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STUDENT ADOPTION OF A NONTRADITIONAL TEACHING METHOD
IN ACCOUNTING: HOW PREVIOUS
EXPERIENCE IMPEDES WILLINGNESS
TO CHANGE
ABSTRACT
This research paper examines a new teaching method consisting of a real-life case study that is used
in accountancy and its introduction at two universities. The research was conducted at universities
that specialise in preparing students to become managers. The main focus of the study is to examine
the different ways that students might accept the new teaching method. We consider the utilisation
of an active form of teaching, as opposed to a passive form, which is the more prevalent form of
teaching accountancy in the Czech Republic. Since the use of active forms of teaching brings a range
of advantages, case studies are rarely used, so we were interested to see the students’ reaction.
The research was conducted over two consecutive academic years and the main factors that were
examined to assess the introduction of real-life case studies were country, gender and previous
experience with accountancy education at secondary school. The results clearly show that men
accept the new way of teaching better than women. Students with previous experience perceived
case studies negatively. The results of the study indicate that when introducing changes to teaching,
the need to introduce the changes must be appropriately clarified.

Irena Stejskalová1
Lenka Komárková2
Martina Bednářová2 *
Pavel Štrach3
Department of Management,
Faculty of Management, University of
Economics Prague, Czech Republic

1

Department of Exact Methods,
Faculty of Management, University of
Economics Prague, Czech Republic

2

Department of Marketing and
Management, Škoda Auto University,
Czech Republic

3

*

arinna@tiscali.cz

KEYWORDS
Accounting education, change acceptance, managerial decision-making, problem-based
learning, real-life case studies

HOW TO CITE
Stejskalová I., Komárková L., Bednářová M., Štrach P. (2019) ‘Student Adoption of
a Non-Traditional Teaching Method in Accounting: How Previous Experience Impedes
Willingness to Change’, Journal on Efficiency and Responsibility in Education and Science,
vol. 12, no. 1, pp. 01-11. http://dx.doi.org/10.7160/eriesj.2019.120101

Article history

Received
August 28, 2018
Received in revised form
December 14, 2018
Accepted
January 21, 2019
Available on-line
March 31, 2019

Highlights
• Real-life case studies are considered by students as an appropriate supplement to the accountancy tutorial.
• Men prefer the use of real-life case studies in accounting courses more than women.
• The intervention regarding the inclusion of real-life case studies into tuition has a positive effect on students´ acceptance
of this non-traditional teaching method.
• Students who have previous experience with traditional accounting education perceive real-life case studies less positively.

INTRODUCTION
The twenty-first century can be called a century of continuous
change. For some, a change may be a challenge and a form
of an adrenalin game while for others it may be a source
of fear and anxiety (McGrath and Bates, 2013). Assuming
that a change is communicated well and participants can
listen actively, there is a better chance of its acceptance
(Wales, 2002). Changes are also related to education and the
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teaching methods used. Teaching has been largely founded
on using passive forms of teaching, for instance, lectures
that are based on the ability to remember facts (Singer and
Wiesner, 2013). On the contrary, the core of active teaching
is to engage students in the process of teaching (Ciobanu,
2018). The emphasis is placed on the students and the way
they use various purposeful teaching activities plus the fact
that they are required to think about and analyse what they
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do (Bonwell and Eison, 1991) and understand the heart of a
problem (Boyce et al., 2001). An example of these teaching
methods is case studies.
The research, conducted by many authors such as Cullen,
Richardson and O´Brien (2007), Healy and McCutcheon
(2010) and Vondra (2017), implied that case studies can
improve soft skills. Accounting has traditionally been a
rather conservative discipline (Leventis, Dimitropoulos
and Owusu-Ansah, 2013), which includes the utilisation
of instruction methods (Bonk and Smith, 1998). With
traditional accounting lectures and exercises, students only
learn to correctly view the selected business operation in
the accounting system. They are not trained to apply their
acquired accounting knowledge to managerial decisionmaking in business. However, the problem is that graduates
of such traditional university accounting courses should
not become accountants, but instead, users of the acquired
accounting information who must be able to consider the
consequences of their decisions. In order for a graduate
to learn to think in context, real-life case studies were
introduced into introductory accounting courses.
In this article, we want to build on the conference paper
(Stejskalová et al., 2018) that compared the perception of usage
of real-life case studies in accounting bachelor courses by
Czech and Slovak students in the field of management and we
aim to find out which antecedents and factors determine student
acceptance of real-life cases in accounting courses. Therefore,
and within the theoretical background, attention is focused on
the two areas combined in the study: the introduction of nontraditional methods into accounting education and accepting
the change in a teaching technique.

