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ABSTRACT 

This study explore the expectation gap between students and audit practitioners, and if certain 

factors have any significant impact on the students conformity to the practitioners expectations. 

The study is limited to business students and audit practitioners. We used an Independent Sam-

ples T-Test and Pearson Correlation Analysis to conduct the analysis of 286 student responses 

and 98 practitioner responses. The results confirm previous research; the expectation gap exists. 

The findings concerning the relationship between factors and students conformity were some-

what inconsistent. However, we found a statistically significant proof that students with work-

life, trainee and internship experiences conformed better to audit practitioners. Our study offers 

further insight to the subject of the expectation gap by suggesting that some factors, such as 

internship experiences, can improve students’ conformity to audit practitioners regarding the 

importance of skills.  

KEY WORDS 

Expectation gap, Audit, Audit practitioners, Students, Sweden, Student conformity, Factors im-

pacting the expectation gap. 

PAPER TYPE 

One-year master thesis. 

ACKNOWLEDGEMENT 

We would like to express our gratitude to the people involved in the process of writing this 

thesis. First of all we want to thank our supervisor Mikael Holmgren Caicedo for great support 

and useful critique throughout this process. A special thanks to our families and friends for their 

endless support and valuable comments. Last but not least we want to express our gratitude to 

all respondents, the professors whose lectures we were allowed to collect responses from and 

the contacts at the Big 4 auditing firms who endured all our questions and inquires. 

 



3 

  DEFINITIONS 

Expectation gap refers to the differences in skill expectations between audit practitioners and 

business students. 

Factors are in this thesis are referred to students’ life experiences, age and gender. 

Practitioner(s) refers to employees at auditing firms; e.g. Audit Assistants, Senior Audit As-

sistant, Audit Managers, Senior Audit Managers, Partners, Auditors, Certified Public Account-

ants, Chartered Certified Accountants. In the literature, auditor and accountant are used inter-

changeably. 

Soft skills refers to “a sociological term relating to a person's Emotional Intelligence (EQ), the 

cluster of personality traits, social graces, communication, language, personal habits, friend-

liness and optimism that characterize relationships with other people” (Karthikeyan & Baska-

ran, 2011, p. 3). In terms of language, some authors use the term ‘generic skills’, which is a 

synonym to soft skills (Crawford et al. 2011). For the sake of consistency, and to avoid confu-

sion, the term soft skills is used over generic skills throughout this paper and may be used as a 

synonym to what other authors call ‘generic skills’ or ‘emotional intelligence’. Emotional in-

telligence (EI, or EQ) which, similar to soft skills, is defined as personal and social competence 

(Daff et al. 2012). In this thesis, Communication skills, Social skills, Leadership skills, Business 

understanding, Analytical and Problem-solving skills, Ethical mind-set, Lifelong Learning, 

Scepticism, Self-motivating, Negotiation skills, Resource management, and Sales and market-

ing skills are considered to be soft skills. 

Technical skills are used to explain “skills that involve working with equipment, data, software, 

etc” (Laker & Powell 2011, p. 112) or “technical or administrative procedures related to an 

organization’s core business. Easy to observe, quantify and measure” (Karthikeyan & Baska-

ran 2011, p. 4). In this thesis, accounting skills, computer skills and numeric skills are consid-

ered to be technical skills. 
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1. INTRODUCTION 

This introduction is the first part of the thesis and includes a brief description of 

research problem in context. This is followed by a discussion of implications of 

research problem, research questions, as well as research aim and contribution.  

Despite the long history of the profession of audit, and the impressive amount of years of audit 

education, the professionals have been calling for a change in the education of audit students. 

Or as Langederfer wrote in 1987 (p. 304): 

“Accounting education hasn't fulfilled all the expectations of the leaders of the profession of 

100 years ago or of its leaders today.” 

In a world characterised by rapid changes in information technologies, increased globalisation 

and the rise of social media platforms, the global business area have been subject for major 

changes (Klibi & Oussii 2013). Today's business environment is complex and rapidly changing, 

which has led to an increasing awareness that the way for a corporation to gain sustainable 

competitive advantages is through a competent workforce, and the ability of each individual 

(de Villiers 2010; Klibi & Oussii 2013).  Practitioners within the field of auditing, being a part 

of most businesses, are naturally affected by these changes. Stereotypically and traditionally 

viewed as impersonal ‘bean-counter’, practitioners are now expected to be natural parts of a 

team, and often team-leaders, with a wide range of skills and attributes. This have forced the 

auditing firms to adapt; the Human Resource departments in auditing firms are bigger than ever 

and continues to grow, and the firms themselves market their care for their employees aggres-

sively (Deloitte 2014). 

These new demands on practitioners have created much debate regarding the educational sys-

tem, which is often accused of over-emphasising technical skills, and putting too little focus on 

the soft ones (e.g. de Villiers 2010; Friedlan 1995). As a result, research have showed that 

employers have a hard time finding the competence they look for, and many students find the 

transition from studies to professional life difficult (Kornberger et al. 2011). A big part of the 

problem is that students repeatedly have been reported to have wrongful expectations about 

what skills are needed in order to succeed as an auditor, especially regarding the soft skills. 

Many researchers have found that students believe that soft skills will be of less importance 

than what the practitioners believe (Gray & Murray 2011; Hunt et al. 2004; Kavanagh & Dren-

nan 2008; Klibi & Oussii 2013; Rebele 1985). This expectation gap, resulting in problems both 
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for students and employers, is the topic of this paper, and we will investigate the impact of 

different factors on the students’ expectations. 

1.1. STATEMENT OF PROBLEM 

Previous research has concluded that, in the audit industry, there is an expectation gap between 

practitioners and students. Students have been found to have different expectations regarding 

what skills are needed to succeed in auditing, what characteristics practitioners generally pos-

sess and what employers are looking for in candidates (Ameen et al. 2010; Crawford et al. 2011; 

Rebele 1985). This creates problems in the transition from student to professional life, both for 

the hiring firm and the recently employed students. Such work-related problems can lead to a 

variety of issues, such as decreased productivity and professional identity, or absent employees 

and increased staff turnover (Courtis & Zaid 2002). 

The research revealing this expectation gap is plenty and solid, conducted in different parts of 

the world and cultures. In New Zealand, Gray and Murray (2011) found that practitioners rank 

communication skills as very important in students, but found that students do not recognise 

this. Similar results were found by Ameen et al. (2010) and Courtis and Zaid (2002) in the 

United States and Australia, respectively. In Tunisia, Klibi and Oussii (2013) found that em-

ployers seek students that possess a wide variety of soft skills, but that students still believe that 

technical competence will determine the success of an auditing career. Other skills that are 

highly valued by employers and practitioners are listening skills and general business aware-

ness, but these are rarely found in new recruits (Kavangh & Drennan 2008; Stone et al. 2013). 

In contrast to this research revealing the expectation gap, research concerned with reducing and 

understanding this expectations gap is very limited. To our knowledge, what exists are mostly 

anecdotal evidence and mere suggestions of solutions to the problem; some examples are: Hen-

derson (2001), who argues that adding courses in other more ‘liberal’ sciences could reduce the 

expectation gap. Dickinson (2000), who suggested that participating in extracurricular activities 

could provide students with an increased understanding of professional life and Cooper and 

Robson (2006), who suggested that work experience may help shift students’ expectations. Ad-

ditionally, in many papers, the authors have other primary research objectives; expectations are 

only paid limited notice. As an example, Maelah et al. (2012) studied how an internship affected 

Malaysian students’ actual soft skill development, and found that it improved with the experi-

ence. In the end of the paper, they note that the experience could also provide students with an 

increased understanding for the profession, but this was not tested empirically. One of the few 
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papers directly focused on expectations and understanding and reducing the expectation gap, 

was authored by Friedlan in 1995, almost 20 years ago. Friedlan (1995) investigated how dif-

ferent learning styles influenced students’ perception on what skills they would need to succeed 

in working life. He found that the studied factor (learning style) did affect expectations in stu-

dents, thus showing or implying that different ‘external’ factors could have an effect on stu-

dents’ expectations. 

1.2. RESEARCH QUESTION 

We argue that factors, such as experiences and age, may affect students’ expectations, and that 

the anecdotal evidence and suggestions presented by other authors may well hold true. Empir-

ical knowledge about these factors could result in an increased understanding of the gap, an 

important step in minimising it and making the transition to professional life better for students 

and employers. The thesis will be based upon two general research questions which are limited 

to the expectation gap between students and audit practitioners. 

R1: Does the expectation gap exists between audit practitioners and students? 

R2: Which factors have an effect on the expectation gap? 

To clarify the aim of the thesis and to better outline the research, hypotheses will be used. These 

will be further explained and motivated in section 2.6 Hypotheses. 

1.3. AIM AND RESEARCH CONTRIBUTION 

The aim of this thesis is to add knowledge to the matter of the expectation gap between students 

and practitioners of the audit sector. The survey will investigate factors which may have an 

effect upon the students’ perception of what the audit profession expects of them in terms of 

skills, and thus their conformity. 

The research conducted in this study will contribute with identified and defined factors which 

affect the size of the expectation gap. The findings may benefit many stakeholders and will 

contribute to the research topic. Hopefully, the findings can help auditing students understand 

what will be needed of them in order to succeed in the professional life, thus become more 

desired in the occupational market. Employers will be helped as the greater understandings can 

assist in the often costly recruitment processes, and thereby getting the right students at the right 

position and reducing the risk of the need to rehire or extensive ‘on the job training’. The uni-
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versities will gain access to academic research, explaining the factors affecting the employabil-

ity of their students. This will lend the universities another opportunity to change, customise 

and/or improve their educations to achieve legitimacy and approval from both students and 

employers. As Friedlan (1995, p 49) wrote in his article:  

“By reporting empirical results such as those in this paper, more instructors will become 

aware of the need for and the effect of change in accounting education.” 

Further, scholars and academics can benefit from this research as it will add another dimension 

to the expectation gap in auditing education, thus enriching the field and hopefully inspire fur-

ther research on this important topic. 

2. PREVIOUS RESEARCH 

This part of the paper will outline the previous research conducted in the field of 

the expectation gap. Based on this eight hypotheses are later presented, which 

were used as guidance for the conducted research.  

2.1. SOFT SKILLS IN AUDITING 

The necessary technical skills are today regarded to be taught to a satisfactory degree by uni-

versities, and professional bodies generally find new employees’ skills sufficient in this area 

(Abayadeera & Watty 2014; Bui & Porter 2010; Klibi & Oussii 2013). Regarding soft skills 

however, professional bodies and employers frequently report that students lack the desired 

competency (Abayadeera & Watty 2014; Crawford et al. 2011; de Villiers 2010; Gray & Mur-

ray 2011; Kavanagh & Drennan 2008; Maelah et al. 2012; Nelson 1995; Rebele 1985; Stone et 

al. 2013). In line with these results, university educators report that they have lower confidence 

of their ability to teach the soft skills  

Kornberger et al. (2011) did an ethnographic study in which they studied work-life at a ‘Big 4’ 

firm. The interviewed employees state that the classic top-down ruled organisations belongs to 

the past, and argues that the collapse of the company Arthur Andersen was proof of this. Today 

the organisations are run by teams and clusters, which work independently and with signifi-

cantly bigger freedom to make their own strategic decisions (Kornberger et al. 2011). This 

change of structure have created new challenges for the employees; practitioners are now asked 

to be business partners and advisors instead of ‘bean-counters’, and need to possess the skills 

necessary for this. They are now expected to be much broader in their knowledge, and to possess 
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a wide variety of skills, to be more ethical and to take a greater social responsibility (e.g. Craw-

ford et al. 2011; Klibi & Oussii 2013). As an example, the CEO in the Kornberger et al. (2011) 

study stated that he expected his partners to be entrepreneurial minded, to take risks, to find 

new ways to increase revenue and to constantly reinvent themselves and their business. Further, 

managers in the firm spent almost no time doing ‘classic’ technical auditing work, or as Korn-

berger et al. (2011, p. 523) states: “lengthy periods of focused work in which professional skills 

and technical knowledge were applied were the exception”. Instead, the managers spent their 

time troubleshooting, negotiating, managing others, and most of all, communicating, the skill 

that was seen as most important by everyone at the firm. This, the authors note, differs signifi-

cantly from the stereotypic view of the auditor, and they state: “In fact, at Sky Accounting, soft 

skills seemed to matter more than technical expertise” (Kornberger et al. 2011, p. 524). 

As the auditing firms become increasingly international, and face international competition, 

their employees now face work tasks that origin from various parts of the world. They are ex-

pected to possess knowledge about this international market, and to be able to deal with differ-

ent cultural issues (Arquero et al. 2007; de Villiers 2010; Klibi & Oussii 2013; KPMG 2014). 

As a result, the auditing firms are becoming increasingly interested in their employees and their 

competence (Arquero et al. 2007). This sometimes called ‘human capital theory’ implies that 

companies nowadays gain sustainable competitive advantage only through a competitive work-

force, and the competence of each individual (Klibi & Oussii 2013; Stone et al. 2013). Nowa-

days employers encourage and expect their employees to constantly update and learn new skills, 

as well as they promote individuality and diversity. (KPMG 2014; Kerby & Romine, 2008). 

2.2. THE EXPECTATION GAP 

For decades, there has been a debate in the audit industry regarding audit education and the 

competency of students (Blanthorne et al. 2005). Much of this debate concerns the lack of soft 

skills, as students seems to only get exposed to isolated rules about auditing (Subotnik 1987). 

Claims such as “...accounting education over-emphasizes the technical abilities of graduates 

to the detriment of other competencies” (Kavanagh & Drennan 2008, p.282) and “...accounting 

academicians have historically favoured technical coverage. They have felt an obligation to 

teach every technical aspect of accounting procedure” (Nelson 1995, p. 64) are very common. 

Many researchers have highlighted the need for soft skills in order to succeed in the profession, 

e.g. de Villiers (2010, p. 4) who writes: “Researchers confirm that soft skills not only distinguish 

outstanding leaders and mangers [sic], but can also be positively linked to strong performance 

at all other levels of professionals”. As a consequence of the focus on technical skills, 96% of 



12 

the employers and 98% of the student employees testify about the new recruits’ problems to 

fulfil the responsibilities during their first year of employment and frequent failure to properly 

understand and execute their tasks (Courtis & Zaid 2002). The lack of soft skills are, according 

to Bancino and Zevalkink (2007), the main reason for the failure of 40-70% of all projects. 

Also, Courtis and Zaid (2002) accuse the slow improvements in education for lagging business 

change and increasing the practitioner-client expectation gap. 

2.3. EMPLOYER EXPECTATION 

One of the larger projects, the EU sponsored MISLEM project by Andrews and Higson (2007), 

was initiated to explore and understand the expectation gap and the employability of, primarily, 

business and managing students in Austria, Romania, Slovenia and the United Kingdom. The 

project resulted in a list of ‘Employability Competencies’. The researchers found that both em-

ployers and students valued discipline-specific skills, however it was also noticed that few of 

the respondents thought that the business knowledge acquired in academic education was useful 

in the professional environment (Andrews & Higson 2007, p. 28). A vast amount of other stud-

ies shares Andrews and Higson’s (2007) objective to list skills which enhance employability in 

students (e.g. Abayadeera & Watty 2014; Bolt-Lee & Foster 2003; Courtis & Zaid 2002; Craw-

ford, 2011; de Villiers 2010; Gray & Murray, 2011; Jackling & de Lange 2009; Karthikeyan & 

Baskaran, 2011; Kavanagh & Drennan 2008; Klibi & Oussii 2013; Mayer 1992; Nelson 1995). 

Table 1 summarise the main skills listed in the literature. In the part following Table 1, the skills 

most frequently discussed in the literature are presented more thoroughly. These skills are also 

the foundation for the questionnaire used in this research.  
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Skills Mayer 

(1992) 

Nelson 

(1995) 

Higgins 

et al. 

(1995) 

Courtis 

et al. 

(2002) 

Bolt-

Lee & 

Foster 

2003 

(AICPA 

Core 

Compe-

tences) 

Bolt-Lee 

& Fos-

ter 2003                                    

(Big 8 

White 

Paper) 

Bolt-Lee 

& Fos-

ter 2003                      

(Ac-

count-

ing Edu-

cation 

Change 

Com-

mission) 

Bolt-Lee 

& Fos-

ter 2003                         

(What 

Corpo-

rate 

America 

Wants) 

Hassall 

et al. 

(2005) 

Andrews 

& Higson 

(2007) 

Sin, 

Jones 

& Pe-

tocz 

(2007) 

Ka-

vanagh 

& 

Dren-

nan 

(2008) 

Jack-

ling & 

de 

Lange 

(2009) 

Gray & 

Mur-

ray 

(2011) 

Craw-

ford 

(2011) 

Klibi & 

Oussii 

(2013) 

Abaya-

deera 

& 

Watty 

(2014) 

IFAC 

(2009) 

Total 

Oral communica-

tion 
X X X X X X X X X X X X X X X X X X 18 

Teamwork or So-

cial skills 
X X X X X X X X X X X X X X X X X X 18 

Personal skills 

(creativity/flexibil-

ity etc) 

X  X X X  X X   X X X X X X X X 14 

Written communi-

cation 
X X  X X    X X X X X X X X X X 14 

Problem solv-

ing/Analytical 

skills 

X    X X X   X X X X  X X X X 12 

Bigger pic-

ture/business 

awareness 

X X   X X X X  X  X    X  X 10 

Computer skills X    X   X X  X  X  X X X X 10 

Continuous learn-

ing 
X    X  X    X X   X X X X 9 

Ethical mind-set     X X X    X X X   X X X 9 

Resource manage-

ment 
X    X    X X   X  X X X X 9 

Accounting skills    X  X X X    X X   X X  8 

Negotation skills  X X       X  X X   X X X 8 

Leadership abili-

ties 
    X X X X  X       X X 7 

Scepticism  X   X       X   X X X X 7 

Self-motivation      X X    X X     X  5 

Sales/marketing 

(customer orienta-

tion) 

X    X            X X 4 

Numeric skills X  X          X   X   4 

Decision-making     X X          X X  4 

Discipline interac-

tions 
    X      X X X      4 

Financial Model-

ling 
     X  X     X   X   4 

Risk analysis     X X          X X  4 

Sports     X      X     X  X 4 

Research     X      X      X  3 

Budget control        X        X   2 

Intellectual       X           X 2 

Persistence               X X   2 

Prioritising                X   1 

Total 11 6 5 5 18 11 11 9 5 8 12 13 13 4 10 21 18 16 196 

Table 1 - Summary of desired skills in auditing
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Blanthorne et al. (2005, p. 64) found that “[t]he majority have ranked communication as the 

most important skill in accounting”. Gray and Murray (2011) conducted a study in which they 

focused solely on employers in accounting firms, and investigated the perceived importance of 

a number of different communication skills in students. The results showed that employers 

ranked all kinds of communication skills as very important in students, and as an example, 

during interviews, employers described oral communication skills as “a career divider” and 

“one of the most powerful strengths or weaknesses that people have” (Gray & Murray 2011, p. 

