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Abstract

Inrecent years some academics have started to approach the study of Accounting from
the perspective ot social studies. and several journals have evolved to promote such an
approach. These academics believe accounting practices are understood better when
considered from a perspective which acknowledges the psychological. emotional and
intuitive intluences which impact upon individuals preparing and using accounting
information. Many people no longer accept Accounting as an “objective and neutral”,
“true and fair” record of financial transactions: it may be better understood from a social
studies perspective. This will involve a change in accounting education towards a more
holistic approach which goes beyond the ‘technical’. However, many university courses

are still taught from this technical perspective.

Educational practice generally has developed in such a way that many students are
encouraged to consider education to involve little more than the rote learning and
regurgitation of ‘true’ facts. Such learning may enable students to become suitably
qualified to gain employment within contemporary society. but I believe university
students should obtain more than this. They should be encouraged to acquire attributes
which will allow them to continue to develop throughout their lives, and to aid societal

development.

This report provides a narrative concerning the development of a fourth year integrative
course, which encourages students to approach Accounting from a social-studies
perspective. and to challenge current practices where they deem it appropriate. The
course is student-centred. It involves six modes of learning developed from ideas
turnished by Rogers (1983). It provides an example of a longitudinal study, which
describes the development of a course over five iterations. I attempt to provide holistic
learning opportunities which will encourage students to develop attributes which I
believe will benetit their ongoing development. I undertake an investigation into the
immediate impact of the course. and into its longer term impact on graduates to ascertain
if the graduates believe, atter they have spent several years in the workplace, that the
course did provide holistic learning opportunities and outcomes. I attempt to evaluate
the use of an ‘action-research’ methodology in developing the course. and the use of

‘narrative’ for reporting on the design and implementation process.
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ACTION-RESEARCH IN EDUCATION:
A NARRATIVE OF A LONGITUDINAL CASE STUDY

PART ONE: INTRODUCTION

Chapter 1: OVERVIEW

1.1 Introduction

This chapter describes the purpose of the study. the methodology adopted. and the
study’s contribution to knowledge. Central to the study is a narrative of an action-
research-based case study concerning curriculum design and development, in the
Department of Accounting at Waikato Management School. The University of Waikato.
The course involved is a fourth year undergraduate integrative' course: Accounting,

Organisations and Sociery.

The study developed as a consequence of my experiences as an accountant returning to
academia. I encountered educational experiences which made me question the current
purpose of a university-based management education. and particularly accounting
education. I wondered about their role in. and their relevance to. contemporary society.
[ wrestled to cope with. and make sense of, my environment. The Accounting,
Organisations and Sociery course is my attempt to create an holistic learning?
environment in which students are encouraged to develop personal qualities, as well as

acquire knowledge.

1.2 Background

When I returned to university teaching in 1987 after working as an accountant in
industry’ I became aware of a shortcoming between the technical knowledge which I
was presenting to students. and the knowledge and human skills required by accountants

to operate successtully in the commercial world. In order to document this problem I

'An integrative course is one which requires students to merge their acquired knowledge
and skills tfrom many subject areas in order to address broad management problems.

*See 2.7 tor a discussion of what is meant by the term “holistic learning”.

*Brief autobiographical notes are provided at 2.3.
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embarked on a project with a colleague in which we interviewed senior accountants in
20 large New Zealand companies (Kelly and Schafer. 1990). We identitied behaviour
talling outside of the narrow economic and conventional accounting framework within
which most student accounting texts are written. We found that practising accountants

protessed views outside ot the economic reductionist* framework.

Graduates who have received training within a rigorous economic tframework may be
troubled with a role identity problem as they struggle to identify their purposes in
employing organisations. The education I received before joining the worktorce was
instrumental in opening employment opportunities to me. but it did not provide a good
basis trom which to understand organisational lite. On joining the workforce I had to
adjust my perspective. better to understand my environment. On returning to academia
L. initially. taught students how to pass examinations rather than preparing them for

organisationai life.

I believe that the study ot accounting practice can better be understood trom a broad
social science perspective than from an economic perspective. A study of textbooks
demonstrated the inadequacy ot the narrow economic focus of curricula in Management
Accounting (2.4). Prevalent curricula appear to encourage students to acquire knowledge
of long established technical facts and procedures. I believe that much ot the subject

matter in textbooks does not retlect practice in contemporary business organisations.

1.3 Accounting and accounting education in contemporary society

There has been change in the study of Accounting in society by senior academics.
Several journals which challenge the traditional view of Accounting have emerged:
Accounting, Organizations and Sociery; Critical Perspectives on Accounting;
Accounting, Auditing and Accountabiliry. These journals have carried many articles
challenging the traditional view of Accounting and suggesting alternative approaches

to understanding accounting practices. However. they have provided little help in

*Economic reductionism requires all decision models to be constructed within a purely
economic framework. Such models exclude the ponmderauon of the etfects of such
factors as intuition. emotion and altruism on decision outcomes.
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suggesting how the more informed approaches which they advocate might be introduced
to students in the classroom. or how students might be prepared better for the

contemporary commercial world which is described in their articles.

Some articles have criticised the role of accounting education in society (Hopwood,
1988: Lee. 1989: Puxty. Sikka and Willmott. 1994) but have not provided detailed
suggestions on how better to deliver accounting education. Four journals covering
accounting education have emerged: Issues in Accounting Education, 1983; Journal of
Accounting Education, 1983; The Accounting Educators' Journal, 1988; Accounting
Education, 1992. The tirst three of these journals are based in the United States and
have arguably devoted too much attention to the satistaction of the accounting
profession’s demands. rather than the education of accounting students. Accounting

Educarion is edited by Richard Wilson in Britain.

Wilson launched the journal in 1992. In his editorial essay introducing the journal,
Wilson described the current state of accounting education (Wilson, 1992). He
recognised that changes were necessary in accounting education practices. He referred
to initiatives in the United States. Australia. and the United Kingdom. He talked of both
"better preparation of future accounting practitioners” and attempting "to promote
excellence in accounting education” (p. 4). He specitically included "Incorporating
critical thinking/Critical Theory into the curriculum” (pp. 5-6) as an educational

objective.

Wilson notes the Institute of Chartered Accountants in England and Wales’ need tfor
‘business protessionals' to be produced. He notes the need to develop appropriate
specitications ot competencies for educators to address. He recognises a need to change
trom the "What do you know?" based accounting education to the action oriented "What
can you do?" approach. He warns that this movement requires a change in the way that
educational outputs are measured. Wilson quotes Lee (1989) who is concerned that:

Accounting practitioners are conditioned by the habits ot thought that are
passed on through successive generations which results in their being
unable to accept knowledge other than that by which they themselves
have been conditioned (p. 7).
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He reterences Sterling's phrase. "trained incapacity in accounting" (1988. p. 17). It may
be that too much educational effort has been directed at passing on outmoded technical

procedures.

The Accounting Education Change Committee (AECC) in the United States has realised
that it is impossible to teach student accountants all the possible things they may need
to know in litetimes as accountants. It is not the knowledge bases. that have to be the
object of educational outcomes. but the students themselves. AECC (1990) wants
students to be educated ready to become accountants. and to achieve this they must learn
how to learn. Change in educational practice is necessary. However. AECC has not
published any narrative similar to this study. Some would argue that AECC has been
captured by the large accounting tirms, to the detriment of its ‘proper’ educational

responsibilities (Davis and Sherman. 1996).

The Bedford Committee in the United States reports. “Professional accounting
education. which has remained substantially the same over the past 50 years, is generally
inadequate” (1986. p. 171). The Australian Report of the review of the Accounting
Discipline in Higher Education (1990) describes. “Accounting education as being in a
state of ‘chronic neglect' and in 'great need of support and revitalization” (Tippett, 1992,
p- 99).

[ have located a limited amount of critical literature on education generally (Gibson,
1986: Postman and Weingartner. 1971: Young. 1989). This literature has helped to
guide my attempts to improve accounting education in my classroom. Rogers (1983) has
influenced my educational developments greatly. His ideas have encouraged me to
introduce a student-centred learning approach. My objective is to help the students to
learn how to develop themselves. The students are challenged to develop themselves
holistically’. as selt confident, critical citizens who know how Accounting is used in

organisations and society. I have attempted to provide the students with opportunities

"“Whole people”develop specitic skills and technical expertise but they develop also
general social skills and a sensitivity to the views of others. Whole people are concerned
with continuing self development. and with societal developments. See 2.7 for further
discussion of the holistic concept.
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to identity. and practice. the associated capabilities. My aim is to encourage students
to learn how to improve the society which they graduate into. It is not possible to teach
what the tuture changes in society will (or 'should’) be. I believe it is possible to
encourage students to learn how to enjoy. and contribute to. the development of an

emergent society (Kelly and Alam. 1999).

The uses of Accounting in society are neither clear nor obvious (Burchell et al., 1980).
However. Accounting is being used increasingly to influence and justify decisions in
many areas of society’. The Institute of Chartered Accountants in New Zealand has
started to demand university graduates in Accounting who are able to contribute more

than a knowledge ot how to tollow rules in a technocratic manner.

Universities are charged with being the consciences and critics ot society (New Zealand
Education Act 1989. Section 162. 4a). Universities must ensure that tuture graduates
are willing and able to make value judgements concerning societal developments, if the

universities are properly to discharge this responsibility.

The unproblematic universals supporting the thinking frameworks adopted by modern
decision-makers are challenged by postmodern analysis. The universals often shield the
decision-maker from the need to employ moral and ethical criteria (Willmott, Puxty and
Sikka. 1993). It a postmodern perspective is adopted, problems with contemporary

management education become apparent (3.2).

1.4 A summary of the perceived problem

[ believe that many students of Management are not being provided with a broad
education which will best equip them to make decisions and realise their full potentials
in society. at either a personal or a societal level (Kelly, 1999). Many students leave
university with a narrow technocratic knowledge of Accounting which does not fit them

well for integration into the workforce in a developing society. I argue that students

“The press has been full of examples of this. For one instance see the New Zealand
Educational Review article of 22 May 1996. Ethics need to be taught, in which the
Employers' Federation education and training adviser, Marilyn Davies, states: "Narrowly
tocussed business programmes which avoided the bigger moral issues lurking in the
background were ultimately dishonest. signalling to students that it was acceptable to
move in the world of business with blinkers on."
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require a more holistic learning experience but much of the literature which underpins

contemporary accounting courses is not appropriate for this.

The accounting literature provides few articles which address holistic learning in
students. There 1s a lack ot discourse generally concerning what the purpose of a
contemporary university education should be. 1 believe there is a gap between what
tertiary education should provide and what is being provided. This case study is my

attempt to close the gap.

1.5 The purpose of this study

The purpose of this study is to develop. and evaluate the effectiveness of, a course for
fourth year university students ot Accounting (Accounting, Organisations and Society).
The course incorporates holistic learning experiences that are intended to help students
acquire attributes beyond the technical. that are reasonably to be expected of all

graduates. including graduates of accounting programmes.

Two questions related to this purpose are also addressed:

1. What classroom practices need to be employed in order to provide the
students with the best opportunities to benetit from the new course?

and in consideration ot these practices:

2. How must the teacher’” change him/herself, and his/her teaching style,
in order best to benetit the students of the class?

Additionally. I evaluate:

. the use of an ‘action-research” methodology in developing a new course.
. the use ot "narrative’ for reporting on the design and implementation process.

"The term "teacher" is not a wholly satistactory one because of its various attached
meanings within the Western sratus quo. sirnilarly nor is "lecturer”. The two terms,
however. will continue to be used in this study because ot their widespread usage in our
society and the absence of any obvious succinct alternative; a better term might be,
"facilitator of learning".
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To help contirm the need for such a course I provide an analysis of my own tertiary
educational experiences. an analysis of current accounting texts which underpin
accounting courses. a review of accounting-educational discourse, and a review of the

broader educational literature.

The evaluation ot the course takes into account the longer-term, as well as the
immediate. impact of the course on students. Thus. retrospective feedback from
graduates of the course who have spent several years in the workplace is obtained as

well as feedback trom students as they participate in the course.

1.6 The advancement of knowledge

The study provides a viewpoint regarding the attributes which university graduates in
Management should have acquired, and how the attributes might be provided. Future
course designers are enabled to draw from this narrative information concerning course
ingredients which have the potential to create an holistic learning experience. An
example ot educational research using an action-research methodology is provided. The
use of narrative to communicate a teacher’s own experiences and insights to colleagues,
is demonstrated. A retrospective evaluation of the course. by graduates with several

years of workplace experience, is provided.

The need tor such research has been identified by others: Halper, 1988; Ramsden, 1998.
Most of the attributes which graduates of the course are encouraged to develop will be
equally beneficial to university graduates in many disciplines, because the course is an
integrative course which attempts to consolidate prior learning and prepare students to

contribute to societal development following graduation.

1.7 Methodology: An action-research narrative

This is a self-retlective case study. I narrate what is taking place in the classroom during
the development of an integrative accounting course in an action-research environment.
Action-research encourages those involved to be aware of their own practices, and be
prepared to change them. In this study it provides a learning situation in which the
students are encouraged to provide input to help to shape the development of their

environment. The particular variant of the action-research methodology which I employ
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is termed Practitioner Action-Research (PAR). The use of the word “practitioner”
acknowledges a link between the researcher’s ‘normal’ role and the activities in the

research environment: it proclaims an attempt to remove the dichotomous division
between theory and practice.

['learn from revisiting. and retlecting on the experiences as I narrate them. I construct
propositioas concerning accounting education. These propositions are grounded in my
own experiences. A narrative approach is used in describing the project (Clandinin,
1992: Enns. 1993: van Manen. 1994). The narrative approach enables readers to learn
with me. It allows me to provide a personal (autobiographical) account of the
educational project and the reasons why I chose to undertake it*. Readers are informed

of my perspective on management educational practices, and how it came about.

The classroom provides the environment in which the course is developed. “The ideas
ot scholarship in teaching, and of teaching as an inventive professional activity ...place
it closer to. rather than further trom research” (Ramsden, 1998, p. 355). Improved

practice represents the production ot new knowledge.

1.8 Scope of the study

The study is limited to an examination of the development of one course, largely by one
person in one accountancy education programme. It is constrained by one researcher’s
selective attention to what is considered to be salient and significant. Thereby I am
setting a tramework on my narrative, within limits which I choose. In choosing the
limits I am imposing a restriction on my research. Camus (1962) observed, "The very
best photographs betray reality - they result from an act ot selection and impose a limit
on something that has none" (p. 234). However, there is merit in attempting to take
¢ood photographs. because what they reveal (though partial and subjected to limits
chosen by the photographer) can be instructive to their observers. Similarly I believe
there is merit in providing a narrative such as this, which provides a record of a

longitudinal study over tive iterations. The longitudinal approach is evidenced by the

*]If the actors do not bring with them. and into their discourse, their individual life
histories. their identities. their needs and wants, their traditions, memberships and so
forth. practical discourse would be at once robbed of all content” (Habermas, 1982, p.
255).
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number of iterations. The narrative is longitudinal also across each iteration because it
contains discussion of daily development. rather than providing five ‘snap-shots’. A
rich narrative makes it possible for other educationalists to identify potentially useful
skeletal” attributes of the courses (Laughlin. 1995). Longitudinal narratives on tertiary

accounting education courses are scarce.

1.9 OUTLINE OF THE STUDY

PARTTWO: RECOGNISING THE PROBLEM: THE MALAISE OF ACCOUNTING
EDUCATION IN CONTEMPORARY SOCIETY

2.0 The backeround to the study

I provide an autobiographical account of my educational experiences and a critical
examination of the textbooks which are used to support courses in Management
Accounting. 1 discuss current problems in Western society which may be linked to
deficiencies in tertiary education. The educational literature is examined. Carl Rogers'
ideas concerning the place ot education in society are introduced. A discussion of the

term “holistic learning” is provided. The purpose of the study is revisited.

PART THREE: THEORY AND METHODOLOGY

3.0 Postmodernism. action-research and the use ot narrative

The problems of attempting to create knowledge in the postmodern world are discussed.
The choice of the action-research methodology is explained and the use of narrative to

report my results is justitied.

PART FOUR: EMPIRICAL
4.0 Making a start

A narrative of my return to lecturing in 1993, and my immediate failure to achieve my
objectives. is provided. I describe the subsequent design of a student-centred curriculum

with specitic learning objectives. utilising six modes of learning'*.

’Skeletal attributes are of value when they are transterred to similar, but ditferent,
environments where they are ‘fleshed out’ to suit and enhance their new environment.

""A copy of the tirst course outline (1994) appears at Agpendix 1; the course was then
called Accounting for Change in Organisations and Society. The course has been
moditied through subsequent iterations (Chapter 5).
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5.0 Employing the six modes of learning

A narrative of the employment and development of propositions involving learning
through five iterations of the course is provided. Initial difficulties in adapting the
student-centred learning environment to make it acceptable to students. are described.

Attempts to measure progress towards the course learning objectives are made.

6.0 Obtaining further teedback
Feedback was obtained from several other sources which are not described in Chapter

5. This additional feedback is reported and analysed.

PART FIVE: CONCLUSION
7.0 What has been learned

A summary of the empirical work is provided. The opening propositions and their

development, are discussed. An overview of the project and its results is presented.’

