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The challenges of teaching introductory accounting course have been documented 

in much of the literature of teaching in higher education. Teaching introductory 

accounting course is challenging in that students have diverse motivations, the 

information content is heavy and there is limited communication between instructors 

and students as class size is large. Research has suggested that active learning 

strategies and the use of technologies are known to address some of these challenges 

and blended learning approach, a combination of face-to-face learning and e-

learning, encourages active learning. This paper examines the impact of 

implementing a blended learning approach in an introductory course for non-

accounting and non-business students. We use a digital course solution (DCS) as 

our e-learning platform for blended learning. Data was collected on students’ 

perceptions on the use of the DCS via an online survey questionnaire. A comparison 

of examination and mid-term test grades between the pre-adoption semester and the 

post-adoption semester of the blended learning was done. Experiences of students 

and instructors are discussed. Results suggested that the use of the DCS in blended 

learning did enhance both students’ learning experience and instructors’ teaching 

experience and students in the post-adoption semester performed better. 
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INTRODUCTION 

Teaching introductory accounting course in higher education to non-accounting and non-

business students has always been a challenge. Students have diverse intentions in learning 

introductory accounting course (Lucas, 2001). For non-accounting and non-business students 

at the Nanyang Technological University (NTU), Singapore, the motivation is usually to 

complete a prescribed course or elective of their school’s curriculum. The learning style and 

the background of these students may differ as they come from different years and different 

schools. These students are either challenged or “turned off” by accounting (Saudagaran, 1996). 

Given its quantitative nature, accounting is seen as high risk (Lloyd & Abbey, 2009) and many 

students take the course for a pass/fail grade. As a result, students doing introductory accounting 

course tend to be surface learners who are extrinsically motivated and “see the task of learning 

as externally imposed” (Lucas, 2001). Their aim is primarily to “memorize or reproduce 

material” rather than to “integrate topics into a coherent whole” (ibid., 2001). Instructors are 



 

 

ISSN 2382-5855 

Advances in Scholarship of Teaching and Learning, Vol.2, No.2, 2015.  

2 

 

thus concerned with how to make the course interesting and how to turn students into motivated 

learners who aim to seek the underlying meaning of the knowledge. 

In addition, accounting is a time-consuming subject with a strong practice focus. Apart from 

the numerous conceptual-level course materials delivered during lectures, it is also important 

to apply knowledge to real cases. Instructors often face the challenge of having to spend much 

class time demonstrating repetitive concepts and reviewing homework, and little time for real-

world case application. Further, with a large class size, both students’ motivation and their in-

class participation tend to be low, and the scope for student-student and student-instructor 

interaction is limited (Snowball & Mostert, 2010).  

Research has suggested that active learning strategies could enhance the interest and learning 

outcomes of non-accounting majors (Lloyd & Abbey, 2009). Mckeachie and Svinicki (2006) 

recommended the utilisation of technology to facilitate active learning. Prior literature indicates 

that blended learning encourages students’ active learning, improves students’ performance and 

caters to the diverse needs of most learners (Azizan, 2010; Dowling, Godfrey & Gyles, 2003; 

Snowball & Mostert, 2010; Taradi, Taradi, Radic & Pokrajac, 2005). With that in mind, we 

explored a blended learning approach, a combination of face-to-face learning and e-learning, to 

overcome our challenges of teaching introductory accounting to non-accounting and non-

business students. The face-to-face learning component comprises the usual large-class lectures 

and small-class seminar discussions. For the e-learning component, we used a digital course 

solution (DCS) as our e-learning platform. The DCS provides a suite of e-resources and 

teaching and learning tools for instructors to tailor to their teaching needs.  

We structured online activities on the DCS to facilitate active learning for both the in-class and 

out-of-class learning environments. Students are exposed to an active, hands-on conceptual 

approach to learning (Lloyd & Abbey, 2009). For the out-of-class learning environment, we 

use the DCS to create multiple-choice quizzes, self-practice assignments and graded homework 

with difficulty levels ranging from simple conceptual to complex anlytical problems. With 

immediate feedback and unlimited attempts, students could revise accounting concepts learnt 

during lectures and work on a wide variety of real-world accounting problems online at their 

own pace and own time. Students’ own active learning on the DCS enabled face-to-face class 

time to be focused on student-team learning and student-led discussions of concepts and real-

world cases. Instead of reviewing homework and demonstrating repetitive concepts by 

instructors, seminars are led by students with instructors acting as facilitators. Student-led 

discussions enhance students’ knowledge gain as highlighted by Mckeachie and Svinicki 

(2006), and Ravenscoft, Buckless, McCombs and Zuckerman (1995) also pointed out that 

student-team learning can be a powerful tool that allows students to take control of their own 

learning in the context of introductory accounting course.  

