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ABSTRACT
This research contributes to helping educational establishments
across the world develop self-efficacy techniques to improve
communication skills within an accounting course design and
other disciplines. This paper asks the research question: Does self-
efficacy enhances accounting students’ communication ability?
Previous research has identified the business community
requiring accountants to display high levels of communication
ability. However, despite many deliberate pedagogical
interventions over the years, communication skills are lacking in
graduating accounting students. This paper describes a new
approach of deliberate self-efficacy interventions in one UK
university’s undergraduate accounting curriculum to improve
accounting students’ communication ability. In addition, a self-
efficacy framework of Stone and Bailey [(2007). Team conflict self-
efficacy and outcome expectancy of business students. Journal of
Education for Business, 82(5), 258–266. https://doi.org/10.3200/
JOEB.82.5.258-266.] is developed to model communication self-
efficacy, outcome expectancy and behavioral intentions of the
students. The data consists of the results of 131 first-year
accounting students, and this paper contributes by helping to
pinpoint two self-efficacy techniques to improving students’
communication skills: ‘personal mastery’ and ‘mentor support’.

ARTICLE HISTORY
Received 5 March 2021
Revised 27 April 2022;
4 July 2022
Accepted 23 July 2022

KEYWORDS
Self-efficacy;
communication; accounting
students; accounting
education; communication
self-efficacy

Introduction

This study has occurred because the world of accounting is changing and the role of the
accountant is changing. This is due to globalization and changes in technology, with the
profession requiring individuals to be dynamic, entrepreneurial in spirit and
display leadership skills in the workplace (Albrecht & Sack, 2001; Ellington, 2017;
Flood, 2014). Rather than being in the background creating the results of the business,
the accountant and their associated departments are being drawn forward into a more
strategic, forward thinking role, designed to create the score rather than set the score.
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A major priority in the future role of accountants is that they must be able to offer a
range of skills that go beyond the basics of being a transaction processor (ACCA, 2020) to
be more of a business advisor or ‘partner’ (as defined by CIMA, 2009, p. 18). To attain
this status, accounting and finance entry-level students must develop the necessary cog-
nitive and vocational skills. Amongst those skills, it is often viewed that communication
skills, both verbal and written, are the most important (AAA’s Bedford Committee
Report, 1986; AICPA, 2000; Christensen & Rees, 2002; de Bruyn, 2022; Ellington,
2017). It is this skill of communication and how to help accounting students improve
this skill that becomes the focus of this study.

Accounting education academics agree that the role of the accountant is changing and
therefore demand an improvement in the communication skill set of students entering
the profession (Borzi & Mills, 2001; de Bruyn, 2022; De Lange et al., 2006; Ellington,
2017; Flood, 2014; Hassall et al., 2005; Ireland, 2020; Jones & Sin, 2003; Kavanagh &
Drennan, 2008; Leveson, 2000; Wilson, 2011). The accounting profession also is in agree-
ment that there is a need for better communication skills in accounting education. The
International Federation of Accountants (IFAC) published in their Third International
Education Standard (IES 3) (2015, 2019) on Professional skills to demonstrate Interper-
sonal and communication skills accountants must be able to:

(i) Display cooperation and teamwork when working towards organizational goals.
(ii) Communicate clearly and concisely when presenting; discussing and reporting in

formal and informal situations; both in writing and orally.
(iii) Demonstrate awareness of cultural and language differences in all communication.
(iv) Apply active listening and effective interviewing techniques.
(v) Apply negotiation skills to reach solutions and agreements.
(vi) Apply consultative skills to minimize or resolve conflict; solve problems; and maxi-

mize opportunities.

IFAC – The Handbook of International Education Standards (2019, p. 45)
Although potentially this is a change for the better and re-positions the accountant as

an important player in the future of business, there seems to be a concern that this new
role needs a new skill set that people entering and currently in the position of accountant
find difficult to achieve. Unfortunately, there are still studies that show that despite the
best efforts of educators, accountants are still perceived to lack this skill of communi-
cation. Many accounting degree courses globally have introduced modules that have
resulted in a change to the syllabus; yet there still seems to have little effect on communi-
cation ability levels in accounting students (Aly & Islam, 2003; Fulmer et al., 2021;
Simons & Riley, 2014).

This study utilizes an employability module within a first-year accounting degree
program at a UK University to introduce communication self-efficacy techniques to
understand students’ communication ability. Self-efficacy has a pivotal role in transform-
ing learned skills into efficacious performance (Mathieu et al., 1993). It has been claimed
that self-efficacy techniques are more cost-effective and easier to apply (Zimmerman,
2000).
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Once these self-efficacy techniques have been introduced to improve accounting stu-
dents’ communication ability and will ask the research question: Does self-efficacy
enhances accounting students’ communication ability?

In addition, our study creates a communication self-efficacy model to test for the vari-
ables (antecedents) of communication self-efficacy and their impact on student com-
munication self-efficacy, the outcome expectancy and behavioral intentions. This study
should enable students to use their improved communication skills in the future. This
self-efficacy model has its origins from the work of Stone and Bailey (2007), which
tested team-conflict self-efficacy.

However, our study is different from Stone and Bailey’s in that we are interested in
which self-efficacy technique can help individual students increase their communication
self-efficacy. We have built a model that measures the self-efficacy interventions built into
the curriculum, and the influence self-efficacy has on the students’ future verbal com-
munication self-efficacy and future behavioral intentions.

First-year accounting students were chosen for this study, as it is thought that if a
person’’s self-efficacy is raised in a particular task, it will also raise their intention to
use this newfound ability again in the future (Beatson et al., 2019). Therefore, the
earlier the intervention in a person’s life, the better it will be for that person (Bandura,
1977).

Contribution of this study

Our first contribution is that this study adds to the accounting education literature, intro-
ducing self-efficacy techniques to improve a person’s belief in their communication
ability (communication self-efficacy). The ability to communicate effectively is of impor-
tance, as the content of the accounting profession has shifted over the years. Therefore,
this study adds to accounting education research that considers aligning the accounting
students’ communication ability with employers.

The second contribution is the creation of a new model for measuring the effects of
variables (antecedents) on communication self-efficacy. In the current academic litera-
ture, to our knowledge, this is the only model that tests for communication self-efficacy.

In using our model, the third contribution will allow accounting educators to improve
their course design by identifying which self-efficacy antecedents (personal mastery; peer
and mentor support; vicarious experience and emotional state) has the most impact on
improving a person’’s communication self-efficacy. Therefore, once they can identify
which antecedent improves self-efficacy beliefs in communication, they can then
implement extra interventions into the curriculum to help the students strengthen
their belief in their communication abilities.

The fourth contribution presents a unique way to capture and model communication
self-efficacy outcome expectancy and behavioral intentions of an individual. The effects
of self-efficacy can rapidly boost a person’’s belief in achieving a specific task and increase
confidence in their overall belief (Beatson et al., 2021). Focusing on outcome expectancy
and behavioral intentions (as defined by Bandura, 1986) allows educators to understand
how a person with increased self-efficacy will use this newly improved mental state.
Outcome expectancy will record the students’ use of their improved communication
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ability in the immediate future and behavioral intentions records a person’’s desire to use
their new-found skills in the longer term.

The remainder of this paper is as follows: the next section considers the literature view;
the definition of self-efficacy, hypothesis development and course design; followed by the
research method and the data collection process. This is then followed by discussion and
analysis; conclusion and limitations.

Literature review and theoretical framework

On investigation as to which of the generic skills were deemed important for the future
accountant, the most important skill has been identified as oral and written communi-
cation skills (De Lange et al., 2006; Gammie et al., 2010; Hassall et al., 2013; Ireland,
2020; Siriwardane & Durden, 2014). Communication skills are still viewed by academics
and employers alike as the most desirable skill-set in an accounting graduate and the one
most lacking (Beatson, 2019; Borzi & Mills, 2001; De Lange et al., 2006; Hassall et al.,
2005; Jones & Sin, 2003; Kavanagh &Drennan, 2008; Leveson, 2000; Malan & Dyk, 2021).

Unfortunately, many studies have indicated that students entering undergraduate pro-
grams in accounting suffer from communication apprehension more than other students
in differing degree courses (Arquero et al., 2007; Borzi & Mills, 2001; Byrne et al., 2012;
Faris et al., 1999; Hassall et al., 2013; Ireland, 2020; Simons et al., 1995). The reasons for
this are difficult for researchers to specifically pinpoint, but it seems that a lot of this due
to the fact that accounting has an image problem, that students are drawn to accounting
because they feel that accounting does not require a high level of communication ability
(Lucas & Mladenovic, 2014), whereas in fact today, the opposite is required. This trait of
communication avoidance is displayed by students who McCroskey (1970) defined as
suffering from communication apprehension. Students matching careers with those
that they deemed requiring little communication ability was identified by McCroskey
in the early 1970s.

The major influence to our work came from Hassall et al. (2013). Hassall noted an
inverse causal link between communication apprehension and communication self-
efficacy in Malaysian students. This study was successfully repeated for UK students
by the first author of this study (Roberts, 2017). Both Hassall et al. and Roberts suggested
that self-efficacy techniques should be introduced into the accounting curriculum as an
easier method to help the students improve their individual communication ability. As a
students’ communication self-efficacy improves, then students’ communication appre-
hension will be lowered.

Self-efficacy

Bandura in 1977 published ‘Self-efficacy: Toward a Unifying Theory of Behavioral
Change’, which directly correlates with a person’s perceived self-efficacy, outcome
expectancy and behavioral change. The full definition of self-efficacy by Bandura is
given as the belief ‘in one’s capabilities to organise and execute the courses of action
required to produce given attainments’ (p. 3). The term came from Banduras’ obser-
vation of individuals with phobias. Self-efficacy comes from four sources: ‘performance
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accomplishments, vicarious experience, verbal persuasion, and physiological states’
(Bandura, 1977, p. 171; Pelzer & Nkansa, 2021).

Self-efficacy is not a measure of actual skill but rather a measure of an individual’s per-
ception of their ability to perform a specific behavior (Bandura, 1977). Low self-efficacy
will lead people to believe tasks are more difficult than they really are; resulting in
increased stress; poor planning of tasks and it can even lead to erratic; unpredictable
behavior (Bandura, 1977). If an individual believes that they cannot do one thing; it
will negatively affect their beliefs about their ability to achieve another similar task. Con-
versely, if a person has high levels of self-efficacy, they will take on a task if they feel that
they can succeed (Beatson et al., 2019).

People with high levels of self-efficacy believe that tasks are there to be mastered,
not avoided. Self-efficacy represents the personal perception of the ability to achieve
goals or tasks and motivation towards completing a task will be strong in people
with high levels of self-efficacy. If an individual believes that they will succeed, they
will be more inclined to attempt a task; put more effort into completing the task
and be prepared to maintain this effort for a longer period of time despite encounter-
ing obstacles.

In 1986, Bandura then went on to further increase his theory on not just what influ-
ences a person’’s self-efficacy but also about what that person will do with their new-
found increased belief in their ability. Bandura created the terms ‘outcome expectancy’
and ‘behavioral intentions’. For outcome expectancy, this is the consideration of what
a person ‘can’ do ‘now’ immediately with their improved self-efficacy in relation to a
task. Behavioral intentions consider what the person can perceive about their use of
their increased self-efficacy in the future. Self-efficacy is concerned with an individual’s
own perceived ability to achieve a task; therefore, creating question items that is all
about whether an individual ‘can’ achieve a task, not about how ‘will’ an individual
achieve a task, as ‘will’ here is a statement of Intention.