282). Furthermore, Gray and Murray (2011) found that none of their 27 kinds of communication 

skills were ranked as unimportant by employers. Courtis and Zaid (2002) support the finding 

of Gray and Murray (2011) and claims that communication, oral and written, is the very foun-

dation of an auditors work and is a skill highly desired in new recruits. Additionally, in 2004, a 

review compared results from eight other studies and concluded that in all of these, employers 

and practitioners, listed communication skills and interpersonal skills as important for success 

in the auditing industry (Palmer et al. 2004). 

Listening is an inevitable part to communication, and a vital skill to possess if one is to be a 

good communicator (Stone et al. 2013). Listening skills are thus also highly sought after by 

employers of accountants, but is according to Stone et al. (2013) rarely found in students. Fur-

ther, Daff et al. (2012) found that employers recruited the best employees had focused on find-

ing soft skills such communication, social competence and self-awareness, and not technical 

skills. 

Another skill-set highly sought after by employers may be labelled under the term ‘business 

awareness’, as used by Kavanagh and Drennan (2008). They state, in their study, that employers 

expect students to possess technical, analytical, communication and teamwork skills but also 

require this general business awareness. Employers want students that have a broad set of skills; 

ability to work in groups, use computers, understand how a business functions and ability to 

solve ‘real-world’ problems (Arquero et al. 2007; Kavanagh & Drennan, 2008). de Villiers 

(2010) agrees with this and calls business awareness and ‘business-related skills and 

knowledge’ as core competencies for student employability. Today's work environment for au-

ditors is also largely compelled by team work, fast changes in working tasks and co-operation, 

both between countries and other businesses (de Villiers 2010). These teams consist of people 

that may come from various cultures, education and social background, and may be of different 

age and gender. The auditors are naturally expected to be a part of the team, and often even the 

leader of it (de Villiers 2010). The skill set required for this type of work is broader than mere 
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technical skills, as Klibi and Oussii (2013, p. 118) write: “the accountant must now be regarded 

as a professional with a sense of leadership, able to manage a team and to exercise a rigorous 

and transparent judgement in several situations”. 

The ability to learn combined with a ‘commitment to lifelong learning’ and keeping knowledge 

up to date, are two other skills highly valued by employers (e.g. de Villiers 2010; Stone et al. 

2013). Students often are reported to have issues to apply their technical knowledge, acquired 

in their university programs, during employment; needing additional learning in order to trans-

fer these skills into their professional life (de Villiers 2010). The ability and commitment to 

lifelong learning also applies to soft skills, as soft skills are always valued by employers, but 

become ever so important as the accountants career progress, creating the need for constant 

improvement (Blanthorne et al. 2005; Kornberger et al. 2011). 

Having focused on the soft skills demanded by employers, one may wonder if technical skills 

matter at all. This question was the objective for a research conducted by Blanthorne et al. 

(2005) who investigated employer and practitioners about their apprehension of the matter. The 

study found that soft skills is of highest importance, but that technical knowledge still matter 

and is expected to be held by students (Blanthorne et al. 2005). Many other authors also recog-

nise that employers expect students to possess technical skills or a ‘solid understanding of ac-

counting’ (Arquero et al. 2007, p. 301), but stress that soft skills may be of greater importance 

(e.g. Kavanagh & Drennan 2008; Klibi & Oussii 2013; Stone et al. 2013). 

In addition to the above mentioned skills, research suggests that employers and practitioners 

are expecting and searching for the following skills and knowledge: leadership skills, team-

work, ethic awareness, relationship skills, problem solving, time management, critical thinking 

and ability to see the bigger picture (Andrews & Higson 2007; de Villiers 2010; Kavanagh & 

Drennan 2008; Klibi & Oussii 2013). 

2.4. STUDENTS’ EXPECTATIONS 

It is hard for the audit education to prepare students for their future profession, as the universi-

ties mainly focus on technical skills. The new audit environment fuels the arguments for having 

a more soft skills based academic education. Rebele wrote as early as 1985 (p. 41) that “[p]re-

vious research has shown that practitioners perceive both written and oral communication 

skills to being successful in public accounting”. However, the students in his investigation per-

ceived written and oral communication skills to be, respectively, unimportant and moderately 

important. Courtis and Zaid (2002) confirms this and state that students often have problems 
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with communicating and understanding their new work tasks, which the researchers say “arise 

because of an expectation gap” (Courtis & Zaid 2002, p. 325). Instead, the students perceived 

technical skills to be important. In Rebele’s (1985) study, on a scale of importance, students 

ranked technical skills above written communication skills.  

More recent research by Klibi and Oussii (2013) confirmed the notion of Rebele (1985), as 

they, among other things, investigated whether students valued soft or technical skills as more 

important. Their results showed that the students, in contrast to employers, perceived technical 

skills as being more important than the soft. The researchers state that they found “that the 

students’ overall mean score for technical skills was significantly higher than the mean score 

for generic abilities” (Klibi & Oussii 2013, p. 122). Additionally, research conducted by Gray 

and Murray (2011) showed that 75% of their investigated practitioners reported that students 

do not recognise the importance of oral communication skills, further supporting the view that 

students do not perceive communication as important as practitioners. Hunt et al. (2004) inves-

tigated (business and non-business) students’ perception about practitioners. Their results are 

in line with previously discussed research, as students perceived practitioners to be ‘number-

crunchers’ and “professional but not particularly personable” (Hunt et al. 2004, p. 142). Addi-

tionally, Ameen et al. (2010) found that the work of an auditor was ranked 20th out of 24 pos-

sible occupations when students were asked about how much oral communication they believed 

was required for the job. Students seem to perceive audit to be a non-people-oriented profession 

with little interaction with other people, thus requiring little oral communication (Stone et al. 

2013).  

As noted before, technical skills are often concluded to be perceived as highly valuable and 

important by students. In many studies, technical knowledge is considered the most important 

skill by students; one example is Blanthorne et al. (2005, p. 64) who wrote “that students 

thought that accounting knowledge was the most important skill”. Another example is the study 

by Klibi and Oussii (2013) in which students ranked, among 78 skills, ‘prepare financial state-

ments’, ‘technical bookkeeping’ and ‘to record provisions for depreciations’ respectively as 

first, second and third in order of importance. Another technical skill reported as being per-

ceived as highly important by students, are math skills which students said were ”significantly 

more important for success in the accounting field than either oral communication or writing 

skills” (Ameen et al. 2010, p. 64). In contrast to these studies, Kavanagh and Drennan (2008) 

found that the students in their investigation ranked oral communication as a top three skills to 



17 

possess if to be successful in auditing. The students however ranked written communication 

and general business awareness to be of lesser importance. 

2.5. SUMMARY OF PREVIOUS RESEARCH 

Work often combines two broad categories of knowledge; technical, or professional skills and 

soft skills. For practitioners, the necessary technical skills are taught to a satisfactory degree by 

universities, whereas insufficiencies amongst students in the soft skills are frequently reported 

(Abayadeera & Watty 2014). This is particularly alarming since the modern practitioners relies 

heavily on soft skills, and today’s practitioners differs significantly from the traditional stereo-

typical ‘bean-counter’ or ‘number-cruncher’. Hence, employers state that the following skills 

are some of the most important in new recruits: communication skills, social competence, gen-

eral business awareness and the ability to work on a team (e.g. de Villiers 2010). Students, 

however, seem to believe that technical or professional skills are still the most important ones, 

resulting in an expectation gap between employers and students (e.g. Klibi & Oussii 2013). 

2.6. HYPOTHESES 

As explained above, the aim of this thesis is to explore the expectation gap and why some 

students rank skills more similarly to practitioners. To guide the research and to better outline 

the factors which might have an impact on students’ conformity, eight hypotheses were used; 

hypothesis number 1 is linked to research question 1, whilst hypothesis 2-8 are linked to re-

search question number 2. These hypotheses are motivated and explained below. 

2.6.1. HYPOTHESIS 1 – THE EXPECTATION GAP 

Having discussed employers and students expectations, about the audit professional and being 

a practitioner, in 2.3 Employer Expectation and 2.4 Students’ Expectations, we believe that 

there is a difference between these two groups. We believe our results will be similar to those 

previously discussed studies; in short words, practitioners will value soft skills higher than stu-

dents. We expect to find the opposite relationship regarding technical skills, that students will 

value these as more important than the practitioners. Hence hypothesis number 1 was formed 

as follows.  

H1: Students will not conform to practitioners’ skill expectations, as there is an expectation 

gap. 
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2.6.2. HYPOTHESIS 2 - WORK, TRAINEE AND INTERNSHIP EXPERIENCE 

Previts and Merino (1979, p. 154-155) wrote: “Most practitioners considered mastery of the 

technical procedures of auditing and accounting to be most effectively learned through practi-

cal experience; education's role was to develop analytical ability. Accounting, they believed, 

required a wide range of knowledge and minds trained to think analytically and constructively”. 

Whilst mandatory in many university programs and academic education, internship and work-

life experience are not part of the university audit program in Sweden. Internships and other 

forms of professional experience is considered to be important in shaping students views about 

working life, and thus making them more prepared and ‘employable’ (Andrews & Higson, 

2007; Svenskt Näringsliv 2013). As an example, Kavanagh and Drennan (2008) found that one 

of the major differences between employers’ expectations and students’ perceptions of auditing, 

was the importance of being ‘business prepared’. This includes having actual knowledge about 

the profession, knowledge of the ‘real world’ of auditing - not only being theoretically and 

technically prepared. In their concluding remark they call this as being ‘job-ready’ and state 

that employers expect students to have this qualification. Sadly, students do not apprehend its 

importance, resulting in an expectation gap. It has been suggested that being a trainee or having 

an internship could reduce the expectation gap as the ‘real world’ of auditing would be experi-

enced, and its tacit knowledge would be less difficult to understand. A trainee undergoes a 

socialisation process which largely takes place within the hosting organisation, hence the 

trainee is likely to develop an auditing identity through such socialisation processes, which 

could develop a better understanding of the profession. (Cooper & Robson 2006; Jackling & de 

Lange 2009).  

Some actual evidence that work, internship and/or trainee experience can decrease the expec-

tation gap does exist; Maelah et al. (2012) studied Malaysian accounting students who had an 

internship for six months at auditing firms, and found that it resulted in actual improvements of 

the students’ soft skills. However, Maelah et al. (2012) was primarily interested in students’ 

soft skill development as a result of the internship, and not their understanding and expectations 

of the profession. Although the researchers state that one major benefit was that “the training 

also provided them with the opportunity to know the actual job as an accountant” (Maelah et 

al. 2012, p. 546), this was not explicitly studied in their research. We therefore argue that addi-

tional research is needed to support the suggestions that work, internship, and/or trainee expe-

rience not only helps develop students’ soft skills, but also help reduce the expectation gap; 

hence hypotheses number 2a and 2b were formed:  
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H2a. Students who have work-life experience will conform better to practitioners’ skill expec-

tations, than those students who have no such experiences. 

H2b. Students who have trainee and/or internship experience will conform better to practition-

ers’ skill expectations, than those students who have no such experiences. 

2.6.3. HYPOTHESIS 3 – EDUCATION LENGTH 

A common suggestion to handle the problem, of students’ insufficient soft skills and wrongful 

expectations about the audit profession, is to make the education longer (e.g. Henderson 2001). 

An increase of hours studied should according to this theory give students more time to develop 

the skills necessary for the profession, and help them to better understand what the working life 

of a practitioner is really about. Cook et al. (2011) tested this common theory, with the hypoth-

esis that more hours studied at the university would result in better developed soft skills 

amongst these students. To test this, they investigated whether there was any significant differ-

ence in soft skills between first or fourth year university students. However, they found no 

significant differences between the two groups, suggesting that more hours studied may not 

improve students’ soft skills and reduce the expectation gap (Cook et al. 2011). Other research 

have produced similar results; Aly and Islam (2003) investigated communication apprehension 

in auditing students, which they explain affects communication skills negatively. They found 

no significant evidence that students exiting an audit program had any lower levels of commu-

nication apprehension than the ones entering. They display concern about audit education and 

its inability to reduce the expectation gap, and state that “[s]tudents who already misperceive 

the accounting profession as one requiring little interpersonal communication receive no ‘re-

ality check’ during their educational process, and are rarely equipped to succeed in the pro-

fession” (Aly & Islam 2003 p. 752). Friedlan (1995) concluded the same in his research and 

wrote that traditional audit education does not contribute to shift students’ expectations towards 

a view more favourable for the profession, making the expectation gap persistent.  

Further, both Friedlan (1995) and Nelson (1995) argues that studying more hours on a tradi-

tional audit program may even exacerbate the problem, and make the gap larger, since more 

hours studying technical sciences could shift students expectations further away from practi-

tioners. Based on these results, we, like Friedlan (1995) and Nelson (1995), do not believe in 

the theory suggesting that more hours studied will provide students with a better understanding 

of the profession. We wanted evidence to support this, and since we have yet to find research 

testing this directly, hypothesis number 3 was formed: 
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H3: Academic study length does not increase students’ conformity to practitioners regarding 

skill expectations. 

2.6.4. HYPOTHESIS 4 – OTHER EDUCATION 

“Today's accounting graduates have been criticized as lacking important skills and 

knowledge. The skills and the knowledge presently lacking are developed not through special-

ized, technical training, but through breadth of education and depth of learning”. 

(Nelson 1995, p. 72) 

As previously noted, practitioners are historically looked upon as impersonal number crunchers, 

not needing much oral communication skills and doing mainly technical work (Friedlan, 1995). 

Daff et al. (2012) provide some recent support for this view and state that studies have revealed 

that auditing students have lower levels of soft skills than their peers in other sciences. Com-

pared to non-business students and to non-auditing business students, there are reports of au-

diting students having significantly lower possessions of soft skill (Daff et al. 2012). Similar 

results were found by Cook et al. (2011) who studied emotional intelligence (EI) which is not 

the same as soft skills, but is still considered as a part of the soft skill set. In their research, they 

found that auditing students possess significantly lower EI than students in liberal arts pro-

grams. These results may root from the criticism made by many, and for quite some time, that 

the audit educations are far too narrow and should be more ‘liberal’ (e.g. Courtis & Zaid 2002; 

Gray & Murray 2011). Nelson (1995, p. 68) argues about this notion, that the auditing courses 

are far too narrow, and writes: 

“Both the sponsoring firms and the AECC have emphasized that the types of changes needed 

(broadening the knowledge base and developing skills) will not be corrected by adding tradi-

tional accounting courses, which would only serve to further narrow the education.” 

Instead, Nelson (1995) suggests that the profession wants audit educators to add courses from 

other sciences, like the social sciences or humanities. Henderson (2001) agrees with this and 

suggests that adding courses from other sciences could make practitioners more successful, as 

they would be more competent in the interpersonal skills. Further, Henderson (2001) states that 

the narrow education of today makes the students technically prepared for work life, but leaves 

them with little knowledge of what the world of auditing is like, which would make the expec-

tation gap larger.  
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The by researchers widely held opinion, about making the audit education broader and adding 

more liberal courses, is strong and perhaps even logical. There are, however, some researchers 

who argue against this. Cook et al. (2011) not only investigated and compared auditing students 

to liberal arts students, but they also compare auditing students accepted to programs which had 

additional mandatory liberal courses, versus students accepted to strictly technical programs. 

They found no support for the notion that more liberal courses would increase EI of the students 

on the program, and sheds doubt on the common notion that liberal courses equals higher EI. 

We find their results of limited interest to our study because of two reasons: (1) the ‘liberal’ 

audit program was taught at a United States university whereas the other two were Canadian 

and South African, meaning that in contrast our study, they did not investigate students in the 

same school or even country, arguably making the results weaker. (2) They investigated EI, 

which they themselves note is not soft skills, even though there are links between the two types 

of skills (Cook et al. 2011). Additionally they investigated actual skill possession, not percep-

tion about their importance for work life, which our study is concerned with. This, along with 

the previously mentioned studies and recommendations, and with recommendations based upon 

experience with students in other technical sciences, like IT and engineering (de Villiers 2010) 

lead to hypothesis number 4: 

H4: Students who have experience from additional courses in other sciences will conform better 

to practitioners’ skill expectations, than those students who have no such experiences. 

2.6.5. HYPOTHESIS 5 – EXTRACURRICULAR ACTIVITIES 

Extracurricular activities arranged by various students’ organisations are a natural part of higher 

education for many students. Unfortunately, very little is known about participation rates. How-

ever, in the United States, 70% of senior students reported that they participate in some extra-

curricular activity (Shulruf 2010). The reasons for participating may vary among students, one 

common reason however is to increase chances of employment after graduation, and research 

have showed that this may well hold true (Dickinson 2000). Chia (2005) investigated whether 

extracurricular activities (amongst other factors) could have an effect on job offers to students. 

He found that extracurricular activities positively affected the numbers of initial interviews a 

student received (Chia 2005). Research by Rynes et al. (2003) produced similar results, finding 

that recruiters rated students who participated in extracurricular activities higher on a point-

evaluation scale, than student who did not. Not only employer ratings of student employability 

seem to be affected by participation in extracurricular activities. Lau et al. (2014) found that 

students’ own perception of their employability were positively affected by participation in 
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extracurricular activities. The researchers state that this is particularly interesting since percep-

tions about a person’s own employability have been found to correlate with actual employabil-

ity (Lau et al. 2014). Another finding by Lau et al. (2014) was that the students participating in 

extracurricular activities ranked their soft skills higher than the one who did not. The same 

relationship was found in a meta-analysis conducted by Shulruf (2011) who found, amongst 

other things, a relationship between leadership, self-responsibility and extracurricular activities. 

