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ABSTRACT 

The major objective of this investigation was to study 
the academic professional development of staff members (N = 34) from 
a department of a New Zealand university. 

ii 

To achieve this objective, a case study approach to data 
collection was adopted. This involved interviews with the staff 
members, and consulting documents relating to professional development 
at the university in which the study was carried out. As well, people 
involved with academic professional development at the universities 
throughout New Zealand and overseas were consulted. 

Seven major themes emerged from this study, The theme s are: 
Induction into the Department, The Roles of Academic Staff Members, 
Attitudes towards Professional Responsibilities, Role Improvement, 
The Evaluative Procedures, The Reward System, and Ways of Profe:ssioanl 
Development. 

Among the major findings were : - structured assistance for 
academic staff during their .first six months in the department being 
investigated was non~existent; the roles of the academi c s taff i n this 
department included teaching , research , administration, work in the 
community and other (e.g. communicating with colleagues); the most and 
least s a ti sfying aspects of their role for academic staff members were 
teaching and administration respectively; formal or systematic 
opportunities for professioanl deve lopment of the academic staff 
members did not exist; formal evaluation of the professional 
responsibilities of academic staff was not carried out; and the 
formal reward system in the department emphasised promotion through 
r e search and publication. 

On the basi s of these fi n di n gs , two major recowmenda t ions 

were suggested for the professional development of these academic 
staff members : (1) A systematic induction programme for those staff 
members new to the department, especially those who have not previously 
held an academic appointment and those who have had no previous 
association with the department; and (2) More opportunities should 
be provided for those staff members who wish to improve their 
professional skills and competencies, particularly in the area of 
teaching and research. Such opportunities could be provided by setting 
up workshops and seminars and by encour.aging the formation of interest 
groups within the department. 

This investigation also attempted to contribute to the 
study of academic professional deveopment by focussi .ng upon a 
theoretical framework based on role theory. A model which highlights 
the nomothetic and idiographic factors influencing the roles of 
academics has been presented. 
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INI'RODUcrICN 

A lecturer is a sound scholar, 
who is chosen to teach on the ground 
that he was once able to learn. 

Francis Cornford 

The worldwide economic recession in recent years has 

resulted, inter alia, in close scrutiny being given to many public 

funded institutions. Among these have been universities, of which 

it has been argued that, since their staff constitute the primary 

cost factor and major resource, it is the competence, quality and 

attitudes of these staff which will essentially dictate the nature 

of the education offered to students and the contribution their 

institutions makes to society. 

l 

Over the past three decades, most studies of academic staff 

in universities have usually been of two types: first, those which have 

sought to study the characteristics of the 'ideal' lecturer or 

professor,and second, those which have examined the effectiveness of 

university teachers. To date, however, little research has been 

carried out into the professional development of academic staff within 

universities (McAleese, 1979a). 

It was against this background that the present investigation 

evolved and formulated into the research problem, which was to study 

the academic professional development of staff members from a depart­

ment of a New Zealand university, and in particular, 

1. To explore the initial on-the-job experiences of these academic 

staff members; 

2. To examine the current professional responsibilities of these 

academic staff members; 

3. To examine the attitudes of these academic staff members towards 

their professional responsibilities; 

4. To describe opportunities available to these academic staff 

members for improving their professional competencies; 

5. To identify departmental and institutional procedures for 

evaluating the performance of these academic staff members; 

6. To suggest recommendations for the professional development of 

academic staff within this department. 

As the study of professional development is still in its 

infancy, theories underlying this field of study are only now being 



developed. In view of this, and after considering a nwnber of alter­

natives, it was decided to use 'role theory' as a theoretical frame­

work in which to consider academic professional development. 

2 

The report of this study consists of five chapters. The 

first chapter briefly reviews the history and notion of academic 

professional development in Britain, Australia, New Zealand, and then 

discusses the objectives of the present study together with some of 

the possible theoretical perspectives that may be applied to a study 

of academic professional development. In Chapter Two, the concept of 

role and some of the criticisms of role theory are examined, and this 

is followed by a review of studies relevant to the present invest­

igation. The third chapter focusses on the research and methodology 

and Chapter Four details the results. In the final chapter, these 

results are discussed both in relation to the literature on academic 

professional development and role theory. The report concludes with 

a bibliography of the research and literature consulted during the 

study. 



CHAPI'ER CNE 

ACADEMIC PROFESSIOOAL DEVELOPMENT 

The first section of this chapter will review 
briefly the current need for academic profes­
sional development. The history of professional 
development, with particular reference to Britain, 
Australia and New Zealand, will then be discussed. 
This will be followed by an outline of the objec­
tives of the present study and a description of 
the institutional setting in which the study was 
carried out. The final section of the chapter will 
discuss some of the theoretical perspectives that 
may be used to study professional development. 

CURRENT NEED FOR PROFESSIOOAL DEVELOPMENT 

3 

Following a period of rapid expansion in the 1960s, higher 

education institutions
1 

in many developed countries began to face a 

steady state situation during the early 1970s. At about this time, 

the worldwide economic recession began to have an influence on higher 

education institutions and in some instances led to their restructuring 

in a number of countries. This has been most evident in Britain, where, 

for instance, the British University 

reported that, 

Grants Committee in 1981 

'The Committee has been grappling for some months 
with the problems of how the present university 
system might be reshaped within the financial 
constraints determined by the Government ... the 
rate at which resources are being removed from 
the university system necessarily leads to a 
disorder and diseconomy ... reductions in resources 
are being imposed at a time when demands for 
university education is still rising.' 

(Sayer, 1981 a :1) 

By 1981 there were similar indications in other developed 

countries that higher education systems had entered an era of 

recession, restructuring and retrenchment (Powell et al, 1981; 

Chait and Gueths, 1981; Chait, 1979). 

One consequence of this economic recession and financial 

stringency has been the call for higher education institutions, along 

with other sectors of the education system, to be more accountable to 

1. Higher education institutions and tertiary institutions in this 
thesis are the terms used to refer to institutions such as 

universities, colleges of advanced education, technical 
institutes and teachers colleges. 
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both the public and central government. According to Teather (1979), 

the response of higher education to this call has invariably been 

that of introspection and self-appraisal. In turn, this has often 

resulted, inter alia, in increased emphasis being given to academic 

staff development, or as some theorists have recently labelled, 

professional development (c.f. Harding et al, 1981). 

THE HISTORY OF PROFESSIONAL DEVELOPMENT 

This call for professional development of academic staff, 

while given added impetus by the current emphasis on accountability, 

was also heard during the 1950s and 1960s. During this time, there 

were frequent commissions of inquiry into higher education - in 

countries such as Britain and Australia - which highlighted the need 

for professional development of academic staff. As well, there was a 

growing concern over student failure (see, Nisbet and McAleese, 1979); 

and in some western countries, particularly during the 1960s, student 

dissatisfaction stimulated concern about standards of teaching and, in 

part, was responsible for the establishment of units and research 

centres concerned with the teaching practices and professional develop­

ment of academic staff (Harding et al, 1981). To background the history 

of the academic professional development movement in more detail, 

attention will now be focussed on developments which have occurred in 

Britain, Australia and then in New Zealand. 

BRITAIN 

One of the most prominent features of early professional 

development in Britain was the emphasis placed upon teaching and 

teacher training. In Britain, McAleese (l979a) classified the years 

from 1961 to 1973 as 'the period of take-off into sustained growth' 

and he identified two characteristics of this period, 

'the contribution of innovative teaching practice, 
in particular audiovisual technology; and much later, 
the coordination of training.' 

CMcAleese , 1979a : 109) 

During t:1e 1960s in Britain, a series of reports were 

commissioned, which focussed,among other things, on teaching 

practices within British universities. These were the Robbins 

Report (1963), the Hale Report (1964), the Brynmor Jones 

Report (1965) and the Russell Report (1966) . Each of these reports 
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noted the insufficient preparation for teachers at the tertiary 

level and the need for some form of training for tertiary teachers. 

The Brynmor Jones Report, in particular, recommended the provision of 

training in the use of audiovisual teaching aids for tertiary teachers 

(Main, 1975). By the late 1960s, as a consequence of these reports, 

many British universities began to employ new educational technology 

resources for their teaching staff, and training for new academic 

staff was introduced in a number of universities. 

However, both the British Association of University Teachers 

and the National Union of Students in Britain remained unimpressed by 

these early steps (see, Main, 1975). Reports were commissioned and 

conferences were held by these two organizations, in collaboration with 

other concerned bodies (e.g. the Society for Research into Higher 

Education), to investigate the training needs of university teaching 

staff, particularly in the wake of the great expansion in student 

numbers and staff recruitment during the late 1960s (Main,1975). 

With increasing pressure on universities to make provisions for 

academic staff training, the British University Grants Committee (UGC), 

in the early 1970s, made a number of special grants available to 

universities to experiment with staff training (McAleese, 1979a). A 

total of £130,000 was allocated by the UGC to sponsor 19 projects 

concerned with the development and evaluation of a variety of 

training procedures for university teachers (Main, 1975; Nisbet and 

McAleese, 1979). In 1973, the Co-ordinating Committee on the Training 

of University Teachers,under the auspices of the British Committee of 

Vic e -ChancellorsandPrincipals, was established in Britain with a full­

time co-ordinating officer. A year later an agreement was made between 

the University Authorities Panel and Association of University Teachers, 

to institute a system of probation for newly appointed lecturers (see, 

Nisbet and McAleese, 1979). The way this system would function was 

clearly enunciated in the following clauses of the agreement : 

Lecturers 
(i) Probationary period to be three years with 

possible extension to four years in doubtful 
cases. 

(ii) It is incumbent on universities to provide 
training for the probationer of a helpful 
and comprehensive nature. Advice and 
guidance by a senior colleague nominated 
for this task and encouragement to attend 
formal courses of instruction should be 
included. 



6 

(iii) The probationer should receive a co-
ordinated development programme which 
lasts throughout his proba tionary period. 

(McAleese, 1979a:l20) 

Although this agreement was reached in 1974, a survey by the 

British Association of University Teachers, two years later, showed 

that 'as many as seven universities had not yet implemented the 

agreement ... while several universities were unware of the mandatory 

nature of the agreement' (Nisbet and McAleese, 1979:45). By the late 

1970s, virtually all the universities in Britain had made some 

provisions for staff development or training which usually took the 

form of structured short courses for new lecturers . However, while 

much progress towards professional development has been made in 

Britain, the total investment is still very small, as Nisbet and 

McAleese (1979) point out 

AUSTRALIA 

'the total investment in training is still only 
a fraction of 1 per cent of total expenditure 
[of universities and] training tends to be 
interpreted in a narrow way.' 

(Nisbet and McAleese, 
1979:41) 

Australia is one of the countries that pioneered formal 

training for university staff. Indeed, professional development 

training for university staff in Australia occurred earlier, and 

perhaps more extensively, than in Britain (Rayner, 1966). For instance, 

an Audiovisual Section for academic staff was established at Melbourne 

University in 1948, and an Educational Research Office was set up at 

the same university in 1958. Three years later, a University Teaching 

Project Office was established, which subsequently developed into the 

Melbourne University Centre for the Study of Higher Education in 1968 

under the direction of Barbara Falk (McAleese, 1979b). The Melbourne 

Unit could perhaps be considered as the prototype of many such units 

which came into existence in Australian universities in the 1960s and 

1970s (Foster a nd Roe, 1979). By 1978, 16 of the 19 universities in 

Australia had set up their own units (Unwin, in McAleese, 1979b). 

As in Britain, professional development for academics in 

Australia was influenced by two influential reports in the 1960s. The 

first of these was the Martin Report (1964), commissioned by the 

Australian University Grants Committee, which suggested that,because 

of the relative inexperience of staff in Australian universities, it 



was 'desirable to institute programmes for developing effective 

teaching methods'. A year later, an Australian Vice-Chancellors 

Conunittee Report (The Passmore Report) recommended that 'the 

introduction of training courses for university teachers should be 

actively encouraged'. 

7 

These two recommendations, in part, gave rise to formal 

institutional structures within Australian universities, for academic 

staff training and development. These structures, which took the form 

of central staff development units, received their first official 

support in the Fifth Report of the Australian Universities 

Conunission (1972), which stated that, 

'The Commission supports the establishment of such 
units ... The Commission believes that all univer­
sities should operate such units. Their cost is 
not great in relation to total expenditure on 
teaching and research and there is evidence that 
considerable benefits flow from them.' 

(Australian Universities 
Commission, 1972:102) 

The major work of these units was related to individual 

consultation, evaluation of teaching, conducting courses, workshops 

and seminars, publishing newsletters and package materials (Foster and 

Roe, 1979). During the 1970s, the performance of these units was seldom 

under strict scrutiny and they were generally supported by official 

agencies such as the Vice-Chancellors Committee and the University 

Grants Committee. However, a recent report by the Australian Vice­

Chancellors Conunittee (1981) noted that, 

'While the introduction of specialized units with 
major responsibilities for staff development must 
be seen as a positive step, the resources expended 
in their support have generally not yet had the 
hoped for effect.' 

(Australian Vice-Chancellors 
Committee, 19Bl:vii) 

And the report went on to suggest that, 

'Greater attention be paid by and within institutions 
to making the university more receptive to staff 
development ideas.' 

(Australian Vice-Chancellors 
Committee, 19Bl:vii) 

It does appear, then, that the implication of this 

recommendation seems to be that, at present, the lack of institutional 
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support for the work of staff development units in Australia is viewed 

as a barrier to academic professional development. 

NEW ZEALAND 

Although four of the six universities in New Zealand have 

established their own staff development units, there has not been 

strong support for academic professional development by the agencies 

such as the Vice-Chancellors Committee or the University Grants Committee 

in New Zealand (Clift and Imrie, 1980 ). In addition, there has been little 

cooperation among the universities on matters relating to academic 

professional development, with each university accepting responsibility 

for professional development of its academic staff. In this regard, 

academic professional development in New Zealand is similar to that 

in Australia rather than to that in Britain, as neither Australia nor 

New Zealand has a national coor d inating body for the training of 

university teachers. 

Most of the academic professional development activities in 

New Zealand started in the early 1970s, although the first staff 

development unit was established at the University of Canterbury in 

1969. A Teaching and Research Centre was set up at the Victoria University 

of Welliniton in 1973 and at Auckland University, the Higher Education 

Research Office was founded in 1974. At the University of Otago, two staff 

development units were established. The Audio Visual Learning 

Centre was the first of these and it was formed in 1973 with emphasis on 

educational technology and audiovisual media. The second unit developed 

was the Higher Education Research and Advisory Centre which 1.•• a s e s t ab lished 

in 1976. At the two other universities in New Zealand (Waikato 

University and Massey University), staff development units have not 

been established. 

In general, these units at universities in Auckland, Wellington, 

Christchurch and Dunedin, provide support for teaching staff through 

short courses and seminars on teaching methods and course evaluation, 

individual consultation for staff members and departments, and 

advising staff on the use of audiovisual aids. 

Besides professional development activities within the 

universities, the Association of University Teachers of New Zealand 

(AUTNZ) also provided guidelines to its members in relation to their 

professional development. For instance, a policy statement was issued 

by the AUTNZ in November of 1979. This statement outlined the views of 

the Association on the professional responsibility and the professional 



development of its academic members. For e xamp l e , listed below are 

two of the major clauses of this statement : 

OVERVIEW 

'The Association would wish universities and its 
own members to accept responsibility for ensuring 
the development and maintenance of the highest 
possible professional standards in academics.' 

'The Association expects universities to establish 
appropriate opportunities for academic staff to 
develop, maintain, and obtain recognition for com­
petence in the areas of professional responsibility 
as outlined in the previous section. Such opportuni­
ties should be provided both initially and at appro­
priate times in an academic's career.' 

(AUTNZ, 1979: 4-5) 
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Overall, then, varying progress has been made in the 

professional development of academics in Britain, Australia, and New 

Zealand. However, it would appear that much emphasis has been given to 

the teaching role of academics. The following section will provide a 

close examination of the notion of academic professional development 

and d i scu ss wh y e mp has is h ad b een p laced on t each ing. 

CI.ARIFICATICN OF TERMINOI..a;Y 

So far the terms'staff training~ 'staff development' and 

' J profess ional developme nt have been used synonymously. From the foregoing 

accounts of the history of academic professional development, it can be 

seen that the initial concern was often with the inadequacies in the 

training of university academics as teachers and hence different 

suggestions were made towards'staff training~ Indeed, as early as 

1943, Truscot suggested that 

'The only effective remedy is ... to subject all would-be 
lecturers to a specific course of lecturing . ' 

(in Nisbet and McAleese, 
1979:39) 

However, the idea of staff training has gradually given way 

to the notion of staff development or professional development. One of 

the major reasons for this shift is that the term staff training was 

often seen as patronizing, as Piper and Glatter (1977) indicate : 

~. 'A:""~''(., ''~',~; { 

...\.).~ ,1..'( 



'Use of the word training in an instituti on which 
dedicates itself to education can be guaranteed to 
precipitate prevaricating arguments.' 

