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Glossary

Academic development 

For the purposes of this report the terms academic, education and faculty development will be treated as 
synonymous. The term ‘academic development’ ‘is used to refer to the developmental activities informed by the 
discipline of teaching and learning in higher education. This discipline is underpinned by research into university 
teaching and learning’ (Fraser, 2005, p. 5). 

Academic Developer

For the purposes of this report the terms academic, educational and faculty developers will be treated as 
synonymous. The term ‘academic developer’ and its synonyms typically describe staff in higher education 
institutions who work in dedicated academic development positions, but will extend to staff in non-dedicated 
positions who engage in academic development work.

Australian Learning and Teaching Council

‘The ALTC promotes excellence in higher education by recognising, rewarding and supporting teachers and 
professional staff through a suite of award, fellowship and grant schemes. We aim to enhance the student 
learning experience by supporting quality teaching and practice’. (http://www.altc.edu.au). Prior to 2008,  
the ALTC was titled the Carrick Institute of Learning and Teaching in Higher Education.

Casual staff 

The terms ‘casual’ and ‘sessional staff’ are often used interchangeably. Please refer to the definition of 
‘sessional staff’.

Casualisation of teaching staff refers to a greater increase in sessional teachers at a university in relation to  
the increase in tenured teaching staff.

Education developer 

For the purposes of this report the terms academic, educational and faculty developers will be treated as 
synonymous. Please refer to the definition of the term ‘academic developer’.

Education development 

For the purposes of this report the terms academic, educational and faculty developers will be treated as 
synonymous. Please refer to the definition of the term ‘academic developer’.

Faculty developer

For the purposes of this report the terms academic, educational and faculty developers will be treated as 
synonymous. Please refer to the definition of the term ‘academic developer’.
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Glossary

Faculty development

For the purposes of this report the terms academic, education and faculty development will be treated as 
synonymous. Please refer to the definition of the term ‘academic development’.

Learning and Teaching Performance Fund

The LTPF was introduced in 2005 to reward higher education providers that demonstrate excellence in  
learning and teaching. The fund uses a set of national performance indicators based on the Course Experience 
Questionnaire (CEQ) student satisfaction data, graduate outcomes in employment and further full-time study,  
and student attrition and progression data to allocate funds.

Sessional staff

‘[S]essional teachers include any higher education instructors not in tenured or permanent positions. This 
includes part-time tutors or demonstrators, postgraduate students or research fellows involved in part-time 
teaching, external people from industry or professions, clinical tutors, casually employed lecturers or any other 
teachers employed on a course-by-course basis’ (Percy et al., 2008, p. 4). 

Support staff

The term ‘support staff’ refers to staff who directly provide teaching and learning support to academics and or 
students including staff from the library, IT services, and language and learning services.
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Part 1 Executive summary and recommendations

The development of academics as teachers had its origins in Australia in the 1960s. National and international 
factors such as shrinking resources, increasing student numbers and diversity, quality imperatives and 
accountabilities, marketisation and competition, globalisation, technology, and the vocationalisation of the 
curriculum have driven changes in the sector in the intervening years. These drivers have changed the academic 
role significantly and as a consequence, the organisational arrangements for the development of academics. 

In this context of change, emerging challenges and issues, and the increasing national interest in the quality  
of university teaching, there is a need to examine current arrangements for the development of academics as 
teachers and to re-evaluate how we organise for and approach academic development more generally. The 
Council of Australian Directors of Academic Development (CADAD), in collaboration with Swinburne University, 
applied to the Australian Learning and Teaching Council (ALTC) to fund a scoping project designed to:

1.	Document current approaches to development of academics and related activities in Australian universities 
including organisational arrangements and development strategies

2.	Identify emerging issues and challenges that are likely to influence the development of academics in 
Australian higher education

3.	Provide recommendations to begin to address the emerging issues and challenges

In brief the project methodology comprised undertaking a literature review concerning the development of 
academics both in Australia and overseas, conducting surveys of both Directors of academic development and 
academic developers, and conducting a one day Forum on the development of academics with representatives 
of all Australian universities. The full methodology is detailed in 2.2 of this Volume 1.

The following summary of the findings of the scoping project is presented in order of the three aims of the 
project outlined above.

Document current approaches to development of academics and related  
activities in Australian universities including organisational arrangements and 
development strategies.