The success of self-efficacy has been noted in many areas, including medical and clini-
cal fields such as phobias (Bandura, 1982), stress (Jerusalem & Mittag, 1995) and addic-
tion (Marlatt et al., 1995). It has been around for over 40 years now and has generated
hundreds of research articles (Morris et al., 2017). As glossophobia is the fear of
public speaking; then it could well be that Bandura’’s techniques may indeed be success-
ful in improving the accounting students’ inability to communicate.

Unfortunately, very few studies still have yet to find a direct link between public speak-
ing, communication apprehension and Bandura’s work on self-efficacy. Rubin et al.
(1997) suggested that self-efficacy could be a link between communication apprehension
and self-efficacy but were not able to query its impact in their basic course study. Other
researchers have suggested exploring the relationship between communication appre-
hension and self-efficacy rather than an actual examination or introduction of self-
efficacy into the course curriculum (Dwyer & Fus, 2002).

Some accounting communication skills improvement research has mentioned tech-
niques without specific reference to self-efficacy. For example, one of the first studies,
Ruchala and Hill (1994), notes that students can improve their oral presentation skills
when they understand what effective presentation looks like; practice giving individual
and multiple group presentations and experience consistent instructor feedback.
Others include the use of case studies (Boyce et al., 2001), business simulations
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(Gammie et al., 2002), development over small tasks (Grace & Gilsdorf, 2004), co-oper-
ative learning (Ballantine & McCourt Larres, 2009) and assessment by presentation
(Kerby & Romine, 2009).

Self-efficacy has been a technique that has not been used a lot in accounting education;
but has started to gain traction (Beatson et al., 2019, 2020; Burnett et al., 2010; Byrne
et al., 2014; Christensen & Rees, 2002; Mooi, 2006). These studies, though, have
looked at the self-efficacy of the students in relation to their results. These studies
found that if a student had a strong self-efficacy in their abilities, then this was
reflected in their overall results. However, none of these studies have advocated the
use of self-efficacy techniques in a communication course to help students overcome
their communication inability.

The next steps taken were consideration and attempt to introduce specific, deliberate
self-efficacy interventions into the accounting curriculum. Alongside these consider-
ations thoughts were given to design a questionnaire and model that would capture
the effects, these self-efficacy changes have had on the student. From this position, the
teaching took place and at the end of the program the students were asked to complete
the finished questionnaire. The results were then analyzed and modeled to demonstrate
which, if any self-efficacy antecedents had an effect on the students’ overall communi-
cation self-efficacy and behavioral outcomes.

Methodology

Self-efficacy techniques introduced in the curriculum in this study

A significant focus for a new module was on improving communication skills in the
accounting students as this is a highly desired skill requirement by accounting
employers (CIMA, 2009; IFAC, 2015, 2019). Therefore, ‘The Professional Accoun-
tant’ (TPA) module was introduced into the first-year accounting curriculum to
enhance employability skills for accounting students. In addition, as a new
module, it provided the opportunity to include self-efficacy techniques as advocated
by Bandura (1977, 1986).

The TPA emphasized dealing with uncertainty, teamwork, and verbal communi-
cation. In addition, the accounting pedagogy was to develop accounting students with
a capacity for creative thinking and an appreciation of ethical standards and conduct;
and according to Bérubé and Gendron (2022), a challenge inherent in the pedagogy
initiative.

The important thing to note in designing this course is that the techniques used
are not particularly new to the pedagogy of accounting education. It is the different
use of the techniques that accounting educators are used to, which are then used to
stimulate the students’ interest in the course and, therefore, participating even in for-
mative tasks that will accrue to help the students increase their communication self-
efficacy.

Therefore, as we build our model with its nine hypotheses, we also will be concentrat-
ing on course design, the use of case studies, co-operative learning, tutors, and guest
speakers that would positively affect the students’ communication self-efficacy. All of
which are briefly discussed below.
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Model creation – conceptual framework

Our study advances the use of Stone and Bailey’s (2007) framework on team conflict self-
efficacy to be adapted to explain the antecedents and behavioral intentions of the
accounting students exposed to communication self-efficacy techniques. We use Stone
and Bailey’’s nine hypotheses on team conflict self-efficacy, which we amend to
address the objectives of this research on understanding communication self-efficacy
and behavioral intentions.

Hypothesis development for the antecedents of self-efficacy

Bandura (1977, 1982) proposes four types of antecedents that influence a person’s
thought about their self-efficacy beliefs in achieving a task. The first antecedent is ‘per-
sonal mastery’, which can be explained as ‘accomplishments regarding a task’ (Stone &
Bailey, 2007) or allowing one to master an idea or concept (Chowdhury et al., 2002)
has a substantial effect on self-efficacy and future behavioral intentions. If a student’s
communication experience is that of consistently performing well in a communication
task, then it is considered that that student will have increased communication self-
efficacy.

Therefore, the course includes two summative assessments to enable active partici-
pation by the students: A group presentation on a case study (worth 30%) and, following
the presentation; an individual reflective essay on how their generic skills had improved
(or not) worth (70%).

As of week one, the students were grouped by the tutors into small groups of five stu-
dents chosen at random by the tutor. The rationale for this group size is to ensure that
teammembers yield diversity and cohesiveness and avoid students feeling uncomfortable
in large groups.

The first task began in the second week by giving a presentation as a group to the rest
of the class and the tutor on what skills are required to be an accountant. This presen-
tation was given for two reasons. The first was to help the students begin their verbal
presentation journey, and the second was to help them start on their reflective essay. Stu-
dents needed to self-reflect on the following: reasons for choosing an accounting course;
what job they wished to have after their degree; what skills were required for their future
employers; and finally, ask themselves – did they already possess those skills? According
to Carnegie (2021), ‘accounting is not a mere neutral; benign; technical practice’ (p.12).
Hence, second, the chance to research and understand that they will need more than just
being good at accounting numbers to be a successful accountant in the 2020s. This
nuanced design generated buy-in (Van Niekerk & Delport, 2022) from the students
and positively impacted the rest of the course. Such curriculum changes require other
approaches to the assessment of students’ achievement of competence regarding these
communication skills.

We hoped that with the help of tutors and peers, these students would learn and
develop and can practice freely, reducing any fear they had of presenting. The role of
the instructor has been shown to help build trust in an active learning environment
(Beatson et al., 2019; Cavanagh et al., 2018). The accounting undergraduates commenced
with a simple task of presenting an understanding of accounting, gradually building this
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over the course duration. This continued until the final summative task presenting the
answer to a CIMA-provided case study, thus relating to real scenarios. The idea being
here that students will be able to apply the numerical formulas they have learnt in
theory in other modules on their degree course to help improve their critical thinking
and problem solving as well as develop teamwork and communication skills as suggested
the recommendations of O’Connell et al. (2015). Therefore the first hypothesis on self-
efficacy was:

Hypothesis One: The level of communication experience has a significant and positive
impact on communication self-efficacy.

The second antecedent of Bandura’s is ‘vicarious experiences’ explained as mirroring the
behavior of others who are viewed as completing the task successfully (in this case of
communicating). Vicarious experience here would come from two sources: First, the stu-
dents observing each other complete a presentation successfully, and second, the students
observing a guest lecturer. Concerning the latter, stories are important enabling the
alumni/guest lecturer to demonstrate dominant narratives of vicarious experience
(Declercq & Jacobs, 2019; Van De Mieroop, 2019). Reflecting on the alumni/guest lec-
turer’s personal experience narrative, students might feel inspired and envisage the
future benefits potentially improving their future communication performance
(Bandura, 1997; Gist & Mitchell, 1992).

Besides introducing case studies and co-operative learning, there was also the intro-
duction of guest speakers at lectures. Guest speakers were invited from the professional
bodies and individuals of high status within the accounting profession who had pre-
viously studied accounting on the same course. Using guest speakers allowed students
to increase their communication self-efficacy levels again by another example of vicarious
experience. Students observed guest speakers from the profession with good communi-
cation skills, noting that an ex-student of this program can succeed at both accounting
and communicating.

These lectures concentrated on instructing the students as to the nature of accounting
in the business world and the skills required to be successful in the workplace. This
reflects academic research that states that carefully planned guest speaker presentations
can provide very real accounting experiences to first-year undergraduate accountancy
students (Fedoryshyn & Tyson, 2003; Metrejean et al., 2002; Metrejean & Zarzeski,
2001). This will also help to close the gap between academia and practice that is said
to exist (Albrecht & Sack, 2001). It might also allow practitioners (due to their connection
with the students) to reduce their preconceived notions of student abilities and reduce
the expectations gap (Hassall et al., 2005).

Hypothesis Two: The level of vicarious experience has a significant and positive impact on
communication self-efficacy.

The third antecedent is that of ‘social persuasion’ by a team mentor, the university tutor,
assigned to each group in their class. A positive assertion by the mentor (or tutor in this
case) that a student has done well in the task (e.g. a good presentation) and that person
believes that mentor; then their (communication) self-efficacy will rise (Krasodomska
and Godawska, 2021).
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Tutors were instructed to give as much positive feedback to students for taking part in
their respective seminars (social persuasion). They were told to use these common
methods of verbal encouragement, coaching and performance feedback to gradually
improve the performance of the students in the task. For students who are not used
to/unfamiliar to these new techniques, a caring and nurturing environment should be
created as this is an important part of creating motivation for students to communicate
(Biggs, 1989). Additionally, to support the students in their respective groups, the tutors
were instructed to actively encourage them to support (Van Niekerk & Delport, 2022)
one another in the presentation tasks to create an atmosphere of empathy; mutual under-
standing; and guidance on how groups perform over time. Basic guidance was given as to
how groups would form and rules for interaction, but instruction did not go as deep as
respecting cultural and religious differences as suggested by Hofstede’s cultural model
(2001).

The presentations given by the students (in small groups of four to five students) also
helped link to another communication self-efficacy antecedent, emotional state. Tutors
were made aware (and had their own preconceptions) that this was the first time
many students had given any sort of presentation. The tutors were instructed to praise
the student for just standing up and having a go in the early presentations to try to
put the students at ease. The teaching team was chosen in recognition of previous
research, which noted that teachers with experience in the business world would have
the most credibility and influence on the students (Boyce et al., 2001).

Tutors should also make it clear to students what is expected of them (Van Niekerk &
Delport, 2022), such as full participation in class. Tutors cannot just give out the case
studies and expect the students to figure out what is required themselves. Students
must now become active participants (Boyce et al., 2001). Teachers need to ensure
that the students have the knowledge and strategies that are required to be successful
at completing the tasks (Bandura, 1977).

Hypothesis Three: The influence of a team mentor has a significant and positive impact on
communication self-efficacy.

The fourth antecedent is ‘team support’. A group’s achievement is through shared knowl-
edge, motivation, skills, and beliefs in their collective power to achieve the set task
(Bandura, 2000). Therefore both lectures and seminars focused on the creation of
teams and how they should operate based on the classical theory of small group devel-
opment over time (e.g. Tuckman, 1965). Students would also be given an insight via a
lecture and a seminar, into the type of role they might play as an individual within
that team as defined by academics such as Belbin (2010). We will examine the group’s
collective motivation and cooperation.

