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Foreword

Universities are centres of both teaching and academic research but how do
these two activities interact within the field of accounting in UK and Irish
universities? There is currently much focus in the higher education sector on
the impact of research on business and the wider society, but what impact
does research have on teaching? Is the optimum result achieved from
the interaction between teaching and research? Does teaching influence
research and vice versa and what impact does academic research have on
both university and professional accountancy curricula?

This project involved interviews with accounting academics and
education and technical representatives of professional accountancy bodies
in the UK. A survey was also administered to accounting academics in the
UK.

The project finds, perhaps surprisingly, that within universities there
isrelatively little interaction between research and teaching, although the
survey results do highlight some of the positive aspects of the mutuality
of research and teaching. However, the report notes that the status quo is
different in Scotland, where four-year honours programmes are the norm
and an enlarged programme of study appears to have a beneficial impact
on student learning and staff motivation.

Within professional bodies, research was seen as only having the
potential to impact the curriculum, with limited interaction reported
between technical and education divisions. The report concludes with
some challenges for accounting educators to consider in order to increase
the interaction between research and teaching.

This project was funded by the Scottish Accountancy Trust for
Education and Research (SATER - see page 81). The Research Committee
of The Institute of Chartered Accountants of Scotland (ICAS) has also been
happy to support this project. The Committee recognises that the views
expressed do not necessarily represent those of ICAS itself, but hopes that
the project will add to the debate about the interaction between research
and teaching in the field of accounting.

Allister Wilson
Convener of Research Committee

April 2012
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Executive summary

Introduction

The raison d’étre of universities is to create and disseminate knowledge;
or to undertake research and teach students. It remains something of
amaxim in higher education (HE) that to be a good teacher you have to
be a good researcher. This research explores the relationship that exists
between these two primary activities of universities in the discipline
of accounting in the UK and Ireland. Traditionally, the accounting
curriculum has included a significant amount of rules-based and
technique-driven content, arguably at the expense of more conceptual,
principles-based and contemporary material. Changes within universities
mean that accounting departments are more closely located with other
disciplines, teach increased numbers of post-graduate students and
have increased both the volume and quality of theirresearch. It remains
an interesting empirical question to consider what role does academic
research play in influencing what is taught to accounting students?

Research aim and approach

This research evaluates the relationship between academic research
and the teaching of accounting (and vice-versa). The project had four
components. First, prior work in other disciplines was considered and
brought together to create a conceptual model identifying how teaching
and research may influence each other: this is termed the teaching-
research nexus. Second, interviews were undertaken with accounting
academics in the United Kingdom (UK) and Ireland. Third, education
and technical representatives of accounting professional bodies in the UK
were interviewed. Fourth, a questionnaire survey was developed using
the conceptual model and informed by the interview responses. This
surveywas administered to accounting academics in the UK. The research
is therefore multi-method in its approach and, by design, includes the
views of significant stakeholder groups.
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Key findings of the research

The professional accounting curriculum, as prescribed by
professional bodies, is heavily influenced by the perceived needs of
employers. Professional bodies are keen that their qualifications
‘future-proof’ their (new) members while preparing them to make an
immediate impact on the workplace post-qualification. Two bodies in
particular, ACCA and CIMA, allow students to gain significant numbers
of exemptions from their qualification, if the university curriculum to
be accredited is closely aligned to their own. As most universities seek
to maximise accreditation based on the perceived student demand, the
university accounting curriculum has become relatively uniform and
professionally-based.

When considering professional accounting qualifications, academic
research was generally seen by professional bodies as only having
potential to influence the curriculum. This reflected: (i) the need to cover
significant volumes of technical material; (ii) a belief that academics’
research could be narrow and sometimes relatively partisan; and (iii) that
research addressed future issues that might influence the curriculum
only at a later date.

Professional bodies themselves generally did not organise
themselves to promote any nexus between education and research
in their own organisations. Technical functions tended to operate
in isolation to education and vice-versa. Research commissioned by
professional bodies did not influence their own curricula. Employers’
needs, identified by education departments, did not influence the
research agenda. It is perhaps surprising that the two functions that
liaise directly with universities have relatively little communication
between them.

Research was commissioned by professional bodies for a number
of reasons. These included: (i) a desire to support university teaching
of accounting; (ii) to develop technical policy; or (iii) to reinforce their
identity as a professional body.

When academics were questioned, it was found there was relatively
little interaction between research and teaching. That is, their research
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agenda did not significantly influence their teaching or vice versa.
This was attributed to three factors: (i) the relatively restrictive role of
accreditation; (ii) significant resource constraints on accounting groups,
where often these groups were seen as ‘cash cows’ with significant
surpluses to be created through teaching students; (iii) faculty resistance,
either because of their perceived inability to undertake ‘the work’ or a
concern to protect what limited resource they have to allow them to
undertake their own research.

Scotland was something of an anomaly where a four-year honours
degree was the norm. Accredited material was covered in the syllabus
in the first three years, with the fourth year more developmental and
research-led. This was well-received by academic staff teaching on these
programmes. When examples of the research-teaching nexus were
provided by interviewees, this tended to emphasise the transmission
of the lecturer’'s own research or where students became the audience
rather than the enquirers themselves.

Research was not seen by some as vital for the curriculum for two
reasons. First, some of the professional body interviewees identified a
lag between research being published and its eventual adoption into the
mainstream. Second, academics tended to view the professional bodies
as somewhat conservative. Some professional bodies themselves alluded
in the interviews to being keen not to ‘scare’ employer groups with
unorthodox or critical thought within the professional curriculum. This
was perhaps to be expected with a significant marketplace existing for
professional accounting education, with a number of bodies aggressively
competing with one another for students.

When the questionnaire findings are considered, some of the positive
aspects of the mutuality of research and teaching are emphasised. These
include the idea that active researchers are well-placed to supervise
project and dissertation work, now common elements of taught post-
graduate education in accounting, and their ability to assist students
critically analyse problems. Likewise, teaching itself is seen as a means
of stimulating a researcher’s thoughts.

The propositions ranked the least by survey respondents are,
arguably, the most controversial ones arising from the literature. In
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particular, respondents seemed to dismiss the notion that teaching
would not enhance academics’ promotion prospects. This possibly
reflects teaching as being a key aspect of academicwork. Also not finding
favour were ideas that students studying a professional programme, such
as accounting, are likely to see research as unimportant.

Avenues for future research

The research has three limitations which are suggestive of future
research. First, the project is UK-centric so international perspectives
would be of interest. For example in European countries professional
accreditationisverylimited. Inthe United States, by contrast, accreditation
is endemic, league tables are published to report Schools’ performance
in professional Certified Public Accountant (CPA) examinations and
no state funding exists for accounting research. Second, professional
bodies have been used to represent employers’ views. Do professional
bodies’ focus groups really represent what employers need, or say they
need? With major accounting firms largely recruiting graduates from
non-specialist backgrounds, what do these students bring to accounting
employment that accounting graduates cannot? Do accounting degrees
offer a cheap means of employers recruiting ACCA and CIMA trainees,
where most of the requisite learning has taken place at university, while
professional firms can easily provide non-specialist graduates with the
necessary skills? What then is the future of accounting in the university
curriculum? Third, we need more practical examples of how research can
inform teaching to provide educators with the resources to take back to
the classroom and allow accounting educators to sell their teaching to
the world. Finally, student perspectives on the desired nexus and their
experiences of university and professional education would be of interest.
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Challenges

There are four challenges to accounting educators and policy makers
arising from this research. These are:

C1 Consider how education and research/technical departments
within professional accounting bodies could work more closely
together. At present education and research/technical departments
are located physically and structurally apart in professional
accounting bodies. Closerrelations could lead to a more progressive
curriculum and foster research that would develop the curriculum.

C2 Understandthatcreatingtheresearch-teachingnexusis moreabout
inspiring students to undertake research, rather than passively
absorbing the content of contemporary research. Interview-
based findings suggested when research was included within the
curriculum, it tended to involve students passively absorbing prior
research in the form of reading journal or magazine articles rather
than undertaking research. In other disciplines, student research is
ameans of active enquiry. This can include matters such as poster
displays, students developing hypotheses about current problems,
conducting replication research or undertaking mini-literature
reviews. Such activity as accounting learning appears thin on
the ground. Research skills such as enquiry, analysis, synthesis
and interpretation also seem important transferable skills for
professional accountants.

C3 Ifimplementing a strategy of integrating research into teaching,
recognise thatasignificant number of negative impacts potentially
exist. The teaching research nexus cannot be regarded as a universal
good and something educators, administrators, or regulatory agents
should strive for uncritically. The four-factor, 19-proposition model
developed from extant literature identifies 10 potentially damaging
matters that require judicious management and planning to
ameliorate their effects.
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C4 Recognise thatlinking teaching toresearch creates potentially more
resources for research. A paradox exists in that even in the most
research intensive of departments, research income is a small fraction
of total revenue. In many institutions, academic accounting groups
are perceived as largely teaching groups with little research grant
income. As aresult of budgetary cuts associated with the public sector
deficit, pressure to reduce costs will inevitably mean research activity
is placed under the microscope. An axiom of university education is
that quality teaching is underpinned by quality research. If academic
research does not directly inform teaching, but exists for legitimacy
reasons, to boost the profile of the academic unit or individual
academics, public funding for accounting research is increasingly
difficult to justify.
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1. Background

The University is a place of teaching universal knowledge. Its object is
the diffusion and extension of knowledge rather than its advancement.
If its object were scientific or philosophical discovery, I do not see why
a University should have students.

(Newman, 1907, p.106, cited in Lindsay et al., 2002, p.310)

Good university teaching has always been seen as important,
improving student learning and encouraging the development of
specialist knowledge and competencies (Ramsden and Martin, 1996).
However, a century since Newman’s wry observation, the pressures for
universities to meet the multiple demands of increasing both the quality
and quantity of teaching and research have escalated (e.g. Harley, 2000;
Brinn et al., 2001).

There are three implicit assumptions in the reasoning for an
academic to link teaching and research. The first supposition is that the
academic is researching an area that is of relevance to the curriculum
being taught, hence moving the subject forward. Second, it is believed
that by researching the same area, the quality of the academic’s teaching
will be enhanced. The third assumption is that teaching quality will
enhance student learning.

If these three assumptions are removed then the position is that
research has no connection with teaching and vice versa. Brown (2005)
argues that the integration of teaching and research can be placed
along a continuum where, at one extreme, research-focused academics
disseminate their findings only to their research community and, at the
other, the knowledge that is disseminated in teaching to students is not
informed by the academic debate conducted by researchers. There are
middle-ground positions when perhaps a research-active academic is
asked to supervise a post-graduate dissertation.
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Hughes and Tight (1995) have argued that, in the United Kingdom
(UK) atleast, there is an expectation that academics at universities should
be both teaching and researching at the highest level possible and that
a symbiotic relationship exists between the two activities. This view
provides a key motivation for this report. Applying Hughes and Tight’s
(1995) perspective, academics that excel at one activity should be good
at the other. However, this remains a contentious proposition.

Jenkins et al. (2007, p.13) summarise the value of the research-
teaching nexus from three perspectives:

+ Experientially —as a process which benefits both students and staff.

+ Conceptually — in terms of societal needs and the development and
communication of knowledge.

+ Operationally —in terms of the potential reciprocity of teaching and
research as learning activities.

Despite significant enquiry into linkages between accounting
research and practice over the past three decades (e.g. Hines, 1989; Lee,
1989; Zeff, 1989a, 1989b; Albrecht and Sack, 2001; Gray and Collison, 2002;
Inanga and Schneider, 2005; Parker et al., 2011) relatively little research has
considered the relationship between accounting research and teaching
(e.g- Rebele et al., 1998); although some tensions between accounting
education and research are alluded to in Kitchen and Parker (1980) and
Solomons and Berridge (1974). Accounting education, of course, is
not alone in its relationship with a profession. Many other vocational,
professional disciplines such as engineering, law and medicine have
close relationships with professional bodies who have clear views on
the university curriculum.

