class the opportunity to attempt

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



the course. It must have an educational component, which is set in the student’s

mind what is most important to learn, to think of a problem, identify weaknesses

to be corrected and strengthen the required skills that we expect the students to

develop.

274

case study, small group activities, 

vary with the circumstances (class size, the nature of the subject, skill or 

qualification that is being developed). Assessment instruments (exams, projects, 

oral test presentations, etc.) must be suitable for both goals and the progress of

: Assessment
Interview with Accounting teachers:

As instructional leaders in

The Accounting teachers indicated the various ways that they assessed 

their students in the classroom. They talked about the need for the 

practice of the subject in order not to forget the concepts and principles inherent 

in it. For instance, one Accounting teacher intimated

M ifvou are a student and you“Accounting needs constant practice J y

JA like any reading subject, you have gotten
think you can read Accounting

assume a strategic position to
a‘C0“in8 Accounting teachers 

. f gaU6"h"lu*y of accounting instnletl0„s. 
Hence, e tnc usron „ t eir v,e„s „„

in assessing students during the

and how well they are manning it. This is important because without knowing 

how well your students are learning, you win n„t taw whether your objectives 

have been achieved or not. All the Accounting teachers unanimously remarked 

that well-chosen teaching methods and assessment devices which have to do 

with effective teaching methods, for example,
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it wrong. It can’t work.

Another teacher also added:

“Accounting is unlike

The

One teacher
remarked:

Sometimes too I will also have to go out of my way; especially if I want

to test how well they are getting a particular topic. Mostly in every two

weeks, I organize a test. It could be an unannounced test or I give them

classroom assessment,

275

fact that their classes were

Whereas some

prior notice. I give them objectives questions and I allow them marked 

themselves to see how they are faring. You write the answers on the 

board and you mark it yourself and you will know exactly what is 

happening. Then we do that, most of the limes, they Sil up because they 

don 7 want their friends to see that they are not doing wel

Accounting teachers were promoting

others also had problems assessing their students. This was probably due 

large. Large class size has a negative influence on

The Accounting teachers also gave the assessment techmqnes that they used in 

assessing their students in the class. Most of the teachers indicated class test, 

class exercise, group work as a way of assessing their students.

« reading subject, 

should be given to the students.

becomes a part of you”.

<(1 sometimes give them the assignment to take home during vacation.

Also, as a school, we have a policy of writing a class test every month.

Is taught here should h 
home.Euenlf!,^

practice it at home-. home and

so more practical questions 

more you practice, the more it
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students. Some of the teachers

stated:

whoever answers is given 2 marks to serve as a motivation. So those who

can’t really write but can speak will also have some kind of benefit. This

helps in building the confidence level of the students

Another Accounting teacher also expressed his dissatisfaction about the use of

276

revelation given by 

He was of the view that assessment of stud,

to only paper and pencil, rather he

"The usual thing is

is not the only form of assessing 

students. So what I also do is to assess students' orally sometimes. With 

that we sit in class then we throw questions out to the students and

the written test in assessing students. He also encouraged the use of the oral test 

as well as students going on attachment even at the secondary school level. This, 

he said, will help the students to actually understand what they are being taught. 

He was also of the view that GES, in partnership with WAEC, should 

incorporate a practical form of assessing the students in Accounting.

not be only paper and pencil form of assessment.

Discussion of Results on Classroom Assessment of Accounting

raised to find out how well assessment 

hers support teaching and learning

“I think in academia written exams

Research question three was 

methods employed by SHSs Accounting teac.

the kind of assessment they give to 

interviewed came out with this response:

one Accounting teacher.

Cents’learning should not be limited 

encouraged the use of oral assessment. He

exercises every week or after every topic 

Another thing worth noting was the
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and strategies. Black and Wiliam (1998) also supported this by saying

assessment exercises should faithfully reflect the main learning aims and should

277

be designed to evoke evidence about learning needs.

Marzano and Pickering (2007) also were in favour of a formal way of 

of homework as a good way of

assessments (homework, 

lnstructional objectives that the teachers set. 

Both Accounting teachers and students agreed to this that this method of 

assessment supports teaching and learning. From the classroom observation 

made, it was evident that Accounting teachers employ this strategy as they give 

assignments, classwork and class test. The interview conducted also brought to 

light the same factor. Biggs (2003) subscribes to the use of assessment by 

stating that it is important to align the learning outcomes with assessment tools

assessing students and they cited the use

assessing students. Hanna and Dettmer (2004) justify this finding by suggesting 

that instead of trying to differentiate between formative and summative 

assessments, it is more beneficial to begin planning assessment strateg 

match instructional goals and objectives at the beginning of the semester or term 

and implement them throughout th. entire instructional experience. However, 

from the observation tmd the interview conducted, it was found that there was a 

limitation to this strategy. The classes were so large in size that the frequency

Of accounting. The findings from the research

tbat Accounting teachers emp)„y s„pport 

therefore, offers more systematic evidence wh' 
which might bater pract.ce

it comes to teaching and learning of aceounting in ,he SH& 

The findings of the study reveal that formal 

test, etc.) are consistent with the i '
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and case studies were found to have little importance in the evaluation process

to this group of educators.

of assessing students is not enough.

278

Honebein et al. (1993), as well as Messick (1994), also indicated the 

evidence of performance assessment that students with different levels of 

practical expertise might learn better with different kinds of assessments. 

Chickening and Gamson's (1987) study on good teaching practices indicated 

that students must talk about what they me learning, write about it, connect it to 

past experiences, and apply it to their everyday lives. Therefore, oral assessment 

should be encouraged. It, therefore, behoves that sticking to only the

with which Accounting Uachers g„e ont m 

„s limited. Although in this study, Atmu„t| .

this method in assessing their students

was limited.

exercise and homework 

_.ang teachers employed the use of 

’ learning, the rate at which they use it

One interesting thing that came out as the „„„r , .
f only formal assessment 

in assessing students was the use of oral assessment n ,
assessment. From the interview, it was 

realised that the use of ora! test will be of much benef„ b

From the observation made, it was relised that many teachers do not aetuahy 

think of building the students’ self-confidence. If students are assessed with the 

oral method, it will help improve students’ communication skills and as well 

improve their confidence level. This finding supports what Day (1998) found 

that written exam method was the method most relied upon by accounting 

instructors in the evaluation process. Other means of evaluating students such 

as class presentations by students, cooperative group exams, oral presentations,
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Stedman and Svinicki (1998) also found out that it is important for

teachers to identify what students have learnt and what is unclear. This can be

279

can through 

not an action should be used again or 

modified. The primary focus of the teacher will be to identify areas that may 

need improvement while teaching.

issues during instructional 

context and the level of students’

sealed that Accounting teachers 
d h • h ‘ When 11167 reaHSe their StUdentS do not

understand what is being taught. This is done through u-
gh Prob>ng questions or other 

forms of assessments. Data gathered from questionnaires, observation and 

interviews conducted indicated that AccnnnfAOTUntlng teachers ad.nstraMs 

the course of teaching. This helps to make the teacUng

When Accounting teachers were asked why they modify ,heir teachlng dunng 

an instructional session, they indicated that such modification helps them to 

ascertain the level of students’ understanding. The present finding is similar to 

Black and Harrison’s (2001) finding that said that the teacher 

observation determine whether or

achieved by reviewing some areas or spending less time in other areas. Marriott 

(2009) also supports the need for modification of lessons by indicating that it 

helps tutors to measure students’ developments and also highlight at an early 

stage those who are experiencing difficulties in understanding certain topics so 

that the teacher can provide appropriate support where needed. Pr 

Trigwell (1996; 1999); Trigwell (2012) and Samuelowicz and Bain s (2001) 

findings emphasised the dynamic nature of approaches or methods to teaching. 

According to them, the way the teacher presents 

sessions may be dependent on the teaching 

understanding. There are no methods which are stable.

Another finding of the study also 

modify their lessons as needed
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the opportunity to attempt some responses. It was only in few occasions that the

Accounting teacher threw the questions back to the students. This finding of

280

Again, the findings of the stn(lyalso. 

provide immediate feedback to their 

proceed in the classroom. Account!

feedback helps teachers to have time to 

corrections and specific comments on impro 

problems and solutions with students or 

corrections. Researchers such as Brown et al (

immediate feedback supports what Kluger and DeNisi (1996) said of the 

instructor feedback as being more effective when delivered in close proximity 

to the time a task is performed. The Accounting students need frequent 

opportunities to perform and receive suggestions for improvement.

IAE’s (2000) and Kizlik’s (2015) findings are equally in line with these 

current findings by indicating that the effects of giving students immediate 

grade the work of students and make 

ivement that can be made, discuss 

whole class the necessary 

; Brown and Smith (1999);

O,nd,CaK<"h“AKo„„tingtelchere 
«nts when they need direction K 

"B teachers also added during the interview 
,hat it was necessary to provide feedback to students This , 

his was also observed 
during the instructional session, ft was observed in some of the 1 r.

borne ot the lessons that the 
Accounting teachers were equal!, sensitive to smdent’s difficulty in 

understanding in some areas in the lesson. The Accounting teacher’s comments 

to students provided sufficient information to successfully complete their tasks. 

Most of the teachers provided adequate feedback on students’ questions. They 

also guided students to reflect on what has been taught and also they provide 

good encouragement on students’ efforts and progress.

However, from the observation made, some of the Accounting teachers 

responded to all questions posed by students without sometimes giving the class
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Dweck (2000) concluded that positive feedback is a crucial aspect of formative

assessment in the classroom.

how well Accounting teachers employ

281

can remedy 

deficiencies, promote their learning and improve their future performance.

Among the least strategies on

assessment method in the classroom during an instructional session, the study 

consider allowing students to work

were observed, it was

Nicol and Macfarlane-Dick (2004); Race < i
t K . )andVos(2°00) also added that

assessment can be used to effectively Dromnt ,
,, f V ’ K fe”nin8 by providing feedb k

to students on their performance and omcomeq „ ,
and to staff ontheef

revealed that Accounting teachers 

individually with textbooks to practise a newly taught subject matter. Studen 

also indicated this as part of the least strategy that their Accounting teachers use 

as a way of assessing them. When Accounting teachers 

made evident that they do not encourage students working with textb 

practise newly taught subject matter. Accounting teachers do not P 

because they are constrained by the number of exercises they will be m 

They are again influenced by large class size.

and outc 

of their teaching and learning approach

Rusteta!.(2005),i„away,.lsoindicatedthatiiisMjMatai^ 

feedback, as assessment is thought t0 devel„p h a

a commitment to learning. The feedback and futllre instructio„s „ay fce 

concerned with remediation or the provision of further uP vision or turther learning opportunities as 

identified by some researchers in supporting these findings (Carless 2006; 

Carless, Salter, Yang, & Lam, 2011; Nicol & Macfarlane- Dick, 2006). Marriot 

(2009) also supported this finding by indicating that timely and constructive 

feedback should provide students with information that
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enough to allow students assess themselves. They rather will give them a class

test or class exercises. Because of large class size, they are not able to give a

282

2005; Biggs, 2003).

Another intriguing issue to consiu— 

found from the observations

ider is Accounting teachers’ questioning

made that the questions that

class test and exercise frequently. This finding supports what Struyven et al. 

