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summary

This report covers two topics: the ways in which academic life has changed in the
last twenty years or so, and the impact on universities of an ageing academic
workforce. The first two chapters provide some background to these studies. Part 2
deals with changes in academic life. Part 3 deals with issues of ageing.

Academic life has been affected by large growth in the number of students without
a matching increase in the number of academics, so that the student: staff ratio has
risen to unprecedented levels. It has been affected by pressures on universities to
raise funds by taking in fee-paying students at undergraduate and graduate levels
and by undertaking educational and research work under contracts with industries.
It has been affected by the great growth in communications and information
technology; by a strong change in management styles from the collegial to the
managerial style of businesses; by greatly increased use of casual staff, and the extra
pressures this places on the full-time continuing staff; and by a decline in the
relative status, salaries, prestige and general attractiveness of employment as an
academic.

While some developments have been welcomed — for instance, greater attention to
the quality of teaching, the greater access of students to university education, or the
ease of modern electronic communications — the overall picture is of frustration
and disillusionment, to the point where many respondents to a questionnaire said
they would not recommend an academic career to anyone.

The ageing of the academic workforce is a phenomenon of some concern in Britain
and in the USA. It is recognised here, but seems to be of less concern to
universities. It is more complicated than simply the fact that the average age of
academic staff is rising; it affects different departments or sections of a university in
different ways. ‘Bunching’, where several members of a department retire at much
the same time, can either give an opportunity for renewal or can lead to loss of
significant areas of study. In the second case, decisions taken in department after
department around the nation can lead to a national loss before anyone is aware of
it happening.

Some universities have procedures for gathering data internally and for dealing with
ageing according to the university’s own priorities. There seems to be no body to
oversee the national interest in the decline or disappearance of areas of study of
national importance.



Preface

On hearing of this inquiry into the implications for universities of changes in the
academic workforce and work conditions, one biblically-minded academic
remarked to the authors: ‘For DEST to do this resembles Yahweh enquiring into
flood damage on Day 40’. Such bitterness is widespread in the universities, though
usually expressed with less wit — for instance: ‘Line the University Council,
including V-C and at least two rungs beneath him up against a wall and machine-
gun the lot of them.’

Much damage has occurred. However, a balanced picture would also look for any
beneficial changes over the last decade or two. This inquiry attempts to provide that
picture. Part 1 of this account includes the historical background and is a common
introduction to the two topics of the investigation, Part 2 reports on the
implications for universities of changes to the academic work role and Part 3
reports on the implications for universities of the age structure of the academic
workforce in which older categories predominate.

In part this inquiry proceeded by survey of academics in twelve universities — three
each from four categories of university. In the report the categories are frequently
used in abbreviated form, as follows:

G8 = Group of Eight (as they have defined themselves)
Tech = University of Technology
Regional = Regional university (universities outside a mainland State capital city)

Metro = Metropolitan University. This is a category difficult to define; it is ‘the rest’
when the other three categories are taken out.

With respect to the report on the implications of ageing workforce a declaration of
interest is necessary: the three members of the research team are all retired from
full-time academic work.






Part 1 Background

Chapter 1
Australian Universities since the 1940s — four
discontinuities

The Commonwealth becomes involved: 1939 to 1972

The modern history of Australia’s university system begins with the involvement of
the Commonwealth Government during the Second World War and is marked by
four major discontinuities. The Commonwealth’s involvement and contribution of
funds was limited until the report of the Murray Committee and the establishment
of the Australian Universities Commission (AUC) in July 1959 — the first
discontinuity. In 1951 the Commonwealth’s direct share of the funding of
universities was about 20 per cent of their total income; within ten years it stood at
44 per cent, with about 36 per cent coming from State governments.

The model established after the Murray Committee’s report is still alive in the
memories and folklore of many current and recently retired academics. Universities
were left very much to run their own affairs, determine what courses they would
offer, how they would teach them, whom they would admit as students, how they
would organise their internal administration, whom they would appoint as staff and
what duties would be expected of staff. Salary levels, which accounted for much the
greatest part of university expenditure, were standard across the nation and
determined by an independent tribunal. Most of the income of universities came
from State and Commonwealth governments on the advice of the AUC, and was
guaranteed by legislation for three years at a time.

The Commonwealth takes over: 1973 to 1987

On the election of the Whitlam government in 1972, the Commonwealth assumed
full responsibility for the public funding of universities, taking over the States’ roles
and abolishing student tuition fees. At the same time, it set up a Schools
Commission to facilitate greatly increased Commonwealth expenditure at the
school level. Commonwealth spending on education (university and school) almost
quadrupled in the two financial years from June 1973. In this same period external
events — especially the ‘oil shocks’, price rises initiated by the major oil producing
countries — led to rapidly rising inflation and unemployment in Australia. In this
hard economic climate the AUC produced its recommendations for the triennium
1976-8. The Whitlam Government was under criticism for its economic
management and in 1975 its new Treasurer, Bill Hayden, said the Government
would not accept the recommendations; 1976 would be a year ‘outside’ the
triennium while the position of the universities was reassessed. This was the second
major discontinuity.



By the end of 1975 the Whitlam Government had been dismissed and a Coalition
government under Prime Minister Malcolm Fraser had been elected. Determined to
assert its economic credentials, this government reviewed all areas of public
expenditure — one of the largest of which was education. The Commissions
overseeing the various sectors of education were given ‘guidelines’ by the
Government which indicated the emphases which Government wished to see in
the provision of education, and the levels of expenditure which it considered
acceptable. However, apart from closer financial constraints universities conducted
their own affairs much as before, under the supervision of the Universities Council
of the Commonwealth Tertiary Education Commission (established in 1977).

The binary system ends: 1987 to 1996

Universities continued under this regime until the next major discontinuity in 1987,
when John Dawkins became Minister for Employment, Education and Training.
He classified all Colleges of Advanced Education as universities and pressed
amalgamations on many institutions, so that the number of universities (after
amalgamations) almost doubled from the 19 before he became Minister. This
placed on many academic staff expectations of duties which they had not faced
before — such as the expectation to conduct and publish research. Dawkins also
abolished the Commonwealth Tertiary Education Commission, which had included
in itself a Universities Council, and set up the National Board of Employment,
Education and Training (NBEET) including a Higher Education Council with
responsibility for policy advice but not for allocating funds. Universities were
expected to make greater efforts to contribute to national economic growth, with
more emphasis on close relations with industry and on provision of vocational
Ccourses.

Fundamental industrial changes followed the Dawkins white paper of 1988.
Universities became ‘industries’ and academics ‘workers’ or ‘employees’ as industrial
laws came to regulate academic work. The efficiency principle was invoked and
enterprise bargaining began. Academic staff associations became unions and
registered themselves with the industrial Arbitration Commission. The Vice-
Chancellors created a new employer organisation called the Australian Higher
Education Industrial Association (AHIAE). These two bodies would bargain:
greater efficiency or productivity gains from the workers in return for
improvements in working conditions or salaries. Later these central negotiations
would be replaced by ‘enterprise bargaining’ within each institution sharpening the
new adversarial roles of academics and university senior administrators'.

For students tuition fees were introduced and they were expected to contribute
about one fifth of the estimated cost of their courses. Payment could be deferred
however through the Higher Education Contribution Scheme (HECS), income
contingent repayments being made via the taxation system.