8.0 The study in context: Final issues
The relationship ot the study to the current literature is discussed. Outstanding problems
are identified. The action-research methodology and the use of narrative are evaluated.

Some closing reflections are provided.
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PART TWO: RECOGNISING THE PROBLEM: THE MALAISE OF

ACCOUNTING EDUCATION IN CONTEMPORARY SOCIETY
Chapter 2:

2.1 Introduction

This chapter contains autobiographical details which explain how I came to believe that
there are problems associated with tertiary accounting/management education . As an
exemplar of the problems I relate findings of my research into the textbooks used in
management accounting classes in New Zealand degree granting institutions. The scope
of the discussion is then broadened to relate to problems which I perceive in tertiary
educational practices generally. in relation to the requirements of contemporary society.
A gap is identified between what I believe is required from education and much of what
I have encountered in practice. Teachers must define carefully the purpose of tertiary
education. They may conclude that the teacher/student relationship is in need of

redefinition.

The literature is examined in an attempt to ascertain how to close the gap. Some
literature encourages the provision of “holistic learning” opportunities to students. A
discussion of the holistic learning concept is provided. The chapter sets the background
against which the study developed. it concludes with a restatement of the purpose of the

study.

2.2 My ontological position

I believe that there is no one ‘correct’” way of perceiving our world. Nor is there a set
ot rules (or universal truths) which, once discovered, will allow us to make the ‘correct’
decisions henceforth. Rather we shall forever be taced with situations in which we have
to choose how to act in order to achieve the outcomes which we believe to be the best.
The ‘best’ choice is a function of the given situation as we perceive it, and our own

belief system, rather than the product of any set of preordained rules'.

"My concern is with university education generally, more specifically with
“management education” and most specifically with “accounting education”.

'>What we call truth is no more than a name for a historically located practice of
justification... Any student of interpretive social science from the 1970s onwards learnt
the critique of naive empiricism and the game ot exposing the hidden meta-narrative”
(Parker, 1993, p. 205).
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"A person is not pre-determined in her/his thinking, but can choose alternatives" (Zuber-
Skerritt, 1992a. p. 58). "[My] redemption lies in... the freedom to make my life what I
choose it to be” (Scruton, 1984. p. 263).

This existence is determined by no universal idea, and has no prefigured
destiny such as might be contained in a vision of human nature. Man
(sic) must make his own essence... He exists tully only when he is what
he purposes to be (ibid. p. 265).

[ believe the primary role of educators in tertiary education is to encourage students to
recognise their ability to choose to change their world by decisions and actions, and to

take responsibility for their own actions. I am concerned that much contemporary

‘education’ may not achieved this.

2.3 Problems in educational practice: Personal experiences

I have experienced formal tertiary education on four separate occasions. From these
experiences my interest in the relationship between tertiary management education and
society has arisen (Kelly and Northcott, 1991). My experiences shaped my
understanding®. Overall I am disappointed by the standard of education I have

experienced on each occasion.

2.3.1 When I was a student

Over 30 years ago at Manchester Polytechnic I studied for the Higher National Diploma
in Business Studies. All the classes were delivered in lecture mode, with between 20
and 30 students in each class. The lecturers appeared to know what the students had to
learn. and this was taught to the students. Students were examined (one examination per
subject. at the end of the year) to 'prove' that those who passed had learned what was
required of them. I found the lecturers generally formal, rigid and unimaginative.
Nevertheless. they allowed me to gain certification, and progress in society; I accepted
the situation as mormal' and went on to take a Postgraduate Diploma at Liverpool

University.

P“Practice does not occur in a vacuum. It depends on the historical, social, political,
economic and ideological context in which it takes place” (Zuber-Skerritt, 1992b, p. 23).
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I had enjoyed Polytechnic to some extent because I learned about a number of subjects
which were new to me, and some were of interest. However, in several subjects I simply
worked out how to ensure that I obtained a good pass in the final examinations. I did
not attempt properly to understand the subject area. and how it related to the external

commercial world. Obtaining passes was not difficult for the motivated student.

I did not enjoy university. I had wrongly expected that the standard of teaching would
be higher at university than it had been at polytechnic. I anticipated a challenging
postgraduate experience at University. At University most of my class-mates were
graduates in various non-business disciplines, who were taking a business studies course
to make them more ‘marketable’. The course content was similar to that at Polytechnic,
and overall it was taught little better. I was disappointed in the course but by earning a
university qualification, I obtained a certificate which provided me with a lot of

opportunities in society.

2.3.2 My early experience as a teacher

In 1974 the company for which I was working collapsed and I took up a position in the
local college of tertiary education in Edinburgh, teaching "Professional Studies".
Virtually all of the students whom I taught were attempting to become professionally
qualified as bankers or accountants. I taught Statistics, Law and Accounting. I did this
by obtaining a copy of the recommended course text and then covering its contents with

the students in lectures on a week by week basis.

[ gave no thought to what the students ought to be learning, or to what the purpose of
tertiary management education should be. I assumed that people, far better able than I
to know the answers to such questions. had exercised their judgements wisely and
provided me with the task of responding to their deliberations. I taught people how to
pass protessional examinations and thought no further about my role. My performance
was measured on the basis of the proportion of my students who passed the

examinations. and I was successtul.
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Outside of the classroom there was little interaction between the students and myself
(most of the students were on day release courses and were kept busy throughout the day
when they attended college). During class the students listened to me and observed my
overheads. only occasionally did they ask questions. They were ‘tilled full of facts’. I
never had any complaints concerning my presentation of narrow bands of factual
knowledge targeted specifically at the passing of professional examinations. I did not

attempt to develop the students' broader lite enhancing abilities.

[ was teaching in a tertiary education college (now Napier University). At that time this
necessitated me gaining a protessional teaching qualification. In each of 1975 and 1976
[ spent one term studying for a Teaching Diploma (Further Education) at Jordanhill
College of Education. Glasgow. I was awarded the diploma in 1976. During the course
[ learned little about how to encourage holistic learning (2.7) in students. I was taught
about the historical development of education, and the contents of some Education Acts.
Most of my instruction concerned how to present lectures. A lot of time was used in
criticising colleagues' presentation techniques, learning how to make the best use of
transparencies. slides, wall charts, etc.. and learning how to speak clearly. At the time
[ accepted that the Training College lecturers were expert educators willing to improve
my performance by sharing their expertise with me. The instruction was provided from
anarrow tunctionalist perspective which assumed that students were to be educationally
processed in order that they could pass their examinations. This assumption was not

challenged by the Training College staft or their students.

The college statt visited me in class, in Edinburgh. to assess my presentation
pertormance. They did not question the deeper relationships I had with the students
whom I 'processed’. I never really knew my students. nor was I encouraged to know

them.

Over time I became dissatistied with what I was participating in at the College. I did not
teel that I was making sufficient use ot my life. I telt that my life was monotonous and

lacking in purpose. I left the College in search of a more rewarding career.
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2.3.3 My time as an accountant

I decided to become a qualified accountant. not to improve my education as such, but
to improve my career prospects. Accountants were well paid and appeared to have much
societal power and control. The accounting examinations were demanding in terms of
detail and time commitment. but not in terms of intellectual ditficulty. I was employed
by large British organisations as an accountant. During that period I did not think very
much about my student days but I did sometimes think that my purpose at work was not
continuously to maximise profit. Rather it was to cope with a host of small problems
which tell on my desk daily. There may have been some linkage between many small
problems and profit maximisation but any direct linkages were not obvious. My purpose
was often to satisty other managers (especially superiors). and to provide 'compromises’
which allowed decisions to be made and organisational life to continue. Much inter-
personal contact was required. I enjoyed very much working for British Gas Scotland
where my job involved correctly identifying problems, understanding the people
involved and the issues which they raised, and arguing with all concerned until a
mutually agrecable way torward was identitied. The job was more concerned with the
management of people. than the management ot figures. although I was responsible for

ensuring that monthly report figures going to London were likely to be accepted there.

2.3.4 On returning to teaching

In 1987 I joined the statt of Massey University as an accounting lecturer in order to
allow my tamily the opportunity to settle in New Zealand. I became a valued member
of staft as I learned what had to be transmitted to the students and how to do it in a
thoroughly entertaining way. I found that I could obtain B grades on the students'
assessment of lecturers (A-E) scale, with little difticulty. However, I did not feel
satistied. I had not enjoyed my own college/university education, and it had certainly not
equipped me well for commercial life. I was now participating in a similar form of ‘mis-
education’. but more culpably trom the ‘other side’. I was now more capable of
questioning what the purpose of management education was. I perceived a gap between
the ‘education’ process which I was participating in. and what I judged the purpose of

tertiary management education ‘should’ be.
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I enjoyed research at the University. It forced me to look at some issues which I had left
behind twenty years previously. but which still perplexed me and excited my curiosity.
However. I felt that [ was contributing to a world of teaching which I did not respect. I
was participating in what was largely a rote learning environment in which I was deemed
to have knowledge of everything students required to know in order to become educated
in Accounting. In fact I was well aware of many issues which perplexed me. For
example why did all academics not realise that managers do not always seek to
maximise profits to the exclusion of all other variables, and what exactly is the

relationship between accounting reports and prices on stock exchanges?

After three years as an academic I left Massey University and took up the position as
Director of The Management Development Centre (MDC) at The University of Waikato.
The MDC was the link between the School of Management and the outside world. The

position involved no teaching ot students.

Following a severe car accident in December 1992, I decided to transter to the academic
staft in the School in the middle of 1993. This involved me returning to lecturing but I
was determined to attempt a ‘better' approach than I had used previously. I decided to

investigate how best to educate students for their anticipated roles in society.

Journals such as Accounting Organizations and Society and Critical Perspectives on
Accounting explain the need for Accounting in society to be examined from a social
science perspective. and it became apparent to me that accounting-educators need to
concern themselves with preparing students to ‘improve’ the extant commercial world,
rather than preparing them to tunction in that world narrowly perceived from a
‘technical’ perspective'®. I believe that students should learn how to influence societal
developments tor the ‘better’ rather than be taught how best to provide technical
solutions to problems which are apparent within the bounds of technical (possibly
amoral) thinking frameworks. This belief led me to consider a number ot social and

educational issues that became the springboard tor this study. These are discussed at 2.6.

“"Structuralists. system theorists and functionalists... view institutions as being
governed by a static system of social relations which can be analysed and controlled to
maintain the status quo" (Zuber-Skerritt. 1992b, p. 23).
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2.3.5 A closing note on my personal experiences

My own experiences both as a student and as a teacher, evidence problems in education.
The widespread basic content of. and approach to. management education appears not
to have changed fundamentally in the last quarter century. I do not believe that providing
knowledge to students in order to enable them to pass examinations which have a
narrow technical focus constitutes good education. I wondered if my personal
experiences might be atypical and whether more thorough educational offerings were
available normally. To help determine this I decided to investigate the content of basic

tertiary management accounting texts used on courses in New Zealand. The results of

my investigation tollow.

2.4 An examination of the contents of Management Accounting textbooks

I embarked on a study of the extant literature covering introductory Management
Accounting partly because I thought my growing dissatisfaction with accounting
education might be a result of atypical personal experiences. Brown and Guilding (1993)
report that, “Accounting faculties rely more heavily on prescribed textbooks than do non-
accounting faculties... if accounting education tocuses on widely accepted practices, then
much of the teaching can be achieved through prescribed textbooks” (p. 1). An
examination ot the textbooks therefore, appeared to provide a good insight into what was

being taught. I was not satisfied with the textbooks which I was using.

The traditional section of Accounting which is perhaps most concerned with the
management of organisations and society is Management Accounting. Management
Accounting is one part of accounting education, and a smaller part of management
education. It is recognised that an analysis 0f management accounting textbooks provides
only one investigation into the state of management education. However, the results do
support my ccncerns about tertiary management education. They are reported fully in

Kelly and Pratt (1994) and salient points are reproduced here.

I conducted a survey ot texts being used in the 13 degree granting institutions in New
Zealand in 1993. Often it was explained to me that the text being used was heavily

supplemented by additional material. Most respondents claimed that their chosen texts
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were generally adequate to expose students to the techniques of Management Accounting
but inadequate to explain fully the question of "why?" Management Accounting is

focussed as it 1s.

Most respondents were unhappy at the lack of any "breadth of frame-work" in the books.
They protested that. while the chosen techniques were generally well illustrated, the
explanations were given within a framework which was poorly described and not
Justitied. Societal. organisational and behavioural perspectives had to come from sources

other than the main texts. They were sometimes omitted from "introductory” courses.

The responses revealed a general uneasiness with the state of management accounting
textbooks. It appears that academics in New Zealand are now reluctant to endorse any
accounting text strongly. Nevertheless. it was discovered that Horngren and Foster
(1991) was to be used in seven of the twelve establishments which responded. It was
interesting to discover that over half of the New Zealand institutions had chosen the same
basic text. The total sales and longevity ot the book indicate that many other people have
rated the book highly. T believe the text reflects the dominant model of management
accounting education in the Western world. Foster became co-author for the seventh
edition (1991).

2.4.1 Horngren’s Cost Accounting: A Managerial Emphasis

[ decided to trace the historical development of Horngren's text, to aid my understanding
of the development of post-war management accounting education. I wished to
understand why it was originally published in the form chosen. how and why it had
changed over seven editions. and how appropriate it was as a current text tor students.

The results ot my investigation are provided at Appendix 2.

Overall the contents of Cost Accounting: A Managerial Emphasis have changed little
over the past thirty years. The basic questions addressed concern what is required to:
maximise sales, minimise costs. improve profitability, and so on. These have remained
the same. Some new techniques have emerged, such as: just-in-time, total quality
management and linear programming. but these have followed changes in practice.
Horngren has dedicated chapters to these topics to make students aware of current

developments in techniques. The book appears never to have challenged or led practice.
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I believe we need further discussion ot what accountants are attempting to achieve in
organisations. and why. I believe that students. and accountants, must decide for

themselves what they are attempting to achieve. The education process should help them

make this decision but should not prescribe their way forward.

Horngren's text is grounded implicitly in simplistic notions of assisting managers to
maximise the profitability of the firm. and is predicated upon the assumption of
traditional modes of mass production. The traditional approach to Management
Accounting which is described has been followed by most other writers of textbooks.
In the industrial world the last thirty years have seen a fundamental change from a
‘Fordist’"” mass production economic order. with its emphasis on economies of scale, to
one that is knowledge based:

As for production the keyword is flexibility - of plant and machinery, as
of products and labour. Emphasis shifts from scale to scope, and from
cost to quality. Organisations are geared to respond to rather than regulate
markets. They are seen as trameworks for learning as much as
instruments ot control (Murray, 1989, p. 47).

Contemporary management accounting textbooks have not kept pace with societal

developments.

2.4.2 Examination of other relevant literature

A number of terms jostle for position to describe societal change as we approach the 21st
century. Alvin Toftler (1980) describes the Third Wave of the information revolution,
following the Agrarian and Industrial revolutions in modes of production. Writers such
as Alvin Touraine and Andre Gorz talk of the Post-Industrial Society arising trom shifts
in the organisation ot production away from classical economies of scale, integrated
labour processes, and divisions of labour. Post- Fordism 1s a broader term used by writers
such as Hall & Jacques (1989) to signity a new epoch “distinct from the era of mass
production, with its standardised products. concentrations of capital and its "Taylorist’

torms of work organisation and discipline” (p. 117). Post-modernism signals the more

" "Fordism is an industrial era whose secret is to be found in the mass production
systems pioneered by Henry Ford" - standard products, special purpose machinery,
scientific management, flowline assembly (Murray. 1989. p. 38).
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cultural dimensions of the new times: writers such as Foucault, Derrida, Lyotard and
Habermas have had a significant intluence in the development of a critical school of
accounting thought which challenges the underlying modernist trajectory of the
accounting project (see tor example. Hopper and Macintosh, 1991; Hoskin and Macve,
1986). Accounting education has not responded well to the new times'®. The
unproblematic adoption of principles ot neo-classical economics, appear increasingly
naive in the face of newer theories involving socio-political and critical perspectives on
Accounting. Lee (1989) provides one possible explanation for why the textbooks have
not changed. Quoting Hopwood (1988) he suggests:

The accounting profession appears to require a research function to

provide ex post rationales for existing practices, that is, the need to obtain

the accounting knowledge necessary to respond to the pressures of

regulators and other parties concerned about the credibility of accounting

practice (in Lee. 1989, p. 238).
Lee believes that accounting research is more a consequence of accounting practice than
vice versa. and is therefore restricted in its scope to a predetermined extent, because
research is often aimed at fine-tuning existing practices'’. He suggests that research may
be a means of excusing practice. and that practitioners have a need to fire-fight their
practice problems but no deep-down urge to change practice - merely to justity it when
called upon to do so. This produces a. "Trained incapacity in accounting - an inability,
because of previous education and experience, to accept alternatives to the accepted
conventional practices" (p. 242). From this perspective Lee casts doubt on the feasibility
of integrating the results of accounting research into accounting education programmes.
He suggests that the profession wishes to control the education programmes; to limit
them to a body ot knowledge which is capable of providing the profession's entrants with
the knowledge necessary to monopolise accounting practice, and sustain it with public
credibility and acceptability. “Several writers have complained at length of the failures

of educators to question conventional practice" (p. 245).

