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I      THE CONTEXT

Until a few years ago Australia had a binary system of higher education with universities
and colleges/institutes. Did universities and colleges have different cultures and values? If
they did, how will the new institutional values be shaped? University staff in several
Australian universities are fighting the proposed or enacted amalgamations with colleges
on the very ground of incompatible cultures. Colleges and universities certainly had
different functions. Universities were founded to provide education in the liberal arts and
for the professions. Colleges usually were founded to provide specific technical/vocational
courses, e.g. in mining, teacher education, agriculture, trades. The CAE sector, too, formed
after the Martin Committee had published its recommendations was vocational in
orientation, serving a wider clientele in response to societal, particular employers' needs.
The differences were acknowledged and maintained, even though the two sectors gradually
converged.

What were these different values, what were the different practices, and how does the past
affect the present and possibly the future?

Universities, in particular the older ones, were elitist - they were able to select the best
qualified students and the best qualified staff. Though the different generations of
universities had somewhat different goals reflected in their different organisation, for
example, they all strove to attain a reputation on excellence in research, and some at least
prided themselves also on excellent teaching. Universities, of course, modified their elitism
- they did respond to demands for more social justice and equity in access to universities;
they were first to establish academic development units to enhance teaching in the
universities; they were interacting with the professions if not with industry. 

The professional courses were accredited by the professional associations, but the slant
was always theoretical. It was assumed that graduates would need to acquire some more
specific technical skills once they got into the workforce. They were being equipped at
university with the knowledge and skills to adjust to such demands. 

With the growth of the CAE system the colleges developed from single-purpose
institutions to multi-purpose ones, with the core often teachers' training programs. Courses
were vocational and teaching became the primary task of staff. In many institutions the
academic hierarchy was connected to the degree of responsibility and initiative in teaching
areas, particularly in course development. Unlike their counterparts in the university
sector, college lecturers and senior lecturers had specific functions. One could be 'acting
senior lecturer'; rank depended on the functions being exercised, regardless of the quality.
In universities one was appointed or promoted to senior lecturer on past achievement
primarily in research. 

The conception of academic work and how it was rewarded differed fundamentally. In
universities academic staff were seen as experts in a particular area of their discipline and
were thus given autonomy to teach particular subjects how they saw fit. Neither their
teaching nor their research output was monitored. The status hierarchy was fluid and
related to achievement in research - a lecturer who excelled in research could move
through the promotional ranks quite quickly without his or her teaching tasks changing.

In colleges, the hierarchy was rigid and the availability of positions, not merit, determined
how many senior lecturers or principal lecturers there were in a particular college. This
caused to some extent a 'public service' mentality, where staff were very observant of
their rights. The bureaucratic administrative system which went with it compounded this.

In contrast, in the universities the organisation of academic work differed vastly in the
different departments and was part historical part continually renegotiated. The autonomy
of the individual academic was largely respected and bureaucratic interference or
regulations comparatively mild.

From the beginning of the establishment of the CAE sector, some of the colleges, both
administrators and academic staff, strove to re-create some of the conditions of the
university sector: funding for research, opportunity for research, higher degrees for
academic staff. In the latter years of the binary system many colleges, in particular the
large institutes of technology, were approximating some of the universities in staff
qualifications, research output, and certainly quality of incoming students as measured by
entry scores.

The new universities, the amalgamated and reconstituted institutions in the UNS, can



emphasise in their mission statements goals which may derive from their former identity,
if any, or represent a new consensus in an amalgamated institution. Mission statements
and goals tend to be very broad, and indeed, in all institutions in Australia we would
expect to find a range of academic values, many of them quite opposite to the ones
espoused. Nevertheless, whether an institution commits itself to the pursuit of truth, to
professional education, to serving local community or regional needs or aims to provide its
students with the best possible education, has some bearing on resource allocation, on
expectations of academics and their work and will be reflected also in selection, tenure
and promotion procedures.

In the UNS former college and university staff now work together in amalgamated
institutions. It has become increasingly important to understand academic work in
particular contexts. It has also become important to re-evaluate and revalue academic
activities. Boyer notes how the intellectual development of students was once the primary
goal of American higher education; how service was then added as a mission and how
research has since the middle of this century become the overriding concern of the whole
system, even where the espoused mission is still undergraduate education. Boyer pleads
for a new conceptualisation of academic work which should be seen as consisting of four
separate but overlapping functions. He sees all as scholarly activities and hence calls them
the scholarship of discovery, the scholarship of integration, the scholarship of application
and the scholarship of teaching. Rice, working with Boyer also uses the overarching
definition of academic work in all of its form as scholarly related to knowledge. He
distinguishes between advancement of knowledge, integration of knowledge, application of
knowledge and representation of knowledge. 

This paper aims to clarify the diversity of values and work patterns and raise questions
about the balance of priorities and values in the UNS. With Boyer and Rice we argue, and
have argued that teaching must be defined as a scholarly activity. The very notion of
scholarship gives teaching, consulting and service credence as academic activities.

1      The Study

This paper draws on a survey of academic staff across the binary line and with focus on a
few disciplinary areas, on interviews with academic staff and on promotion criteria in a
number of amalgamated institutions. 

In 1989, as part of an ARC funded project, we surveyed academic staff across Australian
higher education institutions in Arts, Social Sciences, Health Sciences, Engineering,
Science and Commerce/Law to get an indication of their self reported academic activities
and values. 