(Piper and Glatter, 
1977:28) 
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The notion of staff development ,on the other hand, became 

popular during the 1970s and it was viewed, rather esoterically, as, 

'a systematic attempt to harmonize individuals' 
interests and their carefully assessed require­
ments of furthering their careers with the forth­
coming requirements of the organization within 
which they are expected to work.' 

(Piper and Glatter, 
1977:25) 

More recently, as Clift (1980) points out, staff development 

has been viewed in a much broader context of a 'continuing professional 

development programme' for university academic staff, The idea of 

'professional development' as opposed to staff training or staff develop­

ment gained popularity as an outcome of an International Conference at 

Oxford University on the Training and Professional Development of Academic 

Staff in 1979, and it is now seen to relate to those 

'institutional policies, procedures and practices 
aimed at assisting staff to more fully meet their 
own, student and institutional needs.' 

(Harding et al, 1981:1) 

The term professional development, then, as defined by 

Harding et al, will be used in the remainder of this study, 

It should be noted that the title of this thesis is 

'Academic Professional Development'. This title has been used, not 

to denote professional development solely by academic means, but to 

indicate the concern of this thesis with the professional development 

of university academic staff members; hence, the use of the shortened 

phrase 'Academic Professional Development'. 
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THE PRESENT S'IUDY 

THE RESEARCH PROBLEM 

In the light of the foregoing discussion, the present study 

attempts to focus on the professional development of academic staff 

members within a department of a New Zealand university and to 

achieve six broad objectives 

1. To explore the initial on the job experiences of these academic 

staff members; 

2. To examine the current professional responsibilities of these 

academic staff members; 

3. To examine the attitudes of these academic staff members towards 

their professional responsibilities; 

4. To describe opportunities available to these academic staff 

members for improving their professional competencies; 

5. To identify departmental and institutional procedures for 

evaluating the performance of these academic staff members; 

6. To suggest recommendations for the professional development of 

academic staff within this department; 

THE INSTITUI'IONAL SEITING OF THE S'IUDY 

The present study was conducted at a university in New 

Zealand. At this university, professional development activities at 

an institutional level are virtually non-existent, although some 

departments do organize their own staff development programmes. An 

Academic Staff Training Committee (ASTC) was established at this 

university in 1976 as a result of the interest expressed by the New 

Zealand Vice-Chancellorsl Committee in training of staff for tertiary 

teaching. The ASTC•s activities were limited to providing assistance 

or indicating sources of assistance for specific teaching problems 

when requested and arranging occasional lectures by outside experts. 

When introducing itself to all the academic staff in 1977, the ASTC 

stated in a circular dated 9/11/77 that, 

'The Committee exists for one purpose - to help 
make our teaching programme as effective as 
possible. 1 

( ASTC, 19 7 7 : 1) 

At about this time, a memorandum was circulated by the ASTC 

to all Heads of Department for their comments on the establishment of 
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a full-time coordinator. However, only 13 out of 32 departments replied 

to this memorandum. In a memo to the Registrar, the Vice-Chancellor and 

and the Committee of Deans, the ASTC expressed dismay at such a 

response : 

'Considering this together with the views 
expressed in the majority of responses that 
were received, it seems clear that there is 
little interest among Heads of Departments in 
our proposals or the allocation of University 
resources specifically for the improvement of 
university teaching. We find this surprising in an 
institution primarily concerned with teaching and 
wonder why it should be.' 

( ASTC I 19 8 0 : 2) 

In this light, the ASTC concluded that, 

'After due consideration, the Committee has reluctantly come 
come to the conclusion that there is insufficient 
justification for its continued existence.' 

(ASTC, 1980:3) 

THEORETICAL BASIS OF THE S'IUDY 

The study of academic professional development is still in 

its infancy and theories underlying this field of study are only now 

being developed (Clift, 1981; Imrie, 1981; Sayer,198lb; Thomas, 1981 

Powell, 1981). Indeed Stanton (1981) has suggested that, 

'The theoretical underpinning of the professional 
development of academic staff in universities is 
simply that it seems to be a good idea to train 
people for the jobs they are going to do.' 

(Stanton, 1981:1) 

In the present study, four perspectives have been identified 

which could be used to study the professional development of academic 

staff in universities. 

The first perspective focusses on individual growth or 

development. This perspective, which is mainly derived from humanistic 

psychology, has its roots in Abraham Maslow's concept of self­

actualization. As indicated earlier, in a period of retrenchment, it 

is apparent that material recognition such as promotion or occupational 

mobility will be lacking. In applying this perspective, emphasis would 

be place on the studying of the level of job satisfaction and the degree 



of self-actualization achieved by academic staff. 

The second perspective has its emphasis on a philosophy 

embodying teacher training principles. In the New Zealand context, 
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this philosophy is clearly reflected in the report prepared by the 

Marshall Committee on the Registration and Discipline of Teachers (1978), 

'Registration should not be a requirement for 
university teachers at this stage but that those 
who wish should be permitted to register if they 
are qualified. For lecturers who have teaching 
responsibilities, the Committee believes that 
provision should be made within the university 
for teaching skills programme to be made 
available and that teachers registration 
authority should investigate, in consultation 
with the university autyorities, the intro­
duction of a system of registration for university 
teachers.' 

(Committee on the Registration and 
Discipline of Teachers,1978:20) 

In using this perspective to study academic professional 

development, attention would be focussed on an understanding of the 

skills and competencies of academic staff and how these could be enhanced. 

The third perspective that one can adopt to study profes­

sional development is that of occupational socialization theory. 

Merton provides a useful summary of how this theory could be employed 

when he indicates that a study of occupational socialization high­

lights 

'the process by which people selectively acquire 
the values and attitudes, the interests, skills 
and knowledge - in short, the culture - current 
in the groups to which they are, or seek to 
become, a member. It refers to the learning of 
social roles.' 

(Merton, 1957a:287) 

When applied to the university setting, the perspective 

considers how the academic staff would learn the different roles of 

their professional responsibilities; how they are influenced by the 

norms within their group to perform their duties selectively. 

The fourth perspective that could be utilized in a study 

of professional development is that of role theory. For instance, by 

applying role theory, one could study the roles of academic staff 

members, and how and by whom these roles are defined and evaluated. 



In the present study, role theory has been used as the 

underlying theoretical basis for three reasons 
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First, one of the aims of this study is to examine the 

current professional responsibilities of the academics in a university 

department. Role theory could be used to focus upon the roles of these 

academic staff members. 

Second, this study also attempts to examine, among other 

things, the structural factors (e.g. evaluative procedures, opportunities 

for role improvement), that may affect an academic staff member's role 

performance. 

Third, many previous works in this area appeared to have 

focussed on the roles of academic staff and also the roles of the 

university and departments in the professional development of academic 

staff, although the term 'role' has been used loosely in these studies 

(Cannon, 1978; McAleese,1979c; Imrie, 1980; Jones, 1981). A close 

examination of the roles of academic staff and their department may 

provide clues to the adoption of an appropriate strategy in the 

professional<:Evelopment of academic staff. 

Sl.M-1ARY 

In this chapter, the current need for academic profes­

sional development was discussed. The notion of academic profes­

sional development has been examined together with a review of the 

history of professional development in Britain, Australia and New 

Zealand. 

Following this review, six objectives for the present 

study were established. In the final section of this chapter, four 

possible perspectives for the study of academic professional develop­

ment were discussed. The next chapter will provide a brief review 

of role theory and its application in the field of higher education. 



CHAPTER 'IID 

THEORETICAL PERSPECTIVE 

The first section of this chapter briefly reviews 
the concept of role and some of the criticisms of 
role theory. This is then followed by an examina­
tion of some examples of the application of role 
theory in higher education. The final section of 
this chapter will discuss the utilization of role 
theory in the present study. 

THE CCNCEPI' OF ROLE 
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The present study has employed role theory to examine academic 

professional development. Despite various criticisms of role theory 

made by sociologists (see, Popitz, 1972; Coulsen, 1972; Connell, 1979), 

the concept of role has remained as one of the most pervasive in the 

social sciences. Role has been widely used in the theoretical 

discussions of psychologists, social psychologists, sociologists, 

anthropologists and educationists, but there appears to be a lack of 

consensus concerning its definition. 

Role was first introduced into the terminology of social 

sciences by Linton (1936). He used the concept of role in an attempt 

to argue that patterns of behaviour between people or classes of 

people are required for a society to function. His initial formula­

tion was associated with the concept of status. In this context 

Linton (1936) wrote, 

'A status, as distinct from the individual who may 
occupy it, is simply a collection of rights and 
duties ... A role represents the dynamic aspects 
of a status ... When an individual puts the rights 
and duties into effect he is performing a role.' 

(Linton, 1936:14) 

In 1945 Linton reformulated his notion of role and emphasized 

the normative nature of role, He suggests that role constitutes not the 

behaviour of an incumbent but rather, 

'the attitudes, values and behaviour ascribed by 
society to any and all persons occupying this 
status.' 

(Linton, 1945:77) 

A number of other authors have conceptualized role on the 

basis of a behavioural model. For instance, Cottrell (1942) defined 

role as, 



'An internally consistent series of conditioned 
responses by one member of a social situation 
which represents the stimulus pattern for the 
similarly internally consistent series of con­
ditioned responses of the others in the situation.' 

(Cottrell, 1942:617) 

Havighurst and Neugarten (1969) also express a similar 

view. They refer to role as a coherent pattern of behaviours common 

to all persons who occupy the same position in society, and the 

pattern of behaviour expectations of other members of society in 

relation to that position. 
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To add to all these various notions, role is also considered 

as that point at which the personality of the individual and the 

structure of society intersect (Parsons, 1967; Dahrendorf, 1968); 

that role is the actual performance of individuals holding specific 

positions (Davis, 1949; Sarbin, 1954); that role is the normal 

pattern of behaviour expected of individuals in particular social 

positions (Newcomb, 1950; Sarbin, 1968); and that it prescribes what 

the behaviour of such position members should be (Biddle and Thomas, 

1966; Banton, 1965). 

In drawing together a number of these conceptualizations of 

the notion of role, Banton (1965) argues that there is a general 

acceptance that the concept of role implies a set of norms and 

expectations associated with a particular position. 

On analysing the various definitions of role, some questions 

can be noted. For instance, what is meant by the terms 'position', 

'status', 'obligations' ? Are the terms 'status', 'role behaviour', 

'role enactment', 'role' and 'position' synonymous ? If the term 

'role' is to be used as a sociological concept, should its definition 

be further refined ? Coulsen (1972) notes that the issue of 

terminological confusion has allowed the unqualified use of role in 

a number of different contexts. Her view is also supported by 

Bates (1976) who argues that, 

'Clearly there is some confusion, for no single 
concept can adequately provide a description, 
anticipation and prescripti.on at the same time. 
This is not to say that the descriptive, anti­
cipatory and prescriptive elements of role 
cannot coincide in particular situations, indeed 
they often do, but only that they must be 
separated for the purposes of analysis.' 

(Bates, 1976: 1) 
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In attempting to resolve this conceptual dilemma, it is 

possible to apply three major perspectives as a way of understanding 

the concept of role (Bates, 1976). These perspectives are, the 

structural perspective (Jackson, 1972),the socialization perspective 

(Jackson, 1972) and the perspective adopted for use in the present 

study, namely, that of the symbolic interactionists (Blumer, 1969). 

In the first perspective, the basic concern is that the 

content and articulation of roles in any given social system can be 

explained through the analysis of (i) the functional requirements of 

the system, and (ii) the relationship between those functions and the 

structure of norms and obligations associated with particular positions 

in that system (Jackson, 1972). Works by earlier writers such as 

Durkheim and Marx would be included in this perspective (Edwards, 

1979). The most sophisticated and influential elaboration of this 

approach to social order is perhaps that of Parsons who argues that 

interaction is organized about a system of roles which are in turn 

organized into inter-related collectivities (Bates, 1976). More recent 

works in this tradition have come from Gross et al (1958), 

Merton (1957a), Banton (1965) and Khan (1964). 

In the socialization perspective (Jackson, 1972), emphasis 

has been placed on the processes of role formation within social 

systems and the means by which social order is preserved through the 

internalization of norms. This perspective is often linked to a 

consideration of the relationship between nature and nurture, the 

socialization process and the characteristic attributes of personality 

formation. Major works in this perspective include Cooley's notion 

of the 'looking-glass self' and George Herbert Mead's 'taking the 

role of the other' . 

For the symbolic interactionists (Blumer, 1969), both 

structure and self are visualized as constructed during the process 

of interaction. In this perspective, the argument over role is seen 

as essentially concerned with the relationships between objective 

social reality and subjective individual perceptions, or the degree 

to which subjective personal understandings correspond with the 

socially prescribed nature of reality (Bates, 1976). In other words, 

instead of viewing role acquisition as a simple matter of learning 

appropriate behaviours in acquiescence to social expectations (the 

socialization perspective), or as the outcome of the functional 

requirements of social systems (the structural perspective), social 

behaviours have to be explained in terms of two dimensions - the noIT'othetic 



(i.e. group) and idiographic (i.e. individual) dimensions of 

influence on an individual's role (Edwards, 1979). Goslin (1966), 

for instance, points out that, 

'Even the most highly institutionalized positions ... 
permit some negotiation on the part of the indivi­
dual occupant with respect to how he will play his 
role, vis-a-vis various positions in his role set.' 

(Goslin, 1966:7) 
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A similar view is shared by Getzels (Getzels et al, 1968), 

who wrote, 

'a social act may be understood as resulting from 
the individual's attempt to cope with an environ­
ment composed of patterns of expectations for his 
behaviour in ways consistent with his own pattern 
of needs and dispositions.' 

(Getzels et al,1968:80) 

Margaret Mead (1939) was one of the first writers to apply 

the symbolic interactionist perspective in her work investigating the 

linkage between adolescent girls and the social systems of Samoa and 

New Guinea (E©wards, 1979). More recent works in this tradition have 

come from Getzels (1968) in the United States and Bates (1976) in 

New Zealand. 

Inherent in the structural and the socialization perspectives 

is an emphasis on social determinism and institutionalism and a lack 

of consideration given to the notion of power (Coulsen, 1972; 

Connell, 1979). For instance, the definitions of role by Newcomb (1950), 

Sarbin (1954), Banton (1965) imply that societies determine the 

ultimate nature of individual behaviour. These definitions are based on holistic 

premises. Coulsen (1972) notes that these exponents of role concept 

also see man as a creature moulded by a highly integrated society. The 

argument that societies and institutions have distinct aims of their 

own has been attacked by Popper (1957) as an erroneous assumption 

which reifies society. Popper argued that institutions do not have 

aims, interests, needs and intention, only individuals do, and that 

what appear to be equivalent institutional forms are the result of 

the intended and unintended effects of individual action (Popper, 1945, 

1957). 

Given these shortcomings in the structural and socialization 

perspectives, the concept of 'role' is employed in this study using 

the symbolic interactionist's perspective. In more precise terms, the 

definition of role used in this study is that used by Bates (1976:36) 
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namely that role is 'a situationally related anticipation of 

behaviour held by an individual for incumbents of particular social 

positions'. When applied to the present study, the roles of academics 

are considered to be the product of the interaction between the 

academics and their environment, which includes the university system 

and the wider community. Thus, in order to understand the formation of 

roles, the interaction between the individuals and the system needs to 

be examined. 

Following directly from the above discussion, the present 

study, therefore.attempts to employ role theory to investigate the 

professional development of academic staff members in a department 

in a New Zealand university. In particular, this study examines 

(a) the nomothetic (i.e. group) factors which include the evaluative 

procedures and reward system of the institution, (b) the idiographic 

(i.e. individual) factors which include the professional roles and 

responsibilities of the academic staff members and their attitudes 

towards their professional responsibilities, and (c) how the inter­

action between these nomothetic and idiographic factors affects the 

professional development of the academic staff members. 

Some of the key concepts from role theory which are used 

later in this study can now be defined succinctly. 

ROLE SET 

One of the contributions that Merton made toward role 

theory was his premise that each social status involves not a single 

associated role (c.f. Linton) but an array of roles. By role set 

Merton (1957b) referred to, 

'that complement of role-relationships in which 
persons are involved by virtue of occupying a parti­
cular social status.' 

(Merton, 1957 b:llO) 

In other words, it is the set of roles held by a given 

person occupying a particular social position. In the present study, 

the term role set will refer to the different roles performed by an 

academic staff member in relation to his occupation (e.g. teaching, 

research etc) . 
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ROLE EXPECTATIONS 

When focussing upon role expectations, one necessary 

distinction must be made between actual and perceived expectation. 