Essentially there is no national organisational model of academic development (AD) in Australian universities. 
Most universities have a central academic development unit (ADU) but these vary in their remits with differing 
commitments to and provision of learning technology services, student learning services, general staff 
development and academic research development. ADU missions may also vary in terms of whether they 
contribute to areas such as institutional planning and policy development, quality assurance, evaluation, 
curriculum development, the reward and recognition of teaching staff, research, teaching and learning 
scholarship, the design and production of student learning materials and resources, and the design and 
provision of professional development materials and resources.
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Part 1 Executive summary and recommendations

Over the last decade there has been a move towards hub and spoke models of AD in which there is a central 
unit complemented by individuals throughout the university who have some responsibility for the development  
of academics as teachers. These individuals include faculty based Associate Deans (Teaching), Faculty Teaching 
and Learning Coordinators, Teaching Fellows, Deputy and Pro Vice Chancellors (Academic) and Course 
Coordinators. The work of academic development is often supported by University and Faculty level Teaching 
and Learning Committees. While this somewhat distributed model is seen to be a useful and necessary 
approach to AD, it is not without its challenges as illustrated in the following section.

Identify emerging issues and challenges that are likely to influence the development 
of academics in Australian higher education

The issues and challenges which emerged from the scoping project are complex and in many cases 
interrelated. Often the issues identified are not new. Rather, they are known issues that remain unresolved  
and may constrain progress into the future. They can be summarised into the list below. Section 4.3, Volume 3 
discusses the detail of each of the following issues.

1.	 The changing profile of the academic workforce

2.	 Academic role stress and role change

3.	 The changing nature of students

4.	 The impact of technology on learning and teaching

5.	 Teaching and learning in a global context

6.	 Recognising and rewarding good teaching

7.	 The coordination of academic development across the university

8.	 Conflicting values and priorities within universities

9.	 Academic development unit organisational instability

10.	 The profession of academic development

11.	 The resourcing of academic development units

Provide recommendations to begin to address the emerging issues and challenges.

Approaches to improving teaching in higher education are contested and highly dependent on the institutional 
context. This section of the report provides recommendations derived from the literature review and the  
analysis of data from surveys and from the Forum, all of which are discussed later in this volume of the report. 
The recommendations are grouped into three categories: those for the sector; those for the institution; and 
those for academic development units and developers.
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A. Recommendations relating to sector-level agencies 

On the basis of findings in the report and challenges identified it is recommended that:

A1.	 The Australian Learning and Teaching Council (ALTC) funding and status be at least maintained. The ALTC 
is seen by those surveyed in this project to have raised the profile and status of learning and teaching  
in universities and to have contributed to the promotion of evidence-based teaching. Those surveyed 
reported that the ALTC has made a significant contribution to the development of academics as teachers 
and should be maintained. 

A2.	 The ALTC consider providing significant funding support (commensurate with the Promoting Excellence 
Initiative) to enable institutions to implement the metrics and tools developed within the Teaching Quality 
Indicators Project.

A3.	 That a performance-based element of higher education funding relating to learning and teaching 
performance be maintained after cessation of the Learning and Teaching Performance Fund (LTPF). 

A4.	 The Higher Education Research and Development Society of Australasia (HERDSA) consider working to 
extend its membership among academic developers and strengthen academic development networks. 

A5.	 The Council of Australian Directors of Academic Development (CADAD) be supported by universities and 
the sector. CADAD has provided a vital network supporting academic development and undertaken 
important initiatives in surveying the field, defining and sharing good practice in academic development, 
and providing a voice for national concerns relating to the development of academics as teachers. 

A6.	 The ALTC consider providing funding for the development of national professional development programs 
for academic developers. The professional development of academic developers is a new area with 
programs in both the UK and the USA very recently being provided. The funding of the development  
of Australian national programs for professional development of academic developers, both early and 
mid-career, is essential for effective development in the field, particularly in view of the current age profile 
of academic developers. Such programs are unlikely to be developed at institutional level given the small 
number of AD staff in each institution. 

A7.	 That DEEWR consider mandating a higher education teaching qualification of at least postgraduate 
certificate level for anyone who teaches in government-supported higher education.

A8.	 That the ALTC consider supporting the work of CADAD on the development of national key performance 
indicators for academic development and the associated measurement of impact and effectiveness of 
academic development activities.

A9.	 That the ALTC consider supporting CADAD to identify best practice in the development and implementation 
of ‘hub and spoke’ models for academic development. 

A10.	The ALTC consider consolidating the curriculum development resources that have already been developed 
in the sector and making them easily accessible through the ALTC Exchange.

A11.	That peak bodies and professional associations relating to learning, teaching and educational technologies 
(e.g. CADAD, ACODE, HERDSA, ASCILITE) consider jointly developing best practice approaches to the 
development of academics’ skills in teaching with technologies.
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Part 1 Executive summary and recommendations

B. Recommendations relating to institutions

It is recommended that institutions:

B1.	 Identify key teaching development leadership roles that are distributed across the institution  
(Faculty Associate Deans Teaching, Course Coordinators, teaching development project managers, 
teaching and learning fellows/champions, etc).

B2.	 Make explicit the responsibilities, outcomes, resources and support of / for each of the distributed roles.

B3.	 Provide professional development in educational leadership for those engaged in educational leadership 
roles across the institution.