Interviews so far have been conducted in several institutions with a heavy applied
emphasis, as institutions in the former CAE sector tended to be. This means that
application of knowledge rather than discovery or creation of knowledge through research
is valued and practised by many. Yet within each institutions, within each department
there were also colleagues with very much a 'university', cosmopolitan or discipline
orientation. The researchers were in (sometimes successful) competition with colleagues in
other universities, while others had spent most of their time teaching and in professional
and service activities and were now reacting to the institutional push for more research.
The tension between these two groups, and indeed the dominance of university values over
college values, has contributed as much to the demise of the binary system as Dawkins.
Indeed, without the shift in values and functions the abolition of the binary line would
have made no sense at all.

II     ACADEMIC WORK AND VALUES IN DIFFERENT INSTITUTION TYPES
       AND DIFFERENT DISCIPLINES

In another paper we detailed some of the differences in academic practice between the
different sectors. With regard to specific academic work activities, there were vast
differences between the institutions and disciplines, but also when we compare what
academics did in the same disciplines across institutions. Very clearly the official
functions together with work opportunities influenced what staff did.  University
academics in all disciplines scored highest on receiving external research grants, on
supervising Honours, Masters and PhD students, as may be expected, on maintaining
professional contact with colleagues overseas, on delivering conference papers in their own
research area, and on serving on editorial boards or being editors themselves. Clearly, they
were part of the wider disciplinary communities. They also participated more in the peer
review activities of refereeing articles for journals and proposals for funding agencies in
all areas. University academics, then, engaged more often in the scholarship of discovery
or advancement of knowledge than their college sector counterparts.

On the other hand, college sector academics were very involved in the scholarship of
application and of teaching and in application of knowledge. They reported more often in
all disciplines but law that they had developed a new method of teaching a subject, and
published an article or delivered a conference paper about the teaching of their subject.
Staff from the CAE sector also consulted more often for industry, commerce or



government. But there were variations: university, not CAE, academics most often did
consultations in the older professions of Engineering and Law, whereas in the less
traditional consulting areas of Arts, Social Sciences and Science, but also Commerce
academics from the more vocationally oriented CAE sector consulted most often.

Consulting is part of a service orientation, and so is the provision of continuing education
activities for practitioners. Here too, we have the same pattern, with university staff in the
traditional professions of Engineering and Law consulting more often than their CAE
counterparts, and in all other areas CAE staff consult most often.

From their work activities and their academic orientation, as reported in the paper
mentioned, it was clear that more university staff were 'cosmopolitans', oriented  to the
wider disciplinary community from where they derived recognition and inspiration. In
contrast, many of the college staff were 'locals'. They were service oriented, providing
these to their internal constituents - students, and external ones, namely employers and
practitioners.

Overlapping these two areas of academic activity, namely knowledge creation and
discovery through research, and knowledge application through extension and consultancy
work were scholarly activities of integrating, sharing, communicating knowledge. The vast
majority of staff in both sectors engaged in informal discussions with colleagues about
common research interests, participated in staff-postgraduate seminars, delivered one or
more conference papers in their research area, used ideas from their own research in their
teaching. The scale of the research activities of college staff may have been smaller; after
all, the colleges were not funded for research; their opportunities for attendance at
overseas conferences may have been smaller - although there were Professional
Experience Programs in colleges. Hence smaller proportions of college than university
staff - but still more than half! - participated in joint research projects and maintained
professional contact with colleagues overseas.

In this paper we also draw on other findings from our research. We constructed three
scales on academic values from a variety of statements to which respondents indicated the
extent of their agreement on a five point scale (strongly disagree (1), disagree, neutral,
agree, strongly agree (5)). A mean of 5 would show that all respondents strongly agreed
with the items on the scale. The scales were Academic Motivation, Good Teaching
Practices, and Commitment to Student Independence. A fourth scale, Teaching-Research
Synergy, tapped into academics' experience of the complementarity of teaching and
research.

1      Academic Motivation

The Australian Vice-Chancellors' Committee recently commented on the functions of
Australian universities (including the new ones),

       Australlian universities are a part of a world-wide internationally recognised
       community of higher education and as such have, in common with their
       international peers, a particular responsibility to create, preserve and transmit
       knowledge, and to uphold those values in a society which contributes to those
       purposes.

Academics, university academics at least, have seen themselves as intrinsically motivated
with a love of their subject and a disinterested pursuit of truth, knowledge or application
of knowledge to particular problems. We may say that it is this intrinsic motivation which
makes academics commit themselves to their scholarly activities not as a job but as a
vocation, profession and hobby; which sustains them despite deteriorating working
conditions and salaries. This academic motivation we claim is necessary for much
academic work to be more than a job, for it to be a scholarly work. To what extent do
staff from the former different sectors of higher education share this academic motivation,
so necessary to maintain and develop university values as expressed by the Vice-
Chancellors - and, no doubt, endorsed by the university community?

The Academic Motivation scale consists of six statements. While some of these are
focussing on research, they do not address opportunity or time spent, but only the intrinsic
satisfaction one gains from scholarship. Thus the items are applicable to academics
throughout higher education.