(2005) highlighted on the emphasis that is placed on the use of alternative 

assessments such as portfolios, self- and peer- assessment, which is seen to 

promote higher order thinking. Encouraging students in assessing themse 

which is an alternative assessment, emphasises the integration of assessment 

with teaching and learning activities, and requires student involvement as active 

and informed participants (Sambell, McDowell, & Brown, 1997; Palchikov,

method. It was

Though this finding was the

nut the importance of allowing sttrde„te t0 <1TO)
„ n,S,OaSMSSft’—. He indicated that 

students attention can he sustained ^om a class

giving them something to do. Researchers (B„„»ell & Eison. &

Felder, 1992; Felder, 1994; Meyers & fcr.es, |W) h„e . ..

group exercise or individual class assi

and participate in class. This, i~ -

indicated that small

assignment can help students to be attentive

. m a way, helps students to learn better.

The findings of this study also brought to light that strategy 

encouraging students to assess themselves was the least strategy. Both 

Accounting teachers and students indicated that this is the least form of how 

well they assess the students during the instructional session. In supporting this, 

it was however not observed at all in most of the lessons. When Accounting 

teachers were questioned, they indicated that the time allocated to them was not
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measures more

study.

study as Accounting teachers’ questions do not promote deep critical thinking

in class. Caine and Caine (1994) and Kizlik (2015) supported this assertion of

learn in class.

continuous basis
tendency to check students’

hesitant

283

asking deep critical thought-provoking questions that the teacher must create 

conditions and an environment that encourages thinking, deepens and broadens 

it; he/she should make students become aware of how they think and what they

critical. As a teacher, if you are

Accounting teachers ask in class do 

understanding of important

Researchers such as Corno (2008) and Randi and Como (2005) also 

supported this argument that an adaptive teacher views student differences as 

assistive, affording, and enabling for teaching as well as student learning; has a 

thinking and understanding on a

in a variety of ways (through guestioning); shows respect for students’ varied 

. i . n has a hesitant attitude about using any one
talents and perspectives; and has

conceptual 

nature of the questions 

not a mixture of factual and higher 

In assess'n§ students, Torrance 

ensure a movement to return classroom 
assessment to a more realistic, student centred approach that 

complex and deeper thinking. Hence, the gcesli™, asked in class 

students to think deeply. This, however,

not develop students’ 

accounting content. The 
asked during the instructional session was 

order thinking questions during the lesSon 

(2009) found out that there is the need to

was contrary to the findings of this

To Kizhk (2015), the link between teaching, thinking, and learning is 

not making your students to think about what 

you are presenting, discussing, demonstrating, mediating, guiding, or directing, 

then you are not doing an effective job. This also contradicts the findings of the
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things that they had not picked up from the class session through the questions

their teachers asked and to which they could not provide answers. Through the

Classroom management

284

approach with every student when

Lilburn (2004) also added that

are being asked by the 

teachers. Shavelson (2007) supported that students may become more involved 

in their learning when they find that others in the class learned some interesting

questions that Accounting teachers asked in class, Kember (2004) found out that 

if students learn by extracting meanings from the content and making 

connections, they will more likely see the higher order intentions embodied in 

the content and the high cognitive abilities being assessed.

assessment questions require 
Educing • skill. It makes sturlentslearub, 

answering the questions and also teachers learn r
learn about students from the 

responses they provide to the questions.

Angelo and Cross (1993) als0 snppMted

activities can be positive learning activities for students. That is, the, can be 

developed both to promote (and no, just measure) writing skills or critical 

thinking skills, and to increase students’ motivation to take themselves and their 

learning more seriously through the questions that

Classroom Management Strategies

is essential when talking about teaching 

practices in the teaching of Accounting. In order to provide a detailed profile of 

how Accounting teachers manage their classroom to enhance Accounts g 

research question four was posed; 
students’ motivation in learning Account g,

classroom to enhance students’ 
“How do Accounting teachers manage their classro

motivation during Accounting instructional per iod.

—hk.he students in class. Sull„ma„d 

g°od formative
more than remembering a fact or
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students’ participation in classroom work.

The second classroom management strategy that enhances students’

agreed by Accounting teachers

285

Accounting teachers’ agreement 

recorded a mean score of 3.25 and a si

The responses given by Accounting teachers are summarised in Table 

17. It could be seen from Table 17 that the highest classroom management 

strategy that Accounting teachers agreed to

of 0.58 that they use the appropriate reinforcement techniques to ensure

use which enhances Accounting 

students motivation in the classroom was the use of reinforcement techniques. 

Accounting teachers agreed with a mean score of 3.37 and a standard deviation

motivation during the instructional session as

was that Accounting teachers have full control of the class they teach. They 

mean score of 3.36 and a standard deviation of

were gathered to give a more

^"i"8 ‘“S reS“Ch hinds of evidence

»fhephe„0me.0„. The 
evidence was from Accounting teacher, a

A k herS> ACC0Unting students, interviews
conducted on the selected Accounting m k

"8 ,each"s' “'I the perspective of 
what I observed during the classroom observation Th >

he result of these views is
presented in Table 17 and the subsequent Tables

Accounting Teachers’ Survey

agreed with this point with a

0.58. Both the highest and the second highest classroom management strategy 

agreed by Accounting teachers recorded the second least standard deviation. 

With this standard deviation of 0.58, it can be said that Accounting teachers’ 

thoughts did not deviate so much from each other. Again, when compared with 

the mean of means (3.1) »th its standard deviation of (0.7), it can be seen that 

to these statements is not scatted. This 

itandard deviation of 0.58.
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Accounting teachers also
their

conducts and development of

each other about the lesson)” as the least classroom management strategy that

they employ to enhance students’ motivation during instructional session.

Accounting Students’ Survey

The views of Accounting students are also presented in Table 18. From

this statement.

287

students agreed to

a§reed that ineir 
maintained throughout the lesson Th' F StUdentS’

1Sstrategy was Chosen 
that Accounting teachers agreed to enhanc.

them in the classroom. From Tab!

Table 18, Accounting students agreed that the first classroom management 

strategy that they believe is mostly employed by their teachers during classroom 

instruction was that their teachers show interest tn their teaching and en 

students’ attention is maintained during the instructional period 

a mean score of 3.47 and a standard deviation of 0.73. Though Accounting 

students’ consensus en this matter was relative!, tow with a standard devtanon 

of 0.73, associated with the mean score, the majority o

attention is 

as the third strategy 
' sta*»ts’m«i,ati(>nwhenteaching 

Account teachers rated the classroom 
managetnen s ra egtes t at ensure that majority 

throughout their lesson and the es^. „f

appropriate strategies for preventing them as 

among the least strategies they employ. Both strategies rec(3r<1ed a mem SC0K 

of 2.9S but a standard deviation of 0.88 for the of

task and 0.79 for students’ conducts and its prevention strategies. With a mean 

score of 2.98 and a Standard deviation of 0.77, Accounting teachers, however, 

rated the statement, “I ensure that interactions reflected collegial working 

relationships among students (e.g. students worked together and talked with
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deviation of 0.80 (See Table 18).

From Table 18, among the least mean score recorded was on the

statement “my teacher ensures that the classroom environment is organised in

“my teacher ensures that eveiyone

289

the least when they were as.;ked to either agree

has something to

on classroom management strategies that 

Accounting students believe will enhance their motivation in the classroom. The 

third classroom management that Accounting teachers employ to enhance 

students’ motivation during classroom instructional period was on supervision. 

Accounting students agreed that their teachers go round to supervise their work 

during the lesson. This was rated with a mean score of 3.34 and a standard

such a way that students can move freely and the needs of every student are 

catered for.” Accounting students agreed to this statement with a mean score of 

2.75 and a standard deviation of 1.00. It can be seen that though the majority of 

the students agreed, others also disagreed with that statement. No wonder it was 

rated among the least strategies that Accounting teachers use in enh ' g 

Accounting students’ motivation during instructional sessions. The least 

strategy used, according to the results in Table IS, recorded a mean score of 

2.60 and a standard deviation of 1.07. Accounting students rated this gy

or disagree with the statement, 

do when he/she is

Another classroom managemem stategy tha, .

“ the S“°nd hi8heS' »» class control. Wlth a me n8S““ 

standard deviation of 2.01, the majority rfthe . !”d ‘
the Accounting students agreed that 

their teachers have full control over th. ,
h ClaSS' Nevertheless, Accounting

students’ consensus on this matter was relative! ilat'vely low, with a standard deviation
of 2.01 associated with the mean score Tn;score. This standard deviation was the highest
standard deviation recorded
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was an adequate amount of this activity in six lessons.

The results in Table 19 also indicates that I did not observe at all in five

nthusiasm in teaching

this was often observed.

290

lessons that majority of the students were on task throughout the instructional 

session. In 10 of the lessons, it was observed rarely and was often observed in 

three lessons. In classroom management, classroom environment established by 

the teacher should reflect attention to issues of access, equity and diversity for 

me indicated that out of the

technique. In five lessons, an adequate amount was 

rarely in eight lessons that the Accounting teacher sh 

and maintains students’ attention throughout the iesson. In seven of the lessons,

students. However, the observation conducted by

21 lessons observed, 14 lessons rarely showed this classroom management 

observed. I also observed

a collegial relationship among 

students. This is because out of the 21 lessons observed, this activity was not 

observed at all in eight lessons, while in six lessons it was observed rarely. There

^counting Teachers 

assrooms to enhance students’ 

From the results presented 

ssons that the focus and direction 

°riginating from students. Nevertheless, it was rarely 

observed in four lessons and often observed in six lessons. Table 19 also 

indicates that the classroom management strategy that Accounting teachers used 

to enhance students’ motivation did not reflect

teaching.” This means per the perspective of A
t Accountlng students, the needs of

Accounting students are not well catered r jca,ere<^ f°r ^urlng instructiona! sessions 
Option Checklist «„ CtasrMm * *

How Accounting teachers manage their cl 

motivation was also observed in all the 21 lesso 

in Table 19, it was not observed at all in 9 le 

of the lesson were ideas ori '
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management.

this was rarely observed. However, in other five lessons, I often observed

• Accounting teachers going round to check or supervise students’ work during

Teachers

Teacher’s attention to

for teaching and learning

292

It was found in nine out 

teachers establish clear

the instructional session. The use of adequate reinforcement technique to ensure

students’ participation in class was rarely observed in 10 lessons. In six lessons, 

use appropriate reinforcement

In nine of the 21 lessons observed, the Accounting teachers were not 

found going round the classroom to supewise students’ work. In five lessons,

'nS °bserved> that Accounting 

conduct and

students’ behaviour is important to achieve a 

successful humanistic leading environment for students, it has been sa.d that 

t0 be successful, the best one can do ,s to create

develop 

rarely observed in 

ssons, it was observed to a great 

seen from the results given that in eight 

dealt with students’ misbehaviour 

'ns, it was rarely observed that Accounting 

teachers dealt with students who misbehave in class promptly. Supervising 

students’ work while leaching in class is very good and this is a good classroom

lesso:

P“amete for students’ 

appropriate strategies for preventing prob|ems. 

seven of the lessons observed. In three of the lei 

extent. From Table 19, it can also be 

lessons observed, Accounting teachers 

promptly while in seven of the lesso

it was often observed that Accounting teachers

techniques to ensure that students participate in class. This was also often 

observed in 12 of the lessons that Accounting teachers had foil control of their 

class. It was observed to a great extent in three lessons.