This research report provides accounting academics, professionals
and regulators with an overview of the benefits and potential costs
that influence the integration of teaching and research. It is envisaged
the model will be particularly valuable to a wide range of accounting
educators. For example, senior staff are concerned with maximising
evaluations of research, improve teaching effectiveness and ensuring
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departmental goals and targets are aligned. New faculty wish to ensure
they balance teaching and research to meet short-term goals, such as
passing a probationary period, alongside personal long-term goals such
as gaining a chair, a senior administrative post or working abroad.

This research has three objectives. First, to extend the research-
teaching nexus literature by developing a conceptual model and
associated propositions about the relationship between teaching and
research and develop reflective practice. In constructing the model a
process of global convergence is assumed whereby ‘knowledge, images...
and beliefs all readily flow across territorial boundaries’ (McGrew, 1992
p.65-66). Therefore, the international nature of higher education (HE)
should lead to ‘a homogenisation of world cultures and peoples’ (Berry,
2008). Furthermore, environmental pressures such as the Bologna Process
in Europe intend to create a level playing field for staff and students by
2010, which should encourage greater harmonisation of higher education
management across Europe (Diamond, 2005). Thus the developed model
should be applicable in awide range of cross-cultural accounting contexts.
However, it is anticipated some factors will be more significant than
others reflecting different social and environmental factors.

Second, to review the association between research and teaching
in the disciplinary context of accounting. The research report explores
how the integration of research and teaching interacts with four factors
relating to the curriculum, students, researchers and institutional reward
mechanisms, and develops a theoretical model. The likely relationships
between the variables in the model are indicated. It is argued that, in
the case of a vocationally-influenced accounting curriculum and with
academics engaged in applied research, the interaction of research and
teaching allows the realisation of mutually beneficial synergies.

Third, to explore issues surrounding the research-teaching
nexus with two powerful constituents: representatives of accounting
professional bodies; and academics in UK accounting departments.
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Questions asked
The investigation is informed by four sources of data:

« adefined literature review and normative model derived from this
literature;

+ semi-structured interviews undertaken with UK accounting
academics to identify the determinants of the research-teaching
nexus and attitudes towards teaching, research and those other
activities of an academic accounting department;

+ semi-structured interviews undertaken with education and
technical representatives of accounting professional bodies
to ascertain the linkages between the education and research
functions within professional bodies; and

+ aquestionnaire survey, sampling UK accounting academics, to elicit
the importance of specific factors interacting with the research-
teaching nexus in accounting.

The items within the questionnaire were derived from a detailed
review of the academic and professional literature relating to the
interaction of research and university and professional teaching published
up to the start of 2009. They are further informed by the findings of the
semi-structured interviews. In total, a comprehensive list of 61 items
was created. These 61 items are used to measure 19 propositions. For
convenience the 19 propositions (theoretical statements) were grouped
into four categories. Table 4 in chapter 3 lists the 19 propositions and
four categories. Each proposition is viewed as having either a positive
(+), negative (-), or mixed (+/-) effect on the ability to inform teaching
with research (and vice-versa).
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Respondent groups and response rate

Semi-structured interviews were conducted with 18 accounting
academics of varying seniority and experience based in both traditional
and modern universities in England, Wales, Scotland and Ireland.

Eight semi-structured interviews were also conducted with education
and technical representatives from the six accounting professional bodies
based in the UK that, at the time of undertaking the fieldwork, formed
the basis of the Consultative Committee of Accounting Bodies (CCAB).

Academic accounting staff in the UK were chosen from the British
Accounting Review Research Register 2008. Of the 1,394 questionnaires
distributed (with two follow up mailings), 247 responses were received.
This represents a response rate of 17.7%. A more detailed description
of the sampling procedures and sample composition is described in
chapter four.

Structure of the report

Chapter two describes the research approach, explaining how the
questionnaire survey was conducted and the background questions
asked to respondents. Chapter three contains a literature review. The
chapter describes the underlying characteristics of the focal research-
teaching nexus. It develops a conceptual model to define the nexus
whichis used, in part, as a framework for the questionnaire development.
Chapter four presents the research findings. Chapters five summarises
and concludes. The implications of the research are discussed along with
the identification of four challenges for accounting educators.
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2. Research approach

The research approach has four components. Each focuses on the views
of key stakeholders in the teaching-research nexus.

The first was to undertake an extensive review of extant accounting
and education literature. The work reviewed was both international
and multi-disciplinary in its nature. To summarise the main ideas, 19
statements (propositions) are developed to frame the concept of the
teaching-research nexus. These 19 propositions were segmented into
four categories of issues relating to: students; researchers; the curriculum;
and extrinsic rewards for academics.

The second component involved undertaking interviews with
academic accounting professionals in the UK and Ireland. Academics
are an important group to examine as they have a significant influence
on the accounting curriculum within universities, determine how it is
taught and assessed, and, of course, undertake academic research. The
interviews were semi-structured in nature and aimed to elicit views on
the desirability and practicality of including contemporary academic
research within the curriculum. In addition a range of projective
techniques were used, using quotes from other researchers and students,
to establish academics’ beliefs in this area. The background of the 18
people interviewed are summarised in Table 1.
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Table1 Description of academicinterviewees

AC1 England Post 1992 Professor

AC2 Wales Post 1992 Senior Lecturer

AC3 Scotland Pre 1992 Deputy Head of School
AC4 Scotland Post 1992 Professor

AC5 Scotland Pre 1992 Professor

AC6 Scotland Post 1992 Professor

AC7 Ireland Post 1992 Lecturer

AC8 England Pre 1992 Professor

ACY England Pre 1992 Professor

AC10 Scotland Pre 1992 Senior Lecturer
AC11 Wales Post 1992 Senior Lecturer
AC12 England Post 1992 Senior Lecturer
AC13 Ireland Post 1992 Head of Department
AC14 Wales Post 1992 Head of Department
AC15 England Pre 1992 Lecturer

AC16 England Post 1992 Senior Lecturer
AC17 Ireland Post 1992 Lecturer

AC18 England Pre 1992 Senior Lecturer

The third element of the research focuses on the views of
professionals employed by the UK’s professional accounting bodies.
The professional bodies play an important role in training, assessing
and regulating accountants, as well as brokering relations between
academe, employers and policy makers. Specifically representatives of
both education and technical sections from professional bodies were
interviewed. Table 2 summarises the job roles of the representatives of
the professional bodies interviewed.
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Table2 Description of interviewees from professional bodies

PB1 CA1 Education
PB2 CA2 Education
PB3 CA3 Education
PB4 CA4 Technical/research
PB5 CAS5 Technical/research
PB6 CA6 Education
PB7 CA4 Education
PB8 CA3 Technical/research

The fourth component of the research involved the administration
of a questionnaire survey to UK accounting academics. The questionnaire
was developed from the literature review described in chapter three
and refined on the basis of interview evidence created from the other
two parts of this project. In addition, the questionnaire asked some
open-ended questions derived from the interviews. The key purpose of
the questionnaire was to understand how generalisable the interview
findings were to the wider population.

Therefore, the project is multi-method in its approach. Interviews
were conducted on an anonymous basis, and where possible, reported
in such a way as to prevent respondents’ identity being made available.
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3. Background and conceptual model

UK accounting education: academic and professional relations

Graduates with relevant accredited accounting degrees typically
receive some exemptions from the qualifying examinations of the UK
professional accounting bodies. However, accredited graduates are also
required to complete varying amounts of additional study assessed by
formal examinations and gain professional experience to be admitted to
professional membership. University accreditation, allowing exemptions
from certain professional examinations, is not granted automatically
and departments have to undertake regular accreditation exercises with
individual institutes to ensure their curricula are aligned with the relevant
professional qualification for their alumni to gain, varying degrees of,
exemption from professional examinations.

UK accounting employers and professional institutes are not
solely dependent on universities for their intake of trainees or student
members; although arguably both university accounting programmes
and the profession are at least partly reliant on each other for their
legitimacy (Annisette and Kirkham, 2007; Gammie and Kirkham, 2008).
The increased practicality of accounting degree courses has grown with
the influence of the accounting profession clearly identified in the
undergraduate curriculum (e.g. Ward and Salter, 1990; Zeff, 1997; Sikka et
al., 2007). Professional accounting bodies are themselves subject to some
oversight, for example, from the Professional Oversight Board in the UK,
via the theoretical knowledge requirements of EU Directive 2006/43/EC
and, as members of the International Federation of Accountants (IFAC),
the Education Standards of IFAC.

Accounting remains a popular degree choice at UK universities. In
2008/09, there were 33,000 students of accounting (HESA, 2010).

Some illumination of the demographics and qualifications of UK
accounting faculty is provided by Brown et al. (2007) who identify that in
2004 only 50% of faculty possess a professional accounting qualification,
compared to 74% in 1984. However, in 2004, 39% of faculty possessed
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a doctoral degree, relative to only 10% in 1984 (Brown et al., 2007).
Furthermore, since 1996, 40-45% of accounting faculty publish an academic
paper or article in a professional journal in a biennial period, compared
to only 27% in 1984 (Brown et al., 2007). These findings suggest that: (i)
faculty engaged in teaching a large body of students in accounting are
increasingly drawn from academia rather than the profession; and (ii)
faculty are becoming more involved in research, rather than teaching
activities alone. The decreasing numbers of accountants entering
academe from a professional background (Otley, 2002; Duff and Monk,
2006; Weetman, 2007) is perhaps fuelled by the increased emphasis on
research fuelled by successive RAEs (Brinn et al. 2001). It remains an open
question whether these changes benefit accounting education.

Research and teaching in UK higher education

Research output as a key performance measure of UK universities
has a relatively short history. As Cardinal Newman suggested in the
introduction to this report, historically universities were places of
learning and teaching. Brown (2005) identifies that the importance of
research, alongside teaching, only emerged aslate as the Robbins Report
(1963). In the UK, research selectivity exercises date from 1985, with the
research assessment exercise (RAE)/Research Excellence Framework
(REF) being employed as a method of allocating funding based upon
research outputs. In the UK, government funding of higher education is
undertaken via national funding councils. Collectively, recurrent teaching
grants in the UK total £5.5 billon, with research accounting for £1.7 billion
of public funds (HEFCE, 2010; HEFCW, 2010; SFC, 2010).

The increased interest in research has coincided with significant
numbers of students entering higher education predominantly as a
consequence of government policy. HESA (2011) statistics reveal that in
2009/10, there were approximately 2.5 million students in the UK (total
undergraduate and post-graduate), compared to less than 0.9 million
in 1984/5, with the main increase coming from a doubling of full time
undergraduate numbers. The Department for Education and Skills
estimated thatin 2003/04, approximately 44% of UK 17-30 year olds entered
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higher education (DfES, 2006). The amount of teaching that takes place at
universities has never been higher. Furthermore, the changing funding of
higher education has left graduates with significant debt burdens, which
in turn has led them to seek degree courses with a stronger likelihood
of gaining well-paid employment following graduation (e.g. Barnett,
2007). At the time of writing, rapid university fee increases are forecast
in England and likely to fuel this effect. Vocational programmes such
as accounting are well-placed to take advantage of this phenomenon.

A hierarchy of student learning

As this investigation considers the relationship between faculty
research and teaching, it is worthwhile considering what is meant by
studentlearning. Accounting researchers have been enthusiasticin their
efforts to understand, explain, define and measure student learning.
Learning is frequently conceived of as a hierarchy, from the simple,
passive acquisition of knowledge to fundamental behavioural change.
Using Siljo’s (1979) interview-based research, extended by Marton et
al. (1993), students’ conceptions of learning have been classified into a
hierarchical framework, which is reported in Table 3.