The following differences were found between institution type and disciplines by
univariate analysis:

                                           Table 1

                                     Academic Motivation

               Institution type                            Mean   n

               University                                  4.01   560
               CAE                                         3.81   118
               Large Technical College/Inst.               3.79   180



               Subject area                                Mean   n
       
               Social Science                              4.07   120
               Arts                                        4.12   125
               Science                                     3.96   237
               Engineering                                 3.76   131
               Health Sciences                             3.78    78
               Commerce/Law                                3.92   146

Health Sciences and Engineering show the lowest levels of agreement with the items
comprising the scale, 73 % and 86 % respectively. The highest level was for Arts with 88
% agreement. There was virtually no disagreement. One may speculate why this is so.
Certainly the items in the scale are espoused academic values with which one would not
want to disagree. The neutrality of some staff, however, particular in the professional
courses indicates that while not opposed, the values are not central for a significant
minority of staff. 

Significantly more staff in the university sector endorse these values. Indeed, a breakdown
by subject area and institution type showed that in all areas but Health Sciences intrinsic
motivation of university staff was the highest. In the universities, academic motivation
was very clearly correlated with (a) staff's interest in research, and (b) with how staff
judged themselves as researchers: the more staff were oriented to research, the higher their
intrinsic academic motivation. And also, the higher they judged their quality as researcher,
the higher was their academic motivation. In the CAE sector, there was a clear continuum:
the more staff were oriented to research, the higher their academic motivation. However,
the actual quality as researcher did not influence academic motivation as such.

This is an important result. If we value intrinsic academic motivation in staff we need to
enable them to become interested in research and involved in research of some kind.

This creates a dilemma as to the balance of academic functions and to the status and
priority given to each. One way out of the dilemma is by accepting the above definition of
academic work. In our study some of our academics were heavily involved in knowledge
application, knowledge representation/transmission, or rather knowledge communication
and knowledge integration, whereas others also engaged in the discovery and creation of
knowledge. The intrinsice academic motivation as defined by our scale would be vital for
the integration and creation or discovery of knowledge. Other values are more likely to
inform the application and communication of knowledge as scholarly activities.

2      Good Teaching Practices

The second scale consists of self-reported teaching practices which define teaching as a
scholarly activity with a commitment to facilitating student learning. Ten items addressed
satisfaction from teaching, keeping up-to-date, giving and getting feedback, helping
students.

                                           Table 2

                           Good Teaching Practice - Means
              
              Institution type  

                  Univers.      CAE      IT/UT
     
                  3.78          4.07         3.85     

              Subject area

         Social         Arts      Science    Engin.   Health      Commerce/
         Science                                      Science     Law

         3.87           4.01      3.80       3.73     4.10        3.70

We can see that there was a very high level of agreement with the scale, ie most
academics profess to be practising good teaching. CAE staff had a significantly higher
mean than university or Institute of Technology staff. Indeed, 85 % of CAE staff agreed
or strongly agreed with the items forming the scale, in comparison to 72 % of university
staff and 81 % of Institute of Technology staff. This difference is not due to disagreement
with the items but to a non-committal (neutral) response.

If we look at the disciplinary differences we find significant differences, with Health
Science staff having the highest mean (90 % of staff agreed with the items), followed by



Arts staff, and Commerce/Law staff the lowest.

It is interesting to speculate why academics in Health Sciences with the lowest academic
motivation self-report so unanimously good teaching practices. Is it their professional,
clinic-based background, their concern for the education and training of practitioners? Is it
that their energies are concentrated in teaching, not diverted by research obligations or
expectations? Is it their 'people' orientation in contrast to, for example, engineers who
though also training professionals are more task oriented?

                                  Table 3

         Means on Good Teaching Scale by Institution and Discipline

                                             Univ.s   CAES        IT/UT
     
         Social Sciences                     3.67     4.16        3.90
         Arts                                3.98     4.28        3.61
         Science                             3.76     -           3.91
         Engineering                         3.72     3.63        3.79
         Commerce                            3.60     3.91        3.71
         Law                                 3.76     -           3.70

A breakdown by subject area between institutions shows that only in Law did university
staff proclaim most often good teaching practices. In Social Sciences, Arts and Commerce
it was CAE staff, and in Science, Engineering and Health Science staff from the Institutes
of Technology.

In the university sector there is a significant correlation between staff's academic
orientation and their good teaching practice - the more staff are oriented towards teaching,
the more they report good teaching practices! In the CAE sector the very high means vary
little. In the university system with its strong expectation of research performance, perhaps
it is only those with a strong teaching orientation who can 'afford' the often time-
consuming good teaching practices. A previous study in one old university found that
those with strong teaching orientation tended to receive higher student evaluations of
teaching.

3    Commitment to Student Independence

One of the espoused values of tertiary institutions is that we want to educate students to
be independent learners, graduates with a commitment to lifelong learning. The scale was
formed of five items only.

                                             Table 4

                        Commitment to Student Independence - Means

                                             
     Institution type             

         Univers.       CAE       IT/UT

         4.18           4.28      4.08

     Subject area

         Social         Arts      Science    Engin.   Health      Commerce/
         Science                                      Science     Law

         4.34           4.47      4.01       3.95     4.30        4.18

There is virtually no disagreement on this factor, so that the significance of this result
appears due to the lower strength of agreement with student independence by Institute of
Technology staff. CAE means were highest, and both CAE and university means were
significantly higher than the means of Institute of Technology staff.

This is not a sector difference but due to the complete absence of science staff in the CAE
sector. Looking at the disciplinary means we see that Engineering and Science had by far
the lowest mean. Academics from these areas represented 48 % of University respondents
and 57 % of Institute of Technology respondents. On the other hand, Arts, Social Science
and Health Science respondents were 80 % of CAE respondents, but only 34 % of
University, and 25 % of Institute of Technology respondents.