Qualitative Results on Classroom Management Strategies of Accounting
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attention.

not get equal attention as compared with those in front and in the middle. What

I learnt from the teachers I observed based on attention strategies was that, as

teachers, we should try to give equal amount of attention to all students. Almost

classroom management these teachers adopted in teaching accounting.

students

293

every class session observed saw some distractions when it comes to the

ow the teach 

- ‘r‘ght condition:

to observe the Accounting teacher’s 

the way the teacher acknowledged thro 

presence, contribution, and needs

In some instances, the teacher chose to separate students into two groups 

which created groups of mixed levels but each group had too many members 

and leaders were not appointed to help in managing the group memb 

Consequently, the teachers had to use the principle code ‘are you ready’ many 

times. In my opinion, the teacher should have grouped students into four groups 

or more and appointed group leaders to assist in monitoring other students, in 

some eases, the teachers appointed individual students to answer questions but 

This is because the same

a particular spread of teacher

In some lessons, the students who sat at the back of the classroom did

[er relates to-or attends to- 

ls’. For this reason, I paid attention 

Ending behaviour towards the learners: 

'Ugh verbal

conditions right for learners to learn Hi 

the learners are all part of this ‘ri

or non-verbal means, the 
of individual learners, in this case, the 

obvious attending strategies used by teachers were the use of student, names 

and abundant eye contact with the students. In almost all the lessons I observed, 

the gender of students was not relevant to the distribution of teacher attention 

whereas the seat arrangement lent itself to

occasionally received collective answers
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attention to the latter part of the instruction.

There is no doubt that people learn best when they are relaxed,

comfortable, tranquil, interested and occupied in what is going on, and

motivated to continue. In some of the lessons I observed, some classes

expressions.

294

some students relax and pay no

encourage students. Even when a

attempting to replace his/her weaker fellow, the teachers did not penalize 

him/her. I could see that most of the students did enjoy the class by their facial

This was mainly due to 

way that would not allow the teacher to m 

check students’ work. With a relatively limite

impressed me deeply by their anticipative classroom atmosphere. Some of the 

teachers used positive reinforcement like smiling, nodding, calling names to 

student violated the principle of class for

With some of the lessons 1 observed, the Accounting teacher was a 

facilitator throughout the lesson, but not sufficiently a checker or a controller.

the seating arrangement. The seats were arranged in a 

freely and promptly around to 

and chance to walk in class

always shouted out the answers. The A
of the group questions into individua) qnestiJ 'h" '°UM"”d‘

the observatro n, rt was a common bappeni^m^^^^^^^ 

class that was not engaged. Even when fhPt-Pen there was a teacher engaging the other 
Class, noise from the activities of such neighbour dassM intefered ,he 

quality of instruction. As a result, the Accouming teachers had to taik on top of 

their voices to be clearly heard by the students. However, some students seemed 

to have their minds wandering. As the lessons advanced, few students were 

paying attention and following it. This made
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students’ queries. The teacher was equally able to work with individual students

295

Inline with classroom manaj 

use in motivating their students during

From all the observations I made, it was one lesson that I observed that 

the Accounting teacher was multitalented looking at the various tasks assigned 

to the learneis. The teacher was a facilitator, a controller, a checker, and a guide 

who circulated from group to group asking probing questions and answering

without losing sight of the entire class. The teacher observed, listened, and 

redirected questions and problems back to groups (A and B) rather than simply 

providing answers. This was so because the class was not overcrowded. The 

teacher also rewarded correct answers, asked students to read rubrics, created 

interest to what would come next, and in some lessons, the teacher encouraged 

critical thinking which apparently yielded positive outcomes in terms 

of learning. In all the lessons I observed, time management was a problem for

all the Accounting teachers.
Interview with Accounting teachers: Classroom management strategies 

lgement techniques that Accounting teachers 

an instructional session, Accounting

because most of the classrooms were overcrowd d

unable to participate and get the chance to speak d S'U<I'”K W'"

The lesson thus was almost teacher centred ”'S’n‘“1°nal P'™d'

most remarkable element of lessM

of teacher-student rapport. The Accowing

and made sure that all students pardcipaled. However, in some of the lessons,

the student-student interaction was al its mtataal level sea|

was hardly favourable for that.
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remarked:

creating an orderly working climate. The other important thing Accounting

teachers talked about was making sure students follow these rules. One

Accounting teacher remarked:

the classroom

296

a condition for creating an orderly 

working climate in the classroom. The Accounting teachers indicated that, 

especially at the start of the lesson, the rules and procedures are important for

have a negative effect on“Correcting students can

sometimes ignoring

teacher who used this approach said,

/ don 'I feel »> nsklng tny kludents - “

At th«. instant

objective. Classroom 

upsurges teaching time, 

atmospheres. Also, it

supports an

atmosphere

The Accounting teachers talked even more about how to prevent escalation after 

correcting the students than about how to put limits on students. In addressing 

this issue, the strategy that the Accounting teachers mentioned most was 

of small misbehaviour. For instance, one Accounting

reachers pointed out thatc^^^^^

management does not only facilitate

promotes warm and reinforces classr0„m
--r—vo. ftlS0; It prevents

students inappropriate behaviours and
PPorts an environment which helps

appropriate behaviours to emerge. Some Acc„unting Kachers

"An effective class teacher couU

of lhe students and by encouraging collectlee working and teamwork

among students with similar interests and skills ”

Almost all the Accounting teachers interviewed talked about being clear

with rules and procedures in the classroom as
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Another teacher also added:

The Accounting teachers also frequently mentioned using small rather than

intense correction for unwanted student’s behaviour. This they shared by

indicating that:

"In some cases, you can give the student a good telling-off. But I will

behaviours in the classroom and also create

297

If you have built a relationship with your students, you must sometimes 

forget things ”,

rather go for a nonverbal signal which will be enough to prevent some

a good learning

’"‘M^^theclas
battle that 1 will not even win”. SIen fttyttay-1 might Sian a 

Another teacher also remarked by sayin„

a„dym can, 
be repr‘mand‘ns ,h‘m w. hm t0
let to go and when necessary you draw their attention to serve as a 

deterrent to others ”,

atmosphere ”,

However, another Accounting teacher intimated.

■■I make my students aware that I am the captain of the ship. So where I 

decide to turn the ship to that Is where we go. ! don ’> tolerate nonsense 

in my class. There is a free atmosphere for you to oshymtr guestions hut 

you don 7 over-step your boundaries .

In a passionate manner, another Accounting teacher remarked:
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Accounting teachers’ reaction to teaching for student attention and engagement,

most of the Accounting teachers spoke about taking expected students’

responses into consideration when they plan their teaching. This they do with

the aim to keep their students

them. And this works for me .
indicated that for students’

Some Accounting teachers

298

Accounting teacher remarked:

“I always try to give them the feeling that I want to pay attention to

engaged throughout the entire lesson. One

interviewed also 

attention and engagement, they referred to testing as a strategy to keep students’ 

attention and keep them engaged in the classroom. One teacher indicated that:

“Classroom management, it has not been 

but I allow them [to have their 

students ’ seriously. Wc

50 much effective. I know it 

WayJ' But’ some‘imes I do punish the 

 the policies ofGE. h .
policies of CES when it comes 

M P S ,he do it, they rather

my' They C°me there i, no ohoage. so™

even are .orse o/thon they „ So, do ym* 

bud? I, heoomes so difftouUfor teachers today. Altho«gh there has been 

an improvement in our system of education. the students ore not up to 

the task simply because discipline has fallen; it has fallen drastically".

The majority of Accounting teachers interviewed mentioned the 

importance of building trustful relations by using and creating opportunities to 

get to know students and invest time in building relationships. On the aspect of
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We have about 120 students in the classroom and sometimes in the

course of teaching some of them will be doing their own thing you have

to move through. Sometimes you can’t even get space to move through

the class. But the best thing was for me to move through the classroom

Another teacher too added:
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because of that classroom mana<<

The class is a little bit packed and sometimes it is difficult manoeuvring 

your way to them, but sometimes you just randomly move to some of the 

students and check on them

just to check what each student was doing but because of the class size, 

you can ’I even get space to move. So class size has been a problem and 

igement has really been difficult”.

S«gSeS,sludm,smus,paymnrmit 

about your knowledge and 

The classroom environm 

physical setting can promote social i 

students in the classroom. By this, 

the sitting arrangement in their cl;

co^t for the exams and 

scoring is easy because it is just 

-~erstanding”,

" P°r teacher’s activities. The 

■”l«Mio„ and pro-social behav.our 

Accounting teachers interviewed added that 

ass actually contributes a lot when it comes to 
teaching and learning. For instance, desks arranged in dusters .How students to 

work together on activities, share materials, have smaU-group discussions and 

help each other with assignments. Almost all the Accounting teachers 

interviewed had problems with their class size. The class size actually impedes 

their movement in their class, hence a problem in managing their classroom.

One Accounting teacher remarked:
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'e

large class saying;

either to split the class

Accounting teachers’ capability to accurately and unbiasedly judge student

achievement by providing less opportunity to monitor learning progress and

putting more cognitive demands on the Accounting teacher. This might be

ineffective classroom management.

Teachers

300

are doing our best. 

very difficult so most students

“difficult” classes, which more likely produce

Discussion of Results on Classroom Management Strategies at Accounting

a^orilies tofind „ hm, ba „ wa; aUe u

or admit few students. ”

From the interview with the Accounting teachers, it came up so clear 

that good classroom management optimizes learning time and thus increases 

Accounting teachers opportunities to monitor students’ learning progress. 

However, ineffectively managed classes, on the other hand, compromises

The findings of the study revealed that the strategies that Accounting 

teachers use all sum up to enhance Accounting students' .earning. However,

"We-^^^by,kclassi2ebta

do not pay attention in class"

■n^ontofiris.oneA^^^^^^^^

especially pronounced in

interruptions and disciplinary problems. The Accounting teachers added that a 

unfavourable classroom composition particularly undermines teachers’ ability 

to accurately and unbiasedly judge students' achievement if combined with
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are relaxed,

to encourage them. Even when a student violated the principle of class for

attempting to replace his/her weaker fellow, the teachers did not penalize

him/her. I could see that most of the students did enjoy the class by their facial

(1980) also made the assertion

301

- This was also observed 

learn best when they 

and involved in what i 

motivated to continue. The observation

expressions.

The works of IAE (2000), Mastropieri et al. (2007), McMaster et al. 

of positive reinforcement which 

abilities. Emmer et al.

nSUlng para8raphs provide detailed

positive reinforcements like smiling, nodding, calling students by their names

there was some twist to these findings. The 

findings of research question four.