THEORETICAL BACKGROUND
Non-Traditional Methods in Accounting Education
Changes in the company have put pressure on the key
competencies of accountants. Thus, responsible accounting
teachers should prepare their students for teamwork, i.e.
teach them how to inspire and motivate others to achieve
common efficient results (Kermis and Kermis, 2010). Turner
and Baskerville (2013) point to a new learning perspective
in the work with a lot of information. They recommend that
learning abilities development in the first years should be
supported by deep learning in the form of individual learning
tasks that contribute to the development of the integration
of new information into existing knowledge. Furthermore,
Goleman (1996; 2011) demonstrated that when an educational
programme focuses solely on analytical and technical skills, it
will have a negative impact on work performance. Educational
programmes should also involve the part of the brain that
controls feelings and impulses, i.e. emotions.
On the other hand, Buzan (2010) states that current educational
systems are designed to actually suppress creative thinking.
He notes the drop in creativity from 75% at primary school
to 25% at university. This is why, within the boundaries of
possibilities, it is appropriate to abandon established rules that
do not support creative thinking and instead seek alternative
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solutions. Creative and critical thinking is closely connected
with the decision-making process, which plays an important
role in managerial work. Accountancy knowledge can be
applied very well in the decision-making process (Hall, 2010;
Silviu-Virgil, 2014). This is confirmed in the study by Burnett
(2003), which furthermore, states that accounting education
programmes must continue to innovate the methods used.
The combination of school teaching with business practice
teaching is the most appreciated in this study. The best form
of this outside-the-classroom learning is an internship.
Stahl III and Dunning (2013) point out that accounting
education is very often devoted to many separate topics
without any attempt to address their integration. McWilliams
and Peters (2011) created artificial case studies using financial
statements in order to connect accounting and economic
knowledge. Similarly, Stahl III and Dunning (2013) propose
to foster thinking in the context via Case Studies in Hypo
Corporation, where the basic objective is to prepare a set of
basic financial statements. Alternative teaching techniques and
methodologies for accounting majors include the utilisation of
Twitter in introductory courses (Osgerby and Rush, 2015) and
more complex simulations for advanced courses such as an
audit (Mason Burdon and Munro, 2017).
Weil, McGuigan and Kern (2011) use online forums in the
on-going accounting course, where the discussion centres
around a case study with the focus on the preparation of the
final accounts. Although the specific type and format of such a
case study have remained unpublished, it is proposed that the
discussions reflect proposals from other available information
sources including mass media. The identified benefits of
these online discussions were an improvement in students’
critical thinking and strengthening of the motivation for a
more detailed study of the analysed accounting phenomenon
in a wider context. Several other studies focus on using IT
technology in accounting education. These include the digital
game (Carenys and Moya, 2016) and the educational computer
program (Chan et al., 2016) based learning. The Wooten
(2016) study compared students’ results in classical teaching
and teaching supplemented by the use of new methods, namely
online courses, out-of-class and open-book exams. As a result,
the positive impact of using IT technology for improving
student learning has been identified.
Students of traditional introductory accounting courses
are confronted with a huge volume of new information
that may remain underutilised. This is associated with
“information blindness” (Eppler and Mengis, 2004; Sinclair
and Ashkanasy, 2005), a phenomenon where human beings
are unable to store too much information if it is received
in large quantities; therefore, students can easily fall into
this trap and only partially use what has been explained to
them (Buck, McInnis and Randolph, 2013). “Information
blindness” can be prevented, for example, via real-life
case studies, where students have to choose explicit or
varied options based on the questions asked. This process
is sometimes called “creative dysfluency” because students
have to make an extraordinary mental effort when making
decisions (Alter, 2013; Oppenheimer, 2008).
Stanley and Marsden (2012) have shown that solving real-life
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cases develops the ability to ask questions, to work in teams,
and the ability to solve real problems. Therefore, close attention
should be paid to the process of introducing alternative
teaching methods, not just in accounting. Simon (2007) points
out that when teaching accountancy, relatively little attention
is devoted to the concept of mapping, i.e. the learning process
based on drawings and diagrams. On the other hand, Leauby,
Szabat and Maas (2010) could not confirm that students would
have achieved better test results if the traditional method of
teaching would have been complemented by activity mapping.
Moreover, this method requires the acquisition of the necessary
mapping software.
Hosal-Akman and Simga-Mugan (2010) analysed the learning
success in relation to the teaching method used. As part of the
experiment, they split the students into two groups. The first
group used traditional teaching methods while the second group
applied the new teaching method based on cooperative learning
in the form of artificially created case studies. However, the
new teaching method did not have any significant effect on the
student’s results.
The concept of real-life case studies utilised in this paper builds
on previous research by Štrach and Stejskalová (2015). Reallife case studies represent slightly edited articles from business
newspapers and magazines that address a particular business
situation in a company or a specific situation in the industry
(An example of a simple real-life case study is presented in the
Appendix). The internal motivation of students to study, which
is the result of subconscious brain activity, is essential for the
development of education and its effectivity (Berková and
Krejčová, 2016). Internal motivation activates the right choice
decisions. Participants in the decision-making process feel
they have things under control. In reality, it is more about the
application of will, and the related willingness to participate
in the education process (Becker, 1997; Flowerday, Schraw
and Stevens, 2004; Reeve, Nix and Hamm, 2003; Dweck
2006). This finding was applied in the accounting course when
introducing real-life case studies.