                                  Table 5

     Means on Commitment to Student Independence by Institution and Discipline



                                  Univs.              CAEs                   IT/UT

     Social Sciences              4.37                4.34                   4.21
     Arts                         4.50                4.46                   4.28
     Science                      4.03                -                      3.99
     Engineering                  3.94                3.95                   3.97
     Commerce                     4.11                4.09                   4.07
     Law                          4.38                -                      4.19

There was a very high agreement with the items comprising the Commitment to Student
Independence Scale. In all disciplines but engineering university staff scored higher levels
of agreements with the statements than staff from CAEs and Institutes of Technology, with
the highest level of agreement in university Arts departments. One could venture to say
that the commitment to student independence even overrides some of the 'good' teaching
practices, or perhaps that 'good' teaching practices are not by any means a universally
agreed on notion.

4    Teaching - Representation of Knowledge?

The scales on good teaching practice and commitment to student independence are
informed by our view as to what constitutes good teaching. We noted that those practices
which comprised our good teaching scale were very much more often carried out by staff
in Arts, Social and the Health Sciences. Is this due to different perceptions of good
teaching or does the quality of teaching differ between the disciplines?  

For some of our respondents, mainly scientists, teaching is very much representation and
transmission of knowledge; it is content focused with the teacher as expert. One of our
scientists commented that for him the challenge of undergraduate teaching is selecting,
ordering content and and making it understandable. And another:

     The idea of teaching is to convey knowledge in the most effective and efficient way.
     It's like manufacturing motor car, you want to do it in the most effective and efficient
     way.

For others it is far more than representing or integrating knowledge for and to students. It
is enabling students to use the knowledge, and certainly in professional courses, to use the
knowledge in professional contexts and to be a professional role model. These conceptions
are still very teacher- and content/skills centred:

     Students have to be taught how to think, how to analyse a problem, how to
     communicate clearly. We try to emphasise those skills in particular contexts relating
     to certain aspects of computing. So I guess we're trying to turn people into a
     professional. (Computer scientist)

We noted that in the Health Sciences there is a strong commitment to good teaching
practice and to promoting student independence. Clearly, some academic staff like those in
the Health Sciences see themselves as teachers, others identify with their discipline and
are physicists, historians, economists. Both groups can be content oriented. 

There is another, overlapping, distinction, between those who are discipline-oriented and
whose values are anchored in the discipline, and those who are student oriented. Our
interviewed nursing academics were far more student-centred than the physical scientists.
We also noted that the reality of the curriculum and teaching/learning context might
influence teaching practice which then rather differs from the espoused educational values.
Here are some academics teaching nurses:

     One of the problems here is we're always talking about promoting independent
     learners. We're all pretty much aware of the contradiction  here because at the same
     time it's a very structured course, it's a very contextual structured course, so we want
     them to be independent learners, but we have them 25 hours of face to face teaching
     a week and a lot of the assessment and the content of classes not even open to learner
     negotiation. 

Another nursing academic agrees,

     I guess my philosophy is very much that the student takes responsibility for their own
     learning, and I believe they should have a lot of freedom of choice in their learning,
     and their ability to learn in the way that suit them best, none of which they get here.... 
     I enjoy the small group work, but I still find that a lot of the time the students are not
     capable of taking responsibility because they're not given choice and they've got far
     too much content to deal with, there's no ability for them to take in what they've
     learnt and use it because they're just getting more and more content shoved into them.
     

Two social scientists talk about the development of intellectual skills and attitudes in
students, indeed about empowering students:



     I feel very strongly the most important part of teaching is the development of the
     student's intellectual skills, and that's what it's all about. The subject matter is very
     much secondary. So I would say first and foremost intellectual skills, I would say
     second to that a professional orientation, a sort of capacity to understand, to apply, to
     apply knowledge, to have a commitment to service orientation, to have a, you know,
     professional identity, and the subject matter through which you do that is almost
     irrelevant. So intellectual skill comes first and so therefore you can select from the
     knowledge base at random. Certainly, if you look at the sorts of units that I teach,
     those beginning units and those end units, I have the luxury I suppose, in a way of
     being able to nominate what you think at that time is important. So I can use different
     subject matter.

     I would like to help the students come out first of all with some excitement about the
     world of learning. Whether they go on to advanced degrees or whether they do not,
     but it can be exciting to know about these things. And I would like them to come out
     with some of the skills that will allow them to have control over their own life, and
     their profession and their profession in general. So I would like them to be able to
     think critically, to be able to analyse and pick out of some of the things they read the
     most important parts, and then to be able to critically evaluate those things. And if
     they can do those things, then I think they'll do all of the things we talked about in
     terms about us putting out professionals that are confident and such. The other thing
     comes over, I think, in almost everything I do teach, though I would like them to
     come out with just the fact that there is no one way of looking at the world. 