The author note, however, that causality could not be assured, but concludes that a relationship 

nevertheless exists (Shulruf 2011). 

Dickinson (2000) writes that extracurricular activities is a way for students to get ‘real-life ex-

perience’, and Fraser et al. (2013) found that participating in events held by student associations 

is a tool to better prepare students for the professional life. By participating in extracurricular 

activities, students are often required to do tasks such as organising, managing, planning, and 

negotiating. Additionally students must deal with people of different interests and values, which 

provide valuable experiences as well as it develops soft skills (Kuh 1995). Extracurricular ac-

tivities can help making the transition from university to professional life easier by shifting 

students expectations to be more in line with practitioners, as Dickinson (2000, p. 69) wrote 

that extracurricular activities “can be utilised to facilitate the closure of [the expectation] gap, 

thus easing the progression from education into employment”. Based on the suggestion by 

Dickinson (2000), along with the previously discussed positive effects of employability and 

self-assessed competence, we believe that extracurricular activities could affect students’ ex-

pectations in a positive way. Research testing this directly is however yet to be found; the men-

tioned research have found relationships in areas closely linked to this, but have not been aimed 

to directly concern expectations. We wanted to gather actual, direct evidence, and hence hy-

pothesis number 5 was formed:  

H5: Students who have extracurricular activity experiences will conform better to practition-

ers’ skill expectations, than those students who have no such experiences. 

2.6.6. HYPOTHESIS 6 - SPORTS 

“He [students] can learn to work cooperatively as a member of a group striving for a com-

mon goal. He [students] can learn that he must discipline himself to meet his responsibilities 

if the group is to achieve success. He [students] can learn the value of group value and group 

morale.” 

(Alley 1974, p. 105) 
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The idea that sports develops good character and makes people better prepared for the profes-

sional life is far from new, and research have shown that sports indeed can improve social skills, 

work ethics and ‘life-skills’ (Holt et al. 2011). One Swedish company, active in the industry of 

staffing agencies, only recruits former athletes. Their justification is that athletes possess valu-

able skills, but also adapt quicker and understand what is important for success, whether in the 

field of sports or in a business. The company calls sports ‘the silent school’ and states that the 

dedication to a sport does something to a human, making them believe that the best recruits are 

found among athletes (Performiq 2014). 

Peer-reviewed research have also provided evidence of this notion; that sports does affect peo-

ple with regards to soft skills. In fact, research have suggested that students engaged in various 

sports actually have better evolved soft skills than others (Holt et al. 2011; Lau et al. 2014). Lau 

et al. (2014) investigated university students who did or did not participate in sports, and meas-

ured employability in terms of attributes such as communication, creativity and leadership as 

employability was thought to correlate with those skills. A positive link was found between 

sports and these attributes, implying that sports increase employability in students. Further, re-

search conducted by Mamak (2013) found that university students who participated in sports 

valued their own communication skills as significantly better than the ones who had no sports 

experiences. The results from Mamak (2013) and Lau et al. (2014) were all based on students’ 

self-perceived competence, which as one of the author points out is “not actual employment 

data” (Lau et al. 2014, p. 42). Our study are not concerned with self-perception, as we will 

investigate students perception about a profession, which makes our study differ in methodol-

ogy. Additionally, Mamak’s (2013) and Lau et al.’s (2014) research was not concerned with 

students expectations, just actual skill development. However, these studies show a positive 

link between sport and key skills for employment, something that have been suggested many 

times (e.g. Holt et al. 2011). With this as a foundation, we believe that sports also affect stu-

dents’ expectations about professional life. Since this was not tested in the mentioned studies, 

hypothesis number 6 was formed. 

H6: Students who have engaged in sports will conform better to practitioners’ expectations, 

than those students who have not engaged in sports. 
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2.6.7. HYPOTHESIS 7 - AGE 

Some of the other factors and hypotheses should logically be affected by age, and thus making 

age indirectly affecting the expectation gap. Work experience, as an example, should on a pop-

ulation average increase with age, meaning that age could affect the expectation gap, but indi-

rectly. Apart from this reasoning, there seems to be very limited research concerning age and 

its effect on the expectation gap. Courtis and Zaid (2002) found that one reason, to the expec-

tation gap, is audit students lack of ‘real-world experience’, something that should logically 

improve with age. They state that this lack of life experience makes students hold a naive view 

of what auditing is really about (Courtis & Zaid 2002). Another finding was from research 

conducted by Bui and Porter (2010), who’s interviewees agreed with this notion; young stu-

dents have different expectations regarding working life than older students. They also stated 

that young students with little or no experience could not be expected to assume otherwise. 

Evidence of conformity between older students assumptions about work life and practitioners 

experiences, was found by Eweje and Brunton (2010), who studied how age in students affected 

ethical awareness. Their finding suggests that older students are more ethically aware than their 

younger peers, implying that age affects expectations in students. As noted, Eweje and Brunton 

(2010) studied ethical awareness exclusively, which is part of the soft skill set, but far from 

equal to it. However, we argue that this and the other mentioned studies indicates that age could 

affect students expectations about professional, and combined with the fact that it has not been 

studied directly, we formed hypothesis number 7. 

H7: Older students will conform better to practitioners’ skill expectations, than younger stu-

dents. 

2.6.8. HYPOTHESIS 8 - GENDER 

As with age, there is very limited research concerning the impact of gender on the expectation 

gap. Even less research is conducted to understand if gender matters in terms of students’ ex-

pectations of auditing and what skills that are needed to succeed in the profession. However, 

there is a common belief that women have a better sense of ethical understanding (Weeks et al. 

1999). Controversially, research have actually not found solid empirical evidence; research 

have concluded mixed results on the matter. Some researcher argues that gender does not have 

an impact upon ethics sensitivity, whilst others conclude that there is a gender effect (Eweje & 

Brunton 2010; Weeks et al. 1999). 
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When looking at research conducted outside the field of business some evidence can be found 

to support the notion of gender impact. E.g. Landrum et al. (2010) studied psychology alumni’s 

and found that female students tend to have a better understanding of the various importance of 

skills needed to be employable. This is confirmed by Sin et al. (2007) who found that females 

have a somewhat higher understanding of auditing. Interestingly, the important findings of 

Maccoby and Jacklin (1974) suggest that differences between the genders are reliably found in 

mathematical, spatial and verbal abilities; men have better mathematical and spatial skills, 

whilst women have better verbal skills.  

As the research is very inconclusive regarding the gender impact on skills, we believe that gen-

der is not a significant factor and thus hypothesis number 8 was concluded. 

H8: Gender does not have an impact on students’ conformity to practitioners’ skill expecta-

tions. 

3. METHODOLOGY 

This section will concern the scientific approach of the study, including delinea-

tion of research design, method, sampling procedures and data collection. The 

research objectives defined are as s tated in the introduction; to explore the rela-

tionship between factors and the expectation gap in auditing.  

3.1. RESEARCH DESIGN 

This study was based upon a quantitative research strategy, to study the relationship of factors 

and expectations, in a real-life context (Muijs 2004, p. 36). The research design was non-exper-

imental, as the situation could not be manipulated or controlled (Hoy 2010, p. 17). The onto-

logical position was objectivism, which means that social phenomena were seen as external 

facts which could not be influenced. The epistemological position was post-positivistic when 

using natural science to study social contexts, but we also acknowledged that the natural science 

methods would not be sufficient to represent the reality completely. Hence, the study was aimed 

to represent the reality of the social context in the best possible way despite the influence of 

subjectivity. Moreover, the study had an empirical-deductive approach as the study generated 

and tested hypotheses (Bryman & Bell 2011, pp. 10-11, 15, 21; Hoy 2010, p. 5; Muijs 2004, 

pp. 3-5). The foundation and the objectives for the study were the eight hypotheses, as explained 

in section 2.6 Hypotheses. 
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3.2. SAMPLE 

To study the relationship between the expectation gap, students, factors and experiences outside 

the academic business education, the research was based on two similar surveys administered 

to two target populations; business students and practitioners. The sampling method used was 

non-probability sampling, or more specific; volunteer sampling. The method was used as the 

resources and the time was limited and made it difficult to be granted access to the populations 

in order to achieve non-probability samples (Bryman & Bell 2011, pp. 170, 176-177; Muijs 

2004, pp. 38-41). In addition, this method is common in similar studies (e.g. Andrews & Higson 

2007; Bui & Porter 2010; Jackling & de Lange 2009; Kavanagh & Drennan 2008; Lau et al. 

2013; Park 1994). 

At first, the auditing firms known as the ‘Big 4’ was contacted regarding participation in the 

survey. Two of the firms agreed to participate and organise the distribution of the online survey. 

Later, more than 200 small and medium sized audit firms were contacted; the emails contained 

a request about participation and a link to the online survey.  

The requested respondents were employees within the audit division of the companies, from 

partners down to audit assistants. As the study, partially, aims to outline the expectation gap 

between students and practitioners, the sample was not limited by location, audit level, length 

or experience as all respondents should present a valid picture of audit skills requirements. Ad-

ministrative personnel and other employees outside the scope of practitioners, were not re-

quested to participate and was thus excluded. The sample is representative for the population 

as all practitioners are required to have the same fundamental education and understandings 

(Revisorsnämnden 2013; Revisorsnämnden 2014) in order to practice auditing according to 

Swedish law (Aktiebolagslag 2005; Förordning med instruktion för Revisorsnämnden 2007; 

Förordning om revisorer 1995; Förvaltningslag 1986; Lag om ekonomiska föreningar 1987; 

Offentlighets- och sekretesslag 2009; Revisionslag 1999; Revisorslag 2001). 

The target population of students was selected based upon the literature review, in which similar 

studies have focused on business students from various areas and level of education. As this 

study aims to explore the factors related to expectations of the audit practice, the population 

sample was not narrowed by any educational levels nor the choice of majors; the various dif-

ferences in education level and majors, could point to differences in the perception and expec-

tations. The student population was however narrowed to Stockholm Business School at Stock-

holm University. The sample is representative as the Stockholm Business School is amongst 
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the largest business institutions in Sweden with more than 13 000 enrolled students in 2012 

(Stockholm Business School 2013). Stockholm University is at rank number 78 in the world, 

and accept students from around the world at different levels and majors (ShanghaiRanking 

Consultancy 2014), therefore was the sample considered to represent business students well. 

3.3. DATA COLLECTION 

The data was collected from 286 students and 98 practitioners, via self-completion question-

naires1, both based on a cross-sectional study approach (Bryman & Bell 2011, p. 28, 173; Muijs 

2004, p. 36), which is a very popular method in social science (Muijs 2004, p. 41; Weathington 

et al. 2012, p. 189). The advantages of this method are the low administration costs and the easy 

distribution and a survey is more suitable for outlining opinions and feelings of issues (Muijs 

2004, p. 45).  

The two surveys were identical in terms of questions regarding skills. However, students re-

ceived different standard population questions than the practitioners, and additionally the stu-

dents were also asked questions regarding a variety of factors identified and built upon the 

hypotheses. The student survey was distributed in English, as the students at Stockholm Busi-

ness School are both Swedish and international. The survey for practitioners was distributed in 

Swedish to reduce the risk of misunderstandings related to language barriers. The survey was 

later translated to English along with the answers. 

The practitioner survey was made available to practitioners by e-mail including a link to the 

online-based survey. At the two ‘Big 4’ firms, the survey was distributed by a contact person. 

The student survey was initially intended to be e-mailed to the students of Stockholm Business 

School, but this was rejected by the institution due to restrictions on the reporting of information 

to third parties. Hence was the second option most likely to generate a satisfying amount of 

responses; the surveys were handed out to students at the beginning of a lecture, whom was 

asked to return it to us, latest the same day after the lecture. 

3.4. RELIABILITY AND VALIDITY 

The stability of the study is difficult to establish as the time limitations rules out tests such as 

test-retest methods. To test ‘internal reliability’ the Cronbach’s alpha was used (Bryman & Bell 

                                                 
1 The surveys are available in full in Appendices 10-12. 
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2011, p. 159). To establish statistical significance between students and practitioners, an Inde-

pendent Samples T-Test was used.  

Validity was established via Face validity (Bryman & Bell 2011, p. 160) by a pilot-survey. The 

pilot survey was sent out to 10 respondents, who had completed their business education as 

these would not be asked to take part of the final survey (Bryman & Bell 2011, p. 263). The 

main reason for the pilot testing was to ensure a well-functioning survey, especially since the 

data would be collected via a self-completion questionnaire where additional questions could 

not be asked to clarify confusing answers (Bryman & Bell 2011, p. 262). The respondents pro-

vided valuable critique, and the survey was altered to be more respondent friendly. 

3.5. VARIABLES AND MEASURES 

Measures used in the student questionnaires were nominal (N) and ratio (R) scales; gender (N), 

age (R) experience (N), education program (N) and education length (R). In the practitioners’ 

questionnaires were the measures also nominal (N) and ratio (R) scales; gender (N), age (R), 

title (N), profession experience (R) and location (N) (Bryman & Bell 2011, pp. 154, 341). Or-

dinal Likert scales, with verbal format, were used to collect indicators of skill expectations as 

it is frequently used in surveys about attitudes (Bryman & Bell 2011, pp. 240, 253, 341). Addi-

tionally, the Likert scales were designed not to force the respondents to hold a view they do not 

have as the scales range from ‘unimportant’ to ‘extremely important’ (Bryman & Bell 2011, p 

260). Each ranking of importance was later given a numeric variable on an interval scale from 

1 (Unimportant) to 7 (Extremely important) to facilitate easier analysis. 

By identifying observable data, the dependent variable, the importance of skills, was able to be 

determined. The hypotheses are as follows and each independent and dependent variable are 

specified next to each hypothesis (Weathington et al. 2012, pp. 187, 221-224). In this research, 

null hypothesis (H0) and alternative hypothesis (H1) was used for the variables. The null hy-

pothesis denote that there is no relationship between an independent and a dependent variable. 

Whereas the alternative hypothesis denote that a relationship exist. 

Hypothesis No Hypothesis Independent Variable Dependent Variable 

H1 Students will not conform to practitioners’ skill expectations, as there is an 

expectation gap. 
Valuation 

Skill importance 

H2 a Students who have work-life experience will conform better to practitioners’ 

skill expectations, than those students who have no such experiences. 
Students’ work-life experience 

Skill importance 

H2 b Students who have trainee and/or internship experience will conform better 

to practitioners’ skill expectations, than those students who have no such 

experiences. 

Students’ trainee and/or in-

ternship experience 

Skill importance 

H3 Academic study length does not increase students’ conformity to practition-

ers regarding skill expectations. 

Students’ academic study 

length 

Skill importance 

H4 Students who have experience from additional courses in other sciences will 

conform better to practitioners’ skill expectations, than those students who 

have no such experiences. 

Students’ experience of extra 

courses 

Skill importance 
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H5 Students who have extracurricular activity experiences will conform better 

to practitioners’ skill expectations, than those students who have no such 

experiences. 

Students’ extracurricular activ-

ity experience 

Skill importance 

H6 Students who have engaged in sports will conform better to practitioners’ 

expectations, than those students who have not engaged in sports. 
Students’ sports experience 

Skill importance 

H7 Older students will conform better to practitioners’ skill expectations, than 

younger students. 
Students’ age 

Skill importance 

H8 Gender does not have an impact on students’ conformity to practitioners’ 

skill expectations. 
Students’ gender 

Skill importance 

Table 2 - (In)Dependent Variables 

To analyse the collected data, an Independent Samples T-Test was conducted to compare the 

importance of skills amongst students and practitioners. The analysis had to take into consider-

ation any possible intervening variables, which may suggest that the relationship between two 

variables is not direct (Bryman & Bell 2011, pp. 350-352). Equal variances, i.e. normal distri-

bution, could only be assumed for the skills ‘Business understanding’, ‘Self-motivating’ and 

‘Scepticism’.  

Correlated-groups research allows the study to explore the relationships between factors and 

skills which were used to understand a pattern and to predict other variables. The design was 

also used as it is an “exceptionally cost-effective method for increasing statistical power in a 

study” (Weathington et al. 2012, p. 352) and it allowed reduced within-group variance. A Pear-

son Correlation analysis was computed to assess the relationship between skills and factors 

amongst students. This was not necessary to compute for practitioners as such a result would 

not be of interest for this study. 

3.6. ETHICAL CONSIDERATIONS 

As Bryman and Bell (2011, p. 128-138) suggests, this study has accounted for four ethical prin-

ciples: 

 Harm to participants; individuals and organisations are unidentifiable, and the interest 

of respondents was taken into account (Bryman & Bell 2011, pp. 128-132). The data 

collected in the survey have been treated in accordance with Personuppgiftslagen (PuL 

1998:204). 

 Lack of informed consent; the participants were given enough information, regarding 

the study, to make an informed decision about willingness to participate (Bryman & 

Bell 2011, pp. 132-136). objective of non-invasion of privacy is to not intrude on the 

participants privacy, nor abandon normal respect for their values 

 Invasion of privacy; the study respected the non-invasion of privacy to not infringe the 

participants' privacy and the privacy values (Bryman & Bell 2011, p. 136). 
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 Deception; it has been made sure that the research is present what it is and do not deceive 

the reader (Bryman & Bell 2011, pp. 136-138). 

4. RESULTS 

This section will describe pertinent variables and characteristics of the research 

results. A comparison will be performed to highlight and explain important find-

ings relevant to the research questions. This section also includes hypothesis test-

ing. 

4.1. FREQUENCIES AND DESCRIPTIVE STATISTICS 

Tables 3 and 4 display descriptive statistic of the samples (also see Appendices 1-6 for full 

statistics). As described earlier in this paper, the scarce resources resulted in volunteer sampling. 

A total of 286 students and 98 practitioners answered the survey. 

As can be seen in Table 4, there were slightly more female than male student, which is in line 

with previous research (e.g. Andrews & Higson 2007). The birth year interval 1990-1999 was 

dominant with 67,83% out of the total number of respondents. However, the average student 

was born 1989. 

The distribution between education programs is uneven; the Bachelor program students are 

predominantly represented. Interestingly is the average program a 1 year Master of Science. 