Student Adjustment to Change in Accounting
Courses
In his study, Mladenovic (2000) addressed how to reduce
the negative perception of introductory accounting courses
because a negative perception is one of the factors that
influence students when choosing their profession. He
states that the introduction of non-traditional methods
of teaching, such as various non-numerical exercises,
newspaper articles, or a critical analysis of current issues is
not enough to limit the negative perception of accounting
courses. On the contrary, the direct intervention of the
lecturers in the form of continuous questioning on the
course evaluation and the subsequent discussion of this
evaluation significantly alleviates the overall negative
evaluation of the course by the students. This conclusion
was also confirmed by Wessels and Steenkamp (2009)
from the South African University.
Similarly, Kanter (2007) and Duhigg (2013; 2016)
emphasise the importance of communication in the process
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of change as the new procedures cannot be simply ordered
and instead, the rules that the participants will be willing
to accept as a new procedure must be established first.
However, Egan (2013) points out that it is necessary to
learn how to negotiate and choose different communication
strategies for different types of people or interest groups.
This can be learned through discussion and reflection.
Moreover, according to McGrath and Bates (2013), changes
can only be made as fast as the slowest member of the team
can adapt.
Adopting a change in accounting education is linked to the
fact that some students have become accustomed to acquiring
knowledge in previous accounting courses. To change this
habit according to Duhigg (2013) means to first realise that
our understanding of the approach to teaching is actually a
deep-rooted habit. At the same time, students should know
that awareness of a habit means taking personal responsibility
for its change. However, the problem is that this habit
cannot be changed from the outside, i.e. by pressure from
the teacher. This can only be done if the student accepts the
new teaching method themselves. It is possible to form a new
habit by identifying incentives and rewards and then finding
alternatives (Duhigg, 2013).
In summary, whereas international researchers concentrate
their focus on utilising real-life case studies in teaching and
how it impacts on students, this topic is largely unexplored in
the context of the Czech Republic. As it has been presented
in the study by Machková and Machek (2017), insufficient
utilisation of case studies in accountancy education can
be identified in the Czech setting. The research results of
Košovská, Ferenczi Vaňová and Váryová (2014) also pointed
out that passive forms consisting of monologues are used
by teachers more than dialogues during instruction, partly
due to typical class size and partly due to differentiating
classes into lectures and tutorials (seminars). Thus, there
exists the potential for the research of real-life case studies
in the context.
The aim of our study is to assess the influence of gender and the
country on the student adoption of real-life case studies from
the conference contribution by Stejskalová et al. (2018) on a
larger research sample and, in addition, to consider the influence
of other factors related to the change management, namely
the previous student experience with traditional accounting
education and the introduction of a possible change in teaching.