The entrepreneurial university: 1996 -

That framework has continued to this day. The most recent discontinuity came
with the election of the Coalition Government in 1996 and its subsequent re-

! For an account of the new industrial regime and its implications for academic work see Hort, 1997
2



elections. Public funding of universities was sharply reduced to the point where
now it provides less than half the expenditure of many universities. The proportion
of universities’ operating grants from HECS has grown from 20 per cent in 1991
to an estimated 32 per cent in 2002.

Growth in student numbers outpaced growth in academic staff so that the student
to staff ratio increased 75 per cent over the decade from 13 per cent in 1990 to 19
per cent in 2001. Perhaps the most remarkable change in students’ circumstances is
in the amount of outside work that is undertaken. Full-time undergraduates now
work on average more than 14 hours per week during semester, up from 5 hours in
the 1980s.

NBEET and the HEC were discontinued, so that the Government’s only source of
official policy advice is the Department — currently the Department of Education,
Science and Training. Universities are much more energetic in seeking funding
wherever it can be found; much more rigorous in scrutinizing the performance of
their staffs; much more rigorously accountable to Government through the
Department. Many of today’s academics look back fondly to the early 80s before
the Dawkins changes; many however have never known that more relaxed
environment and regard the present situation, for better or worse, as normal.

Things that have not changed

If Murray of the Murray Report (1957) were to return to Australia he would no
doubt be astounded at the expansion of universities and the use of electronic
technologies in teaching and administration. But he would see that despite
demographic and technological revolutions many things remain the same, for better
or worse. Six constants are noteworthy.

1 Governments remain the chief patrons of universities as they have been for a
hundred years, being by far the largest contributor to their coffers. As we have
noted above, whereas once both state and federal governments contributed to the
core now the Commonwealth assumes sole responsibility. This change has made it
easier for the Commonwealth to steer universities in directions it regards as
efficient and contributing to national economic objectives.

2 The basic design of the Australian higher education remains as it was 50 years
ago: all institutions engage in teaching and research; all have undergraduate degrees
and postgraduate studies. The so-called binary system initiated in the 1960s
included a large number of colleges which specialised in teaching and had no
postgraduate research programs. The innovation lasted only 20 years. There are no
residential universities and no liberal arts colleges of the sort found in North
America. The only fully residential university college was established at Mildura
after World War 2. It lasted scarcely half a dozen years. La Trobe and Griffith
universities were designed in the 1970s as innovations to replace the hegemony of
the traditional disciplines with inter-disciplinary studies and scholarship. They and
other such experiments have regressed to the disciplinary mean.

3 Despite the exigencies of funding and pressures to commercialise, universities are
still autonomous institutions governed by statutory councils, and academics still
have the freedom to pursue their own scholarly interests and to determine the
content of their teaching.



4 Universities remain part of an informal international network exchanging ideas
and staff. As they have done for centuries, academics continue to travel abroad to
teach or to sit at the feet of famous scholars.

5 The student mix has not changed all that much despite enormous expansion of
the university system — those from the lower half of the social order remain grossly
under-represented whether status is measured by the wealth, education or
occupational status of their parents.

6 The lecture theatre remains the main technology for the delivery of the
curriculum to students.



Chapter 2
The academic cycle

Previous policies

According to AVCC figures, fewer than 500 academic staff in any classification
were under the age of 25 in any year from 1994 to 2000 (1994 = 481; 2000 = 332).
Four or five times as many are in the next age band, up to age 29. If one therefore
regards this band as the age at which significant recruitment to the academic staff
takes place — almost all at level A, the level below Lecturer — then one concludes
that almost no current academics under the age of 40 experienced the conditions
before the Dawkins changes. That is almost half of all current academics; soon
fewer than half will recall academic life at that time.

In those days, and well into the present era, universities recruited staff very largely
on the basis of potential or proven research achievement. It helped if referees said
one was a good teacher, but a research record usually counted the most, and
completion of a PhD was becoming necessary®.

Are previous policies relevant? Given the changes in academic work in the last 20
years, is that what universities should be looking for now? Or — not to devalue the
research task — is that all that universities should be looking for? The PhD is a
preparation for a research career; is it an adequate preparation for an academic
career, with all the varied abilities that are now expected of an academic? Do we
need something other than the PhD, or more than the PhD?

The new academic

The typical academic career begins with a bright school student who then has an
excellent record as an undergraduate, proceeds to a postgraduate research degree
(usually the PhD) and is offered an appointment at Level A (tutor/senior tutor).
There are exceptions, especially in the fields of study that came into universities
recently, where successful practice often substituted for the research degree, but in
the long-established fields of study the route described above is the usual entry to
academe.

The new academic then teaches undergraduates, often under supervision in courses
devised by a more senior colleague. With growing experience the time comes for
the newcomer to develop his or her own courses, and perhaps lead other colleagues
in teaching them. At the same time the newcomer is attempting to pursue a line of
research, to get articles published in learned journals and to extend a range of
professional contacts. An interested mentor can be a great help at this stage.

Consider the expectations placed on people taking up academic posts for the first
time. Obviously they are expected to be of high calibre in their field of study or
practice. They are expected to continue research and publication or comparable

2 |n 1996 just over one half of all academics possessed a PhD — science with 82 per cent and engineering
with 68 per cent were the two highest fields. Universities tended to recruit their own graduates — 22 per
cent overall, onethird in G8. See Anderson et al, 1997.



appropriate activity in their field. They are also expected to be professional
teachers. What does that involve?

The teaching role traditionally embraces curriculum development, preparation of
courses, face-to-face teaching and interaction with students, assessment of students’
progress and provision of feedback, and professionally competent examining.
Nowadays changes in technology and increases in off-campus teaching and flexible
delivery have modified the teaching role. Academics are now expected to be
familiar with information technology (I1T), computer-assisted learning (CAL) and
on-line delivery. It seems likely that the stage performance — the academic
transmitting information and insights from a podium to a theatre full of up to 400
students — will no longer be such a dominant part of the university experience. That
information, those insights can be placed on-line for students to access at their
convenience.

Does that mean there will be more time for the academic to engage in small-group
teaching, tutorials and one-to-one discussions? Not likely. The ratio of students to
staff has risen to the point where in many areas this would be impractical. The
preparation of CAL and on-line delivery demands much time; so does
conscientious assessment and feedback; so do the pressures of accountability and
evaluation. If academics want promotion and career advancement, they must
maintain their research, and that often means chasing research grants — another
time-consuming task.

University teaching nowadays means:

Planning a course of study: What are its objectives? What emphases? What topics?
In what order and timing?

Deciding on modes of delivery: lectures, group discussion, practical work,
fieldwork, printed materials, online materials, visual aids, email, other?

Preparing reading lists and a book of readings (‘the brick’); preparing lecture notes,
practical classes, discussion notes, visual aids, printed materials, online materials;
supervision of practical classes and setting up online access if required

Deciding on assessment methods and topics, whether for continuous assessment or
end-of-course assessment

Monitoring students’ progress, identifying and resolving difficulties facing
individuals or the whole class; providing feedback on exercises; maintaining interest
and encouragement.