' For a description of the changing face of politics and business in the new times see
Hall and Jacques (1989).

"I agree with Lee and this very much affects our educational offerings which, like
research, do not strongly challenge what is.
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He refers to the lack of theory in textbooks and the willingness of educators to accept the
narrowing of the education programme to meet specific practice needs. The profession
seeks to control its education function directly by means of the prescription of syllabuses
and related examinations that match the perceived current needs of practice; there is a
closed loop between education and practice. Lee opines that Accounting has been
reduced to numerology. and the figures produced have no meaning other than in terms
of the accounting rules used to calculate them. Accounting has become an organisational
comforter. which no longer seeks absolute truths. It is a societal prop serving civic ends.
It is. "Operated by a socially respected profession of practitioners which has a monopoly
of complex accounting and related technologies (including judgements) through
controlled education and training processes” (p. 249). Lee's perspective makes visible

a heavy burden tor educationalists.

2.4.3 A closing note on textbooks

I believe that Accounting. as it currently appears in textbooks is becoming increasingly
irrelevant to organisational participants seeking to come to terms with the new social
order in which rapid change appears to be continuous (Kelly and Pratt, 1994). There is
an urgent need for a new genre of texts in which the underlying purposes of Accounting
in organisations and society are not treated as taken-for-granted givens. In these texts the
complex and diverse nature ot extant society and the various perspectives it sustains must
be addressed. The post-industrial/postmodern accounting text must discuss the socially

and politically conditioned. and conditioning, nature of Accounting.

My investigation of management accounting textbooks convinced me that my
educational concerns are valid. Their contents provide a relatively fixed body of
knowledge concerning accounting techniques. and instructions on how to employ the
techniques in solving simplified. carefully constructed exercises. The objectives of
management accounting practice were poorly disclosed, justified and defended. The
socio-political environment which encompasses management accounting practice in
organisations and society was not discussed in most textbooks. Students appear to be
expected to come to the books ‘knowing’ that the purpose of management accounting

practices is to maximise profit through ettectiveness and efficiency, ignoring all other
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variables. The paucity of what is being offered as management accounting education in
the textbooks appears to be widely recognised by the New Zealand teaching community.
It may be that the state of the management accounting textbooks is especially
problematic but I suspect that investigations into other areas of Accounting (and
management education generally) would demonstrate that, there too, what is being

presented to students iS not appropriate to equip them best for life in contemporary

society.

2.5 Beyond the textbooks

The dominant ‘rational’ models deriving from neo-classical economics, which have
colonised Management Accounting over many decades, are coming under increasing
attack from researchers who ground their theories in the political and sociological
literature (for example: Chua, 1986: Puxty, 1993). Various schools offer different
insights to the study of Accounting. I believe attempts to privilege one school over
another should be avoided. Accounting fulfils a range of purposes which may best be
understood by analysing the actions of the actors involved. The proliferation of 'ways of
seeing' Accounting makes it a problematic field of study. Some economic schools,
notably the Cambridge School (Harcourt, 1972), have developed theories which
recognise the difference between individual firm behaviour and the aggregate effect on
the economy, but their work appears to go unrecognised by ‘mainstream’ accounting
academics and practitioners. Kelly and Pratt (1992) discuss this issue. It provided me

with motivation to undertake this study. Some of its contents are reproduced here.

2.5.1 Seeking an understanding of accounting practice

Kelly and Pratt argue that the traditional economic approach to the understanding of
Accounting in organisations and society does not provide a full understanding of
Accounting, but the economic approach still dominates our classrooms. Academics who
accept that the tunction of Organisational Accounting is profit maximisation, see the
associated problems largely to be resolvable through mathematical modelling. They have
developed stock control models, discounted cash tlow models, linear programming
models, and decision support techniques such as Monte-Carlo simulation. Traditional

accounting theory has accepted that there is a ‘concrete’ world which can be viewed
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objectively (identically) by anyone (and everyone) who cares to observe it. The role of
the accountant in this world is to aid ‘rational’ economic decision making. Underlying
the traditional, technical approach to Accounting appears to be a premise that, over time,
technical progress will bring pertection to rational decision making. However, a belief

in inevitable historical progress has been challenged strongly by the postmoderns (3.2).

Academics (non-accountants) who were involved in studies of how decisions were being
made in organisations in the 1950s noted that the economic model of the firm was
inadequate. As early as 1959 Simon reported that the behavioural scientists had identified
many of the problems inherent in attempting to explain the organisational decision
making process purely in economic terms. He observed that "The normative micro-
economist 'obviously' doesn't need a theory of human behaviour: he wants to know how
people ought to behave. not how they do behave" (p. 254). He thus chides economists
tor deductive reasoning which they pursue with no regard as to how the derived theories
explain real practices. He explains that:

The growing separation between ownership and management has directed
attention to the motivations of managers and the adequacy of the profit
maximization assumption. So-called human relations research has raised
a variety of issues about the motivation of both executives and
employees... New definitions had to be constructed, by no means as
‘obviously' intuitive as simple maximization, to extend the theory of
rational behaviour to bilateral monopoly and to other bargaining and
outguessing situations.... [Often] the equity owners and active managers
of an enterprise are separate and distinct groups of people, so that the
latter may not be motivated to maximize profits. (pp. 256-262).

Simon goes on to attack the assumptions that people are rational profit-maximizing
decision makers. He questions several further assumptions. Should the maximization be
over the short term or the long term? Must maximization be economic only, or can
"psychic income" be considered (that is where profits are foregone by choice. but not
necessarily irrationally)? Note that it "psychic income" is allowed then any semblance
of objective measurement of maximization is lost. Might it be that the typical manager
aims to earn "satistactory” profits rather than to maximize profits? If we accept this
suggestion. it would be more appropriate to speak of satisticing than of maximising.

However, it may be that people are more interested in minimising "regret” than
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satisticing. Simon defines "regret” as "the ditference between the reward obtained and

that which could have been obtained with perfect foresight" (p. 267).

Simon also introduces the concept of "bounded rationality”". He argues that the business
environment is too complex to be understood in its entirety. Business people, when
making decisions. are theretore forced to draw artificial boundaries around the decision
models. This ploy allows decisions to be made. and justified. within the boundaries of
the decision models agreed upon. However. individuals may be incapable of identifying
all possible options even within their restricted decision models. This inability of
individuals to understand the world tully. to identify all possible options and to process

all available data. stands in contrast to the all knowing economic person.

Argyris (1990) takes this notion one step further when he suggests that information is not
only complex but may also purposely be distorted by individuals who believe that lack
of clarity is necessary tor their personal and corporate survival: "The distortion of the
information is taken for granted because it is seen as necessary tfor the survival of the

players as well as the organization" (p. 506).

2.5.2 Approaches to the study of Accounting
In recent years many approaches to the study ot Accounting can be identified in the
literature, these include:

Decision making approach
Systems/Cybernetic approach
Contingency theory approach
Agency theory approach

Markets and hierarchies approach
Information-economics approach
Societal approach

Critical approach

An overall understanding of the current state ot accounting theory and practice is difticult
to achieve, partly because ot the multiplicity of approaches which overlap and interweave
with each other. Currently there are two major strands in accounting thought, economic
theory and organisation theory (the latter of which is taken to encompass social and

human relations approaches). Since looking outside economics, accounting theory has
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embraced ideas from organisation theory. Many of these ideas were, in turn, imported
into organisation theory trom such diverse disciplines as: psychology, politics, sociology,
history. anthropology, linguistics, philosophy, and mathematics. More recently attempts
have been made to import ideas directly trom other social sciences into Accounting, for
example Tomkins and Groves (1983) who follow Burrell and Morgan (1979). These
approaches retlect the emphases which their followers place on various aspects of
Accounting. The various approaches are probably best thought of as complementary,
rather than in rivalry. Each group may adopt an approach which best fits its purposes, but

what 18 the purpose of Accounting?

2.5.3 The purpose of Accounting

Accounting is used in organisations and society for multiple purposes, and this helps to
explain the multiplicity ot approaches to studying it. A problem in pursuing the questidn
is that professed purposes may ditter from actual purposes, which may ditter from what
‘ought’ to be the purpose. Accountants may state that their purpose is to maximize the
protfits of their firms. whereas actually they may limit their everyday activity to satisfying
the perceived information needs of managers. Perhaps they ‘ought’ to be ensuring that
the maximum benefits to society are being procured from the use of the assets entrusted
to their tirms. Burchell et al. (1980) identity several different uses of accounting systems,
some ot which are beyond any economic purpose:

a rational/instrumental purpose

a symbolic purpose

a ritualistic purpose

a mythical purpose

a political/bargaining purpose

a legitimating/retrospective rationalising purpose
a disciplinary purpose

a repressive/dominating/ideological purpose.

It people accept their economic environments and inherited value systems as given they
may well have some success at explaining the purpose ot Accounting, and developments
in Accounting. in those terms. It must be realised. however, that they are attempting to

understand the workings of a system which does not conform entirely to principles of

economic rationality and they must not be surprised when the behaviour ot pragmatic
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business people fails to conform with narrowly defined characteristics of 'rational
economic people. To add to the confusion, the concept of bounded rationality (Simon,
1959) suggests that even if the system itself were rational, the ability of individuals to
make rational decisions within the system would be less than pertect'®; individuals are
subjected to emotional and psychological pressures and constraints, which are not
recognised in most economic models. The economic approach to Accounting appears to
have shifted to agency theory and transaction costs. These newer theories attempt to
explain the breaches of more traditional economic theory by recognising that individual
motivations will not aggregate to accord with organisational goals as suggested by earlier

analysts.

The results of economic thinking are rooted so deeply in Western society that they have
a huge momentum. I am not aware of any empirical studies of public perceptions of the
purpose of Accounting and economic thought, but I suspect that most Western citizens
expect firms to maximize protits and believe that it is in the public interest for them to
do so. It appears to be a culturally accepted axiom that the best way of ensuring capital
in society is used most eftectively is to demand that it generates maximum ‘profits’. The
meaning ot the word "protit", and the way that it is measured, are poorly understood but
accountants are generally trusted to ensure that "profits" are truly and fairly reported. 1
believe that the ‘average citizen’ does not bother too much with the actual profit reports
which are made available within society, but believes that press and politicians, with help
trom accountants, will ensure ‘fair play’. However, current models of profit ignore in
large measure (for example) the effect of entity activities on human capital, and the
ettects of organisational decisions on the environment. The 'average citizen' may not

maintain his/her faith in the fairness ot the marketplace for much longer.

2.5.4 A closing note on the study of Accounting
Accounting is involved with political processes in society (Harris and Spannier, 1987).

The economically rational models ot profit maximisation upon which Western society

""More recently educationalists such as Shuema have addressed similar issues in
contemplating complex teaching/learning situations where individuals are unlikely to
be able to cope intellectually with consideration of all relevant variables impacting on
a situation (e.g. complex medical problems).
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is built are not ot themselves adequate to explain the place of Accounting within society,
because they ignore the socio-political forces which have helped shape both society and
accounting practices. Students of Management need to be encouraged to develop an

understanding ot Accounting in its broader contexts.

It Management Accounting is presented to students as a fixed body of knowledge and
techniques. then students may not be encouraged properly to develop themselves for the
challenges which lie ahead of them. While this analysis of management accounting
education i$ limited to one area of the traditional management education syllabus, I
believe it illustrates a deticiency which could be found in similar measure in other areas
of accounting education, and management education. The illustration provides tangible
evidence of educational problems. I summarise below some issues of concern which it
revealed to me:

* The protessed purposes of Accounting within organisations and society
may ditter from the actual purposes. which may difter from what ‘ought’
to be the purpose. Accounting information is otten complex and it may
purposely be distorted by individuals who believe that lack of clarity is
necessary tor their personal and corporate survival. Such notions as cost,
efficiency, improvement, and so torth, can be defined and measured
only when comprehending the norms and goals of the larger social
system in which management and its accounting frame is embedded.

* The conventional wisdom set out in management accounting textbooks
cannot be regarded as providing a set of techniques that ought to be used
in practice. The texts are inadequate to explain tully the question of
"why?" Management Accounting is focussed as it is. Societal,
organisational and behavioural perspectives on organisational life have
to come trom sources other than the main texts, and are sometimes
omitted from "introductory" courses. The texts probably do however
retlect the dominant model of management accounting education.

*Accounting, as currently it appears in textbooks, may become
increasingly irrelevant to organisational participants seeking to come to
terms with the new social order in which rapid change appears to be
continuous.

* Academics who were involved in studies of how decisions were being
made in organisations in the 1950)'s noted that the economic model of the
tirm was inadequate. They brought attention to the need to consider
phenomena which they termed: “psychic income”, “satisficing” and
“bounded rationality” when attempting to understand organisational life.
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* Several writers have complained at length of the failures of educators
to question conventional practice. Johnson and Kaplan (1987) have
experienced difficulty in explaining exactly what accountants have been
attempting to achieve during the past one hundred years.

* The role played by accountants in organisations and society is in need
of revision. It is difticult to accept that current management practice will
be robust enough to cope with some of the changes in manufacturing and
information technology which are likely to take place in the next decade.
Some writers claim that current management accounting systems are
obsolete and that a revolution in Management Accounting is required.

Attempts to suggest that Accounting has a single purpose (be it profit maximisation or
repressive domination), are naive. Accounting has a plurality of observable purposes.

Ditferent approaches to understanding, and ditterent purposes for the use of, Accounting
will be adopted by difterent people. at different times. The purposes of Accounting in
society are determined by the value judgements and subjective goals of individual
decision makers and observers within society. Thus I believe that to understand
Accounting in society it is necessary to understand the value judgements and aspirations
of individuals. We must acknowledge this when attempting to create the best of

educational environments in which to prepare students for their tuture lives.

The next section discusses the relationship between education and society generally. It

identifies current problems which may emanate trom the relationship.

2.6 Contemporary education and society

In this section I attempt tp broaden my discussion to embrace problems in education and
society which are broader than my concerns with Accounting. I have met many
academics and I believe many of my broader concerns are shared by concerned
individuals working in ditferent disciplines. Nevertheless. it is recognised that this
section is dependent on my own chosen perspective on contemporary society, some
others may not share my concerns. The genuine concerns. which I disclose, have

motivated my study. I maintain they are ‘reasonably’ held. I perceive problems in our
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world. and a failure of education to respond to societal changes'. The problems which
I perceive have coloured my research and helped to determine what changes in
educational practice I deem 1o be necessary. My assumptions concerning extant
educational beliets and practices address many issues which overlap. It is for
convenience of discussion that I have labelled the assumptions as I have, rather than for

any distinctiveness that might be implied.

2.6.1 Challenging the status quo: Societies as a whole. and universities in Western
society in particular. are products of their own history. As academics we need to
understand that history and to challenge what we have inherited; but even then as Zuber-
Skerritt suggests. “academics may publicly commit themselves to the progressive ideas...
[but] mn actual practice they often retreat to a traditional approach which in turn makes
students adopt that approach” (1992a, p. 30).

Haigh (1994) describes how some academics are unwilling to innovate against a
background where some students want simply to be 'filled up' with ideas and skills,
which they believe will be used as ‘recipes’ for responding to situations in their future
lives. Haigh suggests that students may learn what is expected of them in university
classes, and then react if they are challenged to behave in a ‘non-normal’ manner. Inglis
and Dall’ Alba (1998) suggest that a key element in curriculum design of accounting
courses should be the provision of the opportunity for students to learn that change is
inevitable, and they should appreciate. “the value of change and... adapt and develop

within the changing business environment” (p. 199).

The education system in its present form is self-sustaining. Students who have learned
what is required are able to signal to unsure lecturers what is expected of the students.
New students learn what is required. and old students ensure that new lecturers learn how
to behave. Economic concerns relating to the maintenance of student numbers in classes

also prevent some teachers trom attempting to innovate.

"“The phenomena of genocide, ecological catastrophe, mass poverty and starvation, and
widespread mental depression among privileged classes, tell us that there is something
seriously wrong with modern thought..... There is a revolution sweeping the public
institutions... [embodied] into Higher Education as elsewhere: this is the permeation of
management styles of thinking into all aspects of public endeavour. It subordinates all
ends to the common goal ot economic progress” (Dr. Philip Goodchild, The Guardian
Weekly. 19 October 1997. p. 2).
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In summary the education system that merely transmits information in the belief that this
will provide answers to future problems must be replaced by systems which encourage
students to develop as individuals willing, and able, to challenge the status quo.

2.6.2 Science and progress: The dominant position of the scientific approach to the
creation ot Western knowledge is under increasing criticism (Humphrey, Lewis and
Owen. 1996). Educational offerings may not have changed sufficiently to reflect this.
The accounting profession has developed most of its identity in the past 100 years, during
this same period knowledge and understanding have been science driven. The technical
benefits which science has brought to Western society are undeniable (television, space
travel, advances in medicine, computers) and so admired that many individuals have
developed a desire to be labelled "scientists". Tilley (1972) soundly challenged
accounting theorists adoption ot this ambition and recently Baker and Bettner (1997)
have provided arguments as to why such aspirations remain inappropriate:

We argue that the type of research prevalent in mainstream accounting
journals. which is characterised by a positivist methodological perspective
and an emphasis on quantitative methods, i$ incapable of addressing
accounting’s complex social ramifications... Accounting’s capacity to create
and control social reality translates into empowerment for those who use it....
It is used to instill values. sustain legitimizing myths, mask conflict and
promote self-perpetuating social orders... [it] permeates fundamental issues
concerning wealth distribution, social justice. political ideology and
environmental: degradation (p. 293).