MATERIALS AND METHODS
Data were obtained from two faculties of management,
one based in the Czech Republic and the other in Slovakia.
Namely, the Faculty of Management, the University of
Economics in Prague and the Faculty of Economics and
Management, the Slovak University of Agriculture in Nitra.
Real-life case studies were used at both faculties in the
introductory accounting course (within the corresponding
extent of two-hour-long lectures and two-hour-long
tutorials) for a bachelor’s degree and were taught by the
same (female) lecturer at both faculties. A traditional onesemester introductory accounting course was supplemented
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by three real-life case studies. These real-life case studies
replaced classical tutorials and represented approximately
25% of the whole teaching time of the tutorials. Students
worked on each real-life case study in teams. They discussed
and argued their solution process among all team members,
i.e. within a group of about 20 students. Finally, the students’
result was compared with the teacher’s recommended
result. If there was any difference, the teacher discussed
and justified her proposed result. At the end of the relevant
semester (in the Czech Republic it was the winter semester
and in Slovakia the summer semester), students were asked
to complete a short questionnaire analysing their opinions on
the inclusion of real-life case studies into the teaching of the
accountancy subject for future managers. As opposed to the
study by Stejskalová et al. (2018), more items were examined
and our study was extended by including another academic
year.
Our data is related to the opinions of students completing
two academic years in 2015/16 and 2016/17, whereas in the
Czech Republic (CZ)
Year

Male

academic year 2016/17, greater attention was paid to introducing
real-life case studies into teaching with the intervention that
was intended to ensure students did not refuse case studies a
priori, despite not being familiar with these from secondary
schools. Intervention at the beginning of real-life case study
was done by the teacher, lasted almost one hour and included
two main parts. The first part included the explanation of the
students´ approach to new teaching methods. This means the
way how past habits control and do not allow them to accept
a new method without reservations. The second part consisted
of a detailed explanation of real-life case study meaning and
purpose. As LeClair, Thompson and Binks (2018) stated in their
study, the process of successful transformation of the learning
environment into an active one consists of five steps and the
first step is based on articulating the change of teaching. Apart
from gender, and also previous interventions and experiences
of accountancy education, another factor considered was the
country of study, which enabled to conduct a follow-up of the
study by Stejskalová et al. (2018).
Slovak Republic (SK)

Female

Male

Female

Total
Male

Female

2015/16

26 (10)

42 (29)

35 (26)

102 (66)

61 (36)

144 (95)

2016/17

24 (7)

40 (16)

50 (25)

144 (114)

74 (32)

184 (130)

Total

50 (17)

82 (45)

85 (51)

246 (180)

135 (68)

328 (225)

132 (62)

331 (231)

463 (293)

Table 1: Distribution of respondents given their gender, the country of their faculty and the academic year, 2015-2017 (source: own
calculation)

In total, 463 students completed the questionnaire: 205 in the
academic year 2015/16 and 258 in the academic year 2016/17.
The number of students is summarised in Table 1 according to
their gender, the country in which they were studying and the
academic year in which accountancy was taught. The number
of respondents that studied accountancy at secondary school is
shown in brackets. In total, 293 (63.3%) students had already
taken an accounting course during secondary education.
Within the scope of this study, two areas were focused on:
1. The required teaching time dedicated to real-life case
studies;
2. The perceived pros and cons of real-life case studies.
The required length of time dedicated specifically to real-life
case studies was evaluated by respondents through a ratio scale
where the value p represented the ratio of time given to real-life
case studies (aside from typical exercises) within the tutorial
stated in per cent (thus the value 100-p demonstrated the
percentage ratio of time given to traditional exercises within
the tutorial). With regards to the pros and cons of real-life case
studies, the respondents selected as many items as they wanted
from the following:
• Appropriate tutorial supplement for accountancy;
• Possibility to combine knowledge from more subjects;
• Possibility to partially substitute work experience;
• Fun part of accountancy;
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• Wasted time;
• Boring way of teaching;
• Ineffective way of teaching;
• Too difficult to understand.
To analyse the answers in terms of the selected factors, linear
or logistic regression was used that was conducted in the
statistical software R (R Core Team, 2018). The statistical
evidence was assessed at the 5% significance level.

RESULTS
Required teaching time dedicated to real-life
case studies
First, descriptive statistics were carried out. According to
the average answer of the respondents included in the study,
it followed that a third of tutorial time should be dedicated
to case studies and the remaining two thirds to exercises.
This ratio seems considerably different when focusing on
particular groups of respondents, see Table 2. It is apparent
that the Slovak respondents accepted real-life case studies
better than the Czech respondents and, furthermore, men
better than women. Higher average values were achieved in
the academic year 2016/17 than in 2015/16, that is, real-life
case studies were accepted better in the second observed term
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where a slight intervention occurred. Educational experience
with accountancy at secondary school lowered the values of
achieved averages in most cases, that is, respondents who
were familiar with accountancy taught in the way of exercises
at secondary school wanted less time given to real-life case
studies on average. The most favourable ratio - 44:56 - for
real-life case studies was achieved by the men at the Slovak
faculty with an accountancy tutorial in the academic year
2016/17. On the contrary, the least favourable result (oneCzech Republic (CZ)
Year