To do these properly requires a good understanding of learning theory and student
motivation. It requires an understanding of the strengths and weaknesses of the
different modes of delivery. It requires ability in written and spoken expression and
a good understanding of information technology and its potential applications for
educational purposes. It requires familiarity with the principles of valid assessment
and the educational uses of assessment. And it requires a lot of time.

At the same time the academics are writing research proposals and grant
applications, pursuing their research, taking part in meetings of their departments
and faculties, responding to questionnaires from inside the university (from the
library, the central administration, the traffic authorities and so on) or from outside
(such as the questionnaire used in preparing this report). In many fields they are
expected to maintain good links with related industries and be ready to assist those



industries with specialised knowledge. They will see their own graduates go into
those industries and fairly soon earn more than the academics who taught them.

The mature academic

The academic advances in age and scholarship and university experience and fairly
soon has the opportunity, perhaps even the duty, to serve on faculty or university
committees and to take some share in running the department or faculty. With
increased seniority and promotion either in the original university or by
appointment to another, the administrative and managerial tasks tend to increase,
and there may well come a point at which the academic virtually ceases to teach and
examine students and becomes a full-time manager — a dean, pro-vice-chancellor,
deputy vice-chancellor. In the 38 universities there would be several hundred at
these levels, with a fair amount of turnover every few years. For the great majority
of academics levels C and D (senior lecturer/associate professor) will be where they
spend their careers, often occupying positions such as dean or PVC for a time.

In academe as in policing, nursing, retailing and other occupations promotion tends
to take one away from the tasks in the field and into those of management.
However in academe as in law or medicine it is also possible to move to the
forefront of the profession and high international recognition while remaining ‘in
the field’, that is, in the classroom, the library and the laboratory through
scholarship, research and publication.

In the United States particularly, and to some extent in Britain, there is some
movement of academics out of universities and into industry or government
service, at least for a time, and then back to the university. In Australia, while this is
by no means unknown, it is much less common. That tends to raise the premium
on ‘tenure’ or guaranteed continuity of employment, which would be less of an
issue if academics could be reasonably confident of alternative satisfying
employment.

There are differences between the work of the new academic and of the mature and
experienced academic. The more senior person is likely to be engaged in
administrative and managerial tasks, for which she or he should receive suitable
training and career development, especially in the management of people and
finances. These tasks will be additional to those expected of the commencing
academic. Mature academics also will often have responsibility for directing the
work of others and for evaluating the performance of others — tasks which require
skills not necessarily innate and not always found in practice.



PART 2

CHANGES IN THE ACADEMIC WORK ROLE

1. Introduction

In this part of the report we present the results from the group interviews and
internet survey with academics. In Part 1 it was pointed out that the academic work
role, which used to be conceived simply as teaching, research and scholarship along
with some administration and services to the community, has become more
complex because of technological changes affecting teaching and administration.
This change has come about partly because university work is now governed by
industrial legislation and agreements, because internal management has become
professionalised, and because of changes in funding.

There are a number of ways in which these changes have affected academics. First,
new tasks, new technologies, and new accountability and bureaucratic procedures
have added to the traditional academic responsibilities. Nothing has been taken
away. One consequence of this change has been the increase in stress amongst
academics.

Second, twenty years ago there was little or no job of ‘research management’. Now
it is a career in its own right. It is necessary because of the complexity of modern
research: finding funding, arranging partnerships, managing projects,
commercialising outcomes. What used to come from the core funding of
universities now comes from contestable funds, so that grant applications have to
be developed and managed. There is much more international research activity than
there used to be. Modern communications technology has transformed the types
and complexity of projects.

Third, there are more issues of compliance, for instance with ethics committees,
progress reports, financial accountability and quality assurance. All these things take
up time. An immediate example is the study for this report. Since it was classed as
‘Research involving human subjects’ it required approval from the University
Ethics Committee, which took many hours to obtain, before the questionnaire
could be distributed or the interviews conducted.

Fourth, unit resources have declined, especially for teaching. Academics are
expected to be entrepreneurial bringing in funds for their department or for their
own work. Often departmental resources are needed to cover technical support
staff, secretarial and accounting work, which used to be provided as normal
infrastructure by the university. Senior researchers with big laboratories and
numbers of graduate students can cope with these demands, but the smaller
research groups and individuals find them very difficult.

Other changes which have impacted on academic work roles can be summarised in
a series of dot points.



e There are now more research-only staff; this has implications for teaching-
and-research staff, since universities’ recurrent funding has not increased
to cover this situation.

o Casual staff, paid by the hour, are taking over a good deal of teaching and
assessment of students.

e The ethnic mix and educational background of graduate students has
changed, even amongst Australian students, let alone international
students. This imposes extra demands on supervision and research
training.

e Supervisors and academics generally need to be much more cautious about
the potential for accusations of sexual harassment, for instance with
graduate students working back late in laboratories.

e There is a greater sense of accountability to students and the possibility of
lawsuits from them.

e The roles of dean and research leader have changed from being mentors to
being managers

We are starting to get a run of books on change in universities and the adaptations
that must be made if they are to cope with the new environments in which they
have to operate. We have drawn on four in particular:

e Peter Coaldrake and Lawrence Stedman, On the Brink: Australia's Universities
Confronting Their Future

e Simon Marginson, The Enterprise University
e Sheila Slaughter and Larry L. Leslie, Academic Capitalism

¢ and Elaine Martin's Changing Academic Work: Developing the Learning University

They make an interesting package of reading. Coaldrake and Marginson emphasise
the importance of flexibility, entrepreneurialism, links with industry and so on.
Slaughter and Leslie agree with that, but say: That is all very well, but it really
applies only to a portion of the university - the faculties of Business, Engineering
and Computing; there's not much commercial scope for philosophy or physics.
Also, the whole business of turning basic research discoveries into profitable
industries is far more complicated and expensive than most people seem to think.

These three books deal pretty much at the level of the whole university, its policies
and its senior administration. Martin deals at the level of the individual academic or
the department: how are they to adjust to the new world order? She certainly pays
some attention to senior management; for instance, they ought to listen to their
academics more, and utter words of appreciation when they do well; but mostly it is
a book for lecturers and heads of department, whereas the other books are for that
group who have ‘vice-chancellor' in their titles.

All the books naturally pay some attention - with different emphases - to the
activities of the university in teaching and research.

A fifth book is an account of a survey of some of the topics reported in our own
work:

Craig Mclnnes, The Work Roles of Australian Academics
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Following analysis of a sample including well over 2000 academics from 15
universities Mcinnes (1999) concluded that:

As academics confront the growing pressures of competing demands on
their time, they are, collectively and individually, faced with the choice of
attempting to find new ways of balancing traditional work patterns or
alternatively, concentrating their energies on a narrower set of more
specialised activities. At the most basic level this amounts to finding
creative solutions in the management of the tension between teaching
and research, or simply opting to give more or less substantial, if not
exclusive, weight to either teaching or research. ...

