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ABSTRACT 

Associate deans (n=34) from the Northern Territory University (NTU) 

voluntarily participated in a qualitative and quantitative analysis of their 

management and administrative needs. NTU comprises both Higher 

Education and Vocational Education and Training sectors and the participants 

represented 77% of all associate deans. Participants' experience in the 

position ranged from less than six months to more than three years. The 

gender split of 74% men and 26% women reflected both the ratio of 

male/female academic employees at the university as well as the ratio within 

the total population of associate deans. All respondents to the initial 

questionnaire were followed-up by interview to validate their original answers 

and to expand on any particularly relevant points. The primary focus of the 

associate deans' questionnaire was to identify management training needs 

while the secondary focus was to determine those 

administrative/management tasks which they perceived to be most important 

in their role. The interview aimed to clarify those results and provided an 

opportunity for them to identify other issues related to undertaking this specific 

role. The results indicated that the major tasks they performed included 

budgeting, strategic planning, encouraging research/consultancy and 

developing and maintaining multiple levels of communication. The training 

needs they sought included an induction program, financial management 

skills, time and stress management and strategic planning skills. 

Recommendations are made regarding the structure of the position of 

associate dean and the delivery and content of their staff training. Issues 

related to the differences across the Higher Education and Vocational 

Educational Training sectors are discussed. 

x 



1 

Chapter One 

INTRODUCTION 

1.1 Background 

Australian universities have undergone dramatic changes in the past decade. 

These changes are a result of a society moving from an elitist educational 

system to one of mass education (Sharpham 1993; Trow 1994). Massive 

restructuring was brought about by direct intervention of the Federal 

Government in the late 1980s. This was coupled with a reluctance to spend 

more public monies on higher education and the money that was spent would 

be tightly controlled through the use of quality assurance measures (Wilson 

1995; Moses 1995). To obtain the funding required to operate and expand, 

universities are increasingly expected to develop their own financial resources 

(Meek 1995). To do this, entrepreneurial efforts are encouraged but at the 

same time tighter controls over existing funds are instituted in the name of 

efficiency (Mennell, Joyner, Preston & Saunders 1994). 

These trends towards larger and more diverse student bodies, corporate style 

central management, changed employment conditions, different funding 

formats and increased competition for research funds have made a big impact 

on the traditional university academic staff values of autonomy and collegiality 

(Bessant 1995). Academic staff are increasingly being expected to take on 

management responsibilities, as well as teaching and research (Brook & 

Davies 1994). These responsibilities can be at odds with the traditional 

equality that was once perceived to exist amongst academics. 

Management training has long been an accepted practice in the business 

community and even at other levels of education (primary, secondary and 

vocational). This, however, has not been the case at the tertiary level even 

though, ironically, it is the tertiary level that has provided managerial 

education for most other sectors. One of the reasons for the reluctance to 
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apply this training to themselves has been the traditional academic disdain of 

the business community. University academics see themselves as 

representing a different set of values, ones that are less materialistically 

driven (Green 1981). The idea of administration and management is often 

equated with monetary profit-making which may interfere with or even corrupt 

the ideals of striving for knowledge. Academics have therefore traditionally 

valued their research and teaching skills above those of management skills 

(Smith 1992). Another cause of resistance is that managerial positions 

might create a decision-making hierarchy which decides on educational 

matters that traditionally have been decided on a fairly equal collegial basis 

(Bessant 1995). 

Changes to this situation began to occur with increasing momentum in the 

1980s in both Britain and Australia. However, the scene had been set in the 

US in the 1960s   and 1970s.   These changes were caused by society's new 

views and expectations of tertiary institutions. Firstly, there was a move 

towards providing higher education for larger numbers of people. It was felt 

that a world that was increasingly dependent on science and technology 

demanded a society that was better educated. Therefore, society could no 

longer afford to have higher education reserved for a small elite. The belief 

that more education equated with a society better equipped for the future 

development and a better life-style saw a rapid expansion of the tertiary 

sector in the US starting in the 1960s (Blake, Mouton & Williams 1981). 