Table 3 A hierarchy of conceptions of learning

1 Increasing one’s knowledge

. . Reproducing (surface approach)
2 Memorising and reproducing
3 Applying

4 Understanding

Constructive (d h
5 Seeing something in a different way onstructive (deep approach)

6 Changing as a person

Adapted from Dart (1998, p.225)
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These conceptions have been further reduced into two categories by
van Rossum and Schenk (1994), into ‘reproducing’ (or surface approach)
forlevels one, two and three, and ‘constructive’ for levels four, five and six.
The outcomes of learning are associated with the conceptions of learning
students hold (e.g. van Rossum and Schenk, 1994). In particular, low
quality learning outcomes are associated with memorisation strategies
and the need to passively acquire large volumes of information (e.g.
Ramsden, 2003).

The first three categories describe learning as a relatively
instrumental, passive process often led by the instructor. At the higher
levels, associated with the constructive perspective, learning is seen as
an active process in which learners construct their own meaning. That
is, something a student does to understand the world around them.

As the conceptions represent a hierarchy, those learning at higher
levels are also capable of seeing learning as a simple process of increasing
knowledge when the situation demands. Recent studies indicate that
changing (aligning) the learning environment to achieve higher quality
learning outcomes can be successful (see Gordon and Debus, 2002; Hall
etal., 2004; Cope and Staehr, 2005; Ballantine et al., 2008).

An underlying assumption behind the research-teaching nexus is
that linking teaching with research enhances student learning, by the
development of ‘research-type graduate attributes’ (QAA, 2009, p.2).
These graduate attributes align with the higher (constructive) levels
of learning outlined by van Rossum and Schenk (1994). The ‘Teaching-
Research Nexus’ is a Quality Assurance Agency Enhancement Theme in
Scotland and forms part of the system of institutional reviews. In this
sense, the nexus is seen as ‘a good thing’, perhaps unquestionably so,
and, arguably, much research concerning the desired nexus is agenda-led.

Combining teaching and research
At this stage it is opportune to consider how students might
experience research as part of their learning. Jenkins (2010) proposes

a model with two axes, first, students as audience and students as
participants, and second, emphasis on research content and emphasis on
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research processes and problems. These two axes create four quadrants,
as illustrated in Figure 1:

Figure 1 Implementing theresearch-teaching nexus

EMPHASIS ON
RESEARCH CONTENT

STUDENTS AS PARTICIPANTS

Research-tutored

Reading
scholarly papers

O
o

o
Students write and discuss
research papers and
articles.

Research-based

Projects,
dissertations,

Students do research

Research-led

Traditional
teaching

Students are taught a
curriculum, informed by
past research, techniques
etc

Research-oriented

Research methods,
consulting

Students are taught how do
research

STUDENTS AS AUDIENCE

Source: Adapted from Jenkins (2010)

EMPHASIS ON
RESEARCH PROCESSES
AND PROBLEMS

‘Research-led’ reflects traditional university teaching. Students are
an audience and the emphasis is on content. In particular, students are
taught to a curriculum which is heavily influenced by received wisdom,
informed by past research and well-understood techniques and accepted
best practice. Often such an approach will be supported by knowledge
widely available in textbooks. That is, well-received wisdom supported
by research often undertaken many years ago.

‘Research-tutored’ differs from research-led in that students work
with contemporary research papers and findings. Examples include
asking students to undertake a literature review or develop hypotheses.
The emphasis remains on content rather than how to do or doing research.
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‘Research-oriented’ focuses on the techniques of doing research. For
example, research methods courses, understanding statistical methods,
the philosophy of research or how to undertake a consulting project.

‘Research-based’ learning involves students solving problems or
attempting to find answers to research questions. At one level it might
involve students replicating their tutor’s research findings, or proposing
solutions to a contemporary problem based on their researching and
applying contemporary theories, undertaking a dissertation, or a work-
based consulting project as an internship.

Research-teaching nexus: A conceptual framework

To assess empirically how the research-teaching nexus might be
experienced by faculty, a conceptual model was created informed by
extant education literature. The literature review is international, multi-
disciplinaryin its nature and uses literature published over an extensive
time period. A strength of this approach is that it encapsulates a wider
universe of knowledge than could possibly be found in the accounting
and business education literatures. A limitation is that research and
learning are undertaken in a contextual environment, with a subject area
(accounting) and where societal demands on higher and professional
education are ever changing.

The literature review identifies those four sets of factors which
bound the nexus. Factors one and two relate to the two primary
stakeholders in the process (faculty and students). The third factor
relates to the curriculum that faculty teach and students study. The
fourth factor relates to faculty rewards, what motivates academics to
promote or exclude any relationship between teaching and faculty and/
or student research.

The four factors are described by a number of sub-factors, which
for ease of understanding, are framed as propositions. Each proposition
summarises what we might expect to find based on priorwork conducted
in other academic disciplines and international settings.

The literature review suggests that the relationship between research
and teaching can be described by 19 propositions, each of which should
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have a positive, negative, or mixed effect on the idea that teaching and
research should be integrated. The model and this study also recognise
the circular relationship between the factors and the research-teaching
nexus. This is summarised in Figure 2 and Table 4.

Figure2 Therelationship between teaching and research in accounting
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The four-factor, 19-proposition framework is constructed to
provide an overview of the extensive literature which has considered
the relationship between faculty research and student learning. It
is completed by means of summarising what has been achieved and
provides a platform for empirical testing via the development of a
questionnaire.

The approach taken in this literature review and the resultant
propositions paint a deliberately stark picture so the potential forces
on the research-teaching nexus are apparent. It should, however, be
emphasised that not all universities are the same and accounting degrees
can and are taught in departments where the numbers and proportions
of teaching staff active in research vary greatly. So the factors that are
identified may not necessarily exist in substantial degrees and a clear
‘middle-road’ aspect of the nexus can exist.
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Table4 Summary of the propositions supporting the model

Student issues

P1 Students value contact with researchers. +

P2 Students exposed to research are more likely to consider a career in research. +

P3 Student learning is enhanced through contact with researchers. +

P4 Productive researchers may pitch the level of their classes too high. -

P5 Productive researchers have less available time to support students. -

P6 Research skills are not highly valued by students perusing professional studies. -

Curriculumissues

P7 Research provides students with a ‘cutting edge’ to their learning. +

P8 Productive researchers provide students with the tools they need to conduct +
critical analysis.

P9 Productive researchers are better placed to supervise dissertation and project +
work.

P10 Productive researchers may distort the content of the curriculum with a desire -
to include their own research.

P11 Using contemporary research creates a potential tension with the professional +/-
curriculum.

Researcher issues

P12 Teaching stimulates the researchers’ thoughts. +

P13 Teaching allows the researcher to identify gaps in their knowledge base. +

P14  Research and teaching require different sets of personality characteristics. -

P15  The time available to undertake research is limited by other academic activities. -

Rewards issues

P16  Researchers have limited time, energy and commitment to undertake teaching -
as well as research.

P17  Faculty evaluations are likely to emphasise research productivity over other -
academic activities.

P18  Teaching alone is unlikely to enhance promotion prospects. -

P19  There are limited rewards for creating a research-teaching nexus. -

Note:

+= positive effect on integrating teaching and research

-=  negative effect on integrating teaching and research

+/-=mixed effect on integrating teaching and research

For example, P1, if students value contact with researchers this is likely to have a positive impact on
the integration of teaching and research, and conversely the interaction of teaching and research would
have a positive impact on students.
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Student perspectives

Student perspectives on the research-teaching nexus were first
highlighted by Neumann (1994), who identified the limitations of
correlational studies in this domain. In particular, as the benefits of the
research-teaching nexus relate largely to teaching, ‘students are a most
important group to consider in examinations of the teaching-research
nexus’ (Neumann, 1994, p.324).

Specifically, Neumann (1994) reported tangible benefits to students
of faculty research, as students perceive their courses to be up to date
and that their lecturer was enthusiastic about the course material.
Furthermore, faculty research is said to lend credibility to the department
and university in which they are studying (Jenkins et al., 1998). The UK
National Student Survey finds that students in departments with the
highest research scores were more positive than students in lower-rated
subject areas (Grant and Piatt, 2008).

Within the discipline of accounting, Cullen et al. (2004) describe how
students value contact with researchers when using case studies in a
class developed by the teaching faculty. In the US, Bell et al. (1993), using
survey methods, report that accounting faculty teaching evaluations
are positively correlated with research productivity. Collectively, these
findings lead to the following proposition:

Proposition P1: Students value contact with researchers

Lindsay et al. (2002) interviewing undergraduate and post-graduate
students from eight different disciplines identify the positive effect
research-active faculty may have on future research career considerations.
For example, a master’s student of Anthropology, stated (p.309):

If you are setting people on the road to research then it’s... quite
obvious, that if the lecturer isn’t involved in research themselves, how

can they do this?

Within accounting, and especially in the United States (US), there

is arecognition that there is a shortage of accounting PhDs, particularly

Teaching and research: Partners or competitors?



in the areas of auditing and information systems (Plumlee et al., 2006).
The shortage is said to reflect the scarcity of supply of just graduated
PhDs. For example, the American Accounting Association notes a decline
in accounting PhDs graduating in the US and Canada from 195 in 1989
to 110 in 2001 (Fogarty, 2006). The Felix Committee (2006) surveying
accounting department chairpersons in the US and Canada identifies an
estimated shortage of 500 available faculty in 2005-2008. The situation
is made more acute with the relative attractiveness of careers in public
accounting. Growing demand for accounting PhDs reflects the numbers
of faculty destined to soon retire (Felix Committee, 2006), along with
increased demand for accounting majors created by increased regulation.
This leads to the following proposition:

Proposition P2: Students exposed to research are more likely to consider a
careerinresearch

Elton (2001) contends that ‘a positive research and teaching link
depends on the nature of students’ learning experiences’ (p.43). Jenkins
et al. (1998, p.133) identify the benefit of faculty research to students
is ‘the sense it gave them of staff as people and as learners’. Faculty
involvement in research is said to demonstrate their enthusiasm and
their commitment to learning. Student support for learning in an
environment where research is conducted is also identified by Jenkins
(2004) and Hunter et al. (2005).

In accounting, Cullen et al. (2004, p.251) describe the development
of empirically-based case studies concluding:

When real ‘messy stories’ of accounting in context are used within
a problem-based learning context, they can play a significant role in
meeting the challenges facing accounting education.

Students’ approaches to learning (SAL) research is popular with
accounting educators in Australasia and the UK. For example, a SAL
literature review identified 21 empirical studies undertaken in the field
of accounting education (Duff and McKinstry, 2007). This collective
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literature is based on an assumption that improving student learning
requires the development of a so-called deep approach to learning.
Specifically:

A deep approach entails looking for meaning in the matter being
studied and relating it to other experiences and ideas with a critical
approach. (Duff, 2004, p.57)

A deep approach may be fostered by presenting material of high
perceived relevance to students’ interests (Fransson, 1977) and the
interests and enthusiasm shown by the lecturer (Ramsden, 1979). For
example, in accounting, Cullen et al. (2004) demonstrate how case studies
can be used in a problem-based learning context to develop deep learning.

Collectively, these findings identify the implicit assumptions behind
the research-teaching nexus, that research enhances teaching quality,
which improves student learning, leading to the following proposition:

Proposition P3: Student learning is enhanced through contact with
researchers

Vidal and Quintanilla (2000), surveying academics in Spain, identify
that the most specialised research may affect the most general and
basic courses negatively. Goldstein and Neugebauer (1995) provide an
account of distinguished physicist Richard Feynman who attempted to
integrate research and teaching through deep scholarship. Feynman’s
introductory physics class was so insightful that many faculty chose
to attend, yet student attendance declined rapidly. Elton’s (2001, p.52)
critique of Feynman’s disappointing experience was that:

Academic teachers think of students in terms of their own student
experience and rarely if ever verify how typical it is from the viewpoint
of their own students. Since only a few students become academics,
it is of course, the very opposite of typical.
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In accounting, Swain and Stout (2000), surveying recent PhD
graduates, identify that for new faculty teaching development is a
personal development, rather than a component of their doctoral
programme or academic employers. Such a finding suggests newly-
qualified PhD holders, rather like Feynman, are reliant on an awareness
of their own learning rather than that of their students. Collectively,
these findings lead to the following proposition:

Proposition P4: Productive researchers may pitch the level of their classes
too high

Both Jenkins et al. (1998) and Lindsay et al. (2002) identify that
students perceive research-active lecturers to be less available than
teachers not engaged in research. For example, Lindsay et al. (2002, p.309)
report the following quote from a Master’s student of Environmental
Management:

You've got this, in the back of your mind, if you go and see somebody,
you know that you can’t go and talk to them for too long, because
they’re always really busy, you know

This issue is said to be more acute for post-graduate students who
often pay fees and living costs themselves (Lindsay et al., 2002).