Participation in group presentations in the module allows the students to be exposed
to many of the other self-efficacy antecedents. For example, experience or modeling
behavior on others who complete the task can help an individual improve their com-
munication self-efficacy. The instruction to the tutors was to allow students to give
their presentations (other than the one that was assessed) in front of the other students
in the same seminar group. This meant that the students observing other students suc-
cessfully giving their presentation (completing the task) could learn from the success of
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others and improve their own performance (as suggested by Bandura, 1977; Gist &
Mitchell, 1992; Pelzer & Nkansa, 2021).

The benefit of allowing other students to listen and watch other presentations is that
another of Bandura’s antecedents of self-efficacy and social persuasion could come into
effect. Social persuasion on these occasions occurred when the students were prompted
to give each other positive feedback on their presentations, using common forms of social
persuasion such as verbal encouragement (Bandura, 1977).

Hypothesis Four: The amount of team member support in the team has a significant and
positive impact on communication self-efficacy.

The last antecedent to individuals’ self-efficacy relates to physiological state when con-
fronted with attempting a task. For example, as the individual could be suffering from
nerves, they could interpret this as the reason for their poor performance. If individuals
can modify their physiological state by reducing stress levels, self-efficacy may be
increased (Wood & Bandura, 1989). Also included here are thoughts of the student’s
emotional (intellectual) arousal. If they were interested in the task, this would create a
deep-learning environment (Ainsworth, 2021).

Hypothesis Five: A team member’s emotional state during a presentation has a significant
and positive impact on communication self-efficacy.

Hypothesis development on the outcome expectations of the students

Similarly, to Stone and Bailey, we also consider two types of behavioral intentions. First,
outcome expectancy is the idea that due to the consequence of accomplishing a task, this
will lead towards achieving an overall desired outcome (Bandura, 1977) and this would
be on career outcome.

Hence, hypothesis six, on outcome expectancy of communication self-efficacy relates
to student’s career. For example, a positive experience will increase students’ communi-
cation self-efficacy and they will feel good about using this improved communication
ability now as if they were in employment.

Hypothesis Six: Communication self-efficacy has a positive impact on career outcome
expectancy.

The second type, under outcome expectancy, considers teams. Looks at the positive effect
of increased communication ability self-efficacy has on the students thoughts in working
in their teams. If students feel that they could easily repeat the same task, the outcome
expectancy results will be strong on their team outcome. This leads to hypothesis seven:

Hypothesis Seven: Communication self-efficacy has a positive impact on current team
outcome expectancy.

Hypothesis development on the behavioral intentions of the students

Although accounting is commonly positioned with technical practice (Carnegie, 2021), it
is increasingly recognized for its effects on and reflections of behavioral intentions.
Finally, in the last two hypotheses, we investigate the newfound levels of communication
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self-efficacy and outcome expectancies on the students’ behavioral intentions to use in
the future. Behavioral Intentions comes from Henry and Stone (1999) on the use of
self-efficacy, referring to the Theory of Reasoned Action (TRA) developed by Fishbein
and Ajzen (1975). In addition, behavioral intentions are the formation in the mind
that an individual has gathered enough information to act upon in the future (Ajzen,
1991).

Therefore, if communication self-efficacy has had a positive impact on the student,
then there will be a strong correlation with their intentions to use their newly improved
communication self-efficacy in their future careers:

Hypothesis Eight: Career outcome expectancy has a positive impact on behavioral inten-
tions to use communication skills.

Likewise, if the students view their communication self-efficacy to improve, they will use
this improved ability when they are working in future teams. This could be either at uni-
versity or in their future workplace.

Hypothesis Nine: Current team outcome expectancy has a positive impact on behavioral
intentions to use communication skills.

All of these hypotheses and their links can be shown diagrammatically in Figure 1.
The model created should reflect the strength of measurement of communication self-

efficacy. It should also indicate which of these antecedents are statistically significant in
influencing the student group’s communication self-efficacy. The model will also show
how likely communication self-efficacy will affect student’s future communication
views on their behavioral intentions to use their communication self-efficacy ability in
the future workplace and future teams. The next section will indicate the student’s
final intentions to continue to use their newly found communication self-efficacy in
the future.

Questionnaire item design

For the test of communication self-efficacy the questionnaire had 56 questions (items).
The questionnaire has been designed slightly out of the order as created by Stone and
Bailey, but the question re-ordering was more to do with the logical flow of the question-
naire and to group ideas together to allow for more considered responses. This re-order-
ing is in line with general questionnaire design suggestions as advocated byWillis (2004).

Figure 1. Schematic diagram of communication self-efficacy model and hypotheses.
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Therefore, team and mentor support questionnaire items were brought together and
emotional state questions were not left until last but were placed just after when the com-
munication experience self-efficacy antecedent questions ended. This was in the hope
that the students had the experiences of the group presentations at the forefront of
their minds while completing the questionnaire. The emotional state questions were
the easiest to replicate as they were just statements around feelings that could be easily
applied to presentations as well as team conflicts:

When my team had a disagreement I felt anxious

Became:

When I had to present I felt anxious

To reduce the possible statistical impact of differently worded questions, it was
decided to take the questions from the team-conflict questionnaire and adapt them
where possible for communication self-efficacy. For example, a team-conflict, mentor
support item:

A mentor helped my team resolve disagreements or conflicts

Became:

A tutor/mentor helped me improve my presentation skills

The addition of the word ‘tutor’ in this case was an attempt to point the question
toward the effect the tutor had on their improving communication skills. It was hoped
that each statement would have the same number of questions as the original model,
but this was found impossible to replicate because of the nature of the questions
asked. These questions were very specific to team conflict and could not be easily trans-
lated into communication self-efficacy. The main reason was that there were questions
about collective behavior. For example, there were questions such as:

We worked so that to the extent possible we all got what we really wanted.

My team had frequent disagreements and conflicts

While this research is still interested in the effect of teams on an individual’s com-
munication ability, there needed to be a greater focus on the individual, so these
questions about group behavior were thought to be superfluous. There was a poten-
tial that this removal of questions could ruin the statistical analysis, but these ques-
tions did not make sense and could not be easily replaced with a communication
theme. Stone and Bailey, in terms of results, only highlighted questionnaire items
that gave the strongest correlations to the constructs (statements). They claim that
none fell below the range 0.7 for reliability, so losing some of the questions was a
difficult choice.

The reduced number of questions is backed by other academics who state that
having too many questions will lead to the respondent getting bored and not filling
the questionnaire in correctly, with thoughts more on satisficing and completing
quickly rather than revealing their true thoughts and feelings (e.g. Krosnick, 1999).
The only concerns Stone and Bailey had regarding questionnaire items were over
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Personal mastery, the first set of questions asked. This was due to their findings indi-
cating that personal mastery was not important in improving team-conflict self-
efficacy. Bandura (1977) stated that personal mastery should have the greatest
impact on any type of self-efficacy. Stone and Bailey thought that their poor result
in this area was down to poor questioning and something that needed work on in
future questionnaires. This was noted by this researcher and questions were created
with thought to key phrases such as experience and participation:

Through my presentation experiences I was able to develop my skills in verbal
communication.

Participation in assessed presentation increased my verbal communication skills.

In order to prevent confusion in the students’ responses, the language used in the
questionnaire was kept clear and concise (Bandura, 2006). This safeguard included
removing any mention of the term self-efficacy and any other possibly confusing
terms such as vicarious experience that the students might not readily understand. A
fairly benign title on communication and presentations will be used. The initial question-
naire design had headings at the start of each section that was to focus the student’s
thoughts on each particular section of theory to potentially prevent misinterpretation
of the questions, following guidelines created by Willis (2004).

In the final statements of Behavioral Intention, there is also a danger that the question
items may not work. This is because the instruction of Bandura (2006) clashes with the
instruction of Ajzen (1991). Ajzen whose work on the TRA (Theory of Reasoned Action)
created behavioral intentions suggests that designing questions with thoughts of future
behaviors should use the term ‘will.’ Bandura suggests the term ‘can’ is replaced by
‘will’ in the item design. However, as Ajzen has a stronger focus in this particular area,
this team chose to use Ajzen’s design:

I will not be afraid to give future presentations.

I will help my future team find ways to improve their collective presentation skills.

Research design: testing of the communication self-efficacy model

Data collection

The research method includes a written questionnaire completed by 131 students, from a
year-long accounting module. These students had completed their first-year undergradu-
ate program. This specific year was the first running of the module that contained com-
munication self-efficacy interventions.

The questionnaire was completed using the traditional pen and paper approach, which
again was the same method adopted by Stone and Bailey (2007). The questionnaire was
handed out in the final lecture of the module. The reason for doing this was that there are
suggestions by Bandura (1997) that individuals make better judgements on their self-
efficacy after attempting a full range of tasks (in this case, both formative and summative
presentations) rather than at the start. Ethical approval was sought and approved by the
university to approach the students with this questionnaire. The questionnaires had high
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completion rates with 131 students out of 168 returning completed questionnaires (a
78.0% completion rate).

Research design

After the students filled in the questionnaires, the questionnaires were gathered up and pro-
cessed via SMARTPLS version 2.The results were obtained using Partial Least Squares Struc-
tural Equation Modeling (PLS-SEM) rather than using a Covariance Modeling (Ghasemy
et al., 2020) is that the PLS-SEM measures the overall results using the multiple Pearson
coefficient of determination, R2 to describe the latent variables in thismodel (Tables 1 and 2).

Results

The latent variables in this diagram (Table 3) are the inferred variables rather than the
observed (Hair et al., 2017). This gives an indication of the overall explanatory power
of the model, indicating the amount of variance in the construct, which, in turn, are
explained by the antecedent variables in the model (Roldán & Sánchez-Franco, 2012).
The range of results from R2 can be from 0 to 1 with 1 being the perfect fit. The R2
values should be high enough to achieve a minimum level of explanatory power
(Urbach & Ahlemann, 2010), with the value of R2 to be at a minimum of 0.10. Chin
(2010) created a range of marks that explained the explanatory power: with anything
between 0.19 and 0.33 should be considered weak, between 0.33 and 0.67 moderate,
0.67 and above considered a substantial predictor.