The scientific method - wherein relationships among naturally occurring
phenomena are assumed to be enduring, quantifiable, and objectively
determinable - is an incorrect paradigm that limits the perspectives for doing
accounting research (p. 304).

Similarly. education has suttered from the scientific approach. As recently as 1986 Carr
and Kemmis suggested that. “Most contemporary textbooks assume questions about the
aims and methods ot educational research can be answered by reference to the aims and
methods of the established sciences” (p. 51). With the decline in the dominance of the
scientific approach to Accounting (and Education) other approaches to knowledge
creation have been accepted (Arrington and Schweiker. 1992; Chua, 1986: Hopper et al.,
1987: Morgan and Willmott. 1993). It has become ditficult to claim predominance for

any single research methodology™.

*Laughlin (1995) on approaches to research, states. "The language of ‘strengths' and
'weaknesses' is not claimed in some absolute sense but is inevitably value-laden” (p. 82).
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Insummary scientific methodology has dominated research, including societal research,
for several decades. Its appropriation of such domination has been successfully

challenged recently but the ramifications from these challenges have not been recognised
in contemporary educational offerings.

2.6.3The purpose of a university education: Many people consider that university
education. particularly in business and accounting. should be concerned with ensuring
an economic return to the society which has organised and funded the education (Easton,

1995). Longer term social needs might suggest a less mechanistic approach to education.

One perspective on education suggests teachers should prepare students for societal life
by teaching students the skills and knowledge, that will allow them to ‘succeed’ in
society. Postman and Weingartner (1971) suggest that in a stable environment the
strategies for survival and prospering have been developed and one need only learn them.
In stable times the conservation and transmission of these strategies could, perhaps
rightly. be the primary mission of education. Today. it we expect no more than this from
our educational systems. then our society may decline while peopled by individuals

roerammed to accept it.
prog

While graduates need to be able to contribute to the society which they join, another
perspective requires that they should emerge as independent learners able to challenge-
and-change that society. without concurrently having to exhibit “an ability to generate
large financial returns” - in some vocabularies. synonymous with success. Present
students need to learn a new set of values, which will allow them to live in a different

future world. and learn how to change the thinking ot their contemporaries.

The interaction between student and staff has to be such that the student develops into
a person capable of independent learning. Rogers (1983) strongly recommends such an
approach. and it has been supported strongly by the Accounting Education Change
Commission (1990). However. it may be that many students believe it is more important
to have a certificate which testifies to some ‘knowledge [of Accounting]’ than it is to be
educated. Textbooks and lectures may be perceived as providing ‘truths' which, once
committed to memory, allow students to gain certification. just as their teachers before

them did.
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Students can be encouraged to accept their own importance, potential power and
inherited responsibilities. In many university accounting courses this may not be an easy
task because it requires students to adopt an approach to the ideas they are encountering
which is more questioning than accepting. Inglis and Dall’Alba (1998) suggest that
students should be encouraged to. “‘undertake critical retlection on ongoing procedures
and practices... in order to engender constant improvement, rather than maintaining the
status quo” (p. 199). Unfortunately society may reward students too readily for
possession of transient “skills-of-the-day’ which they have acquired, and reward
institutions that successtully provide only ‘immediately-useful-graduates’ with continued
tunding. The status gquo tends to be self sustaining.

In summary educationalists need to re-visit the goals of a university education. It is most
important that academics in universities develop clear ideas about exactly what
university education is attempting to achieve®. A university education should encourage
students to develop themselves into independent learners who are interested in, and
capable of, meeting challenges in a non-programmed manner.

2.6.4 The management education perspective: University students of Management tend
to be educated in a manner whereby otten only their cognitive development is being
addressed (Miller. 1976). Education of the emotions is treated as a side issue with little
relevance to the core programmes of education. Limitations on time and an uneasiness
about dealing with feelings are typical reasons tor not developing more comprehensive
educational programmes. Discussions concerning emotions, spirituality? and intuition
may lead to temporary insecurity within systems because tamiliar and favourite structures
and actions may be challenged. but developing such factors “prevents single-mindedness
and immunises against the 'hidden persuaders' (e.g. politics. advertising)... It tacilitates
change and reform™ (Zuber-Skerritt. 1992b. p. 55). Graduates must emerge ready to

challenge familiar structures and processes.

*'How we do this in an environment of tight budgetary controls is problematic but
educationalists must recognise and address the problems.

22 “Educators avoid the word ‘spiritual’. It makes them uncomfortable. This discomfort
and avoidance betray the sad state of education today. We focus on outcomes rather
than have students explore the fundamentalg} estions of life... What is the purpose of
human lite? What is our role in the universe? What is the nature of reality? How can
we deal with human suttering? To be educated should mean that one has addressed
these issues” (Miller and Drake. 1997. p. 239).
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Education has to provide an understanding of the variety of factors (including: rational,
psychological and spiritual) that form the basis for life in contemporary society. If this
‘understanding” is not addressed in educational plans. a clear recognition of major
determinants of much of what has been developed in our societal value systems will be
lost. This will add to future societal problems. Educationalists need to encourage the

questioning of some ot the values of modern culture.

In summary. management education must address the development of whole people.
Students’ intellects and feelings must be developed by providing holistic learning
opportunities. This will encourage students to challenge the values existing in our
culture, thus preparing them to contribute fully to societal developments.

2.6.5 Business problems studied in the classroom: The rate of change in our society is
now much faster than hitherto and often ‘correct’ answers to emergent problems are not
known. Too orten students may be led to believe that problems possess only one 'right'
answer, which is absolutely 'right'. This perspective was challenged by Hegel well over
a century ago*’. The following quotation explains the current position well:

In school... the problems that are presented to the students are so greatly
simplified. Indeed some would say that what are presented under the guise
of problems are really exercises and not problems at all... An exercise is
something that typically has a single correct solution and, turthermore, when
it is arrived at it is recognised as such by all parties... Problems, in contrast,
may have many different solutions because they may be looked at from
different. equally valid angles... In an exercise. we can be relatively contident
that each party starts trom the same set of givens, that is, the same definition
ot the exercise to be solved. In a problem...[it] is not the same for all parties
because each interprets it from very ditterent grounds. defining the basic
problem somewhat difterently (Mitrott. [983. p. 17).

This over-simplification ot problems needs to be addressed. Accounting education which
addresses well-structured hypothetical problems with technical solutions encourages
young managers to identify well-structured problems to deal with. It does not help them

to appreciate the complexities of society, and their need to develop themselves to identify

and face the real and difficult problems ot our time.

*"The history of thought and culture is. as Hegel showed with great brilliance, a
changing pattern of great liberating ideas which inevitably turn into suffocating
straightjackets. and so stimulate their own destruction by new emancipatory, and at the
same time. enslaving conceptions” (Berlin, 1962, p. 19).



34

We should not be looking for the correct ‘truths’ in societal studies in universities, “there
is no single correct solution to most business problems but the best solution depends
upon the context within which the problem arises” (Inglis and Dall’ Alba, 1998, p. 199).
It is recognised that some teachers may find it easier to provide instruction in an
environment in which “absolutely correct’ and ‘absolutely wrong’ answers are expected
to exist. Many students may have completed most of their education in such an
environment and may not enjoy a less certain classroom environment. Furthermore,
many contemporary teachers may have completed their own formal educations in
relatively “absolute’ environments.

In summary the complex holistic problems encountered by managers in the outside
world, which are near-impossible to recreate, must be acknowledged in the classroom.
Students must learn that there is seldom one correct answer to a ‘real’ problem, which
is available only to those who are technically competent to discover it. Indeed students
must learn that ‘real’ problems are often as difficult to discover, as are answers to them.

2.6.6 The teacher/student relationship: 1 believe that education involves developing
students as critical”* independent thinkers rather than as ‘properly’ informed individuals
(Dearn. 1996: Rogers. 1983: Schon. 1971). Education also has to concern itself with
helping students become aware of how best to continue learning throughout life, rather
than with merely acquiring any static body of knowledge. Teachers theretfore need to
become facilitators ot learning rather than purveyors ot information (Adler and Milne,
1997). Education must involve something more than fact-transmission and status quo
socialisation. [ cannot accept the following statements which I continue to hear
occasionally in my own institution:

. the teacher 'proved' that the system 'works' by getting where (s)he is today.

. the students must be taught to appreciate being exposed to what the teacher has
learned. and has certitied ‘'mastery’ of.

. all the rules of authority which define the educational working environment need
to be accepted.

. students should be thankful that they are being given knowledge by a higher
authority, and accept it.

Following from the above perspective Rogers (1983) suggests, “Nearly every student

tinds that large portions ot his (sic) curriculum are for him, meaningless. Thus education

1 use the term “critical” in its broadest sense. see Roslender, 1995.



35

becomes the futile attempt to learn material that has no personal meaning” (p. 19). The
traditionally required tools of learning, which are used to 'prove' that learning is taking
(or has taken) place are: textbooks. lectures and examinations. Examinations which test
students’ ability only to recall given ideas and information, are too often the ultimate goal
of education. A colleague ot mine has commented that in some courses, teaching
involves mainly lecturing (perhaps complemented by tutorial discussion), and there are
few opportunities for students to learn to take responsibility for aspects of their own

learning. This stereotype is in need of an overhaul.

The use of lectures to impart information. and of examinations to 'confirm' the success
of information transter are predominant in most tertiary institutions. This prevailing
model is an authoritarian one. Generally statt decide what students shall learn and they
design the programme of learning. Students are subjected to the intellectual authority of
an academic elite who have the power to exercise a very high degree ot social control on
the students. Academics largely decide what is to be discussed and can greatly affect
students tuture lives by the grades they give. The issue here is a political one, that is, it
is to do with the exercise of power (Heron. 1981). It students are trusted to develop their
own potentiality the class may start more uncertainly but the students will be able to

negotiate a destination to which rhey (individually or in groups) wish to travel.

If the accounting content of the resultant education is inadequate tor the current
marketplace then employers will have to convince graduates of their need to know more
about Accounting. and motivate the trained learners to focus their efforts as required. I
contend that this situation provides potentially better future Accounting Partners and
Captains of Industry than does a system which produces graduates with ‘sound’ rote-

learned knowledge of the temporarily extant accounting standards and procedures.

Ultimately improving educational offerings means changing people: both the behaviour
of the lecturers and the behaviour which the students perceive to be required from
themselves may need to change. However. changing people's behaviour is most ditficult.
Individuals are most likely to undertake change when the need for change is internally

recognised. rather than when it 1s imposed trom outside.
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In summary the student/teacher relationship must involve the students’ interest in
learning being aroused and maintained. The development of students’ creativity and self-
reflection should be facilitated as they are encouraged to learn how to learn.

2.6.7 A closing note on education and society: One function of management education
is to help people live with uncertainty. ‘It is the business of the future to be dangerous’
said Whitehead [1950]: the greatest challenge for our universities is to ensure that their
people can step contidently into that future” (Ramsden, 1998, p. 369). In the light of the

above issues the role of education needs to be considered caretully.

Accounting education has been dominated by a perspective involving training students
to know facts and techniques. This has reduced the eftectiveness of accounting graduates
by training them to perceive and tackle problems trom a narrow and often inadequate
perspective. As a result. “Students will probably have to look elsewhere than in their
protessional education to obtain... career intelligence “(Tinker, 1998, p. 16).
Educationalists can help young people to identity societal problems, and to produce, and

cooperate in implementing, reasoned solutions.

Implied in such phenomena as consumerism. possessive individualism, motives of
performance. competition. and profit maximisation are particular ways of viewing the
world. These concepts shape the character ot our current society and students should
therefore learn about them. We must also however help students look for other ways of
viewing the world and evaluating the consequences ot decisions. To achieve this we need

to encourage students to start asking more questions concerning societal developments.

In this section I have examined the broader educational deticiencies which I perceive in
contemporary society and I summarise them below:

. A contemporary university education may not encourage students to challenge the
status quo.

. Scientitic methodology has been the dominant research methodology in societal
research. Its dominant position in contemporary accounting education must be
challenged.

. 'Education’ has been used to produce graduates who are ready to accept a passive
role in knowledge acquisition.

. Much contemporary education does not provide holistic learning opportunities.
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. Classroom problems do not resemble problems encountered by managers in the
outside world.

. Students are often not sutticiently encouraged to learn how to learn.

These deficiencies. which complement the deficiencies (based on my own educational
experiences) which 1 listed at 2.5.4. demonstrate the need for change in accounting
educational practices. The assumptions that I have based my own work as an
educationalist on. include the following:

. It is the teacher’s responsibility to provide students with the best possible learning
environment.

. Students will be able better to obtain benefits in an environment wherein they
recognise that they are able to learn tor, and develop, themselves.

. Students need to accept some responsibility for creating enjoyable learning
experiences for themselves. rather than ‘blaming’ all lack of progress on their
teachers.

. Students must become selt-disciplined. the teacher providing support as required
but not ‘policing’ their progress.

I believe that vibrant educational offerings can produce accounting graduates who have
developed themselves. and are able to cope with our tast changing society. Underpinning
these assumptions i my view that the nature of the courses which are required involves

the use ot holistic learning practices.

2.7 A literature review/What is “holistic learning”?
In this section I describe information gathered trom the literature which helped me to
understand what “holistic learning” involves. The literature has continued to develop

throughout the duration of this study. It is revisited in Chapter 8.

In developing the Accounting, Organisations and Society course I wanted to discover
how best to encourage students to realise their own tull potentials and thereby contribute
to societal developments. I believed that students had to be encouraged to develop
specific skills and technical expertise but they also needed to develop general social
skills. and a sensitivity to the views ot others. They had to become concerned with
continuing selt development. and with societal developments. The need tor such
improvements was recognised by others in the literature but there was a shortage of

literature which described satistactory responses:
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Talk of improving quality in higher education is too easy. Educators who
take the matter seriously are faced with genuine dilemmas which the
contemporary literature does little to address... There can be no final
resolution. no definite uncontroversial settlement of what it means to
improve quality... There can be no resting place... Each year the journey, the
puzzles. the debate and the negotiation begin anew (Barnett, 1994, p. 96,
emphasis added).

My literature search led me to agree fully with Barnett’s statement but the educational
literature did provide some help by identitying a group of educational practices which
include the term holistic: holistic education. holistic learning, holistic teaching, holistic
thinking (Hart. 1998: Kane and Snauwaert.1998; Kautman, 1994; McBrian and Brandt,
1997: Miller. 1988: Oliver. 1997). I have developed a particular interest in holistic
learning, one ot the family of “holistic” terms which together signal a ‘direction’, but

acknowledge that the related holistic concepts have supported and influenced my study.

Holistic learning opportunities attempt to provide students with a perspective on life
which will help them feel ‘at one’ with their world. Holistic learning involves
encouraging students to become active in their own selt-development. This development
is to include their cognitive reasoning abilities as well as their intuition, spirit and inter-
personal skills. Holistic learning seeks to encourage students to care about the
development of themselves. their community and their world. It people are to find their
own place. with some chance ot choosing such things as their stance on law and culture,
then they must examine their social systems critically.

We realize that the tinal contribution that they [students] make to this planet

will be trom the deepest part of their being and not trom the skills which we

teach them. We can try to foster the spiritual growth of the student by

working on ourselves as teachers to become more conscious and caring...

We hope to foster in our students a deep sense of connectedness within

themselves and to other beings on this planet (Miller, 1988, p. 139).
Educators must decide it they wish to be involved with holistic learning or perhaps a
more technical type of education. Boud (1981) asks should we be concerned to, “ensure
that all students pass the examination with high marks? or to 'develop the whole man
(8ic)'? (p. 51). [ believe that too many accounting educators may concern themselves too

much with the grades achieved by their students.
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2.7.1 A brief history of holistic learning
Miller (1988) suggests that Socrates advice to “know thyself” is an early example of
holistic learning. He identifies Augustine and Rousseau as other leading advocates and
suggests that when Marx stated that “education had been used by the capitalists to keep
the status quo and to maintain their economic interests” (p. 68), he was providing
evidence of the need for holistic education. In Miller’s opinion. Kierkegaard’s ideas on
existentialism also fit well with the need for holistic learning and personal
empowerment. Miller identities Rogers as another recent advocate of the process. I first
encountered the word “whole™ in relation to personal development in Rogers (1983):
Significant learning combines the logical and the intuitive, the intellect and
the feelings. the concept and the experience, the idea and the meaning.
When we learn in that way. we are whole, utilizing all our masculine and
teminine capacities (Rogers. p. 20).
Rogers explains that traditionally learning is thought of as a logical and linear left brain
activity. Whole person development requires that students employ the right side of their
brain as well. The right side is intuitive. “It grasps the essence betore it understands the
detail... it 18 aesthetic rather than logical. It makes creative leaps” (p. 20). These creative

leaps may cause the status guo to be challenged.