Actual expectations are those expressed by a person (or groups) with 

respect to the behaviour of others. Perceived expectations are those 

stated by a person to be held by others. For instance, when applied to 

the present study, criteria within the reward system as stipulated 

by the university administration may be considered as actual 

expectations whereas the perceived criteria by academics themselves 

can be classified as perceived expectations. 

ROLE AMBIGUITY 

If a person's perception of his role is unclear, there 

will be a degree of role ambiguity. 

The four most frequently cited instances of role ambiguity 

in a work situation (Handy, 1976) are : 

(1) Uncertainty about how one's work is evaluated; 

(2) Uncertainty about scope for advancement; 

(3) Uncertainty about scope of responsibility; 

(4) Uncertainty about others' expectations of one's performance. 

ROLE CCNFLICT 

Role conflict occurs when a person is required to carry out 

one or more roles in the same situation (Handy, 1976). The expectations 

of each role may be quite clear but these expectations may not be 

compatible with each other; such conflict can be termed inter-role 

conflict. If on the other hand, different expectations are held for 

a certain role, then intra-role conflict may result. In other words, 

role conflict occurs when there is dissensus. 

OVERVIEW 

The notion of role and some of its inadequacies, together 

with its related concepts, namely role set, role expectations, role 

ambiguity and role conflict, have been discussed in the light of the 

present study. It is now appropriate to look at how these concepts 

can be used in the study of academics in universities. 



REIATED STUDIES 

There is a plethora of studies which have applied role 

theory in education. Studies that are of pertinence to the present 

undertaking are those that had focussed upon the roles of academic 

staff in universities. Some of the studies are listed in Table 1. 
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The first four studies in Table 1 are of marginal relevance 

to the present study in that they focus only on the role expectations 

of academics held by students. 

The study by Yourglich was carried out in the United States 

during the 1950s. The author's main concern was with the concepts of 

the 'ideal-teach e r' and 'ideal-student'. From analysing questionnaire 

responses from 35 teachers and 101 undergraduate students at a 

university in the Pacific Northwest, Yourglich found that 'there is 

consistently less agreement between teachers and students as to the 

rank of 'ideal-teacher' traits than there is in ranking of 'ideal­

student' traits' ; In other words, the role expectations of academics 

held by themselves were different from the role expectations of 

academics held by the students. 

The second study in Table 1 conducted by Mannan and 

Traicoff (1976) was similar to that of Yourglich, although in this 

instance the focus was on the 'ideal professor'. On the basis of a 

questionnaire administered to 278 students (79 of them were graduate 

students) at Indiana University Northwest (I.U.N.) in the United 

States, Mannan and Traicoff found that students were in agreement as 

to the most and least important characteristics of the 'ideal­

professor'. It was also reported by Mannan and Traicoff that more 

than 90% of the students considered the item 'is scholarly and 

tarticipates actively in research' as the least important characteris­

tic of an 'ideal professor'. The authors remarked that, 

'colleges and universities on the other hand consider 
this item to be of prime importance in obtaining and 
retaining professors. There seems to be a wide differen­
ce in opinion as to the relationship between active 
involvement in research and the teaching process.' 

(Mannan & Traicoff, 1976:101) 

The third study in Table 1, carried out by Stanton in 

Australia, was similar to the two previous studies and focussed on 

the concept of an 'ideal' lecturer. The research instrument was a 

questionnaire devised by Gadzella (1968). After analysing the results 

from questionnaires administered to 86 university students and 79 

teachers' college students, Stanton concluded that 'both the university 
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1. A. Yourglich 

2. G. Mannan & 

E.M. Traicoff 

3. H.E. Stanton 

4. D. Magin 

5. A.A. Lacognata 

6. J.B. Kohl 

7. J. Jones 

YEAR 

1955 

1976 

1972 

1973 

1965 

1980 

1981 

TABI.E J. 

Sare Studies On The Roles Of Academics 

OBJECT OF STUDY 

To study the correlations between college teachers' and students' concepts 

of 'ideal-student' and 1 ideal-teacher 1 

Evaluation of an ideal university teacher 

The 'ideal' lecturer as seen by the Australian students 

To evaluate the role performance of university lecturers 

To determine whether differences in university teaching functions and 

differences in academic disciplines are associated with differences in 

academic role expectations 

To examine the role orientations of higher education faculty and the 

relationship between their professional activities and attempted 

institutional reinforcers 

To build up a composite picture of how new staff had seen the development 

of their careers over a five year period 

IV 
IV 
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and teachers' college students saw the same characteristics as being 

important or unimportant in their estimation of the 'ideal' lecturer'. 

The least important attributes of an 'ideal' lecturer, as described 

by Stanton's respondents, were that 'the lecturer does not need to 

write books or articles, to participate in research, to take an 

active part in community life or to turn up punctually for classes 

looking well-groomed and elegant'. 

These results led Stanton to remark that, 

'Student rejection of the research function is 
understandable in that they would probably per-
ceive such activities as irrelevant to the lecturer's 
main task, which is to teach them. This view is of 
course, quite contrary to that of university 
selection corrunittees which place great stress on a 
candidate's research activity, both as an index of 
his ability in his academic field and as an 
indication that his work will carry over and 
vitalize his teaching.' 

(Stanton, 1972:19-20) 

The fourth study in Table 1 was conducted by Magin in 1971 

in Australia and the results were published in 1973. This study 

attempted to evaluate the role performance of university lecturers. 

The subjects included 1423 students at an Australian university. From 

a list of 11 'ideal' roles of lecturers, the subjects were asked to 

indicate on a Likert scale 'how often their lecturers had done a 

number of activities' (e.g. 'Knows how to interest students', 'Spend 

time helping a student with a special learning problem'). On only one 

of these role items did the subjects comment that the behaviour 

occurred 'usually'. On most role items a considerable number of 

students believed the desired behaviour 'rarely or never occurred'. 

Magin noted that 'few of the expressed needs and expectations of 

students were being met'. 

The four studies discussed above are only of marginal 

relevance to the present undertaking as they did not focus, in detail, 

upon the roles of academics, their own role expectations, and their 

professional development. However, the investigations by Lacognata (1965), 

Kohl (1980), and Jones (1981) are more central to the present study, 

and will now be discussed. 

In 1961 and 1962, Lacognata undertook a study to determine 

'whether differences in university faculty teaching functions and 

differences in academic disciplines are associated with differences 

in academic role expectations'. His sample consisted of 156 full-time 
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teaching members of a midwestern state university in the United 

States, representing five academic areas (education, soc ial sciences, 

physical sciences, humanities-arts, and the applied sc i e nces ) and 

four teacher ranks (professor, associate professor, assistant 

professor, and instructor). Stratified random sampling procedures 

were employed in the selection of the teaching faculty (a) full-

time residence or on-campus teachers; (b) teachers whose instructional 

duties were divided into residential and extension classes, with 

extension classes considered part of the 'regular' teaching load; 

(c) teachers whose instructional duties were divided into residen-

tial and extension classes, with extension classes as extra or 

'overload' teaching. 

The main instrument used in Lacognata's study was a ques­

tionnaire containing 53 pretested role-expectation items. Partici­

pants responded to each role statement by checking one of five 

answers on a Likert scale. The most favourable response had a value 

of five and the least favourable response had a value of one. 

Lacognata found that on the majority of the items, there 

was a high degree of consensus among the staff on academic role 

expectations. A conclusion was reached by Lacognata that, 

'Insofar as the normative aspects of role behaviour 
in the university is concerned, this study suggests 
high consensus among faculty, relatively indepen­
dent of teaching functions and academic disciplines.' 

(Lacognata, 1965:344) 

There are some shortcomings in the research design of 

Lacognata's investigation. Theoreticaliy, his study only r e lates academic 

role expectations to the teaching functions of academics; other 

functions such as research and administration were not taken into 

consideration. And methodologically, the major criticism of 

Lacognata's work is that questionnaires of preconceptualized items 

were administered to the subjects who were supposed to give categorical 

answers. 

More recently, Kohl (1980) attempted to examine the role 

orientations of higher education academic staff and the relationship 

between their professional activities and institutional reinforcers 

(e.g. promotion). In this regard, this study bears a close relation­

ship to the present undertaking. The main research instruments used 

by Kohl included, 

'Two self- report instruments ... tested for rel i a-



bility, and administered to the faculty and depart­
ment heads in thirty Montana State University 
academic departments in which there had been no 
c hange in the headship during the previous year.' 

(Kohl, 1980:1429A) 
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In this study, the academic role was divided into seven 

major categories of professional activities : (1) teaching/advising, 

(2) research/creative work, (3) writing/scholarly presentations, 

(4) governance, (5) professional development, (6) extension/public 

service, and (7) paid consulting. 

Kohl found significant differences between ; (1) faculty 

ratings of preferred and actual effort devoted to each of the categories 

of professional activities except extension/public service; (2) faculty 

ratings of actual and perceived department head preferences for all 

categories except paid consulting; (3) faculty ratings of preferred 

and perceived department preferences for governance, professional 

development, extension/public service, and paid consulting; and (4) 

faculty ratings of actual activities and department head ratings of 

activities except extension/public service and paid consulting. 

Also, significant relationships were found between a faculty 

member's preferred and actual effort devoted to teaching/advising, 

research/creative activity, and professional development. 

The final study to have some relevance to the present 

investigation is that undertaken by Jones (1981). In his study, Jones 

attempted to build up a composite picture of how new staff had seen 

the development of their careers over a five year period. Of particular 

relevance is that this study attempted to look at questions in areas 

such as 'perception of what the business of being a university academic 

entails', 'perceptions of promotion procedures and prospects' and 

'satisfactions and dissatisfactions with the job'. 

During 1974, Jones administered questionnaires to about 400 

university staff in the United Kingdom who took up appointments in 

1973 and 1974. In addition, 'a sub sample of 23 of these new teachers, 

at four universities, was interviewed as to their expectations and 

early experiences of the job'. In 1978, all of the staff who were 

first interviewed, together with 17 others who filled in the initial 

questionnaires were contacted. They were asked whether they would be 

be agreeable to follow-up interview at some convenient time during 

1979 . Finally, 34 interviews were conducted during the 1979/80 

academic year. 
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A composite picture of how new staff had seen the development 

of their careers over a five year period was presented by the author. 

Some of the comments by the subjects were also highlighted, for instance, 

'teaching taking up much more time than they had anticipated', 'a 

better induction' , 'staff do not feel secure in their r 'esearch role' 

and '[there were] conflicting demands for teaching and research'. In 

his subsequent discussion of the results, Jones remarked that academics 

in university did not see teaching as contributing towards their 

promotion, whereas publication was seen to be influential. 

While Jones' study is one of the few investigations of the 

early careers of academic staff members, it does have shortcomings. 

For instance, he ignores considering the administrative roles and 

responsibility of university lecturers, and, he does not specify how 

his sample was chosen. When reporting his reults, the author often used 

'most reported that ... ', 'a majority felt that ... ' However, no 

statistical report was included. Hence, the conclusion reached by the 

author must only be accepted tentatively and viewed with caution. 

SUMMARY 

This chapter has provided a brief review of the concept of 

role and some of the criticisms of role theory. Following this, a 

number of studies were examined, and each focussed on the roles of 

academic staff members by either studying the idiographic or the 

nomothetic factors or both of them. With few exceptions (e.g. 

Jones), each study used rating schedules, questionnaires or the 

ranking of opinions as the basic data gathering tools. In contrast to 

this past research, the present study utilizes a case study approach, 

and this will be described in more detail in the chapter which follows. 



OIAPI'ER THREE 

RESEARCH DESIGN 

This chapter focusses on the design and methodo­
logy of the present study . A rationale is estab­
lished for using a case-study approach to data 
collection . Afte r outlining the various data 
collection techniques used in this study, t he 
development of the i nterview schedule will be 
discussed. The final section of this chapter 
will describe procedures used in the analysis of 
the data. 

INTRODUCTION 
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On the basis of Trow's wel l est ablished research p rinciple, 

namely that 'the research p r oblem under investigation properly 

dictates the method of investigation ' (Trow, 1957), it was decided 

that a case study approach to data coll ecti on would best meet the 

objectives of this study (see Chapter One, p . 9). I t was acknowledged, 

however, that there were shortcomings with case s t udi es . A case study 

as s uch is oft en idiosyncratic to the time of investigation and its 

findings are often difficult to generalize to other groups. Moreover, 

i n adopting the data collection techniques of case s tudy, such as 

interviews, the researcher becomes the 'chief ins t rument ' and as 

Nisbet and Watt (1978) point out 

' Ultimately the success and failure o f your e fforts 
will depend on your ability to develop personal 
relationships . Inevitably you will be part of the 
"living experience" you study, and your personal 
skills within that social environment will be 
crucial , both in allowing you access t o the data 
you want and subsequently in giving validity t o 
your findings . ' 

(Nisbet and Watt, 
1978 : 20) 

Thus data collection by way of a case s tudy approach conunits 

the researcher to personal, face-to-face interactions with t hose whom 

he is studying . Before proceeding to describe the various data col l ec­

tion techniques used in the present research, the mechanics of sample 

sel ecti on will be discussed . 
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THE SAMPIE 

Potential respondents for this study included all academic 

staff members of a social sciences department at a New Zealand 

. . t t 1 
university. Demons ra ors 

were graduate students, 

were excluded from the sample since all 

and were not considered as academic staff 

members by the university administration. Four academic staff members 

were on sabbatical leave when the study was carried out. It was decided 

that it would not be feasible to include them in the sample. This left 

a possible sample of 34 staff members. Although the researcher was 

known to all these staff members, in order to secure their participation 

in the present study, several steps were taken. First, the Head of the 

Department (H.O.D.) was approached and his approval to carry out the 

research in the Department was obtained. Next the chairperson of the 

staff meeting
2 

was contacted. He consented to let the researcher 

attend a staff meeting to explain the study to the staff and to gain 

their agreement to participate. Before attending that meeting, a 

memorandum was circulated among all the academic staff in that 

department (Appendix I) . The purpose of the memorandum was to outline 

the aims of the research together with the possible benefits for the 

department which might accrue from the study. The memorandum also 

stressed that the anonymity of individual staff members would be 

maintained should they agree to participate in the study. During the 

meeting, a unanimous resolution was passed that the department would 

allow the study to take place. 

Following this staff meeting, the researcher approached 

each of the 34 staff members. The reasons for this were threefold: 

to clarify any doubts that the respondents may have about 

this study; second, to make an appointment for an interview; and 

third, to develop as far as possible, a rapport between the researcher 

and the respondents. Following this initial meeting, a reminder note 

was sent to each staff member specifying a time for an interview. 

Interviews were subsequently held with all 34 staff members. 

Methodologically, it is important that a sample be 

1. Demonstrators in this department are normally graduate students 
and they assist academic staff in teaching duties such as 
conducting tutorials and marking assignments. 

2. This department has regular staff meetings every fortnight. An 
academic staff member is elected each year to chair the staff 
meeting for a term of one year. 
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representative of the population under investigation. To this end, a 

low refusal rate is essential. The refusal rate in the present study 

was zero. All 34 academic staff members in this department who could 

be included in the sample participated in this study. Of these 34 

ff mb h . . d f l sta me ers w o participate , two were Pro essors , ·two were Readers, 

15 were Senior Lecturers, 14 were Lecturers and one was a Junior 

Lecturer. Five of the subjects were female and 29 were male. 

DATA COLLECI'ICN 

In this study, data were collected from two main sources : 

1. Documents relating to professional development at the university 

were examined (e.g. reports on the work of the then Academic Staff 

Training Committee). Reference to, and use of, these data have 

already been made. Interviews and correspondence with people 

involved with professional development at universities throughout 

New Zealand and overseas were undertaken. 

2. Interviews with each of the 34 staff members from one department 

at the university were undertaken. 

Along with the relevant literature on academic professional 

development, the first source of data provided a basis for the 

development of the interview schedule to b e used duri ng the inte rviews. 

There were several phases in the development of this interview 

schedule. However, before outlining these phases, it should be 

emphasized that the interview method was adjudged to be appropriate as 

one of the data collection instruments for the present research because : 

1. Interviews have the advantage of being a flexible data gathering 

device (Wiersma, 1975). Open-ended questions can be used in an 

interview to which the respondents can offer a fairly free 

response and the respondents can construct their own response 

rather than selecting from a group of alternative responses. 

2. The subject's response may also reveal factors or feelings the 

interviewer may choose to pursue and probe. 

3. Interviews provide further flexibility in that the interviewer 

can pursue the response with the respondent, and can ask for an 

elaboration or a redefinition of the response if it appears 

incomplete or ambiguous (Wiersma, 1975). 