Compared to the annual report of the Stockholm Business School (2013), the main differences 

are between the master programs (1 and 2 year Master of Science) as can be seen in Table 3 

below. The higher percentage of Master of Science in Business and Economics can be explained 

as the program was cancelled in 2011. 

Program Results (%) SBS Annual report 2012 (%) 

Bachelor (180 ECTS) 61,89 39,91 

1 year Master (60 ECTS) 3,15 26,28 

2 year Master (120 ECTS) 20,28 8,51 

Master of Science in Business & Economics (240 ECTS) 9,79 25,3 

Custom designed program 3,50 N/A 

Other 1,40 N/A 

Table 3 - Comparison; Results and SBS Annual report 

The length of the total academic education within business, fluctuate between 1 and 13 semes-

ters, but peaks at 5 semesters. The average length is 5,41 semesters, which conform to the peak 

in 5 semesters. The majority of the student respondents had chosen a major in marketing, 

closely followed by majors in accounting. 
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The student findings and the distribution between the subgroups in the population could be 

explained by the availability to lectures at the end of the semester, in addition to the absence of 

some percentages of students per lecture. 

A total of 98 practitioners provided completed the survey, including two respondents who did 

not wish to state their geographic location and year in the profession, and those questions were 

mandatory. The distribution between female and male practitioners was in favour to the male 

which is in line with the distribution amongst Authorised Public Accountants in Sweden. Ad-

ditionally, the study by Andrew and Higson (2007) also showed an uneven distribution in fa-

vour to the male respondents. Thus the conclusion is that the sample is representative of the 

population. The year of birth intervals was overrepresented by practitioners born 1980-1989, 

with a total of 54,1% of the respondents, but the average practitioner respondent was born in 

1977. Further, the most common job title was Assistant (33,7%), closely followed by Senior 

Assistant (27,6%) and Partner (22,4%). 

As can be seen in Table 5, most of the respondents were not Authorised Public Accountants, 

which is in line with the fact that 52,05% was employed as some sort of assistant. The average 

audit experience was 7,41 years, but the experience peaked at 3-4 years. The location of the 

practitioners was spread throughout the country, however, most practitioners (57,3%) were lo-

cated in the county of Stockholm.  

The reliability of the surveys was tested by the use of Cronbach's Alpha, see Table 6 . The 

survey handed to the students had a good internal consistency, α = 0,820. If accounting skills 

would have been removed, the alpha would have increased to 0,823 which is negligible. All 

items, exempt Accounting skills (r = 0,208), correlated with the total scale to a good degree 

(lower r = 0,361). Also the survey handed out to practitioners had good internal consistency, α 

= 0,740. By removing Accounting skills, the alpha would have increased to 0,747, an increase 

of alpha by 0,007. Oral communication skills, Accounting skills, Negotiation skills and Sales 

and marketing skills did not correlate good to the total scale (lower r = 0,268). The other Likert 

scale questions correlated to a satisfactory degree (lower r = 0,308). 

Table 7 summarise the statistics of the opinions held by the populations regarding the im-

portance of certain skills. The table shows some differences in ranking of the importance of 

skills; Practitioners value Analytical and Problem solving skills the highest, whilst Students 

think that Accounting skills are of most importance. The differences between the populations, 

regarding the opinions, were negligible. 
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Students  Frequency % Cumulative % 

Gender Female 172 60,14 60,14 

Male 114 39,86 100,00 

Year of Birth  

(Intervals) 

1950-1959 1 0,35 0,35 

1960-1969 2 0,70 1,05 

1970-1979 11 3,85 4,90 

1980-1989 78 27,27 32,17 

1990-1999 194 67,83 100,00 

Education length 

(Number of Semesters) 

1 26 9,09 9,09 

2 12 4,20 13,29 

3 23 8,04 21,33 

4 33 11,54 32,87 

5 69 24,13 56,99 

6 38 13,29 70,28 

7 27 9,44 79,72 

8 26 9,09 88,81 

9 12 4,20 93,01 

10 8 2,80 95,80 

11 8 2,80 98,60 

12 3 1,05 99,65 

13 1 0,35 100,00 

Major Accounting 72 25,17 25,17 

Finance 42 14,69 39,86 

Marketing 73 25,52 65,38 

Management 41 14,34 79,72 

(Political) Economics 2 0,70 80,42 

Financial Management 23 8,04 88,46 

IT 4 1,40 89,86 

Have not chosen major yet 27 9,44 99,30 

Other 2 0,70 100,00 

Total no of respondents  286   

Table 4 - Descriptive Statistics Students 

 Practitioners Frequency % Cumulative % 

Gender Female 41 41,8 41,8 

Male 57 58,2 100,0 

Year of Birth 

(Intervals) 

1940-1949 2 2,0 2,0 

1950-1959 15 15,3 17,3 

1960-1969 9 9,2 26,5 

1970-1979 12 12,2 38,8 

1980-1989 53 54,1 92,9 

1990-1999 7 7,1 100,0 

Job Title Partner 22 22,4 22,4 

Senior manager 8 8,2 30,6 

Manager 8 8,2 38,8 

Senior assistant 27 27,6 66,3 

Assistant 33 33,7 100,0 

Authorised Public Accountant? Yes 26 26,5 26,5 

No 72 73,5 100,0 

Professional Experience  

(Years) 

1 12 12,2 12,5 

2 5 5,1 17,7 

3 17 17,3 35,4 

4 14 14,3 50,0 

5 7 7,1 57,3 

6 7 7,1 64,6 

7 2 2,0 66,7 

8 4 4,1 70,8 

9 1 1,0 71,9 

10 1 1,0 72,9 

11 1 1,0 74,0 

12 1 1,0 75,0 

14 2 2,0 77,1 

15 1 1,0 78,1 

16 4 4,1 82,3 

17 3 3,1 85,4 

18 7 7,1 92,7 

19 7 7,1 100,0 

Location  

(County) 

Blekinge 1 1,0 1,0 

Dalarna 1 1,0 2,1 

Gävleborg 1 1,0 3,1 

Halland 1 1,0 4,2 

Jönköping 3 3,1 7,3 

Kalmar 2 2,0 9,4 

Skåne 9 9,2 18,8 

Stockholm 55 56,1 76,0 

Södermanland 2 2,0 78,1 
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Uppsala 1 1,0 79,2 

Värmland 1 1,0 80,2 

Västernorrland 1 1,0 81,3 

Västmanland 3 3,1 84,4 

Västra Götaland 14 14,3 99,0 

Östergötland 1 1,0 100,0 

Total No of Practitioner Respondents 98 100,0   

Table 5 - Descriptive Statistics Practitioners 

 Students Practititoners 

  Scale Mean 

if Item De-

leted 

Scale Vari-

ance if Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item De-

leted 

Scale Mean 

if Item De-

leted 

Scale Vari-

ance if Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item De-

leted 

Written communication skills 82,448 79,659 0,386 0,813 85,827 35,073 0,308 0,730 

Oral communication skills 82,220 79,204 0,456 0,809 85,459 35,839 0,289 0,732 

Social skills 82,542 77,105 0,437 0,810 85,500 34,830 0,343 0,727 

Leadership skills 83,098 75,247 0,542 0,802 86,265 33,908 0,342 0,726 

Business understanding 82,070 80,718 0,429 0,811 85,990 33,021 0,479 0,713 

Accounting skills 81,892 82,637 0,208 0,823 85,673 36,923 0,090 0,747 

Analytical and problem solv-

ing skills 
82,175 79,534 0,441 0,810 85,449 35,095 0,379 0,725 

Computer skills 82,594 78,944 0,398 0,812 86,439 33,156 0,404 0,720 

Ethical mind-set 82,524 74,250 0,492 0,806 85,990 32,319 0,450 0,714 

Lifelong learning 82,559 75,882 0,571 0,801 85,653 35,074 0,321 0,729 

Self-motivating 82,542 78,186 0,483 0,807 86,102 33,062 0,344 0,727 

Scepticism 82,654 78,410 0,403 0,812 86,765 32,058 0,393 0,721 

Negotiation skills 82,993 76,646 0,425 0,811 85,878 34,892 0,268 0,733 

Numeric skills 82,374 78,768 0,361 0,814 85,847 34,667 0,380 0,724 

Resource management 82,563 77,475 0,496 0,806 85,755 34,805 0,321 0,728 

Sales and marketing skills 83,748 75,473 0,367 0,817 86,663 32,927 0,284 0,737 

Cronbach’s Alpha 0,820 0,740 

Table 6 - Cronbach's Alpha 

 Mean Min - Max Std. Deviation 

 Students Practitioners Students Practitioners Students Practitioners 

Written communication skills 5,62 5,86 2 - 7 3 - 7 1,02 0,73 

Oral communication skills 5,85 6,22 2 - 7 5 - 7 0,94 0,60 

Social skills 5,52 6,18 1 - 7 4 - 7 1,20 0,72 

Leadership skills 4,97 5,42 1 - 7 2 - 7 1,18 0,90 

Business understanding 6,00 5,69 3 - 7 3 - 7 0,82 0,83 

Accounting skills 6,17 6,01 2 - 7 3 - 7 1,05 0,74 

Analytical and problem solving skills 5,89 6,23 2 - 7 5 - 7 0,93 0,62 

Computer skills 5,47 5,24 2 - 7 2 - 7 1,07 0,92 

Ethical mind-set 5,54 5,69 1 - 7 2 - 7 1,37 0,98 

Lifelong learning 5,51 6,03 2 - 7 4 - 7 1,07 0,71 

Self-motivating 5,52 5,58 2 - 7 1 - 7 1,00 1,04 

Scepticism 5,41 4,92 1 - 7 1 - 7 1,13 1,12 

Negotiation skills 5,07 5,81 1 - 7 3 - 7 1,27 0,85 

Numeric skills 5,69 5,84 2 - 7 4 - 7 1,18 0,70 

Resource management 5,50 5,93 2 - 7 4 - 7 1,05 0,76 

Sales and marketing skills 4,32 5,02 1 - 7 1 - 7 1,54 1,20 

Table 7 - Descriptive Statistics Skills 

4.2. HYPOTHESIS FINDINGS 

A Pearson Correlation analysis was conducted to examine whether there was any relationships 

between the variables; skills and factors. Overall the results revealed a weak, but significant 

negative relationships between skills and factors. Table 8 summarise the scatter plot (see Ap-

pendix 9 for full scatterplot) and shows the skills and factors which have a significant relation-

ship. Two skills, Accounting skills and Scepticism, did not show any significant relationships 

with any factor. 
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Factor Skill r N p 

Gender Leadership skills -0,154 286 0,009 

Analytical and problem-solving skills -0,128 286 0,030 

Computer skills -0,205 286 0,000 

Ethical mind-set -0,145 286 0,014 

Negotiation skills -0,194 286 0,001 

Resource management -0,146 286 0,013 

Education Program Computer skills -0,194 286 0,001 

Education Length Computer skills -0,135 286 0,023 

Numeric skills -0,124 286 0,037 

Major Social skills -0,171 286 0,004 

Sales & marketing skills -0,183 286 0,002 

Students who have practiced team sports Computer skills -0,139 286 0,019 

Resource management -0,128 286 0,031 

Students who have taken other academic courses Self-motivating -0,116 286 0,049 

Students who have been a trainee/intern in the audit industry Oral communication skills 0,118 286 0,047 

Business understanding 0,176 286 0,003 

Lifelong learning 0,136 286 0,022 

Numeric skills 0,141 286 0,017 

Students who have been engaged in a student association/union Written communication skills 0,128 286 0,030 

Students who have no experience of sports, other courses, trainee/internship or 

student association/union 

Oral communication skills -0,170 286 0,004 

Leadership skills -0,159 286 0,007 

Students who have worked in audit/accounting BEFORE entering academic 

studies 

Social skills 0,131 286 0,027 

Business understanding 0,120 286 0,043 

Students who have worked BEFORE entering academic studies, but NOT in 

audit/accounting 
Numeric skills 0,132 286 0,026 

Students who are/have worked in audit/accounting DURING academic studies Social skills 0,167 286 0,005 

Business understanding 0,153 286 0,010 

Students without any work experience Oral communication skills -0,118 286 0,045 

Table 8 - Pearson Correlation Analysis Summary 

4.2.1. HYPOTHESIS 1 – THE EXPECTATION GAP 

H1: Students will not conform to practitioners’ skill expectations, as there is an expectation 

gap. 

Graph 1and Table 9 shows the mean scores and differences of the various skills for students 

and practitioners. The biggest differences in mean scores are found in social skills, negotiation 

skills and sales and marketing skills, all ranked higher by practitioners. The results support 

hypothesis 1, as statistically significant differences were found in 12 of the 16 ranked skills; see 

Appendix 8 – Independent Sample T-Test.  

The results show that students’ mean scores for accounting skills are higher than practitioners, 

but that practitioners’ mean scores for numeric skills are higher than students. Table 8 shows 

that practitioners rank Analytical and problem solving skills as most important, whilst students 

believe that Accounting skills are of most important to become a valued colleague.  

Generally, the practitioner value the soft skills higher than the students, making our results 

similar to findings of other researchers (e.g. Gray & Murray 2011; Kavanagh & Drennan 2008; 

Klibi & Oussii 2013; Rebele 1985). Similar to the findings of Gray and Murray (2011), practi-

tioners ranked all kinds of communication skills as very important to possess, all with a mean 

score of at least ‘very important’ (> 5,86). Looking at the top 5 (Table 10), the highest mean 

scores for students and practitioners, both technical skills (Accounting and Numeric skills) are 

on the top 5 at students ranking, at places 1 and 5, whereas practitioners only got one technical 
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in their top 5, ranked number 5. Another finding is that practitioners rank business understand-

ing in 10th place of importance, and students in second place, with mean scores of 5,69 and 

6,01, respectively. This result is not consistent with the research of Kavanagh and Drennan 

(2008), who found that students, in contrast to practitioners, found this skill to be of lesser 

importance.  

The results show general mean scores that only goes below the ‘moderately-important’-mark 

(5,0) at one point, with a student mean score of 4,30 regarding Sales and marketing skills. These 

findings are similar to the ones of Klibi and Oussii (2013) and Crawford et al. (2011), indicating 

that both students and practitioners believe that accountants need to possess a wide variety of 

skills in order to be successful. However, there are differences between students and practition-

ers in the valuation of importance of skills, hence we can reject the null hypothesis. 

 

Graph 1 - Mean Ranking of skills 

Skills Practitioners Students Mean difference 

Written communication skills 5,86 5,62 0,25 

Oral communication skills 6,22 5,84 0,38 

Social skills 6,18 5,54 0,64 

Leadership skills 5,42 4,97 0,45 

Business understanding 5,69 6,01 -0,32 

Accounting skills 6,01 6,16 -0,15 

Analytical and problem solving skills 6,23 5,90 0,33 

Computer skills 5,24 5,46 -0,22 

Ethical mind-set 5,69 5,51 0,19 

Lifelong learning 6,03 5,51 0,52 

Self-motivating 5,58 5,53 0,05 

Scepticism 4,92 5,39 -0,48 

Negotiation skills 5,81 5,10 0,71 

Numeric skills 5,84 5,69 0,15 

Resource management 5,93 5,51 0,42 

Sales and marketing skills 5,02 4,30 0,72 

Table 9- Mean ranking of skills 
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Rank Skills Practitioners mean value Rank Skills Students mean value 

1 Analytical and problem solving skills 6,24 1 Accounting skills 6,16 

2 Oral communication skills 6,22 2 Business understanding 6,01 

3 Social skills 6,17 3 Analytical and problem solving skills 5,90 

4 Lifelong learning 6,03 4 Oral communication skills 5,84 

5 Accounting skills 6,02 5 Numeric skills 5,69 

6 Resource management 5,93 6 Written communication skills 5,62 

7 Written communication skills 5,86 7 Social skills 5,54 

8 Numeric skills 5,84 8 Self-motivating 5,53 

9 Negotiation skills 5,81 9 Ethical mind-set 5,51 

10 Business understanding 5,69 10 Resource management 5,51 

11 Ethical mind-set 5,69 11 Lifelong learning 5,51 

12 Self-motivating 5,58 12 Computer skills 5,46 

13 Leadership skills 5,41 13 Scepticism 5,39 

14 Computer skills 5,27 14 Negotiation skills 5,10 

15 Sales and marketing skills 5,02 15 Leadership skills 4,97 

16 Scepticism 4,92 16 Sales and marketing skills 4,30 

Table 10 - Ranking of skills 

4.2.2. HYPOTHESIS 2 - WORK, TRAINEE AND INTERNSHIP EXPERIENCE 

H2a. Students who have work-life experience will conform better to practitioners’ skill expec-

tations, than those students who have no such experiences. 

H2b. Students who have trainee and/or internship experience will conform better to practition-

ers’ skill expectations, than those students who have no such experiences. 

Graph 2 and Table 11 shows the mean scores for students with and without work, trainee and/or 

internship experience. Students with such experience show higher mean scores on almost all 

skills; technical and soft. Comparing the results of students to practitioners, we find that the 

students with work, trainee and/or internship experience have scored, on average, very similar 

to the practitioners regarding oral, written, social and leadership skills. Students with experi-

ences from auditing industry have combined scored, on average, closer to the practitioners com-

pared to students without such experiences.  

The results are supporting Hypothesis 2a and 2b in the way that students with work, trainee 

and/or internship experience indeed have expectations closer to the practitioners. This supports 

the anecdotal evidence and suggestions from other authors (e.g. Cooper & Robson 2006; Mae-

lah et al. 2012). The trend however was that students with the investigated experience ranked 

almost all skills higher than the students whom had no such experience, making their ranking 

of a few skills, e.g. accounting skills, actually differ more from practitioners than the other 

students.  

As seen in Appendix 9, student who have worked in auditing, before and during studies, show 

positive significant relationships with Social skills and Business understanding. This suggests 

that the expectation gap will decrease for students who worked in auditing during studies, and 
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the opposite for those who worked in auditing before studies. Students who have worked, but 

not in auditing, before studies, only show a positive statistically significant relationship with 

numeric skills, which indicates that the expectation gap would be less if more students had 

worked before studies, but not in auditing. Students with no work experience shows a negative 

relationship with oral communication skills, which hint that the less students without any work 

experience, the wider expectation gap. When looking at Graph 2 and Table 11, students who 

work/have worked in areas other than auditing show little difference in total mean scores com-

pared to students with no working experience. However, when looking at only oral and written 

communication and social skills, the results show a clear difference. When students with no 

working experience are compared to practitioners and students with experience from auditing 

industry, the difference is 0,5-1,0 ranking mean for oral and written communication and social 

skills.  