Relations between teaching and research have also been examined
at an institutional level by Astin (1993) and Astin and Chang (1995).
Sampling 200 four-year undergraduate colleges in the US, both studies
reported that colleges with a research-led mission had increased levels
of student dissatisfaction. Thus:

Proposition P5: Productive researchers have less available time to support
students

Students undertaking professionally-oriented courses focus their

learning on ‘how to do the job’ at the expense of acquiring intellectual
skills such as recognising and managing complexity, uncertainty,
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addressed as a matter-of-course by researchers (Griffiths, 2004). The
requirement to impart professional skills creates a potential tension with
those components developing research skills. The burden of professional
accreditation is said to promote a ‘technical and instrumental view of
accounting’ (Sikka et al., 2007, p.3).

The pursuit of professional accreditation is said to have lead to
university degrees emphasising the rote-learning of techniques, rules and
regulations at the expense of considering the consequence to society of
extant accounting practice and organisation (Sikka and Willmott, 2002).
Furthermore, texts used in university accounting education emphasise
the professional syllabus (for example, Sikka, 1987; Ward and Salter,
1990; Ferguson et al., 2005). Professional accountancy colleges that
prepare trainee accountants for professional examinations typically
lackIT facilities, libraries, academic pastoral care and instructors trained
in research. Such colleges use rote-learning and cramming techniques
(Power, 1991) that secure good results in professional examinations, but
areill-equipped to deliver research training or promote student enquiry.
Thus:

Proposition P6: Research skills are not highly valued by students pursuing
professional studies

Curriculum issues

Researchers are said to enhance the knowledge currency of the
curriculum (Jenkins et al., 1998; Lindsay et al., 2002). For example:

You also need the research to be at the cutting edge, because there’s no
point in doing a course to find it’s outdated when you go out into the
realworld. (Master’s student, Hospitality and Tourism reported
in Lindsay et al., 2002, p.320)

In particular, students perceive the ‘benefit of research was the
enthusiasm for their discipline/research that some lecturers convey when
they refer to their own work and the positive impacts on their motivation
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tolearn’ (Lindsayetal., 2002, p.320). However, students observe a clearer
connection between lecturer research and the curriculum in those
subjects where knowledge is seen as constantly changing (for example,
biology) rather than other sciences and mathematics where knowledge
is seen as relatively static (Neumann, 1994).

Rowland (1996), interviewing 12 heads of department at one
institution in the UK, believed that active involvement in research
benefited teaching, especially at graduate level. Researchers were
believed to adopt a more holistic and interpretative approach. Leslie
et al. (1998), surveying 160 chief academic officers in the United States,
identify that 93% of respondents believed faculty research positively
affects teaching.

Vidal and Quintanilla (2000) identify that researchers can provide
a better perspective of what is going to be demanded of a specific
professional, which suggests their inclusion in curriculum development
groups, as they are closer to the cutting edge of knowledge. Furthermore,
research activities contribute to updating the curriculum, positively
affecting the most specialising courses.

In accounting, Cullen et al. (2004, p.251) report that empirically-
based case studies provide a ‘powerful means of further effecting real
accounting practice’, rather than ‘lying dormant in the pages of academic
journals’. Collectively, these findings lead to the following proposition:

Proposition P7: Research provides students with a ‘cutting edge’ to their
learning

A popularacademicview of integrating research into teaching is that
it promotes critical enquiry (Neumann, 1994; Leslie et al., 1998; Smeby,
1998; Cullen et al., 2004). Robertson and Bond (2001) describe this as a
belief that research-active academics exemplar a questioning and research
approach to learning which ‘rubs off’ onto students.

Kane et al. (2004, p.297) studying ‘excellent’ university teachers in
New Zealand quote one interviewee:
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The facts, a lot of times, are irrelevant, and they’re going to be out of
date by the time they graduate. The thing that won’t be out of date is
how scientists go about solving problems... I try to make the points
by walking students very carefully through the research that was
conducted to come up with those particular conclusions. And they’re
starting to think critically about the whole process of science...

In accounting, Kelly et al. (1999) argue for the use of research as part
of a holistic approach to learning in developing accounting students’
critical thinking skills. Collectively, these findings lead to the following
proposition:

Proposition P8: Productiveresearchers provide students with thetools they
need to conduct critical analysis

Both Jenkins et al. (1998) and Lindsay et al. (2002) identify how
students perceive researchers to be more competent dissertation or
project supervisors. For example:

She talked about using a Q-sort in research that she did earlier, and
that’s encouraged me to actually use the same methodology. (Masters
student in education, Lindsay et al. 2002, p.321)

This leads to the following proposition:

Proposition P9: Productive researchers are better placed to supervise
dissertation and project work

Jenkins et al. (1998) and Neumann (1994) identify a danger that
researchers can potentially distort the curriculum with their own research,
at the expense of providing a more holistic view of the subject area. This
is particularly so when ‘a teacher’s individual research and research
interests were seen to dominate, particularly at the expense of the aims
of the course’ (Neumann, 1994, p.335). This view surfaces in sometimes
subtle ways. For example, Jenkins et al. (1998, p.134) report the experience
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of an anthropology student when considering a research topic was being
steered towards something the lecturer was interested in ‘trying to put
her angle of research on it, and didn’t like mine at all’.

However, Lindsay et al. (2002) report that post-graduate students
tend to believe that faculty research should be seen as useful, interesting
and relevant. Such a beliefrequires ajudgement on the relationship and
suitability of alecturer’s research to student learning. That is, to benefit
from research, students need to be stakeholders in academics’ research
(Brew, 2006). This leads to the following proposition:

Proposition P10: Productive researchers may distort the content of the
curriculum with a desire to include their own research

The curricula of some professionally oriented disciplines such as
accounting (Zeff, 1989a), the built environment (Webster, 2002; Griffiths,
2004) and healthcare (McKee, 2002) are largely determined by professional
bodies. Therefore the inclusion of research at the expense of syllabus
coverage demanded by professional bodies, could conceivably lead to
content gaps in the professional curriculum.

However, the prescriptive nature of the professional curriculum
in accounting has drawn criticisms from accounting educators for
its emphasis on techniques rather than concepts (for example, Zeff,
1989b). Therefore the inclusion of contemporary research alongside a
professionally-oriented accounting curriculum with its significant focus
on reporting rules and procedural techniques creates a tension. Such a
tension could be creative, leading to the identification of the limitations
of existing techniques and methods. Alternatively, the inclusion of
research could overload an already cramped accounting curriculum. This
leads to the following proposition:

Proposition P11: Using contemporary research creates a potential tension
with the professional curriculum

Researcher issues

Issues relating to faculty have not been ignored in the literature.
Both Brew and Boud (1995) and Robertson and Bond (2001), commenting
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on the limitations of correlational studies, identify a need to consider
academics’ experience of the research-teaching nexus. Using multi-
method based research undertaken with 17 lecturers in New Zealand,
Kaneetal. (2004) report that interviewees believed teaching can stimulate
research. For example, one academic states (p.297):

Some of my best research ideas have come out in the course of teaching
inan area that is not necessarily something I do alot in, but 'mreading
it up for my teaching and think ‘oh that would be really interesting,
why don’t we do that?’

The issue of how faculty experience the understanding of their
subject matter and the relationship of this understanding to their
experience of teaching was considered by Prosser et al. (2005). Academics
who experience their subject in atomistic ways without integration,
tend to be more information transmission and teacher-focused in their
teaching. Faculty with a more integrated and holistic understanding
of their subject are more inclined to teach conceptual material. They
conclude (p.154):

We believe that one way in which academic teachers can further
develop their experience of understanding is through their research— the
scholarship of discovery. Other ways may be through the scholarship of
integration and application. In all cases the academic teacher would
need to intentionally engage in scholarship to problematise their
understanding of their subject matter.

In accounting, Hermanson and Hermanson (1996) suggest
integrating teaching and research as one strategy to increase research
productivity. This leads to the following proposition:

Proposition P12: Teaching stimulates the researcher’s thoughts

Mitchell and Rebne (1995) tested the proposition that some time
devoted to teaching and consulting are conducive to research output by
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fitting continuous piecewise linear regression models to data obtained
from US academics. They find that a combination of the complimentary
role between teaching and research and the economy of time variables.
That is, there is some optimum balance in teaching and research
workload. Specifically, their findings support the view that that up to
eight hours of teaching per week and four hours per week of consulting
serves to increase research activity.

In accounting, Coppage and Baxendale (2001) describe the
synergistic benefits of integrating teaching and research. Examples in
which the two activities are synergisticinclude: students’ bibliographies
keep the educator up-to-date relevant to their research interests; and
assistance in the construction of literature reviews in new research
interests. Collectively these findings lead to the following proposition:

Proposition P13: Teaching allows the researcher to identify gaps in their
knowledge base

One interpretation of those correlational and meta-analytic studies
that find a null relationship between teaching and research is that the two
activities require different characteristics. Drawing on a critical analysis of
the academic role, Barnett (1992), Romainville (1996) and Webster (1985)
propose that teaching and research are different roles requiring different
personal qualities. This leads to the following proposition:

Proposition P14: Research and teachingrequire different sets of personality
characteristics

Goode’s (1960) theory of role strain suggests that committing time
and energy to one job role comes at the expense of another. Therefore
committing time to teaching necessarily comes at the sacrifice of research
or consultancy activity. For example, some accounting academics
undertake consulting activities or are involved in the activities of
professional practice (for example, tax). Such a proposition is supported
by studies reporting that teaching load is negatively associated with

Teaching and research: Partners or competitors?



research output (Fox, 1992; Noser et al., 1996; Bellas and Toutkoshian,
1999; Porter and Umbach, 2001). This leads to the following proposition:

Proposition P15: The time available to undertake research is limited by
other academic activities

Rewards issues

The inclusion of teaching in a researcher’s work activity may also
act as a source of interference to their research. Considering faculty
perceptions of workload in Spain, Vidal and Quintanilla (2000) report
that excessive teaching and establishing new educational programmes
hindersresearch. Serow (2000) reports that many research-active faculty
see teaching and research as competing activities, largely as a result of
the academic reward structure. This leads to the following proposition:

Proposition P16: Researchers have limited time, enerqy and commitment
toundertake teaching as well as research

Fairweather (1993a) identifies that teaching is not a significant factor
in faculty rewards and publishing research was the most valued activity.
Similarly, faculty who publish research are paid more than peers who
spend most of their time on teaching (Marsh and Dillon, 1980; Fairweather,
1993b,1994). Leslie et al. (1998) find that chief academic officers, alongwith
other colleagues, use research publications to measure the effectiveness
of teaching. This approach they term ‘regressive determination’, which
is a result of needing to evaluate others in the presence of conflicting
norms for scholarly assessment. Considering the motivations of faculty
in Taiwan, Tien (2000) reports that faculty who seek promotion publish
in journals, at the expense of other academic duties. Collectively these
findings lead to the following proposition:

Proposition P17: Faculty evaluations are likely to emphasise research
productivity over other academic activities
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Ramsden and Martin (1996), surveying 1,489 Australian academics,
reported that 95% of respondents believed that teaching should be highly
valued, yet only 37% agreed that it was. Furthermore senior faculty, i.e.
Professors and Associate Professors saw research as their main academic
interest. More junior faculty, i.e. lecturers and senior lecturers were
inclined equally to teaching and research. These findings suggest that
research, rather than teaching, is rewarded in the promotions system,
at least in Australia. This finding leads to the following proposition:

Proposition P18: Teaching aloneis unlikely to enhance promotion prospects

Ramsden and Martin (1996), conducting a survey of institutional
polices in Australia (N=32) to recognise good teaching, identify that only
25% of respondents had developed criteria foridentifying the contribution
of research and scholarship in teaching. Other authors suggest that
the increased specialisation of knowledge means research is remote
from what students need to know, leading researchers to separate their
research from their teaching (Smeby, 1998; Brew, 1999). Robertson and
Bond (2001) suggest the way in which faculty development tends to
emphasise teaching, rather than research, encourages further separation
rather than integration. Collectively these observations lead to the
following proposition:

Proposition P19: There arelimited rewards for creating aresearch-teaching
nexus

summary

In broad terms, the extant higher education literature identifies a
range of issues that influence the research-teaching nexus. For the sake
of clarity, these are grouped into four categories. These are labelled
student issues, curriculum issues, researcher issues and rewards issues
—see Figure 2.