If the results of this survey are any guide, we have possibly reached a
limit to the total time academics can reasonably be expected to spend on
their work, even with their propensity for altruistic commitment. We are
perhaps at a critical point for the academic profession where the amount
of hours worked, and the diffusion and fragmentation of tasks seriously
threatens the quality of both research and teaching. (p 63)

Following the literature review and interviews with academics and senior managers
in eight universities we identified ten components of academic work as a basis for a
survey: Student and staff interactions, teaching, academic standards, research,
administration, entrepreneurship and community links, collegiality and corporatism,
the academic career, and work satisfaction and stress. After several pilot trials, and
keeping in mind the need to keep the survey a reasonable length, we settled to
questions on 40 topics relating to possible changes in the academic work role. The
final questionnaire consisted of these 40 questions plus 12 questions on the
respondent’s background. Provision was made for written comments after each
topic and at the end of the questionnaire. Nearly all respondents added some
written comment to their multiple choice responses. The total amounted to over
600 A4 pages.

For each of the 40 topics respondents were asked: ‘How important is it in your
work?” ‘What is the extent of change over the last two decades or since you became
an academic?’ and ‘Whether it is for the better or worse?” Answers to each question
could be made by indicating the point on a scale that was closest to the
respondent’s position. In some topics the personal pronoun was used indicating
that we were interested in respondents’ personal experience, for example ‘the
influence of my research on my teaching’. In other cases respondents were asked to
report more general perceptions, for example ‘the use of casual staff for teaching’.

To illustrate: the question and response categories for first topic were presented as
follows.

Topic: My Contact with students
Importance

e Extremely important
e Very important

e Of some importance
e Not at all important

e Not applicable



2.

Extent of change

e Increased a great deal

Increased a little

Not changed significantly

Decreased a little

Decreased a great deal
Better or worse?

e Change is for the better
e Neither better or worse

e Change is for the worse

Respondents were invited to elaborate their answers in a box following each topic.
This format was repeated for each of the 40 academic work role items. (See
Appendix 4 for the complete questionnaire)

The survey was anonymous and web based. After pretesting the internet version of
the questionnaire was posted on the web in early April 2002 and remained open for
6 weeks. All academics in 12 representative universities received an email invitation
to participate forwarded by a contact officer in their university. By the time the site
had closed 2075 useable responses had been received representing an estimated
response rate of 50 per cent (see Appendix 2).

The following nine chapters present the quantitative results from the survey
together with a rich selection of respondents’ written comments on each of the
main topics.

2 STUDENT STAFF INTERACTION AND TEACHING

I love working with the students, but can’t possibly meet current
expectations without working 18hr days. (Senior Lecturer, Social and
Behavioural Sciences)

11
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The quality of teaching is an overwhelmingly important topic for academics. Apart
from 107 of ‘research only’ academics, who said the question did not apply to them,
fewer than 3 per cent rated it as of ‘only some importance’- this despite the fact that
a majority (54 per cent) said their interest was more in teaching than research.
Respondents were divided on whether quality of teaching has improved or not — 45
per cent say that it has, 20 per cent report no change and 29 per cent say it has
decreased at least a little.

Scholarly and practical interest in university teaching has a long and respectable
history in Australian universities, going back at least to the mid 1950s when the
University of Melbourne established units in higher education research and
teaching. Subsequently most universities entered the field and took steps to
recognise and reward good teaching. Even so a bias towards research has surfaced
from time to time as in the advertisement for a senior post ‘... include all research
publications and teaching experience if any’.

Staff told us in the interviews that, while they have less time to work with
individuals, students have become more demanding. It is suggested that this follows
from students seeing themselves as customers now that most pay through HECS or
fees. Academics also reported that the diversity of the student body, ethnically and
scholastically, adds to the teaching workload.

Many students — from overseas, or from immigrant families, or indeed traditional
Australians — can be quite weak in English comprehension and expression.
Academics have to spend more time than in previous years explaining concepts and
terminology to them and in correcting and improving the students’ written work.
This is true both at undergraduate and at postgraduate levels. The drive for fee-
paying overseas students has meant some leniency in the requirements for
competence in English. Amongst students schooled in Australia, the relaxation of
old-fashioned emphasis on grammar and spelling has meant that a proportion of
students are simply not up to the demands of a university course.

2.1 My Contact with Students

This topic was rated as most important of all — 90 per cent said very or extremely
important; and 50 per cent said contact had increased compared with 27 per cent
that it had decreased. The quality of contact has declined for many — 45 per cent
say it has changed for the worse, 16 per cent for the better and 29 per cent neutral.

The evaluation of a perceived increase in student contact tended to be more
negative than positive. For those who thought contact had increased a great deal,
23 per cent thought it was a change for the better. However 60 per cent thought it
was a change for the worse. On the other hand, the perception that contact with
students had decreased was uniformly seen as a change for the worse: 78 per cent
who thought contact had decreased a great deal, thought it was a change for the
WOrse.

By and large, our academic respondents seem to remain student-oriented, and
positive about student-staff contact.

The frequency distributions for responses to contact with students for perceptions
of change and evaluation are given in Figure 2.1 (N=1987) and Figure 2.2
(N=1949).
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Generally, female respondents were slightly more likely than male respondents to
say that contact with students was important. However there were no differences
between them in the extent to which contact had changed, or whether it was better
or Worse.

Older academics were slightly more likely to regard contact with students as very
important (52 per cent for the 55-59 age group compared to 37 per cent for the 35
to 39 age group). They were also more likely to regard contact as having increased,
but there were no age differences in the evaluation of changes in contact.

There were no major differences by rank or by university group.

In cases where contact has increased, it is likely to be over administrative matters or
via email as the following comments illustrate.

Sudents contact me as Program Director to solve problems with the
University system - not to engage in discussions about their learning and
how it could be advanced. (Lecturer, Social and Behavioural Science)

Contact used to be a rewarding part of the job - is now under-recognised

& undervalued - not good for teaching or promotion. (Senior Lecturer,
Nursing)

Management treat students as clients and they in turn treat us as service
providers. The focus on equity is demanding; yet senior management
show a real lack of understanding what this means for the way
academics need to work with equity students. Proficiency with English
language skillsisa major concern for increasing numbers of students -
again this places added demand on our time. (Lecturer, Humanities)

Increased contact through use of email; | am able to give very quick,
very personalised, responses. (Senior Lecturer, Management)

2.2 The Time | Spend Reading Students’ E-mails

We were reminded of the daily ‘email burden’ when academics in the pilot run
informed us that an email invitation from us inviting academics to participate in our
survey would probably be regarded as just another intervention ‘from the
authorities’ adding to the workload caused by demands from students. As one of
our many respondents said:

13
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Despite all the wonders of e-mail, | reckon | was less stressed before it
arrived! Even this questionnaire has given me guilt feelings - | wanted to
doit, as after all how can | expect people to be participantsin my
surveysif | don’t do the same for others. (Lecturer, Education)

We included a topic on our survey, which asked about the time academics spend on
reading students’ emails. Over 50 per cent of our respondents said that the use of
emails with students was important; only 6 per cent said it was not at all important.

Over four out of five, 84 per cent, said that the use of emails had increased.
However our respondents were split as to whether the use of emails was better or
worse: 25 per cent said better and 29 per cent worse.

The frequency distributions for the change and evaluation of use of emails is given
in Figure 2.3 (N=1891) and Figure 2.4 (N=1860).