The study revealed lhatalmostalltheA 

use of appropriate reinforcement techni- ■ 

class. Accounting students also

— ----  is going on, and

made brought to light that some 

Accounting teachers are impressed deeply by the anticipative classroom 

atmosphere they create during instructional sessions. Some of the teachers used

■^counting teachers agreed to the 

'“Jlques to ensure students’ participation in 

agreed t0 this ^atement that their teachers 

answer appropriately to the questions they asked them, 

in the instructional observation. Students 

comfortable, unstressed, interested

and encouraging students’ input can 

misbehaviours and maintenance of order in

(2006), and Topping (2001) support the use 

helps students to build their confidence in their own 

n ORn'i alcn made, the assertion that establishing an effective reward structur 

be useful tools in the prevention of 

the classroom environment. The 

nrt what Martin and Sass (2010) found that 
current research findings also supp

.♦ nknimie Drevents students’ inappropriate 
an appropriate use of reinforcemen e

atmosphere. Woolfolk’s (2004) research 
behaviours and supports classroom atmosphe
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Cameron and

to facilitate concentration just as misbehaviour in class would inhibit it.

The study also revealed that Accounting teachers control their class

during instructional sessions. Accounting students supported this by indicating

this as a third strategy they believe their teachers use in managing the class. The

observation conducted indicated that though Accounting teachers control their

questionable. During the observation, it

surrounding classes who

engaging the other class,
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classes, their style of class control was

also supports this finding that a teacher 

about his/her capabilities to influen. 

the students to even difficult

’ ln their findings,

interfered with the quality of instruction. Sometim

provided chorus answers and shouted on top of their

In some instances as the lessons progressed, it was observed that few 

students paid attention. This made some students be reiaxed and was not payng

response. Lewis (2001) added that failure to increase the use of more productive 

reinforcement techniques may increase misbehaviours in the classroom. The 

current study brings to light that motivation or reinforcements could be assumed

was a common happening to hear noise coming from the class and even 

were not engaged. Even when there was a teacher 

noise from the activities of such neighbouring classes 

Accounting students

861186 °f self’efficacy is a judgement 

"Engagement and learning on the part of 

or unmotivated students.

(1”4)> ta 'h» also supported what 

Aceountiug touchers did in this study;

most ^damental too! 00.,* for

meaning for students. In supp„rtmg thls asseBi()n>

added that positive feedback aiso elicits positive students’ behaviour and
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among your students. Some

correct student’s behaviours when very necessary, it is not all the time that a

teacher should be concerned about students’ misbehaviours. This buttresses the

Accounting teachers in

sessions.
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This assertion by Accounting teachers is also supported by Tartwijki et 

al. (2009), who found that, although it is important to provide clear rules and

Accounting teachers were interviewed th •

can have a negative effect on the students Th 001X6011118
, f ’ Strate^that Accounting teachers

rather mentioned was to ignore small misbehave 

asking my students to be silent each time

continue. Because it might ev<

point that class control was not a strategy that Accounting teachers usually adapt 

to enhance students’ motivation during instructional sessions. The works of 

researchers, such as Burden (1995), Weinstein and Mignano (1993), and Martin 

and Sass (2010) contradict the findings of this study that one of the ways of 

establishing and settling down class control is managing instructions.

this study had problems managing instructional

Lewis (2001) found out that students' attitude to their school work is a 

positive predictor of their iack ofn^ha.iour and their genera! responsibility 

T. t k when misbehaviour occurs, students find 
during instructional sessions. Th >

i This then explains the reason why 
it difficult to concentrate on their wor •

'urs. Sometimes I don ’tfeel like

A‘ that instant I thought, I’ll just 

e me half an hour and the class wouldn 't be 
sile„, anyway. / might slm , bMle *

leaching, you can't have 100% comportment

s!udenls are naturaUy hypercctivily and you can't be reprimanding them always 

on the epot. Sometimes you Just have lo let to go and when necessary you draw 

their attention to serve as a deterrent to others. ”
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at the WAECE i

behaviour).

Again, the study revealed that Accounting teachers agreed that the

strategy they use to manage their class and to motivate students is to maintain
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Accounting students’ performance 

reason is that their teachers’ class 

Lewis (2001) supported the

1S not enc°uraging. The
1 strategy ls not so much effective

,db . eedtoencouragete.chers

classroom. They are advised ,0

misbehaviour wh.le rewarding g„„d

effect their misbehaviour has o„ others md tavoMng

decision-making surrounding rates and consequences in fte

et al. (1993), Martin and Sass (2010) and Savage and Savage (2010) therefore 

encourage teachers to adopt the prevention of problem in the classroom. IAE 

(2000) also indicated in their study that to ensure an effective class control, the 

teacher should be a model (i.e. where the teacher exhibits the desired

students’ attention during the instructional session. This strategy was also rated 

as the first classroom management strategy that Accounting students also 

perceive their teachers adopt to enhance their learning when teaching them. 

Conversely, the instructional observation and the interview conducted proved 

otherwise. That is, in some lessons, the students who sat at the back of the 

classroom did not get the equal attention compared with the students who sal in 

front and in the middle. What I learned from the teachers I observed was that 

teachers should try to give an equal amount of attention
buttresses the class control strategy that 

This finding, in a way,
A 1 Since they are not able to control their classes, it
Accounting teachers employ. Sine y
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in

study also revealed that

all in most of the lessons. It also explains why, although the Accounting teachers

controllers. This was mainly due to seat arrangements. The seats were arranged

in a way that would not allow the teacher to have access or move freely and

instructional sessions
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maintain students’

This finding contradicts Wubbels et 

classroom requires

were facilitators throughout the lesson, they were not sufficient checkers or

becomes very difficult to
Nation in the course of teaching.

( °6) findings that teaching in the 

creating a positive teacher-student 

monitoring students’ behaviour and teaching for 

students attention and engagement

The findings of the

promptly around to check or supervise students’ work.

The findings of the study contradict what some researchers (such as 

Benek-Rivera & Mathews, 2004; Bonwell & Eison, 1991; Cox & Guthrie, 2001; 

Wingfield & Black, 2005) indicated that active teaching techniques change the 

pace of the classroom, and are creative ways to increase students’, involvement, 

motivation, excitement, attention, and perceived helpless and apmess of the 

class. The more students are on task during instructional sessions, the more the 

lessons' objectives will be achieved. Chickenng and Gamson (1987) al 

highlighted the importance of engaging stude

ensuring majority of 
students were on task' was rated among the least

teachers employed to manage their class. The Accounting students also rated 

this strategy as among the least strategies they believed their teachers employed. 

This finding is consistent with the instructional observation made and the 

interviews conducted. It highlights the reason why supervision of students’ 

work was not observed during instructional sessions. This was not observed at

al.’s

competence i

relationship, managing and
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students problem
solving activities as well

This also contradicts what Martin et al. (1998) indicated that instructional

management dimensions include monitoring seatwork, monitoring students’

independent work and allocating materials. The way in which tasks are managed
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;o rated as among the least

contributes to the general classroom atmosphere and classroom management 

style. When students are engaged, it helps prevent off-task behaviours.

The study also revealed that establishing classroom environment which 

reflects attention to issues of access, equity and diversity for students was 

among the least classroom management strategies that Accounting teachers use 

to enhance students’ motivation. This strategy was 
that Accounting students think their teachers employ to manage the class. These 

two findings support the observation and the interviews I conducted. From the 

interview, one Accounting teacher remarked b, saying that

by adding that it motivates them and this in .

in the classroom. In supp„ntag c *

r . y gagedin classroom activities
focus on specific instructional goals and m i

u r d make more progress towards learning.
However, the findings of the current stndv

’S,Udy revealed that students were not on 
task during instructional sessions.

The findings by Short (i,88) md Doughmy 

student centred environment, incorporating teacher and

as activities that promote students’ self-esteem, 

responsibilities and belongingness could be more effective in reducing 

problems in the classroom. That is, students will be occupied so they will not 

misbehave. Since the findings of the study indicated that the majority of the 

students were not on task, then supervision of classwork was not encouraged.
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collaborative and social but

frequent in the classroom and specifically directed towards students’ problems

and interests during instructional periods (Felder & Brent, 2010; IAE, 2000),

also given the opportunity to express

themselves in class.
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more successfully than usual when exchanges among teachers and learners are

and especially when students are

Corno’s (2008) view on establishing an environment which reflects 

attention to issues of access, equity and diversity for students is that teachers 

should respond to students as they work in the classroom. Readin6 of signals to 

diagnose needs and responding to them positively help individual needs to be 

catered for (Como, 2008). This finding, however, contradicts the current smdy 

because Accounting teachers do no. take this classroom strategy as a prronty. 

Martin (2004) and Evertson and Weinstein (2006b) supported Como (2008)

teacher could enable the success „ft
. . , lng'learning activities. That is by

recognising the needs and characteristics of it,
„ ,. f‘hestude^^d by encouraging

collective working and teamwork an,n„
g students with similar interests and 

skills In some of the lessons, the student ; •
U entlnteracti°n was at its minimal 

level since seat arrangement was hardly favourable for that

Chickering and Gamson i •) xplain that good learning is 

not competitive and isolated. Hence, a good 

classroom management will be where the teacher ensures students work with 

others. This finding of the study, however, contradicts what Bloom (1984) 

indicated that although students vary widely in their learning rates and 

modalities, teachers should provide the necessary time and appropriate learning 

conditions, and nearly all students would be high achievers. Learning proceeds
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of discipline and

students during

they learn and their approaches to learning.

Per the interview and the observation made, it was found that

308

Accounting teachers try to build a trustful relationship among the students. This 

asked the reasons, they

supported that students’ 

perception of the learning environment created by the teacher influences how

a teacher, to

was observed and when Accounting teachers were 

indicated that this actually helps them to get students’ attention which increases 

their participation. This finding supports what Chickering and Gamson (1987) 

said that there should be frequent student-faculty contact in and out of classes. 

The findings of IAE (2000), Mastropieri et al. (2007), McMaster et al. (2006) 

and Topping (2001), highlight the need, as a teacher, to honou 

confidentiality of the tutor-student relationship and help studen

, Thic helps motivate them to learn and also
more independent as they go along.

bring about good classroom management.

that a learning environment needs to b 

and understood and can reach their potentials
ASB^(198o,Muijsmdfay:ds(19M),Wm8aa|(1W)and 

""“'""^^^^-oneuf.emosthnp™. 

fetors of student achievement, Little and 

that maintaining control over students through the use 

promoting positive environment that foster academic learning and appropriate 

behaviour is a good classroom management technique. Walters and Frei (2007) 

also added their voice to create a positive learning environment which includes 

access, equity and attending to the needs of individual 

instructional sessions. Li and Ma (2012) also
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connection with the

al.’s (1998) studies also
academic achievement and

was what happened in the current study.

Boz and Boz (2010) advised that teachers should be concerned about

how to satisfy the academic, social and emotional needs of their students and

how to motivate them as well. They were of the view that, this can be achieved

309

are good when they take the time to 

learn who their students are and what they are like,...when they laugh with their 

students,...and when they are both a friend and a responsible adult” (p. 76). This

aevel°P a personal 
students and help the students develop an i„t ■ •

r .. ^insic desire to succeed. This is in
line with the findings of the current studv Th.r ;•

y- finding of this study also supports

one relationship ketween students and teachers. Borden W5) and Mmin a 

supported this that

productive classroom behaviours have been influenced by the duality of the 

teacher-student relationship. This assertion is also supported by Weinstein 

(1996) who explained that, “... teachers

when there is a positive student-teacher relationship. Lewis (2001) added that 

students who receive more relationship based-discipline are less disrupted when 

teachers deal with their misbehaviours and they generally act more responsible 

in that teacher’s class. This finding also supported Brown’s (2003) which said 

there is the need for teachers to develop a caring relationship with their students. 