The tension between discipline orientation and student orientation can provide a conflict
for student oriented staff in programs which draw on a number of disciplines. Chemists,
geologists, physicists, mathematicians with a stronger content focus nevertheless all try to
make their discipline 'relevant' in service courses and to serve their students well. But
should science to nurses be taught differently from science to future scientists? One of our
respondents was experiencing real distress because the value of integration of knowledge
was not recognised in the new amalgamated and now discipline-driven university:

     Obviously, a university background in content is important, but I place an enormous
     amount of importance on teaching, and this has been the policy of this department
     until let's say, three years ago when things started to change. We would employ
     somebody with a teaching background who might have only a pass degree, well ahead
     of a lot of Ph.Ds, well ahead of most Ph.D.s because, once again, it's a difference in
     emphasis. We've seen teaching skills, proven teaching capacity as being very very
     important, and that's one of the great tragedies of the amalgamation, because I feel
     convinced that that will be lost.  Because in the universities, speaking in broad terms
     anyway, teaching capacity is not rated very highly nor considered very much in
     making appointments. The big emphasis is on research. ... What I'm trying to achieve
     is that they end up with a working knowledge of the science that they need in their
     future functioning as professional nurses. Now I'd be adopting a different approach if
     I were training chemists or physiologists, but that's the point you see, the methods
     and approach that I use, the nurses are going to be different. Not less rigorous, please
     note that, that's an important distinction. In other words, I'm not saying that I'm
     watering it down but what I'm doing is selecting content and perhaps events, to some
     extent teaching methods, so that they are most appropriate for the students involved.
     So I put the emphasis towards the needs of the students, rather than the traditionally
     accepted ideas of the discipline itself.....  To me, I will always rate the needs of the
     students ahead of the purity or integrity of the discipline or whatever people care to
     call it. 

From the above comments on teaching, it is clear that for many staff teaching is far more
than transmission of knowlege, that they see it as facilitating learning of individuals, and
that in terms of knowlege, their own role as teachers is not only representation or
communication but integration of knowledge. This applies to some teachers in all
disciplines, but from the interviews, previous work it seems that there are disciplinary
differences in how academic teachers see the process of education. Across the disciplines
there seems to be a consensus of what qualities we are looking for in graduates, but the
process in getting there is viewed differently. A comparative evaluation of the qualities of
graduates has not yet taken place and we are not trying to comment on this.

5    Teaching-Research Synergy

Part of the rationale for this project was the notion widely upheld by university staff not
only in Australia, that for university teaching, research was necessary. The notion
generally was that teaching and research benefited each other, although we do know that
most staff also  experience a conflict of interest now that teaching loads and demands for
accountability have increased, the student body has become more diverse and individual
students need more attention, at the same time as institutional pressures on staff to obtain
external research funds and to publish has also increased.

The scale draws both on academics' experience and beliefs as to the interrelationship of
teaching and research. 



                                  Table 6

                        Teaching-Research Synergy - Means

     Institution type                        

         Univers.       CAE       IT/UT

         3.67           3.71      3.48

     Subject area

         Social         Arts      Science    Engin.   Health      Commerce/
         Science                                      Science     Law

         3.83           4.01      3.48       3.35     3.72        3.65

The anova for the comparison by institution type shows staff in the Institutes of
Technology having a significantly lower mean than staff in the other two institution types.
However, this difference, again, appears to be due less to disagreement than to a large
proportion of staff (45 %) in the Institutes of Technology being non-committal, ie neither
agreeing nor disagreeing.

When we consider the disciplinary differences, we note that there are significant
differences. Science and Engineering staff have lower means than staff from the Arts,
Social Sciences and Health Sciences.

The highest teaching-research synergy is experienced by academics in university Arts
departments. Social Science, Science and Engineering staff in universities also experience
higher synergy than their colleagues in the CAE sector, whereas in the Health Sciences
and in Commerce, CAE academics, and in Law academics from the Institutes of
Technology experience highest synergy.

In universities, there is little correlation between one's interest in research and teaching-
research synergy. Indeed, the group of staff who experienced most teaching-research
synergy were those who were interested in teaching and research. On the other hand, if
we consider self-rating of research quality, not interest, those who saw themselves as
outstanding researchers also experienced highest teaching-research synergy (mean 4.81!).
This applies to a lesser extent also to teaching: Those who rated themselves as outstanding
teachers experienced significantly more often teaching-research synergy (mean 4.02) than
those who did not rate themselves as highly. In academics' own judgement clearly
outstanding teachers bring into their teaching something from their research; outstanding
researchers see themselves doing it even more often. 

The results for staff from the CAE sector do not show the same pattern. Self-assessed
quality of oneself as teacher or researcher has little (and no systematic) bearing on how
staff experience the teaching-research synergy. This may be due to staff in the former
CAE sector having to carve a niche for themselves in research, as research was often an
'extra'. Clearly it had not flown into general academic work practice even as late as 1989
when the binary line was being dismantled. 

In summary we may say that slightly more than an average proportion of staff in the
Social Sciences report good teaching practices. They are highly committed to promoting
student independence, experience a fairly high level of teaching-research synergy and have
high intrinsic academic motivation. 

There is large-scale consensus among Arts staff with Arts academic scoring highest on
promoting student independence, academic motivation, teaching-research synergy and
second highest on good teaching practices. Indeed, university Arts academic scored highest
on promoting student independence, on academic motivation, and on teaching-research
synergy, and academics in CAE Arts department scored highest of all on Good Teaching
Practices!

Science staff seem to have different academic values and practices. Their academic
motivation is about 'average', and not as many science academics report good teaching
practices or practices that promote student independence. In their own work they also
experience less teaching-research synergy. In many of their scores they are similar to
Engineering staff. University science staff score higher than their colleagues on promoting
student independence, on intrinsic academic motivation, and on teaching-research synergy,
while their colleagues from the Institutes of Technology scored highest on good teaching
practices.