Figure 2.3 Time | Spend Reading Students' Figure 2.4 Time | Spend Reading Students'

E-mails - Change E-mails - Better or Worse?
70 50
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Percent

Increased Greatly No Change Decreased Greatly
Increased a Little Decreased a Little

Change is Better Neither Change is Worse

Time | Spend Reading Students' E-mails - Change Time | Spend Reading Students' E-mails - Better/Worse?

Older respondents were more likely than younger respondents to say that the use of
email had increased a great deal (65 per cent for the 45-49 age category compared
to 49 per cent for the 30-34 age category). Level C academics were more likely to
regard the change as for the worse. Academics at regional and technical universities
were more likely to say that the use of emails had increased (About 70 per cent
compared to 50 per cent for the others), and they were also more likely to regard
this as a change for the better (31 per cent compared to 20 per cent for G8
academics).

Most comments remarked on the amount of time needed to deal with students’
emails, as reflected in the following examples.

| like to help, but | get 40 emails a day. (Tutor, Law)

It isan additional, increasing, hidden workload which nobody wants to
acknowledge. | can spend the first hour or two just responding to student
gueries - especially as assignment time creeps up. It's a huge workload!!
(Lecturer, Social and Behavioural Sciences)

This can take ages, and ages. | spent 8 hourswith a half hour break
(noon til 8.30pm) the other day trying to deal with my emails, putting
student emailsfirst. A student asked me how come | hadn’t responded by
lunchtime the next day. Very demanding especially when overseeing 200
studentsin a course! (Senior Lecturer, Humanities)

This can consume the day - particularly when one attempts to answer all
student mail promptly or when one has to read student assignments on-
line. Students demand quick response and are particularly demanding -



as they should be - but this adds hours to the normal week’ s work load.
Thereis as yet no compensation or discussion of what this meansin
terms of overall workload. (Professor, Humanities)

| am deluged with email, every day. | cannot hope to answer it all. Much
of itistrivial stuff fromlazy students who won't read the material | give
them. Other emails are much more important. | do what | can, but thisis

many hours every week, and it can be a great burden. (Senior Lecturer,
Maths)

Takes longer to deal with, versus talking briefly to students after a
lecture. (A/P Reader, Science)

The testimony is near unanimous that dealing responsibly with students’ emails
takes a large amount of time — more time it seems than in the pre-electronic era.
But this prompts the question whether students are benefiting from this extra time.

Some respondents clearly think the email innovation is a good thing.

Sudents' emails are very worthwhile in many instances. In an up-to-date
word processor they can submit attachments as drafts for comment and
development. | can insert notes indicating corrections and points of
development. Email facilitates a lot of effective and efficient work with
students. (Lecturer, Education)

Written communication with students keeps lines of communication clear.
I find this form of communication preferable. It's easier to give students
written feedback on longer writing assignments because | can type faster
and clearer than | can write! (Lecturer, Creative Arts)

A number of the positive comments pointed out the advantage of email for
students studying via distance education or off-shore.

Use of e-mail for off-shore studentsis their major means of
communication with academics. This makes the program manageable.
E-mails also provide a good tool for the dissemination of information to
the on-shore student body. Unfortunately, this comes at considerable
time expense in reading and replying to messages. (Lecturer, Engineer)

Email is a mode of communication that works for some students
extremely well, is cost effective for distance students and helpful in
ensuring contact around busy schedules (theirs and mine). Sudent email
has not increased greatly over the last couple of yearsas | have less
tutorial and more lecturing tasks. In addition | suspect that students are

only too aware of the pressures on some staff. (A/P Reader, Social and
Behavioural Sciences)

Several respondents point out that, for one reason or another, email does not meet
the needs of all students.

Only pass students seem to email me much; honours and grad students
tend to know what’ s going on, and know they can come and see me any
timeif they need me. Many undergrads use email just as a way to avoid
having to ask their more clued-up classmates about timetables and
topics. (Professor, Science)

Good contact, but it means I/we are available almost 24 hours a day, 7
days a week. Reading/responding takes a lot of time. Timeis not evenly
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distributed amongst students, i.e., the squeaky wheel syndrome. (Senior
Lecturer, Education)

In some respects, e-mail is a great way of communicating, especially with
external students. However, on units with around 500 internally enrolled
students, the quantity of e-mailsis at times difficult to deal with. While
some enquiries are important, other students use it as an alternative to
spending time in their books to find solutions. (Lecturer, Economics)

| despise this mode of contact, and the lowering of threshold for asking
questions, which are often trivial or poorly phrased. (Professor, Science)

Finally, in spite of some of the advantages of email, some staff indicated that they
preferred to deal with students face to face, for a variety of reasons.

E-mail is a great way to communicate, but it is no substitute for face to
face interaction. Sometimesiit istoo hard and time consuming to type
something that is better explained in person. (Lecturer, Creative Arts)

Email is often a poor substitute for face-to-face contact. But it isvery
useful for simple notification etc. (Senior Lecturer, Science)

Face to face contact is preferable, whether as undergraduates or
graduates, but thisisincreasingly impractical. The open-door policy we
have typically operated is unsustainable at present. (Senior Lecturer,
Science)

Email questions require very careful and precise answers, and for that
reason take heaps of time. Generally unlessit isa simple one | ask them
to come and see me to explain. Thisway | can check their understanding
aswell. | amunclear about what are reasonable student expectations on
this. It hasthe potential to get out of hand, although isn’t yet. At least
they are asking questions! (Senior Lecturer, Law)

2.3  Small Group Teaching

Whether in tutorials, seminars, laboratories, or one to one encounters of student
and teacher, small group teaching has always been a highly valued; some would say
essential, part of the university learning experience. We asked our respondents
about the importance of the topic and any changes in recent years.

Three out of four of our respondents rated small group teaching to be very or
extremely important. Only 4 per cent thought it to be not at all important. Over
half of our respondents, 56 per cent, thought that small group teaching had
decreased. Only 26 per cent thought it had increased. Similarly, 58 per cent thought
the change had been for the worse; only 10 per cent thought it was for the better.
For those respondents who thought that small group teaching had increased a great
deal, 39 per cent thought it was for the better. Of those who thought that small
group teaching had decreased a great deal, 96 per cent thought it was for the worse.
Clearly there is strong sentiment among our respondents in favour of small group
teaching.

The frequency distributions for this topic are given in Figure 2.5 (N=1674) and
Figure 2.6 (N=1658).
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There were no differences between males and females in perceptions of change and
the evaluation of change in small group teaching. There was a slight tendency for
older academics to perceive small group teaching to have decreased a great deal,
and for the worse. There were no systematic differences by rank.

G8 and Metro universities were more likely than regional universities to regard
small group teaching as very important (41 per cent compared to 21 per cent).
However it was the technical universities which thought it had decreased the most,
compared to the regional universities (49 per cent compared to 25 per cent).
Somewhat in similar fashion, the technical universities were more likely to think the
change had been for the worse (62 per cent compared to 44 per cent for the
regional universities).