This, in a way, according to Weinstein et al. (2003), will help teachers be well 

informed about the cultures and communities in which their students live, and 

to teach their students normal ways to interact in social situations, in order to 

succeed in dominant socio, spheres. Wuhbeis e. al.’s (2000) findings also
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overcrowded and so most of the students were unable to participate and to get

the chance to speak during instructional periods.

This supports the finding by Blatchford et al. (2011) who found out that

in smaller classes, students get more individual attention as compared to
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studY that 

positive
teaching i

teacher-student

and also

of this 

competence in building 

monitoring student behaviour, 

engagement.

supported the findings

group. The lesson was 

unfavourable in some of the classes, 

environment is inappropriate for teacher s 

promote social interaction and pro-social behaviour among

classroom actually contributes a lot

input, but this is at the expense

almost teacher centred. Seat arrangement

It is notably clear that classroom 

activities. The physical setting can 

students in the

- ln classrooms requires 

relations, managing and 

eaching for student attention and

classroom. This sitting arrangement in the 

when it comes to teaching and learning.

students in larger classes who would have to spend more time listening to the 

teacher talk to the whole class. They are possibly getting more educational 

of it being largely passive and part of a large 

was also

Common sense and losic thp™
ggest that with more students in the 

dass, there will be more pote„tial (or distractiM,

off task. Conversely, in small classes, there wi„ mwe

students and keep them on task. Another tmpertanl finding that came up from 

the observation and the interview conducted was of iarge class size. During the 

instructional observation, it was made clear that there was a relatively limited 

time and chance to walk in class because most of the classrooms were
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study 5 it

arranged b<

difficult”.

This study supports the argument by Blatchford et al. (2011) that there

is a tendency for there to be more students on task and less off-task behaviour

affected during instructional sessions.
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by the class size... ”, we

been a problem and because of that classroom management has really been

class, it was

classrooms, desks were n<

as class sizes decreased, and conversely less on task and more off-task 

behaviour as class sizes increased. In this study, however, because of the large 

less task and more off-task behaviour in the classroom during 

instructional sessions. The implication of this finding is the need to be aware of 

how students in large classes can drift off task through too much teacher to 

whole class talk, and at the end of the day, it is the low attainers who seem most

•gs of the
lUUy’11 Was Served that in some

. f . Pr°PerlyarranS'dbec«>se of large class size. The
rmportanceofanangmg^^^^^^^^ 

to allow students to work together on Ktivities. share 

group discussions, and help each other with

Accounting teachers interviewed had 

actually impedes their movement in

However, from the findin(

>r example, is 

materials, have small

assignments. Almost all the 

problems with their class size which 

their class, hence a problem in managing 

their classes. One Accounting teacher expressed his woes by indicating that “my 

class is packed and it becomes difficult to manoeuvre” "... we are challenged 

have about 120 students... . But the best thing was 

for me to move through the classroom just to check what each student was doing 

but because of the class size, you can 't even get space to move. So class size has
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Introduction

the four main research

framework of teaching practices.

Summary

part details the key findings of the study.

Summary of the Research Process

The main purpose of the study was to assess the teaching practices

by Accounting teachers

312

a conceptual

employed by Accounting teachers in some SHSs in the Central and Brong 

Ahafo Regions of Ghana. In pursuant of the purpose of the study, four main

This summary section is divided into two parts. The first part presents 

the summary of the research process, which covers the research problem, the 

research questions as well as the methodology used in the study. The second

research questions were formulated as follows:

1. What pedagogical strategies do Accounting teachers of SHS use in

are drawn to address 

were formulated from

planning their lessons?
2. How appropriate is the Pedagogical Content Knowledge (PCK) adopted 

to teach Accounting at the SHSs?

3. How well do the assessment methods employed b, the Accounting 

teachers support the teaching and learning of Accounting?

CHAPTER five

SUMMARY, CONCLUSIONS amh.
Recommendations

The chapter summarises,he findings of lhe sMy 

eonolustons based on the findings. It teher makes 

and practice in education. The findings md conclusion, 

questions that
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to enhance

quantitative and

teachers in both regions (121 in Central Region and 116 in Brong-Ahafo

Region). The target population of the study therefore was all SHS Accounting

313

4. How do Accounting teachers m 
b t , mnage their classroom

student motivation during Account'
ountmg instructional

The study was a descriptive survey that

qualitative methods of research

questionnaires, observations

period?

employed both
"Si"e as administration of

terviews to collect data for analyses. The 

convergent parallel design, which helped in 
triangulating and compicmenting

Accounting teachers and students from 1M pnbllc SHSs 

offer Accounting as a subject.

technique. The selection was

population. Five (5) schools were 

‘Category B’ and 15 from ‘Category C 

involve all the 81 Accounting teachers in 

teachers were made to respond to the questionnaire.

teachers (i.e. Financial and Cost Accounting) and students in the two Regions.

The sample size for the Accounting teachers was 81 and that of the 

students was 482. In selecting the sample, the multi-stage sampling technique 

was employed. First, 60 schools were selected from 109 schools comprising of 

30 schools from each region using disproportionate stratified sampling 

done based on the categories of schools in the 

selected from ‘Category A’, 10 from 

’ Next, the census method was used to 

the 60 selected schools. These 81 

ire. Next, purposive sampling

research design used was

From the Ghana Education Service’s (GES) Register of Programmes 

and Courses for Public and Private SHSs, Technical and Vocational Institute 

(2015) there are 53 and 56 public SHSs that offer Accounting in the Central and 

Brong Ahafo Regions of Ghana respectively. In all, there are 237 Accounting
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questionnaire administration, use of observation checklist, the conduct of

unstructured observations and interviews. The development of the items on the

instruments used in this study was guided by a combination of questions from

analysed into descriptive

Narratives and themes or patterns were used to

interview and observation.

their lessons

314

teachers use in planning 

demonstrated

other questionnaires and observation guides whose validity was examined.

obtained through the administration of

1. The pedagogical strategies ... 

indicate that

technique was used to select two 

the two regions. Hence, a total of 12 

Next, the purposive

The quantitative data

questionnaires and the observation checklist were

statistics such as means, standard deviations, percentages and frequency counts.

analyse data obtained from the

Key Findings

The key findings of the study are the following.

t j .aal strategies that Accounting

Accounting teachers

tent through their lesson planning. They also 
knowledge of the content throng

'e interviewed and 

criteria for the selection of the 12 

teaching experience (five years and above) 

and professional qualification. FinaHy, putposive|y> q[

Accounting teachers made their students to automatically become respondents 

for the study. Thus, 482 Accounting students automatically became part of the 

study through the census method who responded to the questionnaire.

Four instruments were employed in gathering the data. These included

s from each of the three categories in 

schools were selected from the two regions. 

sampling technique was used 

teachers in the 12 selected schools. These 

their lessons were observed

to select 12 Accounting

12 respondents were i 

as well. The cri

Accounting teachers was based on
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an

delivery, and personal connection to students’ relevant prior knowledge

during instructional periods. This, notwithstanding, the Accounting

315

teaching syllabus, some

value alternative inodes o

Learning Resources (TLRs) during
Accounting teachers, inasmuch as the, planned their lesson, did not 

devote enough time for students to reflect on their learning process and 

,f investigation or problem-solving. During the 

. ■ ,„f these Accounting teachers, it came to light
observation and intervie

teachers displayed gross inappropriateness in fitting the content to 

learners’ characteristics to promote learning. For example, Accounting 

teachers did not use pedagogical strategies that enhanced students’ 

abilities to engage with important concepts in Accounting; they did not 

use elements of abstractions like symbolic representations and Teaching 

instructional periods. The

employed an appropriate st] 

clear objectives.

2. In addition to their content knowledge, which they derive from the 

other important attributes of the Accounting 

teachers included loud and clear voice, confidence during lesson

to introduce their lessons by stating 
Interestingly, these te

comprehensive lesson notes but h 
aVe Skeletal Plans that guide their

.hern lessons and are „ot i„flue„ced by

experiences, hr addition, Accounting d„ „

appropriate TLRs to enhance teachmg and ieaming, abhough the, are 

folly aware of appropriate instructional resources for effective teaching 

and learning in the classroom.
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a

essons when they realised

Surprisingly, the teachers did

through their own self-assessment.

inability to maintain the latter

teachers

316

consistently 

as class test,

students’ learning, but the 

and assess

4. The teachers used appropriate reinforcement techniques to ensure

not encourage students to work 

individually neither did they promote cooperative learning among the 

students, nor did they encourage students to work on sample problems 

in their textbooks to enable them to practice newly taught subject matter

Used formal assessment 

class work, homework 

use of these 

their students based 

specific lesson delivered without 

the students.

that some of these Account
bang teachers

in accomtingdisc.fc

3. The Accounting teach(.rs

procedures such

Were not conversant with the

to evaluate 

was minimal. They only teach 

°n the instructional objectives for 

using high order questions to engage 

However, they modified their L

that students did not understand the concepts of the subject matter.

students’ participation in class. The student’s participation was further 

enhanced by the cordial relationship that exists between the teachers and 

students. However, because of their large class size, teachers had 

difficulty to control students, a situation that resulted in the former’s 

■’s attention during instructional periods.

5. The classroom environment consistently did not reflect on accessibility, 

equity and diversity of students. These missing features of the classroom

degree to which Accounting teachers consider (i) the diversity and 

individual needs of students when planning and teaching lesson and (ii)
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a civil and
environment

not write comprehensive lesson plans or notes but rather the teachers only

develop sketchy lesson plans to guide their teaching. These sketchy lesson notes

might affect inexperienced teachers’ output during instructional sessions, which

317

Conclusions were drawn fn 

of teaching practices that

consequently might have negative impacts

On the other hand, experienced teachers may teach well inasmuch as the content

orn findings i 

contributed to thi 

Accounting students. Generally, the 

teachers were good and

on the students and their learning.

open classroom

comfortable sharing thehy^^

Conclusions

content of the lesson notes was

where all students were 

considerably low.

' in relat'°ns to the critical factors 

'e poor academic performance of 

aching practices of the Accounting 

seem to be driven by their professional conduct 

However, there were few lapses in specific areas of their practices. These areas 

are pedagogical strategies in lesson phmning, appr„prite „f pedagogical 

content knowledge, assessment methods and classroom management strategies 

Pedagogical strategies in lesson planning

Theie was evidence of some pedagogical strategies that Accounting 

teachers used in planning their lessons. On one hand, Accounting teachers did

of the subject does not change.