Greatly increased student numbers, therefore, meant that there would have 

to be a different approach in the way universities conducted the business of 

education. The emphasis began to be placed on providing a product and a 

service that would be competitive with other institutions. Tertiary institutions 

were being forced to maintain and even expand their programs, yet doing it 

on a financially smaller per capita basis. Success in obtaining financial 

resources and providing guaranteed quality service began to be the hallmarks 
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of 'successful' universities along with, and sometimes instead of, academic 

excellence (Blake et al. 1981). 

Compounding the effect of increased competition between institutions for 

students, government began demanding a greater degree of accountability 

for public monies. There was pressure to demonstrate the same type of fiscal 

responsibility as was expected in other areas of government and business. 

Although tertiary institutions protested by explaining how the quality of higher 

education could not be measured in the same terms, the reality was that the 

public wanted proof of responsible control and management (Meek 1995). 

Government was responding to this public pressure. 

Much of the responsibility for the more efficient and effective management of 

education was shifted to academic staff themselves. In the past this had been 

the province of central administration while academic staff concentrated on 

teaching and research. But it was felt by many within the institutions that 

centralised bureaucracy was actually a barrier to individual sections of the 

university functioning at their optimal level (Brook & Davies 1994). It would 

therefore make managerial sense to have a university broken into units that 

were, as far as possible, self-managing. It would be in their own interest that 

these units be economically viable, even to the point of having the 

responsibility of seeking their own outside funding where possible. 

In Australia, these changes gained dramatic momentum after the federal 

Minister for Employment, Education and Training, John Dawkins, delivered his 

Green and White papers in the late 1980s. These were a signal that 

universities would need to become responsive to community needs. This 

responsiveness required flexibility and innovation but with limited resources. 

Also at this time the binary system was abolished. Under the binary system, 

universities had the primary responsibility for research. Colleges of advanced 

education focused on teaching and training. However, Australia abandoned 

the binary system and moved to a system of major and regional universities. 
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Originally the major universities were to have responsibilities for pure research 

while the smaller regional ones catered for local needs (Sharpham 1993). 

Research at regional centres was to have an applied focus. A series of 

quality audits, focusing on various aspects of higher education such as quality 

of teaching and research, was to help determine the amount of extra federal 

funds the universities were to receive (Pearson & Armstrong 1995). The 

message was becoming increasingly clear; universities must be able to 

demonstrate a commitment to a quality educational service. 

The Northern Territory University (NTU) is a direct product of the abolition of 

the binary system. In January, 1989, it began its first year having been 

formed from an amalgamation of the Darwin Institute of Technology (formerly 

the Darwin Community College), the University College of the NT (associated 

with Queensland University) and Technical and Further Education (TAFE) 

(NTU Annual Report 1989). Initially the TAFE sector and the higher education 

(HE) sector operated separately while under the university banner. In 1995 

a restructuring was implemented that saw a unification of these two sectors. 

All nine university faculties now use the same supervisory titles, e.g. associate 

deans, and most of the faculties include a combination of VET and HE 

courses. An exception to this uniformity is that teaching staff may be 

employed under one of two awards (HE or VET) depending on their 

designated role. 

The academic administration is primarily the responsibility of two of the three 

Deputy Vice-Chancellors (the third is in charge of the administrative sector). 

These two Deputy Vice-Chancellors (DVCs) control the HE and VET sectors 

respectively. The university is divided into nine faculties, each headed by a 

faculty member who is appointed by the Vice-Chancellor on the advice of the 

the respective faculty members to a three year term. This appointed faculty 

leader is called the dean. A deanship is considered to be a full-time 

administrative position. A financial 'package' is offered as remuneration for 

this position. The dean's main responsibilities are to be responsible for the 



financial operation of the faculty, staffing, staff supervision, and general 

academic leadership. As well as this, the dean acts as the official 

representative of the faculty which usually involves considerable travel. 

Each faculty in turn has a number of associate deans. These are also three 

year appointed positions. For each position there is a duty statement and job 

description. Those applying for an associate deanship are expected to go 

through a selection process that includes an interview. Unlike deans, 

associate deans are expected to combine their administrative duties with 

teaching and/or research. A teaching allowance (reduction in teaching load) 

of 25% can be used. There is a salary loading but only for those in the lower 

end of the salary scale. 