In this paper, we examine whether our adoption of the DCS in blended learning has indeed 

enhanced students’ learning and instructors’ teaching experience in the introductory accounting 

course. In the following section, we provide an overview of the background and related 

literature on blended learning.  
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BACKGROUND AND LITERATURE ON BLENDED LEARNING 

Blended learning is widely defined as a combination of traditional face-to-face learning and 

online learning (e.g, Hess, 2014; Snowball & Mostert, 2010; Tayebinik & Puteh, 2012). It is 

regarded as a more effective learning approach over either face-to-face learning or e-learning 

because it integrates the advantages of both learning approaches (Azizan, 2010).   

Learners have different preferred delivery formats (Lim & Morris, 2009), and delivery channels 

of knowledge are important in eliciting students’ motivation. One advantage of blended 

learning is that it offers students various learning channels which help to elicit their motivation. 

For those who prefer online-learning method, the online teaching component is more appealing. 

And for those who prefer face-to-face learning method, the traditional face-to-face learning 

component is more effective. By combining these two delivery channels, blended learning 

caters to different groups of students at the same time. 

In addition, blended learning offers instructors the flexibility of using online resources and 

enables instructors to spend time more efficiently (Oh & Park, 2009). Blended learning offers 

a way for instructors to move “the lower level content – such as definitions, simple exercises, 

timelines, and other strictly factual content – to online resources” and thus allows instructors to 

spend more face-to-face time on “more critical activities as well as active and collaborative 

work” (Shibley, 2009).  

Lastly, blended learning increases the opportunities for communication between instructors and 

students (Snowball & Mostert, 2010; Yuen, 2010). The online feature of blended learning not 

only offers every student an opportunity to interact with instructors at anytime and anywhere, 

but also enables instructors to better assess and monitor each individual student’s learning 

progress through its online assessment feature. Online analysis reports on students’ 

performance help instructors to effectively diagnose students’ weak areas. Instructors can then 

further work with students on these weak areas in the face-to-face component of the blended 

learning.  

Empirical papers on blended learning provide support to the above argument that blended 

learning is a more effective learning approach than both pure online teaching and traditional 

face-to-face learning. For example, Taradi et al. (2005) found that students who were involved 

in blended learning have better performance than students who were taught by pure face-to-

face learning or pure online learning. Snowball and Mostert (2010) examined the impact of 

blended learning in a large first-year class and found that blended learning had improved the 

instructors’ accessibility to students and encouraged students’ engagement in the course. 

Dowling et al. (2003) examined the effect of blended learning on accounting students’ learning 

outcome and found that students’ academic performance was higher in blended learning model.  

IMPLEMENTATION OF BLENDED LEARNING 

In academic semesters before January 2014, we adopted a traditional face-to-face learning 

approach with a weekly 1.5-hour face-to-face lecture, a weekly 1.5-hour face-to-face seminar 

discussion, and a group project assignment. In the semester commencing January 2014, we 

adopted a blended learning approach using the DCS as our e-learning platform.  
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We retained the weekly lectures and seminars for the face-to-face component. The e-learning 

component has multiple-choice quizzes, self-practice assignments and graded homework to be 

completed by individual students on the DCS. We believe success in accounting requires 

consistent work and multiple practices. At the start of the semester, we created self-practice 

assignments for each lecture topics for students to do before and after lecture, offering them 

opportunities to familiarise themselves with accounting concepts and to learn problem-solving 

skills. We also created multiple-choice quizzes for students to review their understanding of 

accounting concepts. In addition, we explored the unlimited attempts and immediate feedback 

feature of the DCS to guide student self-review and to shift our course to be more learner-

centred.  

We adopted a skills-driven step-by-step learning approach to support students’ learning of 

knowledge and skills. We used the DCS because it presents students with guided steps to solve 

questions with difficulty levels ranging from simple conceptual to complex anlytical problems. 