In addition, emphasis on the completion of the syllabus, without finding 

out whether students truly understand what is taught, might impacts negatively 

on the quality of teaching and learning Accounting. This study revealed that 

teachers concentrated more on the subject matter and their abibty to complete 

the syllabus to the detriment of the students. In the planning of the lessons by 

Accounting teachers, it was evident tha

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Accounting teachers exhibited

concerned. However, they exhibited

teacher has a problem in any of the knowledge base, then it affects the quality

of teaching that the teacher delivers. Of the six knowledge bases that are

performance of the students.
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combined to give an effective PCK, in this study, three of the knowledge bases 

- knowledge of the curriculum, knowledge of the learner and knowledge of the 

ineffective. If Accounting teachers had

all the pedagogical skills, are

confidence, had clarity of voice, and 

were competent with the content knowledge of tlle had

on their instructional delivery inasmuch as the syllabus they were using was 

gross inappropriateness in fitting the

content to learners’ characteristics in order to promote learning. To apply PCK, 

all six knowledge areas come together to address particular learner needs. If the

content or subject matter - were

problems in fitting the lessons in addressing the needs of the learners then this 

inevitably has a negative effect on the students’ performance. This means the 

students who are supposed to be the focus of the discussion are rather those who 

are losing out. This is because, the Accounting teachers, although equipped with 

unable to effectively apply them to inure to the 

,. of the students, consequently affecting the 
benefit and understanding of

iargely teacher-centred rather than smden..^

corrected with effective supervision r " “““ b'
, . C0"S*“^. Accounting teachet,,ack

of proper plannmg of the leSson infl
4 “sth'Performance of students, hence

contributing to students’ poor nerfnrmP^r performance m the WASSCE
Appropriateness of pedag.^.

teachers
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trends in

The inability of Accounting teachers to connect content to students’

understanding undoubtedly has a negative impact on the latter’s performance.

The Accounting teachers taught and engaged the students but they lacked the

319

The content knowledge 

inadequate. This is because

implies that the teachers are 

become misfits in the very professio.

new trends in the field.

and pamphlets that are developed

- in acc°rdance with these changing 

Accounting, a situation that equally renders Accounting students not-up-to-date 

by the time they enrol in the tertiary institutions.

pedagogical skills to ensure students understood the lesson, suggesting that the 

teachers are deficient, weak and cannot bring about the desired quality that is 

expected of them as teachers. Also, because they were deficient, the Accounting 

teachers likely depended on the previous knowledge and experience they have. 

This implies that students will be surprised when they go to any higher 

institution of learning and are introduced to the new concepts that arc coming 

up. Teachers are thus robbing the students of their Mure from today. It also 

training the students in such a way that they will 

- j0„ they are pteptuing them for in the future.

°fS°m'AC“"”,in8tfCherswasscmy,nd 

sortle Accounting teachP 
wlththeohanging^^^^^^-’^a^ 

when these new trends are not incorporated KPeC,aUy
. , the SHS Accounting syllabus.

Th.s situation has ansen since the 0ES and OhaM

Education Teachers (GABET) rarely orgmise

for Accounting teachers on the devebpment of the

Moreover, contents of Accounting textbooks 

for students rarely change i
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made
ofclassroom assessment in

informed the type of
during classroom

assessment. This is

preparing students for the final examinations, teaching is done such that the

content of the lesson is carved in a manner that suits likely examination

inefficiencies in students’ development of independent thought processes,

subject in details, hence

encourage peer tutoring.
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questions by WAEC. This reinforces the notion that teachers may gloss over

critical thinking and analytical skills, attributes they need to be competent 

accountants. This notion may be supported by teachers’ obsession with the use 

of pamphlets filled with past WAEC examination questions, most of which are 

believed to be repeated in future examinations. Additionally, teachers did not 

address other key areas of students’ challenges. Forexample, teachers in arush 

to complete the Accounting syllabus, as they simultaneous.y prepared the 

j nnt teach the content of the Accounting 
students to write the WASSCE, di

inadequately assessed their progress, and did not

Classroom assessment methods

Accounting teachers minimal|y 
‘ly ® of traditional forms 

aSSessinl> students’level of „

Questions asked during instructional •
SSI°nS dld not Promote critical and 

analytical thinking of the students
S'"otahsmdents „ere assessed 

during the instructional session because of large clas

a‘so not encouraged, and time ..located to assess the students was inadequate.

The nature of WAEC mwi™. . □ ■ q s set dunng examinations may have 

questions teachers also asked

because questions set by WAEC are bereft of analytical 

content, which simultaneously does not offer students the conditions to 

critically and analytically provide answers. And because the teachers focus on
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The use of

enhanced student

progress in a

One other important effect of large class size on teaching is that it

influences the quality of lesson notes that are prepared by the teachers because

performance.

Recommendations

The following recommendations

321

the prepared lesson note does not reflect the diversity of a class. Therefore, 

peculiar students’ needs are not catered for. That is to say that the lesson plan 

would lack a variety of teaching and assessment methods which may have a 

a teacher’s lesson delivery, and subsequently on studentsdirect impact on

should emphasise the use

Pedagogical strategies in lesson planning

were made:

1 • Providers of Accounting teacher education, particularly the Universities, 

of TLRs to student trainees to equip them with

Classroom management strategies 

reinforcement

^oWever, because of large class sr 

students efficiently. Individual

techniques —cu student leam.ng 

-S,Ze'A“»™in8t«hascouldnotconiroi

,ikely affected students- perfmMMe M 

particular assignment given in class ,« d.fflcult t0 achieve Also> 
distribution of questions and oPPMm„ifa for to 

lowing students equai access to the teacher with rega,ds to receiving action 

to their unique needs was almost impossiMe in the *

situation where most students could not participate in the lesson. Thus, the 

large class size prevented the teachers from creating an all-inclusive learning 

environment for students. Students in smaller classes acquire more skills in 

problem-solving, writing, critical thinking than those in larger classes.
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the skills to
.s

2. Accounting teacher

to the topic to stimulate interest and encourage thinking).

3. Supervisors should ensure that the Accounting teacher knows the

content, and has developed the appropriate pedagogical skills to teach

classroom.

322

•me professional teachers.
abstract subject and can be taught 

demystified.

cater for the needs

of departments,

use these TLRs when they beco 

The notion that Accounting is an 

without TLRs should be

supervisors including heads 
assistant headmasters for academies, and maltas need to add„ss 

following essential aspects of a lesson plan mote extenswely: Lesson 

details (learning time allocation and duration); learning outcomes and 

assessment standards as well as the content analysis (teacher and learner 

activities, resources, teaching approaches or methodologies, assessment 

activities or strategies or methods). The teachers should spend time in 

developing the introduction (starting with the question/activity to gauge 

learners’ knowledge of the subject, developing a creative introduction

Accounting.

4. The Accounting teacher must be flexible in the planning and preparation 

of the lesson and should adjust the lesson to learners’ needs, and also 

focus more on productive tasks (learning activities). Consequently, 

Accounting teachers should write comprehensive lesson notes that will 

and interests of the individual student in the
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Appropriateness of
content knowledge adopted by SHS

ccounting teachers’

in the global Accounting profession.

interdisciplinary approach to

teaching Accounting. For example, teachers must consider the

integration of Accounting curriculum with other business disciplines

and general courses.

Classroom assessment methods

323

2. Curriculum Research Development Division (CRDD) must ensure that 

the development of Accounting syllabus for SHS reflects the new trends

3. Accounting teachers must adopt an

opportunities that are

Pedagogical

accounting teachers

conversant with current 
This can be achieved through seminars, 

er C°Urses and other professional development 

designed to help improve their academic and 

professional competence.

;e should enhance A< 

that they shall be 

trends in the Accounting field.

workshops, short refresh

analytical skills in the subject area.
. • Accounting should be modified by merging

2. Methods of assessment in
technical and theoretical knowledge in prae'^

The following recommendations were made.

1. Accounting teachers’ needs to modify the set of questions asked when 

assessing their students during their instructional periods or end of term 

examination and ask analytical questions, which develop the students’

The following recommendations were made-

1. The Ghana Education Servio 

knowledge in the field so
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'I, Accounting teachers should not forget about the importance of the

emotional environment in which the students find themselves. That is

discourage students to be successful. This includes creating lesson plans

their skills and also providing positivemotivates students to use

324

the atmosphere initiated by the teacher that can either encourage or

are in the classroom.

5. Teachers should be supervised very well 

them in the classroom they go by that.

feedback to the students.

3. Accounting teachers should also make efficient use of time to ensure 

that they deliver their lessons as stipulated.

4. GES should recruit more teachers to case the burden ofthe teachers who

so that the students will find more engaging which will, in a way,

3. The teachers should ensure that ,h( 

apart from the traditional 

help develop the

'ey USe °ther methods of assessment 

methods (paper and pencil test) which may 

•nalysls of stodwt, c.tai sBis 

cognitive, affective and their psych„m„tor skills).

Classroom management strategies

The following recommendations were made:

1. The government, as »eh as the should expil„d the schpols.

facilities, more particularly the classrooms and train more teachers and 

also make the teaching profession more attractive so that the already 

congested classes could be divided.

so that what is expected of
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formal lesson, or even outside the classroom, and (ii) which instructional

strategies are most effective at developing students’ critical thinking,

communication and interpersonal skills in Accounting education in

Ghana?

approaches.

Ghana.

325

3. Another study can be conducted on how students’ motivation and 

interest in careers in Accounting are influenced by various instructional

as document ai

Suggestions for Further Research

1. The present study should b 

population, using other r '
»e replicated with a more 

.... instruments aside those 

malysis, and focus

should focus on

diverse sample 

used in this study, such 

group discussion. These instruments 
gathering data on teaching practices like lesson 

planning, Pedagogical Content Knowledge, teaching and learning 

assessment methods and classroom management strategies.

2. Further research is needed to investigate the strategies that (i) 

Accounting teachers use to develop positive relationships with students 

from various cultural and ethnic backgrounds outside the context of the

4. Ultimately, a research can also be conducted on how context influences 

the effectiveness of various instructional approaches in the SHSs in
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Performance Statistics

Year Subject Total A1-C6 D7-E8 F9 Absent Cancel
number

2012 Fin. 38,841 26,478 7,918 4,091 219 135
Accounting

Cost 22,420 16,324 3,655 1,872 218 351

Accounting

2013 Fin. 86,063 45,785 21,516 17,996 602 164

Accounting

Cost 54,944 38,783 10,312 5,190 584 75

Accounting

2014208,09311,38926,55046,6532014 Fin.

Accounting

1734504,4946,80022,74934,666Cost

Accounting
4214189,18110,42925,51445,9732015 Fin.

Accounting
1584756,4899,91316,27733,319Cost

Accounting

383

APPENDICES

APPENDIX a

'"<s in Business Programme (Cost and 
^“""•'^“"Mlng) 2012-2015
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Subject
Week Fail

Pass

A1-C6 D7-E8 F9 Absent/

cancel
% % % %

2012 Fin. 68.2 20.4 10.5 0.9

Accounting

Cost 72.8 16.3 8.4 2.5

Accounting

2013 Fin. 53.2 25.0 20.9 0.9

Accounting

9.5 1.270.6 18.8Cost

Accounting

1.317.424.456.9Fin.2014

Accounting

1.813.019.665.6Cost

Accounting
1.820.022.755.5Fin.2015

Accounting
1.919.529.848.9Cost

Accounting

384

ents in Business Programme 

counting) 2012-2015

^PENDIXB
n,ageS’fPert”™““StetisfeofStud

(Cost and Fma„cial
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Dear Sir/Madam

manages the classroom.

385

not to take part in the study

{ }

{ }

Please be assured that your responses will be used solely for academic purpose. 

