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ABSTRACT 

The purpose of this exploratory study is to compare a cooperative learning 

environment with a traditional educational environment within Libyan business 

degree institution and how this affects students‘ perceptions of empowerment and 

development of professional accounting competencies in a first year accounting 

course (Accounting Principles I). The research also investigates the relationship of 

empowerment with the development of professional accounting competencies and 

classroom instruction. This study involved quantitative and qualitative data from a 

survey of 288 students who were studying in their first year in Accounting Principles 

I; and pre and post written exams, and reflections were conducted. Quantitative data 

were analysed using reliability tests, factor analysis, t-tests and correlations. 

Qualitative data were analysed by hand coding. The results indicate that students 

who attended cooperative learning classes are more empowered than students who 

attended traditional classes. In addition, the results reveal that students‘ perceptions 

of empowerment and development of the professional accounting competencies were 

influenced by classroom instruction methods.  
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CHAPTER ONE: INTRODUCTION 

1.1 Introduction 

Advancing and improving accounting education is one beneficial and significant way 

to improve the skills of accountants and, subsequently, accounting practice. 

Accounting and accountants are increasingly important components for innovation 

and success for organisations operating in today‘s contemporary environment. 

Accounting education develops professional accounting competencies in graduates 

and enables them to follow a career in a competitive labour market. For the purpose 

of this study, the term ‗professional accounting competencies‘ (PAC) indicates 

generic skills such as intellectual, communication and interpersonal skills, as well as 

technical accounting competencies required by future accountants.  

Many complex issues are involved in the theory and practice of accounting which 

can affect the role of accountants.  The success of the accounting process depends 

upon the identification of these issues. Some of these issues have not been 

completely defined and studied, or precisely measured. On the other hand, one of the 

issues identified is that accountants require professional accounting competencies to 

be innovators (King & Masters 2011). Methods of teaching and learning within 

universities are one way accountants can become more innovative. Consequently, 

this thesis reports on the identification and investigation of the major issues relating 

to the success of the profession in a digital age to be innovative. Furthermore, it 

attempts to provide a basis for clearly understanding the key elements and 

requirements for the success and effectiveness of the teaching and learning process 

in accounting education.  
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Although accounting courses are offered in some pre university level (schools), the 

best opportunity for education of accountants occurs at university level. Accountants 

and accounting services are taught at the university level (Ahmad & Gao 2004).  Pre 

university level accounting has been taught in diploma programmes to meet the 

demand for bookkeepers, clerks and secretaries. On the other hand, university level 

education appears to be more essential because of the growing demand for 

accountants and accounting services.  

A review of the literature on accounting education suggests that accounting as a 

university subject, including how it is taught and learnt, appears under-researched in 

Western countries, and in developing countries such as Libya (Awayiga, Onumah & 

Tsamenyi 2010) where, recently, some attention has been given to improving 

teaching and learning of accounting (Fortin & Legault 2010; Jones & Abraham 

2008; Mohidin et al. 2009). The available evidence from the last few years shows 

that passive learning based on the traditional teaching method of ‗chalk and talk‘ 

seem to be the most widely used method in the teaching of accounting Consequently, 

growing concerns have been raised over a number of years about the impact of 

teaching methods on professional accounting competencies, and there are criticisms 

relating to a lack of knowledge and skills among graduates and their inability either 

to apply knowledge to real life situations or to communicate effectively in the 

workplace (Ahmad & Gao 2004; Jackling 2005; Kavanagh & Drennan 2007).  

The purpose of this chapter is to provide a broad overview of the research, outline 

the research plan and introduce forthcoming chapters. This chapter begins with a 

discussion on the background of the research and the literature review in section 1.2. 

Next, the research problem and research question is highlighted in section 1.3. The 

research objectives are then discussed in section 1.4. The motivations of the study 
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are defined in section 1.5, followed by a discussion on the context of the research in 

section 1.6 which provides a succinct description and overview of Libya as the 

setting for the research, demographic and economic information, and teaching and 

learning accounting development in Libya. The research contributions are defined in 

section 1.7 and the research methodology is described in section 1.8. The 

classification of this research design is provided in section 1.9 and limitation of 

scope is presented in section 1.10. Subsequently, the ethical considerations for the 

research are addressed in section 1.11. Finally, the thesis structure is discussed, 

providing descriptions of the six forthcoming chapters in section 1.12.     

1.2 Background of the Research and Literature Review 

1.2.1 Skills needed by accounting professionals  

Accounting and accountants are vital elements of business and society, and a well 

qualified accounting professionals are thus required. Accounting delivers economic 

information to users to enable them to make rational decisions. As business provides 

products and services to the people, accounting plays a crucial role in keeping track 

of a business‘s economic resources. Accounting reports on the financial position of a 

business and informs myriad of people and organisations interested in viable 

business ventures (Cunningham, Nikolai & Bazley 2004). No business organisation 

can operate without an accounting system or accountants. Accounting systems 

protect businesses from mistakes, embezzlement and misuse of available resources, 

as well as providing financial information to stakeholders. Accountants are the 

cornerstones to the practice of accounting in organisations. 

Currently, the role of accountants has changed from being one of a technical nature 

to one which is more client-focussed. Change is a significant characteristic of the 
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environment in which professional accountants work. Pressures for change come 

from many sources, including (a) globalization, (b) advances in technology, 

(c) business complexity, (d) societal changes, and (e) the expansion of stakeholder 

groups, including regulators and supervisory bodies and the broader community. 

Change requires professional accountants to maintain and develop new and/or more 

specialized knowledge and skills throughout their careers (IFAC 2009; Reckers 

2006). The rapid development and ever-changing needs of the global business 

environment has resulted in evolutionary changes in the skills required by 

accountants to add value for their clients (De Lange, Jackling & Gut 2006). In times 

of such change and development, few would deny that the role of the traditional 

accountant as a mere score-keeper is no longer a viable contributor to business 

(Jackling & De Lange 2009). The function of accountants has transformed from 

being one of a technical role to one which is more client-focussed. The studies above 

identify different skills as essential elements for a successful accounting education 

experience. 

Therefore, while technical accounting competencies remain obligatory for the 

professional accountant, these competencies alone are insufficient in today‘s 

workplace. Recent studies indicate that development of students‘ generic skills is 

required for career success.  Accounting practitioners are no longer merely required 

to undertake the necessary task of information provision such as bookkeeping and 

data analysis; rather, they are regarded as information facilitators (Jones & Abraham 

2008). Furthermore, Hurt (2007) and Young and Warren (2011) emphasise 

fundamental skills rather than a technical orientation. They advocate that the 

development of critical thinking skills in future accountants is of primary importance 

in introductory accounting courses. Research from different perspectives emphasises 
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that there are additional skills required by accountants other than technical 

accounting competencies: 

From the perspective of Australian graduates, students and academics there have 

been several studies conducted over the last decades relating to aspects of various 

perceptions of the skills required by accountants. For example, a study by Rebele 

(1985) found that accounting students are inclined to rank technical accounting 

competencies and oral communication skills higher than other skills. De Lange, 

Jackling and Gut (2006) investigated the emphasis placed on technical and generic 

skills developed during undergraduate accounting courses from the graduate 

perspective. They found communication and analytical skills are seen as the most 

important skills required for the job, however, they do not take into account 

interpersonal skills. Kavanagh and Drennan (2007) examined accounting academics‘ 

perspectives in universities across Australia. Their results showed that, personal 

skills, team work, logical and routine accounting, strategic management, negotiation, 

and continuous learning are perceived as important skills for students‘ careers.   

Furthermore, from the perspective of Australian graduates, students and employers 

there have been several studies conducted to establish the skills required by 

accountants. Kavanagh and Drennan (2008) examined perceptions and expectations 

of graduates, students and employers in developing professional accounting 

competencies. They found the most important skills for successful employment are 

technical accounting competencies, oral and written communication skills, analytical 

and problem solving skills, decision-making and critical thinking, leadership, and the 

ability to work in a team. Their results showed that communication skills—

especially writing skills—are considered the most important and valued elements in 

the accounting curriculum. Jackling and Lange (2009) investigated the emphasis 
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placed on technical and generic skills developed during undergraduate accounting 

courses from both the graduate and employer perspective. They found a significant 

increase in the demand for team building skills, leadership potential and 

interpersonal skills.  

From a USA perspective, Schmidt, Green and Madison (2009) conducted a study 

relating to the skills required by accountants. Their study aimed to determine 

accounting department chairs‘ perceptions of the importance of writing, speaking, 

listening, and interpersonal and technological communication skills for both the 

accounting and the business curricula—and where in the curriculum these skills are 

taught. They surveyed 122 accounting administrators from North American 

institutions with the largest enrolments in accountancy programs. Survey 

respondents reported that most obligatory communication courses are in the general 

business curriculum and, to a lesser extent, in the accounting major. Consistent 

across demographics, respondents also indicate that all communication skills are 

important, but writing skills followed by technological skills are considered the most 

valued in the accounting curriculum; while writing and speaking skills are 

considered the most important in the business curriculum.  

Furthermore, from graduates‘ and employers‘ perspectives in developing countries, a 

study by Awayiga, Onumah and Tsamenyi (2010) explored aspects of various 

perceptions on the skills required by accountants in Ghana. They examined both the 

professional and information technology (IT) skill requirements of accounting 

graduates in Ghana and found the skills required in developed countries—

intellectual, communication, and interpersonal skills—are no different from the skills 

required in developing countries.  
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All aspects of the literature review clarify the importance of the desired professional 

accounting competencies (PAC) to be acquired by accountants worldwide from 

different perspectives. The next section explains the meaning of technical accounting 

competencies, intellectual, communication, and interpersonal skills. 

Technical accounting competencies relate to the process of producing information. 

Holcomb and Michaelsen (1996) state that accounting students should be taught the 

process of producing accounting data, which will consequently help them to practise 

accounting in the real world. Technical accounting competencies include the ability 

to understand and use accounting data such as tax, debits and credits, and auditing; 

and understand financial reports and how to prepare financial statements (Kavanagh 

et al. 2009). Additional technical accounting competencies include interpreting data 

and reports, identifying findings, evaluating, and organising and managing 

information and evidence (Hancock et al. 2009). This process of producing 

information is defined as technical accounting competencies. 

Accountants need intellectual skills such as problem solving and critical thinking. 

Intellectual skills include the ability to relate concepts learned to new situations, the 

ability to think for oneself, to critically assess new information and situations, and to 

apply knowledge from one workplace context or problem to another. Kavanagh et al. 

(2009) defined problem solving as the ability to apply theory to practice, as well as 

applying critical analysis and thinking skills. Mohamed and Lashine (2003) defined 

critical thinking as the ability to reach justifiable conclusions to questions that cannot 

be answered definitively—and where all relevant information may not be available. 

Intellectual skills help accountants to: a) exercise judgment based on comprehension 

of an unfocused set of facts; and b) display a capability for inductive-thought process 

and apply value-based reasoning in unfamiliar settings (Awayiga, Onumah & 
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Tsamenyi 2010). Undoubtedly, accountants need intellectual skills to perform their 

job. 

Communication skills are essential to the success of accountants. Communication 

skills are seen as vitally important in satisfying the requirements of the workplace. 

Kavanagh et al. (2009) emphasise the ability to really listen to and understand 

clients‘ needs as an essential communication skill. Communication skills are 

concerned with the ability to transfer and receive information easily (Andersen 1989; 

Awayiga, Onumah & Tsamenyi 2010; Ballantine, J & Larres 2009; Hancock et al. 

2009). In addition, communication skills include listening effectively to gain 

information, understanding opposing points of view, and having the ability to present 

ideas orally or in writing and discuss matters with others (Fortin & Legault 2010; 

Hancock et al. 2009; Jones & Abraham 2008; Rebele 1985). Communication skills 

are necessary for the accomplishment of accountants‘ goals. 

Interpersonal skills help accountants to work with others to achieve the goals of the 

business. Companies require employees with good interpersonal skills and the ability 

to work in a collaborative environment (Accounting Education Change Commission 

1990a). Interpersonal skills include the ability to interact with and influence different 

kinds of people from different backgrounds and with different value systems, and to 

negotiate work collaboratively. Interpersonal skills also include the ability to 

organize and delegate tasks, motivate, resolve conflicts, and enhance client relations 

and decision making (Awayiga, Onumah & Tsamenyi 2010; Ballantine, J & Larres 

2009; Jones & Abraham 2008; Kennedy & Dull 2008). Watson (1928 in Gillies & 

Ashman 2003) noted that groups think more effective than the best member of the 

group working alone. Vygotsky (1978 in Kozulin et al. 2003) asserts that a person is 

able to perform a certain number of tasks alone, however, in collaboration a greater 
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number of tasks can be performed.  The views above enhance the importance of 

interpersonal skills in accountants.  

There is a need for a broader set of skills beyond technical accounting competencies, 

intellectual, communication and interpersonal skills based on the premise that a) 

accountants would cope more efficiently in a challenging business environment; and 

b) accountants‘ competencies levels would be enhanced—as required by the global 

market (Jackling & De Lange 2009; Jackling & Watty 2010; Kavanagh & Drennan 

2007, 2008; Kavanagh et al. 2009; Mohamed & Lashine 2003). Specifically, 

Jackling and De Lange (2009) believe a mixture of skills is a major requisite of 

employers as it helps in solving a diverse range of business challenges. The need for 

a broader set of skills raises the issue of how universities provide the accounting 

profession with suitably qualified graduates (Albrecht & Sack 2000). The next 

section will explore accounting education challenges for coping with changes in the 

business environment.  

1.2.2 Accounting education challenges 

A changing world requires a changing style of education. Young people who are 

being prepared for entry into adult responsibilities need to be equipped with 

knowledge, skills, and positive attitudes to be successful in today‘s society. Thus, 

accounting instructors must continuously assess the accounting curriculum and 

teaching method in terms of the current status of the academic discipline to provide 

students with the latest knowledge and skills necessary for taking part in economic 

activities. The assumed primary obligation of schools, colleges, universities, and 

other educational institutions is to help students develop the capacity to think clearly, 

objectively, and with a reasonable degree of sophistication.  
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Numerous studies have explored the development of accounting graduates to 

adequately equip them to work in the current contemporary business environment.  

Accounting literature has emphasised the need for embedding generic skills in 

accounting graduates according to requirements of the business environment 

(Ballantine, J & Larres 2009; Jackling & De Lange 2009; Jackling & Watty 2010; 

Jones & Abraham 2008; Kavanagh & Drennan 2008; Kavanagh et al. 2009). 

Howieson (2003) believes that the digital age will require even greater changes in 

accounting practice to meet changes in the business environment which, in turn, will 

further influence the future direction of accounting education. Stoner and Milner 

(2010) stated that accounting educators should work closely with various 

stakeholders to prepare graduates for lifelong learning and successful business 

careers. Typically, these studies suggest major changes in the teaching and learning 

of accounting (Accounting Education Change Commission 1990b; Albrecht & Sack 

2000; Andersen 1989) to prepare students for work in an accounting career.  

Some research in accounting education emphasises the importance of teaching 

accounting students professional accounting competencies. For example, Albrecht 

and Sack (2000) stress the significance of skill development throughout accounting 

programmes. Hodson (1988) argued that since identifying and solving unstructured 

problems is an essential requirement in the business environment, students should 

learn to identify and solve unstructured problems by using multiple information 

sources. Felder and Silverman (1988) suggested that students should be given the 

freedom to devise their own method of problem solving, rather than being forced to 

adopt a strategy espoused by university professors. Zakaria and Iksan (2007) assert 

that accounting students must work in groups as they need this skill in a business 

environment. Farrell and Farrell (2008) state that team work in a university subject is 
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sound preparation for participation in the workplace. Mohidin et al.(2009) stated that 

by working in groups, accounting students fostered greater participation, self-

confidence and leadership ability. Most employers do not expect their employees to 

sit in rows with colleagues without interacting with them (Johnson & Johnson 1994). 

Therefore, teaching of accounting should enable students to develop the necessary 

communication and business skills required in the workplace.  

The traditional teaching method does not provide the appropriate professional 

accounting competencies required in today‘s global accounting environment. The 

dominant use of teaching methods based on the traditional teaching method in many 

accounting classes may quite often be a choice (Kavanagh & Drennan 2007). 

Kavanagh and Drennan (2007) state that current teaching methods place little 

emphasis on development of students‘ professional accounting competencies. In 

addition, a study by Jones and Abraham (2008) confirmed that students who are 

attracted into accounting courses may not possess the appropriate aptitude that would 

provide a good foundation for developing the skills currently required in today‘s 

global accounting environment. Ahmad and Gao (2004) concluded that the Libyan 

accounting education curriculum and teaching methods are traditional and do not 

offer a foundation in the generic skills considered by other countries as fundamental 

to the contemporary accounting profession. In fact, the traditional teaching method is 

considered a less desirable approach to teaching accounting and may result in 

passive students (Abeysekera 2011; Booth, Luckett & Mladenovic 1999; Jackling 

2005; Jackling & McDowall 2008; Stephen & Schmulian 2012). Thus, the traditional 

teaching method in accounting is considered inappropriate for today‘s business 

environment.  
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The traditional teaching method places an emphasis on memory and recalling of 

facts. In the traditional teaching method, the instructor starts the lesson by presenting 

information (delivers a lecture), while the students listen quietly (passively receives) 

(Alhmali 2007; Freire 1996). There is very little interaction between instructors and 

students in the classroom under the traditional method. In addition, it rarely 

encourages students to ask questions but, rather, depends heavily on lecturing and 

memorization. It also encourages students to concentrate on superficial indicators 

rather than on fundamental underlying principles, thus neglecting deep (active) 

learning (McCarthy & Anderson 2000). Generally, in traditional teaching 

environment students rely on their instructors to learn.  Within this teaching method 

the best learner is the one who can reproduce good results in the exam by 

memorising the content that has been taught.  

Thus, traditional teaching models are no longer considered adequate in developing 

professional accounting competencies. Sawyer (2000) stated that the traditional 

teaching method is generally ineffective in developing and assessing essential skills. 

Universally, the training and education of accountants has been the subject of much 

debate (Jackling & Calero 2006; Kavanagh et al. 2009; Mohamed & Lashine 2003). 

Accounting educators need to address the expected shift in accountants‘ skills by 

developing courses and teaching methods that are more interdisciplinary and 

analytical in their orientation (Howieson 2003). Kavanagh and Drennan (2007) and 

Jackling and De Lange (2009) suggest the need for alternative teaching methods in 

the way accountants are educated to engage students in the learning process and 

promote professional accounting competencies. Suggested strategies for addressing 

the identified deficiencies have focused on broadening the curriculum and 

developing alternative delivery strategies.  Studies have reported communication, 
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self-management, decision-making, problem solving, motivation, and interpersonal 

skills as aspects not offered in the traditional method (Caldwell, Weishar & Glezen 

1996; Greenstein & Hall 1996; Sawyer, Tomlinson & Maples 2000). Yazici (2004) 

stated that the role of educators lies in understanding these emerging needs and that 

educators should adapt their teaching to engage learners more effectively in the 

learning process. Universities are actively seeking updated and contemporary 

strategies to teach and enhance professional accounting competencies. 

Research in accounting education has urged the adoption of alternative teaching 

models to develop professional accounting competencies. For example, the 

Accounting Education Change Commission (1990b) suggests that accounting 

instructors should adopt alternative teaching methods to develop ‗critical thinking‘ 

skills in accounting graduates. A study conducted by Friedlan (1995) examines the 

effects of a teaching approach used in introductory financial accounting courses on 

students‘ perceptions and attitudes of the skills and abilities important for success in 

accounting courses and for accounting practitioners. Students enrolled in two courses 

that used different teaching approaches were surveyed at the beginning and end of 

the courses. The results show that the teaching approach used in accounting courses 

has a significant effect on students‘ perceptions and attitudes.  Jones (2010) 

examined the nature of generic skills and presented a conceptual overview for 

theorising generic skills. He emphasized that generic skills need to be taught and 

understood as part of the professional and scholarly practice of accounting. Fortin 

and Legault (2010) found that using mixed teaching methods promoted generic skills 

of accounting students more than traditional lectures. Mohidin et al. (2009) promoted 

the importance of adopting teaching methods to help students better understand 
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accounting as a discipline. Overall, accounting educators must implement alternative 

teaching methods to help achieve more effective learning outcomes 

1.2.3 Empowerment  

Empowerment has been defined in several different ways. Shulman and Luechauer 

(1993) defined empowerment as the process of enabling people to take personal 

responsibility and ownership of the tasks they perform. Ashcroft (1987 in Sapon-

Shevin & Schniedewind 1991) defines empowerment as ‗bringing into a state of 

belief in one‘s ability/capability to act with effect‘. Her definition stresses the 

individual‘s power to achieve his or her own goals. Empowerment was first 

discussed and conceptualized in the workplace by Thomas and Velthouse (1990).  

Spreitzer (1995) developed and validated a multidimensional measure of 

psychological empowerment in the workplace. Frymier, Shulman and Houser (1996) 

applied the concept of empowerment to the classroom context, and defined learner 

empowerment as consisting of three dimensions: meaningfulness, competence and 

impact. Frymier, Shulman and Houser (1996); Tibbles et al (2008); Weber, Martin 

and Cayanus (2005); and Weber and Patterson (2000) all examined the 

empowerment concept in the instructional context.   

Given that numerous perspectives introduced, empowerment is newly 

conceptualized in the learning context. According to Ashcroft‘s (1987 in Sapon-

Shevin & Schniedewind 1991) definition, when students are empowered they have 

the ability to influence their personal, social, political and economic worlds. 

Empowered learners are more motivated to perform classroom tasks, they feel more 

competent, find the required tasks more meaningful, and feel they have an impact on 

their learning process in the classroom (Houser & Frymier 2009). Education for 
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empowerment means teaching students how to advocate effectively for themselves 

as individuals, as well as collectively. Furthermore, education for empowerment 

means developing the insights and skills to work collectively for social justice 

(Sapon-Shevin & Schniedewind 1991).  

Empowerment is a well-researched area. For example, Mailloux (2006) examined 

the extent to which empowerment helps in acquiring professional autonomy in senior 

female nursing generic baccalaureate degree students in North-eastern Pennsylvania, 

USA. He suggested the incorporation of learner empowerment models as substantive 

theory in nursing education has implications for further research. Educational 

systems facilitate the empowerment of students and seek to increase the students‘ 

readiness to assume more control throughout their educational experiences, thus 

providing a means of acquiring greater perceptions of autonomy. Houser and 

Frymier (2009), from the area of communication studies, examined the role of 

students‘ characteristics on empowerment, along with the impact of instructor‘s 

communication behaviour. The results show that student temperament and learner 

orientation had little impact on empowerment. Bradbury-Jones, Sambrook and Irvine 

(2007) explored the meaning of empowerment for nursing students in relation to 

their clinical practice experiences. Their research found nursing students experience 

both empowerment and disempowerment in clinical placements, centring on three 

issues: learning in practice, team membership, and power.  

Much of the research into variables affecting the empowerment of students has been 

conducted in the area of communication studies and nursing (Frymier, Shulman & 

Houser 1996; Houser & Frymier 2009; Mailloux 2006; Sapon-Shevin & 

Schniedewind 1991; Weber, Martin & Cayanus 2005; Weber & Patterson 2000). 

A rigorous review of the literature reveals no investigation of the concept of 
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empowerment for student learning in accounting education, except for some research 

conducted by the researcher (Zraa et al. 2011) introducing empowerment in 

accounting education. Empowerment is an important factor for accounting students 

since empowered students are more motivated to perform classroom tasks, feel more 

competent, find the required tasks more meaningful, and feel they have an impact on 

their learning process (Houser & Frymier 2009). In addition, empowered students 

have more positive perceptions towards the course content and instructors, and 

perform more activities that reflect learning. 

Accounting students will be empowered and their performance enhanced when 

professional accounting competencies are combined in accounting education. 

Communication is important in creating a shared vision for the empowerment 

relationship (Frymier, Shulman & Houser 1996). Feelings of empowerment are 

thought to be influenced by relational communication variables such as active 

listening, open communication, constructive feedback, trustworthiness, credibility 

and immediacy (Block 1987; Houser & Frymier 2009). Moreover, the feelings of 

empowerment are lessened when individuals lack self-confidence in their skills and 

feel intimidated by the task or goal (Frymier, Shulman & Houser 1996). Therefore, 

when students learn technical, intellectual, communication, and interpersonal skills, 

they will be empowered to accomplish the objectives in the classrooms.  

Frymier, Shulman and Houser (1996) developed an instrument to measure learner 

empowerment as applied to the classroom. In their instrument, they divided 

empowerment into impact, meaningfulness and competencies. The students‘ 

perceptions about impact mean they can make a difference in the classroom, such as 

influencing the instructor and other students or providing information in class 

discussions. Meaningfulness refers to how valuable students perceive a task 
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according to their personal beliefs and standards. Competence means that a person 

feels qualified and capable of performing the necessary activities to achieve the goals 

(Frymier, Shulman & Houser 1996). The results showed that the empowered learner 

has positive attitudes toward the course content and the instructor, and participated in 

more activities. Frymier, Shulman and Houser (1996) stated that previous studies 

concluded that instructor behaviour influences learner empowerment; and that other 

researchers should explore the concept of learner empowerment in the classroom by 

investigating other communication behaviours that empower students, along with the 

impact of empowerment on learning and other classroom behaviours. 

There are theoretical similarities between professional accounting competencies and 

empowerment. According to the literature from the field of accounting education, 

professional accounting competencies are a combination of technical, intellectual, 

communication and interpersonal skills, which include the ability to think and solve 

problems, and communicate and influence others. Similarly, according to Frymier, 

Shulman and Houser (1996), learner empowerment is influencing others, feeling 

appreciated and feeling confident to perform the tasks in the class. Both professional 

accounting competencies and empowerment contain a similar notion of technical, 

intellectual, communication, and interpersonal skills. Additionally, the ability to 

communicate and deal with others, can just as easily be restated in Frymier, Shulman 

and Houser‘s (1996) definition of the impact as the ability to make a difference. 

Finally, feelings of competence are stimulated through the utilization of technical 

and intellectual skills. Supported by the definitions and explanations above, students 

need to be empowered to have adequate skills in the business environment. 

Consequently, if the proposed teaching method enhances students‘ perceptions of 
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empowerment it would be meeting the criteria of professional accounting 

competencies. 

1.3 Research Problem and Research Question 

As a result of these findings, the problem arises that if accounting teaching methods 

require change, which teaching method would be the most appropriate to examine, 

and how can this method be tested against the traditional teaching method in terms of 

its effect on perceptions of empowerment and development of professional 

accounting competencies in accounting classes. This study will identify an 

appropriate teaching method to develop professional accounting competencies in line 

with accounting education objectives and will investigate its effect on students‘ 

perception of empowerment, comparing the new method to the traditional teaching 

method in accounting classes in terms of student learning outcomes and skills 

development. A clear and prioritised set of recommendations for changes to the 

accounting education system can then be established to prepare accounting students 

to respond to real world issues when practising accounting. 

This study will provide a framework of accounting education that incorporates 

generic skills in line with the Australian policy on Learning and Teaching Academic 

Standards Project (2010) and also with Libyan education policy. This thesis 

evaluates possible alternative teaching and learning theories which focus on the 

delivery of professional accounting competencies and students‘ empowerment in 

university programmes in Libyan business degree institutions.  

The research question and the hypotheses are presented next and are driven from the 

literature. The cooperative learning (see section 2.3) and empowerment literature has 

reported that no research has been conducted regarding the effects of cooperative 
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learning on students‘ perceptions of empowerment. Moreover, to the best of the 

researcher‘s knowledge, no research has been conducted in Libya in first year 

business degree institutions regarding the cooperative learning method and 

development of professional accounting competencies (see chapter 2). The following 

research question and hypothesises are presented: 

Research Question 

R Q: ‗What are the effects of a cooperative learning (CL) (cooperative 

learning is the proposed teaching method for this research—see chapter 2) 

teaching environment compared with traditional teaching environment (TM) 

on students’ perceptions of empowerment, and development of professional 

accounting competencies based on students’ perceptions and written exams in 

Libya?’  

In seeking to answer this research question, the following hypotheses are posed: 

H1: There is a significant difference in students‘ perceptions of 

empowerment and its dimensions (impact, meaningfulness, and 

competences) between students taught using a cooperative learning 

environment compared to those taught using the traditional teaching 

method. 

H2: There is a significant difference in students‘ perceptions of the 

development of professional accounting competencies between 

students taught using a cooperative learning environment compared to 

those taught using the traditional teaching method. 

H3: There is a significant difference in students‘ professional 

accounting competencies based on the written exams between 
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students taught using a cooperative learning environment compared to 

those taught using the traditional teaching method. 

H4: There are positive relationships between students‘ perceptions of 

empowerment and the development of professional accounting 

competencies based on students‘ perceptions, and written exams. 

1.4 Research Objectives   

The primary objective of this research is to determine, and then prioritise, major 

issues for the successful adoption of alternative teaching methods to teach 

accounting—as well as the effect of the cooperative learning method on students‘ 

perceptions of empowerment from the perception of the main stakeholder group in 

accounting classes. The stakeholder group for this study is identified as accounting 

students. The study aims to provide a basis for understanding the key elements and 

requirements for the success and effectiveness of a teaching and learning accounting 

process. This research incorporates another six interrelated aims, namely:  

1. To better understand the effect of cooperative learning on students‘ 

perceptions of empowerment and development of professional accounting 

competencies.  

2.  To improve the proficiency of accounting graduates in a changing 

environment (at both the national and strategic levels) to meet contemporary 

workplace requirements. 

3.  Introduce the findings of the research to policy-makers in Libya in teaching 

and learning accounting, and provide current information on these issues and 
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key concerns to improve and formulate forecasting and policies to promote 

successful teaching and learning accounting outcomes.  

4.  Provide the results of this research to academics and researchers who are 

interested in building models, and provide a broader view and a better 

understanding of what the major issues are when dealing with successful 

teaching and learning in accounting classes. 

5.  Enhance both intellectual advancement and knowledge regarding the 

teaching and learning of accounting. The results of the research will have an 

impact in a broader area than the field of this study. The efforts presented in 

this research will advance and promote the knowledge of the issues for 

successful alternative teaching methods in accounting. 

6.  Ascertain how the research methodology adopted will lead to an increased 

understanding of the major teaching and learning accounting issues.   

1.5 Motivation for the study  

The prime motivation of this study is to identify, investigate and prioritise the major 

effects of a cooperative learning method on students‘ perceptions of empowerment 

and development of professional accounting competencies. The study provides a 

basis for understanding the key elements and requirements for the success and 

effectiveness of a cooperative learning method to teach accounting. 

The parameters of development are determined by the rate at which business 

environment changes take place in a particular society. The current business 

environment creates a major problem for accounting education. The teaching method 

challenge is even more problematic in accounting education because of emerging 
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economies and changes in social systems. Although accounting educators are eager 

to adopt new teaching methods, the process of adoption has been slow. There is an 

increased likelihood that these obstacles could potentially affect the success of 

accountants‘ jobs: recognising and identifying the major issues for successful future 

accountants will undoubtedly enhance and facilitate ways of overcoming such 

obstacles. 

1.6 The Research Context  

This section aims to provide background information about the research context, 

which is Libya, and discusses briefly the approach of teaching and learning 

accounting. Section 1.6.1 presents an overview of Libya as a developing country. 

Section 1.6.2 describes the demographic information and economic growth of the 

country. Lastly, section 1.6.3 presents an overview of teaching and learning 

accounting in Libya. 

1.6.1 Overview of Libya 

Libya is a developing Arab state located in the north-central part of Africa. Libya is a 

significant geopolitical force in the heart of North Africa. It is bordered by the 

Mediterranean Sea to the north, Egypt and Sudan to the east, Tunisia and Algeria to 

the west, and Chad and Niger to the south. Islam is the state religion and about 97% 

of Libyans are Sunni Muslim. The country occupies an area of almost 1.8 million 

square kilometres with a population of approximately six million. Eighty percent of 

the country is desert. Arabic is the official language, with English and Italian used in 

trade (Ahmad & Gao 2004). The Libyan social environment is characterized by the 

extended family, clan, tribe, village, and Islamic religion. These play a major role in 

community life and people‘s relationships (Twati 2008). 
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The history of Libya is marked by its independence in 1951. During its long history 

this geological characteristic has exposed the country to foreign invasion, including 

that by the Ottoman Empire which controlled the area from 1750-1911. This was 

followed by Italian occupation from 1911-1945 and, subsequently, by British and 

French invasions. Libya obtained its independence on 24 December 1951 (Clarke 

1963). The first locally-constituted government was a monarchy, under King Idriss 

(1951-1969). Thereafter, it became the Republic of Libya or Socialist People‘s 

Libyan Arab Jamahiriya and stayed that way for four decades (Mahmud & Russell 

1999). After popular movements overturned the rulers of Tunisia and Egypt, its 

immediate neighbours to the west and east, Libya experienced a full-scale revolt 

beginning on 17 February 2011. On 27 February 2011, the National Transitional 

Council was established under the stewardship of Mustafa Abdul Jalil, Gaddafi's 

former justice minister, to administer the areas of Libya under rebel control. And the 

unrest continues unabated at this time in Libya. 

1.6.2 Demographic and economic information on Libya  

Until 1951, Libya‘s economy was marked by severe levels of poverty.  Prior to 1951, 

the country faced its severest levels of poverty, with dependence on foreign aid and 

foreign predominance. The Libyan economy changed after the discovery of oil and 

Libya saw its first export of oil and the reduction of its dependence on foreign aid in 

1961 (Clarke 1963). A decade later Libya became one of the world‘s most important 

oil exporting countries. It became the fourth largest producer in Organization of 

Petroleum Exporting Countries (OPEC) with approximately seven percent of the 

world‘s oil production (Heitmann 1969; Otman 2008).   

http://en.wikipedia.org/wiki/National_Transitional_Council
http://en.wikipedia.org/wiki/National_Transitional_Council
http://en.wikipedia.org/wiki/Mustafa_Abdul_Jalil
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Libya is owner to the largest oil reserves in Africa and main supplier to Europe. 

Libya holds 3.34% of the world‘s reserves. About 95% of Libyan exports go to 

Europe. Libyan crude oil is valued for its geographic proximity to Western countries. 

A significant geological feature of Libya is its onshore oil fields near to the coast and 

close to Europe. The natural flow of oil towards the sea has helped Libya to produce 

oil relatively cheaply compared to its competitors. The importance of its location 

makes Libya a major oil producer and one of Europe‘s biggest North African 

suppliers (John 2007). Its location between the developed economies in the West and 

growing economies of North Africa has enabled it to reduce transport costs, thus 

increasing the significance of its supplies to the oil market (Yahia 2008). Libya has 

one of the largest oil reserves in North Africa and is one of the major suppliers to 

Europe. 

The Libyan economy is dependent on oil as the main source of wealth. Libya joined 

the OPEC in 1962 and its economy is heavily reliant on oil revenue (John 2007; 

Otman 2008; Yahia & Saleh 2008). Oil revenue represents more than 95 percent of 

Libyan export income, contributing 60 percent to the annual GDP for the period 

from 1963 to 2006 (Yahia 2008). While the economy largely depends on oil as its 

main source of wealth, the country has allocated a large amount of money to 

establishing industrial companies in non-oil sectors over the last decades. On the 

other hand, the country still faced difficulty in being able to produce enough capital 

goods and consumer goods to achieve ‗self sufficiency‘ and ‗self-reliance‘(Ahmad & 

Gao 2004).  

Despite the discovery of oil reserves, beneficial effects were slow to develop due to a 

lack of production and exports. This was primarily caused by a shortage of capital 

and expertise in the management and accounting fields. The latter was caused, in 
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part, by academic underdevelopment in the country (Clarke 1963). There were just 

16 students who graduated from universities in 1949, and no citizen in the country 

had a PhD (Abouzied 2005).The industrial sector was undeveloped and there was a 

lack of capital and skills to manage it. Likewise, Libya did not have adequate capital 

to exploit its oil. This lack of capital hindered development and, thus, foreign 

companies were encouraged to invest in Libya. 

In the 1950s the Libyan Government followed an open door policy. The Libyan 

Petroleum Law of 1955 No.25 was the first law to establish a framework for 

comprehensive oil legislation (Otman 2008). The petroleum law was tolerant and 

generous in order to attract international oil companies to invest in the oil industry 

and conduct further exploration. This was followed by fast development of upstream 

activities in the Libyan oil sector (Otman 2008). At that time, obvious success of the 

policy stimulated the Libyan Government to pay out significant amounts of money.   

Libya attracts foreign investment from a diverse range of countries for exploration, 

production, transportation and refining of oil. The Libyan oil industry has 

exploration and production sharing agreements with companies from countries such 

as Italy, the United States of America, the United Kingdom, Canada, Australia, 

Japan, China, Brazil, France, Germany and Spain. Companies were attracted by the 

relative political stability of Libya and by the concessionary agreements whereby oil 

companies paid the Libyan Government an initial fixed payment to obtain 

concessions. The Government took a share of 50 percent of net income based on 

prices determined mainly by oil companies. Consequently, the discovery and 

exploitation of oil in Libya was accomplished mostly by foreign interests that 

brought investments and technological skills, and the oil produced went to foreign 

markets (Heitmann 1969). Moreover, the agreement allowed companies the privilege 
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of awarding price discounts to their customers. Oil companies were also allowed a 

25 per cent reduction allowance (Mahmud & Russell 2002). In 1961 amendments to 

the agreement occurred, thus, the 50-50 split was based on the posted price (Clarke 

1963).  

Libyan economy suffered for a long period from the UN sanctions United Nations 

Security Council ( 2003). Yahia and Saleh (2008) conclude that these sanctions 

resulted in negative effects on non-Libyan workers in the oil industry who were 

replaced by local workers. That meant skilled non-Libyan workers were retrenched 

and multinational companies suffered from this loss of non-Libyan workers. 

Production and exploration were also affected. At the time of the sanctions, 

production of oil was approximately 1.723 million barrels per day, compared to three 

million barrels per day in the early 1970s (Otman 2008). The UN sanctions severely 

affected the Libyan economy.  

In 2003 when the Security Council lifted sanctions the Libyan economy recovered 

rapidly. Libya abandoned its program to develop weapons of mass destruction in 

return for increased detente. Consequently, the lifting of the sanctions helped to 

improve the Libyan economy (Otman 2008). As Libya‘s political isolation ended 

and it re-joined the international community, it reintegrated into the global economy 

and adopted a free market economy (Yahia & Saleh 2008). These developments 

increased opportunities for international trade to benefit the economy. In 2004 

LNOC (an association), introduced a further incentive to increase international 

companies‘ confidence in the Libyan oil sector (Otman 2008). Therefore, American 

international companies returned to their original concessions and obtained eleven 

licences covering 98,673 km
2
 across fifteen areas. This represented about 78.3% of 

the total area offered. Those companies are Occidental, which now has 36.75% of 
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the area in its participation agreement with LNOC, and ConocoPhillips, Marathon 

and Amerada Hess which all hold 40.83% interests in Waha Oil Company (Otman 

2008). Overall, the Libyan economy improved after the Security Council lifted 

sanctions. 

The conflict in 2011 between rebels and Muammar Gaddafi has had a severe impact 

on the Libyan economy which has suffered serious short-term damage. The war shut 

down production, and Libyan‘s oil production stopped for a little while. Libya‘s 

economy contracted more than 50 percent in 2011 after eight months of fighting that 

paralysed its oil industry. Libya, a nation that once produced about 1.7 million 

barrels per day of crude, is now pumping out a trickle of that volume. Oil production 

came back to about 700,000 barrels per day. In August 2011, Libya had used up 

about 62 percent of its oil reserves and urgently needs to find alternative sources of 

income to rebuild its war-torn economy. Successful transitions require international 

assistance. The new government has improved its relations with the west, offering 

significant opportunity to attract foreign investment.  

It is abundantly clear that Libya changed after the revolution and increased foreign 

investment. These changes can be seen in its lifestyles, economic systems, societal 

structures, education systems, and management practices. The investment of foreign 

companies in this important sector of the Libyan economy has a direct impact on 

accounting education as accounting education prepares employees for employment. 

The impact of accounting education within this important sector of the Libyan 

economy is of significant interest, especially in view of the scarcity of research in 

this regard. 
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1.6.3 Overview of teaching and learning accounting in Libya  

Libyan education 

The Libyan government has developed its education system at a great rate. All 

Libyans were guaranteed the right to education at all levels. A general education 

system from primary level to university level was established (Ahmad & Gao 2004). 

Around 150.000 primary and secondary schools were established all over the country 

with 1.7 million students. The first nine years of education are compulsory, and free 

to every child in Libya. It is known as basic education, and children enrol at the age 

of 6. It consists of six years of primary school and three years of secondary school. 

Currently, the secondary education level consists of six branches or specializations: 

life sciences, engineering, basic sciences, economy, social sciences and languages 

(Arabic, English, French, Hausa and Swahili) (Higher Education in Libya 2011).The 

literacy rate is the highest in North Africa; over 82% of the population can read and 

write. After students complete secondary education level, they are eligible to study in 

higher education institutions (universities). 

Libyan higer education 

Higer education was established in nine universities all over Libya and in 90 

faculties. The University of Libya was founded in Benghazi in 1955, with a branch 

in Tripoli. In 1973 the two campuses became the University of Benghazi and the 

University of Tripoli respectively, and in 1976 they were renamed Gar Yunis 

University and Al Fatah University respectively. After the revolution in 2011 they 

changed back to their original names: University of Benghazi and the University of 

Tripoli respectively. The law determines that the higher education sector comprises 

public and private universities. Over 340,000 students enrolled in all universities in 
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Libya in the academic year 2008/09—about 57 % of them female—and more than 

90% are enrolled in public universities. Higher Education in Libya (2011) stated that 

all students are eligible to study in higher education institutions (universities). 

Higher Education is completely financed by the government, except for private 

education. Master and postgraduate degree students pay a symbolic fee. Higher 

Education sends the best students to study aborad with full scholarships to obtain 

Masters and PhD degrees. Currently, more than 10,000 students are studying abroad 

in more than 30 countries (Higher Education in Libya 2011).  

The general goals of Libyan education and Libya education policy (2008) are: 

a) students are required to acquire the necessary basic knowledge according to the 

individual student‘s levels; b) develop students‘ thinking skills to solve problems, 

propose solutions, and take responsible decisions towards different issues; c) enable 

students to acquire and possess communication skills; d) enable students to develop 

capacities for collective action, and their ability to work in groups; e) enable students 

to be well-organised and develop their different abilities; and (f) help students to 

achieve a balance between theoretical knowledge and practical applications.  
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Libyan accounting education  

Throughout the 400 years that Libya was a colony of various powers there was little 

education provision.  When independence came in 1951, more than 90% of the 

population was illiterate; and very few Libyans had studied at university level or 

qualified as professional accountants (Ahmad & Gao 2004). Accounting education at 

university level commenced in 1957 with the establishment of the Accounting 

Department in the Faculty of Economics and Commerce at the University of Libya 

(now called University of Benghazi).  Before dealing with that it is useful to explain 

skills and competency requirements within the Libyan social, political and economic 

context. Since its inception in 1957, the Accounting Department in the Faculty of 

Economics and Commerce at University of Benghazi has been the most influential 

force in accounting education in Libya. During the period 1957–1981, the University 

of Benghazi was the only institution that offered accounting education at university 

level. The growing demand for accountants and accounting services in the 1980s 

increased the need to provide accounting education at the higher education level. As 

a result, other universities also began to offer accounting programmes. 