Table 1. Demographics.
Variables Number % M SD

Age (years) 18.64 2.22
Gender
Male 90 68.7%
Female 41 31.3%
Total 131 100.0%

Table 2. Overall model results.
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Table 3. Questionnaire items and standardized path coefficient results.
Questionnaire items

Hypothesis One – Personal Mastery Coefficient

1 Through my presentation experiences I was able to develop skills in verbal communication 0.859
2 Participation in non-assessed presentations increased my verbal communication skills 0.847
3 Participation in assessed presentations increased my verbal communication skills 0.869
4 I worked in a team that had team members who could not communicate in presentations 0.223
5 Members of the team I was in exhibited communication problems 0.176
6 I was able to help my team increase their verbal communication skills 0.508
Hypothesis Two – Vicarious Experience
1 Friends in my team told me how to resolve my verbal communication issues when giving presentations 0.609
2 I picked up tips on how to communicate by watching other members of my team who were good at

communicating
0.755

3 I learned by listening to others as they resolved their verbal communication issues 0.796
4 I learnt how not to communicate by observing those who were poor at communicating 0.491
5 Friends on other teams told me how they resolved their verbal communication issues 0.744
6 I picked up tips on how to communicate by watching other teams 0.695
7 I learned by listening to other teams as they resolved their verbal communication issues 0.796
8 I learned via the ‘grapevine’ how other teams resolved their verbal communication issues 0.713
9 By listening to other teams’ experiences, I learned how my team could resolve their verbal

communication issues
0.775

Hypothesis Three – Team Mentor Support
1 A tutor/mentor helped me improve my presentation skills 0.810
2 A tutor/mentor helped my team improve their presentation skills 0.867
3 A tutor/mentor encouraged us to work as a team in improving our presentation skills 0.800
4 A tutor/mentor got me to acknowledge my weaknesses in presenting 0.855
5 A tutor/mentor got the team to acknowledge their collective presentation weaknesses 0.785
Hypothesis Four – Team Member Support
1 Friends in my team encouraged me to speak out in a presentation 0.898
2 Friends not in my team encouraged me to speak out in a presentation 0.535
3 Team members supported each other when giving a presentation 0.727
4 Team members encouraged a ‘we are in it together’ attitude 0.715
5 Team members treated poor communication as a mutual problem to solve 0.056
6 Team members avoided trying to solve any verbal communication issues we had 0.007
7 Working in a team forced me to improve my communication skills in order to gain acceptance from my

team members
0.642

Hypothesis Five – Emotional State
1 When I had to present I felt anxious −0.566
2 When I had to present I felt stressed −0.575
3 When I had to present I felt frustrated −0.428
4 When I had to present I felt calm 0.828
5 When I had to present I felt confident 0.866
6 When I had to present I felt comfortable 0.854
7 I was interested in the intellectual challenge of the presentation tasks 0.685
8 I was interested in my verbal performance in the non-assessed presentations 0.771
9 I was interested in my verbal performance in the assessed presentations 0.757
Hypothesis Six – Career Outcome
1 My verbal communication skills have improved 0.870
2 I feel I am able to better contribute in presentations now 0.887
3 By helping the team give a better presentation I also performed better 0.835
4 I feel I can produce higher quality presentations 0.786
5 I have learnt how to help my team give better presentations 0.784
6 I will be able to complete a similar presentation task with less stress 0.761
Hypothesis Seven – Team Outcome
1 I feel I am now able to contribute more in future presentations 0.859
2 I feel I can improve my presentation performance in the future 0.288
3 By helping my team give a presentation I feel I am now able to contribute more in future teams 0.895
4 I feel I can improve the presentation performance of future teams 0.847
5 I feel I can become a contributing member to any team to which I am assigned 0.860
Hypothesis Eight – Behavioral Career Outcome
1 I feel by improving my verbal communication skills I have become more attractive to employers 0.896
2 By improving me verbal communication skills I feel I am now better qualified for jobs when I graduate 0.964

(Continued )
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Overall powers of prediction

We carried out the tests to review the strength of the overall powers of prediction of the
model, the reliability of the model (consistency), the validity (the accuracy), which allows
for the variables and their paths to be tested to examine if they are consistent with what
they intend to measure (Straub et al., 2004) . The overall results indicate that we obtained
for our new communication model a strong explanation of students’ inferred communi-
cation behavior. The main number to concentrate on is an overall R2 result of 0.612 for
communication self-efficacy. This means that the model has a 61.2% potential chance of
capturing a student’s overall understanding of communication self-efficacy. This is
observed in Table 4.

In terms of the other latent variables, the results indicate that the model is a good pre-
dictor of the students’ intention to use their new-found increased communication self-
efficacy. This applies to their intentions to use it in their immediate near and long-
term future (Team outcomes at 68.7% and behavioral intentions 56.1%). The result
that is the weakest is the result for career outcome 43.3%. This could well be that the
first-year students may not able to properly visualize their future and, therefore, the
outcome would be lower.

Table 4 also gives as many reliability and validity results as possible. The redundancy
measure is lower in all cases than the R2 measure, indicating the relationships between
the other variables and these higher level latent variables within the model. To
measure the construct validity, the convergent validity, the AVE Average Variance
Extracted (AVE) and a discriminatory validity measure the AVE square root is given.
These measure the amount of similarity (AVE) and the amount of difference (AVE
square root) each variable has with each other. The values for AVE should be greater
than 0.5 (Fornell & Larcker, 1981).

Table 3. Continued.
Questionnaire items

Hypothesis One – Personal Mastery Coefficient

3 I am in a better position now to be more successful in my future career 0.947
Hypothesis Nine – Behavioral Team Outcome
1 I intend to use my verbal communication skills in future presentations 0.722
2 I will not be afraid to give future presentations 0.657
3 I intend to be proactive and volunteer to give future presentations 0.715
4 I intend to continue improving my presentation skills 0.831
5 I will help others to improve their presentation skills 0.789
6 I will help my future team find ways to improve their collective presentation skills 0.781

Table 4. PLS-SEM latent variable results from the questionnaire.

PLS-SEM overview of
reliability AVE

Composite
reliability R2

Cronbach’’s
alpha Communality Redundancy

AVE
square
root

Communication Self-
Efficacy

0.675 0.926 0.612 0.903 0.675 0.050 0.822

Career Outcome 0.859 0.960 0.433 0.945 0.859 0.371 0.927
Team Outcome 0.753 0.924 0.687 0.891 0.753 0.514 0.868
Behavioral Intentions 0.565 0.886 0.561 0.846 0.565 0.241 0.751
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Another assessment of the robustness of this model can be obtained from the com-
munalities. The desired result is for the values to be close to 1, indicating that the
model explains most of the variation for those variables. The model explains career
outcome expectancy the best with the model explaining 96% of variation.

The test for internal consistency (or reliability) is given in the form of both com-
posite reliability as developed by Werts et al. (1974) and the most popular test of
overall fit Cronbach’s alpha (Bryman & Cramer, 2009). Internal reliability is a
measure of how well different items are measuring the same thing and Cronbach’s
alpha is a reliability coefficient that measures the average inter-correlation between
the questionnaire items measuring the variable taking into account the number of
questions and the average correlations in a construct (Nunnally & Bernstein,
1994). The Composite reliability is said to be the better suited for PLS (Chin,
2010), with both measures sharing a similar interpretation of indexes. However,
with 0.70 as a benchmark for modest reliability in early research and 0.80 and
0.90 for advanced stages of research, this would suggest that the proposed model
is reliable (Chin, 2010).

Hypothesis analysis

The results from Table 5 show that there are only two out of the five hypotheses that
influence the results of communication self-efficacy. The two antecedents that are statisti-
cally significant and large enough to impact the students’ communication self-efficacy are
communication experience (Personal Mastery) 0.607 (Hypothesis One), team mentor
support 0.240 (Hypothesis Three).

The others, vicarious experience (Hypothesis two), teammember support (Hypothesis
four) and emotional state (Hypothesis five) have had no effect on the communication
self-efficacy of the students.

However, once the communication self-efficacy of a student is affected, there is a stat-
istically significant effect on a student’s outcome expectancy and behavioral intentions
and these hypotheses should be accepted. Hypothesis Six (Career Outcome Expectancy),
with a result of 0.658 suggests that a student can envisage using their communication
self-efficacy in any career in the near future. Hypothesis Seven (Team Outcome Expect-
ancy), with a result of 0.829 suggests that students will envisage using communication
self-efficacy in their current teams on a new task. For Hypothesis Eight (Behavioral
Career Intention), with a result of 0.489, the student can envisage using their

Table 5. Summary standardized path coefficient results from the questionnaire.

Structural self-efficacy Coefficient Std. err. Z P. [z]
[99% Conf.
interval]

Hypothesis One Personal Mastery 0.607 0.049 15.990 0.000 0.684 0.875
Hypothesis Two Vicarious Experience 0.060 0.068 1.470 0.141 −0.033 0.234
Hypothesis Three Team Mentor 0.240 0.708 4.080 0.000 0.150 0.428
Hypothesis Four Team Member 0.100 0.717 1.030 0.305 −0.067 0.214
Hypothesis Five Emotional State −0.150 0.077 −0.640 0.524 −0.201 0.103
Hypothesis Six Career Outcome 0.658 0.052 12.610 0.000 0.549 0.751
Hypothesis Seven Team Outcome 0.829 0.029 30.410 0.000 0.834 0.948
Hypothesis Eight Behavioral Intentions – Career 0.489 0.086 5.510 0.000 0.179 0.521
Hypothesis Nine Behavioral Intentions – Team 0.339 0.087 4.010 0.000 0.179 0.528

ACCOUNTING EDUCATION 17



communication self-efficacy techniques in their long-term future careers. Hypothesis
Nine (Behavioral Team Intention), with a result of 0.339 suggests that students will
use their communication self-efficacy ability in future teams.

Discussion

From the demographic breakdown of the students, it can be seen that of the 131 students
the majority are students are young, which is probably to be expected as these are first-
year undergraduate students joining the accounting degree and that a significant pro-
portion are male. This imbalance of accounting students with regard to gender has
been noted by other researchers such as Rogers & Creed, 2011: Cory et al., 2010 and
Koh & Koh, 1999. The young age of the students could be important as the students
could be suffering from lower levels of self-efficacy and communication ability as they
are new to university and are away from home for the first time. Other studies have
shown that accounting students have lower levels of self-esteem that their peers (Farag
& Elias, 2016). Therefore any intervention that will help raise the students’ self-efficacy
should help to improve their overall resilience and ability to cope with their course
(Bandura, 1986; Byrne et al., 2014; Martin & Marsh, 2006).

In our model, when it comes to understanding which antecedent has the greatest effect
on influencing the students communication ability, it is personal mastery (Hypothesis
One) that has been found to have the strongest influence on communication self-
efficacy. The results replicate Bandura and others’ findings (e.g. Chowdhury et al.,
2002) that personal mastery has the strongest effect on an individuals’ self-efficacy to
achieve a task (in this case, the task of communication). Personal mastery is an increas-
ingly recognized psychological variable of the construct of self-efficacy. People’s beliefs in
their previous experiences control their actions in ways that produce desired outcomes.
Unless the students believe that they can gather the necessary behavioral, cognitive, and
motivational resources to successfully repeat the task in question (Ainsworth, 2021), they
will most likely dwell on the more challenging aspects of the task. They will begin to feel
that they cannot achieve the task, therefore, giving up, not exerting enough effort, and,
therefore fail the latest task (Bandura, 1997).

For Hypothesis Two, the accounting students’ vicarious experience results were disap-
pointing. The PTA course was designed with opportunities for the students to observe
other student groups’ performance. There was also consideration that guest lectures
comprising of alumni students who returned to tell how they had become a success in
the field of accounting would also inspire the students. However, it seems that the stu-
dents do not gain enough from observing or listening to other students or alumni for
it to have a statistically significant impact on their communication self-efficacy.