You will also not be identified in any part of the study. Your participation in the 

study is greatly appreciated.

appendix c
COLLEGE OF EDUCATION STUDIES

FACULTY of humanities and social sciences education 

QUESTIONNAIRE FOR ACCOUNTING TEACHERS (COST AND 

FINANCIAL ACCOUNTING)

I write to seek your consent in a study that I am conducting on the teaching 

practices of accounting teachers in the senior high schools in Ghana. This study 

aims to find out the teaching practices that accounting teachers employ in the 

classroom, which includes lesson plan preparation, the accounting teacher 

pedagogical content knowledge which has to do with their content knowledge, 

delivery skills and subject matter knowledge, the assessment techniques the 

accounting teacher use in the classroom and finally how the accounting teacher

Thank you

Please tick here if you agree or

a) I agree to take part in the study

b) I do not agree to take part in the study
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A = Agree

SA — Strongly Agree

LESSON PLANNING SD D A SA

1. I ensure that the focus and direction of the lesson

students.

I carefully think about the assessment strategies2.

to employ for assessing students’ learning.

I carefully plan3.

I clearly specify my4.

5.

6.

386

introducing the lesson to the students.

instructional objectives

before I embark on my lesson.

AND

om management

ier ticking the appropriate answer, 

extent to which you agree or disagree with 

ie> Provide responses where appropriate).

an appropriate way of

are determined by ideas originating with

to deliver my lesson.

instructional objectives.

’ Essmentandclassro( 
Please answer the foIlowingquestionsbyeith( 

Use the scale below to indicate the 

the following statements. (Pleas,

SD = Strongly Disagree

D = Disagree
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7.

8.

9.

10.

PEDAGOGICAL CONTENT SD D A SA

KNOWLEDGE

11. I ensure that the instructional strategies and

activities used in the lesson are clearly

connected to students’ prior knowledge and

experience.

12.

13.

14.
I presentthe wayconfidence in

concepts.

387

- incorporates tasks, 

consistent with the

I employ instructional strategies that enhanced 

students’ abilities to engage with important

As a teacher^^  ̂

activities are to be done.

teaching of accounting.

I write down a

!dBi8‘'aPP^^eh^<5S- -_____
... & learning resources

to facihtate the teaching of cn
concept prior tothe 

lesson.

concepts and principles in accounting.

lesson (hesitant learners, etc.).

ATTteach^^
accounting

my lesson before teaching.

The design oFnry'jessonTTnZ’------ ----------
J icbbons mcomnrntAc

loles, and interactions
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15. The resources selected
lesson

16. I
to seek and value

17.

18. appropriate TLRs, linked

them to students the previous knowledge and

lesson objectives at the key stage of the lesson.

I devote enough time in the classroom for the19.

students to reflect on their own learning process

learning and how to

20.

21.

objectives.

388

regulate themselves).

I ensure that teaching and learning activities are

use a variety of 

presentation techniques during teaching (e.g„ 

visuals, drama, stories,

As a teacher, I use

(what and how they are

use of imagery, etc.) to

problem-solving in my iesson.

modes of investigation

dear when am teaching.

for this
-«b„MtothepuTosesoftheinstraaim

^°^ge~~stud^

alternative
or of

can hear me loud and

organised sequentially and logically.

make lessons vivid and memorable (presenting 

declarative information)

As an accoUmh^l^h^7
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22.

23.

the
students conceptual

24.

25.

26. I begin lessons and

or

questions that capture student interest and

activate their prior knowledge.

When I finish a lesson and before a test, I devote27.

for it.

28.

students.

29.

389

I ensure that the significance of the accounting 

it fits into the “big

1

teaching them.

for the unclear points and help them to prepare

some time to look (together with the students)

content, including how

picture” of the discipline is made explicit to the

with the students

development of

understanding/problem.so]ving

“hooks”-

are likely to enhance

units with engaging 

thought-provoking activities

instruction is consistent with deep knowledge 

and fluidity with accounting concepts. 

ie leaming goals 
and check ifthey have become 

aware of them.

1 " WV,;
lecture-style presentation.
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30.

31.

32.

33.

34. I take into account prior knowledge of my

students.

SAD ASDASSESSMENT

assessments (homework,formalI35. use

classwork, tests, etc.) that are consistent with my

36.

37.
:val

evaluation).

390

instructional objectives.

thinking questions during the lesson.

themselves on their tests (self-evaluation and co-

so during the

accounting abstraction 
ymbolic representations, theory building) 

when it is important to do 

instructional period.

1 ensure^^^PpiFFdatFconnectimis are made 

to other areas of accounting, to other disciplines, 

or to real-world contexts when I teach.

yS “ aCCU'a“ (L'- informalion is wr„M on 
hoard and in hand-outs),

“•htheaeoeptabieaeoountingp^^ 

^^ude~elements~of 

(e.g., s;

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



38.

the
Practice

matter.

39. My questioning strategies develop student
conceptual ing of important

order questions,
wait

conceptions and

40. I use formative

41. I usually modify my lesson as needed when I

realise my students

another form of assessments.

I give students immediate feedback when they42.

need directions to proceed in the classroom.

43.

textbooks to

matter.

391

I allow my students work individually with the 

practice newly taught subject

understand!

accounting content

am teaching them through probing questions or

are not understanding what

assessment effectively to be 

aware of the progress of all students.

WOrk ^idtoih^ith

new'y taught subject

(e-g- emphasizing higher 

appropriately using

time,” identifying prior

misconceptions).

1 alkm'm>'^ntrr0 
textbook to
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SD44. D A SA
reflected

45.

46.

47. I establish parameters for students’ conduct and

develop appropriate strategies for preventing

them

I ensure that misbehaviours are dealt with48.

49.

50.

51.

392

collegial

arnong students 

together

promptly (he/she is fair, firm but friendly).

I go round the classroom to supervise students

work.

ensure students participate in classroom work.

I have fulTcontroTofthTcIasT-

"“king relationship, 

students worked

other about the lesson).

throughout my lesson.

attention to issues of access, equity, and diversity 

for students (e.g. cooperative learning).

I ensure that students’ attention is maintained 

throughout the lesson.

(e.g., 

and talked with each
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Female { }
53. Age range

20-29 {} 30-39 {} 40-49 { } 50-59 { }
60+ {}

54. Highest academic qualification

HND { }I
Bachelors" degree { }

Masters" degree {}

Professional certificates { } (eg. ICA, ACCA, CIMA)

Other (Specify):

55. Highest teaching qualification

None

{ }Cert A

{ }Diploma in Education

{ }PGCE/ PGDE

{ }B. Ed

M. Ed/M. Phil

{}1-5

16+ { }11-15 {}

393

SECTION B: BIO DATA

52. Gender

56. Number of years teaching

6-10 {}

{ }
Accounting at the senior high school level.

Male { }
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Dear Respondent

manages the classroom.

study is greatly appreciated.

Thank you

394

Please be assured that your responses will be used solely for academic purpose. 

You will also not be identified in any part of the study. Your participation in the

or providing the

Please tick here if you agree or not to take part in the study

c) I agree to take part in the study { }

d) I do not agree to take part in the study { }

Mease answer the following questions by either ticking the appropriate answer 

answer where needed.

APPENDIX D
COLLEGE OF EDUCATION STUDIES

FACULTY OF HUMANITIES AND SOCIAL SCIENCES EDUCATION 

QUESTIONNAIRE FOR ACCOUNTING STUDENTS

I write to seek your consent in a study that I am conducting on the teaching 

practices of accounting teachers in the senior high schools in Ghana. This study 

aims to find out the teaching practices that accounting teachers employ in the 

classroom, which includes lesson plan preparation, the accounting teacher 

pedagogical content knowledge which has to do with their content knowledge, 

delivery skills and subject matter knowledge, the assessment techniques the 

accounting teacher use in the classroom and finally how the accounting teacher

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Male {}

Female { }

2. Age range

12-14 { }

15-17 { }

18-20 { }

Other specify 

3. Form or class

SHS 1 { }

SHS2 { }

SECTION B:

Please answer the following questions by either ticking the appropriate answer.

Use the scale below to indicate the extent to which you agree or disagree with

the following statements. (Please, provide responses where appropriate).

SD = Strongly Disagree

D = Disagree

A = Agree

SA = Strongly Agree
SAD ASD

4.

395

LESSON PLANNING, PEDAGOGICAL CONTENT

KNOWLEDGE, ASSESSMENT AND CLASSROOM MANAGEMENT

ND INf°RMation

LESSON PLANNING

and the questions we ask him/her when teaching.

SECTIONA;BAcKGRott

1 • Gender
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5.

6.

7.

8.

lesson.

PEDAGOGICAL CONTENT SD D A SA

KNOWLEDGE

9.

what I have already learnt.

10.

relevant for the topic

11.

accounting.

12.

13.

me.

14.

during the lesson.

396

The way my teacher teaches helps me to connect

're he/she starts the

My teacher makes what he /she teaches me

th= lesson are determi . 

with students.

in the lesson (hesitant learners, etc.).

MT^h^iT^^

'CUs and direction of

'ned by ideas originating

My teacher’s instructional strategies help me to 

engage with important concepts and principles in

are to be done in the classroom.

wants us to achieve befo:
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15.

ways of

16. My teacher has
presentation

vivid and

17.

18.

is teaching us.

19. My teacher clarifies main points along lesson

objectives.

My teacher starts lessons by sharing the learning20.

goals with us.

21.

conceptsaccountingunderstand

22.

class.

23.

397

appropriate learning materials 

and connects them to my previous knowledge and 

lesson objectives.

niemorable to us.

■^tudentT-understanding,
My teacher focuses 

experiences .nd preparedness to learn.

The way my teacher asks questions helps me to

to solve

My teacher uses

ideas and
com' «P with alternative 

solving problems.

a variety of 
“«ques (e.g„ visna|Si drama> ao ,es> 

imagery, etc.) t„ make

problems in class.

When my teaotaTTKaSnJalJpie for the firsr 

time, he/she alone talks without involving us in

My teacher organises teaching and learning 

activities sequentially and logically when he/she
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24.

25.

26.

27.

accounting

28.

29. My teacher has good knowledge of accounting

and knows how to teach it.

My teacher uses the appropriate accounting30.

principle and concepts (terminology) when

he/she is teaching.

31.

32.

398

consistent with what is in the accounting 

textbook.

on what we

What my teacher teaches me in class is

subjects.

My teacher teaches students based 

have learnt and other things we are tailiar

My teacher links accounting concepts to other

esson interesting ~~—r

rr2^/Ste^-atesli„clMS, 
leam^n®accoun,ing is made known to me when 

he/she is teaching accounting.

line with what 1 am supposed to know in
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SD33. D A SA

34.

35.

36.

37.

38.

to know our level of understanding.

When I don’t understand what my teacher is39.

40.

work individually
41.

399

questions that help us to 

understand concepts taught in accounting.

encourages the

assessing ourselves on the

evaluation and

My teacher tests us when he/she is teaching so as

the topic.

need directions to proceed.

My teacher allows us to 

questions front our textbooks when he/sheteaches 

us new topics.

ASSESSMENT————

iests me based 

taught me in class. 

M^each^^ 

straightforward answ 

to think deeply.

My teacher

questions that require 

erS and others that require us

practice of us 

lesson taught (self- 

co-evaluation).

After everY lesson, my teacher asks students to 

solve questions individually from our textbooks. 

My teacher asks us

teaching he/she brings in certain things that make 

me understand before he/she continues to teach

°n what he/she has
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SD D A SA42.

43.