As a consequence of the increasing number of accounting departments and degree 

programmes in accounting, there was an acute shortage of academic accounting 

staff. Lecturers from various Arabic countries were recruited to teach at these 

institutions. In addition, these universities and higher institutes created part-time 

positions. It was very common that an accounting department had only one or two 

full-time lecturers and the remainder of the staff were working part-time from other 

universities or industry. In most cases, the founding lecturers of these newly-

established accounting departments came from the Accounting Department of 

University of Benghazi and, subsequently, six other newly-established departments 
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have more or less the same accounting programmes and delivery systems as the 

University of Benghazi—even textbooks are a carbon-copy of those used at 

University of Benghazi (Ahmad & Gao 2004).  

Accounting education has received considerable attention, and the provision of 

accounting education has largely expanded since the 1980s. Management training 

and development programmes have been established to achieve more independence 

and self-sufficiency of the national economy under the Development Plans of 1980 

(Ahmad & Gao 2004). Indeed, the recent economic expansion has resulted in a 

growing demand for both qualified accountants and reliable accounting information.  

Although circumstances in Libya differ from the West, the above fundamental 

principles and standards can be applied. The functions of accounting are increasingly 

similar to those in Western economies following the recent growth of the private 

sector, the changing business environment and the increasing influence of 

globalization (Ahmad & Gao 2004). The complexity of the economy (because of the 

expansion of the non-oil sectors) means that accounting is increasingly recognized as 

an important part of management, and a control function that can be used to manage 

the economy more effectively.  

The old accounting education curriculum of 1957–1976 was greatly influenced by 

the British education system, as Libya was administered by Britain during the period 

1943–1952, and many University of Benghazi accounting faculty members were 

educated in the UK before they came to Libya to teach. 

A bachelor degree programme was offered over a period of four years. The academic 

year in some faculties of economics and commerce follow the semester system (16 

weeks) and others follow the whole academic year system which is a nine-month 
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year (Higher Education in Libya 2011). In the first two years, which were common 

years for all three departments in the University‘s Faculty of Economics and 

Commerce, students were required to obtain general background knowledge of 

accounting and related disciplines such as economics, management and statistics. In 

the final two years, students focused on a specialist area in one of the departments. 

Problems and challenges in Libya’s accounting education system 

Accounting education literature and accounting international organizations 

emphasize teaching professional accounting competencies to accounting students. 

IFAC (1996) and the Australian Learning and Teaching Council (2010) stress that a 

programme of accounting education and experience must emphasize a set of 

knowledge, skills and professional values broad enough to enable adaptation to 

change accountants. Accounting graduates who become qualified professional 

accountants should be characterized by striving constantly to learn and apply what is 

new. Professional accounting competencies are characterized by developing skills 

and strategies that help one learn more effectively and using these effective learning 

strategies to continue to learn throughout one‘s lifetime (Jackling 2005; Jackling & 

McDowall 2008; Jackling & Watty 2010; Kavanagh & Drennan 2007).  

A significant problem with Libyan accounting education is that the curricula and 

teaching methods do not offer the base skills suggested by accounting education 

literature and the Australian Learning and Teaching Council (2010).  It is clear from 

the previous discussion that the Libyan accounting education system is strongly 

influenced by other foreign systems. It was brought mainly from Britain and North 

America during the latter years of the colonial period and via the UN after 

independence. However, the accounting profession and accounting educators have 
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overlooked this important element of developing students‘ ability to adapt to change. 

Moreover, there is no evidence in the curricula of sufficient attention being given to 

general skills and professional values as defined by IFAC (1996), accounting 

education literature and the Australian Learning and Teaching Council (2010). The 

traditional approach to teaching accounting in Libyan accounting education is still 

dominant, with the emphasis on the transfer of knowledge.  Learning is defined and 

measured strictly in terms of knowledge of principles, standards, concepts, facts and 

procedures at a point in time (Ahmad & Gao 2004) and these other elements outlined 

above have largely been ignored in the design of the accounting curricula (Ahmad & 

Gao 2004). 

1.7 Research Contributions 

This study is undertaken with the expectation that it will produce numerous 

contributions. Firstly, Kavanagh and Drennan (2007) point out that choice of 

teaching method is recognised as a major contributor to producing accounting 

graduates in the business environment, and how students acquire their necessary 

professional accounting competencies in classrooms. In general, there has been 

relatively little research undertaken on teaching and learning accounting. This study, 

therefore, contributes to and extends theoretical knowledge by advancing the 

understanding of the teaching and learning process in the context of accounting 

education, particularly to fill the gap in the accounting education literature relating to 

successful accounting education studies.  

Secondly, key issues in accounting education studies have been conducted for many 

years in many countries and regions (see chapter two). However, research on 

accounting education in developing countries remains scarce (Al-Twaijry 2010).  
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Therefore, this research study makes further contributions by clearly identifying, 

investigating and prioritising recommendations for successful teaching and learning 

processes from the stakeholders‘ point of view in Libya accounting education, how 

the implementation of the cooperative learning method (see section 2.3) promotes 

the success of teaching and learning accounting process, and its effect on 

empowerment and the development of professional accounting competencies. 

Identifying the cooperative learning method has high relevancy in the teaching and 

learning process as a whole, from assessment and selection to development. 

Thirdly, in previous literature there are studies and research on teaching and learning 

applying constructivism and Social interdependence theory (see chapter two) and 

considerable research has been conducted in constructivism in promoting teaching 

and learning (for example, Baviskar, Hartle & Whitney 2009; Fosnot 1989; Ji-Ping 

& Collis 1996; Joyce, Weil & Calhoun 2009; Mayer 2004; Mostyn 2012). Johnson 

and Johnson (2005) found that Social interdependence theory is one of the most 

critical theories to be applied in the education research field. However, there is no 

evidence of any specific study in the literature applying constructivism and Social 

interdependence theory and its effect on students‘ perceptions of empowerment in 

accounting courses (Johnson & Johnson 2005, 2007; Mostyn 2012). Consequently, 

this study explores the application of Social interdependence Theory and its effect on 

students‘ perceptions of empowerment to fill this gap in the literature.  

As an important methodological contribution, this study applies cooperative learning 

method and its effect of students‘ perceptions of empowerment and development of 

professional accounting competencies towards understanding the teaching and 

learning process. To the best of the researcher‘s knowledge, the effect of students‘ 

perceptions of empowerment has not been investigated in previous accounting 
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education studies; such perceptions, if applied appropriately, could allow upcoming 

researchers to uncover some of the embedded issues related to the teaching and 

learning accounting process from the perception of stakeholders (students).  

1.8 Research Methodology  

A research methodology is an essential element of any research and is an operational 

plan created from the research design. The research methodology brings a more 

detailed description of the approach taken in the research. It includes the 

characteristics of data, data collection instruments and the data collection process 

(Gable 1994). 

Having defined the research problem, presented the motivations for the study, 

outlined the research context and the research contributions, the research 

methodology is now presented. The research methodology in this study can be 

described as a descriptive, explanatory, and comparative approach through the 

interaction with study participants. Therefore, this research seeks to determine if 

using the cooperative learning method in the accounting classroom promotes 

students‘ perceptions of empowerment and develops students‘ professional 

accounting competencies based on students‘ perceptions and written exams 

compared with the traditional method of teaching. To determine these variables the 

researcher implemented the Learner Empowerment Scale to measure empowerment 

and its dimensions: impact, meaningfulness and competence of students, and 

professional accounting competencies scales together with pre and post written 

exams and reflections toward those methods in accounting classes. Researchers have 

applied and used the Learner Empowerment Scale to a wide range of fields and 

situations including the health care industry, communication studies, education and 
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business (Frymier, Shulman & Houser 1996; Houser & Frymier 2009; Mailloux 

2006).  

1.9 Classification of Research Design 

A variety of research approaches have been recommended for classification of 

research use in the area of accounting education studies. These research approaches 

can be classified as: (1) scientific research approaches (descriptive research 

approaches) and (2) interpretive research approaches, including experiments, 

surveys, pre and post written exam, and reflections. This study is experimental and 

comparative research; and it applies control groups and experiment groups. 

1.10 Limitation of Scope 

Three limitations have been recognised in this research. The first limitation concerns 

the nature of the research. As stated in the research problem, the purpose of this 

research is to identify teaching methods which could provide students with 

professional accounting competencies, investigate its effect on students‘ perceptions 

of empowerment, and prioritise recommendations for successful accounting teaching 

and learning processes. Thus, this research is conducted in the field of accounting 

education and it focuses on the effect of the cooperative learning method on 

students‘ perceptions of empowerment in accounting classes, rather than teaching 

method applications.  

The second limitation relates to the selection of key stakeholders, that is, students in 

accounting classes. Initial discussions with stakeholders have proposed that the 

research focus is on students as the major stockholder group as they are recognised 
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as active, knowledgeable, and dynamic groups who can evaluate the effect of 

empowerment using different teaching methods.  

The final limitation is related to the context of the research. The research was 

undertaken in Libya. Given the specific political, social, cultural, economic, and 

technological context of Libya, the overall success of this teaching and learning 

process may be of interest to other similar countries. 

1.11 Ethical Considerations  

Consideration and protection of participants involved in studies is an axiom and a 

necessary step in undertaking research. An ethical clearance protects participants 

from any harm or adverse consequences of surveying them in terms of any ethical 

issues associated with the conduct of the research (Creswell 2009). These procedures 

protect the integrity of both participants and researchers. In this regard, the 

University of Southern Queensland‘s (USQ) policies and regulations require students 

who are conducting research to apply for ethical clearance prior to conducting their 

survey. Since this study deals with students, ethical clearance from USQ was 

obtained prior to conducting the study. Endorsement from Human Research Ethics 

Committee was granted under number H10REA262.1 from 01 March 2011 to end of 

December 2012 (see appendix G). The researcher took steps to ensure the study did 

not jeopardise participants‘ integrity, dignity, or privacy. Written consent from 

students was sought before commencing the study. The survey, and the pre and post 

written exams were re-identifiable. Confidentiality of participants was ensured and 

no concerns were received during the project. 
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1.12 The Thesis Structure   

This thesis consists of seven chapters, which are outlined and summarised briefly in 

this section. The structure of the thesis is organised as follows:  

Chapter Two – Literature Review  

This chapter provides a review and critique of relevant prior research from the 

literature, and provides a summary of current state of teaching methods. The topic 

areas discussed in the literature review include teaching method criteria, teaching 

methods and related learning theories and application of teaching method criteria, 

and teaching and learning theories. This chapter also puts forward the theoretical 

framework and research question.  

Chapter Three – Research Methodology and Design  

This chapter describes the research methodology applied in the Learner 

Empowerment Scale, pre and post written exams, interviews and reflections of the 

study. The chapter begins with an overview of the Learner Empowerment Scale, pre 

and post written exams, interviews and reflections in terms of its background, its 

advantages, and intrinsic issues, and the selection of these methods. The chapter then 

details the research design and outlines the data collection process, including the 

procedure for selecting classes to be examined. The chapter concludes with a 

discussion of the interpretation of findings. 

Chapter Four – Findings from quantitative data analysis 

This chapter describes descriptive statistics used to evaluate the difference between 

the independent variables (teaching methods), and dependent variables (impact, 

meaningfulness, and competence), (pre and post written exams) and (professional 
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accounting competencies) analysed using SPSS software. Outcomes associated with 

t-testing for the difference of the means of the different groups on students‘ 

perceptions of empowerment, pre, and post written exams and professional 

accounting competencies are also presented in this chapter. 

Chapter Five – Findings from qualitative data analysis 

This chapter presents the interpretation of findings derived from the qualitative data, 

including observation of the classes and interviews with the students.  

Chapter Six: Discussion  

This chapter juxtaposes the results of the analysis and discusses the findings. It 

outlines and discusses the major findings of the study and also discusses 

methodological considerations. 

Chapter Seven: Conclusions and Implications 

This chapter summarises the research findings in terms of the main study findings 

relating to the application of cooperative learning method and its effect on students‘ 

perceptions of empowerment and professional accounting competencies. This 

chapter also outlines implications for theory and methodological practice and 

provides recommendations for future research into this topic.     

1.13 Conclusion  

Chapter 1 has laid the foundation for this dissertation. In this chapter the background 

of the research was described, the research problem formulated, and research 

objectives and motivations highlighted. Subsequently, the research context of the 

study was provided, and research contributions were defined. This was followed by a 
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description of the research methodology, classification of research design, and 

limitation of scope of the research. Next, ethical considerations for the research were 

addressed and, finally, an outline of the forthcoming chapters of the thesis was 

provided.  
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CHAPTER TWO: LITERATURE REVIEW 

2.1 Introduction 

A review of prior relevant literature is an essential feature of any research study. The 

aim of this chapter is to review the relevant literature; and explore the emerging 

fields and foci on related areas for research development in choosing an appropriate 

teaching method to teach future accountants, and outline the research methodology.  

The literature review achieves several functions: 

1.  It links the current study to the significant ongoing dialogue in the 

literature about the field under study. 

2. It summarises the results of other studies that are related to the current 

research. 

3. It shows similarities and differences in previous research. 

4. It provides the foundation for the development of the present study and 

the best methodology for addressing the research problem. 

5.  It serves as a source of explanation to support the steps of data 

collection, data analysis, and composition of the final findings.      

Thus, section 2.2 reviews the literature on the choice of an appropriate teaching 

method for future accounting education. It presents the definition of teaching 

method criteria, which are professional accounting competencies as a process to 

produce accountants, teaching methods, and related learning theories, and offers 

information about constructivism theory and Social interdependence theory. Section 
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2.3 discusses cooperative learning method. Section 2.4 offers the theoretical 

framework. Finally, section 2.5 provides a conclusion for this chapter. Figure 2.1 

provides a visual structure of this chapter.  

 

 

Figure 2.1: Visual structure of chapter 2 
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2.2 Choosing an Appropriate Method to Teach Future Accountants 

The first step in choosing an appropriate teaching method for accounting education 

is to categorize and describe the criteria for choosing the teaching method and the 

potential teaching method options. 

2.2.1 Teaching method criteria  

The Australian Learning and Teaching Council through the Learning and Teaching 

Academic Standards Project has provided a thorough set of criteria for determining 

what is necessary to be taught in accounting education. The statement prescribes 

threshold-learning outcomes that all providers of Bachelor and coursework Master 

degree programs in accounting are expected to meet. These criteria meet 

international academic standards for accounting. In a report published recently by 

the Australian Learning and Teaching Council and Learning and Teaching 

Academic Standards Project (2010) it identified the knowledge and skills required 

by accounting graduates in a changing business environment.  These requirements 

include knowledge, judgement, application skills, communication, teamwork, and 

self- management. The Australian Learning and Teaching Council (2010) report also 

states that the threshold learning outcomes for Bachelor graduates in accounting 

from all Australian tertiary providers should be able to demonstrate the following:  

Knowledge 

Integrate theoretical and technical accounting knowledge that includes a selection of 

auditing and assurance, finance, economics, quantitative methods, information 

system, commercial law, corporation law, and taxation law. 
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Judgement 

Exercise judgement under supervision to solve routine accounting problems in a 

straightforward context using social, ethical, economic, regulatory, and global 

perspectives. 

Application skills 

Critically apply theoretical and technical accounting knowledge and skills to solve 

routine accounting problems.  

Communication and teamwork 

Justify and communicate accounting advice and ideas in a straightforward 

collaborative context.   

Self- management 

Reflect on performance feedback to identify action learning opportunities and self-

improvement. 

The objectives outlined in the Australian Learning and Teaching Council policy 

document on accounting education are consistent with the requirements of 

accounting education literature and Libyan education policy. The Australian 

Learning and Teaching Council, accounting education literature and Libyan 

education policy all require students: a) to acquire the necessary basic knowledge 

according to the individual student‘s level (knowledge); b) develop students‘ 

thinking skills to solve problems, propose solutions, and take responsible decisions 

towards different issues (judgement); c) enable students to acquire and possess 

communication skills; d) enable students to develop capacities for collective action, 
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and to work in teams (communication and teamwork); and e) enable students to be 

well organised and develop their individual abilities (self-management). In addition, 

help students achieve a balance between theoretical knowledge and practical 

applications (application skills). Therefore, the criteria for choosing a teaching 

method emerged from the Australian policy on Learning and Teaching Academic 

Standards Project (2010), the accounting education literature and Libyan education 

policy on the development of education (National Report of Libya (2008) and are 

used to evaluate possible teaching models to teach accounting. 

Critical to this is an understanding of the appropriate teaching methods and related 

learning theories discussed in the next section.  

2.2.2 Teaching methods and related learning theories  

The second step in choosing an appropriate teaching method for accounting 

education is to categorize and describe the potential options in teaching methods. All 

teaching methods are based on models of teaching. Many of these models vary in 

precision, theoretical orientation and critical components. Joyce, Weil and Calhoun 

(2009, 2011) reviewed a large number of teaching models and categorised these 

teaching models into four families. They discuss the characteristics of their 

underlying learning theories, examine the research that has tested them, and 

illustrated their uses. These four families of teaching models are described as 

information processing family, behavioural family, personal family, and social 

family. The aim of this research is not to review all those families of teaching 

models. Rather, each of these families is examined in relation to the criteria listed 

above, and an appropriate teaching method was chosen to compare with the 

traditional teaching method in Libyan business institutions. 
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The information processing family and its related learning theory views students as 

receptacles of memorised information that needs to be organised. The models in the 

information processing family focus on the way learners handle information. The 

information processing family emphasises ways of enhancing a student‘s innate 

drive to make sense of the world by acquiring and organizing data. The most typical 

instructional methods suggested by the information processing metaphor are 

lecturing and presenting textbooks. The role of the instructor in the information 

processing system is one of a dispenser of information and students are the 

recipients (Mayer 1996). The information processing family model has its roots in 

information processing theory. Information processing theory focuses on how 

people respond to environmental events, encode information to be learned, and 

relate the information to knowledge and memory (Schunk 1996). The main criticism 

of information processing theory is that it takes a mechanistic view of the mind and 

objectifies the student as an unimaginative, passive object. Information processing 

theory ignores emotional, affective and motivational aspects; and social, cultural and 

epistemological aspects (Mayer 1996).  

In the behavioural family and behavioural theory, students learn passively when the 

instructor reinforces positive behavioural responses. Teaching based on the 

behavioural family relies on exercises that provide consistent repetition necessary 

for effective reinforcement of response patterns (Reid 2005). In behavioural families 

the material is presented to the students as individuals (Joyce, Weil & Calhoun 

2009, 2011); and students learn passively through instructor–centred approaches 

which are described as direct teaching and appear to play a limited but important 

role in a comprehensive education programme (Joyce, Weil & Calhoun 2009, 2011). 

The most typical instructional methods suggested by the behavioural models are 
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drilling and practise of basic skills. Behavioural theory assumes that learning takes 

place as a result of a response that follows a specific stimulus. The role of the 

instructor in behavioural theory is a dispenser of rewards and punishments (Mayer 

1996). Therefore, in behavioural models students do not engage actively in learning. 

Banet and Ayuso (2003) stated that the theory of constructivism rejects behavioural 

models because behavioural models assume students are passive receptors. 

The traditional teaching method fits both the information processing and behavioural 

families. Both the information processing family and behavioural family focus on 

the instructor‘s delivery and the students‘ capacity to memorize. Since such a 

teaching method focuses merely on delivery and students‘ memorization, it misses 

out the opportunities to teach students the necessary skills required for future 

accountants. Also, some of the researchers consider the traiditonal teacxing method 

as a less desirable approach in teaching accounting (Badri 2007; Booth, Luckett & 

Mladenovic 1999; Holcomb & Michaelsen 1996; Jackling & McDowall 2008).  

The personal family of teaching models focuses on the development of the 

integrated feeling and thinking self. The personal family of teaching models shapes 

the environment around the capacity for self-education and the need to develop self-

awareness and understanding (Joyce, Weil & Calhoun 2009, 2011). In the personal 

family an individual constructs and organises his or her reality (Ji-Ping & Collis 

1996). The instructor respects the students‘ ability to identify their own problems 

and formulate solutions (Joyce, Weil & Calhoun 2009, 2011). Students only focus 

on their self-interest, are responsible for their own destinies and personal success, 

and ignore as irrelevant the successes and failures of others (Johnson, Johnson & 

Smith 2007; Joyce, Weil & Calhoun 2009, 2011). The most important criticism of 
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teaching using the personal family is that it hampers the teaching of interpersonal 

skills by focusing on the individual.  

Since the personal family has some epistemological links to the social family, the 

learning theories related to these two families will be followed. Aspects of the social 

family of models are outlined in the following section. 

The social family of teaching models is oriented toward developing social 

interaction among students to promote academic learning. The models of teaching 

under social family are called cooperative learning method. Most advocates of social 

family models believe that the central role of education is to prepare citizens to 

generate integrative democratic behaviour, both to enhance individual and social life 

and to ensure a productive democratic social order (Joyce, Weil & Calhoun 2009, 

2011). The social family of teaching models is oriented toward developing social 

relations between students and their culture and drawing upon social sources (Ji-

Ping & Collis 1996). In other words, the social family of teaching models merge 

learning and society together. The social models of teaching are constructed to take 

advantage of phenomena by building learning communities. When students engage 

in dialogue with their peers, they internalise the language of interactions and use this 

language to organize their individual learning. In other words, when students work 

together and interact with their peers and instructors, they can explain and discuss 

each other‘s perspectives—which leads to a greater understanding (Johnson & 

Johnson 2002). In addition, working together builds and improves students‘ self-

esteem, social skills, and solidarity across academic learning goals (Johnson & 

Johnson 2005; Joyce, Weil & Calhoun 2009, 2011).  
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Table 2.1 provides a brief description of teaching models in the social family. These 

models are adapted from the Models of Teaching by Joyce, Weil & Calhoun (2009, 

2011).  

Table 2.1 Social Family Models 

Models Developer Purpose 

 

Partners in 

learning  

Positive 

interdependence 

David Johnson 

Roger Johnson 

Margarita Calderon 

Elizabeth Cohen 

Development of interdependent strategies of social interaction. 

Understanding of self-other relationships and emotions. 

Structured  

inquiry  

Robert Slavin 

 (Aronons) 

 

Academic inquiry and social and personal development. 

Cooperative strategies for approaching academic study. 

Group 

investigation  

John Dewey 

Herbert Thelen 

(Shlomo Sharan) 

(Bruce Joyce) 

Development of skills for participation in democratic process. 

Simultaneously emphasises social development, academic skills, 

and personal understanding. 

Role-playing  Fannie Shaftel Study of values and role in social interaction. Personal 

understanding of values and behaviour 

Jurisprudential 

inquiry 

Donald Oliver 

James Shaver 

Analysis of policy issues through a Jurisprudential framework. 

Collection of data, analysis of value questions and positions, 

study of personal beliefs. 

The following section reviews the principles of constructivist thoughts. 

 

Constructivism theory  

Constructivism is an educational theory which emphasizes pure discovery learning, 

and its cornerstones include the works of Piaget (1954) and Vygotsky (Cole et al. 

1978). The basic premise of constructivism is that knowledge is not transmitted 

directly from one to another; however, learners individually or collaboratively 

construct the knowledge and make sense of presented material (Baviskar, Hartle & 

Whitney 2009; Fosnot 1989; Ji-Ping & Collis 1996; Joyce, Weil & Calhoun 2009; 

Mayer 2004; Mostyn 2012). Essentially, psychological constructivism is based on 

the idea that knowledge is constructed and made meaningful through an individual‘s 

interactions with the environment (Biggs 1993; Westwood 2008) and developing the 

knowledge based on personal experiences, ideas, and learners‘ deep understanding 

of knowledge (Baviskar, Hartle & Whitney 2009; Nie & Lau 2010). Constructivism 

requires learners to be active in the learning environment, able to understand the 
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content of study and enjoy learning, and learn to think in an efficient way. Based on 

the studies of Piaget, constructivism is all about creativity and knowledge (Huang, 

Rauch & Liaw 2010). Consequently, in turn, to move toward successful learning, the 

constructivist educational environment is transferring from educator-driven to 

learner-driven, that is from passive to active learning. 

Constructivism is a student-centred learning theory. Constructivism is a learning 

theory that is student-centred since the emphasis is on students as active learners 

(Gijbels & Loyens 2009). Based on constructivism, Sapon-Shevin and 

Schniedewind (1991) asserted that students must be given opportunities to construct 

knowledge themselves so that they can develop a sophisticated appreciation of the 

nature and limitations of knowledge and understand the extent to which knowledge 

is a social construction that reflects the social, political and cultural context in which 

it is formulated (Sapon-Shevin & Schniedewind 1991). Also, Gomleksiz (2007) 

suggested that the learning environment should be designed in a learner-centred 

style to ensure all students have an opportunity to contribute to their learning.   

Active learning allows learners to be highly creative and explore new knowledge 

through existing knowledge. Active learning refers to a mental representation of a 

learner to realize her/his own mental processing (Zhenlin 2009). In active learning, 

the key point is the ability to combine ideas and concepts from prior knowledge 

(Sajadi & Khan 2011). The educational setting from the constructivism perspective 

concentrates on the need for learner-driven learning, which means learners are 

actively involved in the learning process to assimilate new information into their 

existing knowledge structure (Baviskar, Hartle & Whitney 2009; Fosnot 1989; 

Huang, Rauch & Liaw 2010). In this regard, the educator provides the learning 

environment for learners. Therefore, the role of educator is to facilitate an 



Wahida Zraa  Chapter Two  

53 

appropriate environment, while the learner‘s role is to construct knowledge through 

interactions with the environment. Constructivist learners need to develop their 

awareness and autonomy. This means learners should feel responsible for their 

learning. 

In constructivism theory, learning is a process through which learners discover 

concepts, facts, and principles by themselves to achieve successful learning 

outcomes. Accounting students should learn in such an environment to acquire 

professional accounting competencies needed for their future career. However, 

accounting education did not escape the widespread influence of constructivism and 

resulting pedagogy. There is no accounting research demonstrating that this method 

makes learning more effective than other methods (Mostyn 2012). Including 

constructivism in this study is one of the research contributions. 

The next section reviews the principles of Social interdependence theory. 

Social interdependence theory 

Social interdependence theory has been widely applied in education and business, 

and was formalised in the 1940s by Morton Deutsch (Johnson & Johnson 2005). 

Deutsch recognized three types of Social interdependence: positive, negative, and an 

absence of Social interdependence. The basic premise of Social interdependence 

theory under Deutsch's view is that the type of interdependence within a situation is 

determined by an individual‘s interactions, which subsequently determines 

outcomes (Johnson & Johnson 2005). The idea of interdependence among group 

members has influenced most of those investigating questions centred on 

cooperative learning method, most notably Johnson and Johnson (2005). They 

believe that learning occurs when the goals of individuals are affected by each 
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other‘s actions. Moreover, individuals are open to the influence of others and are 

willing to exert influence on their collaborators. Social interdependence exists when 

individuals share similar purposes for a task; success is also shared and relies on 

others' actions (Johnson & Johnson 2005). Social interdependence theory assumes 

all participants have equal power. The theory was not constructed for situations in 

which there are power differences (Johnson & Johnson 2005). 

The cooperative learning method is a teaching method based on the constructivism 

and Social interdependence theory where students work in small groups to help one 

another. Social interdependence theory provides a foundation for the cooperative 

learning method (Johnson & Johnson 2007). Much of the cooperative learning 

method is built on Vygotsky‘s work (Huang, Rauch & Liaw 2010). If the 

cooperative learning method is organized and gives consideration to constructivism, 

students‘ achievement and social skills will improve (Acar & Tarhan 2007). 

Collectively, constructivism and Social interdependence theory promote teaching 

and learning in accounting and is part of the personal and social family. In 

constructivism, the focus is on the individual constructing knowledge through 

cognitive processes of analysing and interpreting experiences (Baviskar, Hartle & 

Whitney 2009). The similarity between constructivism and personal family is their 

focus on constructing knowledge by individuals. In Social interdependence theory, 

however, knowledge is not solely constructed within the mind of the individual; 

rather, it is the interactions within a social context that involve learners sharing and 

constructing their ideas and beliefs (Johnson & Johnson 2005).  

Social interdependence theory is part of the social family and focuses on the social 

interactions among students as a primary source of knowledge that cannot be gained 

in isolation from other students. The most typical instructional methods suggested 
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by constructivism (Mayer 1996, 2004) and social interdependence theory (Johnson 

& Johnson 2005, 2007) are discussion, guided discovery, and supervised 

participation in academic tasks. The instructor‘s role ranges from observer to a 

facilitator. The instructor is providing students opportunities to promote each other‘s 

success and produce the necessary interaction among students required for mutual 

success, directing and helping students to achieve group objectives (Rassuli 2011; 

Summers & Svinicki 2007). The instructor monitors students‘ interactions. 

Cooperatively, constructivism and social interdependence theory focus on 

constructing knowledge by individuals and together this promotes teaching and 

learning of accounting. In other words, constructivism and social interdependence 

theory helps students to reassess their understanding of the world and to construct 

new conceptions that fit better with the feedback they are receiving (Gillies & 

Ashman 2003). Cooperative work rarely replaces instructor instruction but, rather, 

replaces individual lectures and drill work. Learning needs to be perceived as 

something a learner does, not something that is done to a learner (Johnson, Johnson 

& Holubec 1993).   

As has been indicated, the social family of teaching combines a belief about learning 

and society that promotes constructivism and Social interdependence. A key benefit 

of social family models is that cooperative interactions in classrooms are beneficial 

for students socially, as well as intellectually (Joyce, Weil & Calhoun 2009). The 

main purpose of accounting education in any country is to produce responsible 

accountants for the digital age. The combination of these beliefs has resulted in the 

development of many student-centred teaching models based on the principles of 

constructivism and social interdependence theories, including the many cooperative 

learning method in which students work together in small groups to help each other 
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and develop greater skills (Johnson & Johnson 2002, 2005; Joyce, Weil & Calhoun 

2009, 2011).  

2.2.3 The application of the professional accounting competencies criteria to the 

various theoretical families and learning theory  

Constructivism and social interdependence theories meet the criteria provided for 

choosing a teaching method; nevertheless, information processing and behavioural 

theories did not. The teaching methods under information processing and 

behavioural families, including the traditional teaching method, do not meet all the 

desired criteria need to teach accounting. The information processing and behaviour 

families can teach students technical accounting competencies; however, they do not 

do a good job of teaching students the full range of professional accounting 

competencies. By memorising and staying passive in the classroom, students will 

not develop their knowledge, judgement, application skills, communication, 

teamwork and self-management. The information processing family and the 

behavioural family are not appropriate choices to teach accounting. Constructivism 

and Social interdependence theories include cooperative learning method more 

appropriate to teach future accountants.   

A number of studies have found that the cooperative learning method, compared to 

the traditional teaching method, can improve knowledge, judgement, application 

skills, communication teamwork, and self- management. For example, Goudas and 

Magotsiou (2009) found the cooperative learning method in physical education 

programs have developed students‘ social skills and attitudes. Johnson and Johnson 

(2005) reviewed over 750 research studies in a variety of cultures on the relative 

merits of cooperative, competitive, and individualistic learning. They found the 
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cooperative learning method tends to promote critical thinking, interpersonal 

relationships, and higher achievement than competitive and individualistic learning.  

Also, Zain (2009) found cooperative learning groups in economic studies have a 

more positive attitude towards the subject, communication skills and social skills 

compared with traditional teaching method.  

Furthermore, accounting education literature states that cooperative learning method 

helps to develop students‘ professional accounting competencies. For example, 

studies have reported that the cooperative learning method help students to improve 

their communication, self-management, decision-making, problem solving, 

motivation, and interpersonal skills—benefits not offered by the traditional method 

(Caldwell, Weishar & Glezen 1996; Greenstein & Hall 1996; Sawyer, Tomlinson & 

Maples 2000). Miglietti (2002) suggested the importance of using small groups in 

introductory accounting courses. He concluded that group learning could foster 

critical thinking skills, improve interpersonal skills, and increase active participation 

in learning; and students experience greater empowerment and enhance their 

achievements.  

Recently, many researchers have established that the cooperative learning method 

facilitates developing students‘ professional accounting competencies. For example, 

Caldwell, Weishar and Gleze (1996) examined attitudes toward accounting by 

students enrolled in either financial or managerial accounting and found positive 

perceptions of accounting from cooperative learning activity than from a lecture 

format (traditonal method). Ballantine and Larres (2007a, 2009) provided evidence 

that final-year undergraduate accounting students believe the cooperative learning 

method to be effective in delivering students‘ professional accounting competencies 

within a accounting degree. They also found that the cooperative learning method is 
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a more effective method than simple group learning and the traditional teaching 

method for delivering interpersonal and communication skills. Also Opdecam and 

Everaert (2012) provided evidence that first-year undergraduate accounting students 

perceived that cooperative learning can improve soft skills such as problem solving 

and time management.  

In addition, Farrell and Farrell (2008) found that the cooperative learning method 

provides students with good opportunities to develop the interpersonal, professional 

and written communication skills needed in their professional life in international 

accounting. Cheng and Chen (2008) found that the cooperative learning method is 

more effective in improving students‘ attitudes toward accounting and learning of 

accounting and suggested adopting the cooperative learning method as a teaching 

method among accounting students. Yazici (2004) describes how collaborative 

activities—ranging from exams to projects and role playing—enhance the 

understanding of operations management (OM). The author found that the 

collaborative learning method improved undergraduate business students‘ 

understanding of quantitative OM methods, developed their strategic thinking skills, 

and enhanced their confidence in their critical-thinking and implementation skills. 

The exercises also increased students‘ comfort level in communicating and working 

with their peers and enhanced their independent learning skills. However, Hosal-

Akman and Simga-Mugan (2010) explored the effect of teaching methods on 

academic performance of students in accounting course and their results showed that 

there was no significant difference in academic performance between different 

groups. They stated that the cooperative learning method does improve interpersonal 

and communication skills, however, these skills are not assessed by written exams. 
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The evidence above suggests that the cooperative learning method delivers better 

learning outcomes than the traditional method does.  

Furthermore, the accounting education literature states that previous education may 

or may not impact on students‘ learning. For example, Hwang, Lui and Tong (2005, 

2008) examined developed students‘ professional accounting competencies—even 

students previously educated in passive learning environments—compared with the 

traditional teaching method. They found that the cooperative learning method is 

more effective than the traditional method for students who were educated in a 

passive learning environment to develop students‘ professional accounting 

competencies. However, in assessing the impact of cooperative learning method on 

students‘ performance and motivation to learn, Clinton and Kohlmeyer (2005) found 

no differential effect on students in group quizzes. These results may be attributable 

to the effect of prior academic achievement and group formation on performance 

(Van der Laan Smith & Spindle 2007).  

An important rationale of cooperative learning method is empowerment of students, 

and allowing them to develop their latent skills and knowledge to the greatest extent 

possible. The safety of the group allows the quiet student to gain self-confidence to 

share ideas in a secure environment (Farrell & Farrell 2008).  The cooperative 

learning method not only enhances students‘ learning, but also improves critical 

thinking, communication and group process skills (Fortin & Legault 2010). 

Cooperative learning method is a pedagogy that provides personal power and group 

support and helps students and instructors become empowered (Sapon-Shevin & 

Schniedewind 1990). Therefore, the use of the cooperative learning method can 

create a positive learning environment where students can improve their learning, as 

outlined in the theoretical base of the social interdependence theory view of Johnson 
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and Johnson (2005). The positive learning environment leads to students feeling 

comfortable in the classroom and, subsequently, experiencing a greater sense of 

empowerment.  

Consequently, student-centred teaching and learning through the cooperative 

learning method and empowerment has a particular relevance to the present study. 

The cooperative learning method based on constructivism and social 

interdependence theory meets all the criteria listed in this study. In addition, social 

interdependence theory has inadequate conceptual clarity and detail about its effect 

on empowerment. This study adopted the cooperative learning method and related 

teaching and learning theories as alternative teaching methods to the traditional 

teaching method which still dominates Libyan accounting classrooms. Therefore, 

cooperative learning method is considered an appropriate method to teach 

accounting students for a career in accounting. The cooperative learning method is 

trialed in first year business degree institution as an alternative to the traditional 

teaching method of teaching that dominate classroom practices in accounting classes 

using experimental design.  

There were many reasons for choosing the first course of the first year. The course is 

compulsory for all students in the first year of study at business degree institutions in 

Libya. Accounting Education Change Commission (1992) and Wilkerson Jr (2011) 

emphasized the importance of the first course for students in accounting stating that 

‗the first course shapes potential accounting majors‘ perceptions of (1) the 

profession, (2) the aptitudes and skills needed for successful careers in accounting, 

and (3) the nature of career opportunities in accounting‘. Also, Farrell and Farrell 

(2008) asserted teaching communication skills requires a concerted effort from the 
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first year in accounting programs. Therefore, those students need to be familiarized 

with important skills from their first course at business degree institutions. Besides, 

most of the work done in accounting education and cooperative learning method was 

in advanced courses.  

In the literature most research applied experimental designs to assess the difference 

betweeen cooperative learning and traditional teaching method using differant 

variables (Ballantine, J & Larres 2007a, 2009; Ballantine, J. & Larres 2007b; 

Caldwell, Weishar & Glezen 1996; Hwang, Lui & Tong 2005, 2008; Moustafa & 

Aljifri 2009; Opdecam, Evelien & Everaert 2012; Opdecam, E. et al. 2012; Zain et 

al. 2009).  Therefore, the experimental design can be considered an appropriate 

research method to assess the difference between cooperative learning and 

traditional teaching  methods. Consequently, this research adopted the experimental 

design to assess the difference between cooperative learning and traditional teching 

methods on students‘ percpetions of empowerment and development of professional 

accounting competencies. 

After choosing the cooperative learning method the next section provides a broader 

definition of the cooperative learning method.   

2.3 Cooperative Learning method  

There are different terms for cooperative learning method. Some researchers 

consider cooperative learning, collaborative learning, peer learning, and group 

learning as different terms, whereas others use them as synonyms that are 

interchangeably used to define a process in which students at all levels of 

performance work together in small groups to achieve an educational task (Boehm 

& Gallavan 2000; Boud, Cohen & Sampson 1999). 
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Nevertheless, various definitions have been developed to define cooperative and 

collaborative learning over the years and some contrasts and differences are apparent 

between the different writers in the field. For example, Sapon-Shevin and 

Schniedewind (1991) took a broad view, regarding cooperative learning as a form of 

critical pedagogy that helps move schools and societies closer to the ideal of social 

justice. Others such as Johnson, Johnson and Smith (2007) defined cooperative 

learning as students working in groups where they are expected to help each other 

find answers to their questions rather than seeking answers from the instructor. 

Cooperative learning is viewed by Vygotsky‘s work (Cole et al. 1978) as part of a 

process leading to the social construction of knowledge. From these definitions, 

cooperative learning encourages interactive learning in which instructors and 

students construct new knowledge through social interactions in a context that 

enhances creativity and a free exchange of ideas. 

2.3.1 Elements of cooperative learning method  

Applications of the cooperative learning method under social interdependence 

theory are required to operationalize specific environments to create promotive or 

oppositional interaction that will lead to desired outcomes. Five essential elements 

must be present and certain objectives must be realised in the learning environment 

to achieve cooperative learning method. Johnson and Johnson (2005) defined 

cooperative learning method under very particular conditions which are: positive 

interdependence, individual accountabilty, face-to-face interaction, appropriate use 

of social skills, and group processing. These elements are discussed in turn. 
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2.3.1.1. Positive interdependence  

Positive interdependence simply means that one student succeeds only if the other 

students succeed. Johnson and Johnson (2005) stated that individuals achieve more 

under positive goal interdependence than they did when they worked individually 

but had the opportunity to interact with classmates. Johnson (2003) stated there is 

evidence that positive interdependence tends to motivate individuals to try harder. 

The goal of developing original lesson plans is to strengthen positive 

interdependence. Sharing document resources, for example, is a practical method of 

achieving the objective of positive interdependence (each group had only one 

information package for the task; the instructor asked the student groups to reach a 

consensus on finding a solution). Each student in the group needs to know the 

answer so they can, if chosen randomly by the instructor, explain the answer to the 

class. 

2.3.1.2 Individual accountability  

Individual accountability and personal responsibility mean that students are held 

accountable for learning. Tanner, Chatman and Allen (2003) stated that individual 

and group accountability is achieved by grading students both on their individual 

work and on the work of the group. All members of the group need to be clear about 

their own task or role and be accountable for achieving the group goals, ensure that 

students take the task seriously, and check each other to ensure that both are 

prepared to answer (Johnson & Johnson 2005, 2007). Some of the ways to structure 

individual accountability include (a) giving an individual test to each student, (b) 

randomly selecting one student to represent the entire group, or (c) having each 

student explain what they have learned to a classmate (Johnson & Johnson 1994, 
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2007). However, Johnson and Johnson (2005) stated that this opportunity for 

working in groups may cause free riding by some group members. 

It is important the group members know that a ‗free rider‘ situation will not be 

productive. A free rider or unbalanced participation exists when students escape 

responsibility in group activities. These students do not care if they are ignored, as 

long as they pass their course. This can lead to unwillingness by students to 

participate in activities and can have a negative influence on group productivity.  If 

every group member decides to be a free rider, the work emanating from the group 

will be deficient. Positive interdependence is assumed to produce responsibility 

forces that enhance individual accountability among students in completing and 

facilitating the work (Johnson & Johnson 2005). Therefore, each student is 

responsible for learning the assigned material in order to respond correctly to 

quizzes and to contribute positively to group results.   

2.3.1.3 Face-to-face interaction 

Face-to-face interaction creates more active learning environment. Through 

interactions, students promote learning by sharing, helping, supporting, encouraging, 

and praising each other‘s efforts to learn (Johnson & Johnson 1991). It is believed 

that cognitive activities and interpersonal dynamics occur only when students get 

involved in promoting each other's learning (Johnson & Johnson 1991; Kagan 1994; 

Slavin, 1996). This includes orally explaining how to solve problems, discussing the 

nature of the concepts being learned, teaching one's knowledge to classmates and 

connecting present with past learning. In addition, face-to-face interaction provides 

and promotes opportunities for students to develop personal relationships that are 
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essential for developing pluralistic values (Johnson & Johnson 1989; Johnson et al. 

1993a).  

The arrangement of furniture is an extremely important aspect in a cooperative 

learning classroom. A common method is to arrange groups of four into what are 

called ‗pods‘. This results in students being in very close proximity to each other to 

enable them to communicate effectively with each other; although the groups need 

to be far enough apart that they do not interfere with each other‘s learning. The 

arrangement of the room creates environmental interdependence and provides a 

clear access lane to every group, which increases individual accountability and 

provides data for group processing (Johnson & Johnson 1994, 2007).  