In Hypothesis Three, the effect of team mentor (the tutors) was deemed to be statisti-
cally important. This is no surprise, as the findings of (Krasodomska & Godawska, 2021)
stated that one of the greatest impacts on students was their tutor. The tutors had been
specifically instructed to be as supportive as possible. A caring and nurturing environ-
ment should be created as this is an important part of creating motivation in students
to encourage an environment of deep learning (Biggs, 1989). The tutors that taught on
the module were deemed strong for two reasons, first, due to their previous experience
using subjective rather than positivistic teaching methods (Hassard, 1990) and second,
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via extensive previous work as accountants before they became teachers. It was hoped
that the more credible the source of social persuasion, the more robust the development
of the individual (Wood & Bandura, 1989). Students who are able to observe and gain
feedback frommentors and senior professionals in the field are likely to have a significant
effect on their understanding and self-efficacy. This is supported by the findings of Coll
et al. (2001) in their study of co-operative education, where domain-specific knowledge
and feedback from work supervisors were found to increase self-efficacy of students in
science and technology. To teach generic skills, there must be a rejection of this objecti-
vist mind-set (Hassard, 1990), and the tutor must adopt many different roles such as
moderator, planner, fellow-student all within the same class (Barnes et al., 1994).
These are not easy teaching ideas to grasp, and it may mean it takes a while before
both the student and the tutor become confident in the subject matter.

Team member support (Hypothesis four) is a weak result. There has been deliberate
intervention in the curriculum design of the module to ensure that there were opportu-
nities for full support between members of the group. There were (following the sugges-
tion of Stone and Bailey) seminar classes in which tutors instructed the students on the
formation of groups and how groups would develop using classic theory as developed by
the likes of Tuckman (1965) and Belbin (2010). It was hoped that team members could
inspire, motivate and support each other in an attempt to achieve a task. The higher the
individuals in the groups collectively perceive their ability to do well in a task, the greater
the groups’motivation, staying power in the face of difficulties and the greater their final
achievements (Beatson et al., 2019; Gully et al., 2002; Pelzer & Nkansa, 2021).

It was a surprise that emotional state was not statistically significant as previous
studies such as Hassall et al. (2013) suggested that students enter the accounting under-
graduate degree program with high levels of communication apprehension. Therefore
most individuals should be displaying signs of stress and anxiety, as described by
Hancock et al. (2010), undertaking communication tasks such as presenting in front
of the class and their tutors. However, it could well be that with the gradual build-up
of presentation tasks, a lot of their emotional state had been reduced for the better by
the time the students had come to fill in the questionnaire. This would link back to
Hypothesis One in that Personal Mastery is indeed the most important antecedent of all.

For Outcome Expectancy and Behavioral Intentions (Hypotheses 6-9) for academics
to redesign their course to incorporate communication self-efficacy, there are a number
of factors to consider. This is all about the students’ intentions to use their communi-
cation self-efficacy in the near and distant future. To allow for communication self-
efficacy to have longer lasting effects the levels of belief in the students must just be
right. The optimum level of self-efficacy is where a person’s belief in their ability is
slightly above their actual ability to perform that task (Csikszentmihalyi et al., 1997).
The best method to raise self-efficacy levels to their optimum is to create a program of
personal experience over time accompanied by self-evaluative techniques (Bandura,
1977). By making self-rewarding reactions in attaining a certain level of behavior,
people create self-inducements until their performances match self-prescribed standards.
Performance accomplishment raises self-efficacy, but it must be seen as a real accom-
plishment not forced or contrived. Tasks that attempt to raise students’ self-efficacy
must be graduated with variation in the threat itself (Bandura et al., 1974). Real encoun-
ters with real threats produce results decidedly superior to imagined exposure with lesser
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threats and prolonged encounters are more likely to produce improved behaviors as
opposed to short encounters (Bandura, 2000).

The impact of verbal persuasion will vary substantially depending on the persuader’’s
creditability, prestige, trustworthiness, and expertise. The more believable the person
doing the persuading, the more receptive to change the individual with low self-
efficacy should be (Fogarty, 2020). The task itself must not be seen as easy but easy to
master with a little bit of effort, and there must be room to allow failure and for individ-
uals to learn from their mistakes.

After all of these thoughts on Bandura’s self-efficacy we believe that for educators to
increase students’ self-efficacy in communication, we suggest that they concentrate on
the following five key elements (Figure 2).

A very important part of communication experience is the need to practice to
improve. Therefore, this is the reason why there needs to be room for failure and
good tutor support is that people who experience failure in a task, yet can then go on
to repeat the same task and accomplish the task will have greater increases in their
self-efficacy (Bandura, 2006). If students feel too much disappointment in failing a
task can rapidly lose any newfound self-efficacy and give up. Therefore it is good to
point out the students’ failings, but the journey for the students must be one of slight dis-
appointment with the ability to reflect and to try again without too much pressure on the
next task (Bandura, 2006). The idea is that the students gradually lose their fears so that,
ultimately they can cope unassisted. Self-directed mastery experiences are then arranged

Figure 2. Key elements required in a communication self-efficacy course.
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to reinforce this newly gained personal efficacy. In tackling communication apprehen-
sion, there are many things to consider and research if this approach is adopted as
another alternative solution for high levels of communication apprehension. If this ante-
cedent of communication self-efficacy is administered correctly it allows those incapaci-
tated to rapidly lose their fears and even reduce fears and inhibitions in other aspects of
their lives (Bandura, 1977). Consideration must also be given to continuous professional
development beyond this course. This is due to the fact that individuals can quickly
return to their previous levels of self-efficacy if they encounter only a few unfavorable
communication experiences. Success in a classroom will quickly be eroded if this
success cannot be repeated in the future (Bandura, 2006).

Conclusion

The question at the start of this research was: Does self-efficacy enhances accounting stu-
dents’ communication ability? The findings here suggest that self-efficacy techniques do
indeed have the potential to enhance an accounting student’s ability to communicate. The
findings in this investigation have also demonstrated that these self-efficacy techniques
are simpler and less expensive techniques that can be employed in creating innovative com-
munication accounting courses. This present study suggests the key antecedents for improv-
ing communication self-efficacy are ‘personal mastery’ and ‘mentor support’. The pedagogy
presented here is a new accounting course that also tries to meet the demands of academics
such as Albrecht and Sack (2001) in teaching vocational skills. The module attempts to
change student attitudes from viewing accounting as a mechanical bookkeeping process
(Bougen, 1994) to give students a view of what is involved in accounting.

The course uses many techniques to advance communication self-efficacy. These tech-
niques include guest lectures for vicarious experience, case studies (based on real-life
scenarios) for personal mastery and tutors with practical accounting experience for
mentor support. It suggests that for tutors to be successful, they must be engaging and
have experience in the current profession (Gammie et al., 2002). A nurturing, helpful
community must create an environment where students are guided through their mis-
takes rather than punished for them. This encouragement must come from not just
from tutors but also from members of their own team (Boyce, 2004). Chowdhury
et al. (2002) argue that self-efficacy is a growing process, which can be improved
through positive feedback. There must be a collective buy-in to the purpose of the
module or else lessons can be created that the students will not engage with as they do
not see the point . Guest lectures by practitioners will help maintain relevance, informing
the students about the potential jobs within accounting and enhancing key points regard-
ing the need for key skills such as communication (Fedoryshyn & Tyson, 2003). The
module is not a perfect design but has demonstrated that communication self-efficacy
techniques can be introduced to mass-market education.

There is also now a new model for measuring the effects of variables (antecedents) on
communication self-efficacy. In the current academic literature, this is the only model
that tests for communication self-efficacy. Each of the new communication scales,
measures, and items has a strong theoretical basis and showed high reliability and validity
in accordance with instruction from Hair et al. (2011). It has been tested empirically and
the model’s results reflect the effects changes to the curriculum had on the students. The
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model has shown that personal mastery and team mentor influence are overall statisti-
cally important factors in increasing an individual’s communication self-efficacy.

This paper should contribute to helping educational establishments in theUKandother
countries develop self-efficacy techniques to improve communication skills within an
accounting course design and potentially other disciplines. This model of communication
self-efficacy has shown that it can reflect changes to the curriculum design and its effect on
the antecedents of communication self-efficacy. By gradually increasing the difficulty of
the presentations that students had to do, this improved the results of personal mastery
antecedent and reduced the students’ reported emotional state. This change in the curri-
culum allowing students more opportunities to present reflects the works of Bandura
(1982), who stated that personalmasterywas the singlemost important variable in increas-
ing an individual’s self-efficacy. This increase in personalmastery led to the highest impact
on self-efficacy in the testing, leading to the greatest impact on outcome expectancy and
behavioral intentions to use communication skills in the future. This means that the
course (and future design of any undergraduate communication course) in order to
increase an individual’s communication self-efficacy, must allow individuals to attempt
to gain as much personal experience or mastery of a communication task as possible.
However, caremust be taken here in relation to the level of failure associated with personal
experience of each task, as repeated failure will lower self-efficacy (Beatson et al., 2020).

Limitations

Although thismodel has been tested and analyzed thoroughly, it is only the findings of one
cohort of first-year undergraduate accounting students at one UK University. This study
needs to be replicated in similar courses both here in the UK and across the world to
examine and compare results. It will be interesting to note if taking the recommendations
of this study for improving students’ self-efficacy and applying them in an employability
course can be replicated with ease in other universities’ pedagogy and curriculum. This
would also allow for testing the validity of the communication self-efficacymodel, its ante-
cedents, the students’ outcome expectancy, and behavioral intentions.

There is also the potential to extend the study to members of the accounting pro-
fession and for comparative purposes to students and members of other professions
who have experienced similar communication apprehension problems, such as engineers
and even vets (P’Rayan & Shetty, 2008; Sweet et al., 2021).

Also a longitudinal study would also be beneficial here to explore the changes that
occur in communication apprehension and self-efficacy. We do not know how long
the increased communication self-efficacy levels will last in the students. These increased
levels may not last if the students are exposed to a negative experience in a future com-
munication task. One of the potential downfalls of this model is that students were asked
about their ability to use their communication skills in the future, either in future teams
or future careers. This can lead to results that show increased intentions to use but could
be that it is easy for the students to imagine themselves to be highly trained in communi-
cation skills in a hypothetical setting (Bandura, 1997).

However, on the plus side, any long-lasting increase in self-efficacy should help
increase a students’s belief about communicating and lead to increasing their beliefs in
enhancing their overall ability to succeed in other future tasks in all aspects of their lives.

22 M. ROBERTS ET AL.



Disclosure statement

No potential conflict of interest was reported by the author(s).

Notes on contributors

Martin Roberts is Senior Lecturer in Accounting and Finance at Sheffield Hallam University.
Martin is a Fellow of the Chartered Institute of Management Accountants (CIMA). He was
awarded his PhD in 2017 and his specific research interests include data analytics, manage-
ment accounting, communication skills in accountants, and student attainment. He is the
proud recipient of Sheffield Hallam University Vice Chancellor’s Award for Inspirational
Teaching. Martin is the corresponding author and can be contacted at: martin.roberts@
shu.ac.uk.

Neeta Shah is a Senior Lecturer in Accounting and Finance at University of Westminster. She is a
Fellow of Association of Chartered Certified Accountants. She obtained her MBA from the Uni-
versity of Warwick and then completed her PhD in the area of corporate governance, under the
supervision of Professor Christopher Napier at Royal Holloway University of London. Neeta
Shah and Christopher Napier’s article, Governors and directors, has been presented with the
Robert W. Gibson Manuscript Award, 2019.