When looking at Graph 3 and Table 12 it can be seen that students with trainee and internship 

experience conform best to practitioners in oral communication skills, leadership skills, lifelong 

learning and self-motivation. These students show a positive statistically significant correlation 

to oral communication skills, business understanding, lifelong learning and numeric skills. This 

suggests that the more trainee and internship experience students get, the higher will the previ-

ously mention skills be ranked. When adding the correlation indication to Graph 3, it shows that 

the expectation gap would increase for business understanding and numeric skills. However, 

the gap would decrease for oral communication skills and lifelong learning. 

The results indicate that work, trainee and/or internship experience, especially in the auditing 

industry, can help shift students expectations to be more in line with practitioners, with the most 

significant results found in communication and social skills. Hence, the null hypothesis can be 

rejected. 
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Graph 2 - Skills and Work experience 

 

Graph 3 - Skills and Trainee/internship experience 
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Students who are/have not been a trainee/intern in audit industry

Students with no sports/trainee/extra curricular experience/other courses
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Skills 

Prac-

tition-

ers 

Students who 

have worked in 

auditing/account-

ing BEFORE en-

tering studies 

Students who 

have worked in 

auditing/account-

ing DURING 

studies 

Students who 

HAVEN'T 

worked DUR-

ING studies 

Students who 

HAVEN'T 

worked BE-

FORE entering 

studies 

Students who 

have worked BE-

FORE entering 

studies, but NOT 

in auditing/ac-

counting 

Students who 

have worked 

DURING studies, 

but NOT in audit-

ing/accounting 

Students who 

HAVEN'T 

worked in audit-

ing/accounting 

BEFORE enter-

ing studies 

Students without 

any work experi-

ence 

Students who 

HAVEN'T 

worked in audit-

ing/accounting 

DURING studies 

Written com-

munication 

skills 

5,86 0,08 0,11 0,32 0,20 0,27 0,21 0,25 0,58 0,28 

Oral commu-

nication skills 
6,22 -0,07 0,16 0,49 0,28 0,42 0,32 0,39 0,86 0,42 

Social skills 6,18 -0,05 0,24 0,55 0,59 0,67 0,68 0,68 1,10 0,74 

Leadership 

skills 
5,42 0,27 0,18 0,33 0,35 0,49 0,49 0,45 0,27 0,51 

Business un-

derstanding 
5,69 -0,74 -0,56 -0,44 -0,31 -0,30 -0,25 -0,28 -0,66 -0,24 

Accounting 

skills 
6,01 -0,27 -0,11 -0,16 -0,11 -0,18 -0,15 -0,15 -0,27 -0,17 

Analytical & 

problem solv-

ing skills 

6,23 0,31 0,22 0,40 0,38 0,33 0,32 0,35 0,31 0,38 

Computer 

skills 
5,24 -0,02 -0,16 -0,16 -0,20 -0,21 -0,23 -0,21 -0,16 -0,22 

Ethical mind-

set 
5,69 0,34 0,05 -0,02 0,10 0,18 0,23 0,14 0,05 0,18 

Lifelong 

learning 
6,03 0,32 0,33 0,40 0,57 0,50 0,58 0,53 0,82 0,57 

Self-motivat-

ing 
5,58 -0,13 -0,17 0,10 0,16 0,00 0,04 0,07 0,15 0,11 

Scepticism 4,92 -0,80 -0,55 -0,46 -0,46 -0,51 -0,51 -0,48 -0,58 -0,48 

Negotiation 

skills 
5,81 0,23 0,56 0,71 0,59 0,81 0,74 0,76 0,52 0,78 

Numeric 

skills 
5,84 0,12 0,12 0,20 0,35 0,03 0,12 0,15 0,19 0,15 

Resource 

management 
5,93 0,29 0,57 0,49 0,48 0,39 0,40 0,43 0,29 0,39 

Sales and 

marketing 

skills 

5,02 0,66 0,47 0,47 0,53 0,80 0,80 0,70 0,52 0,76 

Mean differ-

ence 
 0,03 0,09 0,20 0,22 0,23 0,24 0,24 0,25 0,26 

Table 11 - Skills and Work experience 
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Skills Practitioners 
Students who are/have been a trainee/intern in 

the audit/accounting industry 

Students who are/have not been a trainee/intern in 

the audit/accounting industry 

Students with NO sports/TRAINEE/extracurricular experi-

ence/other courses 

Written communication skills 5,86 0,17 0,25 0,65 

Oral communication skills 6,22 0,06 0,41 1,07 

Social skills 6,18 0,32 0,68 1,17 

Leadership skills 5,42 0,11 0,49 1,27 

Business understanding 5,69 -0,70 -0,25 -0,09 

Accounting skills 6,01 -0,37 -0,13 0,09 

Analytical and problem solving skills 6,23 0,18 0,37 0,67 

Computer skills 5,24 -0,37 -0,18 -0,16 

Ethical mind-set 5,69 0,45 0,11 -0,09 

Lifelong learning 6,03 0,12 0,58 0,74 

Self-motivating 5,58 -0,09 0,08 0,22 

Scepticism 4,92 -0,41 -0,50 -0,01 

Negotiation skills 5,81 0,47 0,77 1,23 

Numeric skills 5,84 -0,31 0,20 0,41 

Resource management 5,93 0,56 0,41 0,57 

Sales and marketing skills 5,02 0,38 0,74 1,02 

Mean difference   0,04 0,25 0,55 

Table 12 - Skills and Trainee/internship experience 
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4.2.3. HYPOTHESIS 3 – EDUCATION LENGTH 

H3: Academic study length does not increase students’ conformity to practitioners regarding 

skill expectations. 

The Pearson Correlation Analysis display a negative statistically significant correlation for ed-

ucation length, computer skills and numeric skills. This suggests that these skills are ranked 

lower the less a student have engaged in academic studies. The other skills showed no signifi-

cant relationships, which indicates that education length have no significant impact on the de-

crease/increase of skills’ ranking. 

Table 13 shows mean scores for students with different education length ranked from left to 

right based on average mean difference from practitioners. The results show that students with 

4 semesters of experience differs the least from practitioners. Generally, these results were 

spread out and showed no obvious trends or patterns. As Table 13 shows; 4, 2 and 11 semesters 

are top three in least difference from practitioners ranking. 

These results indicate that Hypothesis 3 holds true. We found no evidence that students with 

more studied semesters had rankings that conformed better to practitioners and our results were 

very spread out across groups and skills. Our results are in line with Cook et al. (2011), and Aly 

and Islam (2003), by adding further evidence against the suggestions made by several authors 

that adding more semesters to accounting education could reduce the expectation gap. Addi-

tionally, we did not find evidence for the opposite relation, as suggested by for example Friedlan 

(1995), which more semesters studying accounting could make students expectations shift even 

further away from the practitioners. 
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Graph 4 - Skills and Education length 
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Skills Practitioners 4 sem 2 sem 11 sem 1 sem 6 sem 3 sem 13 sem 9 sem 8 sem 12 sem 5 sem 7 sem 10 sem 

Written communication skills 5,86 0,20 0,36 -0,26 0,52 0,13 0,25 -0,14 0,11 0,40 -0,14 0,20 0,20 0,86 

Oral communication skills 6,22 0,46 0,05 0,72 0,52 0,29 0,17 0,22 0,38 0,14 0,22 0,46 0,22 1,09 

Social skills 6,18 0,71 0,17 0,54 1,01 0,80 0,30 -0,83 0,67 -0,03 0,83 0,73 0,65 1,67 

Leadership skills 5,42 0,20 -0,25 0,29 0,57 0,65 0,28 -0,59 0,50 0,18 0,41 0,44 0,89 1,16 

Business understanding 5,69 -0,37 -0,14 -0,68 -0,61 -0,39 -0,26 -0,31 -0,39 -0,19 -0,31 -0,22 -0,12 -0,18 

Accounting skills 6,01 -0,53 0,52 -0,48 -0,60 -0,35 -0,33 0,02 0,19 0,17 -0,31 0,08 0,02 -0,61 

Analytical and problem solving skills 6,23 0,24 0,40 -0,01 0,24 0,26 0,41 1,24 0,57 0,39 0,57 0,43 0,39 0,11 

Computer skills 5,24 -0,70 -0,15 -0,48 -0,19 -0,18 -0,47 0,27 0,10 0,31 -0,40 -0,31 0,16 0,27 

Ethical mind-set 5,69 -0,12 -0,06 -0,93 -0,27 0,04 0,39 1,69 0,19 0,04 1,36 0,43 0,21 0,94 

Lifelong learning 6,03 0,15 0,36 0,41 0,53 0,19 0,68 0,03 0,28 0,76 1,36 0,48 1,03 1,53 

Self-motivating 5,58 -0,18 -0,34 -0,42 -0,11 0,11 0,15 0,58 0,25 0,16 0,58 0,19 0,21 -0,42 

Scepticism 4,92 -0,63 -0,58 -1,33 -0,58 -0,40 -0,30 0,92 -0,50 -0,20 -1,08 -0,52 -0,53 -0,33 

Negotiation skills 5,81 0,47 0,39 0,31 0,88 0,86 0,55 1,81 0,47 0,84 1,14 0,86 0,44 1,81 

Numeric skills 5,84 -0,22 0,42 -0,16 -0,09 0,21 -0,16 -0,16 0,50 0,45 0,17 0,04 0,73 0,34 

Resource management 5,93 0,29 0,35 -0,20 0,20 0,35 0,54 0,93 0,26 0,31 -0,07 0,60 0,85 0,30 

Sales and marketing skills 5,02 0,75 0,02 0,15 0,83 0,55 1,02 -1,98 0,27 0,56 0,35 0,95 0,69 1,02 

Mean difference  0,05 0,10 -0,16 0,18 0,19 0,20 0,23 0,24 0,27 0,29 0,30 0,38 0,60 

Table 13 - Skills and Education length
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4.2.4. HYPOTHESIS 4 – OTHER EDUCATION 

H4: Students who have experience from additional courses in other sciences will conform better 

to practitioners’ skill expectations, than those students who have no such experiences. 

Graph 5 and Table 14 show the mean scores for students who have taken courses in other sub-

jects than business and those who have not. Additionally, these are compared to practitioners 

mean scores and the mean scores for students who did none of the independent variables sports, 

work-, trainee and/or internship, extra-curricular activities or other courses. The results for stu-

dents having taken courses in other subjects and those who have not are very similar and their 

total mean score for the 16 skills only differ by 0,01. The only significant relationship is shown 

for self-motivation; it is negative suggesting that no experience from other courses will decrease 

the ranking of self-motivation. The results of mean importance, see Table 14, shows that self-

motivation is ranked lower by students than by practitioners. In combination with the Pearson 

r-score, this indicates that the expectation gap would increase if students did not take courses 

in other subjects.  

Our results show almost no difference in the rankings between the groups, as both of them differ 

almost the same from practitioners (0,22 and 0,23). The two plotted lines in Graph 5 follow 

each other very tightly and differ just as much from practitioners on almost every skill, making 

the null hypothesis hold true, and Hypothesis 4 easy to reject. Our results point directly against 

the suggestions made by Henderson (2001) and Courtis and Zaid (2002). Further, the results 

find a clear difference between the mean scores of the third plotted line, students without any 

of the four independent variables, suggesting that there is another independent variable respon-

sible for the difference between students and practitioners in Graph 5. 
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Graph 5 - Skills and Other education 

Skills 

Practi-

tioners 

Students who HAVEN'T taken 

other academic courses than cur-

rent business education 

Students who have taken other 

academic courses than current 

business education 

Students with NO 

sports/trainee/extracurricular ex-

perience/OTHER COURSES 

Written communication 

skills 
5,86 0,28 0,21 0,65 

Oral communication skills 6,22 0,34 0,40 1,07 

Social skills 6,18 0,58 0,70 1,17 

Leadership skills 5,42 0,44 0,45 1,27 

Business understanding 5,69 -0,27 -0,33 -0,09 

Accounting skills 6,01 -0,12 -0,19 0,09 

Analytical and problem 

solving skills 
6,23 0,40 0,29 0,67 

Computer skills 5,24 -0,23 -0,18 -0,16 

Ethical mind-set 5,69 0,12 0,19 -0,09 

Lifelong learning 6,03 0,47 0,58 0,74 

Self-motivating 5,58 -0,06 0,17 0,22 

Scepticism 4,92 -0,53 -0,46 -0,01 

Negotiation skills 5,81 0,83 0,64 1,23 

Numeric skills 5,84 0,17 0,12 0,41 

Resource management 5,93 0,51 0,35 0,57 

Sales and marketing skills 5,02 0,67 0,73 1,02 

Mean difference  0,22 0,23 0,55 

Table 14 - Skills and Other education 
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H4 - Other Education

Skills

Students who have taken other academic courses than current business education

Students who HAVEN'T taken other academic courses than current business education

Students with NO sports/trainee/extra curricular experience/OTHER COURSES



46 

4.2.5. HYPOTHESIS 5 – EXTRACURRICULAR ACTIVITIES 

H5: Students who have extracurricular activity experiences will conform better to practition-

ers’ skill expectations, than those students who have no such experiences. 

The only statistically significant relationship, found for students who have engaged in extracur-

ricular activities, is related to written communication skills. It is positive, suggesting that the 

ranking of this skill increases with extracurricular experience. However, as the students with 

these experiences, in this research, ranked written communication skills very similarly to prac-

titioners, we do not conclude that this indicates anything significant and it cannot reject the null 

hypothesis. 

Graph 6 and Table 15 shows the mean scores for students who participated in any extracurric-

ular activities and those who did not. The results are similar to the ones in Graph 5, and Hy-

pothesis 4, showing almost equal mean scores between the two groups. No evidence supporting 

Hypothesis 5 were found, and our results do not support suggestions made by Dickinson (2000), 

that extracurricular activities may reduce the scope of the expectation gap. 

Due to these results, the null hypothesis is held true; students with extracurricular activity ex-

periences do not conform better to practitioners, and thus it does not decrease the expectation 

gap.

 

Graph 6 - Skills and Extracurricular activities 
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H5 - Extracurricular Activities

Practitioners

Students who are/have been engaged in a student association/union

Students who are/have not been engaged in a student association/union

Students with no sports/trainee/extra curricular experience/other courses
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Skills 
Practi-

tioners 

Students who are/have been en-

gaged in a student association 

and/ or union 

Students who are/have NOT 

been engaged in a student associ-

ation and/or union 

Students with NO sports, trainee, 

EXTRA CURRICULAR EXPE-

RIENCE, or other courses 

Written communication 

skills 
5,86 0,06 0,34 0,65 

Oral communication skills 6,22 0,28 0,42 1,07 

Social skills 6,18 0,64 0,64 1,17 

Leadership skills 5,42 0,35 0,49 1,27 

Business understanding 5,69 -0,36 -0,27 -0,09 

Accounting skills 6,01 -0,20 -0,13 0,09 

Analytical and problem 

solving skills 
6,23 0,38 0,33 0,67 

Computer skills 5,24 -0,09 -0,27 -0,16 

Ethical mind-set 5,69 0,19 0,13 -0,09 

Lifelong learning 6,03 0,60 0,49 0,74 

Self-motivating 5,58 -0,07 0,13 0,22 

Scepticism 4,92 -0,45 -0,52 -0,01 

Negotiation skills 5,81 0,72 0,74 1,23 

Numeric skills 5,84 0,17 0,13 0,41 

Resource management 5,93 0,31 0,48 0,57 

Sales and marketing skills 5,02 0,69 0,71 1,02 

Mean difference  0,20 0,24 0,55 

Table 15 - Skills and Extracurricular activities 

4.2.6. HYPOTHESIS 6 – SPORTS 

H6: Students who have engaged in sports will conform better to practitioners’ expectations, 

than those students who have not engaged in sports. 

Similar patterns found in Hypothesis 4 and Hypothesis 5 were found regarding sports, as shown 

in Graph 7 and Table 16. No significant differences indicating that students with experience 

from team sports or one-man sports conformed better to practitioners were found. No statistical 

significant relationships were found for students who had practised one-man sports, but for 

those who had practiced team sports, there was a negative statistical relationship for computer 

skills and resource management. This indicates that the skills’ ranking decreases with decreased 

team sport experience. In the case of resource management, this means that students should 

conform better with practitioners if they played team sports. The opposite holds for computer 

skills as the mean ranking already is below the ranking of practitioners. 

As the results are inconclusive and have little statistically significant support, the null hypoth-

esis holds true. The results provide no evidence for Hypothesis 6; participating in a sport make 

students expectations more in line with practitioners. 
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Graph 7 - Skills and Sports 

Skills 
Practi-

tioners 

Students who 

DON'T (have) 

practice(d) team 

sports 

Students who 

DON'T (have) 

practice(d) 1-man 

sports 

Students who 

(have) practice(d) 

1-man sports 

Students who 

(have) practice(d) 

team sports 

Students with NO 

SPORT, trainee, 

extracurricular ex-

perience, other 

courses 

Written communication 

skills 
5,86 0,20 0,25 0,24 0,27 0,65 

Oral communication skills 6,22 0,37 0,41 0,32 0,37 1,07 

Social skills 6,18 0,66 0,67 0,61 0,63 1,17 

Leadership skills 5,42 0,36 0,44 0,44 0,49 1,27 

Business understanding 5,69 -0,38 -0,33 -0,28 -0,26 -0,09 

Accounting skills 6,01 -0,15 -0,13 -0,19 -0,16 0,09 

Analytical and problem 

solving skills 
6,23 0,36 0,34 0,35 0,34 0,67 

Computer skills 5,24 -0,41 -0,14 -0,29 -0,10 -0,16 

Ethical mind-set 5,69 0,02 0,07 0,26 0,22 -0,09 

Lifelong learning 6,03 0,49 0,56 0,48 0,54 0,74 

Self-motivating 5,58 0,02 -0,01 0,14 0,08 0,22 

Scepticism 4,92 -0,50 -0,47 -0,52 -0,49 -0,01 

Negotiation skills 5,81 0,57 0,65 0,84 0,82 1,23 

Numeric skills 5,84 0,17 0,20 0,08 0,13 0,41 

Resource management 5,93 0,24 0,37 0,49 0,52 0,57 

Sales and marketing skills 5,02 0,57 0,55 0,89 0,77 1,02 

Mean difference  0,16 0,21 0,24 0,26 0,55 

Table 16 - Skills and Sport 
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H6 - Sports

Practitioners

Students who (have) practice(d) 1-man sports

Students who (have) practice(d) team sports

Students with no sports/trainee/extra curricular experience/other courses

Students who DON'T (have) practice(d) 1-man sports

Students who DON'T (have) practice(d) team sports
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4.2.7. HYPOTHESIS 7 – AGE 

H7: Older students will conform better to practitioners’ skill expectations, than younger stu-

dents. 