 

The size of the group is an important factor in obtaining a meaningful face-to-face 

interaction in cooperative learning method. It is a common perception that as the 

size of the group decreases, the amount of pressure peers may place on unmotivated 

group members increases, and vice versa (Johnson & Johnson, 1991). The size of 

the group needs to be small, but could range from two to six members.  

 

Interaction might be achieved by requiring group members to challenge one 

another‘s point of view, discuss concepts being learned and share knowledge. The 

group experience should ensure that students are given the opportunity to achieve 

and improve social and small group skills such as leadership and oral 

communication (Jong, Wu & Chan 2006).  

2.3.2.4 Appropriate use of interpersonal and small group skills 

The fourth element of cooperative learning method is interpersonal and small group 

skills. Students are required to learn the interpersonal and small group skills in order 
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to be a productive group member because skills such as these do not appear 

magically when cooperative learning method is implemented. In addition, it is 

unrealistic to expect all members of a group to come to group tasks fully equipped 

with the social skills necessary for cooperation (Tanner, Chatman & Allen 2003). 

Hence, students must be taught such skills if they do not already possess them, and 

must be motivated to use these skills (Jacob, 1999; Johnson & Johnson, 1991). Ways 

to foster skill development include teaching leadership, decision-making, trust-

building, communication, and conflict-management (Johnson & Johnson 1991). 

These skills are necessary for students to manage both teamwork and task work 

successfully in cooperative learning method, and are important to learn as future 

accountants.  

2.3.2.5. Group processing 

Group processing is the fifth element of cooperative learning method. Group 

processing exists when group members are given the time and opportunities to 

discuss and evaluate how effectively the groups are working to achieve their goals 

(Johnson & Johnson 1994, 2005; Tanner, Chatman & Allen 2003). The purpose of 

group processing is to clarify and improve the effectiveness with which members 

carry out the processes necessary to achieve the group‘s goals (Johnson & Johnson 

2005).  

Instructors are assigning group roles to each student and often should be randomly. 

Students‘ roles for example:  facilitator, reporter, or recorder. These roles could help 

in achieving the aim of group processing. Students can work together effectively 

when they are assigned roles. Furthermore, in group processing, members are 

expected to express respect for each other and each other‘s contributions to the 

group efforts (Johnson & Johnson 2005). These techniques help to increase students‘ 
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skills, self-esteem, social skills. In addition,  learning occurs as students contribute 

their unique knowledge and insights to the problem under review. This provides 

every member of the group an entry point for participation and begins to generate 

individual responsibility within the group (Tanner, Chatman & Allen 2003). 

In summary, Davis (1993), and Johnson and Johnson (1994) have provided some 

guidelines for instructors implementing cooperative learning method. Table 2.2 

provides a summary of their suggested guidelines. 

Table 2.2: Guidelines for Instructors Implementing Cooperative Learning 

method  

Create cooperative learning environment by gradually teaching students the social 

and interpersonal skills necessary to work in cooperative groups 

Start with students working cooperatively in pairs before introducing small groups 

of about four heterogeneous member teams. 

Arrange the classroom in a way that group members can sit face-to-face to interact 

and promote communication within the groups 

Assign group roles such as group leader, recorder, time keeper, material manager, 

participation checker, etc. 

Explain all learning and group tasks clearly and allow students to ask questions. 

Make sure group objectives are clearly defined and individual groups know exactly 

what they should come up with when the tasks are completed. Let students know 

exactly how long they will have to complete their assigned tasks 

Let students know that when working in cooperative groups students are 

responsible for their own learning, as well as the learning of others 

Monitor group activities and encourage them to work cooperatively. Let students 

know the importance of equal participation, and intervene if necessary.  

Provide specific feedback at the end of each assigned tasks outlining how well each 

group worked together 

The instructor should indicate the academic and social objectives of the lesson 

before the lesson begins. 

2.3.2 Types of cooperative learning method  

There are three types of cooperative learning method—formal cooperative learning 

groups; informal cooperative learning groups; and coperative base groups—all of 

which are described individually as follows: 
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2.3.2.1. Formal cooperative learning groups 

Formal cooperative learning groups is the first type of cooperative learning method. 

Formal cooperative learning groups range in length from one class period to several 

weeks to complete a specific task or assignment (Johnson & Johnson 2007; Johnson, 

Johnson & Holubec 1993). Instructors can plan and structure any academic task, 

assignment or course requirement for formal cooperative learning. There are five 

steps recommended that instructors need to follow before and during the 

implementation of a lesson using formal cooperative learning.  

According to Johnson and Johnson (2007) and Johnson, Johnson and Holubec 

(1993) these steps are: firstly, instructors need to specify the academic and social 

objectives to be learned from the lesson or small group skills to be used and 

mastered during the lesson. Secondly, instructors need to make a number of 

decisions before implementing the lesson regarding the size of groups, the method 

of assigning students to groups and their assigned group roles, the materials needed 

to conduct the lesson, and how the room would be arranged. Thirdly, instructors 

need to explain the task and the positive interdependence and individual 

accountability. Fourthly, instructors need to monitor students' learning and intervene 

within the groups to provide task assistance or to increase students' interpersonal and 

group skills. Finally, instructors need to assess students' learning and help students 

process how well their group functioned. 

2.3.2.2. Informal cooperative learning groups 

The second type of cooperative learning method is informal cooperative learning 

groups. Informal cooperative learning groups are temporary, ad-hoc groups that last 

from a few minutes to the duration of the whole class (Johnson, Johnson & Holubec 

1993). Informal cooperative learning groups can be used at any time. According to 
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Johnson and Johnson (2007) and Johnson, Johnson and Holubec (1993) informal 

cooperative learning groups are especially useful during direct teaching such as 

lectures or demonstrations to focus students attention on the material to be learned. 

This method of learning sets a mood conducive to learning, helps set expectations 

regarding what the lesson will cover, ensures that students are cognitively 

processing the material being taught, and provides closure to an instructional 

session. Informal cooperative learning groups can give instructors direction and 

insight into how well students are aware of the material presented.  

2.3.2.3. Cooperative Base Groups 

Base groups consist of three or four participants who stay together at least one year. 

Cooperative base groups are long-term, heterogeneous cooperative learning groups 

with stable membership, whose primary responsibility is to provide each student 

with the support, help, encouragement, and assistance needed to progress 

academically. Base groups provide students with long-term committed relationships 

that help groups personalise the work required and the learning experiences in the 

course, and improve the quality and quantity of learning. Base groups meet regularly 

(for example, daily within and between classes, or bi-weekly) to discuss the 

academic progress of each member, discuss assignments, and help each other with 

homework (Johnson & Johnson 2007).  This study will not use cooperative base 

groups as their use is primarily long term.  

In all cooperative learning method types listed above the instructor has a role in 

group formation, group management, and group assessment. Group formation is the 

choice between self-selection and intentional group formation. Self-selection is 

attractive to students, however, it does not guarantee the diversity of perspectives 

and abilities within groups necessary in a cooperative learning environment. Indeed, 
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self-selection may result in good student achievers getting together and the weaker 

students being left to struggle (Johnson & Johnson 1994). Group management is the 

next step after group formation and includes instructor involvement. Group 

management is essential, as students lack experience in project management, time 

management, conflict resolution and communication skills required for high 

performance teamwork (Oakley et al. 2004). Simply placing students into groups 

and requiring them to work together does not necessarily promote cooperative 

learning method (Gillies & Ashman 2003). Instructors should structure the work in 

such a way that ensures these skills are covered in a cooperative learning method.  

Despite the benefits listed above, cooperative learning method has some 

weaknesses. For example, Ballantine and Larres (2007a, 2009) believe cooperative 

learning method has problems such as the lack of ability to prepare for or attend 

group sessions and is time consuming, particularly for students taking on part-time 

employment.  

The next section focuses on the theoretical framework that has been used in study. 

2.4 Theoretical Framework 

Constructivism and Social interdependence theories provide a framework for the 

present study to investigate current teaching and learning accounting methods 

(traditional method) and cooperative learning method and their effect on students‘ 

perceptions of empowerment and development of professional accounting 

competencies in accounting classes at Libyan business degree institutions. The next 

section will discuss the views of constructivism, Social interdependence theories, 

cooperative learning method, and traditional teaching method and their effect on 
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empowerment and development of professional accounting competencies in 

accounting classes. 

Constructivism and Social interdependence theory are rooted in the belief that 

knowledge is constructed and that knowledge is acquired through learners‘ 

interactions with the environment. A constructivist perspective theory hypothesises 

that learning is a process in which students construct knowledge and give their own 

meaning to knowledge based on their prior experiences, mental structures, beliefs, 

interactions, and background knowledge (Gillies & Ashman 2003). A key principle 

in this view is that learning is dialogic and social. The learner experiences events 

and socially negotiates meaning in the authentic context of a complex learning 

environment (Cole et al. 1978). A social interdependence theory of learning views 

human intelligence as originating in the society or culture (Johnson & Johnson 

2005) in which the individual‘s cognitive gains occur first through interpersonal 

interaction with the social environment, which then influences the intrapersonal. 

Constructivism and social interdependence theory also recognises that challenging 

and helping students to correct their preconceptions and misconceptions is essential 

to effective learning (Schunk, 2000). Therefore, it is believed that when students 

engage in dialogue with their colleagues, especially more competent partners and 

adults, they internalise the language of these interactions and use it to organize their 

individual learning (Berk, 1994).      

Informed by constructivism and Social interdependence theory, the research assesses 

whether cooperative learning method and constructivism and Social interdependence 

theory results in an increased level of empowerment and development of 

professional accounting competencies in students compared to traditional 

approaches to teach accounting.   
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Implementing traditional teaching method are disempowered students in their 

acquisition of technical accounting competencies. First, the process of traditional 

teaching method implementation requires instructors to stand in front of the class 

and for students to stay quiet in the classroom. The instructors‘ isolation from 

students makes students feel uncomfortable in the classroom which, in turn, will 

give students negative attitudes toward the instructor and the course content and they 

will perform passively. Secondly, weak classroom interaction among students and 

the instructor helps in creating and building an unsupportive community which can 

decrease the performance level of each member. Students cannot interact with one 

another; they cannot explain or discuss each other‘s perspectives. Furthermore, some 

students are often receptive to their instructors; others refrain from interrupting 

instructors who they perceive as threatening. Fostering isolation between students 

and instructors can disempower students in learning. This feeling of increased 

disempowerment can lead to students learning only technical accounting 

competencies for their careers.   

However, implementing cooperative learning method empowers students for 

develop of professional accounting competencies. First, the process of cooperative 

learning method implementation requires instructors‘ engagement with students in 

classroom learning. The instructors‘ engagement with students ensures students feel 

comfortable in the classroom which, in turn, will give students positive attitudes 

toward the instructor and the course content; and they will perform more actively 

(Frymier, Shulman & Houser 1996). Secondly, classroom interaction among 

students helps in creating and building a supportive community which can raise the 

performance level of each member (Johnson & Johnson 2002). When students work 

together and interact with their peers, the instructor and in a contextual setting, they 
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can provide information and explain and discuss each other's perspectives—leading 

to greater understanding of the material to be learned (Gillies & Ashman, 1998, 

2003; Johnson & Johnson, 2002). The involvement provides opportunities for 

students to define questions in their own language to find the answer rather than 

reproducing information presented by their instructors. Furthermore, some students 

are often receptive to their peers‘ ideas rather than their instructors‘, as their peers‘ 

ideas are seen as less threatening. Fostering a community of learning can empower 

students in learning. This feeling of increased empowerment can lead to students 

learning not just the material, but the complementary skills needed in their careers.  

Students feel empowered when they participate and engage effectively with 

instructors and other students in the classroom. This creates an environment for 

students to reflect on their own understanding, seek additional information to clarify 

contradictions, and attempt to reconcile their perspectives and understanding to 

resolve any inconsistencies (Gillies & Ashman 2003).  

The theoretical framework presents constructivism and social interdependence 

theory and constructs knowledge of individuals through cooperative learning 

method and an interactive process in which they are given the tools and the 

opportunity to construct their own knowledge and meaning in a supportive social 

context. Participating in processes in which students formulate and construct various 

knowledge forms will also enable students to understand how various groups within 

a society often formulate, shape, and disseminate knowledge that supports their 

interests and legitimize their power (see figure 2.2). 
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Figure 2.2: Theoretical Framework developed for this study 
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2.5 Conclusion 

In summary, the above teaching methods and learning theories provide a conceptual 

understanding of the present study that focuses on implementing a cooperative 

learning method to teach accounting at university level. The cooperative learning 

method appear to link with constructivism theory and social interdependence theory. 

Hence, the following section examines research on teaching and learning in order to 

further understand the effect of the teaching method on students‘ perceptions of 

empowerment and development of professional accounting competencies based on 

students‘ perceptions and written exams in relation to research on teaching and 

learning in accounting education.    

This chapter provides divergent views of various scholars on teaching and learning 

as a comprehensive concept, teaching and learning in general, and teaching and 

learning accounting in particular. The latter has been presented considering its 

broadest sense and its implications for future career requirements in developed and 

developing countries. Teaching and learning accounting has certainly become 

widely acknowledged as a tool that can enable the growth of development of 

professional accounting competencies in accounting education.  Some scholars have 

identified the importance of teaching and learning professional accounting 

competencies that could promote or determine future accountant development and 

application in countries worldwide.   

This chapter has provided a list of four families of teaching methods and briefly 

described the characteristics of each family separately. The families of teaching 

methods are identified as the information processing family, the behavioural family, 

the personal family, and the social family. This chapter also provided background 
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information for various theories of learning, including information processing 

theory, behavioural theory, constructivism theory, and social interdependence 

theory.  

Literature published in the period from the 1980s to the 2010s paints an overall 

picture of key teaching and learning accounting issues using traditional teaching 

method in different countries. This review has provided an examination of the issues 

currently being discussed in leading teaching and learning publications. The 

discussion of the periodic key issues in the literature in different countries has 

further provided an alternative teaching method, namely, a cooperative learning 

method that is worthy of research and inquiry and provides a broader context for this 

study into teaching and learning accounting processes. 
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CHAPTER THREE: RESEARCH METHODOLOGY 

3.1 Introduction 

In any research, the methodology is crucial in meeting the research objectives. This 

chapter outlines and justifies the research methodology and design used to 

accomplish the objectives of the research project. It consists of two sections, as 

follows.  

The research context and the theoretical development of this study was outlined and 

explained in the previous chapters. Thus, the focus now turns to the actual design 

and implementation of the research process. The literature identified in this chapter 

was gathered from the relevant research studies. This chapter begins with the pilot 

study conducted and a broad overview of the research design of the main study and 

moves on to discuss the particular methods employed in collecting the research data 

and the course design. This is followed by an outline of the description of how the 

data were analysed, and then a conclusion is offered.   

3.2 Pilot study 

There are advantages in conducting pilot studies before going to the research 

context. It permits a thorough check of the planned statistical and analytical 

procedures, giving the researcher a chance to evaluate the usefulness of data. The 

researcher may then be able to make alterations to the data collection methods and, 

therefore, analyse data in the main study more efficiently. A pilot study often 

provides researchers with ideas, approaches and clues they may not have foreseen 

before conducting the pilot study. Such ideas and clues increase the chances of 

obtaining clearer findings in the main study. It can greatly reduce the number of 
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unanticipated problems because researchers have the opportunity to redesign parts of 

their study to overcome difficulties that the pilot study may reveal (Woken 2010). 

One of the advantages of conducting a pilot study is that it might give advance 

warning about where the main research project could fail, where research protocols 

may not be followed, or whether proposed methods or instruments are inappropriate 

or too complicated (Van Teijlingen & Hundley 2001). 

3.2.1 The objective of the pilot study  

The pilot study compared a traditional educational environment in Libya (Ahmad & 

Gao 2004; Alhmali 2007; Rhema & Miliszewska 2010) with a collaborative 

education environment in Australia. In addition, the study examines how these 

teaching methods affected students‘ perceptions of empowerment in accounting 

courses. It provided valuable insights to the researcher before conducting the main 

research.  

The main objective of the pilot study was designed to check any difficulties the 

researcher might face when applying the main research. The pilot study provided the 

opportunity to:  

1. Redesign parts of the main study and overcome difficulties. 

2. Reduce the number of unanticipated problems. 

3. Refine the instrument used in this study. 

4. Check and practise data analysis steps. 

5. Test the hypotheses and develop new hypotheses more suitable for the main 

study, if necessary. 
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6. Support the main research focus if there are not many changes between the 

pilot and main study.  

7. Check the research method and the instrument. As indicated earlier, the main 

study will be conducted in Libya where people speak Arabic; with the research 

being conducted in English at the Australian university. 

8. Empirically explore the role of culture difference on students‘ perceptions of 

empowerment in accounting education, although this initially was not of 

concern.  

9. Assist the researcher to decide how to ensure proper implementation of the 

research methodological proposal and to minimize instructor difference. 

The researcher gained much experience while conducting the pilot study.  

3.2.2 Pilot study question and hypotheses 

RQ: What are the relationships between students‘ perceptions of empowerment, 

accounting course perceptions
1
 see (Zraa, Kavanagh & Johnson Morgan 2012) , and 

classroom instruction in a first year accounting course at Libyan and Australian 

business degree institutions? 

In order to answer the research question, the following sub hypotheses were 

formulated.  

                                                           
 

1. Course perceptions affect decisions a about choice of major, career goals, and other educational 

factors (Caldwell, Weishar & Glezen, 1996). 
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H1: There are significant differences between Libyan and Australian students 

in students‘ perceptions of empowerment, its dimensions (impact, 

meaningfulness, and competencies), and course perceptions.  

H2: Course perceptions positively predict students‘ perceptions of 

empowerment, its dimensions and course perceptions among Australian and 

Libyan students.  

H3: Australian students who worked in collaborative classes perceive they have 

an impact in the classroom, and are more empowered than Australian students 

who worked in a traditional classroom at business degree institution.  

3.2.3 Pilot study setting 

The value of selecting students from Libya and Australia business degree 

institutions is attributed to the fact that Australian students are educated in a 

collaborative teaching environment in primary and secondary school, as well as at 

university; however, Libyan accounting students have, to date, been taught in a very 

traditional way. Chapter one fully explains the Libyan context. 

3.2.4 Pilot study participants  

The sample consisted of 247 Libyan students and 162 Australian students (a total of 

409 students). The sample of Australian students consisted of 83 students who were 

taught using traditional teaching method and 78 students who were taught using 

collaborative method at Australian business degree institution. The participants in 

the study are from both genders and aged between 18 and 23 years of age and 

studying accounting. The regular instructors from both the Australian and Libyan 
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institutions conducted the classes involved in this pilot study. However, for the main 

study the Researcher conducted all classes.  

3.2.5 Data collection   

Survey was distributed to the samples in the pilot study. Two scales and 

demographics were used—the Learner Empowerment Scale (LES) developed by 

Frymier, Shulman and Houser (1996) (See section  3.2.3.1)  and course perceptions 

scale used by Geiger and Ogilby (2000).  

3.3 Main Study 

After conducting the pilot study, the researcher started to apply the main study to 

avoiding the problems raised in the pilot study. This section outlines and justifies the 

research methodology and design used to accomplish the objectives of the research 

project. It consists of five sections, as follows: 

3.3.1 Research Design (Quasi-experimental design). 

3.3.2 Data Collection.  

3.3.3 Course Design.  

3.3.4 Data Analysis and Interpretation. 

3.3.5 Conclusions.  

3.3.1 Research Design (Quasi-experimental design) 

This research applied a quasi-experimental design. The experimental design 

compared the effects of a cooperative learning method (CL) with traditional teaching 

method (TM) on students‘ perceptions of empowerment, and the development of 

professional accounting competencies in Libya. A quasi-experimental design 
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requires two groups—‗an experimental and a control group (Bernard 2000; Leedy & 

Ormrod 2005), however, the difference between a quasi-experimental and 

experimental is that in the former, participants are not randomly assigned but groups 

can be randomly assigned (Cheng & Chen 2008; Gabbin & Wood 2008; Ross & 

Morrison 1996; Stewart & Dougherty 1993). Cheng and Chen (2008); Gabbin and 

Wood (2008); Stewart and Dougherty (1993) used quasi experimental design in 

teaching different groups in accounting classes. In addition, Johnson and Johnson 

(2005) stated that 18.8% of researchers in education randomly assigned groups to 

conditions and their studies have high internal validity.  

An advantage of experimental research is that it can clarify cause-effect relations 

(Schunk 1996). Quiamzade and Mugny (2009) stated that scientists should debate 

using experimental data as a tool to distinguish between theories and determining 

which are erroneous and which are correct. Similarly, the experimental design of the 

study determines which teaching method is better to empower Libyan accounting 

students and develop their professional accounting competencies. 

3.3.1.1 Participants  

The target participants for this study were students who were enrolled in the first 

year in Accounting Principles I (Acc I) at Libyan business degree institution. For 

students enrolled in Accounting Principles I courses, self-selection bias was not a 

problem because students do not enrol themselves—faculty members enrol them for 

classes and group them according to their gender and grade point average. Secondly, 

the same instructor (researcher) teaches all students. Finally, students were not 

aware that different teaching methods would be applied. Groups were randomly 

chosen for the control group and experimental group (Cheng & Chen 2008; Gabbin 

& Wood 2008; Ross & Morrison 1996; Stewart & Dougherty 1993). The control 
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group was taught by the traditional teaching method (TM) and the experimental 

groups were taught by the cooperative learning method (CL).  

The size of the population for students was 288 (see chapter Four). The sample 

consisted of 145 students taught using the traditional teaching method (control 

group) and 143 students taught using the cooperative learning method (experimental 

group) at Libyan business degree institution. The participants of the study were both 

genders students (195 male and 93 female), aged between 18-22 years. Most 

students were graduates of public secondary commercial schools in Libya who had 

studied accounting as a subject. As a result, it is expected those students should have 

some knowledge of accounting before coming to university.  

Given the large number of students, it was hard to control students in classrooms 

with this number. The groups were divided as follows: Group 1 with 69 students and 

group 4 with 76 students made up the control group (Traditional Method). Group 2 

with 70 students and group 3 with 73 students served as the experimental groups 

(Cooperative learning).     

3.3.1.2 Procedure 

Both the control and experimental groups were taught in the same semster with the 

same content. The groups were taught in fall semester 2012. The study occurred 

from early January to early April, 2012, a total of fourteen weeks covering nine 

topics for Accounting Principles I. Classes were scheduled weekly, with a three hour 

session for each group. The content of the curriculm, including textbook, reading, 

assignments, exams and time were the same for all groups. All groups were given a 

general idea about the importance of development of professional accounting 

competencies as future accountants. The researcher prepared the lessons and taught 
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all groups to ensure proper implementation of the research methodological proposal, 

and to minimize instructor difference. 

3.3.2 Data collection  

Mixed Methods approach and triangulation strategy 

A mixed method was used to collect the data to answer the research questions. In 

order to answer research questions, this study needed quantitative and qualitative 

data (Best & Kahn 2003). Both methods seek to triangulate and investigate in 

greater depth the differences in the two teaching methods and validate the research 

results. The various methods of data collection used gave a richness of data and 

allowed meaningful triangulation that strengthened the validity of the findings. 

Findings are considered to be more credible when they are based on analysis of data 

from various sources (Berg 2007; Best & Kahn 2003). This section provides the 

sequence of the data collection.  

3.3.2.1 Quantitative data  

The survey (hard copy) administered in the classrooms twice at the bagging and the 

end of the semester. The use of pre and post data and analysis is used to measure 

students‘ perceptions of empowerment and the development of professional 

accounting competencies between the control and experimental groups before and 

after the implementation of cooperative learning method.  

3.3.2.1.1 Learner Empowerment Scale (LES)  

The Learner Empowerment Scale assesses students‘ feeling of empowerment across 

dimensions of impact (‗I have the power to make a difference‘), meaningfulness 
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(‗the task required of me in this class are valuable to me‘), and competence (‗I feel 

confident that I can adequately perform my duties‘) (see Appendix C). 

The Learner Empowerment Scale (LES) was developed by Frymier, Shulman and 

Houser (1996) and comprises 35 Likert scale items. Responses to all items are made 

on a scale of never (0) to very often (4). Permission is taken from the authors to use 

the scale (Appendix F). Previous researchers have established the validity and 

reliability of the Learner Empowerment Scale and its dimensions (Frymier, Shulman 

& Houser 1996; Weber & Patterson 2000). This research also tested the reliability of 

the Learner Empowerment Scale and compared it with previous research findings. 

The pilot study results also provided some insights to changes in the Learner 

Empowerment Scale (see chapter four). 

Given the preceding argument for conceptual similarities of the professional 

accounting competencies and empowerment constructs (see chapter two), it suggests 

that the Learner Empowerment Scale is valid for the assessment of students‘ 

professional accounting competencies. Therefore, Learner Empowerment Scale is 

considered an appropriate survey since the main objective of this study is to 

systematically identify, investigate, and prioritise the major issues for successful 

teaching and learning processes to empower accounting students and develop their 

professional accounting competencies.  

The results from the pilot study refined the survey and showed one dimension of the 

Learner Empowement Scale (meaningfulness) had the same meaning as course 

perceptions (see chapter 4). As a result, the researcher decide to change the course  

perceptions scale with students‘ percpetions of professional accounting 

competencies, as the major concern of this study is development of professional 
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accounting competencies based on students‘ perceptions and written exams. Next, 

students‘ perceptions of the professional accounting competencies scale are 

discussed. 

3.3.2.1.2 Students’ percpetions of the professional accounting competencies 

scale  

Students‘ perceptions of the professional accounting competencies scale was 

developed by the reseacher, with some questions and factors being adapted from 

Mcguigan, Weil and Kern (2011). For example, factors are nearly the same in this 

study—interpersonal and communcation skills (communication and teamwork) and 

problem solving (judgement skills and application skills) The scale comprises 19 

Likert scale items. Responses to all items are made on a scale of strongly disagree 

(1) to strongly agree (5). Three factors were assumed for professional accounting 

competencies: judgement skills and application skills; communication and teamwork 

skills; and self-management skills (Appendix C). Because of the nature of the 

questions for the professional accounting competencies survey, different pre and 

post questions were formulated. For example, this question was ―I expect this class 

will help me improve my self-management skills‖. In the post survey, the question 

became, ―This class helped me to improve my self-management skills‖ (see 

Appendix C and D). 

Prior to and after the implementation of cooperative learning method in the classes 

pre and post surveys were conducted to evaluate students‘ perceptions of 

empowerment, and perceptions about the development of professional accounting 

competencies. The survey was distributed at the beginning and at the end of the 

semester to students enrolled in Accounting Principles I. Some researchers switch 
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the classes in the middle of the semester. In this study, the researcher did not switch 

classes in the middle of the semester to avoid any adverse impact on the research 

results. Groves and Marriott (1993) stated that switching teaching methods half or 

part way through an experiment would not appear to be an efficient way of testing 

the influence of change. The aim of pre and post survey was to measure whether 

students‘ perceptions of empowerment and perceptions of professional accounting 

competencies had changed as a result of the cooperative learning method 

implementation.  

3.3.2.1.3 Tests of the content of the material (written exam) 

Prior to and after implementation of the cooperative learning method in accounting 

classes pre and post  written exams were conducted to evaluate the attainment of 

professional accounting competencies (Leedy & Ormrod 2005). The written exams 

included the materials from the topics covered in the course. The questions in the 

pre and post written exams changed in order to avoid the influence of memory. A 

sample of the written exams is shown in Appendices E and F. The pre and post 

written exam questions were revised by the researcher numerous times after 

consulting with supervision members and Libyan postgraduate students.  

Construction of the written exam  

Each written exam included three sections (see Appendices E and F). Each section is 

designed to test one of the four or five topics covered in the period of time for each 

group, and to test some of the criteria to be acquired by accounting students.  

For example, the units covering Accounting Principles I in the first half of the 

semester are: 

  



Wahida Zraa  Chapter Three 

89 

Section 1: Introduction to Accounting 

Section 2: Accounting Transaction Analysis 

Section 3: Record Keeping and the Accounting Process 

Section4: Capital Transactions 

The criteria tested are:  

1. Technical accounting competencies ( accounting knowledge)  

2. Problem solving and critical thinking (part of Judgement, and Application 

skills) 

3. Writing skills (part of Communication skills) 

Pre and post written exams were completed twice during the semester. For all 

students, pre written exam 1 was conducted at the beginning of the semester. In the 

middle of the semester, post written exam 1 (to measure competency in the work 

covered in the first part of the semester) and pre written exam 2 (to assess 

competency in the work to be covered in the last part of the semester) was 

conducted. Finally, post written exam 2 was conducted at the end of the semester. 

The same questions were used in pre and post written exam I, however, different 

questions were used in pre and post written exam 2. The written exams determined 

the difference in students‘ professional accounting competencies based on the 

written exam in both control and experimental groups. The reason for conducting 

the pre and post written exams twice is for two reasons. Firstly, most students do 

better in the final exam than the middle exam; the other reason is that students at 

Libyan business degree institution have to attend two exams (middle and final 

exam).  
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3.3.2.1.4 Demographics:  

Demographics collected included gender, age, grade point average, and major. The 

demographics were collected to provide background information about the 

participants in this study to confirm there is no statistically significant difference in 

the discrete variable (gender, age, grade point average) between groups, and to 

correlate the responses on several surveys with the responses on demographics. All 

demographic information corresponds with students‘ record.  

The survey and pre and post written exams were first written in English and then 

translated and distributed in Arabic. Arabic translations were revised based on 

feedback from colleagues. The researcher translated them into Arabic first and then 

gave them to a professional translation agency to translate into Arabic as well. 

Comparison between the researcher‘s translation and the expert‘s translation was 

made to ensure that there was no misinterpretation in the translation of the 

questionnaire and written exams. Another stage using three PhD students was 

incorporated to ensure that the translation was accurate and the items conveyed the 

same information to the participants in the Arabic version. Three PhD students who 

are native Arabic speakers but also speak English were given the survey and the 

written exams. Comments were discussed with them and minor changes were 

incorporated in the final copy of the Arabic questionnaire and written exams. 

Finally, a pilot study was conducted in a Libyan university. No students had any 

trouble in understanding the questions in written exams, however, some of the skills 

terminologies such as critical thinking and teamwork were not clear for some 

students since they were not familiar with all these terminologies. The researcher 

coped with that issue by explaining to students the meaning of these terminologies.  
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3.3.2.2 Qualitative data  

Understanding the personal experiences of students requires the use of qualitative 

data (reflections) and analyses. Qualitative data emphasises the processes that 

underlie and give meaning to significant events (Denzin & Lincoln 1994). If the 

difference of the means are not significant, results from the qualitative data may be 

able to explain the statistical results (Best & Kahn 2003). Using qualitative methods 

will establish context and examine the underlying processes that shape and partly 

define causal relationships by interpreting the behaviour of humans in terms of their 

subjective understanding (Bogdan & Biklen 2007).  

Reflections  

As part of the qualitative data collection for this study the instructor (researcher) 

kept a reflective journal to document both the instructor‘s experiences, the 

effectiveness of lessons and also record comments offered by the students. A 

reflective journal is what the researcher hears, sees, experiences and thinks about the 

phenomena under investigation (Bogdan & Biklen 2007). Using a reflective journal 

helped the researcher gain a better understanding of the deeper structures and 

meanings behind the teaching and learning experience and relates these to the 

theory. The journal helped to illustrates and explain the success or failure of the 

teaching methods from the instructor‘s perspective. The reflections on the students‘ 

experiences helped to document their reactions to the different teaching methods 

used.  

Prior to and after the implementation of the experimental treatment, students‘ 

comments were used to understand students‘ perceptions of empowerment, and their 

experience while learning professional accounting competencies using different 
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teaching methods. Understanding the students‘ perspective of how and when they 

feel empowered allows for a greater understanding of the best way to help them 

develop their professional accounting competencies using different methods of 

instruction.  

Opportunities for students to share their experiences were facilitated using meetings 

before regular classes and students participated on a voluntary basis. Discussion was 

stimulated by using open-ended questions, questions, which are commonly used to 

gain unanticipated information about the research problem (Bernard 2000; Best & 

Kahn 2003; Bogdan & Biklen 2007). Conducting the meetings in the classroom 

helped students feel more comfortable and gave freedom to both the students and 

researcher to ask and answer questions in a friendly way, rather than a formal 

interview setting. The researcher recorded key words and points during the sessions. 

The researcher did not audio record these sessions as it was deemed culturally 

inappropriate for this group of students, and key theme note taking made the group 

feel more comfortable (Keats 1999; Saunders, Lewis & Thornhill 2009). 

The first of these informal meetings showed that the students were somewhat 

nervous as they would not normally have the opportunity to openly discuss their 

feelings, opinions or experiences with their instructor.  These meetings helped the 

researcher, as the instructor, to create a good rapport with the respondents. 

Subsequently most students felt more relaxed and frequently came to the researcher 

for open discussion about the classes and to share their thoughts. In turn, this helped 

the researcher to gather data and to elicit proper and direct answers in a way that the 

respondents felt confident with and they spoke frankly and provided information 

freely and without anxiety.  
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In relation to confidentiality, the researcher promised to ensure anonymity and 

confidentially by not recording names in association with any of the comments. As 

is considered correct protocol, the information was used solely for the research 

project and comments reported in the findings are not identifiable (Kvale & 

Brinkmann 2009). Consent forms were given to students at the beginning of the 

study in order to obtain their consent to participate in this study (Appendix G).  

3.3.3 Course Design  

The research was conducted in three phases over a period of more than six months, 

as follows:  

A phase 1 pilot study  

The pilot study was conducted one semester prior to the implementation of 

cooperative learning method (see section 3.2 in this chapter.) 

Phase 2 was in the beginning of the semester (prior to the implementation of the 

lessons) 

The second phase of the study involved working with students who agreed to 

participate in the study. Initially, some students declined the invitation to be 

involved in the study, but after the researcher explained the objective of the study all 

students in the course agreed to participate in the study. Prior to the implementation 

of the lessons, the researcher collected all pre data (pre survey, written exams, and 

reflections).  

The researcher started lessons for all groups (control and experimental groups) and 

explained in detail with specific guidelines on how to use the principles of the 

cooperative learning method for cooperative learning classes. Based on a checklist 

of the instructor‘s role and lesson templates designed by Johnson, Johnson, and 
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Holubec (1993) and Johnson and Johnson (2007), detailed lesson plans were 

designed and developed for each group. The instructor introduced the cooperative 

learning method to students before the lessons commenced. More details about the 

lessons and the sequence of how the methods were implemented are illustrated in 

sections 3.3.3.1 and 3.3.3.2. During the classes, reflections on these classes and 

comments from students were written up. Students came to the researcher 

themselves and expressed their ideas about what happened in the classes.  

Phase 3 was at the end of the semester (after the implementations of the lessons) 

After the implementations of the lessons, the researcher collected the rest of the data 

(post data (post survey, written exams, and reflections).  

A summary of the course design and data collection events are provided in 

Table 3.1. 

Table 3.1: Course Design and Data Collection 

Week Control Group  Experimental Group 

1 Pre survey 

Pre- reflections 

Pre written exam 1 

Pre survey 

Pre- reflections 

Pre written exam 1 

2-6 

 

Lessons and reflections   Lessons and reflections  

 

7 Post written exam 1 

Pre written exam 2 

 

Post written exam 1 

Pre written exam 2 

 

8-13 

 

Lessons and reflections  

 

Lessons and reflections  

 

14 Post written exam 2 

Post survey 

Post reflections 

Post written exam 2 Post- 

Post survey 

Post reflections 

 

Implementation of the cooperative learning method and traditional teaching method 

is presented in the next section: 
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3.3.3.1 Implementation of cooperative leaning method  

Following are the steps the researcher considered in the implementation of the 

cooperative learning method. The lesson plan for the cooperative learning method is 

shown in Appendix A).         

1. Students‘ desks were arranged in a horseshoe shape and students faced each 

other providing adequate space for each group to work without being 

interrupted.  

2. The instructor explained the task and the lesson objective for students.  

3. Students started work in their groups. 

4. The instructor monitored students progress and provided feedback. The aim 

is to allow students to receive feedback from their classmates and the 

instructor to develop ideas and solve problems. 

5. Social skills fostered, basic skills of listening, accepting and trust formation 

are taught through the peer interview sessions during the course and through 

brainstorming in tasks. More complex skills pertaining to leadership, 

decision-making and conflict resolution are dealt with within the tasks. 

6. The instructor dealt with students as a heterogeneous group assuming that 

they have different capacities to understand the tasks required. Groups 

consisted of all-female groups or all-male groups to ensure groups are 

comfortable and thus allow the discussion to be more effective. Groups who 

finished first helped other groups who struggled with the problem 

7. Instructors provided opportunities for group members to reflect on each 

member‘s contribution. Each student is required to write about every 

member‘s contribution (including their own) at the end of the assignment. 
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The lesson plans included lesson objectives, group size, and a list of teaching 

materials, group roles, classroom activities, instructions for arranging the classroom, 

the explanations of classroom tasks, procedures to structure the basic elements of 

cooperative learning  method, and criteria for success. Detailed lesson plans were 

designed and developed according to Johnson, Johnson, and Holubec (1993) and 

Johnson and Johnson (2007). 

 

3.3.3.2 Implementation of traditional method  

Following are the steps considered by the researcher in the implementation of the 

traditional method. 

A sample of the lesson plan for the traditional method is shown in Appendix B.  

1. Student desks were arranged in rows facing the instructor with a white board 

and presentation material and adequate space for each student to work 

without being interrupted. 

2.  The instructor explained the main concepts of the lessons to the students, 

and students received the information passively.  

3.  Students took notes about the topic from the instructor‘s explanations. No 

opportunities were given to open discussion with students.  

4. The instructor was only the person who had the right to speak in the 

classroom. The teaching of the materials is the instructor‘s job.  

5.  Only the task was emphasized; social skills and group interaction were 

ignored. Professional accounting competencies were illustrated through 

passive repetition and passing the exam. 

6. The instructor dealt with students as a homogenous group assuming that they 

all have the same capacity to understand the tasks required.  
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7. The students were encouraged to focus on themselves and compete for 

marks. No opportunity was given in class to take note of the opinions of 

other classmates.  

The main difference between cooperative learning and traditional teaching methods 

as identified by Johnson and Johnson (1994, p. 14) and adapted by this study are 

listed in Table 3.2. 

Table 3.2: Differences between Cooperative Learning and Traditional Teaching 

Methods  

 

Cooperative Learning method Traditional teaching method  

Positive interdependence No interdependence 

 

Individual accountability No individual accountability 

 

Heterogeneous membership Homogenous membership 

 

Shared leadership One appointed leader 

 

Responsible for each other Responsible only for oneself 

 

Task and maintenance emphasised Only task emphasized 

 

Social skills directly taught Social skills assumed and 

ignored 

 

Instructor observes and intervenes Instructor ignores groups 

 

Group processing occurs No group processing 

 

Arranging room as horseshoe and 

Pods 

Arranging room as rows 

 

Instructor monitors and intervenes to 

teach collaborative skills 

 

Instructor is the major source 

of assistant, feedback and 

answering questions, 

clarification, correctness of 

answer 
Source: (Johnson & Johnson 1994, p. 14) 
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3.3.3.3 Issues  

Challenges associated with conducting the study are: students rejected the method 

and the instructor (researcher); or students being shy and unable to easily express 

their opinion. In this case, the instructor broke down the barriers between herself and 

the students by introducing a non-accounting topic of interest to the students. The 

topic discussed was about the Libyan uprising as this was the most interesting topic 

for open discussion between students and researcher. Additional challenges included 

lack of response from students, students having poor attendance records, students 

coming to class ill-prepared, or students failing to give feedback about their peers. 

These issues were addressed by motivating students to attend and prepare for 

classes; facilitating and encouraging discussion; and displaying initiative for gaining 

better marks (Curran 2002). For example, this study emphasised the strategic value 

of the method to students in which by participating actively they may gain better 

marks.  

3.3.3.4 Grades  

Grades for both groups included participation, activities, mid-term exam, and final 

exam were same. The final grades for the course include 10 percent for participation 

(to encourage student involvement within classes), 10 percent for group activities (to 

encourage interaction), 30 percent for the mid-term exam, and 50 percent for the 

final exam (Yamarik 2007). In order to avoid any unfair consequences in applying 

the experiment, exams were unidentifiable marked by faculties staff members. And 

grades were organised as follows: for all students in all groups, the highest grade 

was (A), less than the highest grade by ten marks was (B), less than B grade by ten 

marks (C), and less than C by ten markes (D). Less than D is a fail. 



Wahida Zraa  Chapter Three 

99 

3.3.4 Data Analysis and Interpretation  

3.3.4.1 Analysis and interpretation quantitative data 

In relation to the research question, the quantitative data obtained from survey and 

pre and post written exams were analysed using Statistical Package for Social 

Scientists (SPSS) version 19.0. Three major activities that occurred during this 

phase of analyses were: (1) the implementation of descriptive statistical analysis; 

(2) reliability and factor statistical analysis; and (3) hypotheses testing using t-tests, 

and correlations. 

Descriptive statistics, reliability and factor analysis was used to clean the data and 

ensure all the data analysed are valid. Internal consistency (Cronbach‘s alpha) was 

calculated in order to assess the scales quality (reliability) of all constructs and 

measures (Hair et al. 2006). Each variable was tested for reliability and validity 

using Cronbach‘s alpha and factor analysis. t-tests, and correlations were used to test 

the hypotheses.  

Factor analysis is a statistical technique widely used in social sciences research in 

order to reduce the number of items in an effort to enhance and detect hidden 

structures and enhance interpretability in the data (Hair et al. 2006). Tabachnick and 

Fidell (2007) consider the appropriate sample size for conducting factor analysis is 

300 cases, but more than 150 is sufficient. In this study, the cases ranged between 

pre data 288; and post data 279. The primary purpose of factor analysis is to reduce 

and summarise data before the process of analysis. Factor analysis is used in this 

study to decrease the number of variables to a lesser number of factors to decide 

which clusters of items comprise unidirectional sets for analysis purposes.  
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Learner Empowerment Scale and the Professional Accounting Competencies Scale 

were used in this study. As indicated earlier, Frymier, Shulman and Houser (1996) 

used factor analysis when developing the Learner Empowerment Scale (LES). The 

criteria used for this study for Learner Empowerment Scale was the MSA =0.91 

statistic measure of sampling adequacy; reliability is tested by using Cronbach‘s 

Alpha; the minimum recommended standard of Cronbach‘s alpha is 0.7 (Hair et al. 

2006). The criteria are summarised in Table 3.3. 

Table 3.3: the Criteria used for Factor Analysis for Learner Empowerment 

Scale 

Cronbach‘s Alpha > .70 

MSA  0.91 

3 Factor solution  (Impact, meaningfulness, and 

competence) 

Factor accounting for variance  At least 5% 

Loading  above .50  

Eigenvalue Greater than 1 

Sources: (Frymier, Shulman & Houser 1996, p. 191)  

As indicated previously, the main purpose of this study is to identify the differences 

between cooperative learning and traditional teaching methods on students‘ 

perceptions of empowerment and development of professional accounting 

competencies. Testing the hypothesises in order to determine the differences 

between two populations is not problematic because t-test and means are often 

appropriate techniques used by researchers when they are comparing two 

populations (Pavkov & Pierce 2002).  