Male

sixth of teaching time) was for the women at the Czech faculty
in the academic year 2015/16 with the previous educational
experience of accountancy at secondary school.
Multiple linear regression was subsequently carried out,
whereas all four factors entered the linear model via 0-1
dummy variables (Experience: 0 – No, 1 – Yes, Gender: 0 –
Male, 1 – Female, Country: 0 – CZ, 1 – SK, Year: 0 – 15/16,
1 – 16/17). Observed differences arising from descriptive
statistics proved to be statistically significant even after
Slovak Republic (SK)

Female

Male

Total

Female

Male

Female

2015/16

24.8 (18.0)

20.0 (16.6)

42.1 (43.8)

32.7 (31.8)

34.7 (36.7)

29.0 (27.2)

2016/17

32.6 (37.1)

28.0 (28.1)

43.8 (39.2)

36.0 (33.5)

40.2 (38.8)

34.2 (32.8)

Total

28.5 (25.9)

23.9 (20.7)

43.1 (41.6)

34.6 (32.9)

37.7 (37.6)

31.9 (30.4)

25.7 (22.1)

36.8 (34.8)

33.6 (32.1)

Table 2: Mean responses given the respondents’ characteristics as the gender, country and academic year. In brackets are the means listed
separately for respondents with previous experience of accounting lessons from a secondary school, 2015-2017 (source: own calculation)
Estimate for Diff.

95% Conf. Int. for
Diff.

Rank by Effect Size

Factor

Difference

p-value

1

Country

SK vs CZ

12.75

(9.63, 15.87)

< 0.001

2

Gender

Female vs Male

-6.32

(-9.38, -3.26)

< 0.001

3

Experience

Yes vs No

-5.61

(-8.55, -2.68)

< 0.001

4

Year

16/17 vs 15/16

4.19

(1.43, 6.95)

0.003

Table 3: Linear regression results in the form of estimates for the difference in means and the related 95% confidence intervals and
p-values, 2015-2017 (source: own calculation)

adjusting the impact of other observed factors (condition
ceteris paribus), see the results of the regression analysis
represented in Table 3 where the p-value is significantly lower
than 5% for all four factors. The greatest difference in the
perception of real-life case studies was ceteris paribus between
the countries of study. Slovaks studying a management degree
preferred more time for case studies, precisely by 12.75
percentage points more on average than their Czech colleagues
with the same tracked characteristics. From the observed
factors, the intervention used in the academic year 2016/17 had
the least impact on the result but is still statistically significant.

Perceived pros and cons of real-life case studies
The respondents selected mostly positive items in their answers
rather than negative ones. The majority (74.7%) of respondents
considered the real-life case-based studies as an appropriate
supplement to the accountancy tutorial in particular. About 40%
of respondents were in favour of partially replacing practical
experience with them. The third most common answer was that
real-life case studies combine knowledge gained from other
subjects (39.1%). It can be seen in Table 4 that respondents who
have had experience with accountancy education at secondary
school perceived real-life case studies in a more critical light
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than those who have not had a similar experience, even though
they viewed them as a fun part of learning.
The impact of intervention in the academic year 2016/2017
was confirmed as expected through the respondents’ answers.
Positive items were selected more frequently compared to
the last academic year and negative items were selected less
frequently.
Table 5 represents the results from eight models of multiple
logistic regression corresponding to eight items in the
questionnaire (arranged according to how frequently they were
selected) where the response is formed by the 0-1 quantity
characterising the selection of a particular item (0 – not
selected, 1 – selected). When focusing on the pros of reallife case studies (items 1 to 4 in Table 5), it is apparent that
the tendency direction is diversified in the Country column.
According to point estimates for odds ratios (ORs), it is more
likely that items 1 and 4 are selected by the Slovaks (estimate
for OR > 1) and, moreover, it is more likely that items 2 and
3 are selected by the Czechs (estimate for OR < 1). However,
these tendencies are not statistically significant (p > 0.05). The
Experience factor impacts the perception of case studies as
anticipated, apart from item 4 “Fun Part of Learning” where
the probability of selecting this positive item is higher amongst
Electronic ISSN
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Country
Year