44. My teacher ensures that classroomthe

organized in such a way that

45. My teacher shows interest in his/her teaching and

ensures that students’ attention is maintained

when he/she is teaching.

46. My teacher establishes clear parameters for

students’ conduct and develops strategies to

prevent problems.

My teacher is firm, fair but friendly.47.

around the classroom toMy teacher goes48.

49.

50.

400

everyone has something 

is teaching.

move around freely and each 

individual student's needs are catered for.

environment is

supervise our work during the lesson.

My teacherTespondTappropdat  ̂ answer?

2assroo«m^i®^--------

during instructional time.

students can

My teacher ensures that 

to do when he/she i ■

in the classroom.
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onal guideTeacher:

Topic observed:

Form:

1. Not observed at all

2. Observed rarely

3. Observed an adequate amount

4. Observed often

5. Observed to a great extent

PEDAGOGICAL CONTENT 1 2 3 4 5

KNOWLEDGE

1.

this lesson clearly connected to students’ prior

2.
and

3.

401

The instructional strategies and activities used in

(hesitant learners, etc.). 

APPENDIX E 

observati

principles in accounting.

Date of observation: 

Time of observation: 

Subject observed: ....

knowledge and experience.
 

The instructionaFstrategies enhanced students 

abilities to engage with important concepts
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4.

way

5.

6. The le;

7.

stories, use of

8.

9. The teacher devoted enough time in the classroom

for the students to reflect on their own learning

process (what and how they are learning and how

10.

The teacher clarified11.

The12.

402

to regulate themselves).

The teacher organised teaching and learning

The teacher d, 

he/she

lessons vivid and 

memorable (presenting declarative information) 

The teach^^T^priate TLRs, linked them 

to students’ previous knowledge and lesson 

objectives at the key stage of the lesson.

a variety of presentation 
techniques (e.g„ visuals, drama, 

imagery, etc.) to make

activities sequentially and logically.

main points along lesson

The teacher used

objectives.
boning lhe- 

learning goals s,uden,S Ch“ked “ 

they had become aware of them.

eXplai"s counting Mncepts 

--------

m°des of investigation or of problem-

solving.
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13.
ng method;

conceptual

14.

15.
methods and activities the

teacher used reflect students’

16. The teacher began

activate their prior knowledge.

17. After the lesson and before the teacher tested the

students the teacher devoted some time to look

(together with the students) for the unclear points

and help them to prepare for it.

18.

19.

was
20.

in hand-outs).

403

em-solving.

Presented

attention to 

experiences and readiness.

new topics to the class 
teough the lecture-style of pronMoii

The instructional

The teacher’s
accurate (i.e-information Is written »n board and

The teach":J75tSii
were likij^

Ce'hede«l0Pment„fsMents,

understanding/probl(

The teacher

lessons and units with 

engaging “hooks”- thought-provoking activities 

or questions that capture students’ interest and

The significance of the accounting content, 

including how it fits into the “big picture” of the 

discipline was made explicit to the students. 

Content deliveredlhrough direct instruction by 

the teacher was consistent with deep knowledge 

and fluidity with accounting concepts.

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



21.

22. of

symbolic

23.

world contexts.

24.

previous knowledge of the students.

1 2 3 4 5ASSESSMENT

Formal assessments (homework, class work, tests,25.

etc.) used by the teacher

26.

27.

and co-evaluation).

404

;as

other disciplines, or to real-

were consistent with

dePth of subj 

was evidenced throUi 

use of examples, 

student learning, dis. 

concepts, etc.). 

Elements

instructional objectives.
hi§heT

order thinking questions during the lesson.

on their tests (self-evaluation

ApPr°pria^°™^°^ 
of accounting, to

assessing themselves

accounting

representations, theory building) were 

included when it was important to do so.

The teacher’s
'JJect mattok^d^

8h°Ut the less°n (i.e. fluid 

qUesti°ning strategies to guide

;CUSSi0ns and explanations of

The content selected by the teacher built on the
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28.

29.
developed

students’

conceptions and

30.

31.

understanding through probing questions or other

assessments of students’ understanding.

The teacher provided clear and descriptive32.

feedback to help students refine their use of key

skills and/or deepen their comprehension

allowed the students to work33.

taught subject matter.

4 5321

working
Interactions34.

405

The teacher

individually with the textbooks to practice newly

reflected coHegiaf

reiati0„ShipSam»"8-tot!<e'e-stude^2^

matter.

The

“"ceptual understanding „f important 

counting eon,« (e.g. apptopriately „sing 

time,” identifying prior 

misconceptions).

effectively 

to be aware of the progress of all students.

The lesson was modified as needed because the 

teacher was able to “read” the students’ level of
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together
with each other about thelesson).

35.

task throughout

36. The classroom

37.

38. The teacher established clear parameters for

students conduct and developed appropriate

strategies for preventing problems.

39. The teacher dealt with misbehaviours promptly

(he/she is fair, firm but friendly).

The teacher went around the classroom to supervise40.

students’ work.

reinforcement
The41.

ensure

classroom work.

The teacher had full42.

406

environment

teacher reflected
established by the 

to issues ofattention vv 1S5UCS ot access, 

eqUi‘y’anddiV'Ki,’for^nts(e.g.«(,pemive 

learning).

control of the class

maintained students’ attention throughout the 

lesson.

the class.

and talked

techniques to

teacher used appropriate

students participate in
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guide

1.

accounting (cost or financial

2.

5.

6.

7.

Post-lesson Observation Interview Protocol

own view?

2. What did this lesson tell you about what your students are learning in

assess

terms of:

407

Any particular things that may be problematic for particular students? 

Is there anything in particular that I should know about your class that I 

will be observing?

doing in

1. How do you match the lesson with the objectives that you set in your

accounting?

3. What adjustment did you make during the lesson to suit your student?

4. What did this lesson tell you about what your students still need to learn 

in accounting as far as this topic is concerned?

5. How do you plan to further organise your lesson, manage your class and 

the students’ learning in your next lesson?

6. How do you think the accounting teacher should practice his teaching in

appendix f
interview

Pre-Lesson Observation Interview Protocol

What has this class been

accounting) recently?

What unit are you working on?

3. What are your objectives for this lesson?

4. What instructional materials are you using?

What do you anticipate doing in your accounting class at the time I will 

be observing?
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methodology)

c) Assessment techniques

d) Classroom management
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a) Lesson planning

b) PCK (Content knowledge or subject matter, delivery and
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TELEPHONE: *233 03321 35411/ +233 03321 32480/3, 
EXT. (268). Direct: 35411.
Telegrams & Cables: University, Cape Coast 
OUR REE: DASSE/ED/ECT/12/0002 
YOUR REF:

(

DR. KOFITSIVANYOY1BOE 
HEAD OF DEPARTMENT

TO WHOM IT MAY CONCERN

LETTER OF INTRODUCTION

1 he bearer of this letter Ms. Leticia IJosu is a graduate student of the Department of Arts and 
Social Sciences Education of the University of Cape Coast, Ghana.

She requires some information from your institution for the purpose of wiling a thesis as a 
requirement for the pursuit of PhD Degree Programme. Her topic is “Assessing the teaching 
practices of accounting teachers in the Senior High Schools in Ghana.

I would be grateful if you would kindly allow her to collect the information from your 
institution. Kindly give the necessary assistance that Ms. i.eti ;ia Bosu requites from you.

I will appreciate any help that you may be able to give.

demrtmfnt OF arts and
■'•AL SCIENCES EDUCATION

•y c SITY OF CAPS. COAaT 
sJvE COAST, GHANA

APPENDIX g

introductorvlettertoshs

UNIVERSITY OF CAPE COAST

COLLEGE OF EDUCATION STUDIES

Department of Arts & Social Sciences Education 
EZSi University Post Office, 

Cape Coast, Ghana.

________ Date: 8"1 July, 2015

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



I

Our Ref:

Your Ref: Date: I4rt January, 2016

I
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i

TO WHOM IT MAY CONCERN

LETTER OF INTRODUCTION

UNIVERSITY POST OFFICE
CARE COAST. GHANA■ DASSE/ED/ECT/12/0002-U-------

UNIVERSITY OF CAPE COAST
‘ ; COLLEGE OF EDUCATION STUDIES '

DEPARTMENT OF ARTS & SOCIAL SCIENCES EDUCATION
Telephone: t23J-3ni-3S»tv*23J-»2l-n*m EuCO), 
Direct
Telegrams & Cables: University. Cape Coast

PROF. KOFI TSIVANYO YIBOE 
HEAD OF DEPARTMENT

-'^COB

APPENDIX H
INTRODUCTORY LETTER TO WAEC

The bearer of this Idler Ms. Leticia Bosu is a graduate student of the Department of Arts ar.d 
Social Sciences Education of the University of Cape Coast, Ghana. ' ■

She requires some information from your institution for the purpose of writing a thesis as a 
requirement for the pursuit of Ph. D degree programme. ■ ; ‘ , ••

I would be grateful if you would kindly give the necessary assistance that M?. Leticia Bosu 

require? from you. ' ;

I will appreciate any help that you may.be able to give.
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28u’ January, 2016

Dear Sir/Madam,

REQUEST FOR DATA

i

I am counting on your co-operation.

1 Thank you.
I

Yours faithfully.

411

I

I The data 1 am requesting is the "Statistics of Performance of students in Business programme 
from 2007-2014.1 hope your office will be able to give me the necessary assistance.

1 am a Ph.D student at U.C.C reading Curriculum and Teaching (Business Education). I need 
some data in your institution to help assess the teaching practices of accounting teachers in 
Ghana.

The Head of National Office 
waec

. P.O.Box 917
Accra

I write to seek your consent to assist me in getting a data from your institution to compile my 
theses report.

LETICM BOSU 
(Ph.D. Student) 
liCC

department of Arts and Social Sciences Education 
University ol'Cape Coast 
Cape Coast

APPENDIX I 
request for DATA from waec

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



DATA© FIELD TEMPLATE

Q ,
&Sr$l<

1

T»

Q

'«♦

1

t V

J

a

i n 9 V * » »1J <

f* »

I

f id

>-w*

iHlUHlHlHHf |HH>|H*lf I9IH Hl 1 If It «Ml|||HI|iHlt>l<Hil*>tli«ililllll

iMit

15 Degree;
16 Supervisor (s)

07 Author:.fr
08 Gender;...
09 Title:

38 Location/UHLHM •

39 DATAD identifier
42 Copyright Statement:
43 Abstract;..
44 Cali Number;.........
45 Keywords. if«lunnuf

*>*«»**4 HfO

1

<7 ^f-C -

J
liitiimHi »»>

MJUM.
ib-lC

... i .<««. i rfr.

■ imf -------------------- ---------------

f i»«»n

(‘/ 1-t

p.

17 Town and Country:
19 Univorflity and Department;.',Lm.a......
20 Year of Submission: " ' ‘
23 Acronym;
27 Abstract in alternative language:

\z7 *28 Physical Description;.....<
y? 5* ’ V A #

35 JLaUgWgOSt* «••»»*'« HH*ll **.•»»••>* I .*».■• «»♦*•**»

37 Availability and Addms;

}/• j

r’rf

HMnntr<
,7'A<

| «I«•*»*<*•<I * * R11

© University of Cape Coast     https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library

Author:.fr