Dafydd Mali is a Senior Lecturer in Accounting at the University of Nottingham. He is an
expert in accounting, auditing and firm performance in South Korea. He is a member of the
British Accounting Association, the Korean Accounting Association and is an Asian Accounting
Association delegate. He has been published in internationally ranked journals including the
Australian Accounting Review, Asia Pacific Journal of Accounting and Economics, Investment
Analysts journal and Journal of Credit Risk. He earned his PhD in Financial Accounting from
Pusan National University investigating the effect of management manipulations on earnings
quality.

José L. Arquero, after obtaining the extraordinary doctoral award with a thesis focused on account-
ing education, now teaches at the University of Sevilla. He is the editor of the Spanish Journal of
Accounting, Finance and Management Education and has published extensively in professional
and refereed journals. Specific research interests include vocational skills, communication skills
and learning styles.

John Joyce was Professor of Management Accounting Education at Sheffield Hallam University
until his retirement in 2019. He has published extensively in professional and refereed journals.
Specific interests include the development of vocational skills in undergraduate and professional
accounting students. Other interests include the approaches to learning of accounting students,
communication skills and the use of case studies.

Trevor Hassall is Emeritus Professor of Accounting Education at Sheffield Hallam University. He
has published extensively in professional and refereed journals. Specific research interests include
the pedagogic use of case studies and the barriers to skills development. Other interests include the
approaches to learning of accounting students and the development of vocational skills in under-
graduate and professional accounting students. In 2021, he was awarded CIMA’s Silver Medal for
his contribution towards Accounting Education.

ORCID

Martin Roberts http://orcid.org/0000-0003-2187-7330
Neeta S. Shah http://orcid.org/0000-0001-9174-6905
Dafydd Mali http://orcid.org/0000-0003-3582-2429
Jose L. Arquero http://orcid.org/0000-0002-7086-8812

ACCOUNTING EDUCATION 23

mailto:martin.roberts@shu.ac.uk
mailto:martin.roberts@shu.ac.uk
http://orcid.org/0000-0003-2187-7330
http://orcid.org/0000-0001-9174-6905
http://orcid.org/0000-0003-3582-2429
http://orcid.org/0000-0002-7086-8812


References

ACCA. 02 Apr, 2020. The most sought-after accountancy and finance skills from across the
world. ACCA Careers. https://jobs.accaglobal.com/article/we-reveal-the-most-sought-after-
accountancy-and-finance-skills-from-across-the-world-/?keywords=sought+after+skills+in+
accounting+and+finance

Ainsworth, J. (2021). Team-based learning in professional writing courses for accounting gradu-
ates: Positive impacts on student engagement, accountability and satisfaction. Accounting
Education, 30(3), 234–257. https://doi.org/10.1080/09639284.2021.1906720

Ajzen, I. (1991). The theory of planned behavior. Organisational Behavior and Human Decision
Processes, 50(2), 179–211. https://doi.org/10.1016/0749-5978(91)90020-T

Albrecht, W., & Sack, R. (2001). The perilous future of accounting education. CPA Journal, 71(3),
16–23.

Aly, I. M., & Islam, M. (2003). Audit of accounting program on oral communications apprehen-
sion: A comparative study among accounting students. Managerial Auditing Journal, 18(9),
751–760. https://doi.org/10.1108/02686900310500514

American Accounting Association Committee on the Future, Content, and Scope of Accounting
Education. (1986). The bedford report, future of accounting education: Preparation for the
expanding profession. Issues in Accounting Education, I (1), 169–195.

American Institute of Certified Public Accountants. (2000). CPA vision 2011 and beyond. AICPA.
Arquero, J. L., Donoso, J. A., Hassall, T., & Joyce, J. (2007). Accounting students and accounting

apprehension: A study of Spanish and UK students. European Accounting Review, 16(2), 299–
322. https://doi.org/10.1080/09638180701391337

Ballantine, J., & McCourt Larres, P. (2009). Accounting undergraduates’ perceptions of co-oper-
ative learning as a model for enhancing their interpersonal and communication skills to inter-
face successfully with professional accountancy education and training. Accounting Education,
18(4-5), 387–402. https://doi.org/10.1080/09639280902719366

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological
Review, 84(2), 191–215. https://doi.org/10.1037/0033-295X.84.2.191

Bandura, A. (1982). Self-efficacy mechanisms in human agency.American Psychologist, 37(2), 122–
147. https://doi.org/10.1037/0003-066X.37.2.122

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. Prentice–
Hall.

Bandura, A. (1997). Self-efficacy: The exercise of control. W.H. Freeman.
Bandura, A. (2000). Exercise of human agency through collective efficacy. Current Directions in

Psychological Science, 9(3), 75–78. https://doi.org/10.1111/1467-8721.00064
Bandura, A. (2006). Guide for constructing self-efficacy scales. In A. Bandura (Ed.), Self-Efficacy

beliefs of adolescents (pp. 307–337). Information Age Publishing.
Bandura, A., Jeffery, R.W., &Wright, C. L. (1974). Efficacy of participant modeling as a function of

response induction aids. Journal of Abnormal Psychology, 83(1), 56–64. https://doi.org/10.1037/
h0036258

Barnes, L. B., Christensen, C. R., & Hansen, A. J. (1994). Teaching and the case method: Text, cases,
and readings. Harvard Business Press.

Beatson, N. (2019). The role of self-efficacy beliefs in accounting education [Doctoral dissertation].
ourarchive.otago.ac.nz

Beatson, N., De Lange, P., O’Connell, B., Tharapos, M., & Smith, J. K. (2021). Factors impacting on
accounting academics’ motivation and capacity to adapt in challenging times. Accounting
Research Journal, 34(2), 184–195. https://doi: 10.1108/ARJ-08-2020-0240.

Beatson, N. J., Berg, D. A., & Smith, J. K. (2019). The Sheldon effect: Fixed mindset does not always
mean fragile confidence. Accounting Education, 28(5), 532–552. https://doi.org/10.1080/
09639284.2019.1661858

Beatson, N. J., Berg, D. A., & Smith, J. K. (2020). The influence of self-efficacy beliefs and prior
learning on performance. Accounting & Finance, 60(2), 1271–1294. https://doi.org/10.1111/
acfi.12440

24 M. ROBERTS ET AL.

https://jobs.accaglobal.com/article/we-reveal-the-most-sought-after-accountancy-and-finance-skills-from-across-the-world-/?keywords=sought+after+skills+in+accounting+and+finance
https://jobs.accaglobal.com/article/we-reveal-the-most-sought-after-accountancy-and-finance-skills-from-across-the-world-/?keywords=sought+after+skills+in+accounting+and+finance
https://jobs.accaglobal.com/article/we-reveal-the-most-sought-after-accountancy-and-finance-skills-from-across-the-world-/?keywords=sought+after+skills+in+accounting+and+finance
https://doi.org/10.1080/09639284.2021.1906720
https://doi.org/10.1016/0749-5978(91)90020-T
https://doi.org/10.1108/02686900310500514
https://doi.org/10.1080/09638180701391337
https://doi.org/10.1080/09639280902719366
https://doi.org/10.1037/0033-295X.84.2.191
https://doi.org/10.1037/0003-066X.37.2.122
https://doi.org/10.1111/1467-8721.00064
https://doi.org/10.1037/h0036258
https://doi.org/10.1037/h0036258
https://doi: 10.1108/ARJ-08-2020-0240.
https://doi.org/10.1080/09639284.2019.1661858
https://doi.org/10.1080/09639284.2019.1661858
https://doi.org/10.1111/acfi.12440
https://doi.org/10.1111/acfi.12440


Belbin, M. (2010). Management teams: Why they succeed or fail (Third edition). Elsevier.
Bérubé, J., & Gendron, Y. (2022). Through students’ eyes: Case study of a critical pedagogy initiat-

ive in accounting education. Accounting Education, 1–37. https://doi.org/10.1080/09639284.
2021.1997768.

Biggs, J. B. (1989). Approaches to the enhancement of tertiary teaching.Higher Education Research
and Development, 8(1), 7–25. https://doi.org/10.1080/0729436890080102

Borzi, M., & Mills, T. (2001). Communication apprehension in upper level accounting students:
An assessment of skill development. Journal of Education for Business, 76(4), 193–198.
https://doi.org/10.1080/08832320109601310

Bougen, P. D. (1994). Joking apart: The serious side to the accountant stereotype. Accounting,
Organizations and Society, 19(3), 319–335. https://doi.org/10.1016/0361-3682(94)90039-6

Boyce, G. (2004). Critical accounting education: Teaching and learning outside the circle. Critical
Perspectives on Accounting, 15(4/5), 595–612. https://doi.org/10.1016/S1045-2354(03)00047-9

Boyce, G., Williams, S., Kelly, A., & Yee, H. (2001). Fostering deep and elaborative learning and
generic (soft) skill development: The strategic use of case studies in accounting education.
Accounting Education, 10(1), 37–60. https://doi.org/10.1080/09639280121889

Bryman, A., & Cramer, D. (2009). Quantitative data analysis with SPSS 14, 15 & 16: A guide for
social scientists. Routledge/Taylor & Francis Group.

Burnett, R., Xu, L., & Kennedy, S. (2010). Student self efficacy in intermediate accounting: A tool to
improve performance and address accounting change. The Accounting Educators’ Journal, 20.

Byrne, M., Flood, B., & Griffin, J. (2014). Measuring the academic self-efficacy of first-year
accounting students. Accounting Education, 23(5), 407–423. https://doi.org/10.1080/
09639284.2014.931240

Byrne, M., Flood, B., & Shanahan, D. (2012). A qualitative exploration of oral communication appre-
hension. Accounting Education, 21(6), 565–581. https://doi.org/10.1080/09639284.2012.725636

Carnegie, G. D. (2021). Accounting 101: Redefining accounting for tomorrow. Accounting
Education, 1–14. https://doi.org/10.1080/09639284.2021.2014915

Cavanagh, A. J., Chen, X., Bathgate, M., Frederick, J., Hanauer, D. I., & Graham, M. J. (2018).
Trust, growth mindset, and student commitment to active learning in a college science
course. CBE—Life Sciences Education, 17(1), ar10.s. https://doi.org/10.1187/cbe.17-06-0107

Chin, W.W. (2010). How to write up and report PLS analyses. InHandbook of partial least squares
(pp. 655–690). Springer Berlin Heidelberg. https://doi.org/10.1007/978-3-540-32827-8_29

Chowdhury, S., Endres, M., & Lanis, T. W. (2002). Preparing students for success in team work
environments: The importance of building confidence. Journal of Managerial Issues, 14(3),
346-359.

Christensen, D. S., & Rees, D. (2002). An analysis of the business communication skills needed by
entry-level accountants. Mountain Plains Journal of Business and Technology, 3(1), p 6.

CIMA. (2009). Finance transformation: The evolution to value creation. Excellence in Leadership,
(13), 1–21.Global Trade Media.

Coll, R. K., Zegwaard, K., & Lay, M. (2001). The influence of co-operative education on student
perceptions of their ability in practical science. Journal of Cooperative Education, 36(3), 58–72.

Cory, S. N., Martinez, G., & Reeves, T. E. (2010). African American high school students’ percep-
tions of accountants. Southwestern Business Administration Journal, 10(1), 17–37.