1. The ranking of academic staff in this department - Professor, 
Reader, Senior Lecturer, Lecturer, Junior Lecturer . 



4. Interviews provide an opportunity for the researcher to repeat a 

question if necessary and to explain it if not understood {Fox, 

1969). 

However, it was acknowledged that interviews do have 

limitations : 

1. The success of this method relies heavily on the rapport between 

the researcher and the respondent. 

2. It is often a time-consuming technique of data collection. 

3. In interviewing, changes such as responses pursued by the 

interviewer do occur from one interview to another. 

PHASE CNE DEVEI.DPING QUESTICNS 
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Before data collection commenced, relevant literature in the 

area of professional development was reviewed. Letters were sent to 

about 50 experts in this field residing in Australia, New Zealand and 

the United Kingdom {Appendix II). The purpose of these letters was 

twofold. Firs t, these experts were asked to advise the writer about 

the relevant literature and people they knew who were involved in 

professional development. Second, they were asked about their views 

on p rofessional development. Thirty five of these experts replied. 

Furthermore , people who were involved in professional development and 

staff training in the university in which this study was carried out 

were also consulted. As an outcome of this consultative exercise, a 

series of questions for the preliminary interview schedule was 

drafted. 

PHASE '!ID PIIill INTERVIEWS 

A preliminary interview schedule {Appendix III) was trialled with 

two g r o ups of resp ondents. The first group comp rise d s ix de mo n s t r ato rs 

from the department under study. The second group consisted of six 

lecturers from another social sciences department in the university 

where this study was undertaken. These interviews ranged in duration 

from 20 to 40 minutes. After the interviews, the respondents were asked 

to comment on the interview schedule and the interview process. 

This pilot series of interviews provided the researcher with 

an opportunity to test the interview schedule and also to refine his 

interview techniques. As a result of this pilot study, no ambiguities, 

or poorly worded questions were discerned in the preliminary interview 

schedule. 



PHASE THREE INTERVIEWS WITH STAFF MEMBERS 

The final interview schedule consisted of nine open-ended 

questions. Questions one and two were designed to establish rapport 

between the interviewer and the respondent and also to obtain some 

bibliographical data from the respondents. These questions were 

1. When did you take up your appointment with this department ? 

2. Where were you immediately before that ? 

Question three attempted to elicit the initial on the job 

experiences of the academic staff members in this department. The 

question was : 
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3. In some detail, would you tell me what happened during your first 

six months in this department ? 

Questions four and five sought to examine the attitudes of 

staff towards their professional responsibilities and their current 

practices. These questions were : 

4. What do you see as your roles as an academic staff member and 

would you list them in terms of their priorities to you ? 

5. What aspects of your job give you most satisfaction ? And what 

aspects of your job give you least satisfaction? 

Question six was included in the interview schedule so as to 

describe opportunities available to academic staff to enable them to 

improve their teaching, research and/or administrative skills. The 

question was : 

6. What opportunities have been provided by the department since you 

have been here to enable you to improve your teaching, research, 

administration and any other activities relating to your job ? 

Questions seven and eight examined the evaluative procedures used 

by the department and the university. As well, these two questions 
1

• inspect the attitudes of the academic staff towards the evaluative 
~-

procedures of their performance and the reward system. These questions 

were : 

7. What procedures are you aware of that the department adopts to 

evaluate your teaching, research, administration and any other 

activities relating to your job ? 

8. What type of reward system do you think operates within this 

department relating to your job ? 

Question nine was designed to investigate the opinions of 

the respondents as to the most appropriate ways their department could 

promote professional development. The question was : 
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9. What do you think are the most appropriate ways that the department 

can promote the professional development of its staff ? 

The staff members were asked as a final question to include 

any other information or corrunents they considered relevant to the 

present study. 

During the interviews with each of the 34 staff members, a 

small portable tape recorder was used. None of the respondents expressed 

objection or showed uneasiness about the use of the tape recorder. The 

major advantages with these recorded interviews were that the researcher 

could offer his undivided attention to the interview and also capture 

a thorough record of all the interviews. Before being interviewed, each 

staff member was again assured that all responses would be kept 

anonymous. In one case, a respondent expressed concern about the 

questions to be asked. He was given the interview schedule for perusal 

before the interview started, after which he expressed satisfaction 

and offered full cooperation. Interviews with the staff members ranged 

in duration from 30 minutes to two hours. 

Verbatim transcriptions were made from the tapes after all 

the interviews were completed. 

ANALYSIS OF INTERVIEW DATA 

By the end of data collect~on, some patterns had already 

emerged fro,m the data, For instance, teaching and research 

featured clearly as the major roles of academic staff 1!1embers in this 

depa·rtrnent. However, since certain possible patterns may not be seen 

by the researcher, an intensive analysis of the data was carried out 

after all the interview data were transcribed. This is in line with 

what Bogdan and Taylor (1975) s:uggest : 

'the researcher must examine data in as many ways 
as possible in order to understand the general 
significance of a setting.' 

(Bogdan and Taylor, 
1975:24) 

Figure I represents how the analysis was carried out. 

During the initial stage of data analysis, the records of 

the interviews, which amounted to about 400 pages, were read through 

carefully three times. Analysis was then carried out on question-by­

question basis (Box 1, Fig. I). 

Comments made by each respondent were written on separate 
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cards (Box 2). These cards were then arranged according to themes and 

categories that emerged from the data and which related to the major 

objectives of the research (see, Chapter One, p.9). The frequencies of 

occurrence of these themes and categories were tabulated (Box 3). For 

instance, when respondents were asked to list their roles as an 

academic staff member in terms of their priorities to them, some roles 

were emphasized in relation to the others. Many of the respondents gave 

answers s imi l a r to the following 

'My commitment and my priority is to my teaching.' 

(S-7) 

'I think my teaching role has to come first.' 

(S- 25) 

'I very strongly believe that my first responsibi­
lity is to extension of knowledge by research, 
that's what makes a university a university.' 

(S-13) 

'There are two primary roles, research and teach­
ing ... They sort of have an equal weighting for 
me .' 

(S-19) 

The emergence of these categories of roles allowed the 

researcher to classify the roles of the academic staff members into 

several major categories for instance, teaching, research and 

administration, together with some others which did not fall within 

any of the major categories. This technique is similar to that 

suggested by Bogdan and Taylor (1975), 

'Certain topics occur and reoccur in the conversa­
tions of your subjects. Each of these topics 
should be noted and coded. You are thus beginning 
to assemble everything that was said about an 
important aspect of the setting.' 

(Bogdan and Taylor, 
1975:25) 

Similar procedures were used in the analysis of other 

questions listed in the interview schedule (see Appendix III). 

After the first stage of analysis, the researcher took 

respite for a period of about two weeks and then examined the data 

and the initial results again. In retrospect, this period was 

essential as it provided the researcher with a break from the initial 
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intensive analysis and the researcher was able to take a fresh look at 

the data and results. 

As a result, some new categories emerged from the data; also, 

the researcher was able to subsume some categories under the others or to 

merge some categories together to form a new category: For instance, 

in question eight, the respondents were asked what type of reward 

system operated in the department and the uni versity. Seven major 

categories emerged during the initial stage of analysis; they were 

reinforcement and recognition from colleagues, reinforcement from 

H.O.D., reinforcement from students, intrinsic reward, promotion, 

salary, and autonomy and freedom. During the second stage of analysis, 

the first two categories were merged to form a new category : 

reinforcement from colleagues (Box 4). 

The procedure of identifying and integrating categories was 

carried out two more times until the researcher was satisfied that no 

new categories would emerge and that the categories could not be 

integrated further.By this stage of the research, seven major 

categories of data had emerged, and each of these was composed of 

a number of sub-themes. These major categories and their sub-themes, 

and the related research objectives are detailed in Table 2. 

'IHE OVERALL DESIGN OF THE STUDY 

At the completion of data analysis in September, 1982, it 

was possible to retrace the various stages of the research. These are 

set out in Table 3. 

SUMMARY 

In this chapter, the methodological design of the present 

study was described. It has been argued that in order to meet the 

research objectives of this project, a case-study approach to 

data collection was required. The various data collection techniques 

and the development of the interview schedule have also been discussed. 

As well, the procedures adopted in the analysis of data have been 

described. 

The next chapter will present the seven themes which had 

emerged among the data together with the supporting data. 
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T.ABLE 2 

THEMES,SUB-'IHEMES .AND OBJECTJVES OF THE S'IUDY 

THEMES AND SUB-THEMES 

1. Induction into the Department 
i. First Six Months in the 

Department 
ii.Induction Procedures 

2. The Roles of Academic Staff Members 
i. Teaching 
ii.Research 
iii.Administration 
iv.Work in the Community 
v. Other 

3. Attitudes towards Professional 
Responsibilities 

RELATED RESEARCH OBJECTIVES 

To explore the initial on­
the-job experiences of these 
academic staff members 

To examine the current 
professional responsibilities 
of these academic staff 
members 

To examine the attitudes of 
these academic staff members 

i. The Most Satisgying Aspects of Role towards their professional 
a. Teaching responsibilities 
b. Professional Autonomy and Freedom 
c. Interaction with Colleagues 
d. Research and Publication 

ii.Least Satisfying Aspects of Role 
a. Administidtion 
b. Assessing Students' Work 
c. Lack of Resources 

4. Role Improvement 
i. Teaching 
ii.Research 
iii. Administration 

5. The Evaluative Procedures 
i. Teaching 
ii.Research 
iii.Administration 

6. The Reward System 
i. Promotion 
ii.Salary 
iii.Intrinsic Reward 
iv.Recognition by Colleagues 
v. Reinforcement from students 
vi.Freedom and Autonomy 

7. Ways of Professional Development 
i. Induction 
ii.Teaching and Research 
iii.Other 

To describe opportunities 
available to these academic 
staff members for improving 
their professional 
competencies 

To identify departmental and 
institutional procedures for 
evaluating the performance 
of these academic staff 

To identify departmental and 
institutional procedures for 
evaluating the performance 
of these academic staff 

To suggest recommendations for 
the professional development 
of academic staff within the 
department 
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TABLE 3 

OVERAI.J., DESICN OF THE STUDY 

MARCH-MAY JUNE-JULY JULY-SEPTEMBER OCTOBER-SEPTEMBER 

A review of published and unpublished research 

and literature on academic professional development 

Formulation of 

research problem 

Correspondence with 

experts in N.Z. and 

overseas 

Development of inter-

view schedule 

I Pilot Studies I 
Interviewing peopl e invo l ved with profes-

sional development in this university 

!collection of documents I 
IThe Major Interviews I 

!Analysis of Interview Data! 
w 
-.J 



rnAPI'ER FOUR 

PRESENTATICN OF RESULTS 

At the completion of data collection and analysis, 
seven themes had emerged. In this chapter, a 
summary of the supporting data on the first six of 
these themes is presented, and the data for the 
final theme will be outlined in the following 
chapter. 
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The format for presenting the results is as follows : there 

are six sections in this chapter and each relates to one of the major 

themes that emerged from the data. These themes are : Induction into 

the Department, The Roles of Academic Staff Members, Attitudes towards 

Professional Responsibilities, Role Improvement, The Evaluative 

Procedures, The Reward System, and Ways of Professional Development. 

Within each section, there are various sub-themes. Under each sub-theme, 

there is a summary of the supporting data, and,where appropriate, 

particular cases about individual staff members and/or situations have 

been added. 

PARI' CNE 

INDUCI'ICN INTO THE DEPARIMENI' 

The data presented below have been classified into two sub­

themes : First Six Months In The Department; and Induction Procedures. 

These data also relate to the first objective which was to explore the 

initial on-the-job experiences of these academic staff members. 

FIRST SIX M:NTHS IN THE DEPARIMENI' 

Experience of academic staff during their first six months 

in the department varied from individual to individual. It could perhaps 

be best represented by a continuum ranging from those who felt lost 

to those who did not experience much difficulty. Of the 34 respondents 

in this study, 13 stated that during their first six months in this 

department, 'they didn't know what to do' and that it was a period of 

'trial and error, hit and miss'. Two of these 13 staff members seem 

to have experienced more difficulty than the others during their first 



six months, as is evident from their comments, 

'I felt lonely and difficult to talk to people on 
a friendly ba s is, for the first six months, I 
scarcely got my head above the water.' 

(S-10) 

'I felt very isolated, I didn't know what to do,know 
where to get information, no one told you what 
to do.' 

(S-40) 

In contrast to the experiences of these 13 respondents, 

11 other members from this department said that because of their 

previous experience in other tertiary educational institutions, 
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they did not have much difficulty with their jobs when they first took 

up their positions. For instance : 

'I came in after a fairly lengthy experience in 
another university. Universities with all their 
differences are very similar and I almost felt at 
once that I knew my way around, in the way in which 
universities are organized.' 

(S-13) 

'I sort of carried the experience from other 
universities.' 

(S-33) 

The remaining 10 staff members mentioned that,as a result of 

their previous association with this department, they did not exper­

ience much difficulty on the job. Indeed, all of them stated that they 

had either been students in this department or had a previous associa­

tion with this department through a local tertiary institution before 

taking up their positions. One of these was S-25 who commented, 

'I sort of came through this department and I knew 
the type of procedures, lecturing procedures and 
assignments and what were generally done· I just 
followed that pattern.' 

(S-25) 

Another was S-19 

'I had a fair bit of association here. I knew prac­
tically all the staff and I taught a couple of 
courses before.' 

Despite the close association some of the staff members had 

with the department prior to appointment, they and the other respon­

dents mentioned that they had experienced a common problem upon their 

. t t . h . . 11 
appoin men s. During t e interviews, extramura teaching clearly 

1. Students can enrol at this university as extramural students. They pursue 
their study through correspondence courses. Some of them attend 
on-campus courses during the term breaks. 
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featured as an initial major problem for all the respondents. Even 

for most of those who came to the department with strong teaching back­

grounds, extramural teaching was both novel to them and initially 

difficult to cope with, as S-15 remarked, 

'I was pretty experienced ... and I felt no diffic­
ulty at all ... It was the whole of the extramural 
side that was new to me.' 

Indeed, from interviews with the respondents it was found that 

more than three quarters of them indicated that the most difficult part 

of their job was extramural teaching. Staff members S-26 and S-17 

expressed typical concerns : 

'The main problem was the extramurals. The internal 
course I wasn't too worried about, you got the 
time-table, you just had to go there ... It's the 
complications of the extramural postings and due 
dates and so on. I just did it by trial and 
error.' 

(S-26) 

'How do you start to go about designing extramural 
packages an d how do you relate to the extramural 
department? How many postings do you have to have? 
What date does one have to meet? How much work 
goes into the extramural postings? All these sorts 
of questions are very threatening. I'm sure other 
staff members will tell you that . ' 

(S-17) 

Some of the major problems that the staff members experienced 

in relation to extramural teaching were : discovering due dates for 

sending postings, structuring courses to suit extramural teaching 

and deciding on the number of postings to be included in a course. 

Besides extramural teaching, there were other problems 

experienced by individual staff members such as S-14 : 

'Simple things like stationery, nobody tells you 
what it is all about. Until one day I met Mark 
at the bookshop and I was buying a packet of pens 
and he said, "Why are you buying these? You can 
get it free from upstairs.", and I said, "I did 
not know that."' 

INDUCI'IOO PRCX:EDURES 

Some staff members mentioned that they did not receive much 

information about their work before they arrived while some others 

said that they obtained a considerable amount of information from 
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the department before they took up their positions. 

Those who were able to obtain information from the depart­

ment did so by either corresponding with or talking to members of the 

department. For instance, S-27 managed to talk to the H.O.D. just 

after he lodged his application for the job, and then followed this by 

several letters to the H.O.D .. Then he corresponded with other staff 

members in his own field. Before he took up his position, he came to 

the university and talked to the people in the department. As a result, 

he said he 'had a pretty good idea of what I was going to do.' 

However, factors such as not knowing the people in this 

department, and residing ina foreign country prohibited other newcomers 

from obtaining extensive information about their job prior to 

arriving on campus. 

Upon arrival in this department, many of the staff members 

found some of their colleagues to be helpful in providing information 

about the department and their work. In all, 20 of the 34 respondents 

indicated that they had received assistance from various colleagues 

including the clerical staff. For instance, S-10 and S-39 commented 

'I received help from the secretaries ... such as she 
told me "Last year we did such and such", so I 
thought, "Oh, that is a good idea, I shall do 
that."' 

(S-10) 

'People were very helpful, they just popped in and 
asked how things are getting on, to see if they 
could help in some ways.' 

(S-39) 

The Head of Department also was one of the major sources of 

information for new academic staff members ; in the department. 