Students may select from the pool of multiple-choice quizzes and questions in self-practice 

assignments to revise accounting concepts and do practices that suit their pace and needs. In 

addition to the multiple-choice quizzes and self-practice assignments, we have a graded 

homework comprising three to five questions that account for 10 per cent of the total course 

grade. The purpose of the homework is to reinforce concepts and problem-solving skills learnt 

during each seminar and is due usually one week after each seminar.  

We shifted a lot of explanation and demonstration of problems online for students’ self-

discovery and learning. In this way, we freed up seminar time for student-team-led discussions. 

Students were assigned teams at the start of the semester and for each weekly seminar, a team 

was assigned to conduct the seminar with tutors acting as facilitators. The best way to learn is 

to teach. Students took control of their own learning as they needed to know the subject well to 

present and to participate in the seminars. This approach enhanced students’ knowledge gain 

(Mckeachie & Svinicki, 2006) and developed students’ self-confidence, teamwork, 

interpersonal and communication skills. Student-team-led seminars also brought out the 

creativity of our students, who came up with very creative and interesting games, skits and 

activities to engage the class in activities and discussions. We received very positive feedback 

from students after each student-team-led seminar as they were learning accounting in the fun 

way.  

 

We know the DCS has helped to facilitate active learning for both the in-class and out-of-class 

environments. In order to find out how effective is the use of the DCS in blended learning, we 

performed the following: 

1. surveyed students on the use of the DCS in October 2014;  

2. compared both examination and quiz grades between the pre-adoption semester and the 

post-adoption semester of blended learning; and 

3. interviewed instructors on their teaching experience of the post-adoption of the DCS. 
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METHODOLOGY 

Instruments of survey, data collection procedures and data analysis 

An online survey was developed by the authors of this study. The survey had eight (8) questions. 

A comment box was included for students to pen down additional viewpoints if they wished to. 

In order to capture students’ attitudes and perceptions about the DCS, a Likert scale response 

system was used for the questions. Responses to these questions were converted to a Likert 

scale system using a number scale of 1 (Strongly Disagree) to 5 (Strongly Agree). A mean score 

that was higher than 2.5 signified a positive response. Detailed information about the survey is 

shown in Table 1. 

Table 1 

Survey instruments   

Category Type 

Increased students’ confidence in the course 5 Likert scale 

Enhanced students’ level of independent learning beyond the classroom 5 Likert scale 

Unlimited practice 5 Likert scale 

Immediate feedback 5 Likert scale 

Personalised reports 5 Likert scale 

Increased students’ level of consistent learning 5 Likert scale 

Encouraged engagement in the course 5 Likert scale 

Gave students the most needed study materials to study effectively and 

efficiently* 

5 Likert scale 

*Note: This question was only for students who had purchased access to e-book. 

To ensure the survey represents the viewpoints of students, a high response rate is critical. With 

this objective in mind, an email explaining the purpose of the survey and the link to the survey 

site was sent to students. After the deadline, the survey results were aggregated and summarised 

into tables. 

RESULTS AND DISCUSSION 

Demographic Information 

Of the 304 students who took the course in the semester when the study was performed, 256 

students participated in the survey. The response rate was 84 per cent. Participation was 

voluntary. 

The 256 respondents consisted of two types of students. Of the total number of respondents, 24 

per cent took the course as a prescribed course for their degree, and the remaining students took 

the course mainly as an elective (see Table 2). Students whom the course was prescribed to  
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were generally very motivated to master the accounting content and to succeed in the course 

because their performance would impact their grade point average. Students who took the 

course as an elective generally opted to be assessed for a pass/fail grade. For these students, the 

course was of relatively low priority when compared to other core courses. Consequently, the 

second type of students would invest comparatively less time and effort than the first type of 

students to master the accounting material.   

Table 2 

Breakdown of current semester survey participants who took the course either as a core course or as 

an elective course 

 Core course Not disclosed Elective course Total 

Percentage 24% 9% 67% 100% 

Increased students’ confidence in the course 

Table 3 

Q1: The DCS is easy to use and structured to provide guided steps for students to engage with 

assignments and work with confidence. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.26 256 0.69 91% 

Of the total number of respondents, 91 per cent agreed or strongly agreed that the DCS was 

easy to use and designed to help them work with confidence. We created multiple-choice 

quizzes and self-practice assignments with varying difficulty levels in the DCS for students 

with different learning progress and ability. Students were then able to select the appropriate 

questions to suit their learning needs. In this way, students could exert more control over the 

pace and schedule of their learning and thus gain confidence as they progressed in their learning. 