It is important to recognise that this framework is international,
multi-disciplinary and includes research which could be considered by
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some as dated. The issue of time is important, as the environment of
higher education is constantly changing with academics and universities
subject to a plethora of temporal demands, for example: increase
research productivity; enhance student support; examine employability;
commercialise research; and make education and the profession more
inclusive. Initiatives wax and wane, so strategy at any level is rarely
static. With this ‘health warning’, five important conclusions can be
drawn from the literature:

1. Studentstend toview facultyresearch in a positive lightin three ways.
First, students value being taught by researchers as they view these
faculty as expert in their area. This adds significant credibility to the
programme of study. Second, seeing faculty as researchers allows
students to see research as a viable career choice, in a similar vein to
being exposed to practitioners during an industrial placement. Third,
faculty research can improve student learning as it gives students a
sense of faculty as learners themselves, rather than transmitters of
knowledge or assessors.

2. However, faculty research can also potentially influence teaching in
some negative ways. For example, research active faculty may not be
readily available to support students when they have the competing
pressure of undertaking research. Also, there is the risk that faculty
keen to communicate their work may pitch their classes too high.
In addition, the professional nature of accounting emphasises
learning ‘howto do ajob’, or ‘become a business leader’ and acquiring
significant volumes of technical knowledge along the way. This is in
contrast to broader educational objectives such as developing higher
level intellectual skills.

3. Considering the curriculum, research is said to enhance the value of
knowledge, by making learning cutting edge, rather than a selective
body of past research and knowledge. The inclusion of contemporary
academic research promotes critical enquiry by students, forcing them
toaddress contemporaryissues in accounting, buisness and the social
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and economic environment. Researchers are sometimes also seen as
the only credible supervisors of student projects and dissertations,
as they too are actively engaged in the business of undertaking study
and writing up findings in a competitive environment. In addition,
pressures to include research can distort a curriculum, especially when
competing pressures exist to include professional studies.

Teaching is also said to help researchers identify gaps in their own
knowledge and stimulate their thinking. However, these benefits are
achieved at the cost of role strain, whereby performing one task must
invariably limit productivity in another. Role strain is significant
for academic workers, as teaching and research require different
attributes: the gregarious actor versus the bookish archive librarian.
Alongside teaching and research, many academics also need to find
time to administer, manage, lead and consult.

Finally,in a higher education sector driven increasingly by managerial,
rather than collegial, mechanisms it is necessary to consider
the extrinsic rewards available. Evidence points to research and
administration being more highly valued than teaching. A research-
teaching nexus may sound attractive to higher education leaders,
but, at this juncture, few explicit rewards exist for creating such a
connection.
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4. Research findings

Key findings from interviews with professional bodies
Stakeholders’ influence on the professional syllabus

To examine how academic research might influence the professional
accounting curriculum requires an understanding of who the
stakeholders of professional accounting bodies are. Overwhelmingly, all
six bodies identified employers as a key stakeholder to be consulted on
the curriculum. In some instances, students’ and newly qualifieds’ views
would be sought. However, employer perspectives were paramount, for
example:

The big picture of, you know, what we need to be assessing, how we
need to be assessing it. The themes can come more from the employers
because we have to berelevant and the employer... Imean we’re always
benchmarking our qualification with employers saying like ‘Is it fit
for purpose? Does it meet your needs? Does it reflect what they’re
actually doing in the workplace? Does it equip them to do things in
the workplace?” On the big picture and big topics, if the employers say
‘We don’t want it,” it doesn’t go in. Ultimately we have a commodity
qualification which we want employers to take and train their staff
in and there are other competing qualifications out there. If we come
up with something that’s not recognised as relevant to the needs of
the employer, they’re going to say ‘Why the hell have you got that in
there?” (PB3)

In general, the professional bodies were keen to produce newly
qualified accountants who could be quickly equipped with the necessary
technical skills. This would enable them to earn fees from clients or be
placed in more responsible managerial positions in industry, commerce,
or public services. Consequently, ‘the big picture’ and ‘the big topics’ are
frequently ignored. For example, world poverty, the environment, and
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the (lack of) regulation of financial markets would rarely be considered by
undergraduate students. Such a situation resonates with longstanding
academic criticisms of accounting education. Specifically, the focus on
technical rules, rather than principles, makes for poor accountants in
the long-term (e.g. Albrecht and Sack, 2001; Cooper et al., 2005; West, 2003;
Williams, 2004; Sikka et al., 2007).

Role for academic research in the professional curriculum

In general, academic research was seen as only having potential
to impact the professional curriculum. This reflected two factors.
First, the technical nature of the curriculum and the need to teach
significant quantities of accounting techniques and rules, limited the
scope for the inclusion of academic research. Second, a belief held by
some interviewees that academics’ individual research interests greatly
influence their beliefs on what the curriculum should contain. For
example, a social and environmental researcher may see sustainability
work in all its guises, such as assurance, business and professional
ethics, reporting, internal control and accountability, as needing
coverage within the curriculum. Therefore, academics and their research
interests were viewed as somewhat partisan and detached from the
needs of professional students and employers. One professional body
representative thought that there was an absence of a forum to enable
such a dialogue to take place:

Isuppose... Ithink one of the things we maybe need to try to think about
is a forum where there’s a dialogue between the actual academics who
are thinking about the research areas they’re going to be researching
in and a professional body or professional bodies saying ‘Well, why are
you doing that? What relevance has that to me?” and understanding
better... the things that are coming down. ... at the moment... there
is not an on-going, big dialogue between [name of professional
body removed] the [education] department and researching
academics. There isn’t that dialogue. I don’t think there’s a forum for
that dialogue. (PB3)
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Organisation of professional accounting bodies: education and
research

For five of the six bodies interviewed, research and education were
structurally separated. In only one, CIMA, were education and research
located within the same function and this was a recent development.
For the five bodies where research was separate, this reflected a view that
research and education were quite different things.

Generally, research was seen as either related to technical activities
of the relevant body, or something ‘out on its own’. Educationis seen as
an activity that generates substantial income for the professional bodies
with student fees, examinations, training revenue and the eventual
annuity created by the successful student paying a membership for the
rest of their professional career, along with other associated revenue
relating to continuing professional development.

Why do professional bodies fund academic research?

As universities and accounting graduates provide the link
between education and research in professional bodies, the finding
that professional bodies fund academic research to support individual
academics and the subject of accounting is as expected. Usually,
interviewees regarded this as an ‘altruistic’ motivation.

Further questioning revealed three underlying motives behind
this proposed altruism. One body identified that research support
might encourage individual academics to value a particular body which
they would subsequently communicate to their students. Supporting
research becomes a form of marketing device whereby the grant holder
becomes better informed about a body and supportive of its mission. One
professional body educator was quite overt about this primary objective
for funding academic research:

I think one blunt reason for funding academic research is that the

professional bodies want to form a good relationship with academics
for marketing because the more that academics value a particular
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professional body, the more likely they are to speak well of them in
the classroom, the more well informed about that professional body
students will be when they finish. So any professional body will want
to get good brand recognition amongst the academic community and
can use research funding to do that. (PB3)

Second, research provides support for a technical function to make policy
recommendations to influential bodies. In such an instance, the body
is highly selective of the research theme and methodology employed:

If the topics are seen to be something that will give insight, help
develop policy and help inform debate, I think they’re definitely some
that will help. (PB6)

One professional body prioritised the policy agenda above the links with
academics:

One is to affect the policy agenda in the areas that their research
strategy follows and I think secondly it’s to provide support for
academics in university where students come from. ...I think one
of the reasons is definitely to keep links with universities where, I
guess, the vast number of students come from then do professional
qualifications. (PB4)

A third motivation is that research is an objective of the institute.
That is, research is a raison d’etre of the professional body, or another
interpretation is that, research occurs for legitimacy reasons. Funding
academic research locates the body with other professions with
potentially higher aspirations and clearly distinct from (lesser) trade
associations.

We have a public interest duty... [our funding is| to benefit and
advance.. accounting... (PB4)
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Key findings from interviews with academics
The lack of a nexus

The interview evidence suggests that linkages between teaching
and academic research are relatively minimal in accounting academic
departments. Fundamentally, the research underpinning accounting
textbooks relates to past techniques, rules and concepts. Research
does, to a degree, influence the curriculum, but it tends to be confined
to a selective body of research undertaken by pioneering academics and
professionals, see Kitchen and Parker (1980) for a discussion. Thus the
research-teaching nexus in accounting is largely limited to the ‘research-
led’ quadrant (students as audience — emphasis on (historical) research
findings) described in Figure 1. The lack of a nexus reflects four factors:

1. Relatively restrictive role of accreditation and the imparting necessary
technical material

Within this there existed a continuum of views. However, the
majority of interviewees saw accreditation as a restrictive force and
something that discouraged lecturing staff from developing their own
curriculum based on their interests, motivations and skills.

The curriculum s totally tied to the Chartered Institute of Accounting
[sic] - shamelessly so. Soin order for students to gain exemptions from
specificmodules of the professional accounting bodies, they shamelessly
link the curriculum and tick boxes in order to achieve that. Which is fine
ifwe are telling our students that they must become accountants when
they grow up, but if we are pretending for a second that we are giving
an undergraduate education with a view to producing researchers for
the future, I believe we are killing any kind of element of knowledge
for knowledge sake I think. (AC17)

Some suggested this was driven directly by student demand. For
example:
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Sowe’d say mine would be looking at the exemptions for the accounting
courses, contacting the professional bodies to ensure that, you know,
the modules that we’re covering within each of our programmes meet
what they require us to cover in order that the students, when they
complete them, get their exemptions. (AC7)

Staffresistance also determined the view on the role of exemptions.

For example:

I'think what determines the curriculum there are a number of things.
One is the professional body, ACCA, in that we get the maximum
exemptions from the ACCA papers and obviously the curriculum has
to tie in with that. (AC16)

When staff were older, and had taught a subject area for a lengthy
period, it was likely they might adopt a more conservative approach:

It’s also got something to do with maybe the age of lecturers at this
institution in that I know the average age of lecturers is fairly high in
every institution, but here, you know, it’s equally high and maybe a
little bit higher than elsewhere. (AC16)

So for some staff, teaching an accredited syllabus is what teaching
accountingis about, particularly for professionally-qualified lecturers. As
many accounting teaching staff are not research active, the professional
bodies’ curricula is an accounting degree.

2. Highstaff-student ratios inrelation to other departments reduces the capacity
to include more research material

When barriers to making the curriculum more research-focused were

considered, resource constraints were inevitably identified. In some
instances, the resource issue was bundled with accreditation:
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There is an awfullot of teaching. I know they keep saying ‘More people
ought to doresearch. More people ought to doresearch’. But at the end
of the day, it seems to be that everyone’s interested in trying to get the
students taught and get the exemptions there. (AC12)

In otherinstances, the resource-intensive nature of linking research
to student learning was evident.