One of our questions asked about small group teaching instancing a small group as
one with about 12 or fewer students. The suggestion attracted scorn and derision:
‘where have you been for the last 10 years?’

| have not seen a class this size for more than 10 years; the smallest |
have is 33 (Professor, Humanities)

Classsizesare ever increasing in our area with fewer staff so small
group teaching just doesn’t happen. (Lecturer, Science)

Atutorial in my School isa class of 25 - 35. The days of small group and

intensive tutor-student interaction have long since disappeared. (Professor,
Humanities)

Teaching small groups is almost impossible to do now due to University
policy re viability. PG not so restricted (yet?) (Senior Lecturer, Education)

We are expected to do more and more with less and less and more and
mor e students - what quality thismeansisirrelevant. | have literally
fought about quality teaching and learning to be constantly told they are
not feasible, not realistic, not possible etc. (Senior Lecturer, Other Health)

Many respondents pointed out why they think small group teaching is so important
and should be protected.

| think thisisvital at postgraduate level. (A/P Reader, Nursing)

In terms of teaching satisfaction and sense of really teaching theory,
substantive issues, thisis a major source of job dissatisfaction for me. Its
total absence from my teaching meansthat | do not get to think anew
through changing student contexts and experience, the works that are
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still crucial to actually knowing the field. In this sense the implications
are that students leave undergrad with a more superficial rather than in
depth knowledge of aspects of their field. (Senior Lecturer, Humanities)

All the evidence suggests that small group work is the best approach for
teaching and learning. Despite this, due to funding shortfalls, we have
moved to longer lectures and less tutorials with larger amounts of
students. (Tutor, Humanities)

2.4  Use of IT for Teaching

In higher education information and communications technology is generally
understood to mean the use of computers to assist learning. While giving it a
positive rating respondents do not see it as important as face to face contact with
students or small group teaching - 42 per cent ‘of some importance’, 43 per cent
‘very important’. Most say that use IT has increased a great deal or a little (33 per
cent). A majority, 55 per cent, also say the change is for the better (55 per cent), 36
per cent say that change is neither better nor worse, and 9 per cent say it is for the
WOrse.

The frequencies for change and the evaluation of change in the use of IT for
teaching are given in Figure 2.7 (N=1630) and Figure 2.8 (N=1611).

Figure 2.8 My Use of IT for Teaching -

Figure 2.7 My Use of IT for Teaching - Change Better or Worse?
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My Use of IT for Teaching - Change My Use of IT for Teaching - Better/Worse?

Despite 20 years of application numerous evaluations of IT remain cautious about
its contribution to improved learning. For example Alexander and McKenzie
(1998), in an evaluation of 104 CAUT funded IT projects, concluded that:

A particular information technology did not, in itself, result in improved
quality of learning or productivity of learning. Rather, a range of factors ...
are necessary for a successful outcome, the most critical being the design of
students’ learning experiences.

Almost all academics who responded to the survey use information technology of
one form or another. Mostly it is used as a supplement to their lecturing, and is
found useful for that purpose. Students generally do not like it as a substitute for
face to face teaching, although if material is put on-line, attendance at classes falls
off. Email is much used for communication between students and their teachers
and is valued by academics for its convenience in communicating with colleagues
around Australia and overseas. IT is especially useful in distance education, both
within Australia and for students offshore.



Many respondents nevertheless mentioned the negative aspects of IT. It takes a
long time to prepare materials for on-line or other elaborate formats. It requires
skills that have to be learned in courses — again, taking up time. It facilitates
plagiarism by students and makes it harder to detect. Students use email to ask
questions, often the same question over and over from individual students, so that
a great deal of time is used which could be more productively used by addressing
the question once in a class. Not all students have the necessary skills; and the
technology from time to time goes down.

This qualified evaluation of the usefulness of IT — that benefits for teaching and
learning depend on creating an appropriate educational context — is implied in a
large number of survey comments that are generally in favour, especially when
there is a clear pedagogical application or when it can reduce the teacher’s work
load.

My willingness to try new innovative I T strategies for teaching and
assessment has overall helped my workload and the students generally
feedback that these strategies have been beneficial. For example, the use
of electronic submission of assignments, course home pages where

students download information, lectures, tutorials. (A/P Reader, Other
Health)

The use of the web and I T based resourcesis for the better in that it
allows us access to new student groups. Thisis necessary with the
decreasing number of on-shore students interested in engineering. Staff
are placed under pressure though to develop their web based material in
parallel with their normal duties. (Lecturer, Engineering)

For many however, the jury is still out. It does not necessarily reduce work load, in
fact it might add to it because of the time taken to master the technology.

An interesting one: using I T isway time consuming, changing from
OHTsto power point isa time eater and also | suspect, has implications
for how students read, the lectures. | would like to know if it does indeed
position students more as spectator than scholar and do they read it
through TV/screen practices rather than ?? Would really like to know
mor e about thisas | am not convinced being hip with I'T works. Also,
using Power point, putting those lectures on electronic reserve, having a
cour se web-page, is very screen intense - again am not sure about this
and mor e students than anticipated do not have the skills or home access
to computing that is assumed by going this way with teaching materials.
S, | am curious about this and engaged in trying to work out, does it
really work? Does it work better? Final comment isthat it takes an
enormous amount of time which really is technical rather than scholarly
and ought to be done by admin techo’ s than researchers!! Iskilling my
reading/research and writing time. A serious consequence! (Senior
Lecturer, Humanities)

In some ways better in other waysworse. IT allows you to do more, ie
distribution of info, contacting students, accessing info. But it is also
used by universities as a way of reducing contact with students,

deper sonalising teaching, reducing the number s of teaching staff. It can
also take up valuable time, ie things invariably go wrong and one can
waste much time. (Lecturer, Education)
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| am becoming increasingly less skilled at I T, with no time for upgrading
my skills. 1T has also meant that some of my courses are now online -
they are out of date very quickly, but there is no account taken of thison
an ongoing basis. The general attitude here is that once the courseis
onlinethat’sit - job done, and no more resources are needed to ensure it
remains up to date and relevant. Much of what is now on line is thrown
together and is absolute rubbish - some time soon, a student will twig to
this and sue the hell out of us - that would probably be the best thing to

happen - then management may listen (but | doubt it) (Lecturer, Social and
Behavioural Sciences)

Mor e time spent at the computer and less time available to interact with
the students face-to face. (Senior Lecturer, Other Health)

On the positive side is the greater flexibility, access to the information etc
and on the down side are the lack of IT skills and/or student resources
for the students to use the online content. (Lecturer, Maths/IT)

Programs that rely on teaching practical skills do not benefit
substantially from I T (ie web based teaching). Professional
organisations and registration boards have an expectation that students
will graduate with specific entry-level competencies. In many programs
these requirements preclude the use of I T. (A/P Reader, Other Health)

Using the net for course delivery is an option | chose to take as a way of
reducing the sheer number of hours in face to face teaching, travelling
between campuses and doing repeat lectures. Despite being called
flexible, it isactually a very inflexible mode of delivery in some respects.
If I put up the materials at the start of semester, | can’t change them
without some students complaining. Responding to student needs can be
done at a moment’ s notice in face to face teaching. Creating material in
finished form, getting them linked to appropriate resour ces etc takes
many hours of unsung work, apparently invisible to university
management. (Senior Lecturer, Education)

As one of my core areas in teaching and research has always been the
use of IT, there has not been a great change — although the increase in
the number of ready-made programs has significantly reduced the
students’ actual understanding of the use of technology, despite their
being more facile with it. (A/P Reader, Science)