The graded homework component to be submitted after the face-to-face learning of each course 

topic helped students reinforce concepts learnt immediately after class. Guided steps for solving 

questions in the DCS and consistent learning and practice had raised students’ confidence in 

learning accounting as reflected in the survey results. It is thus heartening that we could use the 

DCS to bridge the gap between the demands of the subject and the abilities of the students.  
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Enhanced students’ level of independent learning beyond the classroom  

Table 4 

Q2: The DCS acts as a virtual study partner that provides a variety of features that support and aid 

students in their independent learning beyond the classroom. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.3 256 0.66 92% 

Of the total number of respondents, 92 per cent agreed or strongly agreed that we had created 

a virtual partner in the DCS to aid them in their independent learning. The DCS’s algorithmic 

feature enabled students to re-attempt the question that has a different set of numbers. This 

feature moved students away from learning by rote by encouraging them to understand concepts 

and master higher-order skills. As highlighted by Cunningham (1999), active learning and 

grappling with accounting issues and problems is the best learning approach for longer retention 

for most students. 

Unlimited practice 

Table 5 

Q2a: The multiple-choice quizzes and self-practice assignments with unlimited practice allow students 

to learn at their own pace and on their own schedule. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.5 256 0.62 94% 

We provided students with unlimited attempts to work through the multiple-choice quizzes and 

self-practice assignments for the whole semester. Of the total number of respondents, 94 per 

cent liked this feature as they could work on the questions multiple times at their own pace and 

own schedule to master accounting concepts.  
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Immediate feedback 

Table 6 

Q2b: Immediate feedback helps students to discover what they know and what they don’t know. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.25 256 0.81 85% 

We used the immediate feedback feature in the DCS to guide students’ self-review and 

independent learning. Of the total number of respondents, 85 per cent agreed or strongly agreed 

that the feature has helped them to identify what they know and what they do not. As a result, 

students were able to focus review on specific areas that needed improvements. Some students 

wished for more explanations in the feedback to some questions. 

Personalised reports 

Table 7 

Q2c: The personalised reports allow students to review their overall progress in the course. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.16 255 0.73 83% 

The DCS provided personalised reports for students to review and monitor their own 

performance. Of the total number of respondents, 83 per cent agreed or strongly agreed that the 

personalised reports were useful for self-review, whilst the remaining 17 per cent of respondents 

neither agreed nor disagreed. A small number of students did not feel that the DCS personalised 

reports laid out a useful roadmap to enhance their understanding of the course as the reports did 

not list the topics where gaps in the student’s understanding exist. Students would benefit from 

personalised reports if these reports listed the learning objectives that the students should 

improve upon, and allowed students to benchmark their results against those of their fellow 

classmates.  
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Increased students’ level of consistent learning  

Table 8 

Q3: The graded homework administered at regular intervals have engaged students in consistent 

learning of the course. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.27 255 0.75 88% 

Of the total number of respondents, 88 per cent agreed or strongly agreed that the graded 

homework administered at regular intervals had engaged them in consistent learning. The 

graded homwork has provided students with an avenue to reinforce concepts and problem-

solving skills learnt immediately after each seminar. They tended to retain information more 

effectively when they had reviewed concepts consistently after learning them. Accounting is a 

subject that requires multiple attempts at questions and consistent practice to master concepts. 

Students appreciated the multiple-choice quizzes, self-practice assignments and graded 

homework we had created on the DCS that motivated them to learn consistently throughout the 

semester. 

Encouraged engagement in the course  

Table 9 

Q4: The many assignment types, multiple-choice quizzes, self-practice assignments and graded 

homework, provide many meaningful learning opportunities for students to be involved and interested 

in the course. 

Mean N SD Percentage of respondents who agree or 

strongly agree 

4.09 256 0.75 82% 

Of the total number of students, 82 per cent agreed or strongly agreed that the various assigment 

types offer rich and meaningful learning opportunities. The wide variety of real-world 

accounting examples and problems on the DCS provided many authentic learning opportunities 

for students to apply accounting principles. One student commented that “the examples used 

are very realistic and applicable in life”. However, this attribute “encouraged engagement in 

the course” did not score as well as other attributes as the DCS interface was relatively 

unattractive and the DSC was not user-friendly to some students who found accounting 

exercises tedious to complete online. Also, the DCS cannot be accessed on mobile devices via 

an application. 
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Gave students the most needed study materials to study effectively and efficiently  

Table 10 

Q5: The integrated e-reference provides students with immediate reference to the specific topic that they 

are in doubt when doing their assignments. 