2.7.2 Seeking a definition of holistic learning

The education literature is replete with articles which discuss holistic concepts. There
was a journal entitled Holistic Education Review, it has now been re-titled Encounter.
Miller (1988) perhaps provides the best introduction to the place of holistic learning in
the educational arena. He identifies three positions concerning the purpose of educational
ofterings. The Transmission-position which involves the teachers transmitting
information from themselves to the students. The Transaction-position involves students
gaining knowledge in dialogue with the teachers: the students are considered to be
intelligent seekers of knowledge trom their teachers. The Transformation-position, which
is associated with holistic learning:

concentrates on personal and social change. In this position there is a holistic
emphasis, and the student is not just viewed in the cognitive mode, but in
terms ot his or her aesthetic. moral. physical and spiritual needs. Thus the
curriculum and the [student]... do not just interact at a cognitive level (the
transaction position). but interconnect in a holistic manner..... In holistic



40

education. then. we attempt to facilitate a broadening of vision and
perspective. We move from the more restrictive scope of an atomistic
perspective to a more inclusive view that witnesses the connections between
ourselves and the universe (pp. 7-8).

Miller accepts that all three positions are necessary ones in the educational process but
he believes that the Transformarion position is inadequately used. I believe that tertiary
level educational offerings require the transmission and transaction purposes to give way
to transtormation. in order to provide holistic learning opportunities to senior students.
The Accounting, Organisarions and Society course has been designed to provide holistic

learning opportunities.

Holistic learning involves students being encouraged to develop not only their cognitive
ability but all their other abilities. In addition it is important that we understand how our
own actions contribute to our own learning, and to the learning environment which
others inhabit. McBrian and Brandt (1997) provide a definition of “holistic learning”:

A theory ot education that places importance on the complete experience of
learning and the ways in which the separate parts of the learning experience
are interrelated... [It is] essentially concerned with connections in human
experience such as the connections between... rational thought and
intuition... and the individual in society (p. 47).

Oliver (1997) believes that education should involve itself with, “spirituality, culture,
gender, work. family. wealth and poverty, aspiration and the problems, trials and choices
in lite which are not normally academic”. Kane and Snauwaert (1998) provide their
opinion on what holistic learning involves. “the complete and full development of...

intellectual. emotional. social. physical. aesthetic., and spiritual facets” (p. 2).

Holistic learning advocates recognise the danger of excessive rationality (to the detriment
of intuition, emotion and spirituality) in developing an appreciation of the unity of
knowledge. The need to educate the totality of the mind is acknowledged. Varying forms
of learning opportunities must be recognised. including the creation of knowledge

through intuitive leaps.
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Holistic learning advocates accept that knowledge can be created through rational
thought complementing intuition rather than subjugating it. The assumption that
knowledge can only be created legitimately by scientific investigation is not accepted.
The dangers of an exclusively scientitic approach to human progression are recognised,
“The model of rational intelligence and pragmatic inquiry leaves us in a spiritual
vacuum” (Miller. 1988. p. 25).

Intuition allows creative leaps and transcends boundaries which restrict those who are
constrained in the step-by-step movements required by analytical thought (Hart, 1998).
Miller (1988) argues that intuition has a role in knowledge creation, “Intuition is direct
knowing. In contrast. linear cognition involves a sequential, observable process... The
will directs intuition and subordinates analytic and algorithmic activity to its needs,
quieting the continual humming of the internal logic machine” (p. 74). “Intuition implies.
the art of grasping the meaning or signiticance or structure ot a problem without explicit
reliance on the analytic apparatus of one’s craft” (Bruner, 1986, p. 102). It is recognised
that the ‘creative leaps’ made possible by intuition may sometimes be inappropriate, and
analytical procedures have to be employed to explore the validity ot the environment
after such leaps.

We know that some intuition... simply turns out to be wrong. However, if
we avoid ascribing ultimate validity to the content and instead concentrate
on the activity as a legitimate way of knowing that works hand-in-hand with
the analytic. we place intuition in a position that could be integrated into
educational practice (Hart. 1998. p. 9).

Kautman (1994) argues that emotion has a place in knowledge creation but it is not
recognised in Western societies where it is considered a non-scientific female
characteristic. She believes that white males protect their powertul positions in
controlling the advancement of knowledge by insisting that emotion is excluded trom
any account ot knowledge creation. Hart (1998) is also concerned about the restrictive
societal meaning of “knowledge™:

Assumptions about knowing are shaped by. and in turn reinforce, the socio-
cultural context... As a retlection and as an agent of social norms and
consensus consciousness... contemporary education institutionalizes this
knowing in its curriculum and practices... Children are taught to recall
“objective facts.” report one right answer, and think logically and linearly -
often to the exclusion of other kinds ot sources ot knowledge (p. 5).
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Nietzsche suggested that the non-rational mode is important precisely because it, “tears
down the barriers that have been erected by excessive rationality and individuation”
(ibid). Advocates of holistic learning criticise the manner in which knowledge is
partitioned and categorised. I do not argue that reason, logic and cognitive skills are not

necessary. I do argue that they are not adequate.

The literature which discusses the “spirit” and “emotions” is ditficult to follow because
the words which are used often do not have precise meanings. The area is under-
developed and remains accessible only to bold. adventurous educational authors. Steiner
is one such author:

[t is essential that we should develop an art of education which will lead us

out of the social chaos into which we have fallen during the last few years

and decades. And the only way out of this social chaos is to bring spirituality

into the souls of men (sic) through education, so that out of the spirit itself

men may tind the way to progress and the turther evolution of civilization
(reproduced in Miller,1988. p. 314).

Sometimes the emphasis on rigorous application of rules. governing narrow bands of
knowledge. becomes so dominant in educational processes that the rules replace relevant
and interesting learning opportunities. This trend may be bolstered when ‘education’ is
directed at fitting students for specitic job opportunities (perhaps temporarily) available
in the current marketplace. “Simply put, the mainstream educational initiatives have
virtually nothing to do with the needs and interests ot growing human beings. Their aim
is the cultivation of intellectual capital” (Kane and Snauwaert, 1998, p. 3). Forcing
students to concentrate on the development of intellect to the exclusion of their emotions
and spirits may cause long-term problems for the students:

When the innate drive for intuitive or non-linear consciousness is thwarted,
it ripples into our psychological health in protound ways... Our internal
dialogue becomes a constant stream of categorizing and calculating. This
takes shape as worry. anticipation. regret (Hart. 1998. p. 7).

Educators must recognise and respond to this problem (Kelly, forthcoming).
2.7.3 Implications of holistic learning

Holistic learning concerns the development of the individual and from some perspectives

this might imply that societal issues become irrelevant, but this is not so:
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Does a holistic perspective require that social educational issues yield to the
personal? Quite simply. “No”. On the contrary, social issues are important
precisely because they are perceived in the context of our core humanity
rather than any particular social allegiance or identification (Kane and
Snauwaert. 1998. p. 3).
The use ot holistic learning encourages students to consider their relationship with the
environment both within the classroom and outside of the teaching institution. The
curriculum should foster connections between students and the community. The most
immediate community for the student is the classroom. Co-operative education with its
emphasis on learning teams attempts to foster community within classrooms. Attempts
to connect the student to the larger community should also be made. Students should
become concerned with tundamental social considerations from poverty to
environmental sustainability. “[The] holistic. spiritual. transformative, progressive
concept of education. asserts the importance of critical social engagement as a central

dimension of... education” (Kane and Snauwaert, 1998, p. 3).

‘Many long-standing societal problems are not open to simple ‘correct’ solutions. Often
the problems are difficult even to understand fully and there may be several diftering
opinions on how to make progress in solving the problems. In such situations a
dialectical approach to understanding is recommended. This encourages the students to
appreciate the complexities and contradictions which are encompassed by such problems.
Thereby the students are helped to obtain a better understanding of the problems, and
others’ appreciations of the problems. “[Students] may not have developed the capacity
to metacognise about what they know. or... engage dialectic thought... The wise person
views himselt (sic) and others as engaged in an unending dialectic with each other and

the world” (Hart. 1998. p. 6).

Holistic learning experiences should encourage students to broaden their perceptive and
find greater meaning in societal phenomena than an immediate utilitarian perspective
might provide. Students’ critical powers must be developed to allow them a better
understanding ot their societal environment and how they might intluence its
development. The dialectical complexity ot the world must be recognised and the search

tor certainties must be recognised as often being impractical.



44

Oliver believes that teachers must guide learners to think critically about life in general,
and their own lives in particular. However, he fears that “uneducational, or anti-
educational agendas (indoctrination) dominate out of school. and often within”. He
believes the State has an interest with our compliance with its authority. The State prefers
the development ot people who are stable and conformist. rather than unusual or
different. What State representatives consider to be worthwhile education, may involve
students being indoctrinated rather than being taught to seek the truth. “At an
unconscious or unverbalised level. there is this desire for the products of our schools to
be obedient, gnod tollowers. willing to be led”.(Rogers, 1983, p. 304). Oliver suggests
that it would be a catastrophe it education were reduced to mere vocational training, or
to “production of human capital to be exploited in the service of the economy”. He

recommends that education involves:

. an initiation of the learner into effective enquiry.

. a breadth ot knowledge which informs and influences perceptions and actions.

. engagement of reasoning, so that the learners come to believe and act for their own
reasons.

He believes that:

Inability to think eftectively about what one might do with one’s life and
what one might become, to be unaware of the possibilities and opportunities,
and to be unable to believe in the variety ot one’s potential, is not merely a
human tragedy, it’s a moral disaster if learning could have been guided to
give mastery over these things.

Oliver suggests that in many cases people are trained rather than educated, and training
can be manipulative of human beings. Often lives are impoverished because the most
basic educational responsibilities are not met. “We were made workers and consumers
without tirst being made pzople”. He argues that indoctrination harms education by
restricting interest to tar too narrow a range of technologies and processes. Again he has
agreement trom Rogers:

The authoritarian educational model is thus an agent ot social control at the

higher end ot the spectrum of conditioning procedures to which the person

is subjected in our society. It precipitates into the adult world a person

whose intellect is developed somewhat in relation to the content of

knowledge. but truncated, distorted and oppressed in relation to the politics

of knowiedge, the process ot truly acquiring it. A general social and political

attitude ot contormity and a relative sense of powerlessness is reinforced by

a partial sort ot intellectual competence (p. 58).
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Academics must consider their roles in contemporary learning processes. “If the learner

18 to come to pursue the truth then the reasoning they come to employ must genuinely be
ther own. and not that of their teachers or other influential people” (Oliver, 1997). It

must be recognised that student growth through holistic learning requires changes in

teachers” behaviours prior to the students obtaining any opportunities to benefit

themselves. Oliver suggests that teachers have the following responsibilities:

to create an environment in which people teel safe in advancing their views.

to consider quite different forms of evaluation and assessment than normal because
if students are learning to think critically for themselves, we should not expect to
be able to predict where they should be.

to ensure that students acquire enough relevant knowledge to allow them to choose
reasonably their own “worthwhile lifestyle”.

Miller (1988) suggests. “The primary focus in implementing the holistic curriculum is

on teachers’ personal growth” (p. 138). He reproduces excerpts trom Steiner’s address:

to the people he had been training as teachers:

The teacher should be one who is interested in the being of the whole world and
of humanity.

The teacher must be one who never makes a compromise in his heart and mind
with what is untrue...

The teacher must never get stale or grow sour...

[ do not want to make vou into teaching machines, but into free independent
teachers...

If we believe in... spiritual powers. then they will be the inspirers ot our lives and
we shall really be enabled to teach (Steiner as reported in Miller, p.103).

Teachers and students have an even more difficult task developing in an holistic manner

if they become involved in ‘professional’ educations:

The curriculum dictated by these [professional] bodies is not therefore
necessarily related to the real needs of the job. Unfortunately the influence
of the professional bodies cannot be ignored, whatever our views are as
protessional educationalists of the validity of the requirements (Rogers,
1983. p. 58).

Formal preparation tfor a professional career has tended to emphasise...
specified techniques. a detined area ot factual information, and a description
of the nature of acceptable solutions (ibid. p.162).

An additional complication affects the assessment plans of accounting
educators: namely. ...examinations tavoured by validating professional
bodies. which encourage a surface approach to learning (Hand, 1998, p.
305).
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Holistic learning requires that students ot Accounting and Management develop an
interest in the broad business environment beyond the university. They have to recognise
a purpose for their study and for their proposed tuture careers. This purpose must be one
which they have: thought about. understood and are happy to pursue. Having students
graduate with a knowledge ot business techniques but little idea of the ultimate purpose

tor which the techniques are to be used. is anathema to advocates of holistic learning.

2.7.4 A closing note on holistic learning

[ have attempted to provide an understanding of what might be required to provide
students ot Accounting/Management with holistic learning opportunities. It is from this
perspective that I decided upon the objectives which I created for the Accounting,
Organisations and Sociery course (see 4.4.4). 1 believe the resultant course provides

students with opportunities to empower themselves.

2.8 The purpose of the study revisited

In this chapter I have explained how my early misgivings about management education
developed tfrom my personal experiences. This led me to investigate the current state of
management accounting education. My results reinforced my concerns. I discovered that
accounting education has largely stagnated. perhaps because it has not properly been
exposed to critical review tor fifty years or more. Students appear not to be encouraged
to develop to challenge issues in Accounting and address broader societal concerns. They
may be encouraged to prepare themselves to accept working lives in an environment
which is accommodating an ailing protession. This position appears to be recognised to
some extent by some Council Members of the major accountancy bodies. and by some
in the academic community. Tinker (1998) believes that, ‘“universities remain
intellectually ‘remote’. encouraging theoretical indulgence in their own increasingly

archaic practices™ (p. 18).

Much accounting education has not addressed the societal position of Accounting. In our
tast changing world the problems with university education generally. but particularly
with management and accounting courses. are being recognised but effective responses
are slow to emerge. Attempts are required to (re)detine the attributes which university

graduates ‘should’ possess. Most commentators accept that university students should
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develop an ability to take responsibility for their own learning and continue to learn
throughout their lives. Changes in the philosophy of teaching, and in teaching techniques
are overdue. The role of teachers must change from the traditional ‘information transter’
role to that of providers of self-development opportunities. The ‘self-development’ must
encourage students to acquire the confidence to interact with others, and to promote
change through convincing argument when required. It is necessary for academics to
create new curricula to help to foster such learning. and thereby improve developments

in society.

In this chapter I have explained the need for a study such as this one. I feel it is now
worthwhile restating the purpose of the study. In the study I develop, and evaluate the
ettectiveness, of an accounting course which incorporates holistic learning experiences.
The holistic learning experiences are intended to help students develop certain
capabilities which I consider to be necessary for graduates ot accounting programmes
(4.4.4). 1 attempt to determine how best to tacilitate the development of those

capabilities. Additionally I attempt to evaluate:

. the use ot an ‘action-research’ methodology in developing a new course.
. the use of ‘narrative’ tor reporting on the design and implementation process.

[ also attempt to identity:

1. What classroom practices need to be employed in order to provide the
students with the best opportunities to benefit from the new course?

and in consideration of these practices:

2. How must the teacher change him/herself. and his/her teaching style, in
order best to benefit the students of the class?
The study allows vicarious learning experiences to interested readers. It is a longitudinal
action-research study in the classroom at a School of Management. The study provides
one example of the perceived role of education in society. It promotes the establishment
of holistic learning opportunities. Part Three describes the Theory and Methodology
which I adopted to enable me to make progress with the design and development of the

curriculum.
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PART THREE: THEORY AND METHODOLOGY

Chapter 3: Postmodernism, action-research and the use of narrative

3.1 Introduction

This chapter discusses the difficulty of defining and recognising ‘progress’ in the
postmodern era. Against this background I explain why I adopted action-research as the
research methodology for this study, and discuss the benefits and problems associated
with employing the action-research methodology in the classroom. Then I discuss the

use of “narrative”, and how it complements the action-research methodology.

3.2 Progress in knowledge in the postmodern era

For many centuries individuals have argued as to how anything can be 'known'. Using
a postmodern perspective I will admit to knowing nothing, in any absolute sense, but I
am able to ‘feel' that I have improved the curriculum of my class, in a practical sense.
I believe that in the last analysis what constitutes "knowledge" cannot be proven, it 1s
what we agree it to be. McKinnon (1988) points out that ultimately the findings of
research studies may be put forward as, "a matter of ‘faith” (p. 34); i.e. there comes a
time in the research when the researcher is convinced that, “he (sic) knows what he
knows" (ibid). Privileging scientific methodology, or any other methodology, will not

lead necessarily to the discovery of some ‘superior’ form of knowledge.

In the following section I describe the societal/psychological framework in which I
received my education, modernity. I acknowledge the evolution of the postmodern
position. The need to move outside the debilitating effects of postmodernism is
discussed. The views expressed are my personal views and may not be accepted by some

readers, but they do help to explain the methodological approach which I have chosen.

3.2.1 A discussion of modernism and postmodernism
While the terms modernism and postmodernism are widely used, consistency in the
apparent meaning of each is not evident. Notwithstanding this, there are some

commonly recognised distinguishing features attaching to each term.
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Modernism includes the view that progress is a function of time. That is, progress is an
invariant outcome of the passage ot time. Hutcheon (1988, p. 30) notes, “Modernism’s
especially ideologically and aesthetically motivated rejection of the past (in the name of
the future).” Over recent centuries, there has clearly been progress as defined by the
ability of people to control the environment they live in and the material well-being of
many has substantially improved. Much of that progress is attributed to natural science
research. However. it is less clear whether the ‘average world citizen’ is more 'fortunate’

now than the average citizen in, say, Greece 2,500 years ago.