B4.	 Articulate the distributed roles with a centrally-based academic development unit.

B5.	 Explicitly identify appropriate communication channels between the distributed positions, and the 
distributed positions and the central academic development unit.

B6.	 Take a holistic university-wide approach to professional development in learning and teaching which: 

involves all providers of professional development within the institution;−−

develops academics across their increasingly diverse roles; −−

includes support staff (such as IT specialists, library staff, and academic skills staff); −−

involves both formal and non-formal professional development opportunities; and−−

pays particular attention to the provision of professional development in educational technologies.−−

B7.	 Mandate a Graduate Certificate qualification in teaching in higher education for academic staff with less 
than two years teaching experience.

B8.	 Act on the recommendations from the RED Report (Percy et al., 2008) related to the support of sessional 
staff as teachers.

B9.	 Incorporate time and funding for professional development in academic workloads, including the 
workloads of sessional staff, to allow participation in professional development given the workload 
pressures on academics.

B10.	Provide more organisational stability to the models and arrangements for academic development to 
maximise long-term impact and efficiencies. In making decisions about change in this area take into 
account the costs of diverting academic development energy into reorganisation activities. 

B11.	Ensure that there are ‘academic’ appointments in academic development and that research into learning 
and teaching is included in the role of academic developers to support evidence based-practice.

B12.	Establish and promulgate defined career paths for academic developers.
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C. Recommendations relating to academic development units and academic developers

As key staff in the development of the teaching role of academics, academic developers have the potential to 
significantly influence the quality of teaching within the institution (although the direct relationship between 
quality teaching and academic development may not be able to be demonstrated in quantitative terms).  
It is recommended that academic development units:

C1.	 Analyse CADAD’s national key performance indicators for academic development for adaptation to  
specific institutions.

C2.	 Include support staff in professional development opportunities.

C3.	 Coordinate professional development activities with other professional development providers in 
institutions (e.g. HR, IT, Library).

C4.	 Develop continuing professional development opportunities for all stages of the academic career:  
early, mid, and late career staff.

C5.	 Take account of the multiple means and resources that academics employ in their development as 
teachers to also include informal activities. Therefore increasingly develop, document and evaluate in situ 
supports such as mentoring schemes, peer review, communities of practice, learning circles, opportunities 
for conversations about learning and teaching amongst colleagues, and sharing of best practice.

C6.	 Engage in evaluation to measure effectiveness and impact of academic development activities over  
the longer term.

C7.	 Have a critical involvement in a Graduate Certificate or other credentialed program in teaching in  
higher education.

C8.	 Engage in research and scholarship to support evidence-based practice.

C9.	 Provide professional development opportunities for academic developers, particularly in educational 
leadership and organisational change, and in the use of technologies that may be employed in  
learning and teaching.

C10.	Contribute to performance review systems where they relate to teaching.

C11.	Act on the recommendations of The RED Report (Percy et al., 2008) in relation to sessional staff.

C12.	Academic development units provide professional development for academic staff relating to globalisation 
and internationalisation including curriculum and learning and teaching approaches issues.
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Part 2 Project background

1 For the purposes of this report the terms ‘academic’, ‘education’ and ‘faculty development’ will be treated as synonymous, as will the terms 
‘academic’, ‘educational’ and ‘faculty developers’. The last group of terms will typically describe staff in higher education institutions who work  
in dedicated academic development positions, but will extend to staff in non-dedicated positions who engage in academic development work.  
The term ‘academics as teachers’ does not describe ‘teaching only’ academic positions in higher education. Rather it describes those broad and 
varied aspects of an academic’s role that relate to the teaching of students. 

2.1 Rationale and aims

The application for an Australian Learning and Teaching Council funded scoping project was lodged by Swinburne 
University of Technology on behalf of the Council of Australian Directors of Academic Development (CADAD). 

The scoping project was originally intended to identify: 

current approaches to the development of academics in Australia; ◗◗

scenarios for the future of Australian higher education; and◗◗

academic development challenges and issues arising from the scenarios and from the present arrangements ◗◗

for the development of academics.

There is a variety of approaches to academic development and many strategies employed in the development of 
academics as teachers. As Fraser states ‘Pivotal to education development is a recognition of the multi-layered 
context in which we work, the complex structures that both support and constrain our work, and the variety of 
processes and strategies that we develop to engage university teachers’ (Fraser, 2005, p. 1) 1.

While much research and development work has been written about the academic development of teachers  
in Australia over the last 15 years, this national study was designed to undertake a comprehensive overview  
of current approaches to the academic development role and capture emerging issues and challenges  
(Hicks, 1999; Dearn et al. 2002; Fraser, 2005; Lee et al, 2007). 