Most associate deans are responsible for the administration of a school but 

some have other duties. In faculties with a HE focus there is usually an 

associate dean charged with responsibility for research and post-graduate 

students. Other faculties may need someone to be responsible for 

undergraduates or 'studies' in general. The number of associate deans per 

faculty varies but the average is five. At the time of this report, there were 44 

associate deans at NTU. 

An associate dean's responsibilities differ from that of a dean. An associate 

dean is responsible for a smaller unit and does not have the formal 

supervisory responsibilities of a dean. However, an associate dean is 

expected to carry out a wide variety of duties including liaising with relevant 

outside organisations, monitoring and encouraging the development of 

teaching competence within the school (or area of responsibility), ensuring 

that academic, management and financial functions are properly carried out, 

developing strategic plans, and instigating staff participation and decentralised 

decision making practices (NTU associate dean duty statement 1995). As 

well as this, the associate dean sits on the Faculty Board and may be called 

upon to act as dean when required. in other words, the associate dean is 
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responsible for the daily administration of his/her area but, more importantly, 

is expected to put the university's and faculty's policies into place through 

direct interaction with the staff. Unlike the dean, associate deans are also 

expected to continue to teach (albeit with some reduction) and/or conduct 

research along side these same staff with whom they are interacting. 

1.2 The Problem 

The recent restructuring at NTU has created middle management positions 

for 44 academic staff. The position is titled associate dean. These staff have 

been given a range of administrative and management tasks in addition to 

their teaching and research responsibilities. The problem is that the university 

has not provided training for these additional roles. Although the Staff 

Development Branch acknowledges a need for such training, it also 

recognises that it currently lacks the relevant information which is needed to 

plan appropriate programs (Johnson, P. 1995, pers. comm. 28 February). It 

has no information on the prior experience or prior management training of 

new associate deans It does not have information on what the associate 

deans perceive to be their primary responsibilities or on what relevant areas 

they feel they need personal or managerial development. The associate 

deans have not been consulted in regard to the best means of delivering 

management training programs. 

NTU is a good example of the changes and pressures that tertiary institutions 

have been subjected to over recent years. The staff are being faced with 

amalgamation of diverse educational elements with some basic changes in 

organisational structure. These include moves to improve access, equity and 

occupational health and safety, a need to gain new sources of revenue as 

well as maintaining current funding, and pressures to make programs and 

research more responsive to community needs (Prathapan, S. 1995, pers. 

comm., 15 May). At the same time, there are national trends to improve 
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accountability, to develop quality assurance programs and to cope with rapid 

increases (or decreases) in student numbers. 

The University is therefore relying heavily on the effective management skills 

of its academic staff to achieve and maintain a viable place in the educational 

market place. However, these academic staff are currently receiving no 

management training. At the beginning of 1995, the Staff Development 

Branch was making plans for the start of a series of management training 

sessions for faculty deans but not for associate deans. The reason for this 

was primarily one of a lack of funding which was a result of central 

administrative priorities and perceptions (Johnson, P. 1995, pers. comm., 8 

March). Later in the year, the university did present a two day workshop for 

both deans and associate deans entitled 'Academic Management and 

Leadership Workshop' led by an outside consultant, Alan Lonsdale. There 

were two main topics: roles and responsibilities of academic managers and 

supervision of staff. These topics were not based on a needs survey but were 

selected arbitrarily. The second topic did not pertain to associate deans but 

was included by the university in order to fulfil a legal obligation which requires 

instruction for deans on the correct procedures to be followed when dealing 

with poor performance of staff. 

The Staff Development Branch acknowledges a lack of research to provide 

the information needed on which to base program decisions. The information 

most desired was whether academic staff desired management training and, 

if so, what kind of training was perceived to be needed and what form of 

delivery would be most desired by the participants. 
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1.3 Importance of the Study 

The purpose of the study is to provide: 

a measure of the associate deans' perceptions of the 

importance of their various administrative and management 
tasks; 

evidence of the associate deans' perceived needs regarding 

management training; 

an indication of associate deans' favoured means of training 

delivery; 

an awareness of other areas that associate deans perceive to 

be barriers to effective performance of their roles. 