OVERVIEW 

The on-the-job experiences of staff members during their 

first six months in the department appeared to fall into two categories. 

First, there were those, most of whom had no previous association with 

the department, who said they had difficulties coping with their job. 

And second, there were those who felt that they were able to master 

their job owing either to their previous experience or having already 

had an association with the department. For all staff 1T1embers, struc­

tured assistance or planned induction activities during their first 

six months in the department were virtually non-existent. 



The next section will examine the roles of the academic 

staff members in this department together with the supporting data. 

PARI' TI\D 

THE ROIBS OF ACADEMIC STAFF MEMBERS 

The data presented below have been classified into five 

sub-themes : Teaching; Research; Administration; Work in the 

Cormnunity; and Other Roles. These data also relate to the second 

research objective which was to examine the current professional 

responsibilities of these academic staff members. 
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During the interviews : teaching, research, administration 

and work in the community emerged as the most frequently cited roles 

of staff members in this department. Also, a small number of respon­

dents indicated other roles associated with their job, such as being an 

intellectual leader, communicating with colleagues, being part of the 

department and supporting certain kinds of views of what the 

university is about. 

TEAOUNG 

Of the 34 respondents, 33 stated that teaching was one of 

their roles in this department. Of these 33 staff members, 21 considered 

teaching as the most important function of their job. For instance, 

RESEARCH 

'My cormnitment and my priority is to my teaching; 
my first and particularly important one is that 
students geta fair deal, so most of my energy ha s b een 
in the preparation of materials for students.' 

(S-7) 

'I see my major role as teaching and that includes 
extramural teaching as well as the internal.' 

(S-32) 

'My first priority is my teaching to the students, 
and I think that's always been the most impor­
tant to me.' 

(S-39) 

Besides teaching, three quarters of those interviewed said 

that research was another role they carried out as part of their job. 
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However, when compared with their teaching role, only five respondents 

considered research as their top priority. Among these five respondents 

were S-13 and S-20 : 

'I very strongly believe that my first responsibi­
lity is to extension of knowledge by research; 
that's what makes a university a university and not 
an institute or a teachers' college or something 
like that.' 

(S-13) 

'My main interest is in research. Everyone has his 
own particular kind of bias, whether it is teach­
ing or research ... Research, in terms of having 
access to information, creating knowledge,is to me 
personally valuable.' 

(S-20) 

Three staff members listed teaching and research jointly 

as their first priority while one respondent considered these two roles 

as his joint second priority. During the interviews, two of the 

respondents, S-18 and S-19, explained why they considered teaching and 

research as equally important, 

'I think teaching and research should be taken as 
equal ... I think you got to try to do both, if 
possible. I don't think you can compartmentalize 
it and to some extent I don't think you should ... 
it's got to be some carry over from one to the 
other.' 

(S-18) 

'There are two primary roles, research and teaching ... 
I'm not sure whether I can rank them first or 
second. They sort of have an equal weighting for 
me ... So those two rank top in the list.' 

(S-19) 

ACMINISTRATION 

Administration was mentioned by 19 respondents as one of 

their roles as an academic staff member within this department. Three 

respondents considered administration as the most important part of 

their job while another three respondents considered administration as 

the second most important role. Eleven respondents said that their 

third most important role was administration. It is significant to note 

that nearly half of the respondents did not consider administration as 

part of their job. It is also worthy of notice that eleven of the 19 

respondents considered administration only as a minor role compared to 

teaching and research. 
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V\DRK IN THE a:M1UNITY 

Work in the community,which may involve talks to groups 

outside the university, or acting in a consultancy role for organisa­

tions, was mentioned by a quarter of the respondents as part of their 

roles as an academic staff member. No one, however, listed this func­

tion as their major role. Four of the respondents rated work in the 

community as their second most important role while two respondents 

listed this role as third most important. Staff member S-7 appeared to 

be the most enthusiastic as he considered work in the community very 

closely linked with his area of interest, 

'My second priority is to work my way in the com­
munity. That means I am well informed with the 
materials that I am teaching ... So my second 
priority is to work with cormnunity groups at the 
grass-root level.' 

Respondent S-27, on the other hand, had a different emphasis 

on work in the community, 

'The community service role - I think is a really 
important one too because without it the univer­
sity would be just an ivory tower. We need to go 
out and talk to groups of people. To do work in 
the community is really important.' 

arHER ROLES 

Besides teaching, research, administration and work in the 

community, there were other roles that appeared to be important to 

individual staff members. For instance, S-9 did not see his most 

important role as an academic staff member either in the area of 

teaching or research 

'I see myself, firstly, responsible to be a mature 
and growing academic. My responsibilities in my 
own job as an intellectual leader, as a theoreti­
cian, as a professional. Second responsibility 
is my own continued growth - that's what makes it 
possible for me to do the second, the teaching and 
research, and to be a professional leader.' 

Respondent S-35, on the other hand, clearly saw the 

priorities of his roles differently to other staff members : 

'Quite clearly my most important role in this 



department I feel is to put forth a Maori's point 
of view in specific courses. Unfortunately I don't 
feel that enough is done ... I believe that New 
Zealanders are going to speak of multicultural 
before they are officially bicultural so our paper 
talks of Maori and Polynesian issue s in a multi­
cul tural respect ... that's my spec i a lized field so 
that should be my top priority.' 

Other roles reported by individual respondents included 
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'sustaining some kind of coherence among colleagues', 'communicating 

with colleagues', 'being part of the department' and 'supporting 

certain kind of views of what the university is about'. Among these 

roles was the one mentioned by S-41 : 

S-41 : I think it's also important to try to sustain 
some kind of coherence among colleagues in the 
sense of mutual support and I guess I attach a 
fair amount of importance to it. 

Int What sort of coherence do you have in mind? Are you 
referring_ to the type of mutual coherence or 
mutual assistance in terms of academic matters or 
are you referring to ... ? 

S-41 

OVERVIEW 

Academic and interpersonal matters. I think some 
people have to be prepared to act as oil-can for 
some people, to drop some oil on the squeaky 
joints here and there from time to time and if 
that's not done, there is greater risk of friction 
or divisions or people not pulling together ... 

Teaching and research clearly featured as the major roles 

of most of the academics in this department, with administration and 

work in the community mentioned by some of the respondents as part 

of their job. There were also other roles that were important to 

individual staff members. 

The next section looks at the attitudes of the academic staff 

members in this department towards their professional responsibilities. 
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PARI' THREE 

A'ITITUDES TCWARDS PROFESSIONAL RESPCNSIBILITIES 

The data presented below have been classified into two 

sub-themes : Most Satisfying Aspects of Role; and Least Satisfying 

Aspects of Role. Within the first sub-theme, there are four cate­

gories : Teaching, Professional Autonomy and Freedom, Interaction with 

Colleagues and Research and Publication. There are three categories 

within the second sub-theme : Administration, Assessing Students' Work 

and Lack of Resources. These data also relate to the third objective 

of the present study which was to examine the attitudes of these 

academic staff members towards their professional responsibilities. 

MJST SATISFYING ASPECT'S OF ROIB 

Teaching 

Teaching students and relating to students appear to be the 

most satisfying aspects of the job for academics in this department. 

Twenty two academic staff members indicated that teaching students and 

relating to students provided them with most satisfaction. For instance, 

the following were typical comments : 

'Working with my students gives me a great deal of 
satisfaction. I thoroughly enjoy my work with my 
students.' 

(S-7) 

'Giving your class a good lecture, you know that 
yourself, or having a good discussion with 
students and stimulate you to think in new ways.' 

(S-14) 

'Teaching gives me a great deal of satisfaction. If 
there is anything called born teacher, I don't 
think there is, I think I am one of them. I 
always enjoy teaching.' 

(S-21) 

Professional Autonany and Freed.an 

Besides teaching and relating to students, the staff members 

in this department also enjoyed the professional autonomy and freedom 

attached to their jobs. Seven respondents indicated that this aspect 

of their job gave them a great deal of satisfaction. These feelings 



were most evident in the comments of S-17 and S-19 

'An aspect of the job that I find good, I think 
most academics do,is the relative freedom to plan 
your own time. I think we probably work as hard as 
anybody else but I think it's a big perk of this 
job that we are relatively autonomous.' 

(S-17) 

'One of the sort of things that give me a lot of 
satisfaction is the type of freedom that I have, 
so that the cost-benefit thing is : the benefit is 
to have the freedom, the cost is to put up with 
the institutional life but it's not really much 
of a cost. I think we are privileged.' 

(S-19) 

Interaction with Colleagues 

Satisfaction for some staff members was also derived from 
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interacting with colleagues. Respondent S-9 was among a group of seven 

respondents who indicated that they enjoyed working with interesting 

and competent people. On the other hand, developing close working 

relationships with colleagues in similar areas was particularly 

satisfying to S-17 

'I found a couple of working relationships since I 
have been here which have been particularly 
productive. We had similar interests ,very different 
experiences and we were able ... to do jointly far 
more than we would have done individually. Now, 
that's an unequalled advantage in the system which 
allows that sort of teamwork to flourish.' 

Research and Publication 

Doing research and gaining recognition gave eight respondents 

satisfaction. For these staff members, having their works published 

and drawing positive response from people as a result of their pub­

lications gave them much satisfaction. This was explained further by 

S-13 and S-20 : 

'Most satisfaction is clearly writing, doing my 
research, my research is not in the classroom, or 
doing interviews in your way but thinking things 
through in reading and writing ... that gives me 
enormous satisfaction.' 

(S-13) 

'I think seeing your work validated in fact is very, 



very important. Accepted by your peers, by your 
reference group, by being included in other's 
course ... 

(S- 20) 
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Teaching students and relating to students, professional 

autonomy and freedom, interaction with colleagues, and research and 

publication are the sources of s atisfaction for many academics in this 

deaprtment. Individual respondents in this study had also indicated 

other facets of t heir job that gave them satisfaction and these 

included : achieving some kind of personal growth, working with people 

in a team situation and meeeting people outside the university in their 

field. However,there were aspects of the job of academics that provided 

them with little satisfaction. 

1.EAST SATISFYING ASPECTS OF ROLE 

Administration 

While teaching and research provided many respondents with 

satisfaction, administration of courses and committee work constituted 

a major source of dissatisfaction for many of the staff members. Just 

o ver half of the samp le indicated that administration was the least 

satisfying aspect of their job. The following two comments serve to 

illustrate the feelings on this issue : 

'I think the major thing that I don't like about my 
work is some of the waste , as I see it, the 
waste in energy in a lot of adminstrative details 
in running the things that make the department 
run.' 

(S-7) 

'I really got fed up with the amount of adminis­
trative drivel that goes across the desk. It's not 
just politics, but also there are always letters to 
be replied. It' s totally unrewarding, apart from 
clearing the desk.' 

(S-10) 

Three of these 18 respondents said they avoided administrative 

work as much as possible. One of them was S-18 : 

'I don't like administrative work, I'm trying to 
evade responsibility.' 

(S-18) 

Another was S-20 



'I don't really do much administration. I keep out 
of it. Most administrative work here i s available 
for those people who admire them. It operates on a 
voluntary basis, or an elected basis, But I'm not 
going to get elected. There is an incredible 
hierarchy. !bing administration you can only get 
frustration, you can't change things. I am happy 
with my job. I can do what I like without getting 
into administration.' 
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More than half of the 18 respondents who said they received 

little job satisfaction from administrative tasks considered staff 

meetings and committee work as the least satisfying aspects of their 

job. Staff member S-14 elaborated on his displeasure with staff 

meetings, 

'I tend to get bored. Either someone says something 
that's too obvious or there is always some people 
who voice their opinions on something just for the 
sake of voicing it, too much repetition.' 

Similar frustration about staff meetings was also s hare d by 

other staff members : 

'It seems we spend all the time talking and not 
getting very far. I think that's a very frus­
trating sort of thing. You go to the staff 
meeting and see the agenda and you think you 
would get through it alright. You finish at 
lunchtime and you haven't got half-way through.' 

(S-33) 

'Staff meeting, Gosh, that's a pest.' 
(s-11) 

Assessing Students' Work 

Although the majority of respondents found teaching to be 

amongst the most satisfying aspects of their jobs, seven staff members 

(who have previously indicated that they liked teaching) indicated 

that the assessment of the work of students was a major source of 

dissatisfaction. Respondent S-8, for instance, said that he enjoyed 

his work except 'assessing people's work and giving them low grades'. 

Staff member s-27 also disliked assessing students' work. 

He elaborated : 

'It's naming students, comparing their work with 
each other, passing judgments. I agonize because 
I try to be as fair as I can, to be positive but 
not hurtful. I have pleasure in giving people A+, 
but giving a person a C and still keeping his 
interest is difficult.' 
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lack of Resources 

For five respondents, lack of resources was a source of 

dissatisfaction. For instance, S-33 was dissatisfied with the resources 

available to the department ~n particular to the departmental librar~ 

whereas S-32 indicated he was very frustrated with the university 

library as a whole, 

'Another 
library 
oning. 
there.' 

frustrating aspect is the library - the 
is very inadequately stocked by my reck­
It 's very frustrating, I avoid going 

(S-32) 

Respondent S-12 on the other hand, was more concerned with 

the resources available to extramural students, 

'I found the extramural teaching in recent years 
genera t e s a lot of dissatisfaction owing to the 
limitation of resources. For example, in 909 
[a c ourse taught by S-12], the course was designed 
to be sequential. I designed 5 postings and inte­
grated it with the vacation courses ... but in 
rece nt y e ars, the postings have been sent in two 
lumps, whi ch is entirely unsatisfactory ... the 
stude nts su ffer.' 

Besides administration, assessing students' work and lack of 

resources, there were also other sources of dissatisfaction mentioned 

by individual respondents, including : unpleasant interaction with 

other staff members, institutional life, structural isolation in the 

job, and d ifficult access to facilities in the department (e.g. 

photocopying and duplication) . 

OVERVIEW 

In this section, the most and least satisfying aspects of 

the academic roles of the staff in the department have been discussed. 

The most satisfying aspects included Teaching, Professional Autonomy 

and Freedom, Interaction with Colleagues and Research and Publication. 

The least satisfying aspects were Administration, Assessing Students' 

Work and Lack of Resources. 

The next section concerns the opportunities provided by 

this department for its staff to enhance their professional skills 

together with the supporting data. 



PARI' FOUR 

ROIE IMPROVEMENT 

The data presented below have been classified into three 

sub-themes : Teaching; Research; and Administration. These data 
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also relate to the fourth objective of the present investigation 

which was to describe opportunities available to these academic staff 

members for improving their professional competencies. 

TEACHING 

Twenty four out of the 34 respondents stated that the depart­

ment hardly provided any formal opportunity for its staff members to 

improve their teaching ability. For instance, 

'I can be very sarcasti c . Not much really. In some 
ways when I start to analyse what has been done for 
me positively, it is really quite pathetic.' 

(S-10) 

'I don't think the department has provided a whole 
lot of assistance connected with teaching apart 
from things like the guidance of extramural study 
people give you to use, handbooks and that type of 
thing , suggesting what to be done with extramural 
students. There is nobody coming to say how to 
teach. Only Luke and I used to discuss how to 
teach, any help should be viewed from that angle.' 

(S-27) 

'Not much in terms of t eaching. . . I don't think the 
department has done anything to help in any way 
with one's teaching.' 

(S-39) 

The lack of formal opportunities provided by the department 

with respect to teaching was also confirmed by the head of department 

when he explained the situation to the interviewer, 

'The university itself has run at the beginning of 
the year normally a week of how-to-do-it courses 
put together by various people some of which are 
from this department -they are extremely super­
ficial, and are skirting round the problems of 
academic teaching. The . department itself has 
seldom organized itself into doing anything about 
academic training, or for that matter, any sys­
tematic or other way of staff development.' 



However, two respondents (S-33 and S-35) perceived team 

teaching as an opportunity for them to improve their teaching, 

'One learned by being a me mber of a team - working 
with a group of senior members, and I think that 
was very helpful because there was joint planning, 
joint teaching and so on . .. I found that r a rticu­
lar ly helpful because I could see different lect­
uring styles, ways of approaching problems ... so 
in one sense I was given a number of models, but 
I also became more and more critical in the 
critical argument of the course.' 

(S-33) 
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Similar feelings were shared by S-35 who said that being 

placed with two senior staff members provided him the models of 

teaching; also, there was the opportunity to obtain feedback from these 

staff members, in particular on his teaching ability and teaching 

style. 

Sabbatical leave was perceived by S-12 and S-28 as an 

opportunity to improve their teaching. 

'Besides the opportunities which are intrinsic to 
being asked to teach certain courses, I have had 
two sabbatical years.' 