However, given the dynamic context of higher education (Marginson and Considine 2000) and the changing 
nature of academic work (Coaldrake and Stedman 1999), a simple review, risked the charting of academic 
development for yesterday rather than for tomorrow. Many elements of the context of academic development 
are undergoing change. The UK report on The Future of Higher Education (Secretary of State for Education  
and Skills 2003) stated that higher education is under pressure due to the rising need for skills, the gap in  
social class among those entering university, international economic competition, difficulty retaining the best 
academics, and the need for stronger links with business and economy. The Horizon Report for 2007 (New 
Media Consortium and EDUCAUSE Learning Initiative, 2007) states that there are significant shifts taking place 
in scholarship, research, creative expression, and learning that provide an unusual opportunity to impact the 
ways in which learners and scholars interact. As Land points out, for academic developers ‘the terrain and 
responses to it are rendered more complex by the fact that both continue to change as the wider higher 
education environment continually changes, often in a non-linear fashion’ (Land, 2004, pp. 191–192).

In this context there is a need not only to examine whether arrangements for development of academics might 
be improved but to re-evaluate how to organise for academic development and the strategies employed to 
develop academics in the light of current and emerging challenges for higher education in Australia. 



Development of Academics and Higher Education Futures  |  Volume 1 Report  |  March 2009 15

The original aims of the project were to:

1.	Determine current approaches to development of academics and related activities in Australian universities 
including organisational arrangements and development strategies;

2.	Identify a range of scenarios for the future of higher education in Australia;

3.	 Identify implications and challenges arising from likely futures for Australian higher education; and

4.	Provide some suggestions for response to the emerging challenges.

As the project progressed it became apparent that the complexity of the emerging issues mitigated against  
the project being able to develop a likely ‘range of scenarios’ for the future of higher education in Australia.  
To compensate for this the project documented emerging issues for the future development of academics in 
Australian higher education and provided recommendations for the challenges and issues. The project therefore 
has delivered the following:

1.	Documented current approaches to development of academics and related activities in Australian universities 
including organisational arrangements and development strategies;

2.	Identified emerging issues and challenges that are likely to influence the development of academics in 
Australian higher education; and

3.	Provided recommendations to begin to address the emerging issues and challenges.

2.2 Methodology

The tools employed in data gathering included:

Undertaking a review of literature and internet information on approaches to academic development in ◗◗

Australia and developed countries. This includes data derived from a major 2006 survey of educational 
development in the UK (Gosling 2008).

Using a modified and online form of the UK survey instrument with Australian Directors of Academic ◗◗

Development and their equivalent in the higher education sector and analysing the data derived.

Developing a similar online survey for Australian academic developers and others engaged in the ◗◗

development of academics as teachers and analysing the data derived.

Conducting a Forum on the development of academics – with over 80 participants representative of all ◗◗

universities in Australia and involving academic developers and other key stakeholders – to assess survey 
data and provide further input.

The use of an expert panel to identify challenges in the next five years for the development of academics as ◗◗

teachers and possible responses to those challenges, as a context for the development of recommendations 
by the Forum. The panel provided perspectives of various stakeholders, including academic leadership and 
discipline-based interests.
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Discussion of interim findings with a sample of convenience of delegates at the following international ◗◗

conferences in June/July 2008: International Consortium for Educational Development, Salt Lake City USA; 
Scholarship of Teaching and Learning in Higher Education, Windsor Canada; and Higher Education Research 
and Development Society of Australasia, Rotorua, NZ.

Information from the literature review and an analysis of data from the preceding surveys, Forum and ◗◗

discussions, informed the identification and collation of current and future issues and challenges and 
recommendations for the development of academics as teachers.

2.3 Project leadership, collaboration and reference group

The project was led by Associate Professor Peter Ling, Associate Dean (Academic Liaison), Swinburne 
Professional Learning, Swinburne University of Technology.

The project was conducted in collaboration with the Council of Australian Directors of Academic Development 
(CADAD). Dr Sharon Parry, was the President of CADAD during much of the project.

The primary author of the literature review was Ms Jenny Bird, Educational Designer, Teaching and Learning 
Centre, Southern Cross University. Jenny also contributed to other aspects of the report.

The following provided particular support as members of a reference group for the project and in providing  
individual advice:

Professor Kym Fraser, Higher Education Consultant.◗◗

Professor Yoni Ryan, Director of the Institute for the Advancement of University Learning,  ◗◗

Australian Catholic University and Vice President of CADAD.