Engineering staff show the lowest academic motivation, least commitment to student
independence, experience least teaching-research synergy, and report below average good
teaching practices. University engineering academics scored higher on academic
motivation and teaching-research synergy than their colleagues from the CAE sector,
whereas the Engineering academics in the Institutes of Technology scored highest on good
teaching practices and commitment to student independence, although scores did not vary



much on these items.

Health Science staff are akin to staff in Arts and Social Sciences in areas concerned with
students, e.g. good teaching practices and promotion of student independence. In the areas
which tap into their values as academics, e.g. academic motivation and teaching-research
synergy, they seem to be more like science and engineering staff. Health science staff in
Institutes of Technology scored highest on good teaching practices and academic
motivation.

Commerce/Law staff were on all aspects somewhere in the middle. In Commerce and Law
university staff scored highest on student independence and academic motivation and in
Law also on good teaching practices.  

6    Knowledge Integration - Teaching, Research and Scholarship

Knowledge integration is very close to a more narrow definition of scholarship which
spans teaching and research, namely "the analysis and interpretation of existing knowledge
aimed at improving, through teaching or by other means of communication, the depth of
human understanding." Many of the activities respondents described when talking about
developing new courses or how they kept up-to-date where 'scholarly' in this sense and
where taken as vital to teaching and as a prerequisite by some to find research problems. 

A social scientist:

     I do not think by definition you can be a good teacher by not having been involved in
     scholarship  - at least in the way I define it - because a lecturer should be doing in
     lectures, I think, or in small groups, the types of things that I define as scholarship.
     They might be doing it at a level where they wouldn't publish it in a refereed
     international journal, but it's still scholarship at some level. So those two could go
     tremendously together. Besides, they have to keep up to date and scholarship is one
     way of not only just keeping up to date but also making sense of it. It's very
     interesting because I was involved with a research project of one of my colleagues
     here when we were looking at attitudes of the academics in the information field
     towards research and scholarship. And one of the things we found is that there is a
     tremendous concern about keeping up to date. So when you ask people about
     scholarship and research they always talk about research being going up to the library
     and getting a new journal, or scholarship reading the new journals. But they never
     talked about what happened then - the sort of integration of that in their own mind
     and such. It was just keeping up to date which itself isn't scholarship. 

Nursing academics have the same concern, often connected with practice.

     Scholarship in our discipline means developing a body of original ideas. We like to
     think about being a profession and yet we don't give kudos to professional activities
     and I think that we need to have time and guidance to understand clinical research, so
     that clinical practice derives from that research which it doesn't in the field, and I
     think there needs to be close liaison between nurse academics and nurse practitioners
     so that we can all improve practice in that way.

And another nurse:

     Scholarship is, I think, about people questioning what we do, nurses questioning what
     they do, looking at what they do, debating what they do and being honest in their
     evaluation and then trying to find out better ways of doing it and also getting
     involved. I think scholarship in nursing involves getting in the overall political debate
     about resources for health care and those groups who are not being looked after, like
     Aboriginals, like women even to the extent of women being bashed and no refuge
     centres. To me I think nurses should be involved in those sorts of social issues, that's
     what I believe is about scholarship. If we look at the problems in our society today,
     they're about those issues and if nurses really say that they care about the welfare of
     society, well I think that people's health isn't going to be any good if we don't look
     after those social issues.

Indeed, in several other areas, new to to academic and university-based study, academics
had great difficulty with the notions of scholarship and research and related both back to
practice.

In more established areas, however, the integrating role of scholarship is recognised. A
senior geologist defined scholarship as:

     Scholarship I would see as meaning maintaining the knowledge base of the subject by
     activities like writing, professional reviews perhaps to some extent mounting specialist
     courses, writing advanced texts on specific parts, that's what I would see as
     scholarship, not necessarily pushing back the frontiers of the science but seeing that
     the science doesn't collapse back in on itself because parts of it are forgotten. 

There was little value clash in this area. Integration of knowledge, scholarship as attitude
and practice was generally valued. 



7    Discovery and Creation of Knowledge - Research

Research was carried out in both universities and colleges. When we speak of research
orientation, when the interviewed staff spoke of pressures towards research, it usuallys
refers to the curiosity-driven research which was the province of the pre-1987 universities.

In some fields, notably some newer areas, there is very little notion of what research may
be. Others defined 'research' quite mechanistically or technically, while seeing
'scholarship' as the broader activities, imbued with more values and wisdom.

A geologist from the old CAE sector:

     Anyone can do research, I mean you can just decide what you'd like to find out
     about. But to me [scholarship is different]. I mean I don't consider myself as a really
     good scholar, I've been at this institution quite a number of years and for a number of
     years all we did was teach. Whereas I'm a fairly competent researcher, I wouldn't say
     that I was a top scholar. 

A senior physicist:

     Research and scholarship are not synonymous. You can be doing research without sort
     of being involved in any scholarly activity. I think, I mean market research to find out
     why people drink Coca Cola rather than Pepsi I don't classify as being scholarly. I
     don't think it's advancing knowledge in any sense at all, although it might be
     extremely useful for the marketers of Coca Cola. It's got nothing to do with the
     advancement of knowledge. 

But others did define research in terms of working at the frontiers of knowledge.

How did staff see research and scholarship relate to good teaching?

The majority of interviewed staff did not feel that extending the boundaries of knowledge
oneself was necessary for being a good teacher, only awareness of where the boundaries
were. However, respondents who were active researchers were more likely to feel that
research benefits teaching, even though it might not be vital.