Progress from the modernist perspective, is also associated with the identification of the
“naturally underlying rules” of both the natural world and human society using
‘scientitic’ research. Such rules. which are based on the cause-and-effect relationships
identitied by scientists, are perceived to be an adequate basis for human decision making.
They are perceived as objective truths and, as such, obviate the need for decision making
based on the exercise of ethical choice and moral responsibility. They require the
application of instrumental rationality rather than the submission of ends and means to
any scale of values. Willmott, Puxty and Sikka (1993) explain that from the ‘modern’
perspective chosen ends may make it unnecessary to submit implied means to any scale
of values. Individual responsibility was abolished except when measured by instrumental
rationality. From this perspective Skinner wrote:

The hypothesis that man is not tree is essential to the application of scientific
method to the study of human behavior. The free inner man who is held
responsible for his behavior is only a prescientific substitute for the kind of
causes which are discovered in the course of scientific analysis. All these
alternative causes lie outside the individual (Skinner 1953, p. 477).

The ‘modern’ world, founded on such rules, is full of ‘reason’. Often decisions are
explained in terms of cause-and-effect relationships fashioned within a restricted
thinking environment which is inherited. and accepted, unquestioningly. Economic laws,
legal codes and mathematics provide fertile soil on which to grow ‘reasonable’

explanations (Kelly, 1997).
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Postmodernism arises out of fundamental challenges to the premises underlying
modernism. It represents a perspective trom which all universal truths are challenged,
deontological certainties are rejected and individuals are left to create their own value
systems. The term postmodernism was coined by Lyotard (1984) to refer to “The state
of our culture following the transformations which. since the end of the nineteenth

century. have altered the game rules for science, literature and the arts” (p. xxiii).

The perspective has been developed following ideas presented in such works as Derrida
(1978) and Foucault (1977). Derrida suggests we approach the writings of others without
any preconceived theoretical views. He suggests that texts be “deconstructed” into pieces
and then reassembled. He advises that such practices help to distance the text from
underlying notions and will perhaps throw, “interesting light in unexpected directions”
(Vessey and Foulkes. 1990. p. 79). Foucault's academic life tocussed on demonstrating
how what we perceive today is only perceived that way because of the way that the terms
of reterence we inherited were torged. Our ways of seeing are not objective and true but

have been forged by the powerful in society.

Postmodernism is best understood perhaps, it thought of as the logical outcome of
pursuing modernism to its limits because in that process modernism’s unrealistic
assumptions concerning continuing progress based on science-based discovery of
permanently valid societal rules are revealed. The postmodernism condition leaves life
without truths. standards and ideals, and as an ethical paradox:

it restores to agents the fullness of moral choice and responsibility while
simultaneously depriving them ot the comtort of the universal guidance that
modern self contidence once-promised..... The choice will eventually have
to be practical and do without the support of philosophical assurances.....
Existential insecurity is the result (Bauman, 1992, p. xxii-xxiv).

The resultant insecurity is understandably disturbing, particularly to those brought up
with a modernist perspective. who continue to search for new “universal objectives” to
euide their ‘progress’ (Kelly et al,1998a). Hence some modernists continue to influence
societal behaviour. For example the ideas of Friedman (1962) have continued to

influence societal developments tor several decades.
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Friedman argues that the notion of social responsibility in business is objectionable. He
argues that there is only one universal responsibility of business people and that is to
increase profits. within the rules of the game. Managers must accept the democratically
developed environment. constructed by politicians. and therein maximise returns to
shareholders. They have no mandate to interfere with that environment by indulging
personal fancies and attempting to justify their personal integrity in relation to some ill-
defined "public good". Friedman won the Nobel prize for economics in 1976 and his
ideas have been intluential on Western societal developments under Nixon and Reagan,
Thatcher. and others. “Now that Reagan was President, Friedman continued as an outside
economics adviser... to ofter his analysis and advice” (Greider, 1987, p. 379).
The Reagan-Thatcher era is distinguished by the intensity of its market
ideology. the ferocity of its attacks on "Liberal excesses", the severity of its
cutbacks in state weltare programmes. its revival of patriotism and
militarism, and its deregulation of business (Tinker et al., 1991, p. 34).
The ideas promoted by Reagan and Thatcher colonised thinking in much of the Western
world. In New Zealand Douglas and Bolger have made much use ot the perspective in
traming policies. The philosophy has been used to change the environment in New

Zealand’s education. and health providing institutions. over recent years.

Postmodernism has itself been subjected to critique. Hassard & Parker (1993) asks,
"Why should we seek to develop formal schemes if the method of deconstruction shows
them to be objects for our amusement. elements of ‘serious play' at best?” (p. 19). From
a postmodern perspective it appears that we cannot write anything truly meaningful.
Postmodernism has destroyed much ot what it used to criticise, “Postmodernism stands
tor the 'death ot reason”(Hassard. 1993. p.1). Bauman (1992) suggests that through
postmodernism: "painting ended up in a clean canvas. writing an empty page, music in

silence” (p. viii).

What is my own stance on postmodernism? I respect the ‘logic’ in the postmodern
perspective but recognise that it can persuade me to lack any purpose, and do nothing

with my life. I share Parker’s view that:
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Postmodernists might be correct about the dangers of assuming that I write
the truth but they do not give me a clear reason for wanting to write at all.....
Once we have acknowledged that progress and rationality are relative it
seems incumbent on us to... give up, on the grounds that nothing we say
matters (Parker. 1993. pp. 205/6).

This realisation has relevance for my teaching. I do not want to introduce students to a
postmodern perspective which persuades them that the world is in a 'mess’ and that life
is tutile. but I do wish them to appreciate that the "modern" perspective is inadequate.
[ strongly believe that individuals must retain hope (Zeldon, 1995) and I endeavour to
help students adopt this belief along with a questioning approach to the inadequate rules

which have evolved under modernity.

[ am also concerned about the ethical issues which arise through the postmodern
perspective. The postmodern mind seems to condemn everything but propose nothing.
"Truth and goodness... will take care of themselves once we have ...freedom [of

thought]" (Bauman. 1992, p. ix).

The ethical issues which have to be addressed in postmodern society are issues which
predate modernity. Modemity hid the issues behind ‘laws’ which were created to serve
predetermined objectives and this obviated the need tor moral evaluation (Willmott et
al. 1993). Postmodernity has removed the modern cloak trom such issues. From
pluralistic opportunities individuals now must make personal choices atfecting societal
developments. Individuals must take responsibility for choices of equally unfounded
ethical precepts. There is no invisible hand which will automatically lead us through the
tree market to the best ot all possible worlds. Lyotard wants us to question all grand
narratives. and believes that they will not stand up to honest questioning, "In Lyotard's
terms. therefore. we should beware of subscribing to the grand narrative of ‘progress’,
for the prime purpose of this discourse is to justify our actions" (Hassard, p. 13). The
crises in contemporary society as modern individuals attempt to adjust to a postmodern
perspective are ditficult even to define. The postmodern critique brings with it the
temptation to do nothing about the crises which it exposes, but educationalists cannot

responsibly choose to do nothing.
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As an academic wishing to respond I have had to determine how to respond. I have
sought a research methodology which allows me to detine, and redefine, how I might
progress rather than a methodology which demands that I fix firmly how I believe I will
progress. and then conduct research to determine if my beliefs are well-founded, or not.
Action-research is the methodology which I decided to adopt. In the following section

the methodology is explained. and a critique is provided.

3.3 Action-research
3.3.1 What is action-research?
At the World Congress on Action Research (1989) an attempt was made to capture the
essence of action-research.
If yours is a situation in which:
* people retlect and improve (or develop) their own work and their own
situations
* by tightly interlinking their retlection and action
* and also making their experience public not only to other participants but
also to other persons interested in and concerned about the work and the
situation (i.e. theories and practices of the work and the situation)

and 1t yours is a situation in which there is increasingly:

* data-gathering by participants themselves (or with the help of others) in
relation to their own questions

* participation (in problem-posing and in answering questions) in decision
making

* power-sharing and the relative suspension of hierarchical ways of working
towards industrial democracy

* collaboration among members of the group as a ‘“critical community”
*self-retlection. selt-evaluation and self management by autonomous and
responsible persons and groups

*learning progressively (and publicly) by doing and by making mistakes in
a ‘“self-retlective spiral” of planning. acting, observing, reflecting,
replanning

* reflection which supports the idea of the “(self-) retlective practitioner”

then yours is a situation in which ACTION RESEARCH is occurring
(Altrichter et al., 1989, p. 19)
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It is surprising that there was a need for this exercise at the congress. The cumbersome
outcome provides evidence of the difficulty of finding any accepted and concise
definition of “action-research”. However, one concise definition, specifically targeted
at education. is oftered by McNift (1988):
An approach to improving education. by encouraging teachers to be aware
of their own practice. to be critical of that practice, and to be prepared to
change it. It is participatory. in that it involves the teacher in his (sic) own
enquiry... It is research WITH. rather than research ON (p. 4).
Zuber-Skerritt (1992b) terms action-research within the classroom “action learning” and
described action learning as:
a process by which groups of people... work on real issues or problems,
carrying real responsibility in real conditions. The solutions they come up
with may require changes to be made in the organisation, and they often
pose challenges to senior management. but the benefits are great because
people actually own their own problems and their own solutions (p. 48).

The lack of one universally accepted definition of action-research does allow a broad
range of related techniques to tlex and develop with usage over space and time.
However. the lack of such a definition becomes problematic when users of action-
research seek to describe their methodology. Here I inform readers of my understanding

of the methodology which I have used.

Action-research is the study of a social situation in order to improve the quality of action
within it. It invoives self-evaluation and protessional development. There are four
elements in the action-research cycle as agreed widely: plan changes, act and observe
results. retlect on the outcomes. and revise the plan (Elliott, 1982; Kemmis and
McTaggart. 1988: Lewin. 1952). It was tirst developed by Lewin in the 1940s, who
used it to research organisational ettectiveness in factories in the United States. It has
since been adopted in many other working environments including education (for
example: Kelly et al. 1998b: Stenhouse, 1980). Gibson (1986) advocates the use of
action-research to understand education. and close the gap between theory and practice:

In the traditional view |of education], 'theory' has been applied fo 'practice’...
The insights and concepts of. tor example. psychology or sociology have
been drawn upon to explain. inform or direct practice. Both action research
and critical theory challenge this approach as they urge the tundamental
indivisibility of theory and practice. Theory is in all practice, is grounded
init (p. 162).
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The action-research perspective can reveal different images concerning curricula,
different suggestions concerning who is best placed to develop curricula, and different
ideas concerning the role of course controllers. Action-research avoids the opening of
the theory/practice gap. because theory and practice are developed together and in
unison. Action-researchers maintain that. "there is nothing so practical as a good theory"
(Greenwoodetal.. 1993. p. 187). Carr and Kemmis (1986) suggests that action-research
provides an excellent educational research methodology because, “The purpose

of educational research is to develop theories that are grounded in the problems and
perspectives of educational practice (rather than the problems and perspectives of some

social scientific practice)” (p. 122).

3.3.2 Practitioner Action-Research (PAR)

PAR is the specific methodology employed in this study. The reference to the
practitioner’s actions reinforces the indivisibility of progress in the development of
theory and practice. PAR involves continuous social/organisational change which affects
people, and which may be opposed. It involves seeking-out and implementing changes
which have the greatest support from the individuals concerned, and are acceptable to
all. “Two of the ideas which were crucial in Lewin's work were the ideas of group

decisions and commitment to improvement” (Kemmis and McTaggart, 1988, p. 6).

There is a large literature on the PAR methodology (for example: Elliot, 1982; Kemmis
and McTaggart. 1988: Kember and Kelly. 1993; McKernan. 1991; Stenhouse, 1980;
Whyte. 1990) which demonstrates close agreement as to the main characteristics of the
methodology. I summarise these below. PAR:

is concerned to critique what "is" and examine it from an holistic
perspective.

seeks to close the gap between theory and practice.

does not assume that there is an ideal state awaiting discovery, but the
research process itselt allows progress towards an ideal.

requires extensive communicative processes before action.

suggests a research cycle involving: an initial overview, tollowed by a
detailed critique ot systems in order to gain enlightenment and provide a
base from which to plan strategies.

1S an iterative process.
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Carr and Kemmis (1986) otter five reasons for applying PAR to education:

1. Educational theory must reject positivist notions of rationality, objectivity

and truth.

2. Educational theory must be rooted in the self-understandings of educational
practitioners.

3. Education theory must distinguish ideologically distorted interpretations of

practises and overcome them.
4. Education theory must expose those aspects of the existing social order
which frustrate the pursuit of rational goals.
5. Educational theory must recognise that it has to relate to practice.
(Extracted trom chapter 5)

These statements provide a concise overview of the PAR methodology. Ledford and
Mohran (1993) point out that one of the central issues in PAR is the recognition that
socially active participants create and define their own realities. Creating realities
demands acticn. the substance of PAR is action, and every PAR project must recognise
this. PAR is not simply an interpretivist methodology, the participants are cha]lenged
to g0 beyond an understanding of what "is" to an investigation of what "might become",
and to create this. The broader the participants can cast their minds in determining what
might become then. potentially. the better can be the results. Action-research fits well

with a critical perspective.

Research labelled as PAR encompasses work on two broad levels and it is important to
explain how the PAR methodology is to be used in this study. At one level of use the
operating environment is largely accepted as "given" and the protagonists strive to
identify the best way of progressing within that environment to the desired ends. For an
example of this type of approach see Greenwood et al. (1993) who refer to three such
projects and disclose some of the assumptions behind such research, tor example, "We
believe that the social sciences exist to assist society in solving problems" (p. 176). They
suggest PAR has something to offer in such a context:

PAR encourages integrative, interdisciplinary social science based on both
local knowledge and social science expertise. The multidisciplinary
approach has proved quite elusive in standard research approaches...
Participation is also important because self-management i a moral and
political value that we seek to promote (p. 177).
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An alternative approach to the PAR methodology sees researchers as loathe to assist
society in solving social problems identitied in society. Rather the researchers wish to
commence using PAR to determine what the social problems are. Greenwood et al.
recognise that the ‘correct’ definition of a problem is often not achieved by traditional
methods. and therefore action-researchers should avoid addressing predefined problems:

We are critical of the academic research community's general infatuation
with abstract. static models. expert control of research, and their lack of
commitment to testing ideas through genuine application... The applied
research communities [too]... otten simplify problems to match them to the
modest solutions they have at hand. Such an approach is as closed to
participation as orthodox research and does not promote ongoing learning
(1993, p. 189).

In this study I adopt the latter approach and attempt to keep the scope ot PAR as broad
as possible. The point under discussion here is well made by Chisholm and Elden
(1993). They suggest that traditional action-researchers attempt to improve
organisational pertormance and generate social science theory; that is to change
organisations and social science. However, a newer group ot critical action-researchers,
"Attempt to raise levels ot consciousness, explore new approaches to basic social
problems. and empower the oppressed” (p. 285). It might be argued that in many

universities the students are "the oppressed".

3.3.3 A critique of PAR

Rather than being value neutral action-research involves the identification and selection
of problems to solve. The problems are part ot current practice. Action-research is
concerned with humanist values. McKernan (1991) notes that PAR is expressly political
because it seeks continuous change in the environment being studied:

Critical action research is seen as a politically empowering process for
participants: the struggle is for more rational. just and democratic forms of
education... As a theoretical activity it invites... practitioners to consider...
the totality of relationships within the social system and structure of the
society in which they hive and work (p. 27).
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Main-stream research into societal phenomena generally involves one set of people (the
researchers) studying another set of people (the subjects). There are a number of reasons
why the chance of such research having practical outcomes, of optimal use to the
researched. is small (Bartholomew. 1972). The principal complication is caused when

the problem being researched is different to that recognised by the subjects.

PAR makes educational research an integral part of educational practice, thereby
improving the chances of the outcomes being relevant to the practice of education. The
PAR methodology is more ‘realistic' than many other research methodologies because
it is based at the local leve! where the people involved are able to talk about, "real"®
problems. It necessitates talking with the people who are living their normal lives in the
environment being researched. here the classroom. It involves bringing these people and

their ideas into the research project (but see 3.3.4).

The PAR methodology does not attempt to build grand theories. Its aim is to build
transient local theories to help individuals better to understand, control and profit from
their environment. The measures ot ‘understanding’. ‘control’ and ‘profit’ are to be

made by the individuals in the classroom rather than by researchers in distant offices.

Many orthodox social science researchers are not pleased with the advent ot PAR; they
attempt to discredit it because. “It challenges the 'expert’ authority of academic
educational researchers... It challenges bureaucratic authority in its notion of
participatory control” (Carr and Kemmis. p. 210). “Orthodox researchers respond to the
challenge of PAR to their hegemony by stating that they do "science" while action-
researchers merely "tell stories” (Greenwood et al., 1993). However, the narrative
dimensions of supposedly "objective” social scientific accounts have been successfully
demonstrated elsewhere: Bourdieu. 1984; Clitford and Marcus, 1986; Habermas, 1984;
Mitroft and Mason. 1981.