T-tests are used to test hypotheses and evaluate the difference between the 

independent variables (cooperative learning and traditional teaching methods‘ 

groups), and dependent variables (students‘ perceptions of empowerment, its 

dimensions and development of professional accounting competencies) (see Figure 
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3.1) to determine if significant differences exist between the two groups according to 

the teaching method. Testing the difference of the means of the control and 

experimental groups on students‘ perceptions of empowerment and professional 

accounting competencies provided evidence of the success of cooperative learning 

method over the traditional teaching method for each of the dependent variables 

(Best & Kahn 2003).  

Figure 3.1: Independent variable and dependent variables 

Implementation  

(Independent variable) 

 

 

 

(Moderator variables)   Gender, Age, Major, Grade point of average 

 

(Dependent variables) 

 

 

 

 

 

Source: developed by the researcher 

Accordingly, this study employs both an independent samples t-test and a dependent 

samples t-test or paired samples t-test. Both tests are used to find significant 
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differences between groups, but the independent samples t-test assumes the groups 

are not related to each other, while the dependent samples t-test or paired samples 

t-test assumes the groups are related to each other. The independent samples t-test 

would be used to find differences between groups in the same period (the difference 

between control and experimental groups in pre and post responses), while a 

dependent samples t-test or paired samples t-test would be used to find differences 

within groups before and after the treatment—same group in different times—(pre 

and post data in the control group and pre and post data in the experimental group). 

One of the uses of t-test is to test whether there is a significant difference between 

two groups‘ mean (pre and post mean) for the same group. 

In the same context, Opdecam and Everaert (2012) used t-tests to test their three 

hypotheses and suggest that differences exist between cooperative learning groups 

and the traditional teaching method in terms of students‘ satisfaction and course 

experiences at a business degree institution in Belgium. Zain et al. (2009) also used 

t-test in a similar way to compare cooperative learning and traditional teaching 

methods‘ groups of students in terms of their behaviour, attitude towards subject, 

communication skills and social skills at a business degree institution in Malaysia. 

Caldwell, Weishar and Glezen (1996) and Clinton and Kohlmeyer (2005) used 

means to evaluate if differences exist between the cooperative learning method‘s 

group and the traditional method‘s group in terms of students‘ perceptions of 

accounting. In this study, the t-test is used to test the hypothesis in order to establish 

if there are any differences between the two teaching methods in terms of their effect 

on students‘ perceptions of empowerment and development of professional 

accounting competencies. 



Wahida Zraa  Chapter Three 

103 

Correlation is a measure of association between two variables. The variables are not 

designated as dependent or independent. In this context, Frymier, Shulman and 

Houser (1996) used Pearson‘s correlations to correlate Learner Empowerment Scale 

with trait motivation, relevance and affective and behavioural learning. Also, Weber 

and Patterson (2000) used Pearson‘s correlation to explore if Learner Empowerment 

Scale is valid and reliable for the assessment of students‘ interest. Weber, Martin 

and Cayanus (2005) used Pearson‘s correlations to explore the relationship between 

the three dimensions of Learner Empowerment Scale and students‘ motives for 

communicating with their instructors. Opdecam and Everaert (2012) used Pearson‘s 

correlations to identify relationships between ability measures (ability in general, 

ability in accounting, exam, good teaching, appropriate workload, generic skills and 

time spent). In this study, Pearson‘s correlations are used to test hypotheses and 

evaluate the relationship between students‘ perceptions of empowerment, 

development of professional accounting competencies and teaching methods. 

3.3.4.2 Analysis and Interpretation Qualitative Data 

Qualitative data gathered from reflections were recorded in notes and typed into a 

Word document, analysed by browsing, highlighting, hand coding, developing 

categories and reducing and summarizing a meaningful analysis to be tabulated 

(Creswell 2005). Hand coding is considered adequate and appropriate when the 

research question is specific enough, and the analysis is deductive. Each idea from 

participants was gathered in one section and again categorised and summarized.  

3.3.5 Conclusion 

As has been stated, a mixed research method was chosen to carry out the research 

for this study. In particular, the approaches were selected for that purpose and their 
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relevance to this study was described and discussed in chapter 3. In addition, a 

detailed research design for collecting data, including the issues and difficulties in 

data collection was provided and discussed. This chapter also provided the stages of 

data analysis with the chain of evidence in order to contribute to the quality of the 

study. This chapter outlined the pilot study which was conducted before starting the 

experiment. The findings of this study, followed by a discussion, will be presented 

in the following Chapters Four, Five and Six respectively. 
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CHAPTER FOUR: QUANTITATIVE ANALYSIS 

4.1 Introduction  

Chapter 3 described the research design and methodology for this study. This 

chapter presents the quantitative analysis of data (from pilot study and main study) 

that was gathered using the research instrument in order to address the research 

issue. The hypotheses of the study were tested in relation to the research problem to 

identify the effects of the cooperative learning method on students‘ perceptions of 

empowerment and its dimensions and development of professional accounting 

competencies. The study further explores how each empowerment dimension 

correlate with professional accounting competencies. 

4.2 Results for Pilot Study 

4.2.1 Response rate, cleaning and screening data 

Four hundred and fifty surveys were distributed to both Libyan (270) and Australian 

(180) students enrolled in first year accounting courses at business degree 

institutions. A total of 409 surveys (90%) were received from Libyan and Australian 

respondents and were determined suitable for inclusion in the data set. Responses 

from Libyan students amounted to 247 surveys (91%). Responses from Australian 

students amounted to 162 completed surveys (90% return) (Table 4.1).  

Table: 4.1: Surveys distributed and received 

Surveys Libyan 

students 

Percentage Australian 

students  

Percentage Total Percentage 

Distributed 270 100 % 180 100 % 450 100 % 

Received 247 91 % 162 90 % 409 90 % 
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Data was checked by running frequencies of each variable in terms of minimum and 

maximum values in order to ensure accurate imputation. Screening and cleaning of 

the data is imperative so that the data set is clean and prepared for analysis, ensuring 

its appropriateness for testing of the hypotheses (Hair et al. 2006). The essential 

preliminary step for data analysis is data examination that includes detecting 

imputation errors and missing data, then identifying outliers which affect 

generalization of the results (Hair et al. 2006). Next, data was checked for missing 

data.  

4.2.2 Missing data 

Missing data is likely to be out of the researcher‘s control. However, it should be 

addressed because of its effects on data analysis and generalization (Hair et al. 

2006). Some missing data was then accepted due to the students‘ initial 

misunderstanding of some terminology. Missing values were replaced to avoid the 

problem of missing cases. Recording missing values allows the researcher to include 

all cases in analysis of the data (Coakes 2009). As long as the researcher had valid 

data for more than 300 cases, the missing data is acceptable.  

4.2.3 Normality 

Data was checked for normality. Normality of data is an assumption that is required 

for many statistical tests (Park 2008). Checking for normality is important, 

especially in terms of small samples because of the significant role played by sample 

size in terms of statistical power (Hair et al. 2006; Tabachnick & Fidell 2007).  

Transformations of data are not universally recommended with a large sample size 

because they make interpretations of variables difficult. If a sample size is larger 

than 30 it is assumed that the population sample mean is approximately normally 
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distributed according to the Central Limit Theorem ‗regardless of the shape of the 

original population‘ (Hair et al. 2006; Tabachnick & Fidell 2007). Despite the 

Central Limit Theory‘s assumption, data was tested for normality and outliers. The 

data was accepted for further analysis. This study‘s sample size is regarded as 

‗large‘ with 409 responses (Hair et al. 2006).  

4.2.4 Respondents’ profiles 

The demographic characteristics of respondents include respondents‘ gender, age, 

major, and grade point average. The unit of analysis was a student enrolled in a first 

year business degree at institutions in Libya and Australia. Both of the institutions 

are degree granting institutions with professional accreditation. The sample 

consisted of 409 respondents, 247 (60.3%) Libyan students and 162 (39.6%) 

Australian students.  

The survey was completed by students attending classes at the time the survey was 

distributed. It did not deliberately target gender or ages. The sample included 218 

male participants (53.6%) and 186 females (45.8%). In the Libyan students‘ sample, 

males and females accounted for 65.6% and 43.4% respectively, while in the 

Australian students‘ sample, males and females accounted for 34.6% and 62.3% 

respectively (Table 4.2). The majority of participants were aged between 18-20 

years (63.5%). Libyan students made up 68% of participants between 18-20 years of 

age; while for Australian students, 56.8% were between 18-20 years of age. The 

predominant age for the entire sample was 18-20 years (Table 4.2). The Libyan 

students‘ ages are, on average, the same as the sampled Australian students. 
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Table 4.2: Frequencies of respondents’ gender and age 

  

 

 Libyan and 

Australian students 

Libyan 

students  

Australian 

students 

  Freq. % Freq. % Freq. % 

Gender Male 218 53.6 162 65.6 56 34.6 

Female 186 45.8 85 43.4 101 62.3 

Total (1)  404 98.7 247 100% 157 96.9 

Missing (2) 5 3.1 0 0 5 3.1 

Total 1+2 409 100% 247 100% 162 100% 

 

Age 

18-20 260 63.5 168 68 92 56.8 

21-22 66 16.2 43 17.4 23 14.2 

23+ 67 16.3 35 14.2 32 19.8 

Total (1) 393 96 246 99.6 147 90.7 

Missing (2) 16 3.9 1 .4 15 9.3 

Total 1+2 409 100% 247 100% 162 100% 

In regards to the majority of participants, 37.4% of respondents are intending to be 

accounting majors; from Australian students, 30.2% considered themselves as 

accounting majors, while 42% of Libyan students intend to be accountants (Table 

4.3).  In terms of grade point average, most Libyan participants are between 76-85. 

Approximately 24.1% of Australian‘ participants are graded between 76-85 (see 

Table 4.3). 

Table 4.3: Frequencies of respondents’ major and grade point average 

 

 

 Libyan and 

Australian students 

Libyan 

students  

Australian 

students 

  Freq. % Freq. % Freq. % 
Major Accounting  153 37.4 104 42.1 49 30.2 

Others  219 53.5 134 54.3 85 52.5 

Total (1) 372 90.9 238 96.4 134 82.7 

Missing(2) 37 9.04 9 3.6 28 17.3 

Total (1+2) 409 100% 247 100% 162 100% 

 

Grade 

point of 

average 

50-65 17 3.4 3 1.2 14 8.6 

66-75 28 6.8 13 5.3 15 9.3 

76-85 198 48.7 159 64.4 39 24.1 

86+ 79 19.3 63 25.5 16 9.9 

Total (1)  322 7.8 238 96.4 84 51.9 

Missing (2) 87 21.2 9 3.6 78 48.1 

Total (1+2) 409 100% 247 100% 162 100% 
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4.2.5 Reliability and Factor analysis  

4.2.5.1 Reliability 

Before analysing the data, reliability tests were conducted on the scales. Reliability 

refers to the ‗consistency and stability of a score from a measurement scale‘(Davis, 

2005, p. 188). All Cronbach alphas were above the minimum recommended 

standard of 0.7 (Hair et al. 2006).  

In this study the reliability for Learner Empowerment Scale was estimated by 

calculating Cronbach Alpha. Items 9, 11, 14, 20, 25, 26, 28, 30, 34 were all reverse- 

coded before running the reliability tests. For the purposes of the current study, the 

Learner Empowerment Scale for both groups of Libyan and Australian respondents 

(409 students) for the three dimensions, impact, meaningfulness and competence, 

achieved alphas of 0.83, 0.94, and 0.91 respectively. These measures of reliability 

compare favourably with those reported by Frymier, Shulman and Houser (1996) 

and therefore show consistency across studies (see Tables 4.4 and 4.5).  

Furthermore, in the current investigation the reliability for 10 statements of students' 

perceptions of the accounting course achieved an alpha of 0.90. Thus, there is 

evidence that the instrument is reliable. 

Table 4.4: the Reliability of the Learner Empowerment Scale 

 Empowerment Impact Meaningfulness Competence 

Libyan and Australian 

(409) responses 

 

0.94 

 

0.83 

 

0.94 

 

0.91 

Libyan’s (247) 

responses 

 

0.91 

 

0.86 

 

0.89 

 

0.82 

Australia’s (162) 

responses 

 

0.93 

 

0.91 

 

0.89 

 

0.82 
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Table 4.5: the Reliability of the Course perceptions’ scale 

Libyan and Australian (409) 

responses 

Libyan (247) 

responses 

Australian (162) 

responses 

0.90 0.81 0.75 

 

4.2.5.2 Factor analysis  

The result of the factor analysis using a Varimax rotation was a three-factor solution. 

All three of the learner Empowerment Scale dimensions factored out separately. The 

first factor accounted for 41% of the variance with 12 items loading on it (impact). 

Ten items loaded on meaningfulness accounted for 13% of the variance. The third 

factor competence accounted for 5% of the variance with eight items. Similarly, the 

researcher would expect that items that loaded on impact, meaningfulness and 

competence dimensions to be similar to Frymier, Shulman and Houser‘s (1996) 

study (see Table 4.6).   

The item total correlation coefficients and factor loadings were found above the 

minimum recommended standards of 0.3 and 0.4 respectively (Pallant 2007). Items 

6, 9, 11, 14 and 33 from Learner Empowerment Scale failed to load on the 

appropriate factors based upon Frymier, Shulman and Houser‘s (1996) study. The 

results from reliability tests and factor analysis tests show 30 items will be used for 

empowerment. From the results it would appear that questions numbered 6, 9, 11, 14 

and 33 were may misunderstood by the students: this resulted in low loadings. In 

future studies the researcher will express the questions in a different way to avoid 

any misunderstanding.  
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Table 4.6 empowerment factor analysis for Libyan and Australian responses 

4.2.6 Hypothesis testing  

In order to answer the research question, ‘What are the relationships between 

students‘ perceptions of empowerment, accounting course perceptions and 

classroom instruction in a first year accounting course at Libyan and Australian 

business degree institutions?‘, t-tests and correlations were conducted.  

Hypothesis 1 testing using t-test  

Hypothesis 1 asserted that there would be a significant difference between Libyan 

and Australian students in students‘ perceptions of empowerment, its dimensions 

(impact, meaningfulness and competences) and course perceptions. The total 

  Impact  Meaningfulness  Competence  

Impact 

1 
 
I have the power to make a difference in how things are done in my class. 

 

.768 

 
.060 

 
.083 

2 I have a choice in the methods I can use to perform my work. .367 .369 .484 

3 My participation is important to the success of the class .436 .434 .385 
4 I have freedom to choose among options in this class. .530 .411 .343 

5 I can make an impact on the way things are run in my class. .799 .086 .060 

6 Alternative approaches to learning are encouraged in this class -.052 .012 .020 
7 I have the opportunity to contribute to the learning of others in this class. .500 .498 .347 

8 I have the opportunity to make important decisions in this class. .722 .218 .068 

9 I cannot influence what happens in this class. .295 -.018 .507 
10  I have the power to create a supportive learning environment in this class. .577 .330 .356 

11 My contribution to this class makes no difference. .274 .266 .688 

12 I can determine how tasks can be performed. .709 .090 .215 
13 I make a difference in the learning that goes on in this class.   .813 .031 .062 

14 I have no freedom to choose in this class. .244 .244 .628 

15 I can influence the instructor. .612 -.299 -.208 

Meaningfulness 

           16             I feel appreciated in this class 

 

.378 
 

.664 

 

.225 

17  The tasks required in my class are personally meaningful. .442 .560 -.070 
18 I look forward to going to my class. .046 .842 .063 

19 This class is exciting. .179 .845 -.080 

20 This class is boring. .005 .749 .206 
21 This class is interesting. .076 .869 .130 

22 The tasks required in my class are valuable to me. -.021 .802 .359 

23 The information in this class is useful. -.064 .820 .413 
24 This course will help me to achieve my future goals. -.020 .746 .383 

25 The tasks required in my class are a waste of my time. -.097 .679 .527 

            26              This class is not important to me. 

Competence 

 

-.186 .693 .534 

27 I feel confident that I can adequately perform my duties. .164 .719 .360 

28 I feel intimidated by what is required of me in my class. -.157 .197 .496 

29 I possess the necessary skills to perform successfully in class. .190 .666 .309 

30 I feel unable to do the work in this class. -.055 .516 .664 

31 I believe that I am capable of achieving my goals in this class. .054 .727 .500 

32 I have faith in my ability to do well in this class. .035 .715 .489 

33 I have the qualifications to succeed in this class. .091 .307 .128 

34 I lack confidence in my ability to perform the tasks in this class. -.072 .324 .702 

35 I feel very competent in this course.   .195 .565 .333 
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number of responses analysed may vary from the total sample because missing data 

was excluded. An independent sample t-test was conducted to compare groups. 

Results using independent t-tests support this hypothesis (see Table 4.7).  

Table 4.7: Summary of t-test for H1 

      Empowerment Levene's Test t-test for Equality of Means 

 F Sig. t df Sig. (2-tailed) 

Equal variances assumed .292 .589 17.421 352 .000 

Students’ group N Mean Std. Deviation 

Australian students 157 72.27 15.899 

Libyan students 197 43.12 15.439 

Impact Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .001 .981 2.71 369 .007 

    Students’ group N Mean Std. Deviation 

Australian  students 155 23.20 6.283 

Libyan students 216 21.39 6.355 

Meaningfulness 

 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .067 .795 22.3 370 .000 

Student’ group N Mean Std. Deviation 

Australian  students 161 27.93 6.706 

Libyan students  211 12.27 6.701 

        Competence Levene's Test t-test for Equality of Means 

F Sig. t df sig(2-tailed) 

Equal variances assumed 1.760 .185 19.52 377 .000 

Students’ group N Mean Std. Deviation 

Australian  students 161 18.82 4.539 

Libyan students  218 9.29 4.809 

Course perceptions Levene's Test t-test for Equality of Means 

F Sig. t df sig(2-tailed) 

Equal variances assumed 2.558 .111 23.2 386 .000 

Students’ group N Mean Std. Deviation 

Australian students 159 36.43 5.222 

Libyan students 229 23.00 5.837 

 

The Levene‘s test for empowerment, its dimensions (impact, meaningfulness and 

competences) and course perceptions were not significant (p=0.589, 0.981, 0.792, 

0.185, and 0.111). Therefore, the groups‘ variances can be regarded as equal. The 

study found that students who studied at an Australian business degree institution 
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had significantly higher perceptions of empowerment than students who studied at a 

Libyan business degree institution—p=0.05. The mean and Standard Deviation of 

the Learner Empowerment Scale and its dimensions are displayed in Table 4.7. 

Students studying at an Australian business degree institution exhibited much higher 

means and standard deviations compared to students at Libyan business degree 

institution. The institutional setting did influence students‘ perceptions of 

empowerment and its dimensions (impact, meaningfulness and competence). The 

Learner Empowerment Scale and its dimensions contain significant differences at 

0.05 level. 

Hypothesis 1 is supported. Australian students perceive that they are more 

empowered than Libyan students. This indicates that cultural background and 

classroom setting of students (whether taught traditionally or collaboratively) 

influence students‘ perceptions of empowerment.  

Hypothesis 2 using correlations  

Hypothesis 2 asserted that there would be a significant and positive relationship 

between Australian and Libyan students on their perceptions of empowerment, its 

dimensions and course perceptions. Results using Pearson‘s Correlation analysis 

support this hypothesis (see Table 4.8). The course perceptions achieved significant 

and positive correlations with the Learner Empowerment Scale scores (r=.780, 

p<.01), impact (r=.274, p<.01), meaningfulness (r=.855, p<.01) and competence 

(r=.731, p<.01) (see Table 4.8). The three dimensions of empowerment were 

positively correlated with course perceptions. Meaningfulness had the highest 

correlation with course perceptions. Therefore, meaningfulness and course 
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perception measure similar value systems. Consequently, meaningfulness can be 

used to measure course perceptions rather than assessing both as different variables. 

Table 4.8: The correlations between students’ perceptions of empowerment, 

perceptions of the course, and students’ academic performance for both groups 

 Empowerment Impact Meaningfulness Competence 

Course 

perceptions 

Empowerment 1 .685** .899** .876** .780** 

Impact .685** 1 .357** .414** .274** 

meaning .899** .357** 1 .778** .855** 

competence .876** .414** .778** 1 .731** 

Course’s 

perceptions 

.780** .274** .855** .731** 1 

 

** Correlation is significant at the 0.01 level (1-tailed). 

As the results of hypothesis 1 show, there are differences between groups of Libyan 

and Australian students regarding empowerment. Hypothesis 2 was tested again to 

gauge the relationships between empowerment and course perceptions for each 

group separately. The result indicated that there are relationships between 

empowerment and course perceptions for each group.  

Hypothesis 2 is supported. There are relationships between Learner Empowerment 

Scale, its dimensions and the course perceptions. These results indicate that learner 

empowerment influences accounting course perceptions. When students feel 

empowered they have positive perceptions of the course (see Tables 4.9 and 4.10). 

Table 4.9: The correlations between students’ perceptions of empowerment, and 

perceptions of the course for Australian responses 

 Empowerment Impact Meaningfulness Competence 

Course 

perceptions 

Empowerment 1 .816** .825** .751** .709** 
Impact .816** 1 .435** .449** .373** 

meaning .825** .435** 1 .497** .808** 
competence .751** .449** .497** 1 .495** 

Course’s 

perceptions 
.709** .373** .808** .495** 1 

** Correlation is significant at the 0.01 level (1-tailed). 
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Table 4.10: The correlations between students’ perceptions of empowerment, 

and perceptions of the course for Libyan responses 

 Empowerment Impact Meaningfulness Competence 

Course 

perceptions 

Empowerment 1 .824** .824** .775** .399** 

Impact .824** 1 .427** .514** .220** 

meaning .824** .427** 1 .552** .524** 

competence .775** .514** .552** 1 .351** 

Course’s 

perceptions 
.399** .220** .524** .351** 1 

**. Correlation is significant at the 0.01 level (1-tailed). 

 

Hypothesis 3 testing using t-test  

Hypothesis 3 asserted that Australian students who worked in collaborative classes 

perceive they have an impact in the classroom and are more empowered than 

Australian students who worked in a traditional classroom at business degree 

institution. The study found that students who worked in groups collaboratively in 

the Australian classroom had significantly higher perceptions of impact than 

Australian students who worked in traditional classes. The mean and standard 

deviation of the impact which refers to ‗students‘ perceptions of whether or not they 

can make a difference in the classroom, such as influencing the instructor and other 

students or providing information in class discussions was (22.08 8.083), which 

shows higher mean values—(24.61  6.751) (df =154), p= 0.036—compared to 

students involved in traditional classes in Australian classrooms. Therefore, the type 

of classroom instruction influences students‘ perceptions of empowerment and the 

impact of learning as an empowerment dimension (see Table 4.11).  
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Table 4.11: Summary of t-test for H3 

Empowerment Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances 

assumed 

.000 .994 -1.733 154 .085 

Students’ group N Mean Std. Deviation 

Australian Traditional 

classes 

81 70.04 15.557 

Australian 

Collaborative classes 

75 74.41 15.979 

Impact  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances 

assumed 

1.116 .292 -2.116 154 .036 

Students’ group N Mean Std. Deviation 

Australian Traditional 

classes 

80 22.08 8.083 

Australian 

Collaborative classes 

76 24.61 6.751 

Meaningfulness Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances 

assumed 

.782 .378 -1.061 158 .290 

Students’ group N Mean Std. Deviation 

 Australian Traditional 

classes 

83 29.69 6.954 

Australian 

Collaborative classes 

77 30.92 7.771 

Competence Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances 

assumed 

.001 .976 -.883 158 .406 

Students’ group N Mean Std. Deviation 

 Australian Traditional 

classes 

83 18.49 4.607 

Australian 

Collaborative classes 

77 19.09 4.446 

Course perceptions Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances 

assumed 

1.426 .234 -1.426 156 .156 

Students’ group N Mean Std. Deviation 

Australian Traditional 

classes 

82 35.84 5.341 

Australian 

Collaborative classes 

76 37.03 5.081 
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Only the impact as empowerment dimension contains significant differences at 0.05 

levels. Nevertheless, there is little significant difference in Learner Empowerment 

Scale at p=0.10. Other empowerment dimensions (meaningfulness and competence) 

did not show any difference between traditional and collaborative classes. This 

result is attributed to the fact that the Australian students are exposed to 

collaborative learning during their primary and secondary school years (Australian 

Curriculum Assessment and Reporting Authority (acara) n.d), therefore, their level 

of empowerment is not affected even if they study in a traditional environment at a 

business degree institution.  

As a result, this helped the researcher decide to implement the study research herself 

to ensure proper implementation of the research methodological proposal, and to 

minimize instructor difference for a diffent culture (Libya).  

4.2.7 Conclusion  

This exploratory study compares students‘ perceptions of empowerment when 

studying accounting courses at Libyan and Australian business degree institutions.  

The findings of this research are very interesting for a number of reasons. Firstly, the 

educational environment and students‘ cultural origins impact upon the degree to 

which they feel empowered in the classroom. Secondly, there is a relationship 

between students‘ level of empowerment and their perceptions of a course. That 

means the more empowered students feel, the better perceptions of the course they 

have. Finally, within the same cultural group, students‘ levels of empowerment were 

impacted by the method which they were being taught. Therefore, this research 

indicates that it is not only the content of a course but the method by which it is 
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delivered that may impact on the students‘ level of empowerment and, subsequently, 

their satisfaction with the learning experience.  

Future research (main study) will involve a larger data collection using an 

experimental design to allow comparisons between traditional and cooperative 

learning method in accounting course at Libyan business degree institution.   

4.3 Results for the Main Study 

4.3.1 Response rate 

Pre and post-surveys were distributed to all students who had enrolled in first year in 

Accounting Principles I course at Libyan business degree institution. Two hundred 

and eighty-eight pre-surveys were distributed to students in both groups. A total of 

288 surveys (100%) were received from pre-survey respondents and were 

determined suitable for inclusion in the data set. Post-survey responses amounted to 

279 surveys (100%). The reason for the decrease in the number of respondents 

between pre and post surveys responses was due to nine students dropping the 

course (Table 4.12).   

Table 4.12: The surveys distributed and received 

Surveys Total   Traditional Method 

(Control group) 

Cooperative learning 

(Experimental group)  

 Freq % Freq % Freq % 

Pre survey 288 100  145 100 143 100 

Post survey  279 100 140 100 139 100 

4.2.2 Cleaning, Normality, and Missing data 

Similar processes for cleaning, normality, and missing data were applied as in the 

pilot data set (and outlined in Section 4.2). A total of 16 cases were excluded from 

pre Learning Empowerment Scale as they did not answer most of the questions in 
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the survey.  In post Learning Empowerment Scale data and pre and post written 

exam 2, another 8 cases were excluded. They were excluded because they withdrew 

from the course and were not part of the post data.  In all 24 respondents were 

excluded. This study‘s sample size is regarded as ‗large‘ with 279 responses. 

4.3.3 Respondents’ profiles 

The demographic characteristics of respondents include respondents‘ gender, age, 

major, grade point average, new or repeating students, and previous certificates.  

The unit of analysis was a student enrolled in first year in Accounting Principles I 

course at a business degree institution in Libya.  The sample consisted of 288 

respondents, 145 (50.3%) from the control group, and 143 (49.6%) from the 

experimental group.  

The survey was completed by all students enrolled in the Accounting Principle I 

classes—males and female aged 18-20.  The sample included 195 male participants 

(67.7%) and 93 females (32.3%). Males and females accounted respectively (67.5 

and 32.4) in the control group and (67.8 and 32.1) in the experimental group (Table 

4.13).  The majority of participants‘ ages were in the range 18-20 years (87.5%). 

This is attributed to the policy of the Libyan business degree institutions wherein 

they do not accept students after two years from the date of their high school 

certificate.  
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Table 4.13: Frequencies of responses’ gender and age 

 All groups  Control Group  

 Traditional Method  

Experimental Group  

       Cooperative Learning  

 

Gender 

Freq % Freq % Freq % 

Male 195 67.7 98 67.5 97 67.8 

Female 93 32.3 47 32.4 46 32.1 

Total  288 100 145 100 143 100 

  Age       

18-20 252 87.5 127 87.6 121 84.6 

21-22 29 10.1 15 10.3 22 15.4 

23+ 7 2.4 3 2.1 0 0 

Total  288 100 145 100 143 100 

 

In regard to the particular major being studied, 49.7% of respondents intend to 

undertake an accounting major.  From the control group and the experimental group 

46.9 and 52.4 of students respectively were considered to be an accounting major 

(Table 4.14). From the staff members‘ comments and the researcher‘s experience as 

student and instructor in Libyan business degree institutions, this number will reduce 

later when students commence their major. Most students come to the business 

degree institution with the intention of majoring in accounting and will then change 

their mind and major in either administration or economics. In terms of grade point 

average, most participants have a grade point average between 66% and 85%.  This 

is assumed to be because Libyan business degree institutions accept students who 

have grades more than 70%. Occasionally (but not often) they accept students with 

less than 70% (Table 4.14). 
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Table 4.14: Frequencies of respondents’ major and grade point average 

 

 

Major 

All groups  Control Group  

 Traditional) 

(Method  

Experimental Group 

(Cooperative Learning) 

Freq % Freq % Freq % 

Administration 82 28.5 49 33.8 33 23.1 

Accounting 143 49.7 68 46.9 75 52.4 

Economy  63 21.9 28 19.3 35 24.5 

Total  288 100 145 100 143 100 

Grade point of average      

50-65 39 13.5 17 11.7 22 15.4 

66-75 113 39.2 58 40 55 38.5 

76-85 105 36.5 53 36.6 52 36.4 

86+ 31 10.8 17 11.7 14 9.8 

Total  288 100 145 100 143 100 

 

With regard to status, the majority of participants (88.9% of respondents) were new 

students and 11.1% were repeat students. From the control group, 87.6% of students 

were considered as new students, whilst 90.2% in the experimental group were new 

students (Table 4.15). In terms of previous certificate, most participants (53.8%) 

have graduated from business secondary schools, and then there are some science 

and engineering, social science and language students. This is because Libyan 

business degree institutions accept students from different secondary schools (Table 

4.15). 
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Table 4.15: Frequencies of responses for major and previous certificate 

 

 

Status 

 

All groups 

 

Control Group 

Traditional Method 

 

Experimental Group 

Cooperative 

Learning 

Freq % Freq % Freq % 

New student 256 88.9 127 87.6 129 90.2 

Repeated students 32 11.1 18 12.7 14 9.8 

Total 288 100 145 100 143 100 

 

Previous certificate 

     

Business 155 53.8 84 57.9 71 49.7 

Science & 

engineering 

83 28.8 37 25.5 46 32.2 

Social Science 36 12.5 13 9 23 16.1 

Language 14 4.9 11 7.6 3 2.1 

Total 288 100 145 100 143 100 

Non response bias was not a problem because substantially all students participated 

in each survey. Experimental mortality (students‘ drop rate, gender, age, major, 

grade point of average, new or repeated students and previous certificate) were of 

concern as there was a possibility of significant differences among respondents 

regarding these variables. Therefore, it would have been difficult to make 

comparisons between them. The researcher compared the drop rates, gender, age, 

major, point of average, new or repeated students and previous certificate between 

the experimental and control groups and found no significant difference between 

groups in level l (P>.05). 

4.3.4 Reliability and factor analysis  

From the results in the pilot study (see section 4.2.4), questions 6, 9, 11, 14 and 33 

from the Learner Empowerment Scale experienced misunderstanding by students as 
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they loaded very low numbers. Therefore, in this study the researcher expressed the 

most negative questions (9, 11, 14, 25, 26, 28, 30, and 34) to positive questions. 

Also, the researcher expressed question 33 in a different way for clarity. However, 

question 6 ‗Alternative approaches to learning are encouraged in this class‘ and 

question 20 ‗This class is boring‘ were kept due to the nature of the questions. 

Therefore, only question 20 was reversed coded before running the reliability tests. 

The changing of the statements of Learner Empowerment Scale had impacted on the 

reliability and items loading in factor analysis of individual items (see Tables 4.4, 

4.6, 4.16, and 4.18).  

4.3.4.1 Reliability 

Before performing statistical analyses of the data, all the instruments were measured 

for reliability. Following are the reliability results for the Learner Empowerment 

Scale, and the reliability of students‘ perceptions of the professional accounting 

competencies. Cronbach's Alpha was calculated for both groups together, and for 

each group separately (control and experimental group), as well as for pre and post 

survey response results. 

Reliability for Learner Empowerment Scale 

The reliability for Learner Empowerment Scale was as follows: 

The reliability of individual statements for Learner Empowerment Scale for both 

groups together (control and experimental groups) and each group separately for the 

pre and post survey responses was examined. The overall instrument (Learner 

Empowerment Scale) for both groups for pre survey responses had a reliability score 

of 0.898; and for the control group and the experimental group respectively were 

0.897 and 0.898. At the same time, the reliability for both groups together for 
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impact, meaningfulness and competence were 0.892, 0.929, and 0.913 respectively. 

The overall instrument (Learner Empowerment Scale) for both groups for post 

responses had a reliability score of 0.909; and for control and experimental group 

respectively were 0.917, and 0.873. At the same time, the reliability for both groups 

together for impact, meaningfulness, and competence were 0.901, 0.929, and 0.871. 

(Concerning pre and post responses reliability for each group for impact, 

meaningfulness and competence, see Table 4.16.)  

Table 4.16: The Reliability of the Learner Empowerment Scale 

 

Reliability for students’ perceptions of the Professional Accounting Competences 

Scale  

Cronbach's Alpha was calculated for pre and post survey responses for students‘ 

perceptions of professional accounting competencies. The results showed low rates 

of Cronbach‘s Alpha for the pre responses because valid responses occurred only 60 

times out of 288 attempts.  In other words, there were 228 items of missing data (see 

Table 4.17). Given that the reliability was very low, the researcher excluded these 

All groups 

 Empowerment 
 
 Impact  Meaningfulness   Competence   

Pre Empowerment   0.898 0.892 0.929 0.913 

Post Empowerment    0.909 0.901 0.929 0.871 

Control group 

 

Pre Empowerment   0.897 0.875 0.921 0.911 

Post Empowerment   0.917 0.909 0.927 0.892 

Experimental Group 

 

Pre Empowerment   0.898 0.904 0.935 0.914 

Post Empowerment   

 

0.873 0.869 0.928 0.867 
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data. These results were attributed to the misunderstanding by Libyan students of 

professional accounting competencies.  However, after the treatment, and due to the 

researcher‘s explanation to both groups about professional accounting competencies, 

students gained some knowledge about this concept. Subsequently, there was better 

reliability for students‘ perceptions of professional accounting competencies. Also, 

Cronbach‘s Alpha for the post Professional Accounting Competences for both 

groups together was 0.861. The reliability for the control group was .264 and for the 

experimental group was .950. As a result, tentative acceptance of the teaching 

method may have impacted on the students‘ ability to answer the questions. Also, 

Cronbach‘s Alpha were above the minimum recommended standard of 0.7 (Hair et 

al. 2006).  

Table 4.17: Professional accounting competencies based on pre responses  

 

N 

Valid 60 

Missing 228 

Total 288 

 

4.3.4.2 Factor analysis  

Learner Empowerment Scale 

The result of the factor analysis, using a Varimax rotation, was three-factor solution 

factors had eigenvalues > 1.00. All three of the learner Empowerment Scale 

dimensions factored out separately. Similarly, the researcher would expect that the 

items that loaded on what Frymier, Shulman and House (1996) named the impact, 

meaningfulness, and competence dimensions would do the same in this 

investigation. 
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For pre responses, the first factor accounted for 28.4% of the variance with 15 items 

loading on it (impact). Ten items loaded on the meaningfulness and accounted for 

18% of the variance. The third factor, competence, accounted for 10.7% of the 

variance with eight items (see Table 4.18). Items were retained that loaded 

meaningfully on each empowerment dimension (factor loading > 0.5). Only item 6 

failed to load on the appropriate factors based upon Frymier, Shulman and Houser‘s 

(1996) study.  

From the post responses, the first factor accounted for 25.9% of the variance with 16 

items loading on it (impact). Ten items loaded on the meaningfulness and accounted 

for 17.8% of the variance. The third factor (competence) accounted for 9.2% of the 

variance with eight items (see Table 4.19). Obviously, students understood the 

meaning of question number 6 after cooperative learning method was applied in the 

classrooms. Consequently, it loaded to the appropriate factor based on post 

responses. Only item 33 failed to load on the appropriate factors based upon 

Frymier, Shulman and Houser‘s (1996) studies and post responses. The results based 

on post responses from reliability tests and factor analysis tests show 34 items will 

be used for learner Empowerment Scale. As a result question 33 should be excluded 

from the Learner Empowerment Scale. Factor analysis was carried out again and it 

presented a good outcome (see Table 4.20). 
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Table 4.18 Learner Empowerment Scale factor analysis for based on pre responses 

  

Items  Component  

Impact Impact  Meaningfulness  Competence  

1 I have the power to make a difference in how things are done in my 

class. 

.817 .009 .210 

2 I have a choice in the methods I can use to perform my work. .586 .017 .160 

3 My participation is important to the success of the class. .436 .100 .348 

4 I have freedom to choose among options in this class. .694 .059 .248 

5 I can make an impact on the way things are run in my class .773 .024 .026 

7 I have the opportunity to contribute to the learning of others in this 

class. 

.575 .008 .202 

8 I have the opportunity to make important decisions in this class. .648 -.082 .245 

9 I can influence what happens in this class. .827 .006 .197 

10 I have the power to create a supportive learning environment in this 

class. 

.641 .051 .167 

11 My contribution to this class makes difference. .810 .015 .037 

12 I can determine how tasks can be performed. .746 -.018 .039 

13 I make a difference in the learning that goes on in this class. .822 -.008 .207 

14 I have freedom to choose in this class. .731 .064 .195 

15 I can influence the instructor. .592 -.074 -.120 

16 I feel appreciated in this class .482 -.046 .231 

Meaningfulness    

17 The tasks required in my class are personally meaningful. .126 .416 -.066 

18 I look forward to going to my class. .024 .796 -.033 

19 This class is exciting .030 .806 -.013 

20 This class is boring -.026 .768 -.009 

21 This class is interesting. .024 .809 .053 

22 The tasks required in my class are valuable to me. -.044 .793 .035 

23 The information in this class is useful. -.048 .859 .041 

24 This course will help me to achieve my future goals. .031 .851 .123 

25 The tasks required in my class are a saving of my time. -.062 .867 .057 

26 This class is important to me. .015 .850 .116 

Competence    

27 I feel confident that I can adequately perform my duties. .302 .051 .807 

28 I feel relaxed by what is required of me in my class. .165 .024 .882 

29 I possess the necessary skills to perform successfully in class. .165 .038 .813 

30 I feel able to do the work in this class. .153 .030 .816 

31  I believe that I am capable of achieving my goals in this class. .154 .017 .885 

32  I have faith in my ability to do well in this class. .156 .078 .798 

34 I have confidence in my ability to perform the tasks in this class. .302 .051 .807 

35 I feel very competent in this course. .207 -.057 .674 
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Table 4.19 Learner Empowerment Scale factor analysis for based on post  responses 

        

Items  Component  

Impact Impact  Meaningfulness  Competence  

1 I have the power to make a difference in how things are done in my 

class. 

.778 .050 .129 

2 I have a choice in the methods I can use to perform my work. .539 .090 .059 

3 My participation is important to the success of the class. .394 .194 .280 

4 I have freedom to choose among options in this class. .668 .044 .147 

5 I can make an impact on the way things are run in my class .711 -.093 .044 

6 Alternative approaches to learning are encouraged in this class .474 .129 .221 

7 I have the opportunity to contribute to the learning of others in this 

class. 

.575 .146 .186 

8 I have the opportunity to make important decisions in this class. .609 -.003 .188 

9 I can influence what happens in this class. .768 -.023 .157 

10 I have the power to create a supportive learning environment in this 

class. 

.538 .067 .165 

11 My contribution to this class makes difference. .730 -.064 .082 

12 I can determine how tasks can be performed. .683 -.070 .055 

13 I make a difference in the learning that goes on in this class. .749 -.058 .202 

14 I have freedom to choose in this class. .643 .006 .170 

15 I can influence the instructor. .572 -.054 -.115 

16 I feel appreciated in this class .474 .129 .221 

Meaningfulness    

17 The tasks required in my class are personally meaningful. .190 .485 -.061 

18 I look forward to going to my class. .022 .779 .018 

19 This class is exciting .047 .781 .015 

20 This class is boring .151 .680 .006 

21 This class is interesting. .042 .765 .067 

22 The tasks required in my class are valuable to me. -.072 .823 .040 

23 The information in this class is useful. -.051 .881 .027 

24 This course will help me to achieve my future goals. .001 .856 .131 

25 The tasks required in my class are a saving of my time. -.089 .891 .051 

26 This class is important to me. -.018 .861 .134 

Competence    

27 I feel confident that I can adequately perform my duties. .486 .199 .642 

28 I feel relaxed by what is required of me in my class. .338 .156 .739 

29 I possess the necessary skills to perform successfully in class. .077 .039 .830 

30 I feel able to do the work in this class. .062 .030 .834 

31  I believe that I am capable of achieving my goals in this class. .144 -.008 .878 

32  I have faith in my ability to do well in this class. .128 .014 .796 

34 I have confidence in my ability to perform the tasks in this class. .382 .151 .625 

35 I feel very competent in this course. .222 -.098 .676 
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Professional accounting competencies scale  

The results of the factor analysis using a Varimax rotation indicated that the three 

factors had eigenvalues > 1.00. The three factor solution was determined to be the 

most appropriate structure. Based on the post survey, the first factor accounted for 

31% items of the variance with 10 items loading on Communication and teamwork. 

Three items loaded on self-management and accounted for 13% of the variance. The 

third factor, Judgement, and Application skills, accounted for 6% of the variance 

with six items (see Table 4.20). Judgement and Application skills are combined 

together in one factor, although there is no clear definition in the literature regarding 

whether they should be together or separate.  

 

 

Table 4.20: Professional accounting competencies factor analysis based on 

post responses for Libyan students 

  Component 

Items                                                                                                         1 2 3 

     Communication and teamwork    

1 This class helped me improve the decision making skills. .696 .318 -.054 

2 This class helped me improve my ability to get along with other 

people. 
.648 .327 .055 

3 This class helped me improve my interpersonal skills. .680 .369 .047 

4 This class encouraged me to participate actively in the learning 

process. 
.429 .617 .147 

5 This class helped me develop the conflict-resolution skills.  .526 .400 .101 

6 This class encouraged me to be tolerant of differing point of 

view.  
.631 .089 .288 

7 This class helped me to improve the team work skill. .547 .365 .093 

8 This class helped me improve the communication skills. .736 .166 -.060 

9 This class helped me improve my persuasion skills. .525 .459 .033 

10 This class helped me improve my questioning skills. .534 -.028 .114 

    Judgement, and Application skills    

11 This class helped me improve the critical thinking skills. .131 .012 .495 

12 This class helped me improve the problem solving skills. .126 -.039 .699 

13 This class encouraged me to think independently.   .056 -.033 .605 

14 This class encouraged me to debated issue critically.  -.059 -.013 .745 

15 This class helped me revise my prior views. -.124 .040 .705 

16 This class helped me improve my listening skills. .272 .041 .424 

    self-management    

17 This class helped me improve the self management skill. .121 .812 -.009 

18 This class helped me improve organising time skills. .216 .851 -.042 

19 This class helped me scheduling and planning my work.  .288 .788 -.125 
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Similarly, the researcher would expect that the items that loaded on what Mcguigan, 

Weil and Kern (2011) named Communication and interpersonal (Communication 

and teamwork), and Problem solving (Judgement, and Application skills) 

dimensions would match this investigation. However, self-management is new for 

Mcguigan, Weil and Kern (2011) as their work did not investigate self-management 

skills. The item total correlation coefficients and factor loading were found above 

the minimum recommended standards of 0.3 and 0.4 respectively (Pallant 2007). 