(S-12) 

S-28 more clearly detailed the reason he considered 

sabbatical leaves can contribute towards his teachin9 1 

'I went to Britain as an honorary lecturer .•• and 
while I was there lecturing •.. the staff members 
Ithere] deliberately trained me and I found that 
particularly satisfying. 1 

Of the remaining six respondents, various opportunities were 

cited, these included 'meetings and conferences to improve tutorials', 

'informal interaction on the job' and 'extramural courses'. 

RESEARCH 

Twenty three respondents stated that the department did not 

provide much opportunity for them to improve their research 

although some of them mentioned that informal opportunities,such 

as informal interaction on the job and an encouraging atmosphere,did 

exist. The general lack of formal opportunities is reflected by the 

following comments, 



'No, within the department, there's nothing, nothing 
at all.' 

(S-11) 

'Not formal opportunities. There is no formal op­
portunities ... The opportunities t end to b e 
informal. You go to ask someone, probably senior 
colleagues, or you talk over with others in the 
staff club,something like that.' 

(S-18) 
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Among these 23 respondents was S-36 who felt that because of 

the lack of opportunities, he was not able to develop his skills in 

research 

'On the research side, there haven't rea.lly been 
opportunities offered, perhaps I'm sorry about 
that really because that's why I don't .find 
research satisfying or intriguing really because 
I don't really have a lot of skills, and I don't 
really know that there are opportunities offered 
too obviously for me to develop them. ' 

(S-36) 

Nine respondents found that an encouraging atmosphere, 

informal interaction on the job and flexibility (to pursue their own 

interests and organize their own time), were the opportunities which 

they could exploit to improve their research. For instance, 

'I would think that, there has been plenty of oppor­
tunity in the sense of time and general encourage­
ment. The attitude in the department h asbeen r I always 
feel that, if you want to do something, go ahead 
and do it, then you have the opportunity to do 
so ... but I don't think there have been a lot of 
structured opportunities.' 

(S-15) 

'This a very liberal department. If you want to 
cover a certain area and stick to it, you can in 
fact spend time doing research in that area, you 
can go away and do it. There doesn't seem to be 
any restriction to stick to a certain area. There 
is no restriction on resources either. Time-wise 
or material-wise, of course if your study is too 
expensive, you have to find other resources.' 

(S-28) 

The remaining two of the 34 respondents, S-12 and S-28, 

considered sabbatical leave as opportunities for them to improve upon 

their skills in research. 
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AI:MINISTRATION 

When respondents were asked to comment upon the opportunities 

provided by the department to improve their skills in administration, 

two major groups of opinions erre rged : 19 respondents stated that the 

department did not provide formal opportunity for them to improve their 

skills in administration. For example, 

'No training in administration; you just do it.' 
(S-11) 

'I wouldn't say there is any opportunity or effort by 
the department to improve the staff members' 
ability in administration.' 

(S-12) 

On the other hand, 12 repondents considered the chance of 

being on the various departmental committees as one of the oppor­

tunities provided by the department to improve their skills in 

administration. For instance. 

'I think the opportunity to be on one of these 
staff corruni ttees is very useful. ' 

(S-7) 

Among these 12 respondents was S-41 who went into more 

details to explain why he considered there were ma ny opportunities 

for staff to learn about administration, 

'I think there is no doubt that opportunities for 
those to start thinking through issues, some of the 
ramifications, are seeing what sort of decisions 
might meed to be made, that kind of thing . For each 
staff member, of course if you get an extramural 
class, there is the adminstration of your own 
teaching, the preparation of study guides, the 
processing of materials, the answering of letters, 
the keeping of workloads, that sort of things.' 

Of the remaining 3 respondents, S-35 pointed out that doing 

the administration of his own course was an opportunity to improve 

his administrative skills while S-8 considered feedback from other 

people as an opportunity. In contrast to the other 33 respondents, 

S-13 was initiated into administration by the H.O.D. himself 

because of his senior position. 

OVERVIEW 

One conclusion that can be drawn about the opportunities 
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provided by this department is that there was virtually no formal nor 

systematic opportunities for its staff members to improve upon their 

skills in teaching, research, and administration. However, as some 

respondents remarked, there was time, encouragement and support 

within the department which they found helpful. 

In this section, the opportunities available to the academic 

staff member s for inproving their professional competencies have 

been discussed. In the next section, the data on the evaluative 

procedures of the performance of these academic staff members will be 

presented. 

PARI' FIVE 

THE EVALUATIVE PPD::JLDURES 

The data presented below have been classified into three 

sub-themes : Teaching; Research; and Administration. These data also 

relate to the fourth objective of the present study which was to 

identify departmental and institutional procedures for evaluating the 

performance of these academic staff members. 

TEAOUNG 

When respondents were asked about the department's evaluation of 

their teaching, the vast majority of them replied that they were not 

aware of any formal procedures or criteria used to evaluate their 

teaching. Many staff commented that as long as there was no com-

plaint about their teaching, then it was assumed they were doing a 

good job. For instance, 

'The procedure that the department adopts, if the 
students don't complain and if they get feedback 
that they are really enjoying it, then they assume 
that you are doing a good job. If they get lots of 
complaints about you then they may begin to look 
at what you are doing and whether you are good or 
not. But I don't think there are any formal pro­
cedures of evaluation, and I think a lot of them 
are just hit and miss. I don't think there is any 
particular procedures of evaluation. In fact, if 
there are, certainly there are evaluative pro­
cedures used, but I don't think they are rational, 
certainly not set down.' 

(S-7) 



'Teaching, none. I can be teaching absolu te drivel 
and nobody would know. And I think in my first year 
I was really grateful for that because probably I 
wasn't teaching so well.' 

(S-10) 
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One of these 31 respondents, S-17 remarked that 'the presump­

tion is always that we are doing a very good job and there is no 

obvious mechanism or supervision to make sure that we are doing our 

job'. There was a group of four staff members among these 31 respon­

dents who indicated that,although there was no formal procedure for 

evaluation of teaching, there was informal feedback to the H.O.D .. 

However, this practice was queried by S-12 who asked : 'How do out­

siders know what goes on in a classroom?' 

In general, most respondents said that therewas no formal 

procedure of evaluation. Nevertheless, staff members S-36, S-28 and 

S-38 said that the H.O.D. had been doing formal evaluation of their 

teaching. As S-28 remarked, 

'The H. O. D. keeps t abs on things that we do. He is 
quite aware of every detail of what we do. Each 
of us has a personal file in the H.O.D. 's office 
about what we are doing.' 

During the interview with S-38, he first stated, 

'At a formal level, the head of department keeps an 
eye on what is going on. He gets feedback from all 
sorts of people and students. I am convinced he 
asks what we are doing and what our competencies are 
and so on.' 

When S-38 was asked to elaborate on the formal aspect of 

evaluation, he said, 

'I think all evaluations arebeing carried out at an 
informal level, but there are some of the evalua­
tions thatare more formal than the others.And I 
think, I presume that's how it opera tes, in some 
senses it'sall on an informal network.' 

When the H.O.D. was interviewed, he remarked that his know­

ledge about the performance of any staff member would be informally 

based. 

RESEARCH 

Similar answers were given by the respondents with respect 
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to the evaluation of their research. Three quarters of the respondents 

indicated that there were no formal procedures for the evaluation of 

their research. 

While the majority of these respondents did not consider 

their research had been evaluated by the department on a formal basis, 

eight of them indicated that their research was informally evaluated 

by their colleagues or people in their field especially when they 

attempted to publish their research. 

The remaining quarter of the respondents indicated that 

evaluation of research was made when they applied for promotion or 

on the number of publications that were made. 

ALMINISTRATICN 

Again, the responses were similar to those in relation to 

the evaluation of teaching and research. Twenty five respondents 

stated that there were no formal procedures used to judge their 

performance in administration. For instance, 

'There are no formal procedures. Some make no con­
tribution in these areas, others do and are good 
at it, so there is no evaluation, no concern about 
it., 

(S-16) 

'I don't think they evaluate my performance in ad­
ministration apart from maybe the H.O.D. makes a note 
tha t I wa s the chairman of a particular com­
mittee, but I don't think there is any 
evaluation.' 

(S-27) 

However, nine respondents, three of whom were among the group 

of 25, were quick to point out that administration was evaluated 

negatively, that 'if they don't hear about things going wrong, then 

they assumed things go well'. They also remarked that in contrast to 

teaching and research, administrative errors would show up easily. 

As commented by S-9, 

'People get sharp reminders if they have not got 
examination scripts returned, getting results in, 
getting scripts marked.' 

The remaining three respondents pointed out that their 

performance in administration was evaluated by the H.O.D .. 
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In general, most respondents felt that there had not been 

any formal procedure .or criteria adopted to evaluate their perfor­

mance including teaching, research and administration. Twelve staff 

members pointed out that any evaluation made would come through an 

informal network and it would be made mainly by gossip , hearsay and 

word of mouth. Respondent S-28 felt very strongly against this kind 

of practice, where evaluation was only done by gossip , 

'I would frown upon this type of practice, because 
while verbal comments may be constructive, if 
they are not said within a proper context, they 
could easily be misunderstood.' 

A group of nine respondents pointed out that evaluation of 

their job was mainly by default or by negative evaluation. They also 

commented that they would prefer to have more positive evaluation and 

feedback from the department. For example, 

OVERVIEW 

'I would like to have some feedback that i s encou­
raging and constructive, I don't just want good 
feedback, I would appreciate i t more had i t b een more 
constructive. ' 

(S-10) 

A general theme to emerge from this section is that in this 

department, evaluation of the academics in the areas of teaching, 

research and administration wa s not made on any formal basis. 

In the next section, the data on the reward system 

operating in this department will be presented. 
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PARI' SIX 

THE REWARD SYSTEM 

The data presented below have been classified into six 

sub-themes : Promotion; Salary; Intrinsic Reward; Recognition by 

Colleagues; Reinforcement from Students; and Freedom and Autonomy. 

These data also relate to the fifth objective of the present inves­

tigation which was to identify departmental and institutional procedures 

for evaluating the performance of these academic staff members. 

When respondents were asked what type of reward system 

operated in this department, various rewards were named. The most 

frequently cited ones were promotion, salary, intrinsic rewards from 

the job, recognition from colleagues, reinforcement from students, and 

freedom and autonomy. 

PRCM'.:JI'ICN 

Promotion was mentioned by 17 respondents as part of the 

reward system. For instance : 

'I get the impression that people here are very keen 
to be seen to be busy and to be seen to be interes­
ted, to be seen to be teaching well. And I presume 
that this is tied up with the fact that the H.O.D. 
in this place still has the major say in one's 
promotion. So I presume that promotion is an impor­
tant aspect of the reward system.' 

(S--13) 

In particular, two of these 17 respondents indicated that 

'the conunitrnent [to certain staff members] which the head of department 

takes to promotion discussions, perhaps is a measure of reward in the 

department' . 

However, S-10, one of the 17 respondents, viewed promotion 

in a negative manner : 

'I think the business of reward through promotion 
is happening around here. You queue up for your 
promotion. And again I don't think it is the things 
that you have done in the department that count in 
your promotion, I think it is a negative thing, 
you get promoted when it is too embarrassing not 
to promote you. ' 
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SAIARY 

Besides promotion, salary is another aspect that was consi-

dered by 13 respondents as part of the reward system. Respondent S-31 

even went to the extent of saying that this was 'probably the only 

reward system in this department'. 

This attitude, however, was not shared by the rest of the 13 

respondents. In particular, S-14 and S-38 emphasized that financial 

gains were not important to them 

'There is also the financial reward system which to 
me is not overly important. Certainly, it supports 
me to survive, but it doesn't figure largely.' 

(S-38) 

INTRINSIC REWARD 

Thirteen respondents considered intrinsic rewards as one 

facet of the reward system, and to many of them, this was a very 

important aspect of their job. Some of them commented as follows 

'It is intrinsic reward out of intrinsic satisfac­
tion, personal satisfaction of aspects of the job, 
which can be quite obviously self-rewarding in 
their own right.' 

(S-34) 

'I guess there is also the reward system of the 
satisfaction of doing the job itself for indivi­
duals. I don't want to do much else than this.' 

(S-41) 

Among these 13 staff members, S-28 explained that it was 

his personality that made him focus on intrinsic reward and 

that 'the monetary and status (promotion) reward do not mean much 

to me'. 

RECCGNITICN BY COIJ.EAGUES 

Apart from promotion, salary and intrinsic reward, 12 

respondents regarded the recognition by colleagues with respect to 

their work as rewarding. Being positively reinforced by colleagues as 

a resu_lt of their work and being consulted by colleagues about 

subject matters in their areas appear to reward these respondents to 

a certain extent. For example, 

'Well, the relationship with other staff I suppose, 



you know, in all sorts of subtle ways. People come 
to consult you about something. The y think you 
know more than they do. Tha t is a bit of reward 
and that happens, that sort of thing. Staff 
want to share the things they do, thinking that 
you can contribute. In other words, people show 
that they would want to borrow your professional 
skills. Tha t is rewarding.' 

(S-21) 

REINFDRCEMENT FRCM STUDENI'S 
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Getting good response from students gave many respondents a 

sense of reward. Ten respondents considered this as part of the reward 

system, in particular S-7 and S-10, who remarke d about the maj or ways 

b y whi c h they were rewarded, 

'I think the major way you get rewarded is by rein­
forcement from your students . I think that is a 
very major one ... I have come to recognize that 
what supports me is my teaching and if my students 
give good feedback, to me that i3 the job well 
done.' 

(S-7) 

'I get a lot of reward from the feedback from my 
students. They would be the most openly appreci a ­
tive means .•. I am quite happy with the reward I 
get from my students.' 

(S-10) 

FREEIX:M AND AUIDNCMl 

Five respondents indicated that freedom and autonomy cons­

tituted part of the reward system in relation to their jobs. Among 

these five staff members, S-25, S-19 and S-27 considered freedom and 

autonomy as the most rewarding aspect of their job. S-25 emphasized that 

'I personally found the freedom in the job very rewarding, e.g. freedom 

of time and freedom to run the courses I wanted to'. Respondents S-19 

and S-27 were more enthusiastic when they talked about freedom and 

autonomy as their reward, 

'Being free to get on the things you want to do. 
Tha t is a tremendous reward. Perhaps that is the 
single most important factor that endears me to 
university. ' 

(S-19) 

'The other one [reward system] which operates in 
this department or probably in other universities, 
by the nature of universities is that - you are 
fairly independent, you are able to pursue your 



own interests, to do the things you want to do, to 
teach the things you want to teach, to work when 
you want to. I suppose if I want to take off and 
play golf tomorrow, nobody would mind, as long as 
my classes are taught and I did produce the kind 
of thing I should produce. I think the largest 
reward is probably you are your own boss.' 

(S-27) 

Other rewards mentioned by the respondents included the 

status of being an academic, sabbatical leave and (unspecified) 

fringe benefits ("perks") attached to the j ob. Although 33 out of 34 

respondents considered themse lves to be rewarded by various rewards suc h 

as promotion , salary, and recognition by colleagues and students, 

staff member S-20 indicated that there was no reward system in this 

department nor in the university, and as a result, his behaviour would 

not be influenced. Respondent S-20 argued that academics should not be 

motivated by 'carrot and stick' and also, as an academic, he had 'very 

strong professional autonomy' and would not be influenced by any 

rewards in the university. 

PERSCNAL FEELINGS 

All respondents were asked about their personal feelings 

towards the reward system. Eleven staff indicated that they were 

happy with the present reward system. In particular, S-15 remarked 

that 'it would be hard to find a better one'. The following comments 

serve to illustrated the typical feelings of these 11 respondents, 

'I am satisfied with it. If there weren't rewards, 
I wouldn't be doing the job or I wouldn't be 
satisfied . It suits my personal and professional 
needs. 1 

(S-24) 

'I am perfectly happy as it is now and the key thing 
to me is that it is flexible. I can certainly see 
injustices in the system with some people, but 
personally, I don 't think the system has done many 
injustices or any injustice for myself.' 

(S-38) 

In direct contrast to these 11 respondents would be staff 

member S-12. His response to the question of personal feeling towards 

the reward system was 'massive tough luck' and he went on to elaborate 

how he felt , 



'I don't perceive myself as being rewarded in terms 
of positive reinforcement apart from the fact that 
I am still getting my salary, but I would say my 
rewards within that proviso have be.en largely nega­
tive in the sense that the university does not 
appear to have a positive attitude towards what I 
do. In a sense it is negative reinforcement . A lot 
of colleagues in terms of international publica­
tions would have no ground to be rewarded, but 
nevertheless they have been rewarded, relatively 
speaking, much more than I have· So in a sense I 
have received negative reward in the withholding 
of positive reward.' 