Dr Allan Goody, Higher Education Consultant. ◗◗

Professor Margaret Hicks, Director Learning and Teaching Unit, the University of South Australia. ◗◗

Professor Lynne Hunt, Pro Vice Chancellor (Learning and Teaching), University of Southern Queensland.◗◗

Other significant contributors to the report were:

Dr David Gosling, Higher Education Consultant, UK.◗◗

Ms Jenny Allen, Swinburne Professional Learning, Swinburne University of Technology.◗◗

Ms Chantelle Fernando, Swinburne Professional Learning, Swinburne University of Technology.◗◗

Professor Owen Hicks, Senior Consultant, Australian Learning and Teaching Council.◗◗

Part 2 Project background
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3.1 The origins of developing academics as teachers

Governments and universities in Australasia, the UK and North America have only in the last 40 years given 
formal purposeful attention to the development of academics as teachers. Prior to this the primary focus on 
professional learning for academics was on their development as researchers and scholars within their 
disciplinary field. 

Up until at least the 1960s the prevailing assumption was that academics were appointed on their 
academic merits and that they would soon pick up the skills of teaching their discipline to their students 
(Prebble et al., 2004, p. 12).

Most commentators locate the birth of interest in developing academics as teachers during the decade of  
the 1970s. This is true for North America (Sorcinelli et al., 2006), the UK (Gosling, 2008) and Australasia  
(Lee et al., 2007). The birth of academic development as an emerging field of professional practice is also,  
not coincidentally, located in the same decade:

Academic development emerged at a point of major policy change in the history of the university in the  
UK, Australasia and elsewhere through significant shifts in the higher education context . . . Small numbers 
of academics began in the late 1970s, in different places and in different ways, to work together to build 
knowledge and skill in teaching undergraduate students (Lee et al., 2007, p. 1). 

Until recently, in the absence of any national policy frameworks, the organisation of the development of 
academics as teachers has occurred idiosyncratically within individual institutions, resulting in a diverse, 
context-specific and volatile set of models and practices. Dedicated academic development positions, and  
units, emerged between the 1970s to 1990s in the UK, North America, Australasia and Europe, as did other 
teaching and learning related support staff positions in distance education and educational technology.  
Research academics, working within early academic development units in Australia, made a significant 
contribution to the emerging literature on teaching and learning in higher education (Hayden & Parry, 1997). 
Research from this time provided a common, though contested, theoretical base upon which the fledgling 
academic development field organised itself. Land (2004, p. 1) describes the growth of educational  
development ‘not as a linear narrative but as a complex tapestry of interwoven developments’. 

3.2 National and international drivers for change

The last five years has seen unprecedented interest by governments in the quality of learning and teaching in 
higher education. New national policy frameworks, funding arrangements and peak organisations are attempting 
to respond to dramatic, continuous and rapid changes in higher education. Descriptions of the external and 
internal pressures on higher education sectors in the UK and Australasia (see for example Department of 
Education, 2002; Dearn, et al., 2002; Ling, 2004; Land, 2004; Ryan et al., 2004), North America (see for 
example Sorcinelli et al., 2006) and Europe (see for example Havnes and Stensaker, 2006), bear striking 
resemblance: resources failing to keep pace with growth; increasing student numbers; increasing diversity  
of students’ backgrounds and learning needs, particularly at entry to university; international students; 
managerialism, performativity and associated quality imperatives and accountabilities (Marginson and Considine, 
2000); marketisation and competition (Marginson and Considine, 2000); globalisation; the impact of technology 

Part 3 Context and Literature review 
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on teaching and learning; the changing nature of knowledge towards applied and interdisciplinary knowledge 
production (Gibbons et al., 1994); changing pedagogies associated with contemporary learning theory and new 
technologies (Laurillard, 2002); the bifurcation of the teaching workforce into permanent and sessional staff; 
and the vocationalisation of the curriculum. This similarity of sector challenges is a symptom of the globalisation 
of higher education (Marginson and van der Wende, 2007). 

In Australia in 2003, the Federal Government announced, as part of its blueprint for the reform of the higher 
education sector (Department of Education, 2003), two major national initiatives which aimed to promote 
excellence in teaching and learning in the Australian higher education sector and redress the lower status of 
teaching in relation to research. Firstly, the Carrick Institute for Learning and Teaching in Higher Education was 
launched in 2004 with the mission of enhancing learning and teaching in Australian higher education providers. 
The Carrick Institute was renamed the Australian Learning and Teaching Council (ALTC) in 2008. The ALTC ‘is 
dedicated to improving the student learning experience by supporting quality teaching and practice.’ It works 
with ‘higher education institutions, discipline groups and individuals as a collaborative and supportive partner in 
change, providing access to a network of knowledge, ideas and people.’ (http://www.altc.edu.au/who-we-are). 

Secondly, the Learning and Teaching Performance Fund (LTPF) was introduced in 2005 to reward higher 
education providers that demonstrate excellence in learning and teaching. The LTPF uses a set of national 
performance indicators based on the Course Experience Questionnaire (CEQ) items – including ‘overall 
satisfaction’, graduate outcomes in employment and further fulltime study, and student attrition and progression 
data to allocate funds. These two initiatives have provided unprecedented funding and attention to learning and 
teaching in higher education in Australia.