Well that’s what’s really concerning me. If you’re teaching, I don’t
know, a traditional arts discipline in a university with a very low
staff-student ratio [SSR], I think that’s a fantastic idea. Given the
kind of SSRs we’re working with, I don’t know if I want to be deluged
with students. I'd be quite interested in the idea, but it would become
an awful chore, wouldn’t it? (AC4)

3. Resistance among faculty to change, with significant numbers of academics
not research active

Academicresistance to change was also evident. Unlike many other
university disciplines, many accounting faculty are not research-active
and do not possess a PhD (see for example, Brown et al., 2006). Traditional
universities have seen a rise in the recruitment of teaching fellows,
typically professionally-qualified, but not holding the PhD required for
alecturing post. So to progress, academics need to register for a PhD:

We’re all being led into this have to have PhDs and all this - could be
very specialised areas - and maybe if there was more freedom that people
could just pursue what was interesting to them, do you know what I
mean, it might link better back into teaching. (AC13)

At the same time, the level at which staff are expected to teach
is changing. Increasingly, taught post-graduate students populate
accounting departments, in contrast to the large proportion of
undergraduate students and, in some institutions, professional students
following professional courses. Tensions are inevitable:
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Ifyou teach post-graduate there’s an expectation that the people doing
the post-graduate [teaching] are capable of doing their own research.
Soifyou’re teaching post-graduate and you haven’t done any research
yourself, I think that’s very unfair on both parties. (AC14)

4. The Scottish anomaly

The status quo is different in Scotland with four-year honours
undergraduate programmes being the norm. Historically, a select number
of students would progress from the three-year ordinary programme to
honours. A three-year ordinary programme would be similar to a three-
year honours programme in the rest of the UK. Reflecting employer
demand, it is now common for the majority of students in Scotland to
follow an honours programme. Scotland, therefore, provides something
of a contrast to the norm and, as a form of natural experiment, identifying
what happens if accreditation occupies both a smaller proportion of, and
the lower reaches of, the curriculum.

With the accredited material covered, staff can develop bespoke
optional courses and courses at honours level aligned to their own
research interests and perceived needs of students in future years. For
example:

By the time they’re in the fourth year we’re not worried about
accreditation and that opens up all sorts of research interests. So
my fourth year finance module is basically the things that I'm most
interested in researching. So I teach corporate governance, I teach
insider trading, dividend analysis and this sort of stuff because by
then no worries about accreditation. We’re into fourth year, we’re
into honours and that’s a completely different experience to first year
teaching where it’s completely unrelated to research in my view -
certainly my own research I think. (AC3)

Well, like even the research methods course where they’re given
scholarly papers and are asked to assess them and in other courses,
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certainly in the third and fourth year, they have to write appraisals of
published research and things like that. So you get a lot of this stuff.
[Name of colleague] does a lot of research-based work with them. I
mean 99% of our students do a dissertation for a start, but again third
and fourth year they’ve tons of other projects. (AC10)

Overall, comments from interviewees in Scotland were positive
about the concept and operation of the honours year. An enlarged
programme of study appears to have a beneficial impact on student
learning and staff motivation.

Conflicting job roles

Employment in the 21st century university requires the academic
to fulfil a multitude of roles as a teacher, researcher, a recognised expert,
consultant, manager, academicleader, student counsellor, schools liaison
officer, among others. Two major sources of conflict were recognised.
First, time pressures:

...because time pressures are part of our job and so, you know,  haven’t
been able to do any research in the last six weeks pretty much because
of, you know, sheer volume of students and volume of teaching that
I'm dealing with. So in terms of that, that’s the only conflict I would
say. It’s the time conflict between having the two... You know, if we
see that myrole is two key roles, researching and lecturing, then they’ve
got to be balanced in some way and, as I say, sometimes definitely the
research takes a back seat because of the conflicting requirements on
my time of the teaching/ lecturing. (AC18)

Having to perform a multitude of tasks inevitably creates conflict,
here characterised as time conflict. What is interesting is that the lack of
anexus means that teaching and researching are not seen as compatible.
Therefore, the time an academic invests in teaching does not spill-over
into research and vice versa. For example:
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...researching social/environmental accounting, I suppose the reason
I don’t teach more of it is the difficulty of actually fitting it into the
curriculum. You know, ideally Iwould like to see a compulsory module,
a 20 credit module that all students do, but I just couldn’t find room.
(AC2)

For some academics without a research background, the demands
of teaching meant that the opportunity to start research was delayed:

The reason it took me so long to get involved seriously in research
was time pressure I suppose and having come in through very much...
You know, coming from a professional background and teaching
professional courses to begin with, I suppose originally my role was...
Tjust saw my role as being a lecturer because that’s what I understood
the role to be and it took me a while to realise that, you know, there
was this opportunity of doing research. (AC2)

The second source of conflict was expressed as the different personal
qualities required for the different job roles academics were increasingly
being asked to perform. When an academic was forced to prioritise
activities, research often came to the fore:

I'would argue that research is important. It’s probably one of the top,
but thenyou will have the argument if you’re going to just doresearch,
then why do you have to be in a university because universities are
there to teach students. You can go into a research centre or, you know,
research institution. You don’t have to be in a university to be just a
researcher. (AC9)
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Research not often seen as vital for the curriculum

Two factors were identified by interviewees as reasons why research
may not influence the curriculum. First, there is a significant time
lag between the latest research findings being accepted within the
curriculum. This is not necessarily because professional bodies do not
consume research, more that research takes time to pervade practice.
Interview AC10 explained:

...there’s a hell of a time lag between some research and for it to be
integrated into either policy or practice - you know, for professional
bodies to take it on. (AC10)

Second, some interviewees suggested that there was conservatism
within the professional curriculum. Thatis, curricula tends to emphasise
the technical and significant change tends to occur only when some
seismic shift occurs within the profession. For example, a strengthened
interest in business and professional ethics as a response to the global
corporate governance and accounting scandals that occurred at the turn
of the century. Interviewee AC2, expanded this point:

I'think the professional curriculum is quite conservative. So although
each body amends its curriculum with a big launch/re-launch
increasingly frequently, very often the changes are cosmetic and done
for marketing reasons rather than being based on research. (AC2)

No consensus on whether research and teaching go hand in hand

An aim of this research is to examine the relationship between
research and teaching. An important finding of this research is that
interviewees had quite mixed views about this. A continuum of views
were found. At one pole, some believed that researchers made the most
enthusiastic colleagues and teachers. These individuals were the most
committed to their subject and were committed to promoting change
within the discipline and the academic community. For example:
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If somebody is making the effort to do some research, then they tend to
be afairly enthusiastic, committed member of staff who'll also be good
at teaching. I can’t think of the opposite. I can’t think of any colleagues
anywhere I've worked with whose research has dominated to such an
extent that they see teaching as a secondary, lesser activity. (AC2)

Others saw research as an activity that did not necessarily improve
teaching with evidence, for example, student ratings of teaching, that
some non-research active staff could be very effective teachers.

A middle ground existed, which seemed to recognise diversity in
faculty. Enthusiasm for research was not necessarily a bad thing, but
that ultimately, research gave staff an advantage:

But if you're doing research it generates other academic qualities
because if you're good at research and you’ve learned how to teach, how
to help people learn, then you will automatically improve the quality
of your teaching in a way that I don’t think anything else can help you
do it. Research to me is as helpful to the person teaching accounts as
having qualified as an accountant. It just gives you that edge that you
don’t have otherwise. (AC1)

Key findings from questionnaire completed by academic staff
Response rates

From the population of 1,394 UK accounting academics, 247 useable
responses were received, representing a response rate of 17.7%.

Demographics

The demographics of the survey respondents are reported within
Appendix 1 in Tables A1, A2, A3, A4, A5, and A6. As might be expected
the majority of respondents worked in England, although significant
numbers worked in Scotland reflecting the historic strength of academic
accounting in Scotland (Appendix 1, Table A1). Two thirds were men
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(Appendix 1, Table A2) and over 60% were aged 46 or older (Appendix 1,
Table A3). Seventy percent were in a promoted post (Appendix 1, Table
A4). As might be expected, teaching was the most significant activity
(42%), with research and research-related activity accounting for 33% of
academics’ time (Table A5). Finally, over 70% had accrued 11 or more years
experience as working as an academic (Appendix 1, Table A6).

Questionnaire findings

Four questions were asked at the start to elicit respondents’ views on
the relationship between their research and teaching. The results are
reported in Table 5.

Table 5 Respondents’ personal views on the relationship between teaching
and research

1 | Teaching activity should be linked to research activity 3.96 M

2 | The quality of my teaching is enhanced by my research L
activity 4.10

3 | The quality of my research is enhanced by my teaching L
activity 3.41

4 | Approximately how much of your teaching is linked to | 30.6% L
your research

Notes

1. Ttems 1-3 reflects the mean based on a scale where 5 = strongly agree to 1 = strongly disagree

2. Item 4 reflects the mean % provided by respondents

3. Agreement shows the level of consensus where: VH, Very high (SD < 0.7); H, High (0.7 < SD. <0.85);
M, Moderate (0.85<SD. <1.0); L, Low (1.0 < SD. <1.15); VL, Very Low (>1.15).

In general respondents believed that the quality of their teaching
was enhanced by their research activities, however defined and, toalesser
extent, that their research was improved by their teaching. Itis important
tonote that thelevel of consensus achieved was relatively low, suggesting
many did not feel their research and teaching were linked. In particular,
statistical testing (chi-square) identified that those respondents who
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had been entered into the 2008 RAE believed that teaching should be
linked to research and that the quality of research and the quality of their
teaching was mutually reinforcing.

Overall, respondents considered that around 30% of their teaching
was linked to their research activity. However, again, consensus was
relatively low. To explore the variation in responses a number of
statistical (chi-square) tests were undertaken with potential exploratory
demographic factors. It was found that experience (in years of service),
seniority (possession of a promoted post) and research activity (if entered
in RAE 2008) were significant explanatory variables. More experienced,
more senior staff and those entered in the most recent research selectivity
exercise all reported, to a statistically significant level, that their teaching
was linked to their research activity.

However, it is important to realise that a strong positive theoretical
and empirical relationship exists between these variables. That is, more
experienced staff are more likely to be on a promoted post and more
senior staff were much more likely to be entered into the 2008 RAE. For
example, over 70% of promoted faculty were entered into the 2008 RAE.
Conversely, over 70% of unpromoted respondents were excluded from
the same selectivity exercise.

These findings suggest that a research-teaching nexus is a reality
for the promoted research-active faculty, but much less so for their
unpromoted, non-research active colleagues. However, it is plausible
that this finding is open to interpretation, where accounting faculty
conceive of research in terms of faculty research, rather than student
enquiry, as proposed in Figure 1 (‘Implementing the research-teaching
nexus’ in chapter three).

Questions (items) were devised to capture the matters that describe
each of the factorsidentified in the chapter two from the prior education
literatures. Each of the 19 factors is described in terms of a proposition,
that is, a positive statement that explains what the researcher would
expect to find. These propositions are defined in Table 4 (chapter three).
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Survey findings at a proposition level

Chapter three developed a 19-proposition framework, articulated
in Figure 2 (chapter three), as a means of communicating the diverse
education literature which has considered the topic. Naturally, it is
difficult to empirically replicate such a framework which intends to
project the diversity and generality of themes examined by education
researchers in different subject areas, at different moments in time and
in different national and cultural contexts. The 19 propositions then
clearly, even starkly, identify what we might expect to find in a generic
higher education setting.

With these caveats, it isnonetheless useful to consider the weighted
scores on the 19 propositions (see Table 6).