There are various other criticisms of the reward system by 

the remaining 23 staff members. These criticisms included : 'rewards 

depend on informal evaluation of performance', 'too much emphasis 

being given to research and publications' and 'there is a lack of 

praise in the department'. 

Apart from the theme of being happy or unhappy with the 

reward system, respondents seemed to conunent on the reward system in 

different directions. The following remarks will serve to illustrate 

the diversity of opinions, 

'I think I have come to be able to cope with it [the 
reward system] . I have come to adapt to finding 
rewards and things like personal rewards. I have 
come to recognize that what supportsmeis my 
teaching.' 

(S-7) 

'My strongest feeling is that the H.O.D. should 
really be doing his job, to make sure that 
people in this department are getting a fair deal 
compared to people in other departments for the 
people in this department. ' 

(S-27) 

'Some years ago changes were made in the promotion 
system where responsibility was placed upon the 
staff member to apply for promotion .•. There are 
several members in this department who would never 
think of doing that ... and they got left behind.' 

(S-39) 

'Given the present economic circumstances, I think 
the present formal reward system of salary and 
promotion are going to have some stress points in 
the future ... The informal side of the support 
system - recognition and acknowledgment are 
through publications ... through consultations ... 
will become very important. ' 

(S-41) 
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BALANCE OF THE REWARD SYSTEM 

Twenty four respondents indicated that the reward system 

was not balanced and that the reward system favoured research rather 

than teaching or administration. Among these 24 respondents, five 

remarked that 'teaching is definitely not rewarded'; six of them said 

that 'the reward system heavily favoured research a s against teaching' 

while the remaining 13 respondents commented that research was 

favoured by the reward system. Illustrative of these feelings are the 

following comments, 

'Definitely not. It has got nothing to do with your 
teaching. You don't get rewarded for good teaching.' 

(S-7) 

'No, I think it is weighted heavily in favour of 
research ... If one is coldly cynical about one's 
future,he just wanted to get on, then the obvious 
thing to do is stay home and write your books ... 
I think it is heavily against teaching ... ' 

(S-13) 

Some of these respondents attempted to give an explanation 

as to why the reward system favoured research. For instance, staff 

member S-14 said that research and published works were much more 

visible than teaching and administration while S-42 commented that it 

was the standard academic criteria for research production. 

Of the remaining eight respondents, there was a group of 

three who considered the reward system in this department as balanced. 

As S-38 explained : 

'In terms of promotion, I think an_ attempt is made 
to balance it although in reality I don't think it 
is balanced. For instance, in science more credit 
is given to research as opposed to teaching, and 
that is from my point of view, there might be 
injustice or imbalance in the reward system. I 
think in this department a good teacher has got 
ahead as a good researcher has got ahead.' 

Three other respondents indicated that they were not sure 

whether the reward system was balanced. One respondent perceived the 

reward system as favouring teaching. S-35 argued that the reward 

was biased towards teaching 'because that is where we are accountable, 

that's what we are here to do'. 

The remaining three respondents had different views about 

the balance of the reward system with the following comments serving 

to illustrate their different perspectives, 



'I think peer recognition is greater for research 
than it is for teaching. In terms of official 
recognition, I really wouldn't have a clue. I am 
not sure about the c riteria of promotion.' 

(S-10) 

'I think both teaching and research are relatively 
irrelevant. I think being able to talk a good game 
and conforming to the group and so forth, that 
seems to be the story.' 

(S-12) 

'I don't really think the reward system works as 
reliably as people think it does, because there 
are not so many rewards. I don't really see 
hot-shot researchers are surging ahead ... By and 
large, nobody gets recognized, by and large people 
just inch their way up.' 

(S-17) 

When respondents were asked whether the reward system 

should be changed, five respondents said that they were quite happy 

with the present system and they did not see the need for any changes. 

Six respondents answered that they were unsure. Two of the respondents 

argued that there was no way that the system could be changed, for 

example, 

'You must be joking ... There is just no way that 
things can be changed, you know, as I have indi­
cated, you have to go through the type of hier­
archy that operates within this institution. Un­
less the Minister of Education or the Vice­
Chancellor expect something to be changed, from 
where I am, it is difficult to get things changed.' 

(S-20) 

The remaining 21 respondents all indicated that they would 

like to see the balance restored with respect to teaching and 

research. However, many problems such as the following were raised 

during the discussion as to how the reward system could be changed, 

such as 'it is difficult to evaluate teaching' and 'the bureaucratic 

nature of universities'. Respondent S-41 argued that : 

'It is very difficult because it is a very hier­
archically organized university. The change 
should be attitudinal as well as organizational 
£or it to happen.' 



66 

OVERVIEW 

Various aspects of the reward system operating in this 

department have been discussed in this section. These included 

promotion, salary, intrinsic reward, recognition from c~lleagues, 

reinforcement from students, and freedom and autonomy. The imbalance 

of the reward system has also been pointed out by the majority of the 

respondents. 

SUMMARY 

This chapter has presented a summary of the supporting data 

on the first six of the seven themes that had emerged from this study. 

These six themes are : Induction into the Department, The Roles of 

Academi c Staff Members, Attitudes towards Professional Responsibilities, 

Role Improvement, The Evaluative Procedures, and The Reward System. 

The data for the final theme will be outlined in the next 

chapter. As well, the next chapter will discuss academic professional 

development in relation to role theory. 



Therre One 

CHAPTER FIVE 

DISCUSSICN 

In the last chapter, the supporting data on the · 
first six of the seven themes that emerged from 
the present study have been discussed. Each of 
these themes will now be summarised in relation to 
the findings that emerged, and this will be fol­
lowed by a brief discussion linking these findings 
to relevant research and literature in the field. 
The first section of this chapter will conclude 
with a discussion focussing on the final objective 
of the present study, namely, to suggest recom­
mendations for the professional development of 
academic staff within this department. In the 
second part of this chapter, the theoretical con­
tribution this investigation has made to an under­
standing of the application of role theory in the 
study of academic professional development will be 
highlighted. In particular, reference will be made 
to nomothetic and idiographic factors. 

INDUCrICN INTO THE DEPARIMENI' 
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The major findings in relation to this first theme are 

detailed in Table 4, along with the correspond i ng research o b jective 

THEHE 

Induction into 
the department 

TABLE 4 

INDUCTION INI'O THE DEPARI'MENT 

MAJOR FINDINGS 

1. Those academic staff members who 
had no previous experience or no 
previous association with the 
department, encountered initial 
on-the-job difficulties. 

2. Those academic staff members who 
had previously held an academic 
appointment or who had an asso­
ciation with the department re­
ported they were able to master 
their job during their first 
six months in the department. 

3. Structured assistance for aca­
demic staff during their first 
six months in the dep artment was 
non-existent. 

RELATED RESEARCH 
OBJECTIVES 

To explore the ini­
tial on-the-job 
experiences of 
these a c ademic 
staff members 



68 

Discussion 

The issue of the induction of new staff into a university 

has been discussed, albeit briefly, by some researchers and writers 

(see, Main, 1975; Nisbet and McAleese, 1979; AVCC, 1981) who suggest 

that opportunities for 'advice and guidance by a senior colleague' and 

'attendance at formal courses of instruction' should be -made available 

to new staff. Indeed, the need for systematic induction progranunes for 

new academic staff has been argued by Habeshaw (1980) who conunents, 

'The pressure of gathering material t .ogether for 
lectures, course organization, marking work, 
tutoring and counselling students represents a 
formidable burden for many new staff. Participa­
tion in the course !induction programmes.] sh{juld 
enable staff to separate out the various elements 
of the job, to decide on priorities for action 
and to assist in the implementation of this 
action.' 

(Habeshaw, 1980:50) 

The findings from the present study indicate that there was 

no formal induction procedure for new members of the staff in this 

department. It was found that most of the new staff who had no 

previous association with this department experienced problems when 

they first took up their appointments. This situation did not seem to 

affect new staff members who had some previous association with the 

department (e.g. having pursued graduate studies in this department). 

'lliE ffiLES OF ACADEMIC STAFF MEMBERS 

The major findings to emerge from the data gathered on the 

above theme are listed in Table 5 on the next page. 

Discussion 

In Australia and New Zealand, the Higher Education Research 

and Development Society of Australasia (H.E.R.D.S.A .. ,1980), the 

Australian Vice-Chancellors' Committee (A.V.C.C., 1981) and the 

Association of University Teachers of New Zealand (A.U.T.N.Z., 1979) 

have delineated four areas of professional responsibilities for 

academic staff : they are teaching, research, administration and 

community involvement and consultancy. In the U.S.A. and Canada, the 

identified areas of professional responsibility for academic staff are 



TABLE 5 

TilE ROLES OF ACADEMIC STAFF MEMBERS 

THEME MAJOR FINDINGS RELATED RESEARCH 
OBJECTIVE 

The roles of academic staff members 
The roles of in this department included : To examine the cur-
academic staff 1. Teaching rent professional 
members 2. Research responsibilities of 

3. Administration these academic staff 
4. Work in the community members 
5. Other (e.g. communicating with 

colleagues) 

teaching, research and service (to university and to community) (Imrie 

and Murray, 1980). Literature on professional development activities in 

Britain (Habeshaw, 1977; Nisbet and McAleese, 1979) reveal that at 

least three areas of professional responsibilities can be discerned· 

they are teaching, research and administration. In sununary, the areas 

of professional responsibilities for academic staff that can be 

distinguished are teaching, research, administration and work in the 

community (e.g. consultancy, service). 

The results of the present investigation clearly support the 

findings of these studies and reports in that the academics of the 

present study perceive their professional responsibilities to be in the 

areas of teaching, research, administration and work in the community 

with teaching being identified by the majority of staff as their most 

important role. 

Therre Three ATl'ITUDES 'I'CMARDS POOFESSICNAL RESPCNSIBILITIES 

The major findings on this theme are shown in Table 6 on 

the following page. 

Discussion 

The issue of job satisfaction, while frequently raised in 

industrial psychology and sociology literature (see, Argyris, 1964), 

has rarely been investigated in the tertiary education sector. A study 

by Jones (1981) in Britain, which was reviewed earlier ,in Chapter Two, 

reported that most academics found their job stimul ating and challenging . 
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TABIE 6 

ATTITUDES 'KWARDS PROFESSIONAL RESPONSIBILITIES 

THEME 

Attitudes 
towards 
professional 
development 

MAJOR FINDINGS 

1. The most satisfying aspects of 
their role for academic staff 
members in this department in­
cluded : 
(i) Teaching 
(ii) Professional autonomy and 

RELATED RESEARCH 
OBJECTIVE 

freedom 
To examine the 

(iii)Interaction with colleagues 
attitudes of these 

(iv) Research and publication 

2. The least satisfying aspects of 
their role for academic staff 
members in this department 
included : 
(i) Administration 
(ii) Assessing students' work 
(iii)Lack of resources (e.g. 

producing study guides) 

academic staff mem-
bers towards their 
professional res­
ponsibilities 

Jones further observed that his sample of academic staff members did 

not want to exchange their jobs for any other, but they did see 

definite areas in which improvements were possible (e.g. induction of 

new staff members) . In this regard, the results of the present study 

tend to support the findings of Jones in that no respondent in this 

study appeared to be overly dissatisfied with his/her job, although 

many staff indicated sources of dissatisfaction (e.g. administrative 

duties) and aspects of their employment that could be improved (e.g. 

provision of more resources). 

Teaching students and "relating to students" constituted 

a major source of satisfaction for most of the academics in this 

department and this could partly result from the fact that the 

majority of the academic staff members perceived teaching as their 

most important role. 

Th~ Four ROI.E IMPROVEMENT 

Findings in relation to this theme are presented in 

Table 7 on the page that follows : 
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TABIB 7 

ROIB IMPROVil1ENT 

THEME MAJOR FINDINGS RELATED RESEARCH 
OBJECTIVE 

In this department, no formal or 
sys tematic opportunities for pro- To describe oppor-

Role fessional development of academic tunities available 
Improvement staff were discerned, although to these academic 

'time, encouragement and support' staff members for 
were mentioned as being available improving their pro-
to those who wished to improve fessional competen-
their job related skills. cies 

Discussion 

In the literature on academic professional development, 

reference to specific opportunities for academics to improve their 

professional competencies do not extend beyond brief mention of 

individual consultation, workshops and seminars (Foster and Roe, 1979) 

provided by professional development units in some universities. 

A theme to emerge from the present study is that the 

department unde r i nvestigatio n did not provide formal or systematic 

opportunities for its academic staff members to improve upon their 

skills in the areas of teaching, research and administration or work 

in the community, although some respondents did remark that time, 

encouragement and support were available within the department for 

those who wished to improve their job related skills. 

Therce Five THE EVAIDATIVE PRCCEDURES 

The major findings on this theme are detailed in Table 8 

TABIB 8 

THE EVAilJATIVE PRCCEDURES 

THEME MAJOR FINDINGS RELATED RESEARCH 
OBJECTIVE 

Formal evaluation of academic staff To identify depart-

The. evaluative 
members in this department is not mental and institu-

procedures 
carried out. Any evaluation that tional procedures 
does occur (e.g. by the Head of for evaluating the 
Department) is done on an informal performance of these 
basis. academic members 



Discussion 

The issue of evaluating academic staff members has been 

discussed by several writers including Eckard (1980) who points out 

that academics , 

'have had to survive the ambiguity of unsystematic 
faculty evaluation practices which heavily rely 
on the vague process of intuitive reasonableness.' 

(Eckard, 1980:94) 

A survey by the American Council on Education (Astin and 

Lee, 1967) also concludes that the most frequent sources used by 

departmental chairmen to evaluate teaching are anecdotal reports and 

a review of scholarly research and publications. 
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These conclusions are reinforced by the findings from this 

study which indicate that a formal evaluation of academic staff members 

is not usually carried out and that any which does occur is generally 

informal and non-systematic. 

Theme Six THE RE'WARD SYSTEM 

The major findings in relation to the theme above are shown 

in Table 9 : 

THEME 

The reward 
system 

TABLE 9 
THE RE'WARD SYSTEM 

MAJOR FINDINGS 

1. Academic staff members in this 
department identify the follow­
ing aspects of the reward system 
operating within their institu­
tion : 
(i) Promotion 
(ii) Salary 
(iii)Intrinsic reward (e.g. job 

satisfaction) 

RELATED RESEARCH 
OBJECTIVE 

(iv) 
(v) 

(vi) 

To identify depart­
mental and institu­
tional procedures 
for evaluating the 

Recognition from colleagues these performance of 
Reinforcement from students 
Freedom and autonomy 

2. The formal reward system in the 
institution emphasizes promotion 
through research and publication 
and while some staff members are 
satisfied with this system, 
others feel that the balance 
between teaching and research 
should be restored. 

academic staff 
members 
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Discussion 

It is evident in the results of the present study that the 

majority of the respondents are not happy with the formal reward 

sytem in the university because it appears to emphasize promotion 

through research and publication rather than through teaching. This 

finding concurs with the studies carried out by Eckard (1980) and 

Fenker (1977) which suggest that the reward system operating in most 

universities is biased towards research and publications . 

Fenker (1977), along with Hayes (1971) , and Braunstein and 

Benston (1973), argue that one implication of this imbalance is that 

the teaching performance of academics i s often judged on the basis of 

their research productivity . However, as Linsky and Strauss (1975) 

found, teaching quality and research productivity are largely 

independent of each other for university academics . 

So far in this chapter, summary tables of the major findings 

of this study have been presented and then discussed in the context 

of relevant research and literature on professional development. To 

conclude this first part of the chapter, attention will now be focussed 

on the final research objective, namely, 

'To suggest recommendations for the professional 
development of academic staff within this 
department . ' 

During the study, data were gathered in relation to this 

research objective and classified under the theme of 'Ways of Profes­

sional Development'. This theme, which constitutes the last of the 

seven major themes to emerge during the study , will now be outlined 

and discussed in the context of suggesting recommendations relating to 

the professional development of academic staff in the department. 

Theire Seven WAYS OF PROFESSICNAL DE.VELOP.MENT 

INDUCTICN 

The provision of a systematic form of induction for new 

staff members was highlighted by nearly half of the respondents as an 

important starting point for professional development within the 

department. Among these was S-19 who argued that, 



'Undoubtedly there is a need to set up some sort of 
induction programme for new staff, especially those 
from overseas, They perceive the present practice 
as neglect, and that reflects very badly on our 
department . ' 

A similar feeling was also expressed by S-28 who said, 

' There must be formal orienta t ion for new s taff 
members, not only personal orientation but also 
professional orientation as to what the department 
offers him or her.' 
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Opinions were divided amongst staff as to what form an 

induction progranune should take. Some mentioned instituting a "buddy 

system", while several others noted that a departmental handbook for 

newcomers could be produced and that a senior member of staff could be 

used as a facilitator to explain to new appointees the administrative 

procedures of the department. 