Likewise, the Dearing Report (1997) laid the foundations for a radical reshaping of the learning and teaching 
landscape in higher education in the UK. The Higher Education Academy (HEA) formed in 2004 replacing two 
other agencies and, like the Australian Learning and Teaching Council, works with institutions, discipline groups 
and individuals. The HEA aims to: inform policy related to student learning, support institutions’ strategic change, 
lead research and evaluation, lead and support the professional development and recognition of higher education 
staff, promote good practice and support the disciplines through disciplinary networks (http://www.heacademy.
ac.uk/ourwork/networks). Contributing to the reshaping of learning and teaching in higher education in the UK 
was the development of National Professional Standards Framework for Teaching and Supporting Learning in 
Higher Education (The Higher Education Academy, http://www.heacademy.ac.uk/ourwork/policy/framework). 

Internationally, the Bologna process, with its emphasis on ‘student and teacher mobility across national borders’ 
(Havnes & Stensaker, 2006), is forcing universities in Europe in particular, and around the world, to consider 
common standards in teaching and curriculum. In addition, international and national systems for quality 
enhancement and quality assurance require institutions to develop and implement processes which demonstrate 
the continuous improvement of learning and teaching in higher education.

As noted above, a multitude of national and international drivers influence the development of higher education 
teaching in the 21st century. With the increasing complexity of the teaching enterprise, it is perhaps surprising 
therefore that the Australian higher education sector has not developed a national professional standards 
framework for teaching, as has been done in the UK (see below).
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3.3 University teaching capabilities, performance and qualifications

One Australian university has attempted to identify the broad capabilities that need to be spread across 
academic and administrative staff in a faculty or department for quality teaching and learning. The list extends 
far beyond the traditional pedagogic focus of teaching and gives expression to emerging roles: the global and 
competitive aspects of teaching; responsibilities in leadership and management; and requirements for 
evaluation, reflective practice and professional development:

RMIT Capabilities for quality teaching and learning:

Engagement locally and globally◗◗

Engagement with peers and colleagues◗◗

Equity and pathways◗◗

Leadership◗◗

Engagement with learners◗◗

Entrepreneurship◗◗

Designing for learning◗◗

Teaching for learning◗◗

Assessing for learning◗◗

Evaluation of teaching and learning◗◗

Reflective practice and professional development◗◗

Personal management◗◗

Management of teaching and learning◗◗

(summarised from Taylor, 2003 in Radloff, 2005, pp. 76–77)

Despite the complex demands of teaching in the 21st century, academics are most typically employed on the 
basis of their disciplinary research strengths and knowledge. Academia is an idiosyncratic and unruly profession, 
by its nature resistant to many of the typical ‘markers’ of a professional group. To borrow a metaphor, (Becher, 
1999; Becher and Trowler, 2001) academics belong simultaneously to one tribe and many tribes, but show 
primary allegiance to their discipline. In Australia there are no mandatory requirements for either entry level 
qualifications or systematic accredited continuous professional development in university teaching, despite the 
recommendations of a government funded investigation of professional development of university teaching in 
Australia (Dearn et al., 2002). The teaching qualifications issue sits within a complex and to date unresolved  
(in Australia at least) debate about the professionalisation of teaching in higher education, and the related 
requirement of articulating a set of professional standards for teaching.  In the UK a Professional Standards 
Framework for teaching and supporting learning in higher education has been developed to guide institutions  
in their professional development programs and activities. In Australia, the Australian Learning and Teaching 
Council is currently funding a Teaching Quality Indicators Project that aims to define and develop indicators and 
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outcomes of quality teaching in higher education in Australia and provide institutions with tools and metrics to 
measure teachers’ performance. When complete, it may be timely to revisit the contentious issue of mandatory 
teaching qualifications for university teaching and its potential as a measure of quality.

Sections 3.4–3.7 canvass the literature on the development of academics as teachers. It should be noted that 
this study aimed at identifying the academic development needs of Australia’s higher education teachers in the 
future. It is also noted that higher education futures can no more be predicted with certainty than financial 
futures and fiscal imperatives are likely to heavily impact upon government responses to the recommendations 
of the Review of Australian Higher Education (Australian Government, 2008). Hence this study relies on issues 
identified as ‘top of mind’ for Directors, developers and researchers at the present time. It can only be 
anticipated that current pressures (for example in relation to education technology and constant re-training)  
will be exacerbated in and over time.

The literature reviewed has been gathered from Australia, New Zealand, the United Kingdom, and North 
America. Studies of the academic development field similar to this have been conducted in North America by 
Sorcinelli et al., (2006) and in the UK by Gosling (1996; 2001; 2008). A related study was conducted by Dearn 
et al., (2002) in Australia into the provision of professional development for university teaching in Australia. 
Prebble et al., (2004) conducted an extensive international literature review of the impact of academic 
development programs on student outcomes, with particular application to New Zealand. Whilst all these studies 
offer valuable comparisons, the variations in national higher education contexts limit their application to the 
contemporary Australian context.