Table 6 Means and level of consensus for 19 propositions

P16 | Researchers have limited time, energy and commitment to Rw - | 440 H
undertake teaching as well as research

P9 | Productive researchers are better placed to supervise C + | 3.98 H
dissertation and project work

P15 | The time available to undertake research is limited by other Re - | 385 L
academic activities

P8 | Productive researchers provide students with the tools they C + | 381 VH
need to conduct critical analysis

P17 | Faculty evaluations are likely to emphasise research Rw - | 377 H
productivity over other academic activities

P12 | Teaching stimulates the researchers’ thoughts Re + | 3.58 H

P3 | Student learning is enhanced through contact with S + | 3.56 VH
researchers

P2 | Students exposed to research are more likely to consider a S + | 3.52 M
career in research

P7 | Research provides students with a ‘cutting edge’ to their C + | 3.49 VH
learning

P1 Students value contact with researchers S + | 345

P13 | Teaching allows the researcher to identify gaps in their Re + | 332

knowledge base
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Table 6 Means and level of consensus for 19 propositions (Cont.)

P5 Productive researchers have less available time to support S - | 331 VH
students

P14 | Research and teaching require different sets of personality Re - | 327 M
characteristics

P19 | There are limited rewards for creating a research teaching Rw - | 316 H
nexus

P10 | Productive researchers may distort the curriculum by C - | 3.08 H

wishing to include their own research

P11 | Using contemporary research creates a potential tension C +- | 3.07 H
with the professional curriculum

P6 Research skills are not highly valued by students perusing S - | 2.90 H
professional studies
P4 | Productive researchers may pitch the level of their classes S - | 265 VH
too high
P18 | Teaching alone is unlikely to enhance promotion prospects Rw - | 215 VH
Notes

1. Mean reflects the mean based on a scale where 5 = strongly agree to 1 = strongly disagree

2. Category: C = Curriculum issues; Re = Researcher issues; Rw = Rewards issues; S = Student issues.
3. Agreement shows the level of consensus where: VH,Very high (SD < 0.7); H, High (0.7 < SD. <0.85);
M, Moderate (0.85 <SD. <1.0); L, Low (1.0 < SD. <1.15); VL, Very Low (>1.15). <1.2)

The most highly ranked items tend to relate to positive aspects
of the expected nexus, while the least ranked items relate almost
exclusively to negative aspects. In broad terms respondents viewed
time to undertake research as a major constraint on undertaking other
academic activities, which could be equally as worthwhile. Why research
is seen as valuable is that it seems to be frequently used as a measure of
individual performance in faculty evaluations.

Some of the positive aspects of the mutuality of research and
teaching include the idea that active researchers are well-placed to
supervise project and dissertation work, now common elements of taught
post-graduate education in accounting, and their ability to assist students
critically analyse problems. Likewise, teaching itself is seen as a means
of stimulating a researcher’s thoughts.

The propositions ranked the least are, arguably, the most
controversial ones arising from the literature. In particular, respondents
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disagreed with the proposition that teaching would not enhance
promotion prospects, perhaps because lecturing is a key element of most
academics’ job roles. Also not finding favour were ideas that students
studying a professional programme such as accounting are likely to see
research as unimportant; it is plausible that some academics have chosen
to integrate their own research and thinking within their teaching and
this has found favour with students.

Similarly, ideas that research can distort the curriculum and that
researchers may potentially pitch their classes at too high a level were
dismissed. These ‘controversial’ propositions were largely derived
from scientific and technical subject areas where moderating forces,
such as professional accreditation, are arguably less and where research
funding and facilities provide a substantial part of the funding available
to a department; in such instances, students benefit from some of the
spillover effects of enhanced laboratory facilities and technicians.

Survey findings at an item level

Complete findings are reported in Table A7 in Appendix 1. For ease
of analysis, the 10 most important items and 10 least important items
are considered here.

Most highly rated items

Table 7 reports the ten most highly ranked items. The most highly
ranked items tend to focus on the positive effects of research on student
learning (P3) and on curriculum issues, which in particular, promote
critical thinking. Conversely, the negative effects of few extrinsic rewards
(P16 and 17) are also highlighted.
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Table 7 Most ranked items

1. Students enjoy learning activities based on real world examples from 3| 448 VH
accounting and finance practice

2. Excessive teaching workload and the establishment of new educational | 16 | 4.40 H
programmes hinders research

3. Accounting and finance faculty who publish research are rewarded 17 | 4.14 M
more than peers who spend most of their time on teaching

4. Itis clear good scholarship, in the sense of remaining aware of the 3| 4.09 M
latest research and thinking within a subject, is essential for good
teaching, but not that it is necessary to be active in cutting-edge
research to be an excellent teacher.

5. Empirically-based accounting and finance case studies provideameans | 7 | 4.03 H
of demonstrating real accounting practice

6. Using research as part of a holistic approach to learning assists in 8| 4.01 H
developing accounting students’ critical thinking skills

7. Students enjoy learning activities based on real world examples from 3| 4.00 H
research
8. Teaching is not a significant factor in faculty rewards and publishing 17 | 3.99 L

research is the most valued activity

9. Integrating accounting and finance research into teaching promotes 8| 3.99 H
critical enquiry on the part of students

10. A supervisor’s expertise in a particular methodology motivates 91 398 H
students to use similar methods in their own research

Notes

1. Mean is based on a scale where 5 = strongly agree to 1 = strongly disagree

2. P = proposition to which item relates

3. Agreement shows the level of consensus where: VH (SD < .7); H, High (.7 < SD < .85); M, Moderate (.85
<SD <1.0); L, Low (1.0 < SD <1.15); Very Low, VL ( > 1.15)

In general there was a good degree of consensus to all these items,
with one exception: ‘Teaching is not a significant factor in faculty rewards
and publishing research is the most valued activity’. This divided
respondents with a good number disagreeing, despite the high score.

It seems clear then that respondents believe that faculty research
has a positive effect on student learning, but by and large, such efforts
go unrecognised by institutions. An alternative interpretation could be
thatresearch facilitates better teaching naturally, where scholarly activity
has a positive effect on teaching and research. Researchers also reap the
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rewards in other ways: extrinsically via promotions; and intrinsically by
promoting more critical enquiry.

Least highly rated items

Those items with the lowest scores are reported in Table 8.
Encouragingly, the item with the lowest score was ‘My research interest in
accounting and finance has meant T have become bored and disinterested
in teaching the subject’ and a high degree of consensus was achieved. At
least it seems that involvement in research does not limit accounting
academics interest in teaching the subject.

The otheritems which achieved low scores generally had alow level of
consensus, suggesting there is considerable variation within the sample.
These items tend to relate to issues concerning students or extrinsic
rewards.

The lowest ranked items include many of the more controversial
questions relating to student learning and derived from the education
literature such as:

+ Accounting and finance students need professional skills, not research
skills.

+ Students undertaking professionally-oriented courses should focus
their learning on ‘how to do the job’.

+ Teaching staff who are involved in research are more committed to
student learning.

+ Including specialised accounting and finance research in the curriculum
leads to lecturers pitching the course too high.

Respondents then do not see research activity as having a significantly
detrimental effect on teaching. However, the level of consensus tends to
be low, so a variety of views do exist.
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Table 8 Least ranked items

1. Including specialised accounting and finance research in the curricu- 4| 285 L
lum leads to lecturers pitching the course too high

2. Research-active staff are able to provide a better perspective of what is 7| 284 L
demanded of an accounting/finance professional

3. Accounting and finance research publications are frequently used to 17| 2.82 L
measure the effectiveness of an academic in teaching

4. Accounting and finance academic staff development tends to empha- | 19 | 2.74 VL
sise teaching rather than research

5. Time devoted to teaching is conducive to accounting and finance 13| 2.67 M
research output

6. Teaching staff who are involved in research are more committed to 3| 2.66 L
student learning

7. Students undertaking professionally-oriented courses should focus 10 | 2.61 VL
their learning on ‘how to do the job’

8. Accounting and finance students need professional skills, not 11| 2.46 L
research skills

9. Teaching quality is valued more highly than research at my institu- 18| 215 VL
tion

10. My research interest in accounting and finance has meant I have 4| 1.86 H
become bored and disinterested in teaching the subject

Notes

1. Mean is based on a scale where 5 = strongly agree to 1 = strongly disagree

2.P=

Proposition to which item relates

3. Agreement shows the level of consensus where: VH (SD <.7); H, High (.7 < SD < .85); M, Moderate (.85
<SD <1.0); L, Low (1.0 < SD <1.15); Very Low, VL ( > 1.15)
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Summary

This chapter has reported the findings from interviews with
accounting professional bodies and interview and survey findings with
accounting academics. The main findings are:

+ Professional bodies commission research to: support university
departments of accounting; develop technical policy; be used to lobby
policy makers; fulfil a public interest mission; and enhance their
identity as a profession.

+ Academics believed that students enjoy the authentic and
contemporary nature of research and the potential research holds to
sharpen students’ critical thinking skills.

+ Relatively little interaction occurs between teaching and research in
accounting departments in universities. This reflects the presence of
accreditation requiring the teaching of significant technical material,
resource constraints encountered by university departments and some
resistance from staff.

+ Researchwas not seen asvital for the professional curriculum because
of: the significant time lag between research becoming accepted
wisdom; the need to include significant amounts of technical material;
and a desire not to include to so-called ‘big picture’ or ‘big issues’ which
may not fit with the current thinking of powerful employer groups.

+ When research informed teaching, it was generally the case that
students were audience, or passive recipients rather than being
actively involved. For example, students would read journal articles
or consume their lecturer’s own research. Therefore, student enquiry
was not fostered, for example, by students being asked to undertake
some form of their own research. An exception to this was Scotland
where a major dissertation by the student was popularwithin the final
year of a four-year honours programme.
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5. Conclusions and recommendations

Creating and disseminating knowledge has always been the raison d’étre
of universities. Significant research conducted in disciplines outside
accounting identifies the wide range of methods which academics use
tointegrate research into their teaching and how teaching inspires their
research. A major contribution of this study is the development of a
model to aid understanding of the interaction between teaching and
research and the factors which are influenced by the research-teaching
nexus. This study identifies a lack of integration between research and
teaching in the discipline of accounting. This is attributed to three factors:

1. Theeffect of accreditation in creating arelatively uniform accounting
curriculum which requires the teaching of significant amounts of
technical material, delivered at, what educators would consider,
low or surface levels of learning (see Table 3). While the decision to
seek professional accreditation is made by individual universities,
the competitive market in which they operate means that they have
little choice other than to adopt this strategy, although the extent
of accreditation will vary. This leaves relatively little space for the
development of research skills or the acquisition of contemporary
thinking within the discipline. The exception seems to be Scotland
where a four-year degree allows greater scope for the inclusion of
higher-level contemporary material and the development of higher
level skills.

2. There is little history of attempting to integrate research into the
academic accounting curriculum in the UK and Ireland. The teaching
of accountingis seen as a separate activity to the process of academic
facultyresearch. Should teaching faculty devote time advancing the
boundaries of knowledge in their fields then that s likely to impress
their students. So a middle-road aspect of the nexus can, and does,
exist in many universities.
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3. Resistance is encountered from academic faculty, the sources of
which are many and varied. The principal reasons found were:
the invasive nature of accreditation; resource constraints; beliefs
concerning the impracticality of integrating research into the
curriculum; and views that academic research has only a limited
impact on the accounting curriculum.

All accounting professional bodies’ curriculums are driven to alarge
extent by perceived employer needs and compliance considerations. In
particular, employer groups are concerned to ensure their qualification will
enable the newly qualified accountant to undertake ajunior management
position, or earn fees from clients immediately on qualification, or
take-up a position elsewhere. Short-term pressures appear to dominate
at the expense of producing reflective individuals with an understanding
of accounting principles, the development of accounting itself and the
potential accounting offers to mankind. Accounting needs imaginative
individuals capable of solving complex problems and communicating
solutions to non-technical individuals. From an educational perspective,
for example, how can accountants tackle issues such as improving the
stability of financial markets, protect the environment, or reduce poverty
and tackle world food shortages?