The results from reliability tests and factor analysing tests show 19 items will be 

used for professional accounting competencies. 

4.3.5 Hypothesis testing  

In order to answer the research issue, ‗What are the effects of a cooperative learning 

(CL) environment compared with traditional teaching environment (TM) on 

students’ perceptions of empowerment, and development of professional accounting 

competencies based on students’ perceptions and written exam in Libya?’ mean, t-

test, and correlations were conducted to test the hypotheses and answer the research 

question.  

H1: There is a significant difference in students‘ perceptions of 

empowerment and its dimensions (impact, meaningfulness, and 

competences) between students taught using a cooperative learning 

environment compared to those taught using the traditional teaching 

method. 

H2: There is a significant difference in students‘ perceptions of the 

development of professional accounting competencies between 
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students taught using a cooperative learning environment compared to 

those taught using the traditional teaching method. 

H3: There is a significant difference in students‘ professional 

accounting competencies based on the written exams between 

students taught using a cooperative learning environment compared to 

those taught using the traditional teaching method. 

H4: There are positive relationships between students‘ perceptions of 

empowerment and the development of professional accounting 

competencies based on students‘ perceptions, and written exams. 

Hypothesis 1 testing using t-test 

Hypothesis 1 asserted that there would be a significant difference in students‘ 

perceptions of empowerment and its dimensions (impact, meaningfulness, and 

competences) among students who were taught using a cooperative learning 

environment compared to those who were taught using the traditional teaching 

method. In order to examine whether there are significant differences between 

cooperative learning and traditional teaching methods in terms of perceptions of 

empowerment and its dimensions (impact, meaningfulness, and competences), an 

independent sample t-test were conducted to compare perceptions of empowerment 

and its dimensions (impact, meaningfulness, and competences) for experimental 

(cooperative learning) and control (traditional method) groups.  

First comparisons should be made between pre responders of control and 

experimental groups. If these means are not significantly different, then any 

differences in post test will be consistent with cooperative learning method effect.  
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Based on pre Learner Empowerment Scale responses, the Levene‘s test is not 

significant (p=0.323, 185 and 0.876 respectively) for empowerment, meaningfulness 

and competences. Therefore, the groups‘ variances can be regarded as equal. The 

t-test indicates that there is no significant difference between student groups in 

cooperative learning and traditional teaching methods on their perceptions of 

empowerment (over all the Learner Empowerment Scale) and its dimensions 

(meaningfulness and competences). However, the Levene‘s test is significant 

(p=0.001) in impact. Therefore, group variances cannot be regarded as equal. With 

equal variances not assumed, there is no statistically significant difference between 

the two groups in terms of their impact (t (-.600) =263) at p=0.001. Consequently, 

any difference in post Learner Empowerment Scale responses will be consistent 

with cooperative learning method effects (see Table 4.21).  

Table: 4. 21: Summary of t-test for H1 based on pre responses 

Empowerment  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .981 .323 -.422 270 .673 

Students’ group N Mean Std. Deviation 

Control group (traditional)  136 53.37 13.970 

Experiment group (cooperative ) 136 54.11 15.025 

Impact  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 4.519 .034 -.602 276 .548 

Equal variances not assumed  -.600 263.4 .549 

Students’ group N Mean Std. Deviation 

Control group (traditional)  142 30.50 8.336 

Experiment group (cooperative ) 136 31.16 9.957 

Meaningfulness  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 2.002 .158 -.620 279 .536 

Students’ group N Mean Std. Deviation 

Control group (traditional)  139 11.97 6.314 

Experiment group (cooperative ) 142 12.46 7.003 

Competences  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .028 .867 .796 286 .427 

Students’ group  N Mean Std. Deviation 

Control group (traditional)  145 11.03 5.442 

Experiment group (cooperative) 143 10.52 5.429 
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The number of cases is different between the dimensions due to the missing data 

(see missing data section). For example, there were no missing data in competence. 

However, the other dimensions such as (empowerment, impact, and meaningfulness) 

have some missing data.  

Based on post Learner Empowerment Scale the study found that students who 

studied in cooperative learning method classes had significantly higher perceptions 

of empowerment and its dimensions (impact, meaningfulness) than students who 

studied under traditional teaching method (see Table: 4.22). The mean and standard 

deviation of the Learner Empowerment Scale and its dimensions for students in 

cooperative learning groups showed higher mean values compared to student groups 

involved in traditional teaching method. The overall Learner Empowerment Scale 

means for cooperative learning groups were (M= 65.57, SD= 14.402) and for 

traditional teaching method group were (M= 53.06, SD= 15.328) (see Table 4.22). 

The means and SD of impact and meaningfulness in cooperative learning group 

were (M=36.81, SD= 16.03 and M=16.03, SD=7.664) and for traditional teaching 

method group were (M= 29.66, SD=12.28 and M=12.28, SD=6.628) respectively. 

The teaching method had influences on students‘ perceptions of empowerment and 

its dimension (impact and meaningfulness). However, there was no difference 

emerged in mean and SD in competence between cooperative learning and 

traditional groups (M=9.97, SD=4.766 and M=10.95, SD=4.682). The Learner 

Empowerment Scale and its dimensions contain significant difference at 0.05 levels. 

These results may be attributed to the immediate effect of the impact of the teaching 

method on change, and impact and meaningfulness—however; it is difficult to 

change students‘ competence. 
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Table: 4. 22: Summary of t-test for H1 based on post responses 

Empowerment  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .070 .792 -7.021 277 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional) 140 53.06 15.328 

Experiment group (cooperative ) 139 65.57 14.402 

Impact  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .003 .953 -6.539 277 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional) 140 29.66 9.216 

Experiment group (cooperative ) 139 36.81 9.062 

Meaningfulness  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 7.139 .008 -4.373 277 .000 

Equal variances not assumed  -4.370 270.796 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional) 140 12.28 6.628 

Experiment group (cooperative ) 139 16.03 7.664 

Competences  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .030 .864 -1.729 277 .085 

Students’ group N Mean Std. Deviation 

Control group (traditional) 140 9.97 4.766 

Experiment group (cooperative ) 139 10.95 4.682 

An independent sample t-test and paired-samples t-test were also conducted (for 

more analysing, see chapter 3) to compare the same group, but at different times. In 

other words, the tests compared between pre and post responses in the control group, 

and experimental groups. The objective of conducting an independent sample t-test 

and paired-samples is to assess students‘ perceptions of empowerment improved for 

both groups during the timeframe.  

Firstly, an independent sample t-test and a paired-samples t-test were conducted to 

compare between pre and post Learner Empowerment Scale responses in 

cooperative learning group. The results indicated that, there was no significant 

difference between students in pre and post responses in traditional group in the 

scores in the Learner empowerment scale scores for pre (M=53.29, SD=13.941) and 

post responses (M=52.66, SD=14.711) conditions; t (262) =.356, at p = 0.05 (see 
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Table 4.23 and 4.24). These results are attributed to the proper implementation of 

traditional method by the researcher.  

Table: 4. 23: Summary of independent t-test for H1 based on pre and post Learner 

Empowerment Scale’s responses in traditional teaching method’s group  

Empowerment  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .256 .614 .356 262 .722 

Students’ group N Mean Std. Deviation 

Pre traditional group 132 53.29 13.941 

Post traditional group 132 52.66 14.711 

Impact  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .486 .486 .741 262 .459 

Students’ group N Mean Std. Deviation 

Pre traditional group 132 30.27 8.507 

Post traditional group 132 29.46 9.245 

Meaningfulness  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .007 .934 -.137 262 .891 

Students’ group N Mean Std. Deviation 

Pre traditional group 132 12.00 6.274 

Post traditional group 132 12.11 6.281 

Competences  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 1.926 .166 1.740 262 .083 

Students’ group N Mean Std. Deviation 

Pre traditional group 132 11.02 5.373 

Post traditional group 132 9.94 4.646 
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Table: 4. 24: Summary of paired sample t-test for H1 based on pre and post Learner 

Empowerment Scale’s responses in traditional teaching method’s group 

Empowerment  Paired sample correlation  t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.996 .000 4.952 131 .000 

Students’ group  N Mean Std. Deviation 

Pre traditional group 
132 53.29 13.941 

Post traditional group 
132 52.66 14.711 

Impact  Paired sample correlation t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.991 .000 6.58 131 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
132 30.27 8.507 

Post traditional group 
132 29.46 9.245 

Meaningfulness  Paired sample correlation t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.998 .000 -2.93 131 .004 

Students’ group N Mean Std. Deviation 

Pre traditional group 
132 12.00 6.274 

Post traditional group 
132 12.11 6.281 

Competences  Paired sample correlation t-test for Equality of Means 

Correlation  Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.994 .000 13.6 131 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
132 11.02 5.373 

Post traditional group 
132 9.94 4.646 

Secondly, an independent sample t-test and a paired-samples t-test were conducted 

to compare between pre and post Learner Empowerment Scale responses in 

cooperative learning group. The results indicated that, there was a significant 

difference in the scores in the Learner empowerment scale scores for pre (M=53.98, 

SD=15.123) and post responses (M=65.63, SD=14.455) conditions; t (-6.395)=-131 

at p = 0.05(see Table 4.25 and 4.26). 
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Table: 4. 25: Summary of independent t-test for H1 based on pre and post 

Learner Empowerment Scale responses in cooperative learning’s group  

Empowerment  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .000 .995 -6.39 262 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 53.98 15.123 

Post cooperative group 132 65.63 14.455 

Impact  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .798 .373 -5.133 262 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 31.04 9.993 

Post cooperative group 132 37.09 9.148 

Meaningfulness  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 1.858 .174 -3.837 262 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 12.43 6.992 

Post cooperative group 132 15.86 7.501 

Competences  Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 2.016 .157 -.607 262 .544 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 10.52 5.561 

Post cooperative group 132 10.90 4.748 

 

Table: 4. 26: Summary of a paired-samples t-test for H1 based on pre and post 

Learner Empowerment Scale’s responses in cooperative learning’s group  

 

Empowerment  

Paired sample correlation  t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed .862 .000 -17.177 131 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 53.98 15.123 

Post cooperative group 132 65.63 14.455 

Impact  Paired sample correlation t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed .902 .000 -16.085 131 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 31.04 9.993 

Post cooperative group 132 37.09 9.148 

Meaningfulness Paired sample correlation t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed .720 .000 -7.227 131 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 12.43 6.992 

Post cooperative group 132 15.86 7.501 

Competences Paired sample correlation t-test for Equality of Means 

Correlation  Sig. t df Sig. (2-tailed) 

Equal variances assumed .966 .000 -2.826 131 .005 

Students’ group N Mean Std. Deviation 

Pre cooperative group 132 10.52 5.561 

Post cooperative group 132 10.90 4.748 

Hypothesis 1 is supported. Results using t-test do support hypothesis 1. Students 

taught by the cooperative learning method perceive that they have greater 

empowerment than students taught by the traditional teaching method and students 

taught under the traditional teaching method are less empowered than cooperative 
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learning method students. The teaching method does influence students‘ perceptions 

of empowerment. Qualitative data will explain further about the influence of 

teaching method on students‘ perceptions of empowerment.. These results suggest 

that teaching method really do have an effect on students‘ perceptions of 

empowerment. Specifically, the results suggest that when students attended the 

cooperative learning method classes the mean of students‘ perceptions of 

empowerment increased. Consequently, the difference in pre and post Learner 

Empowerment Scale responses is consistent with the cooperative learning method 

effect.  

Hypothesis 2 using t-test  

In order to test hypothesis 2, ‗There is a significant difference in students‘ 

perceptions of the development of professional accounting competencies between 

students who were taught using a cooperative learning environment compared to 

those who were taught using the traditional teaching method‘, the study employed t-

test. T-test was applied to explore the differences between experimental (cooperative 

learning) and control (traditional method) groups in professional accounting 

competencies and its dimensions. 

Based on post students‘ perceptions of development of professional accounting 

competencies, communication and teamwork, judgement and application skills, and 

self-management responses there is a statistically significant difference between the 

two groups. The t-test indicates that there is a significant difference between students 

in cooperative learning and traditional teaching method groups in their perceptions of 

professional accounting competencies, judgement, and application skills and self-

management. The t-test indicated that there is a highly significant difference in 
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means between the control and experimental groups in terms of perceptions of 

development of professional accounting competencies, communication and 

teamwork, judgement and application skills, and self-management (t (277) =-

10.769,= -11.951, =2.947 and =-15.306) respectively at p=0.05. As predicted, 

students who attended cooperative learning classes indicated higher perceptions of 

professional accounting competencies (M= 55.2014, SD=15.16631) than those who 

attended traditional method classes (M= 39.9643, SD=7.06436). 

Table: 4.27: Summary of t-test for H2 

professional accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 106.6 .000 -10.76 277 .000 

Equal variances not assumed  -10.744 194.8 .000 

Students’ group N Mean Std. Deviation 

Control groups (traditional)  140 39.9643 7.06436 

Experiment group (cooperative ) 139 55.2014 15.16631 

Communication and teamwork Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 98.388 .000 -11.951 277 .000 

Equal variances not assumed  -11.927 207.7 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 20.8357 5.34643 

Experiment group (cooperative ) 139 32.5108 10.23801 

Judgement, and Application 

skills 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .684 .409 2.947 277 .003 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 10.5643 3.82196 

Experiment group (cooperative ) 139 9.1871 3.98288 

Self-management Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .980 .323 -15.306 277 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 6.1786 2.38179 

Experiment group (cooperative ) 139 11.2806 3.13704 

 

Hypothesis 2 asserted that there would be a significant difference in students‘ 

perceptions of the development of professional accounting competencies among 

students taught in a cooperative learning environment compared to those taught 
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using the traditional teaching method. Hypothesis 2 is supported. Students taught by 

cooperative learning perceived that they have developed their professional 

accounting competencies more than students who were taught by the traditional 

teaching method. This indicates that the teaching method influences development of 

students‘ perceptions of professional accounting competencies.  

Hypothesis 3 using t-test 

Hypothesis 3 asserted that there would be a significant difference in students‘ 

professional accounting competencies based on the written exams between students 

who were taught in a cooperative learning environment compared to those who were 

taught using the traditional teaching method. There were two pre and post written 

exams conducted to test this hypothesis. A t-test was applied to explore the 

differences between experimental (cooperative learning) and control (traditional 

method) groups in professional accounting competencies based on the written exam. 

A) Pre- post written exam 1 

For professional accounting competencies based on pre written exam 1 responses: 

The t-test indicated that there is no significant difference in means between the 

control and experiment groups in terms of perceptions of development of 

professional accounting competencies based on the pre written exam 1 in overall 

written exam, and Q3 (measured critical thinking, problem solving and technical 

accounting competencies) (t (286) =.320 and =.121) respectively and Q1 (measured 

critical thinking) (t (144)  =1.419) p=0.05). Regarding Q2 (measured writing skills) 

there were no results shown in t-test due to the fact that most of students did not 

answer the question and most of the scores were (zeros) for both groups (see Table 

4.28). Consequently, if there is any significant difference in students‘ professional 

accounting competencies based on the post written exams 1 among students taught 



Wahida Zraa  Chapter Four 

142 

under cooperative learning and traditional teaching methods, this result will be 

consistent with the cooperative learning method effect.  

Table 4.28: Summary of t-test for H3 based on pre written exam 1 

Final grade for pre written exam 1 Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.182 .670 .320 286 .749 

Students’ group N Mean Std. Deviation 

Control group (traditional) 
145 .30 .586 

Experiment group (cooperative ) 
143 .28 .582 

Q1 measured critical thinking Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
8.171 .005 1.40 286 .160 

Equal variances not assumed 
 1.41 144 .158 

Students‘ group N Mean Std. Deviation 

Control group (traditional) 
145 .01 .117 

Experiment group (cooperative ) 
143 .00 .000 

Q2 measured writing skill Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
0 0 0 0 0 

Students’ group N Mean Std. Deviation 

Control group (traditional) 
145 .00 .000 

Experiment group (cooperative ) 
143 .00 .000 

Q3 measured critical thinking, 

problem solving and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.004 .949 .121 286 .904 

Students’ group N Mean Std. Deviation 

Control group (traditional) 
145 .29 .572 

Experiment group (cooperative ) 
143 .28 .582 

 

For professional accounting competencies based on post written exam 1 responses: 

The t-test indicated that there is no significant difference in means between the 

control and experiment groups in terms of perceptions of development of 

professional accounting competencies based on the post written exam 1 in overall 

exam, Q1, Q2, and Q3 (t (286) =.467, =-.392, = -.450 and =.754) respectively at 

p=0.05 (see Table 4.29). This result may be attributed to the time between pre and 

post written exam 1 of only six weeks (middle of semester exam), and most of 

students do not do well in the middle exam but they do better in the final exam. 
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Table 4.29: Summary of t-test for H3 based on post written exam 1 

Final grade for pre written 

exam 1 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 3.578 .060 .467 286 .641 

Students’ group N Mean Std. Deviation 

Control group (traditional)  145 13.9517 5.46098 

Experiment group (cooperative ) 143 13.6608 5.09508 

Q1 measured critical thinking Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 11.249 .001 -.392 286 .696 

Equal variances not assumed   -.392 284 .696 

Students’ group N Mean Std. Deviation 

Control group (traditional)  145 1.1552 .92330 

Experiment group (cooperative ) 143 1.1993 .98785 

Q2 measured writing skill Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .903 .343 -.450 286 .653 

Students’ group N Mean Std. Deviation 

Control group (traditional)  145 1.1000 .95670 

Experiment group (cooperative ) 143 1.1503 .94391 

Q3 measured critical thinking, 

problem solving and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 1.242 .266 .754 286 .451 

Students’ group N Mean Std. Deviation 

Control group (traditional)  145 11.6966 4.39057 

Experiment group (cooperative ) 143 11.3112 4.27728 

An independent sample t-test and paired-samples t-test were also conducted (for 

more analysing see chapter 3) to compare the same group, but at different times. In 

other words, the testes compared between pre and post responses in the control 

group, and experimental group. The objective of conducting an independent sample 

t-test and paired-samples is to assess if students‘ professional accounting 

competencies based on written exam 1 responses improved between pre and post 

written exam 1 for each group. 

Firstly, the independent sample t-test and paired-samples t- test for written exam 1 in 

traditional group (control group) indicated that there is a significant difference in 
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means between pre and post written exams 1 response. There was a significant 

difference in pre written exam 1 in the overall exam (M=0.30, SD=.586) and post 

written exam 1 (M=13.95, SD=5.461) conditions; t (144)= -29.882 at p = 0.005 (see 

Table 4.30 and 4.31).  

Table 4.30: Summary of t-test for H3 based on pre and post written exam 1 for 

traditional teaching method’s group 

Final grade for pre post written exam 1 Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
335.849 .000 -29.92 288 .000 

Equal variances not assumed 
  -29.81 148.3 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
145 .30 .586 

Post traditional group 
145 13.95 5.461 

 

Q1 measured critical thinking 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
302.999 .000 -14.76 288 .000 

Equal variances not assumed 
  -14.76 148.6 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
145 .01 .117 

Post traditional group 
145 1.16 .923 

Q2 measured writing skill Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
1596.39 .000 -13.84 288 .000 

Equal variances not assumed 
  -13.84 144.0 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
145 .00 .000 

Post traditional group 
145 1.10 .957 

Q3 measured critical thinking, 

problem solving and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
293.606 .000 -31.02 288 .000 

Equal variances not assumed 
  -30.86 150.4 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
145 .29 .572 

Post traditional group 
145 11.70 4.391 
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Table 4.31: Summary of paired sample t-test for H3 based on pre and post 

written exam 1 for traditional teaching method’s group 

 

Final grade for pre written 

exam 1 

Paired sample 

correlation  

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed -.014 .867 -29.88 144 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 145 .30 .586 

Post traditional group 145 13.95 5.461 

Q1 measured critical 

thinking 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed .044 .597 -14.850 144 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 143 .00 .000 

Post traditional group 143 1.20 .988 

 

Q2 measured writing skill 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed   -13.845 144 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 143 .00 .000 

Post traditional group 143 1.15 .944 

 

Q3 measured critical 

thinking, problem solving 

and technical accounting 

competencies 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation  Sig. t df Sig. (2-tailed) 

Equal variances assumed .015 .853 -31.08 144 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 143 .28 .582 

Post traditional group 143 11.31 4.277 

 

Secondly, the independent sample t-test and paired-samples t- test for written exam 

1 in cooperative learning method (experimental group) indicated that there is a 

significant difference in means between pre and post written exams 1 response. 

There was a significant difference in pre written exam 1 in the overall written exam 

1 (M=0.28, SD=.582) and post written exam 1 (M=13.66, SD=5.095) conditions; (t 

(146)= --31.078 ) at p = 0.005 (see Table 4.32 and 4.33).  
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Table 4.32: Summary of t-test for H3 based on pre and post written exam 1 for 

cooperative learning method’s group  

Final grade for pre and post 

written exam 1 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
185.44 .000 -31.07 284 .000 

Equal variances not assumed 
  -31.07 147 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .28 .582 

Post cooperative group 
143 13.66 5.095 

Q1 measured critical thinking Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
1351.64 .000 -14.51 284 .000 

Equal variances not assumed   -14.51 142. .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .00 .000 

Post cooperative group 
143 1.20 .988 

Q2 measured writing skill Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
973.050 .000 -14.57 284 .000 

Equal variances not assumed   -14.57 142. .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .00 .000 

Post cooperative group 
143 1.15 .944 

Q3 measured critical 

thinking, problem solving and 

technical accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 
180.918 .000 -30.40 284 .000 

Equal variances not assumed   -30.40 148.82 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .28 .582 

Post cooperative group 
143 11.31 4.277 
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Table 4.33: Summary of paired sample t-test for H3 based on pre and post 

written exam 1 for cooperative learning method’s group 

 

Final grade for pre and post 

written exam 1 

Paired sample 

correlation  

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.155 .064 -31.76 142 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .28 .582 

Post cooperative group 
143 13.66 5.095 

Q1 measured critical thinking Paired sample 

correlation 

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed 
. . -14.518 142 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .00 .000 

Post cooperative group 
143 1.20 .988 

 

Q2 measured writing skill 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

Equal variances assumed 
  -14.574 142 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .00 .000 

Post cooperative group 
143 1.15 .944 

Q3 measured critical 

thinking, problem solving and 

technical accounting 

competencies 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation  Sig. t df Sig. (2-tailed) 

Equal variances assumed 
.127 .132 -31.09 142 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 
143 .28 .582 

Post cooperative group 
143 11.31 4.277 

 

The results from pre and post written exam 1 suggest that when students learn in 

classes (traditional or cooperative), their exam results will improve. This result is 

attributed to the students‘ willingness to learn in any situation—either via the 

traditional teaching method or the cooperative learning method. Studying in the 

course did help students to improve their professional accounting competencies. 

These results suggest that cooperative learning and traditional teaching methods do 

have an effect on students‘ professional accounting competencies based on the 

written exam 1. The result above is again attributed to the students‘ willingness to 
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learn irrespective of whether they attend traditional teaching method classes or 

cooperative learning method classes. 

B) Pre- post written exam 2 

For professional accounting competencies based on pre written exam 2 responses. 

The t-test indicated that there is no significant difference in means between the 

control and experiment groups in terms of perceptions of development of 

professional accounting competencies based on the pre written exam 2 in overall 

written exam, and Q1, Q2, and Q3 (t (277) =.897,= -.464, =1.012 and =1.110) 

respectively at p=0.05 (See Table: 4.34). Consequently, if there is any significant 

difference in students‘ professional accounting competencies based on the post 

written exams 1 among students taught under cooperative learning and traditional 

teaching methods, this result will be consistent with the cooperative learning method 

effect.  

Table 4.34: Summary of t-test for H3 based on pre written exam 2 

Final grade for pre written exam 

2 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 2.798 .095 .897 277 .370 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 1.83 3.139 

Experiment group (cooperative ) 139 1.51 2.973 

Q1: measured critical thinking, 

problem solving, writing skill and 

technical accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed .655 .419 -.464 277 .643 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 .19 .414 

Experiment group (cooperative ) 139 .22 .413 

Q2: measured critical thinking, 

problem solving, and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 3.111 .079 1.012 277 .312 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 .84 1.528 

Experiment group (cooperative ) 139 .66 1.457 

Q3: measured critical thinking, 

problem solving, writing skill and 

technical accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 5.022 .026 1.109 277 .268 

Equal variances not assumed   1.110 276 .268 

Students’ group N Mean Std. Deviation 

Control groups (traditional)  140 .80 1.337 

Experiment group (cooperative ) 139 .63 1.227 
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For professional accounting competencies based on post written exam 2 responses. 

The t-test indicated that there is significant difference in means between the control 

and experiment groups in terms of perceptions of development of professional 

accounting competencies based on the post written exam 2 in overall written exam, 

Q1, Q2, and Q3 (t (233)=-12.714, t (264)=-4.292, t (242)=- -11.038) and, t (243)= -

10.544) respectively at  p=0.05 (see Table 4.35). The results from post written exam 

2 are as the researcher predicted. Students who attended cooperative learning 

method classes did better in the overall exam, Q1, Q2, and Q3.   

Table 4.35: Summary of t-test for H3 based on post written exam 2 

Final grade for pre written exam 2 Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 52.656 .000 -12.694 277 .000 

Equal variances not assumed   -12.714 233 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 25.31 8.372 

Experiment group (cooperative ) 139 35.92 5.210 

Q1: measured critical thinking, 

problem solving, writing skill and 

technical accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 7.855 .005 -4.292 277 .000 

Equal variances not assumed   -4.296 264 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 5.73 2.679 

Experiment group (cooperative ) 139 6.97 2.123 

Q2: measured critical thinking, 

problem solving, and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 10.550 .001 -11.053 277 .000 

Equal variances not assumed   -11.038 242 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 4.31 1.347 

Experiment group (cooperative ) 139 6.56 1.990 

Q3: measured critical thinking, 

problem solving, writing skill and 

technical accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 49.111 .000 -10.530 277 .000 

Equal variances not assumed   -10.544 243 .000 

Students’ group N Mean Std. Deviation 

Control group (traditional)  140 15.27 6.634 

Experiment group (cooperative ) 139 22.39 4.431 

 

An independent sample t-test and paired-samples t-test were also conducted: 
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Firstly, the independent sample t-test and paired-samples t- test for written exam 1 in 

traditional group (control group) indicated that there is a significant difference in 

means between pre and post written exam 2 response. There was a significant 

difference in written exam 1, in the overall exam (M=1.83, SD=3.139) and post 

written exam 2 (M=25.31, SD=8.372) conditions; t(139)= -35.267 p = 0.05 (see 

Table 4.36 and 4.36). 

Table 4.36: Summary of t-test for H3 based on pre post written exam 2 for 

traditional teaching method’s group 

Final grade for pre post 

written exams 2 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 164.38 .000 -31.073 278 .000 

Equal variances not 

assumed 

  -31.073 177 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 140 1.83 3.139 

Post traditional group 140 25.31 8.372 

Q1: measured critical 

thinking, problem solving, 

writing skill and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 385.32 .000 -24.162 278 .000 

Equal variances not 

assumed 

  -24.162 146 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 140 .19 .414 

Post traditional group 140 5.73 2.679 

Q2: measured critical 

thinking, problem solving, 

and technical accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 3.218 .074 -20.165 278 .000 

Equal variances not 

assumed 

  -20.165 274 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 140 .84 1.528 

Post traditional group 140 4.31 1.347 

Q3: measured critical 

thinking, problem solving, 

writing skill and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 325.05 .000 -25.304 278 .000 

Equal variances not 

assumed 

  -25.304 151 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 140 .80 1.337 

Post traditional group 140 15.27 6.634 
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Table 4.37: Summary of paired sample t-test for H3 based on pre post written 

exam 2 for traditional teaching method’s group 

 

Final grade for pre post t 

written exams 2 

Paired sample 

correlation  

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

.340 .00 -35.26 139 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
140 1.83 3.139 

Post traditional group 
140 25.31 8.372 

 

Q1: measured critical thinking, 

problem solving, writing skill 

and technical accounting 

competencies 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

.074 .388 -24.43 139 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
140 .19 .414 

Post traditional group 
140 5.73 2.679 

Q2: measured critical thinking, 

problem solving, and technical 

accounting competencies 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

.105 .219 -21.30 139 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
140 .84 1.528 

Post traditional group 
140 4.31 1.347 

Q3: measured critical thinking, 

problem solving, writing skill 

and technical accounting 

competencies 

Paired sample 

correlation 

t-test for Equality of Means 

Correlation  Sig. t df Sig. (2-tailed) 

.310 .00 -26.97 139 .000 

Students’ group N Mean Std. Deviation 

Pre traditional group 
140 .80 1.337 

Post traditional group 
140 15.27 6.634 

Secondly, the independent sample t-test and paired-samples t- test for written exam 

2 in the traditional group (control group) indicated that there is a significant 

difference in means between pre and post written exams 2 response. There was a 

significant difference in pre written exam 2 in the overall written exam (M=1.51, 

SD=2.973) and post overall written  2 (M=35.92, SD=5.210) conditions; t (138)= -

71.219 at p = 0.000 (see Table 4.38 and 4.39).  
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Table 4.38: Summary of t-test for H 3 based on pre post written exam 2 for 

cooperative learning method’s group  

Final grade for pre post written 

exam 2 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 45.727 .000 -67.63 276 .000 

Equal variances not assumed   -67.63 219 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 139 1.51 2.973 

Post cooperative group 139 35.92 5.210 

Q1: measured critical thinking, 

problem solving, writing skill and 

technical accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 1808.22 .000 -36.82 276 .000 

Equal variances not assumed   -36.82 148 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 139 .22 .413 

Post cooperative group 139 6.97 2.123 

Q2: measured critical thinking, 

problem solving, and technical 

accounting competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 9.933 .002 -28.20 276 .000 

Equal variances not assumed   -28.20 253 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 139 .66 1.457 

Post cooperative group 139 6.56 1.990 

Q3: measured critical thinking, 

problem solving, writing skill and 

technical accounting 

competencies 

Levene's Test t-test for Equality of Means 

F Sig. t df Sig. (2-tailed) 

Equal variances assumed 103.379 .000 -55.80 276 .000 

Equal variances not assumed   -55.80 159 .000 

Students’ group N Mean Std. Deviation 

Pre cooperative group 139 .63 1.227 

Post traditional group 139 22.39 4.431 

 

Table 4.39: Summary of paired sample t-test for H3 based on pre post written 

exam 2 for cooperative learning method’s group 

 

Final grade for pre post written 

exams 2 

Paired sample correlation  t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

.113 .185 -71.219 138 .000 

N Mean Std. Deviation 

Pre cooperative group 139 1.51 2.973 

Post cooperative group 139 35.92 5.210 

Q1: measured critical thinking, 

problem solving, writing skill and 

technical accounting 

competencies 

Paired sample correlation t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

-.009 .913 -36.76 138 .000 

N Mean Std. Deviation 

Pre cooperative group 139 .22 .413 

Post cooperative group 139 6.97 2.123 

 

Q2: measured critical thinking, 

problem solving, and technical 

accounting competencies 

Paired sample correlation t-test for Equality of Means 

Correlation Sig. t df Sig. (2-tailed) 

.031 .718 -28.62 138 .000 

N Mean Std. Deviation 

Pre cooperative group 139 .66 1.457 

Post cooperative group 139 6.56 1.990 

 

Q3: measured critical thinking, 

problem solving, writing skill and 

technical accounting 

competencies 

Paired sample correlation t-test for Equality of Means 

Correlation  Sig. t df Sig. (2-tailed) 

.083 .330 -57.051 138 .000 

N Mean Std. Deviation 

Pre cooperative group 139 .63 1.227 

Post cooperative group 139 22.39 4.431 
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Hypothesis 3 was supported. These results suggest the cooperative learning method 

really does have an effect on students‘ professional accounting competencies based 

on the written exam 2. Specifically, the results suggest that when students learn 

under the cooperative learning method, their exam results will improve. Students 

taught by the cooperative learning method perceive that they have better 

professional accounting competencies based on written exams than students taught 

by traditional teaching method. This indicates that the teaching method has an 

influence on students‘ professional accounting competencies based on written 

exams. Traditional teaching method students are less competent than cooperative 

learning method students based on post written exam 2. 

Hypothesis 4 testing using correlations  

Hypothesis 4 is supported. There are positive relationships between students‘ 

perceptions of empowerment and the development of professional accounting 

competencies based on students‘ perceptions, and written exams. Results using 

Pearson Correlation analysis support this hypothesis (see Table 4.40). The overall 

Learner Empowerment Scale achieved significant and positive correlations with the 

professional accounting competencies based on student perceptions (r=.545**, 

p<.01) and the professional accounting competencies based on written exams 

(r=.345**, p<.01) (see Table 4.40).  

Professional accounting competencies based on students‘ perceptions had the 

highest correlation with Learner Empowerment Scale (see Table 4.40). The result 

from hypothesis 4 indicates that there are relationships between perceptions of 

empowerment, and professional accounting competencies based on students‘ 

perceptions and written exam. These results indicate that students‘ perceptions of 

empowerment and development of professional accounting competencies based on 
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students‘ perceptions and written exam influence each other and the influence comes 

from the teaching method. Students feel empowered; their performances in written 

exam are enhanced; and they develop their professional accounting competencies 

when taught using the cooperative learning method.  

Table 4.40: The correlations between professional accounting competencies 

(PAC) (based on students’ perceptions and written exam), and students’ 

perceptions of empowerment (LES). 

 Empowerment 

(PAC) based on 

students’ Perceptions 

(PAC) based on 

written exam 

Empowerment 

 

1 

 

.545** 

 

345** 
(PAC) based on 

students’ 

Perceptions 

 

.545** 

 

1 

 

.316** 

(PAC) based on 

written exam 
 

.345** 

 

.316** 

 

1 

**. Correlation is significant at the 0.01 level (2-tailed). 

4.3.6 Conclusions  

The findings shared in this chapter include the statistical analysis to test hypotheses 

(H1, H2, H3, and H4) that relate to the research issues and are summarised in Table 

4.41. These results of the hypotheses were supported quantitatively and are 

presented in the next chapter—which is based upon qualitative analysis. The overall 

findings of this study, followed by a discussion, will be presented in Chapter Six.   
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Table 4.41: Hypotheses and conclusions 

Hypothesis conclusions 

H1 There is a significant difference in students‘ perceptions 

of empowerment and its dimensions (impact, 

meaningfulness, and competences) between students taught 

using a cooperative learning environment compared to those 

taught using traditional teaching method. 

supported 

Summary of H1 

 Empowerment  Impact  Meaningfulness  Competences  

 

pre 

mean 

post 

mean  

pre 

mean 

post 

mean  

pre 

mean  

post 

mean  

pre 

mean  

post 

mean 

Traditional 

group  

53.29 52.66 30.27 29.5 12 12.11 11.02 9.94 

Cooperative 

group   

53.98 65.63 31.04 37.1 12.43 15.86 10.52 10.9 

Summary of H2 
 Professional 

accounting 

competencies 

Communication 

and teamwork 

Judgement, and 

Application skills 

Self-

management 

 

Post mean Post mean Post mean Post mean 

Traditional group  39.9643 20.8357 10.5643 6.1786 

Cooperative group   55.2014 32.5108 9.1871 11.2806 

Summary of H3  

 
Final grade  Q1 Q2 Q3 

 pre 

mean 

post 

mean  

pre 

mean 

post 

mean 

pre 

mean  

post 

mean 

pre 

mean  

post 

mean  

written exams 1 

Traditional group   0.3 13.95 0.01 1.16 0 1.1 0.29 11.69 

Cooperative group   0.28 13.66 0 1.2 0 1.1503 0.28 11.31 

written exams 2 

Traditional group   1.83 25.3 0.19 5.73 0.84 4.31 0.8 15.27 

Cooperative group   1.51 35.9 0.22 6.97 0.66 6.56 0.63 22.39 

H2 There is a significant difference in students‘ perceptions 

of the development of professional accounting competencies 

between students taught using a cooperative learning 

environment compared to those taught using traditional 

teaching method. 

supported 

H3 There is a significant difference in students‘ professional 

accounting competencies based on the written exams 

between students taught using a cooperative learning 

environment compared to those taught using traditional 

teaching method. 

supported 

H4 There are positive relationships between students‘ 

perceptions of empowerment and the development of 

professional accounting competencies based on students‘ 

perceptions, and written exams. 

Supported 

(see Table 4.40) 
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CHAPTER FIVE: QUALITATIVE ANALYSIS 

5.1 Introductions  

The purpose of this chapter is to describe how qualitative data was collected to 

further explain the quantitative findings. As outlined in previous chapters, this study 

is concerned with exploring issues related to current practice in the teaching and 

learning of accounting at Libyan university level, and trialling a cooperative learning 

method aimed at assisting students to learn accounting in meaningful ways, leading 

to empowerment and enhanced development of their professional accounting 

competencies. Therefore, this study attempts to answer the following research 

question: 

‘What are the effects of a cooperative learning (CL) environment compared 

to traditional teaching environment (TM) on students’ perceptions of 

empowerment, and development of professional accounting competencies 

based on students’ perceptions and written exams in Libya?’ 

This chapter highlights teaching and learning themes that emerged through the 

process of qualitative data analysis. The themes were identified according to the 

main problem of the research and research question. Another two times emerged 

which the researcher did not like to waste data (culture and resistance). Each theme 

consists of two sub-themes, namely, teaching issues and learning issues (see Figure 

5.1). The results of each of these sub-themes are presented in the following sections 

from the participants‘ point of view. The participants included students who 

attended the cooperative learning method‘s classes (experimental group) and the 

traditional teaching method classes (control group) in Principles of Accounting (I) as 

part of their study in a business degree institution in a Libyan context.  
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Figure 5.1: Major themes from qualitative data 

 

 

 

 

 

5.2 Teaching issues 

This section presents teaching issues in accounting education at Libyan business 

degree institution prior to and during the utilisation of cooperative learning method. 

Teaching issues relate to research question that emerged from the qualitative data 

analysis, namely, students‘ perceptions of empowerment in the classroom, culture, 

and resistance. Before the experiment approximately 80% of students showed 

resisted to adopt the method of cooperative learning in the classroom. However, 

after the first meeting with students the numbers start to decrease until it reached 

approximately 70%. After they had attended the cooperative learning classes 

approximately 70% of the students felt empowered.  The issues (shown in Figure 

5.2) are presented separately in the following sub-sections and represent comments 

from participants. 

  

Major themes 

Teaching and learning issues  

 

Teaching issues Learning issues  
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Figure 5.2: Teaching Issues 

 

 

 

 

  

5.2.1 Students’ perceptions of empowerment  

(A) Prior to applying cooperative learning and during traditional teaching 

methods in the classes 

The most important reason offered by students for not feeling empowered is that 

students perceived they did not have any impact in the classroom. Specifically, 

instructors did not allow students to clarify difficult issues; instructors were 

dominant in class sessions; and they ignored students‘ questions in the classroom. 

Furthermore, only instructors had the right to talk or give opportunities to selected 

students to talk in the class. Students could not influence the instructor—instructors, 

at times, acknowledged some good questions, whilst ignoring all other questions. If 

students wish to ask a question or clarify an issue, they are required to consult with 

the instructor at the break or after class. Instructors were the primary source of 

knowledge, and students are required to be good receptors. Overall, instructors 

believe opening discussion with students is exceedingly time-consuming—as 

evidenced by the following comments from students: 

We have to be quiet for three hours; only the teacher and some particular 

students (good achievers) could talk in the class (Student comment).   

Students‘ perceptions of 

empowerment 

 

Culture 

Teaching issues 

Resistance 
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Our teachers are always very strict and they do not like us to talk in class 

time. Sometimes our teachers give us [the] chance to ask questions only in 

the break or after class (Student comment).  

Our teachers do not like us to raise questions – they think this is wasting 

time (Student comment).  

Student participation is not considered important for success in class; and students 

feel their views are not valued in the classroom.  The following comments support 

these views: 

…Sometimes, teachers mock us if we asked silly questions (Student 

comment). 

… I am afraid that, if I ask questions, the teacher and students will laugh 

(Student comment). 

Instructors using traditional teaching method did not give students opportunities to 

ask questions, or to answer or clarify difficult issues in the classrooms. Instructors 

felt learning occurred when the explanation was offered to a classroom of quiet and 

acquiescent students. Most students could not ask questions even if they wanted to. 

Essentially, students are discouraged from inquiring; and the accepted school culture 

is that students sit quietly and do not inquire during classes. Thus, they do not have 

the power to contribute to creating a supportive learning environment, or have an 

opportunity to contribute to the learning of others in the classroom. The following 

comments from participants provide support for this view:   

We cannot share our ideas with peers and we cannot ask them if we want to 

clarify something. Sometimes we can understand things more clearly from 



Wahida Zraa  Chapter Five 

161 

each other, but we don’t have a chance to do so in the classroom (Student 

comment). 

We have learned from primary school and from home, that it is not polite to 

disturb older people or to take their job.  We have to respect older people: 

what they say and do (Student comment). 

In the current method of teaching (traditional method) students sit in rows and the 

lecturer stands in front of the class near the board to explain the course content. This 

type of teaching method affects empowerment in the class. Throughout the 

researcher‘s reflections in the traditional method classrooms, students sat quietly—it 

looked like they had come to class just to gain marks for participation. Pre 

researcher reflection was: 

Students sat quietly, not paying attention to the teacher’s explanation. The 

researcher observed the signs of boredom and of no interest from students to 

learn (Researcher’s comment).  

Some students believe that some instructors are not confident in their knowledge of 

the content, and that is why they do not offer students the opportunity to ask 

questions. A comment supporting this view is provided: 

…some teachers are worried about students’ questions because [the teacher 

is] not good at the content, If he or she is good with the content, why don’t 

they give us the opportunity? (Student comment)  

(B) Applying cooperative learning method in classes  

By using the cooperative learning method in accounting classes students can 

experience influence in their learning. The cooperative learning method facilitates an 
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environment where students can help each other and make individual decisions. 

Cooperative learning method provides students with opportunities to ask questions 

and clarify tasks. Additionally, students experience a good relationship with the 

instructor and feel more appreciated in the cooperative learning method classes. The 

following are some of their comments in relation to this aspect:  

I have a better understanding of the problem we solved, when I discussed it 

with peers (Student comment).   