*"Real" in the sense that the problems have meaning in the decision making models of
the people involved. concerning how they organise their lives.
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Although the PAR methodology accepts the need for evidence and reliability in
substantiating discovery. it allows for diversity in acceptable methods. PAR is
sometimes criticised for ‘obvious' bias because it involves the researcher in analysing his
or her own practices. Such criticism implies that there is a 'neutral, value-free' point
from which ‘proper’ research can be conducted. whereas any such point is illusory,
“There is no objective knowledge of reality... reality can only be known through our
constructions which are subject to constant revision: we do not have direct access to an

interpretation-free reality” (Zuber-Skerritt. 1992b. p. 56).

Narratives emanating from PAR environments provide vicarious learning experiences
tor their readers. However. it must be recognised that researchers bring their own biases
to models which they create in attempting to understand and describe their
environments. These biases will influence the researcher’s ‘skeletal’®® generalisations °
concerning the reality within an environment. Nevertheless, the skeletal generalisations

can provide useful insights to others with similar interests.

PAR treats the actors as both the ‘bearers’ and the 'victims' of ideologies. It recognises
the actors’ ability to change the world. The collaborative nature of PAR can offer an
approach to overcoming those aspects of the existing social order which frustrate
rational change. PAR is. “The expression of individual selt-reflection which contributes
to community self-retlection both by extending and by challenging the formation of

common practices. theories and institutional structures” (Carr and Kemmis, p. 205).

It is because of PAR's power in challenging current assumptions that it is potentially so
usetul in reshaping current practices in tertiary education, thereby providing the
opportunity for greater productivity in learning. PAR requires the active participation
of those who have to carry out the work which they identity and anticipate. The people

in the research environment must agree as to how progress will be monitored. There are

29¢Skeletal’ signals the incompleteness of any general theory. The skeletal framework
can be fleshed out within chosen empirical research locations, but ‘whole beings’ thus
created must be considered to have no more than local meaning. The skeletal framework
will itself remain more stable, enduring and transterable (Laughlin, 1995).
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some obvious problems with the introduction of such an approach into a structured

educational environment (3.3.5). but none which are insurmountable?’.

Academics must maintain tlexibility in responding to societal pressures. Adoption of the
PAR methodology does not assist people to implement pre-designed fixed systems; it
involves people remaining open to surprises and responsive to opportunities. It involves
the examination of new practices to compare them with previous practices. Whatever
current practice is adopted it must be subjected to ongoing critical assessment and to

change when appropriate.

3.3.4 The use of PAR in my research

In this study I. as course controller. am responsible for initiating iterative changes and
noting their etfect in improving the environment. At the same time the environment
which I am attempting to create changes continuously, as I learn from the research. This
change in environment needs to be constantly recognised but it does not have to be
communicated from me to a ‘client’. because the client and the researcher are one. There

1s a pragmatic dimension to my research in the classroom.

Throughout my research I have continuously attempted to provide the students with
what I have believed to be the best of educational opportunities, as most other lecturers
do. Most students would be concerned to discover that they are participating in any form
of educational-research process in which they are being used as the “‘guinea pigs”.
Consequently I have not informed students ot my specific research interests but I have
repeatedly let it be known that I am attempting to create an “excellent course”, and I
have requested their help in this. They have responded well in that they have supplied

me with many helptul observations and suggestions.

As it was not fully explained to students that they were in a research environment, they

were not empowered to challenge the starus guo in the classroom as they would have

Portteus et al. (1995) describes the introduction of TQM into the classroom. The
problems. and the environment created. are similar to those described here. Portteus et
al. note that, “to our knowledge, very little has been done to incorporate quality concepts
into the delivery of educational services” (p. 379).



61

been in a ‘normal” PAR project. They had little direct input into the design of data
gathering processes and data analysis. The students who made suggestions were
sometimes not present when I implemented the suggestions (in subsequent otterings of
the course). Although individual students were not able to participate in the ongoing
evolution of the course in the manner which I was as course controller, I was able to
make signiticant improvements to the course in response to student feedback. For
example, as a result of repeated adverse feedback from many students, Self Assessment

Tests were dropped from the course (5.5).

3.3.5 Data gathering methods of observation and enquiry

Most data for this study was gathered in the classroom. I planned to collect some data
through for example: examinations. closing course questionnaires, my observations of
the results ot my actions in practice. Additionally students provided data gratuitously
as the course progressed, for example: visits to my room for discussions, E-mail
messages. comments about the course made on campus. Sometimes my plans for data
collection were changed in response to students’ behaviour. The course developed

continuously as a result of the data collected.

I decided initially to trial six modes of learning in my attempt to improve the learning
environment. A description ot these modes is provided in chapter 4. Chapter 5 provides
a narrative of my experiences as I introduced them. and developed them. in class. The
variables to be measured in this research generally involve human motivations and
behaviour. but the variables only became fully apparent once the research was
commenced. and the responses to opening plans were known. Action-research leads
‘where it will” as the research proceeds. and the methods respond to the situation. There
cannot be a precise method blueprint in PAR. The data to be collected have been
determined in response to the issues which have been identified. For example, when
students informed me that they were having ditficulty in understanding how to conduct
a dialectical enquiry session satisfactorily. I arranged for the audio visual department to
tilm one group which was pertorming well at this task. I made the resultant video
available to any students who wished to view the process being managed well. I had not
originally planned to record any students taking part in a dialectical enquiry for use as

a learning aid. The video also provided me with an example of a full dialectical enquiry
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session to view. and use to improve my opening suggestions to future students

concerning such matters as group organisation and the partitioning of available time.

On another occasion I became aware that students appeared more critical of the course
in anonymous written teedback notes. than they were in providing teedback directly to
me. On the other hand the written feedback was often short on detail and did not
adequately explain the students’ problems. In response I arranged for students to provide
anonymous feedback on the course. after their final course grades had been allocated,
to external interviewers. Thereby I received better quality feedback which was not
provided under fear of grade reprisal. or fear of offending me directly. I chose to obtain
teedback in this manner only atter some time. when I came to perceive that there was

a need for it.

The study is concerned with monitoring actions in the classroom environment in order
to ‘improve’ the learning environment. diagnose problems, plan actions, implement
actions and observe the results. The data collected are used also for evaluation of my
own performance as course controller. Methods ot data collection which have been
employed include tape recordings and videos made in the classroom. These provide
records of developments and assist retlection. Feedback trom students has been obtained
tormally through questionnaires and through set written exercises. Informal feedback has
been obtained in conversations. note exchanges, and E-mail exchanges, usually
instigated by the students. When students have visited my oftfice to talk about the course,
the conversations have sometimes been recorded (with the students' permission). The
ofticial documentation gathered by the University on all courses is brought into the
retlective process (eg. students' grades). My personal observations are often re-entorced
by student comments and written submissions. this does help to create contidence in the
narrative through triangulations. The use of the action-research methodology does not
reduce the need for rigour in the various data gathering methods used. In many ways it
requires greater care, tlexibility and alertness to capture and report events and issues that

OCCur in an unsystematic environment.
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3.4 Narrative

I want other teachers (in particular) to be aware of, and hopefully learn from my
experiences. Consequently I have chosen narrative as the form to present a full account
of my study. My reading of the current educational literature (Apple, 1996; Beattie,
1995: Jenkins. 1996: Riesmann. 1996) convinced me that “narrative” could be used best
to maximise the potential benefits of my research etforts. There follows argument in
favour of the adoption of narrative. and specitic strengths and weaknesses of the

technique are presented and discussed below.

3.4.1 Narrative in research

The process of narrative is in a fluid state having only recently been accepted as a
legitimate research tool. There is no single accepted definition, but there have been
several publications discussing this route to knowledge creation, notably Apple (1996),
“This volume 1s meant to push the boundaries ot how we think about the relationship
between education and social life, between research and social and personal action,

between the academic and the valuative” (p. Xvii).

A narrative is a Story. or series of stories. constrained in a social context. When used in
research narrative provides insights into the social environment and how individuals act,
and make sense of life. Riesmann (1996) states. ““As realist assumptions from natural
science methods prove limiting for understanding social life, a group of leading US
scholars trom various disciplines are turning to narrative as the organizing principle for
human action” (p. 1). Narratives are concerned with our capacity to make a significant

whole out of our life history (Ricoeur. 1991a).

Narratives are being used by researchers to convey the sense that they make ot the social
world. Walker (1997). reviewing Graham (1991). writes of. “the peculiar capacity of the
written life to deal with facets of culture that trouble or fascinate us” (p. 215), and

28

contends that narratives are able to engage postmodern® attitudes while avoiding, “the

exquisite pessimism that often accompanies that paradigm” (p. 216). With reference to

®Garrick (1999) asks. the curriculum“Can postmodern doubt be useful in education
research. and if so. precisely how?” (p. 155). He continues. “Self-understanding (in so
far as this is possible) lies at the heart of... qualitative education research” (ibid).
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the use of narrative in educational research he suggests that it can acknowledge, “all
those dimensions of intuitive. personal. political, and social experience... neglected by
empirical/analytical approaches™ (ibid).

The process of becoming and being a teacher is increasingly being
acknowledged as a multi-faceted endeavour which involves the person
intellectually. socially. morally. emotionally, and aesthetically..... Narrative
1s becoming a tamiliar term in the field of education and is understood in a
variety of ways..... Narrative inquiry allows us to describe and represent the
human relations and interactions inherent in the complex acts of teaching
and learning and to validate their multiple realities and many dimensions
(Beattie. 1995. pp. 53-54).
Bullough and Baughman (1997) state. “The power of stories as a means for studying
teaching and building pedagogical knowledge is now generally recognised and often
celebrated” (p. 385). The key people in most educational situations are the teacher and
the students. Any classroom situation grows out of previous classroom situations, and
out of other past personal experiences:

In answer to the question "where is personal practical knowledge?"
narratologists such as ourselves say that it is in the person's past experience,
in the person's present mind and body, and in the person's future plans and
actions (Connelly and Clandinin. 1988. p. 25).

All the relevant past experiences of all the students are difficult to know, but relevant
past experiences of the teacher (the most influential single player) and of the class as a
whole can be disclosed in this narrative. Any present classroom situation cannot be

understood without some understanding of the history of that situation.

3.4.2 Using narrative with my classroom research

I choose to present my narrative and the glimpses it gives of a practical way torward for
curriculum development in accounting education so that others will then have something
to contemplate. and ‘progress’ may result. The narrative also reveals chosen moral
criteria and chosen ethical standards. Social constraints on my study are provided by my
university and. more widely, by contemporary society. ‘Progress’ becomes a political
matter. Once supra-foundations for society are dismissed. the politics of individuals lies
at the base of the society which evolves. “Politics becomes the ‘existential modality’ of

society” Bauman (1992. p. 196).
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[Narrators reveal] the intrigues we received trom our culture, and... the
various roles that the favourite personae assume in the stories we love best.
And so we try to gain by means of imaginative variation of our ego a
narrative understanding ot ourselves (Ricoeur. 1991b. p. 437).

The present study essentially concerns a curriculum development project. With that in
mind I have taken note of Connelly and Clandinin’s (1988) view that a curriculum's
development can only be understood properly if the originator's past record of relevant,
“experiences in private life as well as in protfessional lite" (p. 20) are known. The
narrative technique is particularly apposite to this study because the narrative provided
in this study gives readers access to my own past, my recent curriculum development
and my aspirations. Chapter 2.3 of this study provides this aspect of the story.

According to a narrative approach to curriculum, the notion ot knowledge

means something that... has moral, emotional, and aesthetic dimensions...

[t [narrative] is central to the idea of curriculum development..... Narrative

is the study ot how humans make meaning of experience by endlessly telling

and retelling stories about themselves that both refigure the past and create

purpose in the tuture (ibid. pp. 22-24).
Connelly and Clandinin suggests that to know something which can be included in a
narrative is to teel. value and respond aesthetically to it. "Knowledge" becomes
something more than a cognitive experience within their vocabulary. I appreciate the
potential for proper societal understanding which their suggestion provides. It follows
that there is. "no better way to study curriculum than to study ourselves" (p. 30).
Connelly and Clandinin actually recommend that those constructing curricula should

write their autobiographies as a part ot the process (p. 39).

[ have attempted to progress from what I perceive to be the postmodern abyss
confronting educational research by providing a narrative ot what is practically possible,
and arguably worthwhile. action. Postmodernity explairis that all communication is
somewhat incoherent. and it follows that all narratives will be to a varying extent
tlawed. Nevertheless. I provide an account of educational-experiences which I believe

should be of some benetit to interested readers.
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3.4.3 Strengths and weaknesses of narrative: Some general comments

The author ot a narrative will choose what is to be reported in that narrative. The author
may - like a journalist seeking sensational copy, or a lawyer attempting to provide one
particular perspective on an alleged crime - decide what conclusions (s)he wishes the
reader to reach and then attempt to lead the reader there by the presentation of chosen
suitable evidence. and the omission of other evidence. The reader must be aware of this
possibility. Such behaviour by the author is unlikely to provide a real understanding of
the problem. or help the adjustment of relevant variables in order to deal with the
problem. The narratives would benefit neither the author nor the readers. It is hoped
that the users of the narrative technique to research will be trusted by their readers to
report on events in a comprehensive and fair manner from their chosen perspectives, and

it is hoped that the authors will not betray this trust.

It is possible that any narrator may quite unknowingly compromise his/her position by
unconsciously seeing only those aspects of the situation which fit with what the narrator
wishes to see. This possibility must be recognised, but scientists too are sometimes
guilty of selective vision (Mitroff and Mason. 1981). Defences to more specific

criticisms of narrative tollow.

Epistemology: A narrative report does not have the precise measured content which
might be expected in a scientific research report but it does have greater breadth. It does
not confine itself to a set rzlationship which is to be measured, rather it reports the
emergent complexity of relationships which are recognised when life is observed
without predetermined narrow boundaries to what will be considered relevant (Hall,
1996). The perceived usetulness of any narrative will be greatly influenced by the
reader’s epistemological position concerning what is considered to be ‘valid’ research.
The ‘clear” tocus of scientitic research may encourage the study and objective
measurement of factors which are poor surrogates for holistic understanding and

measurement of complex phenomena.
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Bias: It is recognised that narratives are constructed with biases, prejudices, outlooks,
wants and wishes which we cannot fully hold at bay; readers need to recognise this.
However. narratives are concerned with practical research where there will probably be
nobody better placed to comprehend fully the ‘real’ problems. than the individual who
is living with them. Any bias may therefore be relevant to the problems being studied
in practice and may be relevant to. or may need adaption by, similar people dealing with
similar environments elsewhere:

Practice is essentially a sequence of problem-solving episodes... There are

no general theoretical solutions. There are only solutions to particular local

problems. Practice is theory in action... The practical constitutes a kind of

proof, so that if theoretical notions and practice are incompatible, it is theory

rather than practice that is seen to be at fault... Theory according to the

dialectic. 1s much less tixed than it is in either the logistic or the operational,

and 1t is assumed to change and be moditied according to the shifting

exigencies of the practical world. The essential task of the dialectic is to
resolve oppositions (Connelly and Clandinin. 1988, p. 95).

A more complete approach to knowledge. which accepts and tolerates bias, may need

to (re)emerge.

Philosophical considerations: At a philosophical level it is legitimate to question such
a narrative as this because I cannot claim that I tully know myself or my environment.
My narrative must be subjectively based. “[Derrida] has developed a philosophical
deconstruction of Western metaphysics... From a certain external perspective it
| philosophy] cannot name or describe. what... history may have concealed or excluded”
(Valdes. 1991. p. 22). However. I choose to provide my narrative rather than do nothing;
I choose to exercise my existential right to action and I cannot identity a better means

of attempting to progress.

Perhaps current postmodern perplexities are not worth taking time to address further.
Teachers who teel that ‘progress’ is possible, should simply go ahead and create
curricula which will encourage students to develop. This study attempts to build a
curriculum which encourages students to believe they have hope and choice in

developing themselves and their society. Students need not be depressed by society,
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rather they should be challenged by (and challenge) society, in order to become involved

in constructive and rewarding developments.

3.5 Conclusion

Modernists for many years employed rationality and logic in seeking out universal truths
governing societal behaviour. They telt such laws were everywhere, awaiting discovery.
Unfortunately they have had great difficulty in finding any general laws which have
demonstrable ongoing relevance in explaining societal phenomena and developments.
Postmodernists have now employed logic in a rational approach to examining the state
of society. to expose many societal inconsistencies. The use of the scientific research
engine to generate knowledge of universal rules governing societal phenomena has been

discredited. The dichotomous search tor societal certainties must be abandoned.

Unfortunately postmodernism has not provided a base which encourages progress; it is
pessimistic. It may suggest that action to create understanding of how society might be
understood, and improved, is futile. Here it is argued that it is necessary to retain hope
and meaning in life. and that one way of creating meaning in society is through the use
of an action-research approach to knowledge creation. It is argued that it is possible to
identify certain actions which will produce results which will encourage societal

improvements.

Students need to re-cognise (know again) meaning in society; they must develop mutual
respect tor others, and enjoy dialogue. As an educationalist I must help students respond
to the current situation. Furthermore I wish other educationalists to know what actions
I have taken, and what the results have been. Narrative is the method I have chosen to

achieve this.