The results of the study will be used by the Staff Development Branch as a 
basis for the planning of management training programs. The demographics 
gathered through the questionnaire will also be of assistance to Staff 
Development. A profile of the background and previous training of the 
associate deans is an important starting point in the creation of a future 
training program. 

Further, the study will give a clear indication of the level of need for 
management training. The university has chosen to create the positions and 
to put them into effect without any training or even an induction program. 
Therefore, accountability demands that the evidence of a clear need be 
established before the university agrees to commit considerable funds and 
staff input for such training. 

The results of this study will provide a 'bottom up' agenda for training content. 
This means that the associate deans will feel that the selection of content is 
based on their needs rather than on decisions made solely by senior 

management. In turn, this should create the feeling of ownership and 



empowerment that can be an important factor in the success of any training 

program (Schlechty 1990). 

As well as this, the study reflects the situation of academic middle managers 

at NTU in all its uniqueness. Training programs, to be most effective, should 

be pragmatic and tailored to local situations (Candy 1995). 'Universities have 

unique features that make the application of "packaged" management 

approaches problematical' (Mennell, Joyner, Preston & Saunders 1994, p. 

34). This tailoring would not only include negotiated content but training 

delivery mode as well. The mode should reflect the participants' 

understanding of their own best learning formats. This, coupled with 

recognition of their time constrictions, also gives important empowerment to 

the recipients of the training. 

Finally, the study is designed to provide a useful insight into the position of 

associate dean. This may yield results that can be applied to other areas 

apart from Staff Development. It is hoped that the qualitative aspects may 

provide information in areas such as the direction of academic career 

development, potential changes in faculty management, and the relative 

success of the HENET merger at NTU. 

1.4 Research Strategy 

The research design addresses the following questions: 

What is the management background and training of the 

recently appointed associate deans at NTU?; 

In what management areas do they desire training; and do 

these areas differ from the administrative tasks that they 

perceive as most important in their new roles?; 
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Do factors such as experience, gender and variation in 

responsibilities have an effect on their perceptions of 

management training needs?; 

If training was to be provided, what delivery mode would they 

most desire?; and 

Do they feel management training is the only means of 

improving their new roles? 

A questionnaire was used to gather the data required to answer questions 

one, two and three which investigate respondents' background, the 

perceptions of work tasks and training needs, and factors affecting these 

perceptions. This questionnaire provided the means to quantify the 

information so that results could be clearly presented and understood. 

Because the survey intended to measure the participants' attitude towards 

aspects of their roles, in this case the relative importance of administrative 

tasks, a Likert scale was used. This is a common device used in comprising 

an attitudinal inventory (Wiersma 1995). The use of questionnaires in studies 

of this nature is generally accepted and, in fact, has been widely used to 

ascertain academic administrators' priorities and needs in relation to 

management training (McCauley & Hugh-James 1994; Mennell et al. 1994; 

McDade 1988; Middlehurst 1991; Dieterich 1986; Lonsdale & Bardsley 1982). 

As well as this, Moses and Roe (1990) indicated the advantages of using an 

interview in connection with such a questionnaire. They argued that 

interviews conveyed an important impression of the culture of the institution 

that was not indicated in questionnaires. In this study, interviews provided the 

detail required to answer research questions four and five (pertaining to 

desired training mode and other means of improving their roles) as well as 

adding more substance to question two (respondents' perceptions of 

importance of work tasks and training needs). 
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The interview section of the research used both open and closed questions. 

The open questions allowed the informants to provide their perceptions of 

their managerial roles within the context of their specific work culture at this 

university. It also allowed them to reflect on their individual needs, such as 

preferred training delivery modes, without the constraints of an impersonal 

questionnaire: 'The interview provides opportunity for in-depth probing, and 

elaboration and clarification of terms' (Wiersma 1995, p.  196). 

Unlike a similar study where only a sample of questionnaire respondents were 

interviewed (Dieterich 1986), this study interviewed all respondents. This was 

because the total potential population for the study was under fifty individuals. 