Our teacher did not mock our talking when we said something wrong 

(Student comment).  

I like this class because whatever we ask, teacher will not say it’s wrong. We 

can share our ideas and help those students who need help in completing the 

work (Student comment).   

All the answers are accepted; and no wrong answer makes students more 

active in the classroom (Student comment).   

A small number of students did not like the cooperative learning method—they felt 

that in this environment the instructor did not make any effort to teach; and low 

achievers receive the information without any effort.  

No, I don’t really like this kind of teaching. I feel our teacher does not have 

any information.  She did not prepare for the lesson and wants us to explain 

to each other (student comment).   

I feel my peers get my effort. I study hard and they get it easy (Student 

comment). 
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We waste our time by attending these classes, where all the students in the 

class talk to each other.  We have to teach them if they don’t know.  We work 

at home before classes and they just take it.  We do not see the teacher giving 

any new information (Student comment).   

I like the method we used before – rather than this method of teaching – 

because the teacher explains everything for us and that makes our life easier. 

But here we have to work hard in the class to understand (Student comment).   

During implementation of cooperative learning method, clearly there were more 

inquiries from students. Researcher reflections on the cooperative learning method 

classes indicate that students were very cooperative and keen to encourage dialogue 

when there were class discussions; and female students were more cooperative than 

male students. Students felt more comfortable in cooperative learning method‘s 

classes which enabled enquiry; and liked the idea of practising accounting by 

participating in the activities to reach the correct answer. Researcher‘s reflections 

and students comments were: 

Students want more inquiry activities and discussions. I am surprised how 

students suddenly changed their behaviour. Female students were working 

very hard – I was impressed by them (Researcher comment).   

Our teacher deals with us as a friend, not like our teachers before.  They 

always used to be very strict and they didn’t like us asking questions in 

classes (Student comment).   

Having more than one answer and making mistakes are better than being 

given one correct answer (Student comment).    
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I learnt I need to be quiet in the class.  It was only the teacher who had the 

right to talk in the class – also some particular students.  But now it’s 

different:  all of us can talk and ask questions without any fears (Student 

comment).   

…But now I can ask whatever I like, and this makes me more able to 

understand (Student comment).  

5.2.2 Culture 

Libya is an Islamic country, with one of its principles involving people helping each 

other, and looking after and taking care of weaker people in the community (for 

example, the elderly, the disabled and children). The whole society is built on the 

cooperative principles of Islamic culture. Islam teaches people to be socially 

responsible for each other. Based on these principles, parents encourage their 

children to help and cooperate with others in their life. The following subsections 

address the issue of culture in cooperative learning method. 

(A) Prior to applying cooperative learning and during traditional teaching 

methods’ classes 

Passive learning by students is customary in the Libyan education system and is the 

result of cultural traditions. Although some students have experienced some kind of 

informal group-based learning at private tuition centres, generally in the Libyan 

education system students sit quietly in classrooms while instructors transfer or 

communicate with their students through direct explanation. The culture of the 

Libyan education system considers that when students speak or attempt to help each 

other in the classroom it is either because a student is being impolite or is cheating. 
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Libyan students consider discussing the content or asking questions as unacceptable 

classroom practice, because of their cultural background. Furthermore, the culture of 

the education system itself does not encourage students to help each other. 

Instructors prefer students to be quiet and obedient. Students admitted that normally 

their instructors did not allow them to interact with others during the lesson. 

Comments from students were: 

…..Our teachers explain all the time and want us to keep listening to them 

quietly. We were brought up in these roles (Student comment).  

I remember my teacher in school chastised me when he saw that one of my 

classmates helped me: we learnt it is not good for us to help each other in 

the content. Also, helping other students takes our effort and they may have 

better results than me (Student comment).    

…we have to respect them (teachers), that is what we learnt. We cannot 

interrupt older people or teachers (Student comment).   

(B) Applying cooperative learning method in classes 

After implementation of the cooperative learning method, students realise the 

contradictory factors between the principles of home and the education system 

culture.  

I realised that our culture is very much based on the principles of this 

teaching method. We have same cultural principles. But sorry – we do not 

apply it in the school (Student comment).   
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Now, it’s fine to talk with the teacher and ask questions. We learnt we cannot 

talk with teachers because they are older than us and we cannot interrupt 

them (Student comment).   

5.2.3 Resistance 

(A) Prior to applying the cooperative learning method  

Initially students resisted the idea of changing the traditional way of teaching. This 

type of teaching and learning has a long history in the Libyan education system and 

this traditional approach has been the norm for generations. The cooperative 

learning method was a new method of teaching for most of the students enrolled at 

Libyan business degree institution. Most students had previous experience in 

learning under the traditional method of teaching. Prior to the researcher starting 

work with the students, the students were worried about the new teaching method as 

they felt it may be too difficult for them. Consequently, students rejected the idea of 

changing their instructors and their style of learning. They were evidently worried 

by the change and thought the change might prove difficult for them. There is no 

quote provided regarding this aspect because no students came to the researcher and 

informed her personally of these concerns—the researcher heard about their 

apprehension from staff members. 

(B) Applying cooperative learning method in classes 

During the first lesson, the researcher explained to students the principles of the 

cooperative learning method, after which students agreed to participate in the study 

knowing that they were able to withdraw from the study if they did not feel 

comfortable. However, students who participated in this study appeared to be 
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pleased by the instructor applying a cooperative learning method in the classroom. 

The more cooperative learning method classes that students attended, the keener 

students were to embrace cooperative learning method. Students showed their 

interest in the cooperative learning method classes, as well displaying a heightened 

interest in studying accounting. Through the researcher reflections and students‘ 

comments, it appears that students are pleased with the changes in the teaching 

method:   

at the beginning students rejected studying accounting, especially when they 

heard that the teacher came from Australia and wanted to apply a new 

method to them. But when I entered the classes and started to explain to 

students that the purpose of cooperative learning method is to help them to 

have a better understanding of the subject and to develop their skills to meet 

the requirements of their career, they changed their attitude and showed 

interest.  At the end of the semester, they were upset because I would not be 

teaching them again (Researcher’s comment). 

The last few weeks we were happy, because this was the first time I 

understand accounting (Student comment).   

Some other students wanted to major in accounting simply because they liked 

studying accounting in cooperative learning method classes. Relevant comments 

include:  

I will major in accounting if all teachers would teach it in the same way 

(Student comment).   

I will major in accounting – you could complete your study and then come 

back to teach me in advanced courses (Student comment).    
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Students‘ perceptions of learning accounting changed due to the implementation of 

the cooperative learning method. Students seemed to be positive about the new 

method of teaching, and were willing to engage and interact with others. Most 

students were optimistic about the cooperative learning method, and believed that it 

had opened their eyes more towards learning accounting. Furthermore, cooperative 

learning method changed their perception about the learning of accounting. 

The following quotes summarise their ideas with regard to their perception of 

cooperative learning method: 

I believe my perception about learning accounting has changed according to 

the way we [are] taught.  Now I realise that there is a room for me and 

fellow students to work together and develop positive relationships among us 

in order to maximise learning.  This is happening right now (Student 

comment).   

Before, what the teachers did was just memorize the material and come to 

tell us what they memorized.  If I don’t have to come to the lesson I will use 

that time to memorize as they do.  Especially in accounting class, if I 

memorize the base, it’s easy for me to answer the questions in the exam, so 

why did I attend?  Now I find it different:  coming to class helps practise 

accounting (Student comment).   

Other students generally agreed with the above comments and reiterated that they 

would find it difficult to go back to traditional teaching, arguing that students would 

no longer wish to listen to a continuous three hour lecture any more. Students asked 

the instructor to teach them again in other courses. The following reactions: 
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In the past, the teacher used examples very rarely when teaching.  But, now, 

because of this new method [cooperative learning] that provides more 

discussions and examples, we feel that we can live in the situation, that we 

can remember things and understand the issues more easily (Student 

comment).   

When we were taught the last few topics [lessons on cooperative learning] in 

groups the teacher was helping us that I think was a very fine and interesting 

way of teaching … we were able to know more about what was happening in 

the topic and … more importantly we were able to make our own decisions 

which helped a lot to clear our doubts more freely (Student comment).   

They were very interesting lessons and the teacher was more relaxed. And 

we were more comfortable. We need you to teach us in following courses 

(Student comment).   

I feel more comfortable in small groups, in participating. Will you teach us 

next semester (Student comment).    

From the reflections of students in cooperative learning method classes, it is evident 

that students‘ perceptions of accounting had changed. Students were more positive 

about accounting and embraced the new idea of involvement in discussion rather 

than staying quiet during a three-hour class.  Students were willing to participate in 

the discussion—a view supported by the following reflection:  

I believe students’ perceptions of accounting had changed.  Students worked 

together and developed positive relationships.  I see that they’re interested 

(Researcher’s comment). 
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Students expressed their satisfaction with the cooperative learning method, 

indicating they have the opportunity to practise accounting and be cognisant of real 

life problems. Some of the quotes regarding the effectiveness of the cooperative 

learning method include: 

I think it is a valuable way to teach accounting, because it provides us with 

real opportunities to practise accounting, not just do theory.  I like the idea 

of you giving us roles as a father who has to pay all the household expenses; 

and we are the family members, and we request money from the father. That 

was wonderful (Student comment).    

The reason it helps us is that it connects our study to our social life problem.  

We feel as we are living in the situation we are studying (Student comment).   

Students believed that the cooperative learning method provided them with 

opportunities to help each other and to discuss issues in groups—options not 

available to them under the traditional teaching method of learning. In cooperative 

learning, students have the opportunity to explain difficult issues from their point of 

view. When students were asked what they thought about the cooperative learning 

method for learning accounting, their thoughts are illustrated by the following 

quotes: 

I think because we help each other to learn. And we get chances to discuss 

and clarify things….(Student comment).   

…because through cooperative learning we will be able to learn from our 

discussions (Student comment).   



Wahida Zraa  Chapter Five 

171 

Sure, we can share our ideas and help those students who need help with 

completing the work.  The other thing is the social skills that we learn by 

working with others. We can’t get these skills if we work individually in a 

competitive environment (Student comment).   

Some students and the researcher were aware that a sudden change from one 

particular method to another would not be an easy task, but one that required a 

gradual introduction and the development of necessary skills.  

The gradual introduction of aspects of cooperative learning method was raised and 

discussed during the implementation phase. As has been discussed in chapter 3 

regarding the lesson plans, the instructor implemented the lessons by starting with 

simple tasks in very small groups (pairs); then gradually making the tasks more 

sophisticated and increasing the size of the groups. As a result, students seemed to 

grasp the basic ideas and principles of the cooperative learning method after a 

couple of lessons. No major problems with the implementation of those lessons were 

observed. Two of the students, and the researcher, felt that the sudden introduction 

of the cooperative learning method at business degree institution would not be a 

good idea. This is because students are already too established in a set stage of their 

learning. However, it would be more effective if it were introduced in schools; then 

the relevant skills could be gradually developed there before students reach 

university level. Students and the researcher argued this sequence would help 

students take it more seriously because they would have more time to think and 

develop the necessary skills for effective learning.  The following comments were 

made by students regarding the importance of the gradual introduction of the 

cooperative learning method: 
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Some students are struggling to understand the objectives of skills they have 

to learn.  Yes they found it good for their learning but still hard to develop 

the skills they need in order to apply group work.  It needs time for them to 

learn this.  One semester is not enough to learn all these skills (Student 

comment).    

I think the introduction of cooperative learning method in schools would be a 

good idea (Student comment).    

Actually we found it very interesting. But it would be better if we could start 

from school and continue through other grade levels (Student comment).   

Summary 

Students‘ perceptions of empowerment were low in existing teaching method at 

Libyan business degree institutions and before the implementation of the 

cooperative learning method in accounting classes. Although the researcher, as an 

instructor in these classes, feared that allowing student interaction, working in 

groups and providing opportunities for students to inquire might lead to some 

problems, in reality the students were generally very well behaved during the 

implementation of cooperative learning. Finally, the findings suggest that 

cooperative learning helps students to change their perceptions of learning 

accounting.  

5.3 Learning issues  

Learning issues related to questions posed by the researcher that emerged from 

qualitative data analysis were: students‘ empowerment in the classroom, 
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development of professional accounting competencies, and understanding of the 

content.  

5.3.1 Students’ perceptions of empowerment  

(A) Prior to applying cooperative learning and during traditional teaching 

method classes 

Students‘ empowerment in the learning of accounting is one of the issues that 

emerged from the qualitative data analysis and was, in fact, one of the major 

concerns of the researcher in this study. The majority of students perceived they 

were not empowered in the learning of accounting (although some students‘ 

perceptions differed from this). Students who believed they were not empowered 

had a variety of reasons for their stance. The following illustrate students' 

justifications for their feelings on not feeling empowered.  

We have to be quiet for three hours (Student comment).    

Our teachers are always very strict and they do not like us to talk in class 

time (Student comment).   

Interestingly, some students indicated that they were not empowered to learn 

accounting because accounting is not a meaningful subject. Students feel an 

accounting course is not important for their career aspirations. They perceive 

accounting classes as boring and uninteresting and accounting to be a dull subject 

with uninspired instructors. Some students are bored because accounting is not their 

major and it is a ‗numbers‘ subject. They hate attending accounting classes because 

they waste their time attending without acquiring any outcomes. The following 

comments reveal their views.  
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Accounting is a difficult subject to learn. We find it very hard to understand, 

because it is a ‘numbers’ subject. I like ‘reading’ subjects (Student 

comment).   

I have problem with zeros in accounting.  I can understand it, but when I see 

zeros I lose what I understood (Student comment).     

Accounting is not our major – we do not know why we have to study it.  I 

intend to study management – why do we have to study accounting (Student 

comment).   

Accounting teachers are very dry teachers – like their subject.  Actually we 

are bored with this type of class (Student comment).     

The other reason raised by students for being not empowered to learn accounting is 

their competence. Most students do not participate actively because they feel shy; do 

not have enough confidence to participate in the classes; or are afraid of losing face 

if they say something wrong. Students in this environment were less empowered as 

they did not have the confidence to initiate and participate in discussion in the 

classroom, as confirmed by the following statements:   

I do not like my fellow students to hear my voice – I feel my voice is too deep 

when I just talk in the class (Student comment).   

I am hesitant in my answers and I do not like to hear others’ critiques. That 

is why I prefer to be quiet (Student comment).    

I am afraid that if I ask questions, the teacher and students will laugh 

(Student comment).   
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… I am not an active student; I do not have the confidence to talk in 

classes!!!!!!! (Student comment).   

Only a few students felt empowered to learn accounting in the classroom. Some 

students voluntarily participated with the instructor. These students‘ perceptions 

were different from disempowered students. Pre researcher reflections and student 

comment were as follows:  

A few students come to class highly motivated and interested in learning 

accounting.  I can see their happy faces when they come to class.  They 

participate without any fear (Researcher’s comment) 

I like studying accounting. It is an interesting subject. I know I am different, 

because most students hate studying it.  But for me it is a good subject. I 

have to attend class to listen what information the teacher will give us. I do 

not have to stay at home for long hours reading boring materials (i.e. 

management) (Student comment).   

(B) Applying the cooperative learning method in classes  

In the few weeks following implementation of the cooperative learning method, 

students showed their interest and enjoyment in learning accounting. Students who 

attended cooperative learning method‘s classes had a better perception of 

empowerment. Students described cooperative learning method as ‗amazing‘.  The 

cooperative learning method allowed students to apply their knowledge; and 

students in cooperative learning method classes felt it impacts on learning, makes 

the course more meaningful, and their competence improved. Interestingly, the 

majority of students‘ preferred method of learning accounting was the cooperative 

learning method. Post researcher reflections and some students‘ reactions include: 
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From reflections, I noticed more smiles in the classrooms.  I noticed students 

enjoying themselves, and they learnt something.  I saw much evidence of 

students’ involvement in learning.  What I saw in the classes I did not expect 

and I had not seen it before in accounting classes as instructor (Researcher’s 

comment) 

 [Cooperative learning method] is giving us time to prepare answers, and 

repeating answers make the class enjoyable (Students’ comment).    

In these classes we do not have to be randomly chosen to answer the 

question before preparing it, which makes the class nice.  I hate it when 

teachers choose me randomly – all the information in my mind suddenly 

goes…(Student comment).   

It is a great way of learning (Student comment).     

Notes from the reflections, as well those undertaken by the researcher in classrooms, 

revealed that students changed their behaviour in the classroom. That is, the 

cooperative learning method contributed to a more positive learning environment. 

Students in groups were active and participated with the instructor and peers. The 

instructor guided students to answer the problem raised and gave individual 

feedback to promote understanding. Students were pleased to be given the feedback 

to correct their misunderstanding. Post researcher reflections were: 

I saw lot of students motivated and actively involved in discussion and in 

helping each other.  Students were performing better, and were keen to take 

part in group activities. It makes the lesson interesting and creates a more 

positive learning environment (Researcher’s comment). 
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Likewise, students also conveyed their interest in learning accounting in cooperative 

learning method classes, which students felt made their accounting classes more 

meaningful and interesting. When students worked together in small groups and 

were involved in activities, they had a better understanding of the course content. 

Students felt the classes were important to them because the instructor dealt with 

them as a guide, not as a primary source of knowledge. Therefore, students felt the 

cooperative learning method increased their motivation and changed their perception 

of learning accounting. Relevant comments include: 

I really enjoy attending accounting classes now.  But before I felt it was 

boring (Student comment).    

Now I feel these classes are important for me.  My fellow students and 

teacher hear me when I talk – even when I say something wrong.  It is nice to 

be respected even if I say something wrong, and I learn from my wrong 

answers without my feelings being hurt (Student comment).    

I like accounting classes now.  It is important to attend these classes, 

because the teacher always makes activities which help me to understand 

(Student comment).   

Before, I felt I was wasting my time by attending accounting classes.  

Because I read from the notes, I did not understand that much in class.  But 

now it’s different (Student comment).    

I can ask questions and sometimes answer peers’ questions (Student 

comment).    
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I can gain benefits if I attend.  I learn a lot by practising accounting in each 

class, not just being a receptor of information (Student comment).   

It makes the class interesting (Student comment).    

We are busy all the time in the class. Time in class goes quickly without us 

realising it (Student comment).   

In cooperative learning method classes students feel confident and able to talk 

freely, which illustrates that they are competent and not too intimidated to express 

their views. However, students continue to lack confidence in performing tasks. 

Being secure in the group gave students some confidence in discussing the tasks in 

the classroom and helped improve interaction with other students. Thus, cooperative 

learning method classes improve students‘ confidence and communication skills and 

results in them being more empowered, as demonstrated by the following 

statements: 

Now we do not have to be frightened about the task and the instructor. We 

can ask and clarify difficult issues (Student comment).    

When I stay with my peers in a group, they encourage me to talk in front of 

the classes and I feel my understanding is getting better for the materials 

being learnt (Student comment).   

Groups reduced my fear of the teacher and of my peers in discussion 

(Student comment).    

The security of the group was able to build our confidence (Student 

comment).    
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5.3.2 Development of students’ professional accounting competencies 

(A) Prior to applying the cooperative learning method 

When students were asked what skills they expected to develop in the semester, 

most students were surprised by these questions. They did not consider having to 

learn any new skills. Students thought teaching a specific skill was not an 

educational responsibility. Rather, they believe the home environment is responsible 

for developing some of these skills, other skills are acquired by instinct, and some 

students see them as a gift from God.  

Some skills were seen by students as being needed to be learnt at home, for 

example, listening to each other, interpersonal skills, the ability to get along with 

other people, and waiting your turn. Students think they should learn all these skills 

before they go to school. Students commented as following: 

We do not have to learn these skills in the university. These skills we have to 

learn at home. Or at least from primary schools. Universities are only for 

teaching the content of the subject and prepare us for jobs (Student 

comment).    

Some other skills were either completely unfamiliar to students, or students did not 

think they had to learn them. They tend to believe these skills are just theory, for 

example, problem solving, critical thinking, or team work:  

What is this critical thinking – we have not heard about this before (Student 

comment).   
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Have we to learn team work in accounting classes?!!!!!!!!  I heard about this 

term in management (Student comment).   

Some skills are seen by students as being a God-given gift, for example, scheduling 

and planning, self management and organising time.  A student‘s comment was: 

I hear about these skills, but these skills are a gift from God to some people.  

We say a person is well organised – that means he or she is good at doing 

that (Student comment).   

(B) During applying cooperative learning and traditional teaching method 

classes 

During classes the researcher, as an instructor, explained to students the meaning of 

these skills, why they should learn these skills, and why it is important for students 

to acquire them. Most students in both types of classes (cooperative learning and 

traditional teaching methods) began to familiarize themselves with these skills. Most 

of cooperative learning method‘s students gained knowledge of these skills, 

practised them in class, and developed them. After introducing the cooperative 

learning method, students‘ skills improved. Although traditional method students 

gained knowledge of these skills, they stated they did not learn these skills from 

classes. From researcher‘s reflections during applying the cooperative learning 

method students‘ social skills and communication skills had improved.   

Students listen carefully to each other, wait their turn, and speak with some 

confidence (Researcher’s comment)  

Now I know what critical thinking or problem solving mean. I want this skill, 

in order to be able to answer indirect questions and any problem met at 
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work.  I’m sorry to tell you that you did not teach us this skill (Student 

comment).   

Now we know what you meant by critical thinking. If we have this skill we do 

not have to be worried about indirect questions.  We can analyse any 

question and answer it.  We didn’t use to learn these kind of questions.  Our 

teachers always gave us direct questions.  They taught us what the exam 

would be like. We just have to memorize what they gave us before exam 

(Student comment).   

Now I’ve learnt what teamwork means. Before, we heard about it as 

something we have to memorize (theory). Now, after practising it, we know 

what it is (Student comment).   

Students communicated with peers to clarify difficult issues. In turn, participation in 

groups helped students to improve their communication skills, listening, speaking, 

and self-confidence. 

5.3.3 Understanding  

(A) Prior to applying cooperative learning and during traditional teaching 

method classes 

The issue of learning for understanding was one of the main issues raised in the 

qualitative data collection. Students expressed their views and concerns with regard 

to learning accounting. Most students received private tuition while at school. They 

are worried that this service is not available at university. Some students indicated 

that they obtain help from private tutors; while others seek help from the instructor 
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after the lesson, or try to find help from a high achieving student or a relative who 

understands the discipline or issue:   

…I always go to private tuition. But my problem now is that there is no 

private tuition at university level (Student comment).   

Our teachers do not like us to raise questions during the lesson. If we don’t 

understand, we could ask them later after the class (Student comment).     

…sometimes I find good students to study together outside the class.  If I stay 

with them, they do help me to understand (Student comment).   

…we cannot meet frequently to help each other, because there is a great 

distance between our homes (Student comment).   

My brother explains to me all accounting content later (Student comment).   

(B) During applying the cooperative learning method 

After introducing the cooperative learning method, students were very keen to 

discuss issues in class.  Reflections of the classroom suggest that when students 

work together during class, low achievers have a better understanding of the issues. 

The cooperative learning method helped most students to understand accounting 

concepts.  Some students‘ comments were as follows:  

Low achievers are gaining more information from their peers (Researcher’s 

comment) 

These classes (cooperative learning) helped us to understand accounting 

concepts by discussing it with peers (Student comment).   
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Yes, I feel I understand the matter discussed with peers very well (Student 

comment).   

Face to face group activities helped us to understand thing easily and to 

retain it much longer (Student comment).     

I agree. And I teach myself as well when I explain something to someone. 

This enhances my understanding as well (Student comment).   

It serves to teach others but to teach myself as well (Student comment).    

We understand the accounting more easily because we can explain to each 

other (Student comment).    

Our understanding of accounting has improved since the group work was 

implemented (Student comment).   

Investigating issues related to current practices in learning accounting at Libyan 

business-degree institutions is one of the objectives of this study. From the 

qualitative data analysis, it appears that students react positively to learning 

accounting in a cooperative learning environment. Most students agreed that the 

cooperative learning method is a beneficial method of learning in accounting 

courses. They also think learning would be more constructive under the cooperative 

learning method than under the traditional teaching method where they are expected 

to learn by rote, or to memorise. The following comments illustrate students‘ 

perceptions of how the cooperative learning method contributes to a better learning 

environment: 
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The information we have will stay longer than through the traditional 

method.  In the traditional method, not even the information got to our mind 

(Student comment).    

Sometimes it’s easier to understand it from peers than to have the idea from 

the teacher (Student comment).   

Usually I get bored in accounting class, because I cannot understand it at all 

in the class, but now I feel it’s easy to study accounting (Student comment).   

It’s easy to talk with the teacher and ask questions (Student comment).   

A few students had different ideas: they preferred the traditional method in learning 

accounting as they felt it was easier and prevented classmates ‗pilfering‘ their 

efforts. They also perceived that when the instructor allows students to participate it 

means he or she is not qualified or sufficiently knowledgeable about the course 

content. This group of students believe they will not learn from this style of teaching 

and it is simply wasting their time. Their reactions are supported by the following 

statements:  

I don’t really like this kind of teaching.  I feel our teacher does have a lack of 

information; she did not prepare for the lesson; and wants us to explain it to 

each other (Student comment).    

I feel my peers ‘pinch’ my effort. I study hard and they have it easy (Student 

comment).   

We waste time by attending these classes (Student comment).   
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I like the method we used before, rather than this method of teaching, 

because the teacher explains everything for us and that makes our life easier.  

But here we have to work hard in the class to understand (Student comment).   

It takes good students’ effort (Student comment).   

It may be a bit difficult to implement for us; we need to be educated from 

schools about it. Also, it takes good students’ effort (Student comment).   

Summary  

The findings shared in this chapter relate to teaching and learning issues. These 

findings suggest that students‘ perceptions of empowerment and the professional 

accounting competencies have increased after the implementation of the cooperative 

learning method in accounting classes. After the implementation of the cooperative 

learning method appeared that approximately %70 of students has positive attitudes 

about the cooperative learning method including improved of professional 

accounting competencies in helping each other, and the skills in working with low-

achieving students. 

5.4 Conclusion  

The analysing of qualitative data provided insights to the research question put 

forward in this study. The research questions was ‗What are the effects of a 

cooperative learning (CL) environment compared with a traditional teaching 

environment (TM) on students’ perceptions of empowerment, and the development 

of professional accounting competencies based on students’ perceptions and written 

exams in Libya?’ 

These findings suggest that most students in the experiment taught under the 

traditional teaching method (where students sit quietly and pay attention to their 
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instructors without any interaction among themselves or between them and their 

instructors) focused on transferring information from teachers to students through 

direct explanation. Thus, in their initial perception of empowerment they perceived 

the traditional teaching method as disempowering. Also, students in the experiment 

were not familiar with professional accounting competencies terminology.  

The findings also revealed that students‘ perceptions of empowerment and 

professional accounting competencies increased after the cooperative learning 

method was applied in accounting classes. Applying the cooperative learning 

method in accounting classes resulted in changed student perceptions of 

empowerment and development of professional accounting competencies; and 

provided students with greater opportunities to learn accounting concepts more 

meaningfully. Hence, the cooperative learning method emerged as most students‘ 

preferred method of learning accounting and helps to empower students and develop 

their perceptions of professional accounting competencies in accounting classes.  

Furthermore, the Libyan culture, which is based on Islamic cooperative principles, 

clashes with an education system culture based on individualistic or competitive 

values but more closely reflects the ethos of cooperative learning method. Finally, it 

appears that students‘ understanding was a dominant factor in cooperative learning 

method‘s groups‘ success because of a lack of accounting knowledge among 

students—even though students had studied accounting before coming to university. 

Although the researcher, as an instructor in accounting classes before the 

experiment, feared that student interaction, allowing students to work with each 

other and providing opportunities for students to question might lead to some 

problems. In fact, the researcher‘s perception suggest that students were generally 
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very well-behaved during the implementation of the cooperative learning method 

and indicated that the cooperative learning method is more effective teaching 

method than the traditional teaching method in helping students to be empowered, 

develop professional accounting competencies and learning  accounting.  
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CHAPTER SIX: DISCUSSION 

6.1 Introduction 

This chapter discusses the research findings with reference to the research question 

and the existing literature used to inform the research. The research question 

presented in this study is: 

‘What are the effects of a cooperative learning (CL) environment compared 

with a traditional teaching environment (TM) on students’ perceptions of 

empowerment, the development of professional accounting competencies 

based on students’ perceptions, and written exams in Libya?’  

The findings of the qualitative data analysis support the results from the quantitative 

data analysis. The quantitative findings reported in this study are based on two 

issues: the effect of cooperative learning method on students‘ perceptions of 

empowerment; and the development of professional accounting competencies. The 

quantitative findings reported in this study are based on four hypotheses as follows:  

H1: There is a significant difference in students‘ perceptions of 

empowerment and its dimensions (impact, meaningfulness, and 

competences) between students who were taught using a cooperative 

learning environment and those who were taught using the traditional 

teaching method. 

H2: There is a significant difference in students‘ perceptions of the 

development of professional accounting competencies between students who 

were taught using a cooperative learning environment compared to those 

who were taught using the traditional teaching method. 
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H3: There is a significant difference in students‘ professional accounting 

competencies based on written exams between students who were taught 

using a cooperative learning environment and those who were taught using 

the traditional teaching method. 

H4: There are positive relationships between students‘ perceptions of 

empowerment and the development of professional accounting competencies 

based on students‘ perceptions, and written exams. 

As indicated earlier (see chapters 1 and 2), this study was designed to trial a 

cooperative learning method in Libyan business degree institution and explore its 

effect on students‘ perceptions of empowerment and the professional accounting 

competencies based on students‘ perceptions and written exams.  

The findings from this study reveal that students who worked in the cooperative 

learning method classes had greater perceptions of empowerment than those 

students who attended the traditional teaching method classes. Furthermore, the 

findings demonstrate that students who attended the cooperative learning method 

classes displayed higher levels of professional accounting competencies than 

students who attended traditional teaching method classes. Also, participants were 

very positive about the implementation of the cooperative learning method, and the 

overwhelming majority of them perceived it as an effective method of teaching and 

learning accounting. 

This section discusses the research findings in relation to the existing literature and 

the research question central to this study. Specific findings related to each of the 

research hypotheses to answer the above research question are supported by 
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qualitative data and discussed in the following sections with reference to the existing 

literature. 

6.2 Discussion of major findings 

The goal of the present research was to gain a clearer understanding of the effects of 

cooperative learning method on students‘ perceptions of empowerment and 

development of professional accounting competencies. Based on the 

conceptualizations of learner empowerment by Frymier, Shulman and House (1996) 

and situational interest for accounting education literature and cooperative learning 

literature, four hypotheses were formulated. 

The students‘ perceptions of empowerment are discussed next.  

6.2.1 The students’ perceptions of empowerment 

Hypothesis 1 asserted that there would be a significant difference in students‘ 

perceptions of empowerment and its dimensions (impact, meaningfulness and 

competences) among students who were taught using a cooperative learning 

environment compared to those who were taught using the traditional teaching 

method. The quantitative data from the post Learner Empowerment Scale shows that 

students taught in a cooperative learning environment had significantly higher 

perceptions of empowerment and its dimensions (impact, meaningfulness) than 

students taught using the traditional teaching method. Interestingly, there was no 

significant difference between groups in competence as an empowerment 

dimension.  

The results, based on the pre Learner Empowerment Scale using means and t-test, 

indicate that there is no significant difference between students in their perceptions 
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of empowerment. The findings of this study from the qualitative data suggest that 

the traditional teaching method based on the transmission of information from 

instructors to students through direct explanation with disempowered students was 

the dominant method of teaching employed by instructors in the Libyan education 

system and in Libyan business degree institution. Also, analysis of the qualitative 

data indicates students perceived they do not have any impact in the classroom. 

Specifically, instructors did not allow students to clarify difficult issues; instructors 

were dominant in the class sessions; and they ignored students‘ questions in the 

classroom. Only instructors had the right to talk or give opportunities to selected 

students to talk in the class. Students could not influence the instructor; and 

instructors would acknowledge some good questions, whilst ignoring all other 

questions. Overall, instructors believe opening up discussion with students is 

exceedingly time-consuming; that student participation is not considered important 

for success in class; and students feel their views are not valued in the classroom as 

evidenced by the following comments from students: 

We have to be quiet for three hours; only the teacher and some particular 

students (good achievers) could talk in the class (Student comment).    

… I am afraid that, if I ask questions, the teacher and students will laugh 

(Student comment).   

Instructors using the traditional teaching method did not give students opportunities 

to ask questions in the classroom, or to answer or clarify difficult issues. Instructors 

felt learning occurred when the explanation was offered to a classroom of quiet and 

acquiescent students. Most students could not ask questions even if they wanted to. 

Essentially, students are discouraged from inquiring; and the accepted school culture 

is that students sit quietly and do not inquire during classes. Thus, they do not have 



Wahida Zraa  Chapter Six 

193 

the power to contribute to creating a supportive learning environment, or have an 

opportunity to contribute to the learning of others in the classroom. This finding is 

supported by Ahmad and Gao (2004) who concluded that the Libyan accounting 

education curriculum and its teaching method are traditional. The following 

comments from participants support their views in this regard:   

We cannot share our ideas with peers and we cannot ask them if we want to 

clarify something. Sometimes we can understand things more clearly from 

each other, but we don’t have a chance to do so in the classroom (Student 

comment).   

We have learned from primary school and from home, that it is not polite to 

disturb older people or to take their job.  We have to respect older people: 

what they say and do (Student comment).   

In the current method of teaching (traditional teaching method), students sit in rows 

and the lecturer stands in front of the class near the board and explains the course 

content. This type of teaching method reflects on empowerment. Through the 

researcher‘s reflections in the traditional teaching method classes, students sat 

quietly—it looked like they had come to class just to gain marks for participation. 

Pre researcher reflection was: 

Students sat quietly, not paying attention to the teacher’s explanation. The 

researcher observed the signs of boredom and of no interest from students to 

learn (Researcher’s comment). 

Although students felt disempowered in the classes, students initially resisted the 

idea of changing the way of teaching and learning. Prior to the researcher 

commencing work with students, students were worried about applying the 
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cooperative learning method. As a result students rejected the idea of changing their 

learning style. 

Also, the researcher thought it may be more difficult to implement cooperative 

learning method, especially in environments like Libya where cooperative learning 

method have not been implemented before, and students had very limited knowledge 

about cooperative learning method prior to implementation. However, the 

effectiveness of the cooperative learning method on student learning counter the 

difficulties that hinder the implementation of the cooperative learning method. As 

indicated previously, the cooperative learning method appears to improve student 

achievement, enhance social skills and peer relationships, and increase students‘ 

motivation to learn (Johnson & Johnson 1994, 2005). The findings of this study 

support many of the proven benefits of the cooperative learning method, and suggest 

that the cooperative learning method has had a positive effect on students‘ learning 

of accounting. It was evident that students in this study were enthusiastic about 

working in groups and helping one another to learn accounting. One of the 

comments made by a student with regard to the effectiveness of cooperative learning 

method clearly supports this view:  

The reason it helps us is that it connects our study to our social life problem. 

We feel as we are living in the situation we are studying (Student comment).   

The findings from post Learner Empowerment Scale responders support the finding 

above in relation to students‘ changed behaviour and their willingness to work in the 

new classroom setting. The results from Post Learner Empowerment Scale using t-

tests indicates that, students in cooperative learning method classes are more 

empowered than students in traditional teaching method classes—the difference 

being attributed to the teaching method used. Even Libyan students educated in very 
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traditional classes where teachers have all the rights and students have to sit quietly 

in the classroom benefited from cooperative learning method‘s classes.  These 

results supported by Hwang, Lui and Tong (2005, 2008).  Cooperative learning 

method students showed their interest in learning and participated actively in 

cooperative learning method classes.  

There were significant differences in students‘ perceptions of empowerment and its 

dimensions (impact and meaningfulness). This result is attributed to the fact that the 

cooperative learning method gives students the power to have an impact on learning 

in the classroom and they find learning is more meaningful. This result may be 

attributed to the immediate effect of the teaching method on changing students‘ 

perceptions of impact and meaningfulness, and overall scale (empowerment). This 

finding supports that of Opdecam et al. (2012), who implemented a cooperative 

learning method in first year accounting students and found students reacted 

positively towards cooperative learning method. They stated that: ‗students in 

cooperative learning method‘s activities had a positive learning experience and 

worked hard during the semester‘. Likewise, they also found that students felt 

cooperative learning method increased their motivation, which is a kind of 

empowerment, and changed their perceptions of learning accounting. Furthermore, 

studies by Ballantine and Larres (2009; 2007b) and Farrell and Farrell (2008) 

support the findings of the present study, illustrating that the cooperative learning 

method in small groups provides students with greater empowerment and 

opportunities to learn accounting. 

The results above support qualitatively, as well as by using the cooperative learning 

method in accounting classes, the view that students can experience a positive 

impact on their learning. The cooperative learning method provides students with 
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opportunities to ask questions and clarify tasks. Additionally, students experience a 

good relationship with the instructor and feel more appreciated in cooperative 

learning method classes. The following is one comment in relation to this aspect:  

Our teacher did not mock our talking when we said something wrong 

(Student comment).   

From students‘ comments it appears that the changed classroom practice had a 

significant impact on students‘ perceptions of empowerment and the way they 

approached learning. The findings suggest that almost all students felt real pleasure 

from working in group activities, and looked forward to cooperative learning 

method activities. 

During implementation of the cooperative learning method, clearly there were more 

inquiries from students. Researcher reflections on the cooperative learning method 

classes indicate that students were very cooperative and keen to encourage dialogue 

when there were class discussions; and female students were more cooperative than 

male students. These results supported by Opdecam and Everaert (2012) Opdecam, 

Everaert, Van Keer and Buysschaert 2012. Students felt more comfortable in 

cooperative learning method classes which enabled enquiry; and they liked the idea 

of practising accounting by participating in the activities to reach the correct answer. 

Researcher‘s reflections and students comments were: 

Students want more inquiry activities and discussions. I am surprised how 

students suddenly changed their behaviour. Female students were working 

very hard—I was impressed by them (Researcher’s comment) 

I learnt I need to be quiet in the class. It was only the teacher who had the 

right to talk in the class—also some particular students. But now it’s 
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different: all of us can talk and ask questions without any fears (Student 

comment).   

Students particularly noted the social benefits of working in groups. They also 

reported greater empowerment and more positive attitudes towards accounting. The 

result of greater empowerment and positive attitudes towards accounting are 

supported by the researcher‘s classroom reflections of the cooperative behaviours of 

students while working. The researcher‘s classroom reflections of lessons during 

implementation of cooperative learning method confirmed that students were 

empowered and displayed a willingness to be involved and share and discuss ideas 

in learning activities in the classrooms. The changes in classroom practice appear to 

have influenced students‘ perception of traditional teaching methods which have 

been part of their classroom practice for many years. Regardless of their personal 

attitudes toward the implementation of the new method before the experiment, 

students believed that cooperative learning method experiences had a positive 

impact on their learning and on their perceptions towards the content, instructor and 

activities in the classroom. Students indicated they were more empowered toward 

learning accounting when using the cooperative learning method than when using 

the traditional teaching method. The following quote clearly shows their reactions to 

the implementation of cooperative learning method and how it changed their 

perceptions about teaching and learning of accounting: 

I think my perception about learning accounting is different now. Now I 

realise that there is a freedom for us as students to work together and build 

up positive relationships to promote our learning and develop our skills.  

And I more motivated to learn accounting (Student comment).   



Wahida Zraa  Chapter Six 

198 

It was obvious that students were generally keen to work in their groups and assume 

their roles, and were careful to make sure all group members contributed. They 

expressed strong feelings for group work and it emerged that this was more 

attractive to them than working individually. Further, classroom reflections suggest 

that students felt that learning was more interesting when they were in groups and it 

was ‗less boring‘ than sitting and listening to their teachers for the whole three hour 

period. The great majority of students reacted positively to the cooperative learning 

method, obviously indicating the effects of the cooperative learning method on their 

attitudes toward learning accounting. The following is one of the comments made 

with regard to their preferred method of learning after the applied cooperative 

learning method: 

They were very interesting lessons and you were more relaxed. And we were 

more comfortable. We need you to teach us in following courses (Student 

comment).   

However, there was no similar significance with competence as one dimension of 

empowerment. The cooperative learning method does not have an immediate effect 

on students‘ ability to perform the tasks (competence) in the classroom. This result 

is attributed to the capability differences and individual differences in students. 

Competence is not easy to change since competence needs to be learned gradually. 

The above discussion strongly suggests that the cooperative learning method had 

positive effects on perceptions of teaching and learning accounting as an alternative 

teaching method in accounting. Thus, these results point to greater perceptions of 

empowerment.  



Wahida Zraa  Chapter Six 

199 

Although the participants of the present study reported feeling empowered and 

welcomed cooperative learning method, the findings also suggest the need for 

gradual implementation of the cooperative learning method in order to gain expert 

skills from the experience, as commented on by some students. One of the 

comments with regard to this aspect is as follows: 

Actually we found it very interesting. But it would be very efficient if we 

could start from school and continue through other grade levels (Student 

comment).   

Furthermore, a small number of students did not like the cooperative learning 

method—they felt that in this environment the instructor did not make any effort to 

teach; and low achievers receive the information without any effort. One student 

commented: 

We waste our time by attending these classes, where all the students in the 

class talk to each other. We have to teach them if they don’t know. We work 

at home before classes and they just take it (Student comment).   

Based on the above discussions, it seems reasonable to hypothesise that the 

effectiveness of the cooperative learning method increased students‘ perceptions of 

empowerment to learn accounting after implementation of cooperative learning 

method. It is also reasonable to hypothesise that students‘ perceptions of 

empowerment in learning accounting tended to change, and was influenced by the 

teaching method used. The findings of the present study discussed above support 

hypotheses 1. 

The development of professional accounting competencies will be discussed next. 
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6.2.2 The development of professional accounting competencies 

As mentioned in Chapter One, advocates of accounting education and Libyan 

accounting education have raised their voices about the need to prepare students for 

a future career equipped with professional accounting competencies; and are 

concerned about students‘ inability to apply school knowledge and skills to real-life 

problems in workplace situations. The students‘ failure to meet such expectations 

should not be surprising since traditional teaching practices in Libya have not 

required the application of knowledge in new settings. As mentioned earlier in 

Chapters One and Two, teaching and learning practices in the Libyan education 

system are based on a tradition where students rote memorise for examinations, 

which leads to little long-term retention of what was learnt. 

In the pre survey, the reliability of the professional accounting competencies scale 

was very low. This showed that students have misconceptions about professional 

accounting competencies. When students were asked what skills they expected to 

develop in the semester, most students were surprised by these questions. This result 

is supported qualitatively as well. Students did not consider having to learn any new 

skills; and consider teaching to be a specific skill, not an educational responsibility. 

Furthermore, they believe the home environment is responsible for some of these 

skills; that other skills are acquired by instinct; and some students see these skills as 

a gift from God. This finding is supported by Ahmad and Gao (2004) who 

concluded in their study that Libyan accounting education teaching methods are 

traditional and do not offer a foundation in professional accounting competencies. 