TFAQ!ING AND RESEARCH 

Over half of the s taff membe rs who were interviewed mentioned 

suggestions for professional development which were directly related 

to teaching. These suggestions included 1setting up a teaching group 1
, 

'providing avenues for feedback with regard to teaching' and 'setting 

up progranunes for the improvement of teaching'. A conunon response from 

these staff members was : 

'I think I'd like to see a system where there was 
a [teaching] support in the department that could be 
opted into . . I think that some sort of support 
group for new staff so that they could call on the 
experience of other people, or call someone in and 
say, 'Look, I have trouble with this, would you 
come to my class today and give me some ideas on 
what I am doing, ... and give me some ideas on what 
I am doing right or wrong in this area.1 That is 
the sort of thing I would like to see.' 

(S-7) 

Besides suggestions for professional development in relation 

to teaching, reference was a l so made to research. In this context, 

about a third of the staff members ci t ed professional development 

activities such as ' occasional seminars or workshops on publications 

and research' and grouping people together to further their research 

interests. Respondent S-34 further suggested 



'Someone be relieved of part of his teaching job to 
be allowed to consult and advise staff with their 
research. ' 

OI'HER AVENUES FOR POOFESSIOOA.L DEVELOPMENT 

A number of staff members made general suggestions for 

professional development within the department although no pattern 

was discerned . Several of the respondents, for instance , mentioned 

that 'a more cooperative community' within the department could be 

beneficial to the professional development of staff members. For 

example ; 

'I think what you need is a community. I think the 
notion of a community is terribly important in the 
university. I think there should be a community of 
scholars, that is, people who are committed doing 
research, supporting and reinforcing each other ... 
I think there should be a community of teachers, 
I think we all ought to be committed to the best 
kind of teaching that we can do ... ' 

(S-13) 

Two staff members suggested that the setting up of a teaching 

and research unit in the university would be useful . This idea was 

expanded upon by S-39 : 

' When I was in [Britain ], I had some contact with a 
unit there, set up ... for the improvement and the 
research on university teaching. And I think they 
put out quite a lot of information about how to 
organize this and how to go about doing that, how 
things might be improved and what information re­
search offered in terms of improvement of teaching. 
I think a unit like thi s can be useful here too, 
to provide information to staff on various aspects 
of teaching, researc h and how they might be 
i mproved. ' 

Six r espondents indicated that professional development is 

bes t left to the individual s taff member as S-18 and S-20 indicate : 

'I foun d it difficult to s ee one person questioning 
the other ' s academic integrity and the other res­
ponding in kind. I think there can be individual 
development rather than sticking together.' 

(S-1 8) 

' I am in a position that I don't really want any 
professional development motivated by other 



people. I'd rather do my own motivation, do my own 
development. I am going to be responsible for 
myself,' 

(S-20) 

This theme and the findings that emerged can now be 

surmnarised as shown in the following table : 

TABIB 10 

WAYS OF PROFESSICNAL DEVEIDP.t-1ENT 
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THEME MAJOR FINDINGS RELATED RESEARCH 

OBJECTIVE 

Ways of 
professional 
development 

Discussion 

The academic staff members of this 
department identified the follow­
ing avenues for professional 
development : 
1. Provision of a systematic 

induction programme 
2. Setting up support groups and 

seminars, for teaching and 
research 

3. Other (e.g. encouraging indi­
vidual professional develop­
ment) 

To suggest recom­
mendations for the 
professional deve­
lopment of academic 
staff within the 
department 

Various writers and researchers have reported and argued for 

the need of induction programmes for new academic staff in tertiary 

education institutions (Coordinating Committee, 1973; Main,1975; Imrie, 1979; 

Australian Vice-Chancellors' Committe e, 1981; Baud and Andresen, 1981). 

For instance, in his study of some 400 academic staff in U.K., 

Jones (1981) reported : 

'The desirable changes they [academic staff] see are 
mainly in terms of more systematic induction into 
the various roles they are expected to fulfil ... 
and above all, support in the initial phases of 

the job.' 
(Jones, 1981:21) 

In this regard, the findings of the present investigation 

support the call from the above writers for a more systematic induction 

for new academic staff members in this department. 

Besides suggesting t he institution of more effective induction 
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programmes, the literature in this field also points to the necessity 

for organizing professional development activities based on the needs 

of academic staff (Bristow, 1973; Baud and Andresen, 1980; Chait and 

Gueths, 1981). In this regard, recommendations from these studies, 

such as the provision of workshops and seminars on teaching and 

research for academic staff and es tablishing support and interest 

groups for academics, concur with the needs identified by the 

respondents in the present study. 

On the basis, then, of identified professional development 

needs of academic staff members in this department, two major 

recommendations can now be suggested : 

1. A systematic induction programme is needed for new staff members in 

this department, especially those who have not previously held an 

academic appointment and those who have no 

with the - department. 

previous association 

2. More opportunities should be provided for those staff members who 

wish to improve their professional skills and competencies, 

particularly in the area of teaching and research. Such opportunities 

could be provided by setting up workshops and seminars and by 

encouraging the formation of interest groups within the department. 

OVERVIEW 

The first six themes have now been summarized and discussed 

in relation to the relevant literature and research, and the data of the 

final theme were presented and discussed. Recommendations have been 

suggested towards the professional development of the academic staff 

in this department. 

The concluding part of this chapter will focus on the 

application of role theory in the study of academic professional 

development. 

SGIB 'IHEORETICAL CONSIDERATICNS 

In earlier chapters, it has been suggested that the study of 

academic professional development is still in its infancy and that 

theories underlying this field of study are only now being developed. 

Against this background, it was argued that role theory, despite its 



78 

shortcomings, may provide a basis to a theoretical framework in which 

to consider the professional develo,Pment of academic staff, It was 

pointed out, in Chapter Two, that a start had already been made in this 

direction by researchers such as Kohl (1980) and Jones (1981), To 

overcome some of the conceptual confusion associated with the concept 

of role, the definition adopted in this study was that of the 

symbolic interactionist perspective 

'A situationally related anticipation of behaviour 
held by an individual for incumbents of particular 
social positions.' 

(Bates, 1976 :36) 

On the basis of this definition it was argued that the roles 

of academic staff members may be considered as the product of the 

interaction between themselves and their environment, and that to gain 

an insight into the formation of these roles, it was possible to 

identify nomothetic and idiographic influences. In relation to this argument, 

it was suggested that at least four key concepts from role theory could 

be employed in a study of academic professional development; these 

are : role set, role expectations, role ambiguity and role conflict. 

The discussion which follows attempts to link together these 

concepts and ideas from role theory, which were elaborated in Chapter 

Two, as a basis to a simple theoretical model which may be used in the 

study of academic professional development. The follnwing discussion 

will focus on the nomothetic and idiographic factors influencing 

the roles of acadeEic staff members, and will consider briefly the 

notions of role set, role expectations, role ambiguity and role 

conflict. 

NCMJIHETIC AND IDicx;RAPHIC FACIDRS 

In using role theory to examine the professional development 

of academics in an institution,such as a university or a university 

department, it is possible to identify some of the nomothetic and 

idiographic factors which may have an influence on the roles of 

academic staff members. 

Nomothetic factors are those factors pertaining to the 

social objective reality - that is the social environment of an 

individual. In the context of the present study, for instance, the 
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eval uative procedur es and the reward system can be classifi ed wi thin 

the nomothetic dimension as each relates to the objective social 

reality within the institution for the academic s t aff member concerned . 

I diogr aphic factors, on the other hand , are those relating 

to the subjective perceptions of an individual . In this investigation , 

the attitudes of the staff members towards their professional respon­

sibil ities and professional development can be considered as belonging 

to the idiographic dimension . 

In l ight of the above, Getzels et al (1968) suggest that 

role can be conceptualized as the product of the nomothetic and 

idiographic factors - that is, in the present investigation, the 

interaction between the objective social reality and the subjective 

individual perceptions of the individual (Bates, 1976). This can be 

shown diagrammatically as in Figure II on t he followi n·g. page. 

On the basis of this diagrammatic model, it is now possible 

to explore briefly some of the ways in which theoretical concepts 

(e . g . rol e expectations) may be used to elucidate the role of academic 

staff members . It can be seen from this model that the ' perceived' 

and ' actual ' role expectations for an academic staff member interact 

to influence the role set of th.at person, and can in some instances 

also lead to role ambiguity and role conflict. 

In the present study it was found that the role set of most 

academic staff members within the department centred around the roles 

of teaching, research, administration and work in the community , and 

that for some of these staff,these roles were not seen as being 

mutually exclusive . It was also apparent from this study that role 

ambiguity and confl ict did occur. In an earlier chapter it was stated 

that role ambiguity occurs when a person becomes unsure about what 

his/her precise roles are, and that conflict may result if the person 

is required to carry out more than one role in the same situation . 

The occurr ence of r ole ambiguity and confl ict was most evident in 

relation to the evaluative procedures and reward system used both 

within the department and the institution in which these staff members 

work. For instance , about two- thirds of the staff members indicated 

that teachingr while being their prima ry role within the department, 

was also a rol e which seemed to be given little consideration when 

people were being evaluated for promotion, whereas activities 

associated with the research role of an acade mic: (e . g. publications) 

were given much priority. For some staff members this resulted in role 
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ambiguity and conflict, The outcome of this situation is often stress 

and dissonance (Bidd l e and Thomas , 1966) . 

Having now identified a model relating to some of the 

nomothetic and idiographic influences on an academic s taff membe r it 

is possible t o offer some speculative comment as t o how such a model 

may be used in a study of academic prof essional development . The 

definition of professional deve lopme nt used in this study is 

'in stitutional policies, procedures and practices 
aimed a t assisting academic staff to more fully 
meet their own, student and institutional needs.' 

(Harding e t al, 
1981 : 1) 

On the basis of the above model , it can be suggested that 

these ' institutional policies, procedures and practices' , which can 

be c lassified as nomothetic factors,may only be effective if there 

is a close parallel between the perceived and actual expectations 

of what these institutional arrangements may achieve . It would also 

seem paramount that, prior to impl ementing professional deve l opment 

policies , procedures and practices, any confusion over appropriatte 

stude nt and institutional needs be resol ved as far as possible , 

especial l y in relation to the role se t of academic s taff members and 

any role conf lict and ambiguity they may be experiencing. 

SUM-1ARY 

In this final chapter, the seven themes that emerged from the 

present s tudy have been discussed in re lat i on to the research and 

literature in the field. These themes are : Induction into the 

Department, The Rol es of Academic Staff Members, Attitudes towards 

Professi onal Responsibilities , Role Improvement, The Evaluative 

Procedures, The Reward System and Ways of Professional De velopment. 

Recommendations were s uggested for the professional deve lopment of 

the academic staff within this department . As we ll, the theoretical 

contribution this investigat i on has made to an understanding of the 

application of role theory in the study of academic professional 

development has bee n highlighted . 

A br~ef concluding statement t o the report of this inves­

tigation will now b e presented. It is followed by a bibliography of 

the research and literature that was consulted during the study. 
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CONCLUSION 

The major objective of this investigation has been to study 

the academic professional development of staff members from a 

department of a New Zealand university. 

To fulfil this objective, a case study of the professional 

development of 34 academic staff members from a department in a New 

Zealand university was undertaken . Arising from the data collected 

in this r.ase study, seven major themes were discerned, 

Induction into the Department; 
The Roles of Academic Staff Members; 
Attitudes towards Professional Responsibilities; 
Role Improvement; 
The Evaluative Procedures; 
The Reward System; 
Ways of Professional Development. 

Among the major findings to emerge from a discussion of 

these themes we re 

1. Structured assistance for new academic staff members is non-

existent. 

2. The major roles of academic staff in this department are teaching, 

research, administration and work in the community. 

3. Teaching is the most satisfying,while administration is the least 

satisfying aspect,of the roles of these academic staff members. 

4. No formal or systematic opportunity 

exists in this department. 

for professional development 

5. Formal evaluation of the professional responsibilities of academic 

s taff is not undertaken. 

6. The reward system emphasizes promotion through research and 

publication. 

On the basis of these findings, two major recommendations 

were suggested : 

1. A systematic induction programme is needed for new staff members in 

this department, especially those who had not previously held an 

academic appointment and those who have had no previous association 

with the department. 

2. More opportunities should be provided for those staff members who 

wish to improve their professional skills and competencies, 

particularly in the areas of teaching and research. Such opportuni-



ties could be provided by setting up workshops and seminars and by 

encouraging the formation of ~nterest groups within the department. 

Besides the above outcomes, it has been suggested that this 

investigation has made a contribution to the study of academic 

professional development by focuss~ng upon the theoretical framework 

of role theory. In particular, a model which emphasizes the nomothetic 

and idiographic factors influencing the roles of academic staff members 

has been discussed in the context of how this model could be utilized 

to underpin professional development policies, procedures and 

practices. 

In the area of further research, both the findings from 

this study and the theoretical model presented provide avenues for 

further investigation. In particular, further research may prove 

beneficial in the following areas : 

1. The needs of academic staff members in relation to their own 

professional development. 

2. Ins titutional policies, practices and procedures (such as evaluation 

and rewards) that may influence the professional development of 

academic staff members in universities. 

Finally, in this work, a modest step has been taken in the 

study of academic professional development, although many more steps 

remain to be taken in the effort to provide a better understanding of 

the professional development of academics in universities. 
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ALL ACADEMIC STAFF, DEPARTMENT OF 

Wing Kee AU, Masters Student in Education 

Professional Development of Academic Staff: 

A Research Project 
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Currently, I am undertaking research for a Master$ thes i s on the 

general topic of the professional development of academi c staff in 

universities. I wish to use the _________ University Department of 

as a case study on which to base my research. 

The first phase of my study, which began in early March, was 

concerned with examining the relevant field of literature. Following 

on from this, I would now like to examine what you, as an academi c 

staff member, think about your professional development in this 

Department. 

It is hoped that this study will: 

(a) provide a better understanding of the phenomenon 

of professional development of academic staff; 

(b) lead to poss ible recommendations for professional 

development of academic staff in the Department. 

Should you agree to participate, the project will involve you in 

an interview of approximately 40 minutes with the possibility of a 

follow-up questioPnaire .Confidentiality of information gathered i s 

guaranteed, and no attempt will be made to identify individual 

respondents in the report of the study. 

Thanking you in anticipation of your cooperation, 

Wing Kee Au (Mr) 

Masters Student in Education 

Home Telephone: 74846 
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Ir Massey University 
·.~,~ .. . · ... l . ~ PALMERSTON NORTH. NEW ZEALAND TELEPHONES. 69-099. 69-089. 

I n re ply plc. t ~l' quote· 

Education Deparbrent 

Dear 

I am a r:ostgraduate student in Education at Massey University 

in New Zealand. At present I am undertaking research for a 

Masters thesis on the professional developrent of academic staff 

in universities. 

It has been brought to my attention that you have an interest 

in this field. In view of this, I \'.Duld be rrost grateful if 

you could help rre by forwarding any information (e.g., reprints, 

bibliographies, etc) you may have on this topic. It would also 

be helpful if you could suggest the narres of those colleagues 

of yours at other institutions who may be able to provide 

similar assistance. In return, I shall be delighted to for:ward 

you a copy of my rer:ort when it becares available. 

I look forward to hearing fran you, 

Yours sincerely, 

Wing Kee AU (Mr) 

Postgraduate student in Education 
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1. When did you take up your appointment with this department? 

2. Where were you immediately before that? 

3 . In some detail, would you tell me what happened during your first 

six months in this department? 

Cue: 

How did you know what to do? 
How did you find out information about your work? 
How did you set up your teaching programmes? 

4. What do you see as your roles as an academic staff member and 

would you list them in tenns of their priorities to you? 

5. What opportunities have been provided by the department since 

you have been here to enable you to improve your 

(i) teaching and research, 
(ii) administration and any other activities relating to 

your job? 

6. What procedures are you aware of that the department adopts 

to evaluate your 

(i) teaching and research, 
(ii) administration and any other activities relating to 

your job? 

7. What type of reward system do you think operates within this 

department relating to your job? 

Cue: 

How do you personally feel about the system? 
Do you think the reward system in the university is balanced 
with respect to teaching and research? 
Does it need to be changed , and why? 

8. What do you think are the most appropriate ways that the 

department can promote the professional development of its 

staff? 

Cue: 

Do you think there is a need to set up any sort of formal 
programme of professional development ? 
Do you think it should be made compulsory for staff to 
participate? 
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9. Are there any other related conunents or observations that 

you would like to make? 

10. Thank you very much for your time and cooperation. I really 

learnt a lot from the conversatio n today. I shall go back and 
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read the transcription of thi s interview 

may I come back to see you? 

If I have any questions, 