CZ

Gender
SK

M

Experience
F

N

Year

Y

15/16

16/17

Total

+ Appropriat Teaching
Supplement

74.2

74.9

77.0

73.8

79.4

72.0

70.7

77.9

74.7

+ Partial Compensation
for Real Experience

41.7

39.6

44.4

38.4

43.5

38.2

36.6

43.0

40.2

+ Combining Knowledge from
More Subjects

43.9

37.2

37.8

39.6

42.4

37.2

28.3

47.7

39.1

+ Fun Part of Learning

13.6

16.9

12.6

17.4

11.8

18.4

14.6

17.1

16.0

- Too Difficult to Understand

13.6

2.4

3.7

6.4

4.7

6.1

10.7

1.6

5.6

- Boring Way of Study

5.3

5.1

2.2

6.4

1.8

7.2

6.8

3.9

5.2

- Useless Waste of Time

7.6

3.9

4.4

5.2

2.4

6.5

6.8

3.5

5.0

- Ineffective Way of Teaching

5.3

3.6

2.2

4.9

2.4

5.1

5.9

2.7

4.1

Table 4: Percentages of responses given the respondents characteristics as the gender, country and academic year, 2015-2017 (source: own
calculation)

students with previous educational experience of accountancy
at secondary school.
The effect of the Gender factor on the perception of case
studies has not been statistically confirmed; nevertheless,
women tended to perceive real-life case studies as “Combining
Knowledge from More Subjects” or “Fun Part of Learning”
No.

Item

more frequently (ceteris paribus) than men. Intervention
impacts positive items as anticipated. In the academic year
2016/17, the pros of real-life case studies were selected more
frequently. In particular, for item 3 “Combining Knowledge
from More Subjects”, the difference in rating among the years
is statistically significant.

Country SK vs CZ

Gender Female vs Male

Experience Yes vs No

Year 16/17 vs 15/16

1

+ Appropriate Teaching
Supplement

1.10 (0.68, 1.79)
p = 0.685

0.88 (0.54, 1.43)
p = 0.607

0.67 (0.42, 1.07)
p = 0.090

1.45 (0.95, 2.21)
p = 0.088

2

+ Partial Compensation for
Real Experience

0.95 (0.62, 1.46)
p = 0.824

0.81 (0.53, 1.22)
p = 0.307

0.84 (0.56, 1.26)
p = 0.398

1.32 (0.90, 1.92)
p = 0.155

3

+ Combining Knowledge from
More Subjects

0.69 (0.45, 1.07)
p = 0.101

1.16 (0.75, 1.79)
p = 0.503

0.85 (0.56, 1.28)
p = 0.433

2.39 (1.61, 3.55)
p < 0.001

4

+ Fun Part of Learning

1.11 (0.61, 2.01)
p = 0.737

1.33 (0.73, 2.40)
p = 0.350

1.59 (0.90, 2.82)
p = 0.110

1.19 (0.71, 1.98)
p = 0.509

5

- Too Difficult to Understand

0.15 (0.06, 0.36)
p < 0.001

2.34 (0.81, 6.75)
p = 0.117

1.54 (0.61, 3.88)
p = 0.357

0.15 (0.05, 0.45)
p < 0.001

6

- Boring Way of Study

0.78 (0.30, 1.99)
p = 0.596

2.65 (0.77, 9.18)
p = 0.123

4.03 (1.16,13.94)
p = 0.028

0.55 (0.23, 1.29)
p = 0.167

7

- Useless Waste of Time

0.42 (0.17, 1.03)
p = 0.058

1.10 (0.41, 2.93)
p = 0.848

3.36 (1.09,10.40)
p = 0.035

0.56 (0.23, 1.33)
p = 0.188

8

- Ineffective Way of Teaching

0.59 (0.22, 1.59)
p = 0.298

2.18 (0.61, 7.76)
p = 0.227

2.22 (0.71, 6.97)
p = 0.171

0.47 (0.18, 1.23)
p = 0.123

Table 5: Logistic regression results in the form of estimates for odds ratios and the related Wald’s 95% confidence intervals and p-values,
2015-2017 (source: own calculation)

In terms of cons related to case studies (items 5 to 8), four
statistically significant results were identified. The negative
item “Too Difficult to Understand” was influenced by the Country
and Year factors. The Czechs were more likely to select this item
than the Slovaks with the same characteristics, or as the case may
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be, in the academic year 2015/16 as opposed to the following year
for students of the same type. In other words, intervention seemed
to help to reduce the negative perception of real-life case studies
as difficult to understand the form of tutorial. With regards to a
previous educational experience of accountancy, this experience
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seemed to mainly impact the higher probability of perceiving reallife case studies as a boring tutorial or a waste of time.