3.4 How the development of academics as teachers is organised

From what is known about the manner in which professionals learn, and accepting the findings of Knight et al. 
(2006) that learning how to teach occurs through a combination of informal ‘on the job’ learning and formal 
learning, the whole university is involved, to some degree or other, either formally or informally, tacitly or 
explicitly, in the development of its academics as teachers.

Within any particular institution, human resource management (HRM) units may contribute to the development 
of academics as teachers through induction, performance appraisal systems, promotions, rewards, reviews and 
sometimes professional development in leadership, management and organisational change. Quality Assurance 
units in many universities may administer and manage student feedback systems and other evaluation and 
review of teaching and the curriculum activities. 

The academic governance structures of universities determine the development of academics as teachers:  
DVCs and PVCs Academic, Academic Boards, university-wide and faculty-based teaching and learning 
committees, faculty-based Associate Deans/Directors /Fellows/Champions in Learning and Teaching, Deans, 
Heads of Schools, academic supervisors and colleagues. IT and flexible learning specialists assist academics  
to teach into complex flexible learning environments using a variety of teaching technologies. Student learning 
assistance specialists assist academics in embedding academic skills and graduate attributes into their teaching 
and curricula. Career advisors contribute to teaching and the curriculum related to work-based learning and 
preparation for professional practice. 



Development of Academics and Higher Education Futures  |  Volume 1 Report  |  March 2009 21

The present study investigates the development of academics in Australian universities through the particular 
lens of the academic development field and its associated literatures. The study recognises that the academic 
development field is not the only stakeholder in, nor contributor to, the development of academics as teachers. 
Nor is it the only lens through which the development of academics as teachers can be described and critiqued, 
or how its future can be anticipated. However, whilst it is true that many staff and sections within a university 
contribute to the development of academics as teachers, the manner in which dedicated academic development 
units – mandated to improve the quality of teaching and learning in their institutions – have been funded and 
structured within their organisations together with the approaches and activities in which they engage, offer key 
insights into how higher education sectors around the world, and in Australia in particular, value the 
development of academics as teachers. 

Over the last 40 years, central academic development units have proliferated in universities in the UK, Australia 
and North America. Gosling (2008) found from his 2006 survey of education development unit (EDU) Directors in 
the UK that 88 per cent of the institutions surveyed contained either a central EDU service or a stand alone EDU 
unit. Sorcinelli et al. found in the 300 US and Canadian institutions in their survey ‘a dramatic increase during 
the past 15 years across all institutions in the number of centralized units with dedicated staff.’ (54 per cent in 
the US and 71 per cent in Canada) (Sorcinelli et al., 2006, p. 37). Clearly, these figures reflect a recognition 
within the higher education sector of the strategic importance of academic development units, as well as an 
increased focus on the professionalisation of the teaching role of academics (particularly in the UK). Yet such 
recognition is often belied by the history of many academic development units. 

There are two significant issues in the literature about the formal structural arrangements that institutions make 
for the development of academics as teachers. 

The first issue is the high and sustained incidence of restructuring of units and personnel involved formally  
in the development of academics as teachers (Ryan and Fraser, 2008). Academic development units have  
found themselves coupled, and then uncoupled, with human resources, information technology, quality 
assurance, learning assistance, flexible learning, or library services. The restructuring may occur as complete 
organisational mergers, the grafting and/or regrafting of individual staff and areas of activity, the establishment 
or disestablishment of new units, structural arrangements which require greater or less collaboration between 
units and/or staff towards particular strategic imperatives, dispersal into faculties, and so on. Gosling (2008),  
for example, found that in the UK, 61 per cent of EDUs had been created in their present form within the last  
five years, and that this rate of change had not lessened to any extent since 1995. Gosling (2008) found that 
the most common amalgamations had occurred with: quality assurance units, general staff development, 
educational technologies and student learning development (including access and disabilities), but that there 
were no overall trends in any direction across the sector. Speculations about what factors might trigger the 
perpetual reorganisation of academic development units include: 

the views of an incoming senior manager (Vice Chancellor or PVC) who is either predisposed towards or ◗◗

against central units, and how far functions should be “integrated”;

the commencement, or the ending, of specific funding streams which can either allow for expansion or ◗◗

demand contraction; 
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the extent to which the head of the Education Development Unit seeks to achieve amalgamation of function ◗◗

either for personal reasons or in order to meet institutional goals more effectively;

a change in the head of Education Development function, either a new appointment or a retirement; and◗◗

the mission and organisational culture of the institution (though this can sometimes change rapidly when a ◗◗

new Vice Chancellor is appointed. (Gosling, 2008, p. 29).