Statistically, there are no significant correlations between skills and age, suggesting that age 

have no impact on the ranking of skills. However, Graph 8 and Table 17 show mean scores for 

students in different year intervals. The graphs show notable differences for the students born 

between 1950-59 and 1960-69 versus the rest. The largest differences were found in the ranking 

of oral communication skills and analytical skills, were the mean score differed with more than 

one whole scale-interval (1 point). This indicates that age, and thus ‘life-experience’ as Courtis 

and Zaid (2002) state, can shift students’ expectations to be more in line with practitioners. 

However, looking at Table 17, we find that only three students of the total 286 responding were 

in the two groups 1950-59 and 1960-69, making these results very weak. The mean scores for 

the two largest year intervals of respondents, 1980-89 and 1990-99, show no significant differ-

ences in the ranking of skills, and have total difference from practitioners’ rankings by 0,84 and 

0,95, respectively.  

However, our results point in the same direction as the findings of Eweje and Brunton (2010), 

who found that older students are more ethically aware than their younger peers. Older respond-

ents ranked ethical awareness as more important than the younger ones, but the difference was 

small and did not show any statistical significance, hence it cannot provide any empirical evi-

dence to support Eweje and Brunton (2010) findings. 

As little statistical evidence was found and the data was inconclusive, the null hypothesis is 

held true; older students do not conform better than younger students, to practitioners regarding 

skill expectations. 



50 

 

Graph 8 - Skills and Age 

Skills Practitioners 
Students born 

1950-1959 

Students born 

1970-1979 

Students born 

1980-1989 

Students born 

1960-1969 

Students born 

1990-1999 

Written communication skills 5,86 0,86 0,04 0,16 0,86 0,28 

Oral communication skills 6,22 0,22 0,58 0,29 1,72 0,38 

Social skills 6,18 1,17 0,71 0,76 0,67 0,59 

Leadership skills 5,42 0,41 0,41 0,57 -0,09 0,40 

Business understanding 5,69 -0,31 -0,58 -0,20 0,19 -0,33 

Accounting skills 6,01 4,84 5,30 5,25 5,34 5,42 

Analytical and problem solving skills 6,23 5,82 5,82 5,66 6,32 5,83 

Computer skills 5,24 -0,73 -0,19 -0,36 0,27 -0,15 

Ethical mind-set 5,69 -0,31 -0,22 0,07 -0,31 0,21 

Lifelong learning 6,03 -0,97 0,58 0,43 0,03 0,57 

Self-motivating 5,58 -0,42 0,13 -0,11 -0,92 0,13 

Scepticism 4,92 -1,08 -0,72 -0,70 -0,08 -0,40 

Negotiation skills 5,81 0,81 0,62 0,59 -0,19 0,81 

Numeric skills 5,84 0,84 -0,16 -0,05 0,34 0,23 

Resource management 5,93 -0,07 -0,07 0,30 0,43 0,51 

Sales and marketing skills 5,02 1,02 0,11 0,80 0,02 0,70 

Mean difference  0,76 0,77 0,84 0,91 0,95 

Table 17 - Skills and Age 
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H7 - Age

Practitioners Students born 50-59 Students born 60-69

Students born 70-79 Students born 80-89 Students born 90-99



51 

4.2.8. HYPOTHESIS 8 - GENDER 

H8: Gender does not have an impact on students’ conformity to practitioners’ skill expecta-

tions. 

Graph 9 and Table 18 shows the mean scores for students based on gender. The two graphs 

show similar overall trends, and the total mean difference is only 0,17 between the two groups. 

The biggest differences in mean scores between the genders, were found on computer skills, 

ethical mind-set and negotiation skills, where females ranked all three higher than males by at 

least 0,39 points. The results show negative statistically significant relationships for gender, 

leadership skills, analytical and problem-solving skills, computer skills, ethical mind-set, nego-

tiation skills and resource management. These findings indicates that the more male respond-

ents, the lower ranking of these skills. As males generally ranks the scores below practitioners 

and female students this could suggest that female students conform better to practitioners.  

Hypothesis 8 was that there would be no significant difference between students expectations 

based on gender. Previous research had found mixed results, and no clear trend (Eweje & 

Brunton 2010). We found that the female students almost exclusively value the importance of 

the skills higher, if sometimes only by a small degree. Only regarding oral communication skill 

and accounting skills are the mean scores higher for male students. Compared to practitioners, 

female students have a total mean difference of 0,16, versus 0,33 for males. In all skills but two, 

females have mean scores closer to the professionals than male students, and in six of these 

skills. One of these differences was found in ethical awareness, where females ranked it almost 

exactly (0,01 score point difference) as important as the practitioners, and male students ranked 

it 0,4 score point below practitioners. This supports claims from researchers who argue that 

females are more ethically aware than their male counterparts (Eweje & Brunton 2010). 

Based on this we cannot confirm Hypothesis 8, as it seems like female students have expecta-

tions closer to practitioners. Hence is the null hypothesis held true and the alternative hypothesis 

is rejected; gender does have an impact on students’ conformity to practitioners regarding skill 

expectations. 
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Graph 9 - Skills and Gender 

Skills Practitioners Female students Male students 

Written communication skills 5,86 0,25 0,23 

Oral communication skills 6,22 0,39 0,34 

Social skills 6,18 0,56 0,76 

Leadership skills 5,42 0,30 0,67 

Business understanding 5,69 -0,30 -0,31 

Accounting skills 6,01 -0,13 -0,20 

Analytical and problem solving skills 6,23 0,25 0,49 

Computer skills 5,24 -0,38 0,07 

Ethical mind-set 5,69 -0,01 0,40 

Lifelong learning 6,03 0,48 0,58 

Self-motivating 5,58 0,04 0,08 

Scepticism 4,92 -0,52 -0,46 

Negotiation skills 5,81 0,53 1,03 

Numeric skills 5,84 0,13 0,16 

Resource management 5,93 0,30 0,61 

Sales and marketing skills 5,02 0,61 0,84 

Mean difference  0,16 0,33 

Table 18 - Skills and Gender 
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5. DISCUSSION AND CRITICAL REFLECTION 

This section will address the main findings in this thesis, followed by concluding 

remarks. The results will be analysed and discussed in relation to previous re-

search. 

In accordance to previous research, we found evidence for the existence of an expectation gap 

between students and practitioners. Just like the stereotypical view of the practitioner mentioned 

throughout this paper, some of the biggest differences were found in the interpersonal skills. 

This is arguably a very disappointing finding for the practitioners and auditing firms as it sug-

gests that still, practitioners and the profession are viewed upon as ‘bean-counters’, stiff and 

impersonal. This problem is far from new, making the question why it has not improved appear; 

why have not students expectations changed?  

Much critique have been directed towards academic education with its educators and legisla-

tors. Complaints about the education as being too specialised, technical and narrow have been 

presented in this paper. However, we found no evidence that more liberal courses improved 

expectations, and auditing as a subject is still concerned with a lot of rules, making the possible 

changes in education somewhat limited. We believe that the critique is partly misdirected; prac-

titioners still rank accounting and numeric skills as very important on average; students need a 

lot of hours studying the technical skills. This is a simple fact that perhaps have been overlooked 

because of its obviousness. Universities are thought to teach students their technical skills to a 

satisfactory degree, and we found that students are ranking technical skills higher in importance 

than practitioners only by a statistically insignificant small degree. This may be looked upon as 

great news, and proof that education actually does work excellently in some important areas, 

and should not be changed. 

With basis in our second finding, we believe the solution lies outside the classroom, with actual 

practitioner experience. Students with experiences from the audit industry aligned better with 

practitioners, on average, in ranking the importance of skills. This finding, in addition to the 

insignificant findings of other differences, points at an obvious direction; students need industry 

experiences to help them understand what is requested from them. If industry experience helps 

shift experience it should logically be part of the education programs, and combined with find-

ings from other authors (e.g. Maelah et al. 2012) who found that it helped actual soft skill de-

velopment (another major problem area in literature) the direction becomes even more obvious. 

However, as easy as it may be to argue in favour of mandatory industry experience, and as easy 
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is it to argue against it, only one word is needed to describe the root of evil; resources. Without 

any empirical evidence, we find it safe to say that the main reason that most educations not 

include an internship or a trainee experience, is because of scarce resources. We understand 

this, but still believe that the universities should do more. There are other ways to grant students 

industry experience; activities such as ‘one-day on the job’ with a practitioner and more guest 

lectures concerned with what a practitioner actually does and value, uses significantly less re-

sources and should be used to a much greater degree. The audit firms are using these channels 

of communications themselves to better prepare students, and to shift their expectations more 

in favour of the profession. However, universities and the profession cannot rely on the students 

to freely participate in such activities; some students might choose to not participate out of pure 

disinterest even though they would benefit from the activities, others might choose not to par-

ticipate due to limited time resources. 

As we have noted throughout this paper, our investigation is concerned with expectations re-

garding skills, and not actual skill development. In this context, we found little or no statistically 

significant results for some of our factors, such as sports and extracurricular activities. In spite 

of this, we believe that further research on these factors may be of interest. Expectation of skills 

and possession of skills are closely linked together but not necessarily the same thing. As an 

example, we found no significant evidence that participating in team sport affected expecta-

tions, but Mamak (2013) and Lau et al. (2014) found that it affected actual soft skill develop-

ment. The same relation may hold true for the other factors in our study, and our point is that 

the factors that yielded insignificant results in our study may still be of great value, if studied 

in another context. 

6. CONCLUSIONS 

This section will begin with a short summary of the thesis, followed by practical 

implications and limitations. Lastly, this section will ideas on further research.  

6.1. SUMMARY 

The full impact of the investigated factors, on the audit expectation gap between students and 

practitioners, is yet to be determined. Almost all previous research confirm the fact that students 

with work-life experience are better aligned with practitioners and more ready for a professional 

life. However, research on other factors are more inconclusive. This study provides findings 

regarding factors’ impact on the expectation gap between students and audit practitioners, and 
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tries to answer the questions: Does the expectation gap exists between audit practitioners and 

students?, and Which factors have an effect on the expectation gap?. 

The findings in this study confirm previous research and the first hypothesis; there is an expec-

tation gap between students and audit practitioners. This was established by comparing survey 

results, from students and practitioners, using an Independent Samples T-.Test, which showed 

that there was a significant difference between the populations. The Pearson Correlation Anal-

ysis have provided valuable insight on relationships between variables, and was complemented 

by mean difference comparison. This showed that the factors work, trainee and internship ex-

perience, and gender does have an impact on the expectation gap. However, no solid evidence 

of the impact of other education, such as more liberal courses, extracurricular activities, sports 

and age was found; hence contradicting some previous research. 

6.2. PRACTICAL IMPLICATIONS 

The results provide further insight and extend the empirical discussion of the expectation gap, 

which can help students, universities and other stakeholders addressing issues concerning the 

practitioner conformity. It is important to understand that the problem of misalignment still 

exists, however it seems to be decreasing. Our study have located suggestions to what can be 

done outside the classroom to improve the situation. These findings serves as foundation for 

future research, but also suggests a better interaction between audit education and work-life as 

the profession is a craftsmanship in many senses. A craftsmanship such as audit need time to 

develop and to be internalised within the practitioner, hence the importance of real life experi-

ences. The study concludes that some factors outside the university classroom have a positive 

impact on the conformity between students and practitioners, suggesting that students can im-

prove their employability and understanding of the audit profession by exposing themselves to 

real work-life settings. This should also encourage audit firms to engage even more in the edu-

cation of their future employees. Also universities and regulatory authorities should take notice 

as this implies improvements for the profession. The western world of business relies heavily 

on the monitoring function of the audit profession; audits, in many senses, acts as insurance and 

legitimise involvements of investors, creditors and other stakeholders. 

6.3. LIMITATIONS 

Even though we can conclude that there is a relationship between students’ conformity and 

some factors, we cannot fully establish the causality and direction of the relationship. The sam-

ples are not representative of the population due to the use of volunteer sampling; the results 
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could not be generalised to the population, as the sample is biased (Forza 2002; Muijs 2004, p. 

37-40). Moreover it could not be used to estimate population parameters as the method lack 

statistical validity (Buglear 2012, p. 340). This means that the findings in this study only can 

indicate tendencies in relationships and impacts. However, the use of non-probability sampling 

can be justified as the purpose was to “gather information relevant to and available only from 

certain groups" (Forza 2002, p. 165). The use of non-probability sampling forced us to look 

upon the statistical significance as a measure of probability that the parameters had any corre-

lation at all. Despite the limitations of non-probability sampling, we consider our research to be 

of importance as it provides indications of what factors, outside the business classroom, which 

makes students conform better to practitioners. 

The surveys may have suffered from bias as the responses might only represent perspectives of 

a population which is conscientious and/or interested enough to participate. There was also a 

risk due to lack of control as we, the authors, had limited control to guarantee that the returned 

responses came from the person who was given the survey (Weathington et al. 2012, p. 189). 

Moreover, there is often a low response rate, the method normally require time-consuming fol-

low-up and data-entry (Muijs 2004, p. 41) and lacks the ability to provide researchers with 

deeper understanding of processes and contexts (Muijs 2004, p. 45). Despite this, the option 

was considered to be the best option given the resources. 

The correlation in itself was not enough to establish cause-and-effect relationship. Cause and 

effect requires the cause to take place before the effect (Weathington et al. 2012, p. 249), which 

was not the case in this study where the variable data was collected at the same time and without 

any chronological order. Hence it could not be assumed that one variable affects another. Fur-

ther, the correlation does not identify relationships caused by a third confounding variable 

(Weathington et al. 2012, p. 250). To be able to determine causality, the study would have had 

to be of a longitudinal and experimental nature as those settings are better suited to explore 

causality in depth (Muijs 2004, p. 59). However, as the purpose of this study was to test hy-

potheses of expectation gap affecting factors, the cause-and-effect relationship and third con-

founding variable were thought to be of less importance. 

Lastly, the study did not address ethnicity which could have an impact on the expectation gap. 

We did not ask the students or practitioners to specify their ethnicity, nor did we contact popu-
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lations outside Sweden. Individuals of different origin are expected to have various character-

istics and skill set. This could be expected to influence the respondents in their valuation of 

skills importance. 

6.4. FUTURE RESEARCH 

Along the study, many additional questions and ideas have arose from previous research, data 

collection and analysis of findings. Sadly, we could not carry out all ideas and questions; some 

too rigorous to investigate within the time limitations, whilst others required additional mone-

tary resources or was thought of too late into the project. 

Most of all, we would like to suggest a larger scale, longitudinal study, in which probability 

sampling would be used. This research would be able to determine cause-and-effect relation-

ships, as well as being statistically significant and valid. Even though our research could pro-

vide indications, we believe that a larger study would be able to strongly confirm our findings 

and possibly also find support for the rejected alternative hypotheses. Additionally it would be 

beneficial if the research was conducted in various locations and countries to establish differ-

ences and variations connected to culture. 