A chemist with strong university background, reflecting on whether one needs to be active
in research to be a good teacher: 

     I think teaching and research syllogistic. When - the word 'good' is a funny one
     there. I think what you mean by good, where there is a good presenter of information,
     the answer is 'no'. But where there is a person who can excite a student and relate to
     that students that sense of enthusiasm you get from research, the answer is 'yes', and
     so I'm a great believer. In my experience, all the good teachers I've ever met have
     also been active in research in some form or other.

A senior geologist feels similarly:

     To be a good teacher at a senior level it's important either to be involved in research
     or to be involved in some other sort of scholarship, for example making major
     reviews of the subject, or perhaps working as an editor, or an editorial consultant for
     a professional publication. There are some other activities that one couldn't strictly
     call research which are, they're a mechanism by which one keeps very up to date in
     the subject. I guess it's being very up to date in the subject rather than necessarily
     being involved in research is the first thing. Of course, if you are involved in research
     then you have a much better appreciation of the problem than students who are
     involved in research for the first time. That's in the case of our project students and
     all our graduates must do that subject. 

There is a general acknowledgment that teaching at undergraduate level and advanced or
postgraduate level requires different levels of scholarship or indeed research.

A geologist:

     I think senior teaching is to some degree research driven, I don't think you can teach
     senior classes in a rigorous science without being involved to some extent in research
     or other very scholarly activities, to do with the subject.

A physicist agrees:

     I wouldn't consider myself a physicist then [by only reading the journals ] because I
     don't feel that I could really be the appropriate person to teach physics at the final
     year stages. 

A social scientist:



     For me, because the units that I am teaching are discipline based and it's a discipline
     based curriculum, then research is important because we actually look at the key
     concepts in a particular area and try to exemplify, and since information science, as
     far as information design, is very much an emerging area, research is important
     because I'm part of the process.

8    Application of Knowledge - Consultation and Applied Research

In contrast to the above orientation mainly by those with a background of previous
employment in the university sector who are still anchored in their discipline, staff with a
pure CAE background and little intrinsic academic motivation often prefer to draw their
current knowledge not from the discipline or research, but from professional practice, to
marry higher education with professional practice. Here we have a chemist of the 'old'
school, ie with CAE values, defining his scholarly activities:

     I'm an expert in my own field of industrial chemistry. I keep track on everything that
     happens. Which takes a fair amount of effort in a year to keep up to date on what's
     happening. And I try to do a bit of consulting in the industrial field, but on my terms.
     I haven't done any consulting for some time. I see research papers as an academic
     endeavour, and I'm not particularly attracted to academic endeavours, I'm much more
     interested in applied sciences and what's happening out there in the world,
     communicating that to my students.

This is a very similar approach to that found by some of the business lecturers who come
from practice, e.g.

     I am trying basically to prepare the student for life as an employee in business. I
     figure we're all role models as well.

In Business, a number of staff draw only on their business experience, with very little
disciplinary backing. An academic in business policy and managerial simulations thought
noone was doing any research, nor was it necessary for teaching. 

The application of knowledge covers both applied research and consultancy, indeed there
is often an overlap - a point which college academics have made for some time!

     In our discipline you can take it that the people who are in the school are much more
     likely to be involved in applied research, that is, research that in many cases is also
     on the verge of consultancy or merging with consultancy. I think it's important as an
     educational institution, we do not do consultancy that is not also, to some extent,
     applied research. For example, at one stage about two years ago or so, we would have
     said no more library user studies, thank you very much because we had done about
     seven or eight and they were getting repetitive. Okay, you do a little bit of adjusting
     round the edges from different library, we said we've done that, we have developed a
     methodology, we have developed a strategy. Somebody else can go and do that, we
     will now look at another kind of study and we just refused, even though we had the
     option, but there were other kinds of things for us to do. So we feel it's important that
     consultancy and research activities have an accumulative effect, they're not just more
     of the same. 

III  CONFLICTING VALUES  

Teaching and research are experienced by many as mutually beneficiary, as we have seen
in the survey and gleaned from the interview responses. But they are also seen by many as
making conflicting demands on their time, mainly due to pressures for research while high
teaching loads and unfavourable teaching conditions prevail. Departments and institutions
keen to promote research make funds available, and departments try to make time
available. But the heavy teaching loads and the number of different courses staff teach are
in the way of research, just as heavy research commitments lead to less time being spent
on teaching, on feedback to students, on course development and preparation.

A number of college people mourn the devaluing of teaching, not only those whose sole
occupation is teaching, but also those who enjoy the complementarity of teaching and
research.

A college academic before the college amalgamates with a university:

     At this time in the history of our institution or prior to the new institution, there has
     been very very high value placed on teaching and being a good teacher. I think this is
     quite a shift and we're going to have a shift if we're going to perform on the research
     agenda. We have - and all that emphasis on teaching as befits a college - we actually
     have a substantial research and consultancy record as a school. So it's not a foreign
     beast. It's really something, however, that we have to develop quite a bit. In terms of
     the values of the sort of orientation of the institution, there is support for good
     teaching because that's always been included in the criteria for promotion, a good
     performance on teaching. .... I think the institutional infrastructure and the procedures
     for rewards really has to acknowledge the importance of teaching. That's the first



     thing, so that good teachers get rewarded with promotion or whatever. I think past
     that it becomes a matter for the academic leaders, for the departmental head, to ensure
     that there is high value placed on teaching, that it's kept in balance, the sort of values
     that are allocated to different activities.