Csikszentmihalyi, M., Rathunde, K., & Whalen, S. (1997). Talented teenagers: The roots of success
and failure. Cambridge University Press.

de Bruyn, M. (2022). Emotional intelligence capabilities that can improve the non-technical skills
of accounting students. Accounting Education, 1–29. https://doi.org/10.1080/09639284.2022.
2032221

Declercq, J., & Jacobs, G. (2019). “It’s such a great story it sells itself”? narratives of vicarious
experience in a European pharmaceutical company. Journal of Pragmatics, 152, 89–102.
https://doi.org/10.1016/j.pragma.2018.01.008

De Lange, P., Jackling, B., & Gut, A. M. (2006). Accounting graduates’ perceptions of skills empha-
sis in undergraduate courses: An investigation from two victorian universities. Accounting and
Finance, 46(3), 365–386. https://doi.org/10.1111/j.1467-629X.2006.00173.x

ACCOUNTING EDUCATION 25

https://doi.org/10.1080/09639284.2021.1997768
https://doi.org/10.1080/09639284.2021.1997768
https://doi.org/10.1080/0729436890080102
https://doi.org/10.1080/08832320109601310
https://doi.org/10.1016/0361-3682(94)90039-6
https://doi.org/10.1016/S1045-2354(03)00047-9
https://doi.org/10.1080/09639280121889
https://doi.org/10.1080/09639284.2014.931240
https://doi.org/10.1080/09639284.2014.931240
https://doi.org/10.1080/09639284.2012.725636
https://doi.org/10.1080/09639284.2021.2014915
https://doi.org/10.1187/cbe.17-06-0107
https://doi.org/10.1007/978-3-540-32827-8_29
https://doi.org/Global Trade Media
https://doi.org/10.1080/09639284.2022.2032221
https://doi.org/10.1080/09639284.2022.2032221
https://doi.org/10.1016/j.pragma.2018.01.008
https://doi.org/10.1111/j.1467-629X.2006.00173.x


Dwyer, K. K., & Fus, D. A. (2002). Perceptions of communication competence, self-efficacy, and
trait communication apprehension: Is there an impact on basic course success? Communication
Research Reports, 19(1), 29–37. https://doi.org/10.1080/08824090209384829

Ellington, P. (2017). The impediments to the change to UK university accounting education, a
comparison to the USA pathways commission. Accounting Education, 26(5-6), 576–598.
https://doi.org/10.1080/09639284.2017.1326154

Farag, M. S., & Elias, R. Z. (2016). The relationship between accounting students’ personality, pro-
fessional skepticism and anticipatory socialization. Accounting Education, 25(2), 124–
138. https://doi.org/10.1080/09639284.2015.1118639

Faris, K. A., Golen, S. P., & Lynch, D. H. (1999). Writing apprehension in beginning accounting
majors. Business Communication Quarterly, 62(2), 9–22. https://doi.org/10.1177/108056999906
200203

Fedoryshyn, M. W., & Tyson, T. N. (2003). The impact of practitioner presentations on student
attitudes about accounting. Journal of Education for Business, 78(5), 273–284. https://doi.org/
10.1080/08832320309598614

Fishbein, M., & Ajzen, I. (1975). Belief, attitude, intention, and behavior: An introduction to theory
and research. Addison-Wesley.

Flood, B. (2014). The case for change in accounting education. The Routledge Companion to
Accounting Education, 1(1), 81–101. https://doi.org/10.4324/9781315889801-18

Fogarty, T. J. (2020). Accounting education in the post-COVID world: Looking into the mirror of
erised. Accounting Education, 29(6), 563–571. https://doi.org/10.1080/09639284.2020.1852945

Fornell, C., & Larcker, D. F. (1981). Structural equation models with unobservable variables and
measurement error: Algebra and statistics.

Fulmer, B. P., Fulmer, S., & Liu, Y. (2021). Communication roulette: Engaging students in the
practice of tailored communication. Issues in Accounting Education, 36(4), 231–251. https://
doi.org/10.2308/ISSUES-19-078

Gammie, B., Gammie, E., & Cargill, E. (2002). Personal skills development in the accounting cur-
riculum. Accounting Education, 11(1), 63–78. https://doi.org/10.1080/09639280210153272

Gammie, E., Cargill, E., & Hamilton, S. (2010). Searching for good practice in the development and
assessment of non-technical skills in accountancy trainees:Aglobal study.RobertGordonUniversity.

Ghasemy, M., Viraiyan, T., Becker, J., & Ringle, C. M. (2020). This fast car can move faster: A
review of PLS-SEM application in higher education research. Higher Education, 80(6), 1121–
1152. https://doi.org/10.1007/s10734-020-00534-1

Gist, M., & Mitchell, T. (1992). Self-efficacy: A theoretical analysis of its determinants and acqui-
sition of computer skills. Personnel Psychology, 41(2), 255–265. https://doi.org/10.1111/j.1744-
6570.1988.tb02384.x

Grace, D., & Gilsdorf, J. (2004). Classroom strategies for improving students’ oral communication
skills. International Journal of Management Education, 8(2), 67–74. https://doi.org/10.1016/j.
jaccedu.2004.06.001

Gully, S. M., Incalcaterra, K. A., Joshi, A., & Beaubien, J. M. (2002). A meta-analysis of team-
efficacy, potency, and performance: Interdependence and level of analysis as moderators of
observed relationships. Journal of Applied Psychology, 87(5), 819–832. https://doi.org/10.
1037/0021-9010.87.5.819

Hair, J. F., Hult, G. T. M., Ringle, C. M., Sarstedt, M., & Thiele, K. O. (2017). Mirror, mirror on the
wall: acomparative evaluation of composite-based equation modeling methods. Journal of the
Academy of Marketing Science, 45(5), 616–632. https://doi.org/10.1007/s11747-017-0517-x

Hair, J. F., Ringle, C. M., & Sarstedt, M. (2011). PLS-SEM: Indeed a silver bullet. Journal of
Marketing Theory and Practice, 19(2), 137–149. https://doi.org/10.2753/mtp1069-6679190202

Hancock, A. B., Stone, M. D., Brundage, S. B., & Zeigler, M. T. (2010). Public speaking attitudes:
Does curriculum make a difference? Journal of Voice, 24(3), 302–307. https://doi.org/10.1016/j.
jvoice.2008.09.007

Hassall, T., Arquero, J. L., Joyce, J., & Gonzalez, J. M. (2013). Communication apprehension and
communication self-efficacy in accounting students. Asian Review of Accounting, 21(2), 160–
175. https://doi.org/10.1108/ARA-03-2013-0017

26 M. ROBERTS ET AL.

https://doi.org/10.1080/08824090209384829
https://doi.org/10.1080/09639284.2017.1326154
https://doi.org/�https://doi.org/10.1080/09639284.2015.1118639
https://doi.org/10.1177/108056999906200203
https://doi.org/10.1177/108056999906200203
https://doi.org/10.1080/08832320309598614
https://doi.org/10.1080/08832320309598614
https://doi.org/10.4324/9781315889801-18 
https://doi.org/10.1080/09639284.2020.1852945
https://doi.org/10.2308/ISSUES-19-078
https://doi.org/10.2308/ISSUES-19-078
https://doi.org/10.1080/09639280210153272
https://doi.org/10.1007/s10734-020-00534-1
https://doi.org/10.1111/j.1744-6570.1988.tb02384.x
https://doi.org/10.1111/j.1744-6570.1988.tb02384.x
https://doi.org/10.1016/j.jaccedu.2004.06.001
https://doi.org/10.1016/j.jaccedu.2004.06.001
https://doi.org/10.1037/0021-9010.87.5.819
https://doi.org/10.1037/0021-9010.87.5.819
https://doi.org/10.1007/s11747-017-0517-x
https://doi.org/10.2753/mtp1069-6679190202
https://doi.org/10.1016/j.jvoice.2008.09.007
https://doi.org/10.1016/j.jvoice.2008.09.007
https://doi.org/10.1108/ARA-03-2013-0017


Hassall, T., Joyce, J., Bramhall, M. D., Robinson, I. M., & Arquero, J. L. (2005). The sound of
silence? A comparative study of the barriers to communication skills development in account-
ing and engineering students. Industry and Higher Education, 19(5), 392–398. https://doi.org/
10.5367/000000005775185859

Hassard, J. (1990). Science experiences: Co-operative learning and the teaching of science. Addison-
Wesley.

Henry, J. W., & Stone, R. W. (1999). The impacts of end-user gender, education, performance, and
system use on computer self-efficacy and outcome expectancy. Southern Business Review, 25(1),
10. https://doi.org/10.1504/ijhtm.1999.001056

Hofstede, G. H., & Hofstede, G. (2001). Culture’s consequences: Comparing values, behaviors, insti-
tutions and organizations across nations. Sage.

International Federation of Accountants (IFAC). (2015). International education standard (IES) 3,
initial professional skills.

International Federation of Accountants (IFAC). (2019). International education standard (IES) 3,
initial professional skills (revised). IFAC. https://www.ifac.org/system/files/publications/files/
IAESB-IES-3-%28Revised%29_0.pdf

Ireland, C. (2020). Apprehension felt towards delivering oral presentations: A case study of
accountancy students. Accounting Education, 29(3), 305–320. https://doi.org/10.1080/
09639284.2020.1737548

Jerusalem, M., & Mittag, W. (1995). Self-efficacy in stressful life transitions. In A. Bandura (Ed.),
Self-efficacy in changing societies (pp. 177–201). Cambridge University Press.

Jones, A. A., & Sin, S. (2003). Generic skills in accounting: Competencies for students and graduates.
Pearson/Prentice Hall.

Kavanagh, M. H., & Drennan, L. (2008). What skills and attributes does an accounting graduate
need? Evidence from student perceptions and employer expectations. Accounting and Finance,
48(2), 279–300. https://doi.org/10.1111/j.1467-629X.2007.00245.x

Kerby, D., & Romine, J. (2009). Develop oral presentation skills through accounting curriculum
design and course-embedded assessment. Journal of Education for Business, 85(3), 172–179.
https://doi.org/10.1080/08832320903252389

Koh, M. Y., & Koh, H. C. (1999). The determinants of performance in an accountancy degree pro-
gramme. Accounting Education: An International Journal, 8(1), 13–29. https://doi.org/10.1080/
096392899331017

Krasodomska, J., & Godawska, J. (2021). E-learning in accounting education: The influence of stu-
dents’ characteristics on their engagement and performance. Accounting Education, 30(1), 22–
41. https://doi.org/10.1080/09639284.2020.1867874

Krosnick, J. A. (1999). Maximizing questionnaire quality.Measures of Political Attitudes, 2(1), 37–
58.

Leveson, L. (2000). Disparities in perceptions of generic skills: Academics and employers. Industry
and Higher Education, 14(3), 157–164. https://doi.org/10.5367/000000000101295002

Lucas, U., & Mladenovic, R. (2014). Perceptions of accounting. In R. Wilson (Ed.), The Routledge
companion to accounting education (pp. 125–144). Routledge.