We further recommend future studies to address this topic from a qualitative point of view. This 

would possibly help understand the factors implications on the expectation gap in depth. A 

qualitative research would benefit from addressing recruiting personnel, as they know what 

values the hiring company holds, and what candidates they are looking for.  
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APPENDIX 1 – DESCRIPTIVE STATISTICS (STUDENTS) 

  Frequency % Valid % Cumulative % 

Gender Female 172 60,14 60,14 60,14 

Male 114 39,86 39,86 100,00 

Year of Birth 1951 1 0,35 0,35 0,35 

1966 1 0,35 0,35 0,70 

1968 1 0,35 0,35 1,05 

1972 2 0,70 0,70 1,75 

1973 1 0,35 0,35 2,10 

1977 3 1,05 1,05 3,15 

1978 3 1,05 1,05 4,20 

1979 2 0,70 0,70 4,90 

1980 1 0,35 0,35 5,24 

1981 1 0,35 0,35 5,59 

1982 3 1,05 1,05 6,64 

1983 5 1,75 1,75 8,39 

1984 5 1,75 1,75 10,14 

1985 3 1,05 1,05 11,19 

1986 7 2,45 2,45 13,64 

1987 13 4,55 4,55 18,18 

1988 10 3,50 3,50 21,68 

1989 30 10,49 10,49 32,17 

1990 42 14,69 14,69 46,85 

1991 51 17,83 17,83 64,69 

1992 52 18,18 18,18 82,87 

1993 31 10,84 10,84 93,71 

1994 12 4,20 4,20 97,90 

1995 6 2,10 2,10 100,00 

Education Program Bachelor (180 ECTS) 177 61,89 61,89 61,89 

1 year Master (60 ECTS) 9 3,15 3,15 65,03 

2 year Master (120 ECTS) 58 20,28 20,28 85,31 

Civilekonomprogram (240 ECTS) 28 9,79 9,79 95,10 

Custom designed program 10 3,50 3,50 98,60 

Other 4 1,40 1,40 100,00 

Education length 1 26 9,09 9,09 9,09 

2 12 4,20 4,20 13,29 

3 23 8,04 8,04 21,33 

4 33 11,54 11,54 32,87 

5 69 24,13 24,13 56,99 

6 38 13,29 13,29 70,28 

7 27 9,44 9,44 79,72 

8 26 9,09 9,09 88,81 

9 12 4,20 4,20 93,01 

10 8 2,80 2,80 95,80 

11 8 2,80 2,80 98,60 

12 3 1,05 1,05 99,65 

13 1 0,35 0,35 100,00 

Major Accounting 72 25,17 25,17 25,17 

Finance 42 14,69 14,69 39,86 

Marketing 73 25,52 25,52 65,38 

Management 41 14,34 14,34 79,72 

(Political) Economics 2 0,70 0,70 80,42 

Financial Management 23 8,04 8,04 88,46 
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IT 4 1,40 1,40 89,86 

Have not chosen major yet 27 9,44 9,44 99,30 

Other 2 0,70 0,70 100,00 

Future in auditing Yes 66 23,08 23,08 23,08 

No 149 52,10 52,10 75,17 

I don't know 71 24,83 24,83 100,00 

Students who have practiced team sports No 99 34,62 34,62 34,62 

Yes 187 65,38 65,38 100,00 

Students who have taken other academic 

courses 

No 140 48,95 48,95 48,95 

Yes 146 51,05 51,05 100,00 

Students who have been a trainee/intern in 

the audit industry 

No 253 88,46 88,46 88,46 

Yes 33 11,54 11,54 100,00 

Students who have practiced one-man sports No 156 54,55 54,55 54,55 

Yes 130 45,45 45,45 100,00 

Students who have been engaged in a student 

association/union 

No 187 65,38 65,38 65,38 

Yes 99 34,62 34,62 100,00 

Students who have no experience of sports, 

other courses, trainee/internship or student 

association/union 

No 272 95,10 95,10 95,10 

Yes 14 4,90 4,90 100,00 

Students who have worked in audit/account-

ing BEFORE entering academic studies 

No 272 95,10 95,10 95,10 

Yes 14 4,90 4,90 100,00 

Students who have worked BEFORE enter-

ing academic studies, but NOT in audit/ac-

counting 

No 103 36,01 36,01 36,01 

Yes 183 63,99 63,99 100,00 

Students who are/have worked in audit/ac-

counting DURING academic studies 

No 230 80,42 80,42 80,42 

Yes 56 19,58 19,58 100,00 

Students who are/have worked DURING ac-

ademic studies, but NOT in audit/accounting 

No 85 29,72 29,72 29,72 

Yes 201 70,28 70,28 100,00 

Students without any work experience No 272 95,10 95,10 95,10 

Yes 14 4,90 4,90 100,00 

Total No of Student Respondents  286 100,00 100,00  

APPENDIX 2 – DESCRIPTIVE STATISTICS (STUDENTS & 

SKILLS) 

Students   Frequency % Valid % Cumulative % 

Written communication skills Some important 3 1,05 1,05 1,05 

Quite important 10 3,50 3,50 4,55 

Neutral 21 7,34 7,34 11,89 

Moderately important 70 24,48 24,48 36,36 

Very important 137 47,90 47,90 84,27 

Extremely important 45 15,73 15,73 100,00 

Oral communication skills Some important 3 1,05 1,05 1,05 

Quite important 2 0,70 0,70 1,75 

Neutral 18 6,29 6,29 8,04 

Moderately important 55 19,23 19,23 27,27 

Very important 143 50,00 50,00 77,27 

Extremely important 65 22,73 22,73 100,00 

Social skills Unimportant 3 1,05 1,05 1,05 

Some important 6 2,10 2,10 3,15 

Quite important 7 2,45 2,45 5,59 

Neutral 27 9,44 9,44 15,03 

Moderately important 76 26,57 26,57 41,61 

Very important 113 39,51 39,51 81,12 
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Extremely important 54 18,88 18,88 100,00 

Leadership skills Unimportant 2 0,70 0,70 0,70 

Some important 15 5,24 5,24 5,94 

Quite important 8 2,80 2,80 8,74 

Neutral 48 16,78 16,78 25,52 

Moderately important 125 43,71 43,71 69,23 

Very important 68 23,78 23,78 93,01 

Extremely important 20 6,99 6,99 100,00 

Business understanding Quite important 2 0,70 0,70 0,70 

Neutral 12 4,20 4,20 4,90 

Moderately important 48 16,78 16,78 21,68 

Very important 147 51,40 51,40 73,08 

Extremely important 77 26,92 26,92 100,00 

Accounting skills Some important 1 0,35 0,35 0,35 

Quite important 7 2,45 2,45 2,80 

Neutral 14 4,90 4,90 7,69 

Moderately important 42 14,69 14,69 22,38 

Very important 77 26,92 26,92 49,30 

Extremely important 145 50,70 50,70 100,00 

Analytical and problem solving skills Some important 3 1,05 1,05 1,05 

Quite important 2 0,70 0,70 1,75 

Neutral 13 4,55 4,55 6,29 

Moderately important 59 20,63 20,63 26,92 

Very important 137 47,90 47,90 74,83 

Extremely important 72 25,17 25,17 100,00 

Computer skills Some important 5 1,75 1,75 1,75 

Quite important 7 2,45 2,45 4,20 

Neutral 33 11,54 11,54 15,73 

Moderately important 89 31,12 31,12 46,85 

Very important 107 37,41 37,41 84,27 

Extremely important 45 15,73 15,73 100,00 

Ethical mind-set Unimportant 5 1,75 1,75 1,75 

Some important 7 2,45 2,45 4,20 

Quite important 10 3,50 3,50 7,69 

Neutral 34 11,89 11,89 19,58 

Moderately important 55 19,23 19,23 38,81 

Very important 100 34,97 34,97 73,78 

Extremely important 75 26,22 26,22 100,00 

Lifelong learning Some important 4 1,40 1,40 1,40 

Quite important 6 2,10 2,10 3,50 

Neutral 40 13,99 13,99 17,48 

Moderately important 73 25,52 25,52 43,01 

Very important 117 40,91 40,91 83,92 

Extremely important 46 16,08 16,08 100,00 

Self-motivating Some important 1 0,35 0,35 0,35 

Quite important 7 2,45 2,45 2,80 

Neutral 34 11,89 11,89 14,69 

Moderately important 88 30,77 30,77 45,45 

Very important 111 38,81 38,81 84,27 

Extremely important 45 15,73 15,73 100,00 

Scepticism Unimportant 4 1,40 1,40 1,40 

Some important 1 0,35 0,35 1,75 

Quite important 7 2,45 2,45 4,20 
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Neutral 38 13,29 13,29 17,48 

Moderately important 88 30,77 30,77 48,25 

Very important 107 37,41 37,41 85,66 

Extremely important 41 14,34 14,34 100,00 

Negotiation skills Unimportant 5 1,75 1,75 1,75 

Some important 10 3,50 3,50 5,24 

Quite important 15 5,24 5,24 10,49 

Neutral 40 13,99 13,99 24,48 

Moderately important 100 34,97 34,97 59,44 

Very important 91 31,82 31,82 91,26 

Extremely important 25 8,74 8,74 100,00 

Numeric skills Some important 5 1,75 1,75 1,75 

Quite important 13 4,55 4,55 6,29 

Neutral 20 6,99 6,99 13,29 

Moderately important 67 23,43 23,43 36,71 

Very important 103 36,01 36,01 72,73 

Extremely important 78 27,27 27,27 100,00 

Resource management Some important 5 1,75 1,75 1,75 

Quite important 6 2,10 2,10 3,85 

Neutral 30 10,49 10,49 14,34 

Moderately important 86 30,07 30,07 44,41 

Very important 117 40,91 40,91 85,31 

Extremely important 42 14,69 14,69 100,00 

Sales and marketing skills Unimportant 17 5,94 5,94 5,94 

Some important 28 9,79 9,79 15,73 

Quite important 23 8,04 8,04 23,78 

Neutral 76 26,57 26,57 50,35 

Moderately important 84 29,37 29,37 79,72 

Very important 37 12,94 12,94 92,66 

Extremely important 21 7,34 7,34 100,00 

Total No of Student Respondents 286 100,00 100,00   

APPENDIX 3 – DESCRIPTIVE STATISTICS (PRACTITIONERS) 

 Practitioners Frequency % Valid % Cumulative % 

Gender Female 41 41,8 41,8 41,8 

Male 57 58,2 58,2 100,0 

Year of Birth 1942 1 1,0 1,0 1,0 

1949 1 1,0 1,0 2,0 

1951 2 2,0 2,0 4,1 

1952 1 1,0 1,0 5,1 

1953 1 1,0 1,0 6,1 

1954 5 5,1 5,1 11,2 

1956 2 2,0 2,0 13,3 

1957 1 1,0 1,0 14,3 

1958 2 2,0 2,0 16,3 

1959 1 1,0 1,0 17,3 

1962 1 1,0 1,0 18,4 

1963 2 2,0 2,0 20,4 

1964 2 2,0 2,0 22,4 

1966 1 1,0 1,0 23,5 
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 Practitioners Frequency % Valid % Cumulative % 

1967 1 1,0 1,0 24,5 

1968 2 2,0 2,0 26,5 

1970 2 2,0 2,0 28,6 

1972 2 2,0 2,0 30,6 

1973 2 2,0 2,0 32,7 

1974 3 3,1 3,1 35,7 

1975 1 1,0 1,0 36,7 

1978 1 1,0 1,0 37,8 

1979 1 1,0 1,0 38,8 

1980 2 2,0 2,0 40,8 

1981 4 4,1 4,1 44,9 

1982 3 3,1 3,1 48,0 

1983 1 1,0 1,0 49,0 

1984 6 6,1 6,1 55,1 

1985 7 7,1 7,1 62,2 

1986 4 4,1 4,1 66,3 

1987 8 8,2 8,2 74,5 

1988 6 6,1 6,1 80,6 

1989 12 12,2 12,2 92,9 

1990 4 4,1 4,1 96,9 

1991 3 3,1 3,1 100,0 

Job Title Partner 22 22,4 22,4 22,4 

Senior manager 8 8,2 8,2 30,6 

Manager 8 8,2 8,2 38,8 

Senior assistant 27 27,6 27,6 66,3 

Assistant 33 33,7 33,7 100,0 

Authorised Public Accountant? Yes 26 26,5 26,5 26,5 

No 72 73,5 73,5 100,0 

Professional Experience (years) 1 12 12,2 12,5 12,5 

2 5 5,1 5,2 17,7 

3 17 17,3 17,7 35,4 

4 14 14,3 14,6 50,0 

5 7 7,1 7,3 57,3 

6 7 7,1 7,3 64,6 

7 2 2,0 2,1 66,7 

8 4 4,1 4,2 70,8 

9 1 1,0 1,0 71,9 

10 1 1,0 1,0 72,9 

11 1 1,0 1,0 74,0 

12 1 1,0 1,0 75,0 

14 2 2,0 2,1 77,1 

15 1 1,0 1,0 78,1 

16 4 4,1 4,2 82,3 

17 3 3,1 3,1 85,4 

18 7 7,1 7,3 92,7 

19 7 7,1 7,3 100,0 

Missing System 2 2,0     

Location (County) Blekinge 1 1,0 1,0 1,0 

Dalarna 1 1,0 1,0 2,1 

Gävleborg 1 1,0 1,0 3,1 

Halland 1 1,0 1,0 4,2 

Jönköping 3 3,1 3,1 7,3 
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 Practitioners Frequency % Valid % Cumulative % 

Kalmar 2 2,0 2,1 9,4 

Skåne 9 9,2 9,4 18,8 

Stockholm 55 56,1 57,3 76,0 

Södermanland 2 2,0 2,1 78,1 

Uppsala 1 1,0 1,0 79,2 

Värmland 1 1,0 1,0 80,2 

Västernorrland 1 1,0 1,0 81,3 

Västmanland 3 3,1 3,1 84,4 

Västra Götaland 14 14,3 14,6 99,0 

Östergötland 1 1,0 1,0 100,0 

Missing System 2 2,0     

Total No of Practitioner Respondents 98 100,0     

APPENDIX 4 – DESCRIPTIVE STATISTICS (PRACTITIONERS & 

SKILLS) 

  Practitioners Frequency % Valid % Cumulative % 

Written communication skills Quite important 2 2,0 2,0 2,0 

Neutral 2 2,0 2,0 4,1 

Moderately important 16 16,3 16,3 20,4 

Very important 66 67,3 67,3 87,8 

Extremely important 12 12,2 12,2 100,0 

Oral communication skills Moderately important 9 9,2 9,2 9,2 

Very important 58 59,2 59,2 68,4 

Extremely important 31 31,6 31,6 100,0 

Social skills Neutral 2 2,0 2,0 2,0 

Moderately important 12 12,2 12,2 14,3 

Very important 50 51,0 51,0 65,3 

Extremely important 34 34,7 34,7 100,0 

Leadership skills Some important 1 1,0 1,0 1,0 

Quite important 2 2,0 2,0 3,1 

Neutral 8 8,2 8,2 11,2 

Moderately important 38 38,8 38,8 50,0 

Very important 42 42,9 42,9 92,9 

Extremely important 7 7,1 7,1 100,0 

Business understanding Quite important 2 2,0 2,0 2,0 

Neutral 5 5,1 5,1 7,1 

Moderately important 26 26,5 26,5 33,7 

Very important 53 54,1 54,1 87,8 

Extremely important 12 12,2 12,2 100,0 

Accounting skills Quite important 1 1,0 1,0 1,0 

Neutral 2 2,0 2,0 3,1 

Moderately important 14 14,3 14,3 17,3 

Very important 59 60,2 60,2 77,6 

Extremely important 22 22,4 22,4 100,0 

Analytical and problem solving skills Moderately important 10 10,2 10,2 10,2 

Very important 55 56,1 56,1 66,3 

Extremely important 33 33,7 33,7 100,0 

Computer skills Some important 2 2,0 2,0 2,0 



71 

Quite important 2 2,0 2,0 4,1 

Neutral 9 9,2 9,2 13,3 

Moderately important 47 48,0 48,0 61,2 

Very important 33 33,7 33,7 94,9 

Extremely important 5 5,1 5,1 100,0 

Ethical mind-set Some important 1 1,0 1,0 1,0 

Quite important 1 1,0 1,0 2,0 

Neutral 10 10,2 10,2 12,2 

Moderately important 20 20,4 20,4 32,7 

Very important 49 50,0 50,0 82,7 

Extremely important 17 17,3 17,3 100,0 

Lifelong learning Neutral 2 2,0 2,0 2,0 

Moderately important 17 17,3 17,3 19,4 

Very important 55 56,1 56,1 75,5 

Extremely important 24 24,5 24,5 100,0 

Self-motivating Unimportant 1 1,0 1,0 1,0 

Quite important 3 3,1 3,1 4,1 

Neutral 8 8,2 8,2 12,2 

Moderately important 25 25,5 25,5 37,8 

Very important 47 48,0 48,0 85,7 

Extremely important 14 14,3 14,3 100,0 

Scepticism Unimportant 1 1,0 1,0 1,0 

Some important 4 4,1 4,1 5,1 

Quite important 6 6,1 6,1 11,2 

Neutral 11 11,2 11,2 22,4 

Moderately important 47 48,0 48,0 70,4 

Very important 27 27,6 27,6 98,0 

Extremely important 2 2,0 2,0 100,0 

Negotiation skills Quite important 2 2,0 2,0 2,0 

Neutral 4 4,1 4,1 6,1 

Moderately important 22 22,4 22,4 28,6 

Very important 53 54,1 54,1 82,7 

Extremely important 17 17,3 17,3 100,0 

Numeric skills Neutral 3 3,1 3,1 3,1 

Moderately important 24 24,5 24,5 27,6 

Very important 57 58,2 58,2 85,7 

Extremely important 14 14,3 14,3 100,0 

Resource management Neutral 4 4,1 4,1 4,1 

Moderately important 20 20,4 20,4 24,5 

Very important 53 54,1 54,1 78,6 

Extremely important 21 21,4 21,4 100,0 

Sales and marketing skills Unimportant 1 1,0 1,0 1,0 

Some important 5 5,1 5,1 6,1 

Quite important 3 3,1 3,1 9,2 

Neutral 15 15,3 15,3 24,5 

Moderately important 37 37,8 37,8 62,2 

Very important 32 32,7 32,7 94,9 

Extremely important 5 5,1 5,1 100,0 

Total No of Practitioner Respondents 98 100,00 100,00   
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APPENDIX 5 – FREQUENCIES (STUDENTS) 

Students N Minimum Maximum Mean Std. Deviation 

Statistic Statistic Statistic Statistic Std. Error Statistic 

Gender 286 0 1 0,40 0,03 0,49 

Birth Year 286 1951 1995 1 989,48 0,29 4,84 

Education program 286 1 7 1,99 0,09 1,46 

Education length 286 1 13 5,41 0,15 2,56 

Major 286 1 9 3,32 0,13 2,19 

Future in auditing 286 1 3 2,02 0,04 0,69 

Students who have practiced team sports 286 0 1 0,65 0,03 0,48 

Students who have taken other academic courses 286 0 1 0,51 0,03 0,50 

Students who have been a trainee/intern in the audit industry 286 0 1 0,12 0,02 0,32 

Students who have practiced one-man sports 286 0 1 0,45 0,03 0,50 

Students who have been engaged in a student association/union 286 0 1 0,35 0,03 0,48 

Students who have no experience of sports, other courses, 

trainee/internship or student association/union 

286 0 1 0,05 0,01 0,22 

Students who have worked in audit/accounting BEFORE entering 

academic studies 

286 0 1 0,05 0,01 0,22 

Students who have worked BEFORE entering academic studies, but 

NOT in audit/accounting 

286 0 1 0,64 0,03 0,48 

Students who are/have worked in audit/accounting DURING aca-

demic studies 

286 0 1 0,20 0,02 0,40 

Students who are/have worked DURING academic studies, but 

NOT in audit/accounting 

286 0 1 0,70 0,03 0,46 

Students without any work experience 286 0 1 0,05 0,01 0,22 

Written communication skills 286 2 7 5,62 0,06 1,02 

Oral communication skills 286 2 7 5,85 0,06 0,94 

Social skills 286 1 7 5,52 0,07 1,20 

Leadership skills 286 1 7 4,97 0,07 1,18 

Business understanding 286 3 7 6,00 0,05 0,82 

Accounting skills 286 2 7 6,17 0,06 1,05 

Analytical and problem solving skills 286 2 7 5,89 0,05 0,93 

Computer skills 286 2 7 5,47 0,06 1,07 

Ethical mind-set 286 1 7 5,54 0,08 1,37 

Lifelong learning 286 2 7 5,51 0,06 1,07 

Self-motivating 286 2 7 5,52 0,06 1,00 

Scepticism 286 1 7 5,41 0,07 1,13 

Negotiation skills 286 1 7 5,07 0,08 1,27 

Numeric skills 286 2 7 5,69 0,07 1,18 

Resource management 286 2 7 5,50 0,06 1,05 

Sales and marketing skills 286 1 7 4,32 0,09 1,54 

APPENDIX 6 – FREQUENCIES (PRACTITIONERS) 