The current needs of employers for technically-ready newly
qualifieds sit uncomfortably alongside other developmental initiatives,
driven by periodic challenges and crises within the profession and
business. For example, how easily does the development of professional
ethics, co-exist with technical material concerning financial reporting
standards and related compliance activities?

The current lack of a nexus seems largely driven by: (i) conservative
professional bodies unwilling to worry employer groups in the highly
competitive market that is UK professional accounting education; and
(ii) sceptical accounting academics, with relatively fixed views on what
education should be and keen to insulate themselves from a creeping
tide of administration and managerialism. To a greater or lesser degree,
these two parties create a position where academic accounting research
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sits on the peripheries, digested by neither students nor practitioners and

less likely to be seen as a future source of inspiration or policy.

This research leads to a number of challenges that the accounting

profession and the accounting academic community need to address.
Specifically, four challenges are identified.

C1

C2

Cc3

Consider how education and research/technical departments
within professional accounting bodies could work more closely
together. At present, most professional bodies commission
"focused’ and ‘relevant’ research, with an aim of informing technical
policy. Suchworkis rarely ‘blue skies’ research. A natural outlet for
this work is the professional curriculum and associated learning
materials.

Understand that creating the research-teaching nexus is more
about inspiring students to undertake scholarly enquiry rather
than passively absorbing the content of contemporary research.
Findings from interviews with academics were that when research
was included within the curriculum it tended to involve students
passively absorbing prior research in the form of reading journal or
magazine articles, rather than undertaking research. In many other
disciplines, student research is seen as a means of active enquiry and
central to their development within the discipline. Research skills
such as analysis, enquiry, synthesis, and critical interpretation are
good transferrable skills for the profession.

If implementing a strategy of integrating research into teaching,
recognise thata significant number of negative impacts potentially
exist. The teaching research nexus cannot be regarded as a universal
good and something educators, administrators, or regulatory agents
should strive for uncritically. The four-factor, 19-proposition model
developed from extant literature identifies 10 potentially damaging
matters that require judicious management and planning to
ameliorate their effects.
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C4 Recognise that linking teaching to research creates potentially
more resources for research. A paradox exists in that even in the
most research intensive of departments, research income is a small
fraction of total revenue. In many institutions, academic accounting
groups are perceived as largely teaching groups with little research
grantincome. As aresult of budgetary cuts associated with the public
sector deficit, pressure to reduce costs will inevitably mean research
activity is placed under the microscope. An axiom of university
education is that quality teaching is underpinned by quality research.
If academic research does not directly inform teaching, but exists
for legitimacy reasons, to boost the profile of the academic unit or
individual academics, public funding for accounting research is
increasingly difficult to justify.
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Appendix 1

Tables relating to the demographics of the survey respondents

Table A1 Country respondents worked in

England 164 (67)
Scotland 56 (23)
Wales 12 (5)
Northern Ireland 12 (5)
Total 244 (100)
Missing 3
Total 247

Table A2 Gender of participants

Male 162 (66)
Female 85 (34)
Total 247 (100)

Table A3 Age group of participants

26-35 26 (11)

36-45 68 (28)

46-55 93 (37)

56+ 59 (24)

Total 246 (100)
Unknown 1

Total 247
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Table A4 Grade andjob role of participants

Research Professor 8(3)
Professor 50 (22)
Reader 22 (2)
Senior Lecturer 89 (39)
Senior Teaching Fellow 8 (4)
Lecturer 67 (29)
Research Assistant 2(1)
Total 229 (100)
Unknown 18
Total 247

Table A5 Proportion of time spent on different work activities

Own research 23
Research-related activities 10
Teaching 42
Administration 20
Consultancy 5
Total 100
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Table A6 Experience as working as an accounting and finance academic

<=5 34 (14)
6-10 33 (13)
11-15 38 (16)
16-20 53 (21)
21-25 43(17)
26-30 19(8)
3135 22 (9)
36+ 5(2)
Total 247 (100)

Table A7 Individual item scores ranked by mean

Students enjoy learning activities based on real world examples from 3| 448 | 0.68
accounting and finance practice

Excessive teaching workload and the establishment of new educational | 16 | 4.40 | 0.77
programmes hinders research

Accounting and finance faculty who publish research are rewarded 17 | 414 | 0.98
more than peers who spend most of their time on teaching

It is clear good scholarship, in the sense of remaining aware of the 3| 409 | 0.92
latest research and thinking within a subject, is essential for good
teaching, but not that it is necessary to be active in cutting-edge
research to be an excellent teacher

Empirically-based accounting and finance case studies provide a means 71 4.03 | 0.74
of demonstrating real accounting practice

Using research as part of a holistic approach to learning assists in 8| 401 | 0.73
developing accounting students’ critical thinking skills

Students enjoy learning activities based on real world examples from 3| 4.00 | 0.82
research

Integrating accounting and finance research into teaching promotes 8| 399 | 074

critical enquiry on the part of students

Teaching is not a significant factor in faculty rewards and publishing 17 | 3.99 112
research is the most valued activity
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Table A7 Individual item scores ranked by mean (Cont.)

A supervisor’s expertise in a particular methodology motivates 9| 398 0.76
students to use similar methods in their own research

Walking students through the process of accounting/finance research 8| 397 | 083
facilitates critical thinking about the whole process of accounting/

finance practice

Research is valued more highly than teaching at my institution 17 | 393 | 1.15
Research, rather than teaching, is rewarded in the promotions system 17 | 3.91 1.07
at my institution

Committing time to accounting and finance teaching necessarily 15 | 3.85 | 1.02
comes at the sacrifice of research outputs

The student as ‘customer’ concept reduces the time available for staff 5| 3.82 1.10
to undertake research

Accounting and finance research activity contributes to updating the 7| 382 | 0091
curriculum

Research-active academics provide accounting and finance students 8 | 3.82 0.86
with an exemplar of a questioning and research approach to learning

Accounting and finance faculty who seek promotion, publish in 17 | 3.82 1.06
academic journals at the expense of other academic duties

If you are setting people on the road to research then it’s... quite 7| 374 | 1.08
obvious, that if the lecturer isn’t involved in research themselves, how

can they do this?

It is important for an accounting and finance lecturer to engage in 71 373 | 1.08
research as the environment is constantly changing

Teaching and research are mutually beneficial 13| 3.71 0.95
Teaching accounting and finance can stimulate research in this area 12 | 3.69 | 0.78
My students perceive me as enthusiastic about the course material 1 3.61 1.06

because of my research activity

Because my teaching is influenced by my research activity, my 13 | 3.58 0.89
accounting and finance students acquire intellectual skills such as
recognising and managing complexity and uncertainty

My institution’s promotion policies fail to recognise good accounting 19 | 358 | 1.20
and finance teaching

No wonder research and teaching are seen to be strongly linked - to 14 | 357 | 1.02
have ajob at all, the academic needs students to teach, and to have
ajob with prospects of promotion, the academic needs to research.
These facts, however, are separate from the notion that your own
research and teaching are strongly linked.
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Table A7 Individual item scores ranked by mean (Cont.)

Accounting and finance students enjoy using case studies developed 1| 355 | 0.84
by their lecturers using their own research

Exposing students to research in accounting and finance is more likely | 2 | 3.52 | 0.95
to attract them towards an academic career

You've got this, in the back of your mind, if you go and see somebody, 5| 3.48 | 0.98
you know that you can’t go and talk to them for too long, because
they’re always really busy, you know...

Accounting & finance researchers can potentially distort the 10 | 3.48 | 1.03
curriculum with their own research, at the expense of providing broad
coverage of the subject area

My students consider the courses I deliver to be up to date because of 1| 3.47 | 099
my research activity
Some of my best research ideas have come out in the course of 12 | 3.47 | 1.01

teaching in an area that is not necessarily something I do a lot in, but
I'm reading it up for my teaching and think ‘oh that would be really
interesting, why don’t we do that?’

The influence of the accounting profession on the curriculum to 11 | 3.44 | 0.98
impart professional skills creates a tension when attempting to link
research with teaching

Accounting and finance teaching and research are different roles 14 | 337 | 1.19
requiring different personal qualities

The inclusion of contemporary research creates a tension within a 11 | 333 | 0.99
professionally-oriented accounting and finance curriculum with its
emphasis on rules and techniques

Increased specialisation of knowledge means accounting and 10 | 3.27 | 112
finance research is remote from what students need to know, leading
researchers to separate their research from their teaching

Accounting & finance students are stakeholders in their lecturers’ 6 | 3.24 | 1.02
research (reverse scored)

My teaching development is regarded as personal development, rather 4| 323 | 1.03
than a key component of my academic role

Integrating accounting and finance teaching and research increases 8 | 323 | 097
the research productivity of the academic
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Table A7 Individual item scores ranked by mean (Cont.)

Research is rightly the first of all academic qualities because it is the 3| 322 | 1.22
academic quality that generates all other academic qualities

You also need the research to be at the cutting edge, because there’s 7 3.22 1.19
no point in doing a course to find it’s outdated when you go out into
the real world

Academic teachers think of students in terms of their own student 51 319 | 1.05
experience and rarely if ever verify how typical it is from the
viewpoint of their own students. Since only a few students become
academics, the very opposite of typical

Students perceive my Accounting and Finance Department as high 1| 315 | 1.05
quality because of the RAE rating

Research-active staff should spend less time on student supportthan | 5 | 3.13 | 1.21
non-research active colleagues

The inclusion of research at the expense of syllabus coverage 11 | 3.09 | 0.97
demanded by professional bodies leads to content gaps in the
professional curriculum

Research active faculty adopt a more holistic and interpretative 71 3.07 | 1.04
approach to their teaching

Students rarely see staff research as relevant to their own learning 6 | 3.04 | 1.04
As aresult of the demands of research activity, I cannot spend as 5| 296 | 1.17
much time supporting my accounting and finance students as they

would like

Teaching staff who are involved in research are more enthusiastic 3] 294 | 1.21
about their teaching

The inclusion of an academic’s accounting and finance research 10 | 294 | 1.01

overloads an already cramped accounting curriculum

It is unreasonable to expect good teachers to be good researchers, 14 | 287 | 132
and vice-versa

Including specialised accounting and finance research in the 4| 285 | 1.05
curriculum leads to lecturers pitching the course too high

Research-active staff are able to provide a better perspective of what 7] 284 | 111
is demanded of an accounting/finance professional

Accounting and finance research publications are frequentlyusedto | 17 | 2.82 | 1.11
measure the effectiveness of an academic in teaching
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Table A7 Individual item scores ranked by mean (Cont.)

become bored and disinterested in teaching the subject

Accounting and finance academic staff development tends to 19 | 274 | 119
emphasise teaching rather than research

Time devoted to teaching is conducive to accounting and finance 13 | 267 | 0.99
research output

Teaching staff who are involved in research are more committed to 3| 266 | 1.09
student learning

Students undertaking professionally-oriented courses should focus 10 | 261 | 1.24
their learning on ‘how to do the job’

Accounting and finance students need professional skills, not 11 | 246 | 113
research skills

Teaching quality is valued more highly than research at my 18 | 215 | 1.16
institution

My research interest in accounting and finance has meant I have 4| 1.86 | 0.85

Notes

1. P = proposition to which item relates

2. Mean is based on a scale where 5 = strongly agree to 1 = strongly disagree
3.SD = Standard deviation
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Universities are centres of both teaching and academic research but how do these two
activities interact within the field of accounting in universities? There is currently much
focus in the higher education sector on the impact of research on business and the wider
society, but what impact does research have on teaching? Is the optimum result achieved
from the interaction between teaching and research? Does teaching influence research
and vice versa and what impact does academic research have on both university and
professional accountancy curricula?

This project involved interviews with accounting academics and education and technical

representatives of professional accountancy bodies in the UK and Ireland. A survey was
also administered to accounting academics in the UK.
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