Too much emphasisis placed on doing Power Point presentations and
using bells and whistles rather than actually supplying students with the

necessary information and skills to be successful contributorsin society.
(Lecturer, Social and Behavioural Science)

As the majority of students have part-time work this gives them access to
materials at a time that is convenient to them. (Senior Lecturer, Education)

IT tends to detract from the personal relationships between students and
staff if taken to extreme. E.g. lecture/class notes on line. However,
communication is made easier for broad issues — e.g. assignment
reminders. The effort involved in becoming IT literate is enormous and at
times stressful. | don’t have adequate I T support — there’ s some, but IT
staff tend to be difficult to access when you need them —just give up in



the end and waste time trying to figure things out for myself. To attend I T
course is useless, often too broad — time-consuming and uses up valuable
time for other things. (Lecturer, Education)

The pressure to be seen to be adopting online education has led people
within my own faculty to devel op web-based case material whichis
significantly lower in academic standards than traditional assessment,
but online education is heavily sponsored and funded by the University.
(Tutor, Management)

Once teething problems are eliminated (and this consumes a HUGE
amount of time/effort) then the implementation of IT in my courses means
less time with mundane chores like bulk marking. (Lecturer, Other Health)

| don’t use subject websites unless | can get specialist help because |
cannot put the time in to develop skillsin this rapidly changing area.
(Senior Lecturer, Humanities)

As a teaching device it is fetished in my university. Moreover the support
Is grossly inadequate. (Senior Lecturer, Social and Behavioural Sciences)

I'T has provided potential to provide more flexible teaching options and
to reach students who might not otherwise participate in tertiary
education. It has provided me, and students, with faster and better access
to a range of publications, information that would be difficult to access
otherwise. (Senior Lecturer, Other Health)

I'T has brought a creative component to work and is much appreciated by
students. (Tutor, Other Health,)

It has led to higher workload for me, but is better for the students.
Emphasis on the use of IT, rather than the content that will be conveyed
by IT is often pointless and time-consuming. Needs to be a recognition of

thevalue of IT asatool for teaching, not a replacement of teaching.
(Senior Lecturer, Engineering)

IT ismaking it possible to provide more effective illustrative examples to
support theory etc. Properly employed, IT ismost helpful in getting
information and ideas across to students. (Senior Lecturer, Engineering)

Uni administration assumes that web teaching is easier because of less
student contact. | estimate that | spend ten times the effort for a distance
student that | spend for a local student. Am now swamped by email
demands, and requests for more extensive notes on the web, information
which | would previously have given in lectures. (Senior Lecturer, Maths/IT)

Teaching Courses Online

Delivery of course online is a recent application of IT. Statistics of online teaching,
collected by DEST for the first time in 2001, indicate that the practice is increasing
rapidly and that in some cases initiatives at department level are unknown to central
management.

As with IT, respondents were inclined to be positive about online courses, but do
not see it as important as some other aspects of teaching. Forty-nine per cent said it
was ‘of some importance’ and 37 per cent that it was very important. Forty-eight
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per cent said the change was neither for better or worse, 31 per cent for the better
and 21 per cent for the worse.

The frequency distributions for change and the evaluation of online teaching are
given in Figure 2.9 (N=1630) and 2.10 (N=1611).

Figure 2.9 Online Teaching - Change Figure 2.10 Online Teaching - Better or Worse?
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Online Teaching - Change Online Teaching - Better/Worse?

No academics who commented gave unqualified approval to the online innovation.
For some there were pedagogical issues, particularly that if online delivery is used it
should supplement face to face teaching, not replace it.

I'T should never completely replace live teaching. (Senior Lecturer, Other
Health)

Undoubtedly this adds to our teaching repertoire, but it is not the
panacea for all ills and certainly should not be seen asa viable
alternative to in class teaching. It does supplement that teaching
effectively. (Lecturer, Social and Behavioural Sciences)

In fully online courses, thisis clearly extremely imp. It is not as effective

a teaching tool as face to face teaching and it actually harms when all of
the teaching materials are provided on line - it does not allow the student
to devel op independent learning styles as readily. (A/P Reader, Science)

On line teaching is an important issue to me even though | am not
involved at present. The pressureis on to use online teaching but | do not
agree with this for my subjects which are very practically orientated. |
see few differences between online teaching and reading a textbook or
notes unless it isinteractive. (Lecturer, Science)

Use of online teaching is engaging some students and drawing others
out, aswell asloosing some students. Larger classes mean | do not know
students - which is counter to establishing relationships that enhance
learning. (Lecturer, Social and Behavioural Sciences)

One can supply student with materials, pose questions, deal with
assignment questions en bloc, but who knows whether this means

anything in terms of quality. Certainly it's about quantity. (Senior Lecturer,
Humanities)

In addition to reservations about the pedagogy of online delivery a number of
respondents reported that online adds to work load.

While there are some clear advantages, it has tended to increase
workloads as administrators fedl it istime that has been freed up for you
to do more work. More students expect immediate email responses on a



variety of aspects of each section. (Senior Lecturer, Social and Behavioural
Sciences)

When staff are given teaching relief and I T support to set up online
teaching the results can be terrific but more often than not online
teaching is an extra burden in an academic’s already excessively long
working day. (Tutor, Humanities)

The need for infrastructure and tech staff support isimperative - thisis
not always available and staff struggle to develop new skills and make
online learning a priority for development. (Professor, Humanities)

| approve of the increased flexibility that the use of IT provides, and | feel
it is necessary and important to incorporate I T to prepare students for
the future. However, it places staff under a great deal of stressand
pressure to prepare on-line courses as they are very time consuming. |
do not feel the Uni. has allowed for this by provided extra resources to
support the development. In fact it is gradually withdrawing resources
and devolving responsibilities. (Tutor, Humanities)

Pushing too far in this direction now, & support being withdrawn. Needs
alot of keeping up with technology; very time intensive; more can
access- but who, & ? the quality. (Senior Lecturer, Education)

Too much work, expected to be ‘jack-of-all-trades’. Notion of education
and student as ‘client’ who's every whim must be considered. Lack of
funding and resources. Move to on-line, thisis time-consuming, require
time to learn new skills which are interesting, but whereisthistimeto
cometo. On-linetype learning tends to increase workload, not decrease
it. On-linelearning makes it harder to incorporate new, more recent
information into lecture material. With a stand-up lecture one can

incorporate it up to immediately before the lecture. (Senior Lecturer, Social
and Behavioural Sciences)

2.6 Feedback to Students

Giving feedback to students on their learning has top rating from academics. More
say the practice has decreased than increased — 41 per cent against 21 per cent.
Evaluation of the change is balanced: one third saying for the worse, one third
neutral and one third for the better. But while being regarded as central to the
learning process most respondents reported difficulty in giving the time that is
needed to give students adequate appraisal of their work.