Malan, M., & Dyk, V. V. (2021). Students’ experience of pervasive skills acquired through spon-
sored projects in an undergraduate accounting degree. South African Journal of Accounting
Research, 35(2), 130–150. https://doi.org/10.1080/10291954.2020.1827851

Marlatt, A. A., Baer, J. S., & Quigley, A. A. (1995). Self-efficacy and addictive behavior. In A.
Bandura (Ed.), Self-efficacy in changing societies (pp. 289–316). Cambridge University Press.

Martin, A. J., & Marsh, H. W. (2006). Academic resilience and its psychological and educational
correlates: A construct validity approach. Psychology in the Schools, 43(3), 267–281. https://doi.
org/10.1002/pits.20149

Mathieu, J. E., Martineau, J. W., & Tannenbaum, S. I. (1993). Individual and situational influences
on the development of self-efficacy: Implications for training effectiveness. Personnel
Psychology, 46(1), 125–147. https://doi.org/10.1111/j.1744-6570.1993.tb00870.x

McCroskey, J. C. (1970). Measures of communication-bound anxiety. Speech Monographs, 37(4),
269–277. https://doi.org/10.1080/03637757009375677

ACCOUNTING EDUCATION 27

https://doi.org/10.5367/000000005775185859
https://doi.org/10.5367/000000005775185859
https://doi.org/10.1504/ijhtm.1999.001056
https://www.ifac.org/system/files/publications/files/IAESB-IES-3-%28Revised%29_0.pdf
https://www.ifac.org/system/files/publications/files/IAESB-IES-3-%28Revised%29_0.pdf
https://doi.org/10.1080/09639284.2020.1737548
https://doi.org/10.1080/09639284.2020.1737548
https://doi.org/10.1111/j.1467-629X.2007.00245.x
https://doi.org/10.1080/08832320903252389
https://doi.org/10.1080/096392899331017
https://doi.org/10.1080/096392899331017
https://doi.org/10.1080/09639284.2020.1867874
https://doi.org/10.5367/000000000101295002
https://doi.org/10.1080/10291954.2020.1827851
https://doi.org/10.1002/pits.20149
https://doi.org/10.1002/pits.20149
https://doi.org/10.1111/j.1744-6570.1993.tb00870.x
https://doi.org/10.1080/03637757009375677


Metrejean, C., Pittman, J., & Zarzeski, M. T. (2002). Guest speakers: Reflections on the role of
accountants in the classroom. Accounting Education, 11(4), 347–364. https://doi.org/10.1080/
0963928021000031466

Metrejean, C. T., & Zarzeski, M. T. (2001). Bring the real world to the classroom. Journal of
Acountancy, 192(4), 73–78. https://www.journalofaccountancy.com/issues/2001/oct/bringthe
realworldtotheclassroom.html

Mooi, T. L. (2006). Self-efficacy and student performance in an accounting course. Journal
of Financial Reporting and Accounting, 4(1), 129–146. https://doi.org/10.1108/
19852510680001586

Morris, D. B., Usher, E. L., & Chen, J. A. (2017). Reconceptualizing the sources of teaching self-
efficacy: A critical review of emerging literature. Educational Psychology Review, 29(4), 795–
833. https://doi.org/10.1007/s10648-016-9378-y

Nunnally, J. C., & Bernstein, I. H. (1994). The theory of measurement error. Psychometric theory, 3
(1), 209–247.

O’Connell, B., Carnegie, G. D., Carter, A. J., De Lange, P., Hancock, P., Helliar, C., & Watty, K.
(2015). Shaping the future of accounting in business education in Australia. CPA.

Pelzer, J. E., & Nkansa, P. (2021). Why aren’t more minority accounting students choosing audit-
ing? An Examination of Career Choice and Perceptions. Accounting Education, 31(4), 1–23.
https://doi.org/10.1080/09639284.2021.1991404

P’Rayan, A., & Shetty, R. T. (2008). Developing engineering students’ communication skills
by reducing their communication apprehension. English for Specific Purposes World, 4(20),
1–24.

Roberts, M. (2017). An investigation into communication apprehension and self-efficacy of first year
accountancy students [Doctoral dissertation]. http://shura.shu.ac.uk/16550/1/MartinRoberts%
20investigation%20into%20communication.pdf

Rogers, M. E., & Creed, P. A. (2011). A longitudinal examination of adolescent career planning and
exploration using a social cognitive career theory framework. Journal of Adolescence, 34(1),
163–172. https://doi.org/10.1016/j.adolescence.2009.12.010

Roldán, J. L., & Sánchez-Franco, M. J. (2012). Variance-based structural equation modeling:
Guidelines for using partial least squares. In M. Gelman & A. L. SteenKamp (Eds.), Research
methodologies, innovations and philosophies in software systems engineering and information
systems (p. 193). IGI Global.

Rubin, R. B., Rubin, A. M., & Jordan, F. F. (1997). Effects of instruction on communication appre-
hension and communication competence. Communication Education, 46(2), 104–114. https://
doi.org/10.1080/03634529709379080

Ruchala, L. V., & Hill, J. W. (1994). Reducing accounting students’ oral communication apprehen-
sion: Empirical evidence. Journal of Accounting Education, 12(4), 283–303. https://doi.org/10.
1016/0748-5751(94)90023-X

Simons, K., Higgins, M., & Lowe, D. (1995). A profile of communication apprehension in account-
ing majors: Implications for teaching and curriculum revision. Journal of Accounting Education,
13(3), 299–318. https://doi.org/10.1016/0748-5751(95)00012-B

Simons, K. A., Riley, T. J. (2014). Communication apprehension in accounting majors: Synthesis
of relevant studies, intervention techniques, and directions for future research. In Dorothy
Feldman & Timothy J Rupert (Eds.), Advances in accounting education: Teaching and curricu-
lum innovations (Vol. 15, pp. 1–32). Emerald Group Publishing Limited.

Siriwardane, H. P., & Durden, C. H. (2014). The communication skills of accountants: What we
know and the gaps in our knowledge. Accounting Education, 23(2), 119–134. https://doi.org/
10.1080/09639284.2013.847329

Stone, R. W., & Bailey, J. J. (2007). Team conflict self-efficacy and outcome expectancy of business
students. Journal of Education for Business, 82(5), 258–266. https://doi.org/10.3200/JOEB.82.5.
258-266

Straub, D., Boudreau, M. C., & Gefen, D. (2004). Validation guidelines for IS positivist research.
Communications of the Association for Information Systems, 13(1), 24. https://doi.org/10.17705/
1cais.01324

28 M. ROBERTS ET AL.

https://doi.org/10.1080/0963928021000031466
https://doi.org/10.1080/0963928021000031466
https://www.journalofaccountancy.com/issues/2001/oct/bringtherealworldtotheclassroom.html
https://www.journalofaccountancy.com/issues/2001/oct/bringtherealworldtotheclassroom.html
https://doi.org/10.1108/19852510680001586
https://doi.org/10.1108/19852510680001586
https://doi.org/10.1007/s10648-016-9378-y
https://doi.org/10.1080/09639284.2021.1991404
http://shura.shu.ac.uk/16550/1/MartinRoberts%20investigation%20into%20communication.pdf
http://shura.shu.ac.uk/16550/1/MartinRoberts%20investigation%20into%20communication.pdf
https://doi.org/10.1016/j.adolescence.2009.12.010
https://doi.org/10.1080/03634529709379080
https://doi.org/10.1080/03634529709379080
https://doi.org/10.1016/0748-5751(94)90023-X
https://doi.org/10.1016/0748-5751(94)90023-X
https://doi.org/10.1016/0748-5751(95)00012-B
https://doi.org/10.1080/09639284.2013.847329
https://doi.org/10.1080/09639284.2013.847329
https://doi.org/10.3200/JOEB.82.5.258-266
https://doi.org/10.3200/JOEB.82.5.258-266
https://doi.org/10.17705/1cais.01324
https://doi.org/10.17705/1cais.01324


Sweet, D. M., Gentile, D., & He, L. (2021). Communication apprehension and willingness to com-
municate in veterinary medicine students: Implications for mindfulness and communication
training. Health Communication, 1–9. https://doi.org/10.1080/10410236.2021.1930881

Tuckman, B. W. (1965). Developmental sequence in small groups. Psychological Bulletin, 63(6),
384–399. https://doi.org/10.1037/h0022100

Urbach, N., & Ahlemann, F. (2010). Structural equation modeling in information systems research
using partial least squares. JITTA: Journal of Information Technology Theory and Application, 11
(2), 5.

Van De Mieroop, D. (2019). Implying identities through narratives of vicarious experience in job
interviews. Journal of Pragmatics, 152, 61–75. https://doi.org/10.1016/j.pragma.2018.01.006

Van Niekerk, M., & Delport, M. (2022). Evolving flipped classroom design in a cost/management
accounting module in a rural South African context. Accounting Education, 1–29. https://doi.
org/10.1080/09639284.2022.2029748

Werts, C. E., Linn, R. L., & Jöreskog, K. G. (1974). Intraclass reliability estimates: Testing structural
assumptions. Educational and Psychological Measurement, 34(1), 25–33. https://doi.org/10.
1177/001316447403400104

Willis, G. B. (2004). Cognitive interviewing: A tool for improving questionnaire design. Sage
publications.

Wilson, R. M. (2011). Alignment in accounting education and training. Accounting Education, 20
(1), 3–16. https://doi.org/10.1080/09639284.2011.555940

Wood, R., & Bandura, A. (1989). Impact of conceptions of ability on self-regulatory mechanisms
and complex decision making. Journal of Personality and Social Psychology, 56(3), 407–415.
https://doi.org/10.1037/0022-3514.56.3.407

Zimmerman, B. J. (2000). Self-efficacy: An essential motive to learn. Contemporary Educational
Psychology, 25(1), 82–91. https://doi.org/10.1006/ceps.1999.1016

ACCOUNTING EDUCATION 29

https://doi.org/10.1080/10410236.2021.1930881
https://doi.org/10.1037/h0022100
https://doi.org/10.1016/j.pragma.2018.01.006
https://doi.org/10.1080/09639284.2022.2029748
https://doi.org/10.1080/09639284.2022.2029748
https://doi.org/10.1177/001316447403400104
https://doi.org/10.1177/001316447403400104
https://doi.org/10.1080/09639284.2011.555940
https://doi.org/10.1037/0022-3514.56.3.407
https://doi.org/10.1006/ceps.1999.1016

	Abstract
	Introduction
	Contribution of this study

	Literature review and theoretical framework
	Self-efficacy
	Methodology
	Self-efficacy techniques introduced in the curriculum in this study

	Model creation – conceptual framework
	Hypothesis development for the antecedents of self-efficacy
	Hypothesis development on the outcome expectations of the students
	Hypothesis development on the behavioral intentions of the students

	Questionnaire item design
	Research design: testing of the communication self-efficacy model
	Data collection

	Research design
	Results
	Overall powers of prediction
	Hypothesis analysis
	Discussion
	Conclusion
	Limitations
	Disclosure statement
	Notes on contributors
	ORCID
	References


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles false
  /AutoRotatePages /PageByPage
  /Binding /Left
  /CalGrayProfile ()
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /sRGB
  /DoThumbnails true
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 524288
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments false
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo false
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings false
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Remove
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages false
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages false
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 300
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects true
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /Description <<
    /ENU ()
  >>
>> setdistillerparams
<<
  /HWResolution [600 600]
  /PageSize [595.245 841.846]
>> setpagedevice