And another:

     Teaching is very much valued. I mean I think that's one of the things people are
     somewhat concerned with in the move to university status, that it will be devalued
     and some of the comments coming out from people, probably have made it a
     problem. ... It may be a true statement [that in five years time it would be only the
     research by which the university is known, not the quality of graduates or programs]
     but it's hard for people, that's me included, to really hear that, and to really feel that
     the things that we have valued might go away. I think people think that generally, and
     I think it is true, that people think it was a mistake to go to a one type of system,
     because there is value in having two institutions. And our college it seemed to me,
     was a CAE with a high research and consultancy profile and a high teaching ethos.
     And it's a shame that some of that will probably disappear. 

In another college there were quite a number of academics with no research qualifications
or any intention of catching up with the new wave of involvement in research by all.
These were dismayed by the dismassal of old college values.

     Even in this institution there is a strong tendency to put teaching lower in priority.
     And people who are just very good teachers who just want to teach and that's all they
     want to do and they want to do it as well as they can are considered to be drones on
     the system rather than being rewarded for filling a niche and not necessarily being
     involved in more noticeable activities, but just doing a teaching job well, and those
     people are almost lepers, and that's the thing which influences the quality of teaching
     more than anything else. The attitude.... I think that the move towards that assumption
     [that one needs to be active in research to be a good teacher] is one of the reasons for
     deterioration in teaching, because teaching is a fairly fulltime quest as it is and while
     it's essential to keep up to date with what researchers are doing, most of the
     worthwhile research which is being done in our field in learning theory is being done
     in America by people who are teaching for 4-6 hours a week and with a rather more
     regular access to research funds than we have here. .. I'd say research for us is
     something that should be need driven rather than for the sake of doing it. 

IV   PROMOTION PROCEDURES IN AMALGAMATED INSTITUTIONS

Our study as reported previously showed that the majority of academics, whether from
universities or colleges, whether themselves research or teaching oriented wanted greater
weight put on teaching in promotion decisions. This was consistent with previous work
in Australia and also the USA.

How will staff whose main occupation has been teaching fare in the UNS? What are their
career prospects? In the pre-1987 universites, the rank of senior lecturer was taken as the
career grade, in the CAE sector it was lecturer. Readerships or associate professorships
were only awarded to a relatively small proportion of academic staff, based on merit. For
some years prior to the abolition of the binary line, universities have been concerned to
make promotion to senior ranks possible for outstanding teachers. 

We examined a number of promotion criteria to reader/associate professor; as this rank is
beyond the career grade, the values become formalised in the promotion criteria. Is
teaching valued to the same extent as research? Is there a preference for pure over applied
research? How is service to the profession and community seen? We looked at four sets of
criteria from old metropolitan universities who had 'taken in' parts of colleges; two from
later pre-1987 universities, and two from new universities.

In the new universities centering around the old universities, promotion to reader was
possible on excellence in teaching if 

     (1) exceptional performance in teaching was complemented by "outstanding
     performance in research and in administration and serve to the University, the
     discipline and, where relevant, the profession";

     (2) the applicant can demonstrate distinction as a teacher by "an outstanding
     performance as a teacher within the University and an innovative contributor to the
     methodology of teaching in the discipline concerned". Candidates need to have
     attained distinction in any one or more of 3 areas, ie teaching, contribution to
     learning, and responsible character of duties. While there is not threshold standard for
     all three areas, it is made clear that senior lecturers "are expected to have achieved a
     record of publication and independent research, often supported by external research
     grants."

     (3) there is at least satisfactory performance in research and scholarship and service to
     their discipline or profession and participation in University administration.



     Candidates need to have "a recognized standing in, and have made a significant
     contribtion to, the advancedment of a disciipline or field of study"

     (4) oustanding teaching is supported by "superior scholarship and original
     achievement", and "superior service to the University".

In all four cases it would be very hard for academics from the former college sector to
have achieved a level of research (output) to get them beyond the threshold.

In the newer universities considered here, both of which have amalgamated with former
colleges, promotion to reader is possible on the basis of excellence in teaching if

     (5) overall performance is outstanding, and exceptional teaching is complemented by
     exceptional professional activity or research activity and scholarship.

     (6) the candidate can also demonstrate a "high level of competence in all areas of
     faculty staff responsibilities".

Here, too, the threshold is such that staff whose values are teaching and service and who
have not been engaged in research will not be possible to progress beyond senior lecturer.

If staff from the former college sector see their values and work devalued in their new
universities, how do the promotion criteria of those new universities derived solely from
former colleges or institutes regard the values of their former sector?

Promotion to associate professor is possible on excellence in teaching if 

     (7) it is complemented by "a major contribution" to scholarship, and the advancement
     of knowledges and its application, and to the University and the community. 

     (8) it is complemented by "meritorious" attainment in two and at least satisfactory
     attainment in one of the other three areas - leadership, research and scholarship.

In institutions (7) and (8) alone there is a commitment and acknowledgement of the
application of knowledge, and alongside traditional research activities we have also
performance in professional practice.

Even though it seems that institutions (7) and (8) make some research in the traditional
sense a prerequisite for senior academic positions, the balance is different and gives due
weight to those other areas which their mission statements value: professional activities
and professional education.

Overall there does seem to be a convergence within the UNS to an agreed definition of
academic work which is flexible enough to give different emphasis to various academic
activities in line with institutions' and departments goals. Our colleagues who are 'only'
teachers, who do not extend themselves through other scholarly activities may have a
place, but they have no future in the UNS.
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