DISCUSSION
The effectiveness of methodologies and methods in the process
of knowledge acquisition depends on the circumstances and the
environment in which they are formed (Lopes, 2015). This is
consistent with the results of our research that the adoption of
real-life case studies is related to the previous experience of the
traditional ways of accounting education. Teachers must be able
to pass the information onto students who previously attended
accounting classes as well as to students who are complete
beginners. In terms of students with previous experience, this
concerns breaking the barrier associated with previous habits
(and possibly changing previous attitudes towards the subject)
and in terms of students without previous experience, it is easier
to implement new teaching practices or to arouse their interest in
the given subject. Our study shows how teacher communication
with students can change the perception of new teaching practices
in accounting. This result is consistent with the conclusions of
Mladenovic (2000) or Wessels and Steenkamp (2009). On the
other hand, if we consider students´ previous work experience,
Ballantine and Larres (2004) stress that these students do not
perceive the benefits of using case studies in accounting any
differently than those students who have not yet had experience
of accounting.
A good teacher should definitely aim to help students to become
wiser. According to Goldberg (2006), wisdom is usually observed
in people who are able to almost instantly, and seemingly with
little effort, resolve a difficult or unexpected problem. This ability
is not defined solely by a large number of “pattern” situations,
phenomena or behaviours, i.e. by a large number of facts stored
in the left hemisphere of the brain. The traditional accounting
education method contributes to managers’ wisdom to a much
lesser degree than education based on real-life case studies.
The ability to solve problems better after the introduction of
the case studies into accounting education is also confirmed by
Stanley and Marsden (2012). A teaching method itself is one of
the key components of teaching quality and delivery of learning
outcomes (Bidabadi et al., 2016; Leeman and Wardekker, 2011;
O´Neill, 2012), which can be assessed by reflecting on feedback
from learners. It can be said that the use of real-life case studies in
accountancy education is not only innovative but also contributes
to education quality. As stated by Vnoučková, Urbancová and
Smolová (2017), the current university environment is highly
competitive and to ensure quality is paramount.
There is a number of other studies that explore the possible
determinants of study success in accounting courses. Doran,
Bouillon and Smith (1991) investigated the dependency of
study results in the introductory and ongoing accounting
course using gender, previous study results, and if they had
experienced accountancy classes in their secondary school.
While the previous study results turned out to be decisive, the
study of accountancy at secondary school, the gender of the
student and the teacher had no statistically significant effect on
learning success. In our case, we did not focus on the subject’s
study results but investigated the acceptance of case studies
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with respect to similar determinants. However, in our study,
student gender and their previous experience with accounting
courses during secondary education had a statistically significant
influence.
In addition, this study confirmed that the approach of learners
to accounting has been influenced by previous experience
with the discipline, hence in line with deep-rooted habits as
suggested by Duhigg (2013). In our study, previous experience
with accounting had a significant effect on adoption of real-life
case studies. Students with previous exposure to accounting
classes expressed a less positive view on the introduction of
novel teaching method.
The real-life case studies, however, have undoubtedly
expanded students’ thinking and according to our study,
students considered them beneficial. Therefore, we came to
similar conclusions as Stanley and Marsden (2012). Berényi
and Deutsch (2018), who have conducted research about the
most useful teaching methods state that business students
prefer active participation in teaching and simulations and
that case studies were evaluated better than lectures. On the
other hand, if we take into account the subject being taught,
here accounting, lectures have been identified by students as a
suitable teaching method.
However, our study is limited as it is based on the results
of a questionnaire survey from two academic years at two
universities. Moreover, the questionnaire, although containing
semi-open questions, was the only data acquisition method
used. In addition, the adoption of new practices in accounting
education is explored in this article only from the students’
point of view. Future studies could consider the impact of
real-life case studies on the acquisition of learning outcomes,
the satisfaction of instructors or classroom dynamics. Other
contingent factors and antecedents such as previous practical
experience with accounting (in line with Ballantine and Larres,
2004), overall student results (in accordance to Hosal-Akman
and Simga-Mugan, 2010) or retention (as suggested by Sargent,
Borthick and Lederberg, 2011) could be considered as well.