Also, Kavanagh and Drennan (2007) state that current teaching methods (traditional 

teaching method) place little emphasis on development of students‘ professional 

accounting competencies. There were some skills the students did not wish to debate 
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or examine. These particular skills were seen by students as being needed to be 

learnt at home, for example, listening to each other, interpersonal skills, the ability 

to get along with other people, and waiting your turn. Students felt all these skills 

should be learned before they go to school. Students commented on this aspect as 

follows: 

We do not have to learn these skills in the university. These skills we have to 

learn at home. Or at least from primary schools. Universities are only for 

teaching the content of the subject and prepare us for jobs (Student comment).   

Some other skills were either completely unfamiliar to students, or students did not 

think they had to learn them. They tend to believe these skills to be just theory, for 

example, problem solving, critical thinking, or team work:  

Have we to learn team work in accounting classes?!!!!!!!!  I heard about this 

term in management (Student comment).   

Some skills are seen by students as being a God-given gift, for example, scheduling 

and planning, self-management, and organising time.  A student‘s comment was: 

I hear about these skills, but these skills are a gift from God to some people. We 

say a person is well organised—that means he or she is good at doing that 

(Student comment).   

During classes the researcher, as an instructor, explained to students the meaning of 

these skills, why they should learn these skills, and why it is important for students 

to acquire them. Most students in both types of classes (cooperative learning and 

traditional teaching methods) began to familiarize themselves with these skills. Most 

cooperative learning method students gained knowledge of these skills, practised 

them in class, and developed them. After introducing the cooperative learning 
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method, students‘ skills improved. Although the traditional teaching method 

students gained knowledge of these skills, they stated they did not learn these skills 

from classes. Researcher reflections during the cooperative learning method classes 

indicated that students‘ social skills and communication skills had improved, as 

evidenced by the following comment:   

Students listen carefully to each other, wait their turn, and speak with some 

confidence (Researcher’s comment) 

Students communicated with their peers to clarify difficult issues. In turn, 

participation in groups helped students to improve their communication skills, 

listening, speaking, and self-confidence. 

After the implementation of the cooperative learning method, hypothesis 2 was 

supported. Hypothesis 2 proposed that there would be a significant difference in 

students‘ perceptions of the development of professional accounting competencies 

between students who were taught in cooperative learning environment compared to 

those taught using the traditional teaching method. The quantitative data shows that 

students who worked cooperatively in the classroom had higher perceptions of the 

development of professional accounting competencies than students who studied in 

traditional classes. The relationship seems to come from the degree of impact in 

learning that the student perceives they have on the class discussion when they work 

cooperatively. 

It is complex to compare the findings of the current study with those reported in 

other studies in the accounting literature because of differences in data collection 

design and the level at which the studies are undertaken. Notwithstanding these 

differences, there are some similarities between the responses given in the current 
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study and those cited in the accounting literature. In agreement with the findings of 

Ballantine and Larres (2009; 2007b) and Farrell and Farrell (2008), the present study 

shows that the cooperative learning method is a more effective method for 

delivering interpersonal and communication skills at university level. Also, this 

result is in line with Opdecam, Evelien and Everaert (2012) who stated that 

cooperative learning increases professional accounting competencies (problem 

solving, analytical, team work and planning) and may help improve students‘ 

interpersonal skills since communication and group interactive skills are often 

fostered in this learning environment. Furthermore, from the qualitative data 

students expressed their appreciation for cooperative learning and believed that this 

new method of learning would help them to develop social skills and improve their 

communication more than the previous methods they had been exposed to in the 

teaching of accounting. One student stated: 

Now I’ve learnt what teamwork means. Before, we heard about it as something 

we have to memorize (theory). Now, after practising it, we know what it is 

(Student comment).   

It would appear that students in the cooperative learning method group are equally 

positive that their professional accounting competencies have improved as a 

consequence of working in cooperative learning method classes. The responses are 

encouraging as they would appear to demonstrate that students found the 

cooperative learning method beneficial in terms of developing a number of skills 

which are viewed as necessary for a successful career in accountancy. In addition, 

the relationship and communication between the instructor and students appears to 

have improved as a result of the cooperative learning method.  
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Hypothesis 3 asserted that there would be a significant difference in students‘ 

professional accounting competencies based on the written exams between students 

who were taught in a cooperative learning environment to those taught using the 

traditional teaching method. Based on post written exam 1, hypothesis 3 is rejected 

since there is no significant difference between students in different groups in their 

professional accounting competencies based on written exams 1. However, from the 

results based on post written exam 2, hypothesis 3 is supported. The results using t-

tests indicated that there are significant differences between students in different 

groups in their professional accounting competencies based on written exams. 

Student who worked cooperatively in classroom displayed enhanced development of 

professional accounting competencies based on written exams compared to students 

who studied in traditional classes.  

The findings suggest a passive learning practice existed across Libyan business 

degree institutions before the implementation of cooperative learning method. This 

was a concern for many students who sought regular help from private tutors to 

learn and understand the knowledge being taught by their school teachers. Most of 

the students who were expressed themselves attended tuition classes to obtain help 

and assistance with their learning. The findings suggest that these students used 

private tuition as a medium to clarify the knowledge that they did not understand at 

school. The tradition of learning helped via tuition is believed to be very common in 

the Libyan education system as one of the students stated that:  

...I always go to private tuition. But my problem now is that there is no private 

tuition at university level (Student comment).    

The results from quantitative data analysis show there is no significant difference 

between groups in post test written exam 1 (Post written exam 1 was after just 6 
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weeks). These results support Clinton and Kohlmeyer‘s (2005) results which found 

no differential effect in group quizzes between students taught in cooperative 

learning method classes and students taught in traditional teaching method classes. 

These results may be attributed to the effect of prior academic achievement and 

group formation on performance (Van der Laan Smith & Spindle 2007) or the 

period of implantation of cooperative learning method. This result is accepted by the 

researcher because, from the researcher‘s experience, students perform better and 

learn more for the final exam than the mid semester exam.  

Moreover, from the qualitative data analysis it appears that some students prefer to 

attend private classes to increase their performance in the examinations. They feel 

they would improve their knowledge by pursuing help from private classes. The 

students‘ preference for private classes can be viewed in two ways. First, a majority 

of students do not understand concepts from direct instruction and explanations by 

teachers in the classroom. Secondly, as mentioned previously, sending students to 

private lessons is very common in Libyan culture. Libyan families believe that 

private lessons enhance students‘ performance in their exams.  

Whatever the reason, before the implementation most of the students preferred the 

methods used by their private tutors to learn accounting—which involved small 

group discussion and peer help. Some students indicated that they sought their 

tutor‘s help if they did not understand something in class and others either sought 

help from their teachers, their peers or a relative after class. As has been indicated 

previously, students appear to learn best when they are actively involved in the 

process of learning. The review of literature on the cooperative learning method 

suggests that students working in small groups tend to learn more of what is taught 

and retain it for longer than when the same content is presented through competitive 
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or individualistic learning methods (Brown & Thomson 2000; Johnson & Johnson 

1994, 2005). Commonly, students perform better in the exam when they obtain help 

from more than one teacher.  

From quantitative data analysis based on post written exam 2, the results are 

different from post written exam 1; however, they support qualitative data analysis. 

Based on post written exam 2, there are significant differences between students in 

different groups in their professional accounting competencies based on written 

exams. Student who worked cooperatively in the classroom had higher perceptions 

of the development of professional accounting competencies based on written exams 

than students who studied in traditional teaching method classes. This result 

supports the expectation of the researcher that students perform better in the final 

exam than the mid semester exam. This result is also supported by qualitative data 

analysis that shows students prefer studying in small groups with their peers in 

private lessons. Students preferred the cooperative learning method and they thought 

it to be similar to their private lessons where students can stay and discuss the 

content with their instructors without reservation. Students also believe that they will 

retain concepts and theories discussed with their peers for much longer. A student 

commented in this regard as follows:  

Face to face group activities helped us to understand thing easily and to retain it 

much longer (Student comment).   

The constructivist ideas about learning discussed in this section offer insights for 

teachers who teach accounting for understanding. Cooperative learning method 

based on small group interaction and discussion appears to be one of the most 

common implementations of the constructivist approach. As has been mentioned, 

through cooperative learning method knowledge can be constructed by generating 
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ideas and building upon these ideas through discussion. Therefore, it is important 

that educators include such cooperative learning method classroom activities for 

students to learn and understand accounting more meaningfully; and perhaps help 

retain the learned knowledge for longer periods of time—enabling students to apply 

the knowledge and skills when they graduate. The findings reveal that the students 

who worked together during the implementation of the cooperative learning method 

appeared satisfied with the cooperative learning method in their learning of 

accounting.  

It was also observed that there were changes in classroom behaviour, such as 

improved student involvement in learning and greater opportunities for interaction 

and discussion amongst individual group members. Students expressed their 

appreciation of the cooperative learning method and believed that this new method 

of learning would help them to understand accounting concepts more easily than 

previous methods used to teach accounting. One student stated: 

These classes (cooperative learning method) helped us to understand 

accounting concepts by discussing it with peers (Students’ comment).    

This statement indicates how their perceptions of teaching and learning of 

accounting changed during the implementation of the cooperative learning method. 

Students also acknowledged the benefits of the cooperative learning method and 

how it helped them to more meaningfully learn accounting and understand the 

concepts. Students shared this view, with one stating: 

I was afraid if I ask questions, the teacher and the students would laugh. But 

now I can ask whatever I like, and this makes me more able to understand 

(Student comment).  . 
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These findings of this study support the view of constructivism and social 

interdependence theories. As constructivism suggests, knowledge is constructed and 

made meaningful through an individual‘s interactions and analysis of the 

environment. Additionally, social interdependence theory suggests individuals are 

open to the influence of others and are willing to exert influence on their 

collaborators. social interdependence theory exists when individuals share similar 

purposes for a task; success is also shared and relies on others' actions (Johnson & 

Johnson 2005). Consequently, students must be given opportunities to construct 

knowledge themselves so that they can develop a sophisticated appreciation of the 

nature and limitations of knowledge and understand the extent to which knowledge 

is social construction that reflects the social, political and cultural context in which it 

is formulated (Sapon-Shevin & Schniedewind 1991). Actively involved students in 

the learning environment means students are able to understand the course content 

and enjoy learning, and also learn to think in an effective way.  

The relationship between students‘ perceptions of empowerment and the 

development of professional accounting competencies based on students‘ 

perceptions, and written exams will be discussed next. 

6.2.3 The relationship between students’ perceptions of empowerment and the 

development of professional accounting competencies  

Hypothesis 4 proposed that there are positive relationships between students‘ 

perceptions of empowerment and the development of professional accounting 

competencies based on students‘ perceptions, and written exams. The support came 

from the strong positive correlations achieved between the development of 

Professional Accounting Competencies Scale and the Learner Empowerment Scale, 
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and students‘ professional accounting competencies based on written exams. 

Therefore, the development of professional accounting competencies based on 

students‘ perceptions and written exams are strongly influenced by students‘ 

perceptions of empowerment. Despite the students‘ faith in the effectiveness of the 

cooperative learning method and its benefits to their learning, the researcher‘s 

concerns in respect of the effectiveness of the method to teach all accounting topics 

was raised. It was argued that the nature of accounting topics/syllabus requires 

varied techniques for delivery, so perhaps cooperative learning method would be 

more effective for those topics that require statistics and data analysis. However, it 

was evident from the data that students preferred the cooperative learning method 

and believed in the effectiveness of the method with their learning, a view supported 

by the following statement: 

The reason it helps us is that it connects our study to our social life problem. We 

feel as if we are living in the situation we are studying (Student comment).   

The next section provides an overall summary of this chapter. 

6.3 Summary 

From the discussions presented in this section, it appears that, students‘ perceptions 

of empowerment and development of professional accounting competencies in 

learning accounting can be enhanced. The use of the cooperative learning method to 

foster student interaction and classroom discussion activities through small groups 

has been helpful in increasing students‘ perceptions of empowerment and 

development of professional accounting competencies. The process of engagement 

in learning and peer assistance supported those students who were undergoing 

motivational struggles, as well as those who were engaged in learning. Applying the 
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cooperative learning method in accounting classes appears to be essential because 

there are increasing perceptions of empowerment and professional accounting 

competencies and students are more interested in learning accounting. Furthermore, 

there is the growing realisation that students‘ learning can be promoted through 

greater use of the cooperative learning method (Johnson & Johnson 2005; Johnson, 

Johnson & Roseth 2010).  

As has been indicated, the success of the cooperative learning method is dependent 

on how well the basic elements are conducted and achieved. The basic elements of 

the cooperative learning method were applied during the implementation of the 

cooperative learning method (see Chapters Two and Three). This included positive 

interdependence, face-to-face interaction, individual accountability, interpersonal 

and small group skills, and group processing (Johnson & Johnson 1989, 2005). 

First, positive interdependence was achieved through mutual goals, shared 

resources, and group communication. Mutual goals for group members were 

specified during the implementation of each lesson in respective classes at Libyan 

business degree institution. 

The resources such as answer sheets, copies of financial statements and other 

materials were shared by all students during the group activities. Communication 

amongst group members played an important role in effectively achieving group 

goals. Communication was encouraged as group members tried to establish ways to 

improve their team effort and to understand what they were doing well. 

Communication was essential for various types of interactions and different patterns 

of interdependence.  
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Second, face-to-face interaction was an important element of cooperative learning 

method. The researcher managed to provide face-to-face interaction because it was 

necessary for students to sit face-to-face when engaging in group tasks (Johnson & 

Johnson 1989, 2007). At the beginning of cooperative learning method 

implementation the researcher arranged the classroom and explained to the students 

the objectives regarding classroom arrangements. After a few lessons the students 

themselves stayed in their locations in groups without any specific instruction from 

the researcher.  

Third, various methods were used to assess students‘ individual accountability, 

including peer reflection forms and constant monitoring throughout the 

implementation. The most effective form of accountability was through the peer 

reflection forms, which highlighted individual members‘ roles. According to 

Johnson, Johnson and Holubec (1993) individual members of the group are 

accountable for contributing his or her fair share to the group's efforts to achieve 

group goals (Johnson & Johnson 2005). Instructor engagement in the group 

discussions and the constant monitoring and feedback also helped achieve 

accountability. 

Fourth, as has been indicated, interpersonal and small group skills were taught 

including effective communication, leadership, decision making and encouragement 

to students; and they were reminded to utilise them in each lesson during the course 

of the experiment. These skills were utilised through class activities and it was 

evident from their comments that peer help, encouragement, team work, effective 

communication, etc. were important skills gained from the cooperative learning 

method. 



Wahida Zraa  Chapter Six 

212 

Finally, students in this study achieved group processing through class activities. 

The reinforcement strategies during the group activities and peer reflection after 

each lesson appeared supportive in achieving the group processing. Peer reflection 

after each lesson served as an opportunity for students to give feedback on the 

lesson‘s events and, therefore, also served as a means of accountability. 

As has been indicated, the main objective of this study is to explore the effect of the 

cooperative learning method in students‘ perceptions of empowerment and the 

development of professional accounting competencies in teaching and learning of 

accounting in the Libyan education system. The cooperative learning method 

promotes teaching and learning accounting at Libyan business degree institution. 

The participants of this study at Libyan business degree institution have contributed 

to the research hypotheses discussed above. These research hypotheses and the 

significance of their associated findings in the present study have been identified and 

discussed with reference to existing literature and studies undertaken in related 

fields. 

6.3. Conclusion 

This chapter discussed the research findings identified from the processes of 

quantitative and qualitative data analysis presented in Chapters Four and Five. The 

discussions of the findings shared in this chapter include students‘ perceptions of 

empowerment, and development of professional accounting competencies. 

The discussions of the quantitative and qualitative data analysis provided insights 

into the research question put forward in this study. It also helped answer the 

research question with reference to existing literature and research studies 

undertaken in related areas of the present study. The research question was ‗What 
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are the effects of a cooperative learning (CL) environment compared with 

traditional teaching environment (TM) on students’ perceptions of empowerment, 

and development of professional accounting competencies based on students’ 

perceptions and written exams in Libya?’.  

The next chapter will provide an overview of the research presented in this thesis, 

research implications, limitations, recommendations and, finally, introduce areas for 

future investigation. 
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CHAPTER SEVEN: CONCLUSIONS 

7.1 Introduction 

This study was designed to examine the effect of a cooperative learning method on 

students‘ perceptions of empowerment and the development of professional 

accounting competencies at Libyan business degree institution. Chapters 4, 5 and 6 

presented the quantitative and qualitative data analyses and discussion respectively. 

It is anticipated that the findings will result in recommendations for appropriate 

practical change for the long-term benefit of present and future generations of 

Libyan accounting researchers and educators, accounting students, and accounting 

practitioners. The next section of this chapter outlines the major findings of the 

study.  

Current understanding of the effects of cooperative learning method differs 

somewhat in different levels of study. In this context, the effects of the cooperative 

learning method on students‘ perceptions of the course, achievement, learning 

outcomes in primary and secondary schools are discussed widely in the literature, 

but there is scant research on the effect of the cooperative learning method on 

students‘ perceptions of empowerment and the development of professional 

accounting competencies in accounting classes at university level. Thus, this study 

aimed  to explore the effect of the cooperative learning method on students‘ 

perceptions of empowerment and enhance the teaching and learning of accounting 

by investigating current teaching and learning and conduct a trial in cooperative 

learning method at Libyan business degree institution to help students feel 

empowered, and develop their professional accounting competencies while learning 

accounting. 
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Consequently, the research question was, ‗What are the effects of a cooperative 

learning (CL) environment compared with traditional teaching environment (TM) 

on students’ perceptions of empowerment, and development of professional 

accounting competencies based on students’ perceptions and written exams in 

Libya?’. The research issue was addressed quantitatively and qualitatively and 

included student survey, pre and post written exams, and reflections. The 

conclusions related to this research issue are discussed next. 

The experiment in this study was conducted over a period of three months and 

involved 288 students from Libyan business degree institution (see Chapter Four). 

The following sections of this final chapter review the research findings of the 

present study, and outline and examine the research implications, contributions, 

limitations and recommendations. Suggestions for further research are presented and 

the chapter concludes with some final thoughts about this study.  

7.2 Summary of Research Findings 

Chapters 4 and 5 presented the quantitative and qualitative research findings. During 

a three-month engagement with the accounting students at Libyan business degree 

institution in which pre and post survey and written exams were conducted, 

supplemented by reflections, this study revealed the following findings that were 

consistent across data sources and confirmed by the participants.  

Discussion of learning issues prior to the study reveal a lack of empowerment 

among students in learning accounting due to the traditional teaching method. The 

traditional teaching method appears to have affected students‘ ability to understand 

the discipline content, and apply their university knowledge to real life situations. 

One possible explanation for this apparent lack of empowerment in learning 
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accounting is a lack of student involvement in learning and limited interactions 

between students and their instructors in the classroom. Whatever the reasons behind 

their lack of empowerment, it appears that student participation in classroom 

activities and their interest in learning accounting improved after implementation of 

the cooperative learning method. The changed classroom behaviours of students 

toward the learning of accounting were evident and reported by both students and 

researcher in this study. The findings of this research are very interesting for a 

number of reasons. 

The educational environment significantly affects the degree to which students feel 

empowered in the classroom. Within the same group (Libyan students), students‘ 

levels of empowerment were impacted by the method by which they were being 

taught. Therefore, this research indicates that it is not only the content of a course 

but also the method by which it is delivered that may impact on students‘ level of 

empowerment and, subsequently, their satisfaction with the learning experience. In 

cooperative learning method‘s classes the researcher observed that students are more 

empowered than students in traditional teaching method‘s classes. This view is 

supported by both the quantitative and qualitative data. The quantitative data shows 

that there is a significant difference in students‘ perceptions of empowerment and its 

dimensions between students taught using the cooperative learning method and 

those taught using traditional teaching method. Students who worked in cooperative 

learning method classes had higher perceptions of empowerment than students in 

traditional classes. The difference seems to come from the degree of impact that the 

student perceives they have on the class discussion based on which classroom 

setting the student was in. The teaching methods obviously have varying influences 

on students‘ perceptions of empowerment and its dimensions. Qualitative data also 
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showed that students perceive they have an impact when they participate 

cooperatively in groups in cooperative learning method activities more than in 

traditional teaching method‘s classrooms—where students work individually.  

The results, based on the professional accounting competencies scale, showed that 

students in cooperative learning method classes had developed their professional 

accounting competencies more than students in traditional teaching method classes. 

These results indicate that the teaching method influenced the development of 

students‘ perceptions of professional accounting competencies. The study also found 

that students who studied in cooperative learning method classes had statistically 

significant higher perceptions of development of professional accounting 

competencies than students who studied under the traditional teaching method. 

Thus, the cooperative learning method helps students to develop their professional 

accounting competencies. 

Also, the results, based on written exam in post written exam 1, indicate that overall 

written exam results there was not a significant difference between the cooperative 

learning method group and traditional teaching method group. However, based on 

post written exams 2, students taught under the cooperative learning method 

acquired professional accounting competencies more so than those students taught 

by the traditional teaching method. This indicates that the teaching method 

influences students‘ professional accounting competencies based on written exam.  

Furthermore, the findings illustrate that there is a relationship between students‘ 

perceptions of empowerment and professional accounting competencies. These 

results indicate that, the learner empowerment influences professional accounting 

competencies. When students feel empowered they are more likely to positively 
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develop their professional accounting competencies. In other words, the more 

empowered students are, the more likely they are to develop professional accounting 

competencies. 

While there was some indication from the qualitative research findings in this study 

that culture may impact on the availability, effectiveness and/or opportunity to 

engage with cooperative learning, the overall construct of culture was not a focus of 

the research question driving this research. For future research however, the 

investigation of how culture impacts on both learning styles and empowerment 

would greatly contribute to the literature in this area.  

Summary 

As has been indicated in the previous chapters, the participants of this study reacted 

positively towards the implementation of the cooperative learning method at Libyan 

business degree institution. The research suggests that implementation of the 

cooperative learning method changed the teaching and learning of accounting at 

Libyan business degree institution. The findings also suggest that implementation of 

the cooperative learning method lead students to greater involvement and higher 

levels of empowerment, including higher engagement and greater perceived 

importance of the class tasks. Certainly, students‘ ability to work with others within 

a group and professional accounting competences were developed through 

cooperative learning method in accounting classes. In addition, students‘ attitudes 

toward the cooperative learning method were positively reported. The changes found 

between pre and post-involvement in terms of students‘ perceptions of 

empowerment and professional accounting competencies in teaching and learning 

accounting through the implementation of the cooperative learning method revealed 
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that the cooperative learning method had positive effects on students‘ learning of 

accounting. 

7.3 Research implications and contribution  

The findings of this study may provide some guidance to researchers and 

practitioners engaged in research and the process of implementing the cooperative 

learning method in classrooms. The following two subsections outline and examine 

both the theoretical and practical implications and contributions of the research 

findings of this study discussed in the previous chapter. 

7.3.1 Implications and Contributions for Research 

The implications and contributions of the research can be summarised as follows:  

There has been no prior research study undertaken at Libyan business degree 

institutions to investigate students‘ perceptions of empowerment and the 

development of professional accounting competencies and the application of the 

cooperative learning method. Hence, the present study adds to the existing literature 

as the findings suggest the appropriateness of the cooperative learning method to 

teach accounting at Libyan business degree institutions where societal cultural 

principles appear to be well-matched with the principles of cooperative learning 

method. Although aspects of culture such as a match between the home and the 

cooperative learning method were not the main focus of the present study, the need 

for culturally-relevant pedagogy in Libyan business degree institutions was an 

outcome of the implementation of the cooperative learning method. Previous studies 

of culturally relevant pedagogy were researched and conducted in western countries 

where societies are more multicultural. Hence, the findings of this study are based 
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on a homogeneous cultural society that promotes collectivism as being more 

important than individualism and, thus, may have some implications for future 

research. 

The application of mixed research methodology facilitated the contributions of the 

present study to the existing literature of both accounting education and cooperative 

learning method. This study employed both quantitative and qualitative methods 

with an experimental design. The use of qualitative research methods provided a 

comprehensive illustration of the effects of cooperative learning method on students‘ 

perceptions of empowerment that previously has not featured in either accounting 

education or the cooperative learning literature. Therefore, the findings of this study 

provide a unique contribution to the existing literature on cooperative learning by 

identifying the effects of the cooperative learning method on students‘ perceptions 

of empowerment and development of professional accounting competencies. Also, 

this study has established the compatibility of both principles of cooperative 

learning method and the Libyan culture and the appropriateness of cooperative 

learning method as a teaching and learning method for teaching accounting at 

Libyan business degree institution. Hence, this research brings together two fields of 

study in order to develop further insight into the classroom experience of accounting 

education at Libyan business degree institution.  

In addition, this study is the very first such cooperative learning method research 

study conducted within Libyan education in general. Therefore, the findings of the 

present study have the capability to inform classroom instructors and researchers 

investigating the implementation of evidence-based educational involvement in new 

environments similar to Libya. 
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7.3.2 Implications and Contributions for Practice 

As discussed previously, cooperative learning method is emerging as an increasingly 

important educational method to facilitate student centred interactive learning. This 

research has identified issues which can be addressed in order to raise awareness 

among those parties wishing to promote the implementation of the cooperative 

learning method to the teaching and learning of accounting in universities. Given 

that this study has focused on exploring issues on how the implementation of the 

cooperative learning method influenced students‘ perceptions of empowerment and 

the development of professional accounting competencies at Libyan business degree 

institution, it is useful to identify how this research can provide benefits to the 

Libyan education system. The following benefits can be regarded as practical 

implications or contributions of this research. 

First, the findings of this study appear to have implications for those involved in 

accounting education. The findings suggest that significant gaps in the teaching and 

development of professional accounting competences exist not just in the Libyan 

education system, but in western education as well. For professional accounting 

competences, the findings of this study suggest that participation in cooperative 

learning method‘s classrooms was positively associated with the use of the 

cooperative learning method as an alternative teaching method of accounting. As has 

been indicated, the limited knowledge that has been provided in professional 

accounting competences suggest that greater emphasis on this aspect needs to be 

placed on future classes. Greater attention to the basic elements of the cooperative 

learning method seems warranted as empirical research supports the integration of 

these elements into each cooperative learning method‘s activity for positive and 

effective cooperative learning situations (Thousand, Villa & Nevin 1994), because 
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simply placing students in groups and expecting them to work together does not 

produce a cooperative effort (Johnson & Johnson 1989; Johnson, Johnson & Roseth 

2010). 

Second, the researcher is a lecturer in accounting at Libyan business degree 

institutions and this study has important implications for instructors in Libyan 

education. Given the significance of cooperative learning method and its positive 

effects on student learning (Johnson & Johnson 1989) it is vital that pre-service 

teachers understand how to structure and monitor meaningful learning experiences 

for students.  

Finally, this research has identified the cultural appropriateness between the 

cooperative learning method within the Libyan education system and home, and its 

adverse effects on students‘ perceptions of learning. Therefore, meaningful learning 

of accounting places accounting in the context of real life experiences of students 

outside university. As Ladson-Billings (1995) suggested, a culturally responsive 

pedagogy is necessary to make schooling more relevant and to promote a better 

overall quality of education. In arguing for contextual accounting teaching and 

learning, the researcher does not advocate a replacement of current teaching and 

learning methods by the cooperative learning method that shares the Libyan  cultural 

norms but, rather, an integration of the two, since student centred teaching and 

learning is viewed as essential for the developing professional accounting 

competences. 

The findings of this study have provided some insights for instructors to understand 

how students experience the cooperative learning method compared with the 

traditional teaching method so that they can prepare lessons for various teaching 
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contexts to maximise outcomes of teaching and learning accounting. By facilitating 

the cooperative learning method, instructors may more effectively manage student 

behaviour, promote empowerment, raise interest in learning, and develop 

professional accounting competencies. 

7.4 Limitations and Recommendations 

The present study has three main limitations. The results of this study are limited to 

generalization for many reasons. This study was limited to first year accounting 

students at Libyan business degree institution. This study did not consider all 

variables that could have been influenced by the cooperative learning method or 

affect students‘ perceptions of empowerment. Another limitation is the linguistic 

fidelity of Libyan students who attended the classes and who speak only Arabic. As 

a result, generalization of the results should be treated cautiously. 

Firstly, data was gathered from only first year Libyan accounting students at 

business degree institution in Libya in one semester. This may have affected the 

results because of the uniqueness of each business degree institution, although this 

was not apparent. Therefore, the study should be replicated using a sample of 

students from several business degree institutions.  

Secondly, this study did not consider all variables that could have been influenced 

by the cooperative learning method or affect students‘ perceptions of empowerment. 

Rather, cooperative learning method and students‘ perceptions of empowerment and 

professional accounting competencies were the scope of the present study. 

Finally, as mentioned above, one of the limitations is the linguistic fidelity of Libyan 

students who attended the classes and speak only Arabic. The eliciting of 
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information from students about themselves was conducted in Arabic with Libyan 

participants; and also the questionnaire was designed by western researchers and 

translated to Arabic. The translations may have some discrepancies, even though 

procedures were taken to consider this issue.  

7.5 Suggestions for further research 

The findings of the present study provided a unique description of the effects of a 

cooperative learning method on students‘ perceptions of empowerment, and were 

specific to participants in the Libyan context. As has been outlined, this study 

provided a justification for using student centred teaching and a case for cooperative 

learning method as an alternative method of teaching and learning accounting at 

Libyan business degree institutions. The outcomes of this study provide some 

insights on the effects of the teaching method on students‘ perceptions of 

empowerment and the development of professional accounting competencies at 

Libyan business degree institution. More research is needed over a longer period to 

determine how the proficiency of students of various abilities, developmental levels 

and experience differs in different teaching situations. Also, it would be useful to 

determine how students who are experienced in or familiar with professional 

accounting competencies terminology differ in their development of professional 

accounting competencies. Given the nature of students' empowerment in learning 

accounting and to engage in small group learning, further research may be needed to 

pose a number of meaningful questions to further compare cooperative learning 

method with other methods of teaching accounting at university level. This may 

provide some valuable insights into teaching and learning processes. 
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Additional research may be required at Libyan business degree institutions to 

increase the generalization of the present findings to both the cooperative learning 

method and accounting education. This calls for a further semester or year in 

cooperative learning research studies to determine whether the students‘ perceptions 

of empowerment in learning accounting increase with additional experience in using 

cooperative learning method. In addition, there is a need for further research that 

would illustrate and document the conditions under which cooperative learning 

method improves development of professional accounting competencies and 

promotes gains in learning accounting. In particular, interest in this regard would be 

a comparative study of various cooperative learning method, as well as comparisons 

with competitive or individualistic learning methods in order to determine if the 

cooperative learning method is equally effective in producing desired student 

outcomes, and under what conditions these methods are likely to be effective in 

achieving the cognitive—as well as affective—outcomes of teaching and learning 

accounting in Libya.  

In addition, a line of investigation in cooperative learning method could also be 

examined relating to students‘ previous achievement differences between traditional 

and cooperative learning methods, previous major, and gender differences. 

Furthermore, as has been indicated, too little is known about how students learn or 

the depth of their understanding of particular accounting concepts in a particular 

learning environment. This would validate the claims that the cooperative learning 

method promotes deeper understanding; and determine whether some cooperative 

learning method is better than others. The need to extend the cooperative learning 

method to overall Libyan education is a promising area for future research. 
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7.6 Conclusion 

This study sought solutions to particular problems in teaching and learning 

accounting at Libyan business degree institution. It has revealed some evidence to 

support the effectiveness of the cooperative learning method in accounting 

classrooms. It also provided some insights to suggest that the cooperative learning 

method can be more relevant and applicable in countries where the societal cultural 

principles share the principles of cooperative learning method. The findings of this 

study suggest that Libyan accounting students prefer the cooperative learning 

method over the traditional teaching method in teaching and learning accounting.  

Significant differences in the participants‘ perceptions were found between the pre 

and post-data in all sources of research data. This suggests that implementation of 

the cooperative learning method in a Libyan business degree institution has a 

positive impact on students‘ perceptions of empowerment, and the development of 

professional accounting competencies. As has been mentioned, previous studies in 

cooperative learning method were conducted in western countries, but the findings 

of the present study are based on Libya. This adds a new dimension to the existing 

literature and should also interest those researchers and practitioners who advocate 

the cooperative learning method.  

The cooperative learning method appears to have a strong record of success in 

increasing student motivation to learn, providing positive relationships among 

students, and enhancing higher academic achievement (Johnson & Johnson 2005; 

Johnson, Johnson & Holubec 1993; Johnson, Johnson & Roseth 2010; Jolliffe & 

Hutchinson 2007). The implications of a study such as this for the teaching and 

learning of accounting must be assessed in context. Since Libyan students live in a 
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society where tradition asserts that the group is more important than the individual, 

teachers, administrators, practitioners, policymakers and teacher educators in Libya 

need to acknowledge the importance of culturally appropriate teaching pedagogies—

along with the competitive and individualistic learning practices that are believed to 

be imported as part of the education curriculum from western countries. 

A meaningful link between home and education experiences appears necessary for 

effective classroom learning, because societal culture is believed to have a potential 

impact on what takes place in the classroom. The participants‘ preference for the 

cooperative learning method to learn accounting at business degree institution may 

suggest the nature of this link between their cultural roots, and the norms and values 

of cooperative learning method. 

Future research is needed to follow-up the progress of the implementation of 

cooperative learning method and to see more in-depth classroom practice of 

cooperative learning method. This would involve a larger data collection using an 

experimental design to allow comparisons between the cooperative learning method 

and the traditional teaching method in accounting in other contexts and in Libyan 

business degree institutions and Libyan education in general.   
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USING COOPERATIVE LEARNING  
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Lesson plan No: (1) for Accounting I using Cooperative Learning 

Grade level: semester 1 Subject Area: AccI                  Date:   

Topic: Introduction to Accounting  

Concept: Understand the purpose of accounting records both within organisations 

and for use by outside parties. 

Objectives 

Academic: 

At the end of the class students should understand: 

1. The teaching method 

2. The importance of accounting and its objectives 

3. The main types of accounting information  

4. The main accounting terms relevant to the course.  

5. The assumptions and accepted principles of accounting.  

Social Skills: Interpersonal and small group skills 

Preconstructional decisions: 

Group Size: 2                          Method of assigning students: working 

cooperatively in pairs 

Room Arrangement: horseshoe  

Additional Materials: One copy per pair of sample Balance Sheet and sample 

Income Statement  

1. Begin by introducing everyone in the class.  

2. Introduce the teaching method and start practising with students  

Activity 1: 

Ask students three general questions: 

1. Why do you study accounting? 

2. Do you like it, why/why not? 
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3. If no, why you are here? 

Students talk to one another for five minutes. If I find no icebreaker I will use the 

strategies in (Silberman 1996).   

Ask students to find someone who: 

1. Likes studying accounting. 

2. Is good at studying accounting. 

3. Has experience in an accounting job. 

4. Has already studied accounting. 

5. Believes that accounting is good job.  

You can use each student for one time. 

Prize to student who finishes first.  

Criteria for success: Give views  

Positive interdependence: 

One piece of paper with the questions for each pair. Produce a single product paper. 

Individual accountability:  

 Go around students and ensure that students are seeking to reach an 

agreement on the answers to the questions. Check to see if groups are 

functioning well together, ensuring that no student is ‗piggybacking‘ off 

another.  

 Randomly choose two or three students to talk; put their answer in 

whiteboard. 

Intergroup cooperation: When any pair finish their work and have the same 

question, they can help other groups to complete the task. Bonus points will be given 

if all members of class reach pre-set criteria to give views.  
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Monitoring and intervening: 

 Observation procedure: informal 

 Observation by: instructor   

 Intervening for task assistance: the instructor will circulate around the room 

offering help. 

Evaluating and processing: Discuss outcomes with students and let them write on 

whiteboard.  

3. Begin by talking about the idea of accounting as a language. 

Solidify this concept using an example of computer programming as another 

‗language‘ used in a professional setting that facilitates communication and 

understanding. 

Activity 2:  

Ask students for their own examples of other professional languages. Students talk 

to one another for five minutes. 

Method of assigning students:  turn to the next person.  

Criteria for success: Give views  

Positive interdependence: 

Produce a single product paper 

Individual accountability:  

1. Go around students and ensure that students are seeking to reach an 

agreement on the answers to the questions. Check to see if pairs are 

functioning well together, ensuring that no student is ‗piggybacking‘‘ off 

another.  

2. Randomly choose two or three students to give examples.  
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Intergroup cooperation: When any group finishes their work, this group can help 

other groups to complete the task. Bonus points will be given if all members of class 

reaching pre-set criteria to give views.  

Monitoring and intervening: 

1. Observation procedure: informal 

2. Observation by: instructor  

3. Intervening for task assistance: The instructor will need to circulate around 

the room, offering help. 

4. Discuss the different types of accounting information and use detailed 

examples. 

Operating information:  

Discuss the need to track how much cash you have in your bank. When you pay bills 

or when you receive cash for sales, you need to account for the changes in your 

financial records.  

Activity 3: 

Ask students ‗if I give you $500 in first day of the month how can you 

manage this money‘. Give students roles, for example, one of them is a father of the 

family, mother and children. Ask them to request things from their father and record 

that. 

Students talk fifteen minutes (ten for doing that; five minutes for checking how 

much they have left).   

Method of Assigning Students: give them numbers. Then tell them each number 1s 

come to this side, 2s. This depends on the number of students in the class. 

Criteria for success: give numbers, how they spend it.  

Positive interdependence: 
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Produce a single product paper 

Individual accountability:  

 Go around students and ensure that students are seeking to reach an 

agreement on the answers to the questions. Check to see if pairs are 

functioning well together, ensuring that no student is ‗piggybacking‘ off 

another.  

 At the end of the session, randomly choose groups and ask them how much 

they have left? And how much did they spend? 

 

Intergroup cooperation: When any group finishes its work, this group can help 

other groups to complete the task. Bonus points will be given if all members of class 

reach pre-set criteria to give views.  

Monitoring and intervening: 

 Observation procedure: informal 

 Observation by: Teacher   

 Intervening for task assistance: The instructor will need to circulate 

around the room, offering help. 

Connect between what did they say and what the concept of operating 

information means. 

Financial information:  

Discuss the need to communicate your financial position to the bank. If you apply 

for a loan, the bank needs to know if you have the ability to repay it.  
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Activity 4: 

Give students an example — one of them needs some money. And ask them in 

which way do you think you can give him or her money. Students talk to one 

another for five minutes. 

Method of Assigning Students:  turn to the next person.  

Criteria for success: give views 

Positive interdependence: Produce a single product paper 

Individual accountability:  

 Go around students and ensure that students are seeking to reach an 

agreement on the answers to the questions. Check to see if pairs are 

functioning well together, ensuring that no student is ‗piggybacking‘ off 

another.  

 Randomly choose two or three students to give examples.  

Intergroup cooperation: When any pairs finish their work, they can help other 

pairs to complete the task. Bonus points will be given if all members of class reach 

pre-set criteria to give views.  

Monitoring and intervening: 

 Observation procedure: informal 

 Observation by: instructor 

 Intervening for task assistance: The instructor will need to circulate around 

the room, offering help. 

Connect between what did they say and what the concept of financial 

information means. 
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Managerial information:  

Discuss the need for managers to use financial information when making business 

decisions. Talk about the need to prepare a budget.  

5. Discuss the different accounting terminology and reports using examples of 

each.  

Activity 5: 

Ask students for their own examples of accounting terms. Students talk for five 

minutes 

Method of Assigning Students: count students. 

Criteria for success: level of excellence 

Positive interdependence: Produce a single product paper 

Individual accountability:  

 Go around students and ensure that students are seeking to reach an 

agreement on the answers to the questions. Check to see if pairs are 

functioning well together, ensuring that no student is ‗‘piggybacking‘ off 

another.  

 In the end of the session, randomly choose students and ask them to write on 

the board some of the terms.  

Intergroup cooperation: When any group finishes its work, this group can help 

other groups to complete the task. Bonus points will be given if all members of class 

reach pre-set criteria to give views.  

Monitoring and intervening: 

 Observation procedure: informal 

 Observation by: instructor 
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 Intervening for task assistance: The instructor will need to circulate around 

the room, offering help. 

Talk about the difference between assets, commitments, capital, and liabilities. 

Talk about the difference between revenues, expenses, profit, loss, and cost. 

Talk about the difference between status and flow reports and point out the 

terminology used in the report heading ‗as at Dec 31‘ on a Balance Sheet versus ‗for 

the period ending Dec 31‘ on the Income Statements. 

Show students the samples of balance sheet and income statements by giving each 

group one.  

6. Briefly introduce the assumptions and accepted principles of accounting. 

Reminder:  the assumptions and principles will underpin their study throughout the 

course and the whole semester.  

Notes: if students have not completed the work within a reasonable timeframe after I 

have instructed them to do so, I will move onto the next section. 
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Lesson Plan No: (1) for Accounting I using traditional method   

Grade level:  semester 1      Subject Area:       AccI        Date:    /     /  

Topic: Introduction to Accounting  

Concept: Understand the purpose of accounting records both within organizations 

and for use by outside parties. 

Objectives 

Academic: 

At the end of this class students should understand: 

1. The teaching method  

2. The importance of accounting and its objectives 

2. The main types of accounting information  

3. The main accounting terms relevant to the course.  

4. The assumptions and accepted principles of accounting.  

Social Skills: Ignored  

Room Arrangement 

Student desks arranged in rows facing teacher and presentation material. Teacher is 

facing students with white board.   

Additional Materials: 

1. Sample Balance Sheet  

2. Sample Income Statement  

Lesson Activity:  

1. Begin by talking about the idea of accounting as a language. 

Solidify this concept using an example of computer programming as another 

‗language‘. 
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Activity 1: 

Ask volunteers for their own examples of other professional languages. 

2. Discuss the different types of accounting information and use detailed 

examples. 

Operating information: discuss the need to track how much cash you have in your 

bank. When you pay bills or when you receive cash for sales you need to account for 

the changes in your financial records.  

Activity 2: 

Ask volunteers ‗if I give them $500 in first day of the month how can they manage 

their money ‗individually‘.  

Financial information: discuss the need to communicate your financial position to 

the bank. 

Activity 3: 

Give students an example—if one of them needs some money. And ask volunteer in 

which way do you think you can give him or her money. 

Managerial information: discuss the need for managers to use financial 

information when making business decisions. Talk about the need to prepare a 

budget.  

3. Discuss the different accounting terminology and reports using examples of 

each.  

Activity 4: 

Ask volunteers for their own examples of accounting terms.  

Talk about the difference between assets, commitments, capital, and liabilities. 

Talk about the difference between revenues, expenses, profit, loss, and cost. 
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Talk about the difference between status and flow reports and point out the 

terminology used in the report heading ‗as at Dec 31‘ on a Balance Sheet versus ‗for 

the period ending Dec 31‘ on the Income Statements. 

Show students samples of balance sheet and income statements by giving students 

samples which they have to pass onto others.  

4. Briefly introduce the assumptions and accepted principles of accounting. 

Reminder:  the assumptions and principles will underpin their study throughout the 

course and the whole semester. 