The frequency distributions for change and the evaluation of feedback given to
students are found in Figure 2.11 (N=1910) and Figure 2.12 (N=1899).
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Actually, the changeis for the worse in terms of academic workload, but

is probably for the better from the students' point of view. (Lecturer, Social
and Behavioural Sciences)

While the time required to provide feedback is enormous, thisis
extremely important in terms of learning and altering some-one's
progress. (A/P Reader, Other Health)

It is an extremely important way of communicating with students but it
doesn’t happen. | now have exams worth 50% for most courses in order

to deal with plagiarism and reduce the feedback | need to give. (Senior
Lecturer, Education)

For me nothing has changed. It is part of my teaching / learning

processes. |s very time consuming for equity and ESL students. (Lecturer,
Humanities)

As with high quality teaching, feedback that is useful, educative and
likely to lead to better under standing and successful work remains a
priority. It's a non-negotiable. (Senior Lecturer, Humanities)

Has always been critical for learning and development. (Senior Lecturer,
Other Health)

| don’'t know whether the change is for better or worse. | support giving
good feedback to students and | encourage debate from them about my
comments, but sometimes that has turned into being abused and
threatened by students. The Uni has done nothing to help - even though
I’ve reported it. I’m now more guarded in what | say and how | say it to
students. (Lecturer, Social and Behavioural Sciences)

Of courseit’ s better for the students but it is not reflected in workload
allocation for Academics. (Lecturer, Creative Arts)

For some IT facilitates reporting back to students on their work:

Electronic communication and changes in teaching style have increased
feedback. (Senior Lecturer, Engineering)

Communication alternatives allow more timely feedback to students.
However the decrease in the number of assessment items given to
students actually results in less feedback overall. (Lecturer, Maths)



| always worked in systems that gave lots of feedback. I T helps here too —
makes it more manageable and clearer. (A/P Reader, Social and Behavioural
Sciences)

The rapid growth in the use of casuals for teaching and assessment (see next
section) means that students are liable to get less feedback because these staff are
generally paid by the hour for formal class time, not for time with individuals:

Using sessional staff to do all our marking, has undoubtedly restricted
the amount of feedback given to students - we are just not paying them
enough time to do justice to the task. (Lecturer, Social and Behavioural
Sciences)

Sudents expect a great deal of individual feedback that is very
unrealistic given that many assignments are graded by casual tutors.
(Lecturer, Maths/IT)

Most comments report that with larger classes and more administration there is just
not the time available to do the job:

Not enough time to do a decent job of it - too much time doing admin.
(A/P Reader, Nursing)

Not being able to give the necessary feedback is another negative
consequence of large groups. (Lecturer, Maths/IT)

Increased workload to over 60 hours per week to do this as directed.
(Senior Lecturer, Other Health)

Reduction of time available has detracted from the quality of feedback.
(Lecturer, Management)

Numbers mean you can't give as much feedback - thisis one of the most
detrimental aspects of higher enrolments and larger classes. (A/P Reader ,
Education)

When you are faced with 197 assignments it is much easier to give them
a mark than to give them feedback. | generally take between 20-30
minutes on each paper, even if | am faced with 197, so that students can
learn what to do and what not to do. (Lecturer, Management)

Written feedback has decreased but direct personal feedback during
tutorial hasincreased. Don’t know how long thiswill last especially
thereis pressure to cut down tutorial time to save money. (Lecturer,
Maths/IT)

Changeis better for the students, but more time demands on lecturers.
All students should be given feedback to justify the grade the work was
given and suggestions on how to improve. (Senior Lecturer, Education)

2.7 The Nexus between Research and Teaching

A distinguishing characteristic of university education is that the teachers are at the
forefront of knowledge and actively engaged in scholarship and research. This
connection is manifest in the curriculum in a number of ways. Obviously where the
subject is close to the lecturer’s own speciality, students may experience some of
the excitement of discovery. More generally an active scholar or researcher will
impart to students, even to undergraduates, some of the methods and intellectual
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values of discovery — the need for evidence, hypothesis testing and logical
argument. In professional fields students will learn the empirical and scientific basis
of the techniques they will use in practice. And, in all fields and disciplines, where
the curriculum uses problem-based learning methods, students will ‘learn by doing’
a scientific approach to knowledge.

That at least is the theory of university education, but with a few exceptions survey
responses reflected a much less exalted view. Nevertheless ‘the influence of my
research on my teaching is very important’ was attested to by two-thirds of
respondents. One quarter said it was only of some importance. The question was at
fault perhaps in assuming that all university teachers were engaged in research.
Nevertheless 53 per cent reported that the influence of research had increased, 36
per cent that there was not much change and 12 per cent that influence of research
on their teaching had declined. Forty-five per cent said that things had changed for
the better, 42 per cent said neither better nor worse, and 14 per cent that the
change was for the worse.

The frequency distributions for the change and evaluation of the nexus between
research and teaching are given in Figure 2.13 (N=1867) and Figure 2.14 (N=1833).

Figure 2.13 Influence of My Research on Figure 2.14 Influence of My Research on

My Teaching - Change My Teaching - Better or Worse?

40

30

20

Percent

Percent

eeeeeee d Greatly No Change Decreased Greatly
Increased a Litle Decreased a Litte Change s Betier Neither Change is Worse

Influence of My Research on My Teaching - Change Influence of My Research on My Teaching - Better/Worse?

When the data are examined more closely, academics clearly favour a connection
between research and teaching. Of those who thought the nexus had increased,
about 83 per cent thought it was for the better; of those who thought it had
decreased, about 90 per cent thought it was for the worse.

Analysis of the comments revealed three groups: those who reported a direct
influence of research in their teaching, those whose teaching subject was unrelated
to any research they had ever done, and, the largest group, those who had neither
the time nor motivation to engage in research. The first group included a number
with positive comments on the value of their PhD for teaching:

When | first started as an academic | did not have a higher degree
and having just completed a PhD, the ethos of research has contributed a
lot to how | now go about my teaching responsibilities. (Lecturer, Science)

Evidence-based practice is fundamental to my role as an academic and a
practising health professional. (Senior Lecturer, Other Health)

Just finishing my PhD. This has had a big influence on my teaching.
(Lecturer, Education)

| am now in a position where the units | teach are directly related to the
research | amdoing, which is very satisfying. (Professor, Humanities)



| have recently completed my PhD - | am now in a position where | can
use my research to a greater extent in my teaching. (Lecturer, Education)

The more research | do, the more it affects my teaching. Also because |
have greater freedom than before to suit the content of my teaching to my
own area. (A/P Reader, Humanities)

If thereisn’t enough time for research, teaching becomes dull. (Senior
Lecturer, Other Health)

The second group included those who are sceptical that good teaching performance
counts for career advancement, and others who realistically observe that many areas
of the undergraduate curriculum are so basic that there is little opportunity for a
research perspective.

Where does being a good teacher as opposed to a good researcher get
you? (A/P Reader, Other Health,)

Research is narrow - teaching broad. (Senior Lecturer, Other Health)
My teaching areas are broad and my research specific. (Lecturer, Nursing)

Makes it more rewarding for me. However, most courses are taught at
such a basic level that the interesting, more rigorous research aspects
are glossed over. (Senior Lecturer, Social and Behavioural Sciences)

The third group reflect the recurring them of the survey responses, that work-loads
have become so heavy that something has to give; in this case it is research.

My teaching workload is so large thereislittle opportunity to engagein
meaningful research. Grant applications take so much time and effort -
means that those who have large teaching / marking loads are
disadvantaged. (Lecturer, Humanities)

| don’t have time for research... I'mtoo busy maintaining teaching
commitm