Practitioners N Minimum Maximum Mean Std. Deviation 

Statistic Statistic Statistic Statistic Std. Error Statistic 

Gender 98 0 1 0,58 0,05 0,50 

Birth Year 98 1942 1991 1 977,16 1,33 13,19 

Job title 98 1 5 3,42 0,16 1,57 

Authorised Public Accountant? 98 1 2 1,73 0,04 0,44 
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Professional Experience (years) 96 1 19 7,41 0,63 6,22 

Location (County) 96 1 21 12,72 0,38 3,72 

Written communication skills 98 3 7 5,86 0,07 0,73 

Oral communication skills 98 5 7 6,22 0,06 0,60 

Social skills 98 4 7 6,18 0,07 0,72 

Leadership skills 98 2 7 5,42 0,09 0,90 

Business understanding 98 3 7 5,69 0,08 0,83 

Accounting skills 98 3 7 6,01 0,07 0,74 

Analytical and problem solving skills 98 5 7 6,23 0,06 0,62 

Computer skills 98 2 7 5,24 0,09 0,92 

Ethical mind-set 98 2 7 5,69 0,10 0,98 

Lifelong learning 98 4 7 6,03 0,07 0,71 

Self-motivating 98 1 7 5,58 0,11 1,04 

Scepticism 98 1 7 4,92 0,11 1,12 

Negotiation skills 98 3 7 5,81 0,09 0,85 

Numeric skills 98 4 7 5,84 0,07 0,70 

Resource management 98 4 7 5,93 0,08 0,76 

Sales and marketing skills 98 1 7 5,02 0,12 1,20 
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APPENDIX 7 – CRONBACH’S ALPHA 

 Students Practitioners 

   N %   N % 

 
Cases 

Valid 286 100,0 
Cases 

Valid 98 100,0 

Total 286 100,0 Total 98 100,0 

 Mean Variance Std. Deviation N of Items Mean Variance Std. Deviation N of Items 

 88,066 87,704 9,365 16 91,684 38,280 6,187 16 

 Cronbach's Alpha N of Items Cronbach's Alpha N of Items 

 0,820 16 0,740 16 

 

Scale Mean 

if Item De-

leted 

Scale Vari-

ance if Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item De-

leted 

Scale Mean 

if Item De-

leted 

Scale Vari-

ance if Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item De-

leted 

Written communica-

tion skills 
82,45 79,659 0,386 0,813 85,827 35,073 0,308 0,730 

Oral communication 

skills 
82,22 79,204 0,456 0,809 85,459 35,839 0,289 0,732 

Social skills 82,54 77,105 0,437 0,810 85,500 34,830 0,343 0,727 

Leadership skills 83,10 75,247 0,542 0,802 86,265 33,908 0,342 0,726 

Business under-

standing 
82,07 80,718 0,429 0,811 85,990 33,021 0,479 0,713 

Accounting skills 81,89 82,637 0,208 0,823 85,673 36,923 0,090 0,747 

Analytical & prob-

lem solving skills 
82,17 79,534 0,441 0,810 85,449 35,095 0,379 0,725 

Computer skills 82,59 78,944 0,398 0,812 86,439 33,156 0,404 0,720 

Ethical mind-set 82,52 74,250 0,492 0,806 85,990 32,319 0,450 0,714 

Lifelong learning 82,56 75,882 0,571 0,801 85,653 35,074 0,321 0,729 

Self-motivating 82,54 78,186 0,483 0,807 86,102 33,062 0,344 0,727 

Scepticism 82,65 78,410 0,403 0,812 86,765 32,058 0,393 0,721 

Negotiation skills 82,99 76,646 0,425 0,811 85,878 34,892 0,268 0,733 

Numeric skills 82,37 78,768 0,361 0,814 85,847 34,667 0,380 0,724 

Resource manage-

ment 
82,56 77,475 0,496 0,806 85,755 34,805 0,321 0,728 

Sales &  marketing 

skills 
83,75 75,473 0,367 0,817 86,663 32,927 0,284 0,737 

APPENDIX 8 – INDEPENDENT SAMPLE T-TEST 

  Levene's Test 

for Equality of 

Variances 

t-test for Equality of Means 

F Sig. T df 
Sig.  

2-tailed 

Mean Dif-

ference 

Std. Error 

Difference 

95% Confidence Interval 

of the Difference 

Lower Upper 

Written com-

munication 

skills 

Equal variances assumed 20,953 0,000 -2,134 382 0,033 -0,238 0,112 -0,458 -0,019 

Equal variances not as-

sumed 
    -2,498 233,282 0,013 -0,238 0,095 -0,426 -0,050 

Oral communi-

cation skills 

Equal variances assumed 7,492 0,006 -3,734 382 0,000 -0,378 0,101 -0,578 -0,179 

Equal variances not as-

sumed 
    -4,598 264,089 0,000 -0,378 0,082 -0,540 -0,216 

Social skills Equal variances assumed 21,085 0,000 -5,143 382 0,000 -0,659 0,128 -0,911 -0,407 
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Equal variances not as-

sumed 
    -6,486 280,222 0,000 -0,659 0,102 -0,859 -0,459 

Leadership 

skills 

Equal variances assumed 0,709 0,400 -3,455 382 0,001 -0,450 0,130 -0,706 -0,194 

Equal variances not as-

sumed 
    -3,941 219,512 0,000 -0,450 0,114 -0,675 -0,225 

Business un-

derstanding 

Equal variances assumed 2,426 0,120 3,147 382 0,002 0,303 0,096 0,114 0,492 

Equal variances not as-

sumed 
    3,126 166,169 0,002 0,303 0,097 0,111 0,494 

Accounting 

skills 

Equal variances assumed 29,259 0,000 1,436 382 0,152 0,165 0,115 -0,061 0,390 

Equal variances not as-

sumed 
    1,696 238,306 0,091 0,165 0,097 -0,027 0,356 

Analytical and 

problem solv-

ing skills 

Equal variances assumed 4,537 0,034 -3,404 382 0,001 -0,343 0,101 -0,541 -0,145 

Equal variances not as-

sumed 
    -4,110 251,432 0,000 -0,343 0,083 -0,507 -0,179 

Computer 

skills 

Equal variances assumed 6,784 0,010 1,870 382 0,062 0,227 0,121 -0,012 0,466 

Equal variances not as-

sumed 
    2,017 194,455 0,045 0,227 0,113 0,005 0,449 

Ethical mind-

set 

Equal variances assumed 12,719 0,000 -1,014 382 0,311 -0,152 0,150 -0,446 0,143 

Equal variances not as-

sumed 
    -1,190 234,615 0,235 -0,152 0,128 -0,403 0,100 

Lifelong learn-

ing 

Equal variances assumed 35,579 0,000 -4,507 382 0,000 -0,524 0,116 -0,752 -0,295 

Equal variances not as-

sumed 
    -5,470 254,770 0,000 -0,524 0,096 -0,712 -0,335 

Self-motivating 

Equal variances assumed 0,159 0,690 -0,484 382 0,629 -0,057 0,118 -0,289 0,175 

Equal variances not as-

sumed 
    -0,473 161,653 0,637 -0,057 0,121 -0,296 0,182 

Scepticism 

Equal variances assumed 2,591 0,108 3,756 382 0,000 0,494 0,132 0,236 0,753 

Equal variances not as-

sumed 
    3,769 169,122 0,000 0,494 0,131 0,235 0,753 

Negotiation 

skills 

Equal variances assumed 10,410 0,001 -5,320 382 0,000 -0,733 0,138 -1,003 -0,462 

Equal variances not as-

sumed 
    -6,444 253,396 0,000 -0,733 0,114 -0,957 -0,509 

Numeric skills 

Equal variances assumed 28,667 0,000 -1,147 382 0,252 -0,144 0,126 -0,392 0,103 

Equal variances not as-

sumed 
    -1,457 285,419 0,146 -0,144 0,099 -0,340 0,051 

Resource man-

agement 

Equal variances assumed 19,729 0,000 -3,700 382 0,000 -0,425 0,115 -0,651 -0,199 

Equal variances not as-

sumed 
    -4,302 229,540 0,000 -0,425 0,099 -0,620 -0,230 

Sales and mar-

keting skills 

Equal variances assumed 13,174 0,000 -4,095 382 0,000 -0,702 0,171 -1,039 -0,365 

Equal variances not as-

sumed 
    -4,624 214,624 0,000 -0,702 0,152 -1,002 -0,403 
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APPENDIX 9 – PEARSON’S CORRELATION 

  

Written 

communi-

cation 

skills 

Oral com-

munica-

tion skills 

Social 

skills 

Leader-

ship 

skills 

Business 

under-

standing 

Ac-

count-

ting 

skills 

Analytical, 

problem 

solving 

skills 

Computer 

skills 

Ethical 

mind-

set 

Lifelong 

learning 

Self-

motiva-

ting 

Scepticism 
Negotia-

tion skills 

Numeric 

skills 

Resource 

manage-

ment 

Sales & 

marketing 

skills 

Gender 

Pearson 

Corre-

lation 

0,010 0,027 -0,083 -0,154** 0,003 0,035 -0,128* -0,205** -0,145* -0,045 -0,020 -0,026 -0,194** -0,012 -0,146* -0,071 

Sig.  

2-tailed 
0,864 0,650 0,164 0,009 0,953 0,560 0,030 0,000 0,014 0,445 0,736 0,666 0,001 0,844 0,013 0,233 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Year of Birth 

Pearson 

Corre-

lation 

-0,034 0,046 0,013 0,005 0,008 -0,026 -0,044 -0,026 -0,084 -0,076 -0,070 -0,080 -0,062 -0,028 -0,109 -0,053 

Sig.  

2-tailed 
0,567 0,442 0,821 0,931 0,899 0,658 0,460 0,660 0,157 0,200 0,240 0,176 0,298 0,634 0,066 0,369 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Education pro-

gram 

Pearson 

Corre-

lation 

-0,007 0,063 0,112 0,000 -0,035 -0,058 0,020 -0,194** 0,022 -0,115 0,066 0,015 0,016 -0,073 -0,038 0,053 

Sig.  

2-tailed 
0,901 0,290 0,059 0,997 0,552 0,325 0,738 0,001 0,709 0,051 0,262 0,795 0,793 0,216 0,523 0,373 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Education length 

Pearson 

Corre-

lation 

0,058 -0,021 0,028 -0,063 -0,041 -0,066 -0,012 -0,135* -0,059 -0,102 -0,049 0,003 -0,042 -0,124* 0,015 0,076 

Sig.  

2-tailed 
0,328 0,728 0,641 0,287 0,489 0,269 0,834 0,023 0,321 0,085 0,407 0,965 0,484 0,037 0,798 0,198 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Major 

Pearson 

Corre-

lation 

-0,059 -0,085 -0,171** -0,017 0,112 0,047 -0,047 0,098 0,048 -0,018 -0,019 -0,014 -0,104 0,042 0,003 -0,183** 

Sig.  

2-tailed 
0,323 0,150 0,004 0,781 0,058 0,424 0,430 0,097 0,422 0,760 0,751 0,819 0,078 0,477 0,955 0,002 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Future in audit-

ing? 

Pearson 

Corre-

lation 

0,009 -0,088 -0,032 0,022 -0,006 0,001 -0,002 0,083 -0,032 -0,031 -0,049 0,000 0,003 0,020 0,070 -0,002 

Sig.  

2-tailed 
0,873 0,140 0,587 0,709 0,919 0,992 0,966 0,161 0,587 0,603 0,410 0,996 0,966 0,742 0,237 0,974 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have practiced 

team sports 

Pearson 

Corre-

lation 

-0,034 -0,002 0,012 -0,051 -0,066 0,002 0,010 -0,139* -0,072 -0,026 -0,030 -0,001 -0,091 0,016 -0,128* -0,064 

Sig.  

2-tailed 
0,565 0,976 0,842 0,392 0,265 0,971 0,865 0,019 0,226 0,660 0,612 0,986 0,124 0,789 0,031 0,278 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 
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Written 

communi-

cation 

skills 

Oral com-

munica-

tion skills 

Social 

skills 

Leader-

ship 

skills 

Business 

under-

standing 

Ac-

count-

ting 

skills 

Analytical, 

problem 

solving 

skills 

Computer 

skills 

Ethical 

mind-

set 

Lifelong 

learning 

Self-

motiva-

ting 

Scepticism 
Negotia-

tion skills 

Numeric 

skills 

Resource 

manage-

ment 

Sales & 

marketing 

skills 

Students who 

have taken other 

academic courses 

Pearson 

Corre-

lation 

0,039 -0,034 -0,050 -0,002 0,039 0,037 0,059 -0,019 -0,026 -0,052 -0,116* -0,033 0,073 0,017 0,077 -0,020 

Sig.  

2-tailed 
0,513 0,568 0,397 0,968 0,516 0,538 0,320 0,749 0,658 0,377 0,049 0,583 0,217 0,770 0,194 0,734 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have been a 

trainee/intern in 

the audit industry 

Pearson 

Corre-

lation 

0,028 0,118* 0,098 0,103 0,176** 0,076 0,066 0,055 -0,079 0,136* 0,052 -0,025 0,074 0,141* -0,048 0,075 

Sig.  

2-tailed 
0,640 0,047 0,098 0,083 0,003 0,202 0,267 0,351 0,181 0,022 0,385 0,668 0,212 0,017 0,415 0,209 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have practiced 

one-man sports 

Pearson 

Corre-

lation 

0,004 0,052 0,022 0,001 -0,030 0,029 -0,007 0,070 -0,069 0,033 -0,072 0,021 -0,075 0,054 -0,057 -0,111 

Sig.  

2-tailed 
0,949 0,377 0,705 0,993 0,608 0,629 0,908 0,241 0,243 0,574 0,226 0,723 0,206 0,365 0,338 0,061 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have been en-

gaged in a stu-

dent associa-

tion/union 

Pearson 

Corre-

lation 

0,128* 0,072 0,000 0,057 0,048 0,033 -0,026 -0,080 -0,020 -0,049 0,097 -0,032 0,010 -0,016 0,079 0,007 

Sig.  

2-tailed 
0,030 0,222 0,994 0,337 0,418 0,579 0,662 0,175 0,740 0,405 0,103 0,594 0,866 0,789 0,185 0,904 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have no experi-

ence of sports, 

other courses, 

trainee/internship 

or student associ-

ation/union 

Pearson 

Corre-

lation 

-0,090 -0,170** -0,100 -0,159** -0,059 -0,053 -0,078 -0,009 0,041 -0,047 -0,038 -0,098 -0,090 -0,051 -0,032 -0,047 

Sig.  

2-tailed 
0,128 0,004 0,092 0,007 0,324 0,368 0,186 0,877 0,495 0,429 0,521 0,099 0,130 0,391 0,592 0,430 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have worked in 

audit/accounting 

BEFORE enter-

ing academic 

studies 

Pearson 

Corre-

lation 

0,037 0,106 0,131* 0,034 0,120* 0,024 0,009 -0,039 -0,031 0,044 0,043 0,061 0,089 0,004 0,030 0,006 

Sig.  

2-tailed 
0,531 0,072 0,027 0,571 0,043 0,686 0,879 0,507 0,605 0,459 0,466 0,305 0,133 0,943 0,610 0,923 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

have worked BE-

FORE entering 

academic studies, 

but NOT in au-

dit/accounting 

Pearson 

Corre-

lation 

-0,030 -0,069 -0,030 -0,057 -0,003 0,035 0,030 0,004 -0,028 0,036 0,081 0,023 -0,083 0,132* 0,041 -0,086 

Sig.  

2-tailed 
0,608 0,246 0,609 0,334 0,957 0,557 0,612 0,944 0,642 0,550 0,174 0,703 0,162 0,026 0,491 0,146 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students who 

are/have worked 

in audit/account-

ing DURING aca-

demic studies 

Pearson 

Corre-

lation 

0,064 0,109 0,167** 0,111 0,153** -0,023 0,067 -0,020 0,036 0,087 0,112 0,023 0,069 0,009 -0,069 0,075 

Sig.  

2-tailed 
0,283 0,065 0,005 0,061 0,010 0,692 0,257 0,736 0,539 0,141 0,059 0,702 0,247 0,877 0,243 0,204 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 
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Written 

communi-

cation 

skills 

Oral com-

munica-

tion skills 

Social 

skills 

Leader-

ship 

skills 

Business 

under-

standing 

Ac-

count-

ting 

skills 

Analytical, 

problem 

solving 

skills 

Computer 

skills 

Ethical 

mind-

set 

Lifelong 

learning 

Self-

motiva-

ting 

Scepticism 
Negotia-

tion skills 

Numeric 

skills 

Resource 

manage-

ment 

Sales & 

marketing 

skills 

Students who 

are/have worked 

DURING aca-

demic studies, 

but NOT in au-

dit/accounting 

Pearson 

Corre-

lation 

0,050 0,081 -0,048 -0,063 -0,106 -0,001 0,040 0,029 -0,084 -0,078 0,028 0,021 -0,011 0,032 0,042 -0,099 

Sig.  

2-tailed 
0,402 0,172 0,423 0,288 0,074 0,986 0,506 0,621 0,158 0,189 0,643 0,725 0,858 0,595 0,474 0,095 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

Students without 

any work experi-

ence 

Pearson 

Corre-

lation 

-0,074 -0,118* -0,086 0,034 0,100 0,024 0,009 -0,009 0,017 -0,062 -0,022 0,018 0,038 -0,010 0,030 0,027 

Sig.  

2-tailed 
,210 ,045 ,146 ,571 ,091 ,686 ,879 ,877 ,778 ,296 ,713 ,766 ,522 ,872 ,610 ,652 

N 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 286 

*. Correlation is significant at the 0.05 level (2-tailed). 

**. Correlation is significant at the 0.01 level (2-tailed). 
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APPENDIX 10 – SURVEY COVER  
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APPENDIX 11 – STUDENT SURVEY 
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APPENDIX 12 – PRACTITIONER SURVEY 
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