The second issue concerns the relationship between centralised academic development units and decentralised 
discipline-based academic development, and the relative merits and shortcomings of each. Hicks (1999) 
explored the provision of academic development in Australian universities by applying two structural dimensions: 
a ‘local-central’ dimension and a ‘generic-discipline’ dimension. He identified four models of academic 
development at work in Australian universities: 

	 1.	� The Central Model . . . characterised by a strong central unit with major responsibility for academic 
development . . . accompanied by little activity and responsibility at the local level.

	 2.	 The Dispersed Model . . . departmentally organised and centred professional development.

	 3.	� The Mixed Model . . . To some extent aims for the best of both worlds with central generic activities, 
local discipline-specific activities.  . . . Allows for the unrelated pursuit of central and local initiatives 
with separate resourcing, potential duplication and a significant lack of coordination. 

	 4.	� The Integrated Model, while including the elements of the mixed model, sees them as interrelated and 
feeding into one another through a collaborative process (Hicks, 1999, p. 47).

Hicks found that the most prevalent form of academic development in Australia at that time was the generic 
central unit, but argued that the ideal model is the integrated model, providing a holistic approach which 
balances central-generic and local-disciplinary learning and teaching issues. 

Gosling (2008) reports a clear trend towards what he calls ‘distributed’ and ‘hub and spoke’ models of EDUs  
in the UK. About half of the respondents to Gosling’s 2006 survey described staff with a faculty or department 
teaching and learning role (with titles like Teaching Fellow, Advisors, Coordinators) who were additional to the 
central EDU staff. He found significant variations in the hub and spoke models described by his respondents, 
with different secondment arrangements and workload allocations, varying degrees of clarity and formality in  
the definition of the role, and different types of relationships with central EDUs. 

Having determined that the organisation of academic development has varied between universities, it is useful 
at this point to review the approaches taken to academic development over time.

3.5 Dedicated academic development approaches

A number of authors have identified and described broad approaches to the development of academics as 
teachers which have emerged over the last forty years (Blackmore et al., 2004; Lee et al., 2007; Ling, 2005; 
Prebble et al., 2004; Reid, 2002 and Sorcinelli et al., 2006). Taken collectively they demonstrate a complex  
set of approaches ranging from the individual to the institution, and from the practical to the strategic.  
Four broad approaches are summarised below: Teacher-focused; Learner-focused; Organisation-focused;  
and Sector-wide focused.
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1. Teacher-focused

The early approach to the development of academics as teachers is described as being primarily teacher-
focused, providing individual teachers with practical, technical skills about teaching in different teaching 
contexts (e.g. lectures, tutorials, laboratories and so on), and for assessing students’ work. Examples of popular 
publications from the UK which support this approach include the Habershaw, Gibbs and Habershaw 1993 
series of 53 interesting things to do in your . . . lectures /seminars and tutorials, and so on; and Race (1999) 
2000 Tips for Lecturers.

2. Learner-focused

Drawing on the seminal phenomenographic literature of the 80s and 90s on how students learn (see for 
example Marton et al., 1984; Trigwell & Prosser, 1991; Ramsden, 1992; Biggs, 1999), the 90s saw a change  
in the focus of academic development from what the teacher does to how students learn, and the relationship 
between the two.

A deeper understanding of this interplay of teacher, context, student and curriculum has led to the 
development of more integrated conceptual models of teaching and learning that now play a major role  
in shaping the efforts of academic developers (Prebble et al., 2004, pp. 12–13).

3. Organisation-focused

Another shift in the focus of approaches to the development of academics as teachers in the UK, Europe and 
Australia emerged at around the turn of this century. Ling (2005, p. 14) describes new approaches which 
operate within organisational change processes and which are ‘driven by university mission statements and 
detailed strategic planning, and evaluated against performance indicators.’ Reid (2002) quotes Ramsden’s  
1998 publication Learning to Lead in Higher Education :

Focuses on the quality of organisational leadership, organisational structures that develop quality, 
scholarship that includes the ideas of reflection, informed critique, evaluation and development . . .  
He squarely places the responsibility for academic development onto academic leaders (Reid, 2002, p. 2).

The Australian Learning and Teaching Council has two programs involving multiple projects and initiatives aimed 
squarely at changing organisational cultures to enhance the quality of learning ad teaching: the Promoting 
Excellence Initiative which aims to ‘increase the capacity of institutions to engage with the programs of the 
Australian Learning and Teaching Council and to assist the Council to improve systems in order to better  
support those institutions’; and The Leadership for Excellence in Learning and Teaching Program which 
‘supports systematic, structured and sustainable models of academic leadership in higher education.’  
(http://www.altc.edu.au/grants-funding-available#leadership-program)
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