Mean N SD Percentage of respondents who agree or strongly 

agree 

4.09 179 0.79 80% 

Respondents to this question are students who have acquired the ebook. Of the total number of 

respondents, 80 per cent agreed or strongly agreed that the integrated e-reference provided 

students with immediate reference to the specific topic that they were in doubt when doing their 

assignments. The remaining of the respondents were mostly neutral whilst a small minority did 

not agree. The integrated e-reference provided links to relevant sections of the ebook for 

students to revise concepts whilst doing questions. The authors believe that the small minority 

of students who disagreed are students who did not take the course seriously and thus did not 

effectively optimise the use of the e-reference.  

The results of the survey strongly suggests that blended learning instruction has very positive 

impact on students’ learning. Respondents in the survey agreed or strongly agreed that the use 

of the DCS in blended learning has helped them in the following aspect of learning: has 

increased their confidence in the course (91 per cent), enhanced their level of independent 

learning (92 per cent), increased their level of consistent learning (88 per cent), increased their 

engagement in the course (82 per cent), allowed them to learn at their own pace and own 

schedule (94 per cent), and helped them to discover what they know and what they do not (85 

per cent). In the words of one student, the use of the DCS provided an “excellent way to go 

beyond classroom; accessible anytime, anywhere”. 

Improved scores in course assessments 

We have provided a pool of e-learning resources on the DCS to guide and deepen students’ 

understanding of various accounting topics. In addition, the DCS had facilitated the possibility 

of devoting more class time to active learning. We compared students’ grades in the pre-

adoption semester commencing on August 2013 with the post-adoption semester commencing 

on January 2014. Students performed better in examinations and mid-term tests after the 

adoption of blended learning. Average examination and test marks were improved by 11 marks 

and 5 marks respectively. After the adoption of blended learning, 17 per cent more students 

received As and Bs, while 17 per cent fewer students received Cs and below.  

Enhancement in instructors’ teaching experience  

As instructors, we have benefited from the adoption of blended learning approach. The DCS 

provides a platform for sharing of course materials among teaching staff. With the use of the 

DCS, we have been exposed to a wide variety of shared teaching materials and our total course 

preparation time has reduced.  
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Blended learning has increased our effectiveness and efficiency in teaching. System generated 

and graded homework in the DCS have saved us much time to focus on course improvements. 

If we were to manually grade the homework on the DCS, we would have spent at least two 

working days per week.  

As the information content of introductory accounting course is overwhelming, our face-to-face 

seminar discussions were frequently overloaded with lower level content and there was not 

enough time for us to discuss more profound questions. By adopting blended learning, we are 

now able to shift lower level content to online practice and have more class time for student-

team-led learning and discussions of interesting case studies and problems. As a result, we can 

now actively and effectively engage students in course materials in class and outside of class. 

CONCLUSION  

Instructors face many challenges in teaching the introductory accounting courses in the 

university. In this paper, we examined whether the use of the DCS in blended learning is an 

effective way to enhance both students’ learning experience and instructors’ teaching 

experience. The results from the study showed that the use of the DCS in blended learning not 

only enhanced students’ active learning in the online environment but it also facilitated active 

learning in the face-to-face environment. The adoption of blended learning has enhanced 

students’ learning experience, improved students’ learning outcomes and enhanced instructors’ 

teaching experience. We encourage accounting instructors to further explore the use of the DCS 

in blended learning to faciliatate students’ active learning in-class and out-of-class.  

RECOMMENDATIONS FOR FUTURE RESEARCH 

The study illustrates the efficacy of DCS in blended learning to enhance students’ confidence, 

increase their independent learning and improve their performance in assessments. Despite the 

positive findings, more research should be done to ascertain (a) the effectiveness of learning 

analytics in the DCS at identifying areas where students require help; (b) the relationship 

between attempts on additional practice questions and student performance in assessments; and 

(c) whether other accompanying digital technology tools, such as ebooks and flashcards, 

enhance student engagement and performance. 
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