Notes: if students have not completed the work within a reasonable timeframe after I 

have instructed them to do so, I will move onto the next section. 
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APPENDIX C: PRE SURVEY FOR STUDENTS ENROLLED IN 

ACCOUNTING PRINCIPLE I AT LIBYAN BUSINESS DEGREE 

INSTITUTION  
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Pre survey for Students enrolled in accounting principle I at Libyan 

business degree institution  
Group                                                           Code:                                               

Section 1: Learner Empowerment Scale (LES)  

Instruction: Please read each statement then check the response that best shows your feeling and 

experience toward accounting classes. Circle the number that best represents your opinion – 0 indicates 

‗Never happen at All‘, 1 ‗rarely‘; 2 ‗sometimes‘; 3 ‗often‘ and 4 ‗happens very often‘. 
No  Never Rarely Sometimes Often Very 

Often 

1 I have the power to make a difference in how 

things are done in my class. 

0 1 2 3 4 

2 I have a choice in the methods I can use to 

perform my work. 

0 1 2 3 4 

3 My participation is important to the success of the 

class 

0 1 2 3 4 

4 I have freedom to choose among options in this 

class. 

0 1 2 3 4 

5 I can make an impact on the way things are run in 

my class 

0 1 2 3 4 

6 Alternative approaches to learning are 

encouraged in this class 

0 1 2 3 4 

7 I have the opportunity to contribute to the 

learning of others in this class. 

0 1 2 3 4 

8 I have the opportunity to make important 

decisions in this class 

0 1 2 3 4 

9 I can influence what happens in this class 0 1 2 3 4 

10 I have the power to create a supportive learning 

environment in this class. 

0 1 2 3 4 

11 My contribution to this class makes a difference 0 1 2 3 4 

12 I can determine how tasks can be performed.  0 1 2 3 4 

13 I make a difference in the learning that goes on in 

this class.  

0 1 2 3 4 

14 I have freedom to choose in this class 0 1 2 3 4 

15 I can influence the instructor. 0 1 2 3 4 

16 I feel appreciated in this class 0 1 2 3 4 

17 The tasks required in my class are personally 

meaningful. 

0 1 2 3 4 

18 forward to going to my class.I look  0 1 2 3 4 

19 This class is exciting 0 1 2 3 4 

*20 This class is boring. 0 1 2 3 4 

21 This class is interesting. 0 1 2 3 4 

22 The tasks required in my class are valuable to me. 0 1 2 3 4 

23 The information in this class is useful. 0 1 2 3 4 

24 This class will help me to achieve my future 

goals 

0 1 2 3 4 

25 The tasks required in my class are a save of my 

time. 

0 1 2 3 4 

26 This class is important to me. 0 1 2 3 4 

27 I feel confident that I can adequately perform my 

duties. 

0 1 2 3 4 

28 I feel comfortable by what is required of me in 

my class.  

0 1 2 3 4 

29 perform  I possess the necessary skills to

successfully in class. 

0 1 2 3 4 

30 I feel able to do the work in this class. 0 1 2 3 4 

31 I believe that I am capable of achieving my goals 

in this class. 

0 1 2 3 4 

32 I have faith in my ability to do well in this class. 0 1 2 3 4 

33 I have the qualifications to succeed in this class. 0 1 2 3 4 

34 I have confidence in my ability to perform the 

tasks in this class. 

0 1 2 3 4 

35 I feel very competent in this class. 0 1 2 3 4 
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Section 2 accounting professional competences 

36 I expect this class will help me improve my 

decision making skill. 

1 2 3 4 5 

37 I expect this class will help me improve my 

ability to get along with other people. 

1 2 3 4 5 

38 I expect this class will help me improve my 

interpersonal skills. 

1 2 3 4 5 

39 I expect this class will encourage me to 

participate actively in the learning process. 

1 2 3 4 5 

40 I expect this class will help me develop my 

conflict-resolution skills.  

1 2 3 4 5 

41 I expect this class will encourage me to be 

tolerant of differing point of view.  

1 2 3 4 5 

24 I expect this class will help me improve the 

critical thinking skills. 

1 2 3 4 5 

34 I expect this class will help me improve the 

problem solving  skills 

1 2 3 4 5 

44 I expect this class will encourage me to think 

independently.   

1 2 3 4 5 

54 I expect this class will encourage me to 

debated issue critically.  

1 2 3 4 5 

64 I expect this class will help me revise my 

prior of views. 

1 2 3 4 5 

47 I expect this class will help me improve the 

team work skill.  

1 2 3 4 5 

48 I expect this class will help me improve the 

communication skill 

1 2 3 4 5 

49 I expect this class will help me improve my 

persuasion skill. 

1 2 3 4 5 

05 I expect this class will help me improve my 

questioning skills. 

1 2 3 4 5 

15 I expect this class will help me improve my 

listening skills. 

1 2 3 4 5 

25 I expect this class will help me improve the 

self management skill. 

1 2 3 4 5 

53 I expect this class will help me improve 

organising time skills. 

1 2 3 4 5 

54 I expect this class will help scheduling and 

planning my work. 

1 2 3 4 5 

55 What other skills you expect to learn in this 

class. 

 

56 What is your expected grade in the class? F C B A HD 

Section 4 Demographics 

57. Gender:  ❐ Male  ❐ Female 

58. Age:  ❐ 18 – 20    ❐ 21 – 22    3 ❐ 23 and older 

59. Grade point average: ❐50-65%            ❐65-75%   ❐ 75-85% ❐ 85% and higher 

60. Major:   ❐Accounting    ❐Administration      ❐ Economy  

61. Are you student?  ❐new   ❐repeated   

62. What is your pervious certificate? 

       ❐Business            ❐ Science & engineering   ❐ Social science ❐ Language  

http://en.wikipedia.org/wiki/Decision_making
http://en.wikipedia.org/wiki/Scheduling
http://en.wikipedia.org/wiki/Planning
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Post survey for Students enrolled in accounting principle I at Libyan business degree 

institution 

Code:....................................... group: .......................................  

Section 1: Learner Empowerment Scale (LES)  
Instruction: Please read each statement then check the response that best shows your feeling and 

experience toward accounting class. Circle the number that best represents your opinion – 0 indicates, 

―Never happen at All‖, 1 ‗‘rarely, 2 ‗‘sometimes‘‘, 3 ‗‘often‘‘ and 4 indicates ―happen very often‖. 
No  Never Rarely Sometimes Often Very 

Often 

1 I have the power to make a difference in how 

things are done in my class. 

0 1 2 3 4 

2 I have a choice in the methods I can use to 

perform my work. 

0 1 2 3 4 

3 My participation is important to the success of the 

class 

0 1 2 3 4 

4 I have freedom to choose among options in this 

class. 

0 1 2 3 4 

5 I can make an impact on the way things are run in 

my class 

0 1 2 3 4 

6 Alternative approaches to learning are 

encouraged in this class 

0 1 2 3 4 

7 I have the opportunity to contribute to the 

learning of others in this class. 

0 1 2 3 4 

8 I have the opportunity to make important 

decisions in this class 

0 1 2 3 4 

9 I can influence what happens in this class 0 1 2 3 4 

10 I have the power to create a supportive learning 

environment in this class. 

0 1 2 3 4 

11 My contribution to this class makes a difference 0 1 2 3 4 

12 I can determine how tasks can be performed.  0 1 2 3 4 

13 I make a difference in the learning that goes on in 

this class.  

0 1 2 3 4 

14 I have freedom to choose in this class. 0 1 2 3 4 

15 I can influence the instructor. 0 1 2 3 4 

16 I feel appreciated in this class 0 1 2 3 4 

17 The tasks required in my class are personally 

meaningful. 

0 1 2 3 4 

18 forward to going to my class.I look  0 1 2 3 4 

19 This class is exciting. 0 1 2 3 4 

*20 This class is boring. 0 1 2 3 4 

21 This class is interesting. 0 1 2 3 4 

22 The tasks required in my class are valuable to me. 0 1 2 3 4 

23 The information in this class is useful. 0 1 2 3 4 

24 This class will help me to achieve my future 

goals 

0 1 2 3 4 

25 The tasks required in my class are a save of my 

time. 

0 1 2 3 4 

26 This class is important to me. 0 1 2 3 4 

27 I feel confident that I can adequately perform my 

duties. 

0 1 2 3 4 

28 I feel comfortable by what is required of me in 

my class.  

0 1 2 3 4 

29 perform  I possess the necessary skills to

successfully in class. 

0 1 2 3 4 

30 I feel able to do the work in this class. 0 1 2 3 4 

31 I believe that I am capable of achieving my goals 

in this class. 

0 1 2 3 4 

32 I have faith in my ability to do well in this class. 0 1 2 3 4 

33 I have the qualifications to succeed in this class. 0 1 2 3 4 

34 I have confidence in my ability to perform the 

tasks in this class. 

0 1 2 3 4 

35 I feel very competent in this class. 0 1 2 3 4 
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Section 2 accounting professional competences 

36 This class helped me improve the 

decision making skills. 

1 2 3 4 5 

37 This class helped me improve  my ability 

to get along with other people 

1 2 3 4 5 

38 This class helped me improve my 

interpersonal skills.. 

1 2 3 4 5 

39 This class encouraged me to participate 

actively in the learning process. 

1 2 3 4 5 

40 This class helped me develop the 

conflict-resolution skills. 

1 2 3 4 5 

41 This class encouraged me to be tolerant 

of differing point of view. 

1 2 3 4 5 

24 This class helped me improve the critical 

thinking skills. 

1 2 3 4 5 

34 This class helped me improve the 

problem solving skills. 

1 2 3 4 5 

44 This class encouraged me to think 

independently.   

1 2 3 4 5 

54 This class encouraged me to debated 

issue critically.  

1 2 3 4 5 

64 This class helped me revise my prior 

views. 

1 2 3 4 5 

47 This class helped me to improve the team 

work skill. 

1 2 3 4 5 

48 This class helped me improve the 

communication skill. 

1 2 3 4 5 

49 This class helped me improve my 

persuasion skill. 

1 2 3 4 5 

05 This class helped me improve my 

questioning skills. 

1 2 3 4 5 

15 This class helped me improve my 

listening skills. 

1 2 3 4 5 

25 This class helped me improve the self 

management skill. 

1 2 3 4 5 

53 This class helped me improve organising 

time skills. 

1 2 3 4 5 

54 This class helped me scheduling and 

planning my work.  

1 2 3 4 5 

   

       

 

 

 
 

 

 

  

http://en.wikipedia.org/wiki/Decision_making
http://en.wikipedia.org/wiki/Scheduling
http://en.wikipedia.org/wiki/Planning
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APPENDIX E: POST WRITTEN EXAMS FOR ACCOUNTING 

PRINCIPLE I ENGLISH VERSION AND ARABIC VERSION 
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Faculty of Economics and Commerce-  

Period: 1:30 Subject: Accounting principles 130                  Post- written exam 1  

Q1: Is it possible for a business transaction to cause both an increase and a decrease 

on only one side of the basic accounting equation? Explain your answer and provide 

examples if applicable. (Measured critical thinking.) 

Q2: Explain why Assets and Liabilities are classified in the Balance Sheet, and 

Revenues, Expenses are classified in the Income Statement. In your explanation, 

identify one qualitative characteristic that supports your explanation. (Measured 

writing skill.) 

Q3: As you are accountant, can you help El Takwa to manage its accounting.  

Following are a summary of the transactions that occurred during the financial 

month ended 31 Dec 2011 in the El-Takwa company: 

Building 120,000            Cash   17,000              Bank 330,000      

Capital 359,000           Creditors 8,000        Long term debt 100,000 

1 Dec 2011, equipment was purchased for $10,000 cash. 

1 Dec 2011, merchandise was purchased on account for $280,000. 

7 Dec 2011, goods were sold for $175,000 cash and $25,000 on credit terms. 

23 Dec 2011, wages paid were $42,000 by bank payments. 

27 Dec 2011, cash collections from customers were $11,000. 

28 Dec 2011, bank payments to creditor were $35,000. 

29 Dec 2011, $1,000 was bank payments for the monthly interest on the long term 

debt. 

29 Dec 2011 purchased a new car for the owner‘s son $12,000.  

Required: 

1. Prepare the journal entries and post to the T Accounts. (Measured problem 

solving and technical accounting competencies.) 

2. Justify why you have to post to T Accounts. (Measured critical thinking.) 

3. Prepare a Trial Balance as at 31 Dec 2011.(Measured technical accounting 

competencies.) 
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Faculty of Economics and Commerce 

Period: two hours subject: Accounting principle 1 Post- written exam 2  

Q1: A loan offers credit terms to customers from 2
nd 

of May 2011 to sell LG TVs. 

‗The offer is 2/14 and n/30‘  

On the 4
th

 of May, Tark buys 50 TVs at $150 each.  

Required: 

1.1 State what is meant by the term 2/14 and n/30 as shown on the invoices 

(Measured technical accounting competencies). 

1.2 Choose one of these methods, either the net invoice method or total invoice 

method to record the transactions, and justify why you used this method. (Measured 

problem solving and critical thinking.) 

1.3 Record this transaction on Tark‘s and Aloan‘s general journal if Tark pays on 

10
th

 of May. (Measured technical accounting competencies.) 

1.4 Explain why Discount Expense is treated as an expense item in the Financial 

Statement. 

(Measured writing and critical thinking.) 

 

Q2: Abduelsalm had a mistake when he records the office supply as purchases. 

His record was  Cars DR $5,600 

cash CR $6,500 

 

Wages DR $8,700 

cash CR $7,800 

Required: 

a. Which type of mistake is this? (Measured technical accounting 

competencies.) 
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b. Do you think you can correct this mistake using the short method, 

why/why not? (Measured critical thinking.) 

c. How will you record the transaction? (Measured problem solving and 

technical accounting competencies.) 

Q3: The opening trial balance and additional data relating to the Elmastkbal 

Corporation for the month ended 31 Dec 2011 is shown below: 

Elmastkbal Corporation  

Trial Balance as at 31 Dec 2011 

Accounts Dr Cr 

Cash at bank $30,000  

Cash  45,000  

Cars  60,000  

Equipment 20,000  

Building  152,000  

Creditors   29,000 

Owner‘s withdrawals  40,000 

Long-term debt  94,000 

Paid-in capital  ?? 

Retained income  25,000 

Sales revenue  80,000 

purchases 30,000  

Wages expense 38,000  

Rent expense 23,000  

Selling expenses  5,000  

Sales returns and allowances 2,000  

Purchases returns and allowances  2,000 

Administrative expenses 2,000  

Stock 1/1 8,000  

Total 415,000 415,000 

The stock on 31 Dec was 5,300. 
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Required: 

3.1 Calculate the amount of paid-in capital.(Measured problem solving.) 

3.2 State and justify the accounting principle that requires the business to record the 

stock taken by the owner for his personal use. (Measured writing skills and critical 

thinking.) 

3.3 Prepare a multiple step income (profit and loss) statement for the month ended 

31 Dec 2011. (Measured problem solving and technical accounting 

competencies.) 

3.4 Prepare a classified Balance Sheet. Explain the benefit of the classified Balance 

Sheet. (Measured problem solving, writing skills and technical accounting 

competencies.) 

 

(Good luck) 
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ثدبِؼخ ١ٌجج١خو١ٍخ الالزصبد ٚاٌزدبسح   

 اٌضِٓ: عبػخ ٚٔصف                     اٌّبدح: ِجبدئ ِسبعجخ 130                                   اِزسبْ ِبثؼذ اٌزدشثخ1

 انسؤال الاول )5 درجات(:انتحهيم اننقدى

ٚازذ ِٓ ِؼبدٌخ ا١ٌّضا١ٔخ؟ اششذ رٌه ِغ ً٘ ِٓ اٌّّىٓ ٌٍؼ١ٍّخ اٌّب١ٌخ اْ رغجت فٟ اسرفبع ٚأخفبض فٟ خبٔت 

.روشِثبي  

 انسؤال انثاني )5 درجات(: انكتابة

اششذ ٌّبرا الاصٛي ٚاٌخصَٛ رصٕف فٟ لبئّخ اٌّشوض اٌّبٌٝ؟ ث١ّٕب الا٠شاداد ٚاٌّصشٚفبد رصٕف فٟ لبئّخ الاسثبذ 

.ادػُ رٌه ثٕبء ػٍٝ ِفِٙٛه ٌٍّجبدٜ ٚاٌفشٚض اٌّسبعج١خ. ٚاٌخغبئش  

 انسؤال انثانث ) 02 درجة(:

 ثسىُ أه ِسبعت ً٘ عزط١غ ِغبػذح ششوخ اٌزمٜٛ فٟ ِسبعجخ ػ١ٍّبرٙب ؟ 

فٝ ششوخ اٌزمٜٛ 2011د٠غّجش  31الارٝ ٍِخص ٌٍؼ١ٍّبد اٌّب١ٌخ اٌزٝ زذرث خلاي اٌّذح إٌّز١ٙخ فٟ   

:ا١ٌه الاصذح اٌزب١ٌخ  

 8.000اٌذائْٕٛ     359.000ٌّبي ساط ا     17.000اٌخض٠ٕخ       330.000اٌّصشف       120.000ِجبٔٝ 

. 100.000الاٌزضِبد ط٠ٍٛخ الاخً   

.ٔمذا 10.000اشزشد رد١ٙضاد رجٍغ  2011د٠غّجش  1فٟ   

.280.000د٠غّجش اشزشد ثعبػخ ػٍٝ اٌسغبة رجٍغ  1فٟ   

.ػٍٝ اٌسغبة 25.000ٔمذا ٚ 175.000د٠غّجش ثبػذ ثعبػخ ثّجٍغ  7فٟ   

.42.000ّزٙب د٠غّجش دفؼذ اٌّشرجبد ثصه ف١ 23فٟ   

.35.000دفؼذ ٌٍذائْٕٛ صه ثّجٍغ  28فٟ   

.فٛائذ شٙش٠خ ػٍٝ اٌزضاِبد ط٠ٍٛخ الاخً 1.000دفؼذ ثصه  29فٟ   

.ٔمذا 12.000اشزشد ع١بسح خذ٠ذح لاثٓ صبزت اٌّششٚع   29فٟ   

اػذاد ل١ٛد ا١ِٛ١ٌخ اٌلاصِخ: اٌّطٍٛة    

رس١ًٍ ِشىٍخ . اػذاد ل١ٛد ا١ِٛ١ٌخ اٌلاصِخ.1  

وزبثخ ٚرس١ًٍ ٔمذٜ . را ػ١ٍه اْ رشزً اٌسغبثبد اٌٝ دفزش الاعزبرثشس ٌّب. 2  

رس١ًٍ ِشىٍخ . اػذاد ١ِضاْ اٌّشاخؼخ ثبلاسصذح. 3  

: ِلازظخ   

"لا اخبثخ" ارا ٌُ رزّىٓ ِٓ الاخبثخ ٠ّىٕه وزبثخ .1  

٠زُ رشخ١غ ٚسلخ الاعئٍخ ِغ وشاعخ الاخبثخ.2  
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ثدبِؼخ ١ٌجج١خو١ٍخ الالزصبد ٚاٌزدبسح   

 اٌضِٓ: عبػزبْ                               اٌّبدح: ِجبدئ ِسبعجخ 130                                  اِزسبْ ِبثؼذ اٌزدشثخ 2

 انسؤال الاول: )02 درجات(

:ٌج١غ اخٙضح اراػخ ِشئ١خ 2011ِب٠ٛ  2ػٍٛاْ لذَ ػشض ٌضثب٠ٕٗ فٟ   

(:30/ٚ ْ 2/14)اٌششغ وبٌزبٌٝ   

.د٠ٕبس ٌىً خٙبص ٔمذا150خٙبص ثغؼش  50ِب٠ٛ طبسق اشزشٞ  4فٟ   

:اٌّطٍٛة  

دسخخ   1وزبثخ (. 30/ٚ ْ 2/14)ٚظر ِؼٕٝ ٘زا اٌششغ   1  

، ٚثشس ٌّبرا  (دسخبد 4رس١ًٍ ِشىٍخ)د١ً اٌؼ١ٍّبد فٟ رغ (ّبٌٝ اٌفبرٛسح اٚ صبفٟ اٌفبرٛسحاخ) اخزبس ازذ اٌطش٠مزبْ 2

.  (دسخخ2رس١ًٍ ٔمذٜ)اعزخذِذ ٘زٖ اٌطش٠مخ   

دسخخ  1ِب٠ٛ 10ارا طبسق دفغ اٌّغزسك ٠َٛ ( اٌّشزشٞ ٚاٌجبئغ) ٌؼ١ٍّبد فٟ دفبرش طبسق ٚػٍٛاْ عدً ا  3  

دسزخ   1رس١ًٍ ٔمذٜ ٚوزبثخ  . ثشس ٌّبرااٌّصشٚف اٌخصُ ٠ؼبًِ ػٍٝ أٗ ِصشٚف فٟ لبئّخ اٌذخً  4  

 انسؤال انثاني: ) 02 درجات(

.ػجذ اٌغلاَ عدً ثؼط اٌم١ٛد وبٌزبٌٝ   

 

١بساداٌغ/ ِٓ ذ 5600  

إٌمذ٠خ/ اٌٝ ذ 6500  

اٌّشرجبد / ِٓ ذ 8700       

   

إٌمذ٠خ / اٌٝ ذ  7800  

: اٌّطٍٛة  

ِبٔٛع ٘زا اٌخطبء؟ 1  

ٌّٚبرا؟ رس١ًٍ ٔمذٜ  , ً٘ رغط١غ اْ رصصر اٌخطبء ِغزخذِب اٌطش٠مخ اٌمص١شح 2  

و١ف رغدً اٌؼ١ٍّخ اٌصس١سخ؟ رس١ًٍ ِشىٍخ  3  
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 انسؤال انثانث: )02 درجة( 

 ا١ٌه ١ِضاْ اٌّشاخؼخ الافززبزٝ ٚثؼط اٌّؼٍِٛبد الاظبف١خ ٌششوخ اٌّغزمجً فٟ ٔٙب٠خ د٠غّجش 2011:

 

 اٌسغبة اٌّذ٠ٓ اٌذائٓ

 اٌّصشف 30.000 
  ٔمذ٠خ 45.000 

  ع١بساد 60.000 
 ِؼذاد  20,000 

 ِجبٔٝ  152,000 
 اٌذائْٕٛ   29,000
 اٌّغسٛثبد  40,000
 اٌزضاِبد ط٠ٍٛخ الاخً  94,000

 ساط اٌّبي   ??
 الاسثبذ اٌّسزدضح   25,000
 ا٠شاداد اٌّج١ؼبد  80,000

 اٌّشزش٠بد 30,000 
 ِصشٚف اٌّشرجبد  38,000 
 ِصشٚف الا٠دبس 23,000 
 ِصشٚف اٌّج١ؼبد  5,000 
 ِشدٚداد ِٚغّٛزبد اٌّج١ؼبد 2,000 

ِشدٚداد ِٚغّٛزبد   2,000

 اٌّشزش٠بد
 ِصبس٠ف اداس٠خ  2,000 
1/1ثعبػخ  8,000   

 اٌّدّٛع  415,000 415,000

 

5.300ثعبػخ اخش اٌّذح وبٔذ    

:اٌّطٍٛة  

ازغت ل١ّخ ساط اٌّبي؟ رس١ًٍ ِشىٍخ   1  

ٚظر ِب٘ٛ اٌّجذاء اٌّسبعجٟ اٌزٜ ٠ش١ش اٌٝ رغد١ً اٌجعبػخ اٌّغزخذِخ ِٓ لجً صبزت اٌّششٚع   ػٍٝ  2

وزبثخ ٚرس١ًٍ ٔمذٜ . أٙب ِغسٛثبد شخص١خ  

.بثبد اٌّزبخشح ٚالاسثبذ ٚاٌخغبئش رس١ًٍ شىٍخ اػذاد زغ 3  

وزبثخ  ٚ رس١ًٍ ِشىٍخ. ِغ ششذ فٛائذ رص١ٕف لبئّخ اٌّشوض اٌّبٌٝ, اػذاد لبئّخ اٌّشوض اٌّبٌٝ  4  

 ر١ّٕبرٝ ٌٍد١ّغ ثبٌٕدبذ ٚاٌزٛف١ك 
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You have my permission to use the instrument if you cite the source. Good luck with 

your research.  

 

************************************  

Gary M. Shulman, Ph.D. 

Communication Dept.  

Miami University 

Oxford, OH 45056 

 

Voice: 513-529-7472 

Fax: 513-529-1829 

Email: gshulman@muohio.edu 

************************************ 

 

On May 10, 2010, at 5:10 PM, "wahida zarraa" <wzarraa@yahoo.com> wrote: 

May 2010  

Dear Frymier, Shulman and Houser  

          I am a doctoral candidate at University of Southern Queensland in Australia. 

My supervisory team is Prof Marie Kavanagh and Dr. Todd Hartle and the title of 

my study is The effect of cooperative learning method on students‘ perceptions of 

empowerment and the development of professional accounting competencies. In my 

research, I plan to address the following:    

The primary research question is:  

      What are the effects of cooperative learning (CL) and knowledge transfer 

(KT) techniques on students‘ perceptions of empowerment, and performance and 

what is the experience of students and instructor (researcher) in development of 

professional accounting competencies under both teaching methods in Libya? 

In seeking to answer the research problem, the following sub-questions are 

posed: 

1. Is there a significant difference in students‘ perceptions of the impact, 

meaningfulness, and competence between CL and KT? 

2. Is there a significant difference in student‘s performance based on the 

written exams between CL and KT? 

3. What is the instructor‘s experience promoting teaching and learning of 

professional accounting competencies under CL and KT? 

4. What are the students‘ experiences in developing of professional 

accounting competencies under CL and KT? 

 Enclosed is my proposed empowerment survey. I would appreciate it if you could 

review these questions and provide feedback to me. I would also appreciate it if you 

would allow me to use your empowerment measure in my study.  

  I appreciate your time. Please e-mail me.  

Thanks  

mailto:gshulman@muohio.edu
mailto:wzarraa@yahoo.com
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Wahida Zraa        Appendices 

273 

Dear Ms Zraa, 

The Ethics Chair has recently reviewed your application for amendments to approved 

project ―The effect of cooperative learning  on students‘ perceptions of empowerment and 

the development of professional accounting competencies” (H10REA262) as stated in your 

memorandum dated 14/01/2011. The requested amendments have been endorsed and full 

ethics approval has been granted. 

Your amendment approval number is H10REA262.1 

Ethics approval for the project expires on 31/12/2011. 

The standard conditions of this approval are: 

(a) conduct the project strictly in accordance with the proposal submitted and granted 

ethics approval, including any amendments made to the proposal required by the 

HREC 

(b) advise (email: ethics@usq.edu.au) immediately of any complaints or other issues in 

relation to the project which may warrant review of the ethical approval of the 

project 

(c) make submission for approval of amendments to the approved project before 

implementing such changes 

(d) provide a ‗progress report‘ for every year of approval 

(e) provide a ‗final report‘ when the project is complete 

(f) advise in writing if the project has been discontinued. 

For (c) to (e) proformas are available on the USQ ethics website: 

http://www.usq.edu.au/research/ethicsbio/human 

Please note that failure to comply with the conditions of approval and the National 

Statement on Ethical Conduct in Human Research (2007) may result in withdrawal of 

approval for the project. 

You may now implement the amendments. I wish you all the best for the conduct of the 

project.   

Regards 

Helen 

Mrs Helen Phillips 

Ethics and Research Integrity Officer 

Office of Research and Higher Degrees 

University of Southern Queensland 

Level 5, S Block, West Street, Toowoomba QLD 4350 

Email: patricia.phillips@usq.edu.au 

Ph: (07) 46 312 690 

 

mailto:ethics@usq.edu.au
http://www.usq.edu.au/research/ethicsbio/human
mailto:patricia.phillips@usq.edu.au
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Consent Form 
 

To participants 

Full Project Title: The effect of cooperative learning on students‘ perceptions of empowerment and 

the development of professional accounting competencies 

Researcher: Wahida Zraa 

 

 I have read the Participant Information Sheet and the nature and purpose of the research project has been 

explained to me. I understand and agree to take part. 

 

 I understand the purpose of the research project and my involvement in it. 

 

 I understand that I may withdraw from the research project at any stage and that this will not affect my 

status now or in the future. 

 

 I confirm that I am over 18 years of age.  

 

 I understand that while information gained during the study may be published, I will not be identified and 

my personal results will remain confidential.  

 

Name of participant………………………………………………………………....... 

 

Signed…………………………………………………….Date………………………. 

 

If you have any ethical concerns with how the research is being conducted or any queries about your rights as a 

participant please feel free to contact the University of Southern Queensland Ethics Officer on the following details. 

 

Ethics and Research Integrity Officer 

Office of Research and Higher Degrees 

University of Southern Queensland 

West Street, Toowoomba 4350 

Ph: +61 7 4631 2690 

Email: ethics@usq.edu.au 

 

 

          The University of Southern Queensland  
 

mailto:ethics@usq.edu.au
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The University of Southern Queensland  

Plain Language Statement 

 

 

To: Participants 

 

Full Project Title: The effect of cooperative learning on students‘ perceptions of 

empowerment and the development of professional accounting competencies 

Student Researcher:  Wahida Zraa 

Introduction 

My name is Wahida Zraa and you are invited to participate in a research project, which aims 

to assess the effect of cooperative learning on student‘s perception of empowerment and the 

development of professional accounting competencies. Your participation in this experiment, 

survey, pre and post written exams, reflections and interviews will help the researcher to 

develop a better understanding of the effect of cooperative learning on Libyan accounting 

student. The research project is being undertaken as part of the requirements of a PhD at 

University of Southern Queensland and will culminate in a written thesis to be submitted to 

the University.  

About 288 participants are taking part in the experiment all students enrolled in Accounting 

Principles I (Acc I) in fall semester 2012‘‘ at business degree institution in Libya.  

Please read this Plain Language Statement carefully. Its purpose is to explain to you as 

openly and clearly as possible, all the procedures involved so that you can make a fully 

informed decision as to whether you are going to participate. Feel free to ask questions about 

any information in the document. Feel free to discuss the project with a relative or friend or 

your local council. 

Once you understand what the project is about and if you agree to take part in it, it is asked 

that you sign the Consent Form. By signing the Consent Form, you indicate that you 

understand the information and that you give your consent to participate in the research 

project. 

1. Purpose of Research 

The proposed research will test the cooperative teaching method and compare it with the 

current teaching method, which called knowledge transfer at business degree institution.. The 

research seeks to improve the quality of teaching and learning accounting in Libya.   

More specifically, the study seeks to answer the following question: 

What are the effects of a cooperative learning (CL) (cooperative learning is the 

proposed teaching method for this research—see chapter 2) teaching environment 

compared with traditional teaching methods environment (TM) on students’ 

perceptions of empowerment, and development of professional accounting 

competencies based on students’ perceptions and written exams in Libya? 

As a student your contribution to this research project will provide practical information that 

will contribute to a greater understanding of the effects of cooperative learning and 

knowledge transfer from students‘ perspective.  
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2. Procedures 

Participation in this project will involve all students enrolled in Accounting principles I at 

business degree institution. 

The experiment students will be answering a survey.The survey will take 15-25 minutes to 

complete.  

Students will also answer per and post written exams as the formal of middle and finally 

exam.  

The researcher would like to observe the classes during the experiment.  

The researcher would also like to interview some of students five from each group to get 

feedback about the potential use of cooperative teaching method to teach accounting in 

Libya and to find out students‘ views about current teaching method in university.  

Your participation in this study is voluntary and confidential. No names or other information 

that could personally identify you will be used in any written reports produced during the 

course of the research.  

At any stage, you have the right to withdraw from the study and to decline to answer any 

individual questions in the questionnaire and interviews. If, after participating in the survey 

or interviews, you change your mind and decide that you would rather not be involved, you 

will have the right to request the removal of any material you do not wish to be used. 

All data collected and processed in the course will be treated as strictly confidential and will 

be placed in a secure location.  

The results of this research will be published in academic papers and as a doctoral thesis. A 

copy of the completed thesis will be lodged in the University of Southern Queensland. 

 This study has received ethical approval from The University of Southern Queensland.  

3. Queries or Concerns 

Your participation and co-operation in this research will be greatly appreciated. If you have 

any questions or require any further information about the research project, please contact 

the principal researcher: 

 

Wahida Zraa  

School of Accounting, Economics and Finance 

University of Southern Queensland 

West Street, Toowoomba QLD 4350, Australia 

 

Phone:  +61 7 46875758 

Mobile:   +61 4 22170523 

Email    wahida. zraa@usq.edu.au 
If you have any ethical concerns with how the research is being conducted or any queries about your rights as a participant 

please feel free to contact the University of Southern Queensland Ethics Officer on the following details. 

Ethics and Research Integrity Officer 

Office of Research and Higher Degrees 

University of Southern Queensland 

West Street, Toowoomba 4350 

Ph: +61 7 4631 2690 

Email: ethics@usq.edu.au 

mailto:ethics@usq.edu.au
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 نموذج انموافقة

 

:اٌٝ اٌّشبسو١ٓ  

.ربث١ش اٌزؼٍُ اٌزؼبٚٔٝ ػٍٝ رصٛساد اٌزّى١ٓ ٌٍطٍجخ ٚرط٠ٛش ِٙبساد اٌّسبعجخ ا١ٕ١ٌّٙخ : ػٕٛاْ اٌجسث  

اظبفخ اٌٝ رٌه ششزذ اٌٝ وً إٌمبغ , أب لشاد اٌّؼٍِٛبد اٌّضٚدح ٌٍّشبسو١ٓ زٛي طج١ؼخ اٌجسث ٚا٘ذفٗ

. وخافُٙ ٚاٚافك ػٍٝ اٌّشبس. اٌغ١ش ِفِٙٛخ  

.أب ِذسن ٘ذف اٌجسث ٚطج١ؼخ ِشبسوزٝ ف١ٗ   

.اعزط١غ اْ أغست فٟ اٜ ٚلذ ٚفٟ اٜ ِشزٍخ ٚ٘زا ٌٓ ٠ٛثش ػٍٝ دساعزٝ الاْ ٚلا فٟ اٌّغزمجً  

.عٕخ 18أب اٚوذ اْ ػّشٜ اوجش ِٓ   

ٚاْ ِؼٍِٛبرٝ اٌشخص١خ عٛف رىْٛ . أب ِذسن اْ اٌج١بٔبد اٌزٝ عٛف رزسصً ػ١ٍٙب اٌجبزثخ لبثٍخ ٌٍٕشش

.ِس١ّخ  

:................................................اعُ اٌّشبسن   

:.................................  اٌزبس٠خ: .........................................................  اٌزٛل١غ  

ثدبِؼخ خٕٛة ِٓ فعٍه لا رزشدد ثبلارصبي .  ارا ػٕذن اٜ ِخبٚف زٛي زمٛله اٚزٛي اٌجسث وّشبسن

:       و٠ٕٛضٌٕذ ِىزت الاخلاق ػٍٝ اٌج١بٔبد اٌزب١ٌخ  
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: اني انمشاركين  

.رأث١ش اٌزؼٍُ اٌزؼبٚٔٝ ػٍٝ رصٛساد اٌزّى١ٓ ٌٍطٍجخ ٚرط٠ٛش ِٙبساد اٌّسبعجخ ا١ٕ١ٌّٙخ : ػٕٛاْ اٌجسث  

٘ذف اٌجسث ٘ٛ رم١١ُ رأث١ش اٌزؼٍُ اٌزؼبٚٔٝ ػٍٝ رصٛساد رّى١ٓ اٌطٍجخ . ارمذَ ثذػٛرىُ ٌّشبسوزٟ فٟ ردشثخ رخص ثسثٝ. أب اٌجبزثخ ٚز١ذح صساع

دشثخ ِشبسوزه فٟ ٘زٖ اٌزدشثخ ٚسدن ػٍٝ الاعزج١بْ ٚاٌّمبثلاد اٌشخص١خ ٚزعٛسن اِزسبْ ِبلجً ٚ ِبثؼذ اٌز. ٚرط٠ٛش ِٙبساد اٌّسبعجخ ا١ٕ١ٌّٙخ

طبٌت ِشبسن فٟ ٘زٖ اٌزدشثخ وً اٌطٍجخ اٌّغد١ٍٓ  288رمش٠جب . عٛف ٠غبػذ فٟ رط٠ٛش اٌفُٙ فٟ رأث١ش اٌزؼٍُ اٌزؼبٚٔٝ ػٍٝ طٍجخ اٌّسبعجخ فٟ ١ٌج١ب

ذ وً ٘ذفٗ شش. ِٓ فعٍه اْ رمشاء ٘زا اٌج١بْ ثؼٕب٠خ.  و١ٍخ الالزصبد ٚاٌزدبسح 2012خلاي ٘زا اٌفصً اٌذساعٟ خش٠ف  130فٟ اٌّسبعجخ 

لارزشد اْ رغبي اٜ عؤاي زٛي اٌّؼٍِٛبد فٟ . ِٚٓ رٌه رغزط١غ اْ رمشس ارا رٛد فٟ اٌّشبسوخ فٟ اٌذساعخ اٚ اٌشفط. الاخشاءاد اٌّزعّٕخ ٌٍجسث

ج ارا ٚٚافمذ ػٍٝ اٌّشبسوخ ِٓ فعٍه اْ رٛلغ ػٍٝ ّٔٛد. لارزشد اْ رٕبلش اٌخطخ ِغ البسثه اٚ اصذلبن اٚ اٜ شخص رشاٖ ِٕبعت. اٌّغزٕذ

.٠ؼٕٝ اػطبن اٌّٛافمخ ٌٍّشبسوخ فٟ ٘زا اٌجسث,ثّدشد رٛل١ؼه ػٍٝ ّٔٛدج اٌّٛافمخ. اٌّٛافمخ  

:هدف اندراسة.0  

٘زٖ . فٟ و١ٍخ الالزصبد ٚاٌزدبسح( اٌطش٠مخ اٌزٍم١ٍذ٠خ) اٌذساعخ اٌّمزشزخ عٛف رخزجش اٌزؼٍُ اٌزؼبٚٔٝ ٚرمبسٔٗ ِغ طشق اٌزذس٠ظ اٌّغزخذِخ فٟ ١ٌج١ب 

.رسغ١ٓ خٛدح اٌزؼٍُ ٚ اٌزؼ١ٍُ اٌّسبعجٟ فٟ ١ٌج١باٌذساعخ رجسث فٟ   

ِب٘ٝ رأث١شاد طش٠مخ اٌزؼٍُ اٌزؼبٚٔٝ ٚطش٠مخ اٌزم١ٍذ٠خ ػٍٝ رصٛساد اٌزّى١ٓ ٌٍطٍجخ ٚاداُ٘ فٟ الاِزسبْ : اٌذساعخ عٛف رد١ت ػٍٝ اٌغؤاي اٌزبٌٝ 

 ٚ فٟ رط٠ٛش ِٙبساد اٌّسبعجخ ا١ٕ١ٌّٙخ رسذ وٍزب اٌطش٠مز١ٓ؟

. عٛف رغبُ٘ فٟ فُٙ ربث١شاد اٌزؼٍُ اٌزؼبٚٔٝ ٚاٌزؼٍُ ثبٌزٍم١ٓ ِٓ ٚخٙخ ٔظش اٌطٍجخ, زٖ اٌذساعخ عٛف ٠ضٚد ِؼٍِٛبد ػ١ٍّخِغبّ٘زه وبطبٌت فٟ ٘  

:الاجراءات.0  

.فٟ و١ٍخ الالزصبد ٚاٌزدبسح 130اٌّشبسوخ فٟ ٘زا اٌجسث عٛف رزعّٓ وً اٌطٍجخ اٌّغد١ٍٓ فٟ ِبدح اٌّسبعجخ   

. اٌطٍجخ عٛف ٠د١جٛ ػٍٝ ِبلجً ٚثؼذ اِزسبْ وب اِزسبْ ٔصفٝ ٚٔٙبئٟ. دل١مخ 20-15ػٍٝ الاعزج١بْ فٟ خلاي ثؼذ ااٌزدشثخ اٌطٍجخ عٛف ٠د١جٛ 

ٌزسصً , (طٍجخ ِٓ وً ِدّٛػخ 5)ا٠عب اٌجبزثخ عٛف ردشٞ ِمبثلاد شخص١خ ِغ ػ١ٕخ ِٓ اٌطٍجخ . اٌجبزثخ عٛف رلازظ اٌفصً خلاي اٌزدشثخ 

ٌّٚؼشفخ ٚخٙبد ٔظش اٌطٍجخ زٛي طشق اٌزذس٠ظ فٟ و١ٍخ الالزصبد . ٌزؼبٚٔٝ ٌزذس٠ظ اٌّسبعجخ فٟ ١ٌج١بػٍٝ ِؼٍِٛبد اززّب١ٌخ اعزخذاَ اٌزؼٍُ ا

.ٚاٌزدبسح  

.ٚ٘زٖ اٌذساعخ ٌٓ رغزؼًّ اٜ ث١بٔبد شخص١خ. ِشبسوزه فٟ ٘زا اٌزدشثخ ٠ىْٛ ػًّ رزطٛػٝ ٚفٟ غب٠خ اٌغش٠خ  

ْ رشفط اْ رد١ت ػٍٝ اٞ عؤاي ػٍٝ زذ اٌغٛا ِٓ الاعزج١بْ اٚ ِٓ اٌّمبثٍخ فٟ اٜ ِشزٍخ ِٓ اٌزدشثخ ٌه اٌسك فٟ الأغسبة ِٓ اٌذساعخ اٚ ا

. ٌه اٌسك فٟ عست وً اٌج١بٔبد اٌزٝ رخصه, ارا غ١شد سا٠ه ٚاسدد اْ رٕغست  ثؼذ ِشبسوزه فٟ الاعزج١بْ اٚ اٌّمبثٍخ اٌشخص١خ . اٌشخص١خ  

.غش٠خ وبٍِخ ٚ عٛف رسفظ فٟ ِىبْ آِٓوً اٌج١بٔبد اٌّزسصً ػ١ٍٙب ِٚؼبٌدزٙب خلاي ٘زا اٌفصً عٛف رزؼبًِ ث  

ٔغخخ ِٓ ٘زٖ الاطشٚازخ عٛف ٠زُ ا٠ذاػٙب فٟ ِىزجخ خبِؼخ خٕٛة . ٔزبئح ٘زٖ اٌذاسعخ عٛف رٕشش فٟ ٚسلبد اوبد١ّ٠خ ٚ وبطشٚزخ دوزٛساح

.٘زٖ اٌذساعخ رسصٍذ ػٍٝ ِٛافمخ الاخلاق ِٓ خبِؼخ خٕٛة و٠ٕٛضٌٕذ. و٠ٕٛضٌٕذ  
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ِٓ فعٍه لا رزشدد ثبلارصبي ثدبِؼخ خٕٛة و٠ٕٛضٌٕذ ِىزت الاخلاق ػٍٝ اٌج١بٔبد .  ي اٌجسث وّشبسنارا ػٕذن اٜ ِخبٚف زٛي زمٛله اٚزٛ  
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