Narratives provide accounts of how one individual, or group, has attempted to make
sense of a societal situation. Readers may not agree with what the narrator has done, or
what has been concluded, nevertheless the reader is provided with a vicarious learning

experience. The reader is allowed a privileged view into the subjective struggles of the
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narrator. as ($)he attempts to make sense ot the environment. No universal ‘truths’ are
offered in narratives. and so the postmodern criticisms of research which promises such
truths are not relevant. Narratives have relevance to readers who are interested in
experiencing similar social environments to the ones described in the narratives. I now

turn to the empirical work narrated in this study.
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PART FOUR: EMPIRICAL
Introduction to Part Four

This section provides details of my empirical work in the classroom. My initial attempt
to change my classroom objectives, and approach, is described. It was largely
unsuccessful but it did make me realise the difficulties involved in promoting
organisational change. Irecognised that I needed to change my approach to classroom
sessions, and my own behaviour, in order to promote change in my relationship with the
students. I describe the course objectives which I identified for the new course
Accounting, Organisations and Society and the modes of learning which I built into the
curriculum. I narrate ongoing development of the course through five iterations. In
reflecting on the development of the course I describe and discuss other data not

obtained directly from my classroom interaction with students.

Chapter 4: MAKING A START

4.1 Introduction

This chapter commences with a description of my first attempt at introducing change in
the classroom in 1993. This narrative relates to seven hours of guest lecturing on
"Planning and Control" which I provided on a management accounting course, on my
return to teaching. Immediately following this I became responsible for designing the
new course Accounting, Organisations and Society and my work on this is reported. I
describe the student-centred learning approach which I decided to employ and the
propositions which I developed relating to six ‘modes' of learning which I introduced.
The course was run and developed in both main 1994 semesters and in semesters A of
1995, 1996 and 1997. The development of each mode throughout these iterations is
reported in Chapter 5.

4.2 Returning to teaching in 1993

4.2.1 My teaching objectives

When I was asked to present seven hours of lectures on 'Planning and Control' to a third
year class in Management Accounting I approached the task with zeal because I had
convinced myself that I was about to start teaching 'properly’. I believed that ‘proper’
teaching involved the encouragement of students to develop intellectual independence
and become good citizens. I took a prepared overhead to class and shared the following
beliefs with the students.



71

1. There are no absolute "rights" and "wrongs". What appears right or wrong at
any particular time depends on one's chosen perspective. Advice found in
textbooks about Planning and Control matters is not necessarily ‘correct'.
Textbooks are better considered as aids to thought provocation, than as
unequivocal instruction manuals.

2. Members of Western society have generally believed that society has been
‘doing well” for the past century or so. Societal progress has (largely) been
considered to be 'right'. It is relatively easy to identify areas where modern life is
horrific, but such considerations are often not brought into narrow courses
covering Planning and Control decision strategies in management courses.

3. "Scientific method" has provided much of the progress which the "Moderns"
have experienced. Many old questions (What is good? What is beautiful?) may be
answered no better today than they were by the Ancient Greeks three thousand
years ago.

4. Those brought up in the Greek thinking tradition will be encouraged to view
life in a different manner than those brought up in other thinking traditions (the
Chinese or the Indian traditions). No one way is ‘correct’.

5. Too close a reliance on a particular way of seeing the world can blinker
thinking and lead 'rational' people to conclusions which might be considered
absurd if viewed from a different (or broader) perspective. Individuals are not
well understood if considered simply as economically rational egos.

6. Many ‘problems’ set tor management accounting students to complete are
over-simplified and provide information to work with which in reality would be
very difficult to obtain, possibly unreliable and probably not able to reflect the full
depth of the 'real' problem. Students should recognise this.

7. Breaking large problems up into smaller and smaller bits will eventually
produce parts of problems which are relatively easy to solve. However, it is
probable that the sum of the derived solutions (to each of the parts of the problem)
will not provide an holistic solution to the original problem.

8. Some management scholars believe that those who are involved with
management need to evaluate, and probably shift, their current paradigm
(viewpoint), in order better to understand, plan and control, what is happening in
our society.

9. Changing one's viewpoint involves a difficult mental metamorphosis. Changing
other people's viewpoints may often appear desirable but is very difficult. Such
attempts at change require excellent planning and close attention to detail.
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The beliefs were referred to many times during the course to ensure that the students
became familiar with my way of thinking. I suggested that students should guard against
becoming ‘educated’ in a manner which blinkers their viewpoints in the manner
(unknowingly) illustrated by people such as Lawrence Summers®. I advised students
that when tried methods of ‘reasoning” produce outcomes which offend against one's

holistic appreciation of what is 'right', then the methods must be reviewed.

I kept on lecturing from the front of the class, where I felt lecturers belonged, but instead
of telling students what to believe I repeatedly challenged students to consider national,
and world problems, and consider what societal practices (or lack of action) might have
led to these problems. Isuggested that students should challenge the ‘wisdom’ provided
in their textbooks rather than rote-learning the contents in preparation for regurgitation
at examination time. At the time I believed that my points had been well made and
accepted by members of the class, although I did not enter into discourse with the

students in the lecture theatre.

4.2.2 The feedback which I received

In my final lecture to the class I distributed a brief questionnaire. I asked the students
to hand in the questionnaires to their tutors at their next tutorials®. I thought that many
of the issues concerning the need to question ‘accepted’ assumptions, and the relevance
of "macro-problems" to the planning arena would probably not have been raised in other
courses. I asked the students to rank their agreement with the statement:

The course offered by Martin required me to consider planning issues
similar to what I have been asked to consider in other courses in the
University.

On a 1-7 scale (with 1 signifying high agreement). I was reasonably pleased when the

resSponses were:

®See “The Economist', February 8 1992, p. 62. The article describes the thinking of
Lawrence Summers, Chief Economist with the World Bank, who believes that economic
arguments necessitate the emigration of dirty industries to the less developed countries.

*® Only 40 completed questionnaires were returned (around fifty percent).
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My second concern was that the students should have enjoyed the lectures which had
introduced them to new issues, and probably a new style of delivery. To the statement:

I'found Martin's course content to be relatively interesting (with 1 signifying
high agreement) the responses were:
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The mean response was 5.3; I was hurt and concerned. It is interesting to consider what
such feedback might do to the confidence, and future approach, of young lecturers. My
immediate thought was to abandon my current attempt to change what and how I teach,
and return to obtaining better rankings from the students. One wonders if students are

able to 'coach' lecturers to behave as students wish them to.

On the questionnaires I had asked the students to provide written comments if they
wished. About half (20) did so. I attempted to learn from this anonymous written
feedback. Many of the comments were very critical of my performance. The following
excerpt signals a number of general points, all of which were picked up by others:

Martin is very pessimistic & I find this attitude very gloomy & depressing
and absolutely no encouragement for wanting to learn. Martin's lectures
have very little to do with the course & are very unhelpful both in the short
term & long term. Martin's lectures are very boring and highly irrelevant.

I was particularly surprised at being criticised for my pessimism. I had not felt myself
to be pessimistic, but I had earned the comment, as others showed:

Try not to be so pessimistic about the world.

Don't be so bloody negative... Things may be difficult/not perfect, but don't
we as students have to learn to deal with this?!
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The most frequent criticism concerned the fact that I had not given clear instructions
concerning what the students must learn in order to pass the examination at the end of
the semester, for example:

More emphasis should have been placed on what we will be examined on.

More comprehensive set of notes would help as I'm here to pass this course
not to promote my own thinking - sad but true.

Lecturer made you think a bit, but totally irrelevant to the exam which is

what we need to look toward.
Other students probably also had the examinations in mind when they criticised my
failure to teach the set topics:

Teach us more about the subject the lecture is meant to be about. I thought

we were doing budgeting? What happened?
The second major criticism, which was again possibly tied to the examination concerns,
related to my criticism of some parts of the textbook, Horngren and Foster (1991)*'. The
students were not happy with a critical approach to their textbook:

You refer us to the textbook & learn from that. Next thing we know you are
pulling the textbook apart & criticising it! So who/what are we supposed
to learn from!!

Rather than looking at what's wrong with the text present what's right & you
support.

What was taught and what is in textbook not the same.

I can appreciate that you disagree with the text, however we feel confused
as to "what to learn" for exams.
Some comments, while critical, provided me with some small satisfaction:

Martin tends to go around the issue instead of saying what is required. It
was more a psychology lecture to me not a management accounting one (my
emphasis).

We were not there for philosophy if that is what I wanted I would have
taken a philosophy paper.

Other students simply dismissed me tersely:

31See Chapter 2.4 for examples of such criticisms.
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For a person who goes to every lecture for all subjects I found Martin's
lectures a total waste of time.

Seemed irrelevant thus lost interest.

While others, who had found the content more worthwhile, were still not happy with the
presentation style which I had used:

I was not happy with the teaching style as it did not aid my learning as
compared to what I was used to... however what was covered was fairly
interesting.

As indicated earlier, the lectures were appreciated by a few students. The following

quote comes from one such student:

Students are so used to being taught what is in the book so they don't have
to really think. They copy down overheads in the lecture and then read the
book to confirm what they were shown. I really enjoy your ideas of getting
people to think and have opinions for themselves. The problem, I think, is
that this being their third year students have fallen into the habit of learning
from a book.. People still believe the world to be what is taught to them in
lectures and books. I hope you can persuade more lecturers and students to
get the most out of this way of teaching instead of just switching off and
putting it down before giving it a chance.

This student appeared to have received from the lectures what I had set out to give.

4.2.3 Summary

I had not delivered a wonderful classroom experience to most members of the class.
The majority of students had not appreciated my new approach to teaching and I was
disappointed. Furthermore I had not realised how poorly my messages were being
received by the students until I received my post appearance feedback, because I did not
seek dialogue with the students; my style of relating to students needed to be developed.
However, I had aftected a minority of students in the way I had proposed to, and this

gave me the enthusiasm to proceed with my classroom ‘experiments’.

4.2.4 Discussion
In teaching the students about Planning and Control I continually stressed the
importance of managers realising that they were dealing with people. I explained that

the most theoretically perfect plan for an organisation would probably come to nought
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if the people to be involved were not properly consulted, and their wishes allowed to
influence the plan. While I was stressing this point I was imposing my education on the
students in a manner which I had thought about carefully, and considered excellent.

Many students provided me with an outcome such as I had warned them about, they

declined to participate.

Using the action-research approach I have reflected on the outcome of my actions in this
management accounting class. I believe that one reason for the poor response to my
1993 lectures was the fact that the lectures were situated within a framework which had
been created and managed by another course controller®. I now realise the importance
of ensuring that students who join a ‘different’ type of course know that they will be
encouraged to behave differently themselves. They need to be prepared to travel new

roads. I realised that I had to find a way of presenting a student-centred course.

4.2.5 Where to now?: Resulting research questions
Attempting to develop the students as ‘whole people’ rather than simply to expose them
to a given set of knowledge, results in the emergence of two related research concerns:

1. What classroom practices need to be employed in order to provide the
students with opportunities to benefit from the new course objectives?

2. How must I (the teacher) change myself, and my teaching style, in order
best to benefit the students of the class? (See 1.5).
I recognised that I needed to develop propositions concerning how to deal with these

issues.

4.3 Tony Lowe: A bridge

In 1993 I had frequent contact with a mature academic, over the normal age for
retirement, Professor Tony Lowe. He became aware of what I was trying to achieve and
offered to help me on the basis of his considerable past experience. In setting up the

Accounting, Organisations and Society course I was given a ‘green field site’ on which

%2 The course controller was a Senior Lecturer who had been in the School for about five
years. He confided that he was himself alarmed at the students' reluctance to apply
themselves to any problems which required they think beyond the narrow bounds
delineated by normal' accounting problems.
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to build the course. Professor Lowe strongly recommended I adopt an approach
modelled on the ideas of Rogers (1983). I accepted this advice because Rogers stated

clearly what I had grown to appreciate, that my role is to help students learn rather than
to teach them.

4.4 Design of the Accounting, Organisations and Society course

4.4.1 The introduction of the course

I made it clear in the course outline that the course was to be conducted differently to
most other courses. The course outline was given to the students at the first class
meeting. The course learning objectives provided to the students were as follows:

This course is new in design and purpose. It is intended firstly to develop
students' integrative skills and knowledge, as between other management
disciplines and Accounting, and secondly and equally, to encourage them
to become more effective in behaviour as managers and in using accounting
information in management. What is 'appropriate’ managerial behaviour in
any context or situation is highly problematic; it depends upon the
participants' personal values and how they develop. It is intended also that
the course and its learning activities foster the judgmental capabilities of its
graduates (Course Outline®, p. 1).

Thus, the need for students to develop as citizens was introduced to them. The
Accounting, Organisations and Society course is concerned with developing students'
capabilities to consider, initiate and accept the need for change. Students who take the
course have to confront change immediately because the course is differently structured

from other courses in the School.

4.4.2 Conceptions of quality learning

A major variable in the educational experience is the students' own conception of what
education is about. Marton et al. (1992) identify six conceptions, the figures in brackets
represent the percentage of undergraduate students which Marton et al. identified as
belonging to each category:

A increasing one's knowledge (19%)
B memorising and reproducing (19%)
C applying (16%)

*A copy of the initial course outline (1994) is provided at Appendix 1. The outline has
changed as the course has developed (Chapter 5). All future page references in this
chapter refer to the 1994 course outline.
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D understanding (38%)
E seeing something in a different way (6%)
F changing as a person (2%)

In 1995 T gave an opening course questionnaire to the class. It asked students to rank
the purposes of education suggested by Marton et al. Of the 22 respondents, 14 ranked
“increasing one's knowledge" as the primary purpose. The 8 others were split fairly
evenly. / now see the purpose of education as changing (developing) students. I am

surprised at how different my students’ responses were to those reported by Marton.

A problem arises when the teacher has a different understanding to the students in class
concerning what the purpose of education is. Scott et al. (1992) suggest that it can be
very difficult to change the core beliefs of conservative students who do not wish to
experience the anxiety and discomfort caused by change. I believe it is imperative that
students believe they are obtaining high quality education because it encourages them
to contribute to their learning experience better than they might if they perceived of the
educational experience as a necessary but unpleasant experience. In search for advice
on how best to be perceived as offering high quality education I turned to the educational
literature, and found the work of Paul Ramsden most helpful.

4.4.3 Ramsden on 'High Quality' education

“The firm duty of a university teacher is to create a sense of excitement about the subject
matter” (Ramsden, 1998, p. 352). Ramsden has put a lot of effort into studying the
existing literature on the provision of high quality learning, and in researching the
recognition of high quality courses, in all disciplines. He is interested in what will tend
to be perceived by students as offering high quality learning experiences (Ramsden,
1991 and 1992). He differentiates between deep-learning and surface-learning
experiences and suggests, “Deep approaches are related to higher quality outcomes and
better grades. They are also enjoyable. Surface approaches are dissatisfying; and they
are associated with poorer outcomes” (1992, p. 53). He suggests that the way that
students describe their learning experiences provides a good indication as to whether the
experiences are deep or shallow. Deep learners will make statements such as:

* 1 try to relate ideas in one subject to those in others

* In trying to understand new ideas, I often try to relate them to real life

* I spend a lot of my free time finding out more about interesting topics
which have been discussed in classes
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Contrast the above with the sort of statements he expects shallow learners to make:

* I have to concentrate on memorising a good deal of what we have to learn

* I tend to remember things best if I concentrate on the order in which the
lecturer presented them

* 1 find it best to accept the statements and ideas of my lecturers and
question them only under special circumstances (ibid).

An integrative course such as Accounting, Organisations and Society attempts to
encourage students to relate ideas from all subject areas together, and I wished the
Accounting, Organisations and Society students to become deep learners. Relying
primarily on the works of Feldman (1976) and Marsh (1987), Ramsden (1991) suggests
certain characteristics which are exhibited by deep learning courses:

* teacher enthusiasm

* teacher interest in, sensitivity to, and empathy with, students
* teacher respect for the students and their learning situation
* quality of assessment procedures and quality of feedback.

* stimulation of student interest

* encouraging independent thought  (p. 131).

I attempted to design the Accounting, Organisations and Society course in a way which
allows me to exhibit these characteristics in presenting the course. In addition Ramsden
(1992) recommends allowing students to influence the course design concerning the
assessment-marks weightings, and allowing students to choose their own topics of
interest for project work and for class discussions. Ihave found that some students have
difficulty exercising choices when encouraged to do so, but nevertheless I have

attempted to provide students with a large measure of choice.

4.4.4 The course learning objectives

The objectives were chosen by me, students have had little direct influence on them. The
choice is supported by the arguments presented in the preceding sections of this thesis,
which include references to the work of others. The objectives were reduced to a specific
list (see page following) during the first iteration of the course. This list has been
reviewed regularly since then but I believe it continues to provide the best set of
objectives for the course. I am aware that not all teachers, nor all students, will agree
totally with me, but I hope that my opening arguments will have convinced most readers

of some reasonableness in my choices.
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The course had some specific learning aims set down in the initial course outline (pp.
1-2). A general aim of the course is to encourage students to become reactive and
proactive members of the class, and of society, rather than passive individuals:

[The course] encourages students to examine how Accounting i<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>