CONCLUSION
Our study suggests a number of particular results related
to the inclusion of real-life case studies into accountancy
teaching and its acceptance by students. It is evident that
the introduction of novel teaching methods such as the
real-life case studies shall be performed with caution in
the discipline of accounting and that there might be several
factors to consider. Firstly, men seem to prefer the use of
case studies in teaching and perceive them positively. This
could be linked to them being more open to and accepting
of changes in a better way. Secondly, the significance of
previous intervention regarding the inclusion of real-life case
studies into tuition by tutors has been confirmed. If students
are informed, and the concept of the new teaching method
is explained, this reflects in a more positive perception of
the case studies. It is important to emphasise that students
should be well informed. Consequently, students understand
what is to be expected so can, therefore, prepare themselves
for the situation of the new way of teaching. In addition, our
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study examined the differences between students who have
previously experienced an accountancy tutorial at secondary
school and those who have not. The results have clearly
indicated that students with previous accountancy tutorial
experience perceive real-life case studies less positively than
their colleagues. A possible explanation for this could be a
combination of a whole range of aspects. Students are already
familiar with a certain way of teaching and are not inclined
towards a change in teaching. They might automatically view
a barrier in the new way of teaching that could not be easily
overcome. Another factor could be the tutor’s personality
and the students’ personal traits. Furthermore, students with
previous experience with accounting may need a different

intervention/explanation for an instructor than other students.
We plan to extend the study with a follow-up research paper,
which will cover two main areas. Having identified the
importance of using interventions at the beginning of the
learning process, we intend to focus on different types of
interventions and their impact on the adoption of case studies
by students. Furthermore, we aim to investigate changes in
students’ abilities before and after using real-life case studies
in the accounting course.
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APPENDIX - An Example of a Real-Life Case Study
BASIC ACCOUNTING CATEGORIES
Objective:
If a student is able to answer the questions asked, and solve the
underlying calculations in order to support their own decisionmaking process following a real-life case study, then they
will be able to verify for themselves the understanding of the
context between the selected basic accounting categories and
will be able to place them on the balance sheet. At the same
time, they are able to learn how the value of certain accounting
categories affects managerial decisions. The case study is
based on the article of the same name by Iva Špačková, ČTK.

Source:
http://ekonomika.idnes.cz/hospodareni-ceske-pojistovny-dkeekoakcie.aspx?c=A120323_171207_ekoakcie_spi

Assignment:
Česká pojišťovna saw their profit fall last year by
two-thirds to 3.5 billion CZK
(truncated text)
Česká pojišťovna is part of Generali PPF Holding B.V., which
operates in fourteen Central and Eastern European countries.
Generali PPF Holding manages assets of 15 billion EUR
(over 375 billion CZK) through subsidiaries and provides
their services to more than 13 million clients in the region.
The holding headquarters is based in the Netherlands and its
main branch office is based in Prague. It is a joint venture of
Assicurazioni Generali with a 51% stake and the PPF Group,
which owns a 49% stake in the holding.
Česká pojišťovna earned two-thirds less in 2011 than in 2010
when profits fell to 3.55 billion CZK. The largest insurer on
the Czech market collected insurance premiums of 33.4 billion
CZK, which was one-tenth less than the previous year.
The equity of Česká pojišťovna at the end of 2011 amounted to
17.5 billion CZK and the balance sheet total was 116.5 billion
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CZK. The total gross technical provisions amounted to 86.3
billion CZK.
“Last year we started to fundamentally change Česká
pojišťovna. Starting with the introduction of procedural
changes to strengthen the performance and dynamics of the
business network, we introduced a number of new products and
services and began to change the culture within the company.
Our share of newly concluded policies has grown once again,”
says Pavel Řehák, the CEO of Česká pojišťovna commenting
on last year’s results.
In his opinion, the changes had a positive impact on operating
profit, which has increased year-on-year by 548 billion CZK.
One-off operations were a contributing factor to the huge
gain. The year-on-year loss on insurance premiums was
predominately due to the continuing decline in the car insurance
market and a smaller volume of life insurance products”, added
Řehák.

Tasks to Solve:
1. After reading the article, how would you assess Česká
pojišťovna? Is it a successful, trustworthy company, does
it have financial problems that it is unable to deal with
…?
2. Select the basic accounting categories from the first three
paragraphs of the text and place them in the prepared
balance sheet table. Assess the relationship between
the balance sheet total and equity; also the relationship
between the balance sheet sum and the technical
provisions.
3. What does the company have to do in order to prevent
a decline in profit?
4. Explain: “One-off operations were the contributing factor
to the huge gain”?
5. What is the difference between the accounting categories
for “technical reserves” and the “reserve fund”?
6. How did your opinion change in terms of the financial
situation of Česká pojišťovna after solving the abovementioned tasks?
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