Therefore the task was both feasible and desirable because it strengthened 

the data. 

1.5 Summary 

The major changes to higher education that were first seen overseas have 

now been felt in Australia. This was brought about by a major shift towards 

mass education at the tertiary level. At the same time there has been a 

reduction in per capita financial support from government concurrent with an 

increased emphasis on financial and performance accountability. In Australia 

this meant an end to the binary system, increased and more diverse student 

bodies, and a more corporate style of management with an accompanying 

aggressive entrepreneurial approach to self-financing. The emphasis on 

accountability meant that academics, if they were to be self-governing, were 

being forced to be less collegial and more managerial in the way that faculties 

and schools were run. 

As part of a move to improve the quality of their product delivery, the Northern 

Territory University put into effect a major restructuring of its academic 

hierarchy in 1995. This included creating nine faculties which in turn 
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amalgamated the VET and higher education sectors. One result of this was 

the creation of 44 academic middle-manager positions called associate 

deans. Those positions vary in specific areas of responsibility but all contain 

a considerable number of administrative and managerial duties. These duties 

are combined with the teaching and/or research duties the staff member had 

before the appointment. 

The university has not implemented a management training program nor even 

a induction program to better enable the academic staff to effectively perform 

their new administrative/management tasks. This is in spite of such training 

being common overseas and increasingly common amongst Australian 

universities. 

The Staff Development Branch which is responsible for such training said that 

it believed that some training was warranted. It had plans for at least an initial 

workshop by the end of 1995 but much of that program was be directed 

towards supervisory instruction for deans as this was a legal requirement. 

The Branch said that it was under-financed and this made further planning 

difficult. It was also hampered by a lack of any basic information regarding 

the new associate deans' prior training or perceived training needs. 

This study examined a number of areas of the associate deans' perceptions 

of their new roles. Using both questionnaires and interviews, information was 

gathered concerning administrative experience and training, perceptions of 

administrative task priorities, specific needs for management training, and 

preferred training delivery mode. The interview used open ended questions 

to allow associate deans to explore non-training ways of improving their new 

positions. 

The results of the study can be used by the Staff Development Branch to 

develop future management training that is tailored to authentic settings. This 

could include future induction programs for associate deans. The data might 
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also be a basis for contemplating changes to the structure or direction of this 

middle management position. 
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Chapter Two 

LITERATURE REVIEW 

2.1 Background 

2.1.1 Business Management 

Studies into administrative/management development for tertiary level 

academics have their roots in the very beginning of the 'scientific' 

management movement. The late 1 800s and early 1900s saw such people 

as Frederick Taylor and Frank and Lillian Gilbreth pioneer new ideas in 

approaches to business (Hodgetts 1982). Time and motion studies gave rise 

to the concept that systematic approaches to production could save expense 

or generate wealth for an organisation. Likewise, the belief was started that 

people who had such knowledge of management, and could apply it, were of 

considerable value to business firms. Thus was born the management 

specialist. 

Taylor and Gilbreth were followed by Favol (the father of modern 

management theory), Elton Mayo (the famous Hawthorne studies), and 

Chester Barnard, who was acclaimed not only as a management theorist but 

also as a human relations researcher (Claude 1972). These people focused 

their attention on primary and manufacturing industries. They were 

attempting to improve profits by making more efficient use of all resources 

including human resources. It was their belief that these management ideas 

could be developed into theories and methods and therefore taught to others. 

The students of such teachings could, in turn, apply the approaches to their 

own businesses (Wren 1979). 

Schools of business training were instituted. The 'white collar' segment of the 

work force also began to grow (Mee 1963). Industry started investing in the 

training of their managers in order to keep up with fast changing markets and 

improved technology. Respect for the study of business management 
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practices grew quickly throughout the first half of this century and, by the 

1950s, research into management had become a very busy field. Many areas 

outside of business such as government services and the military have also 

openly embraced the practice of training their administrators (McDade 1988). 

2.1.2 Educational Administration 

Another area of influence is that of the development of educational 

administration as an academic field. This was a 'growth industry' in the 1950s 

and 1960s particularly in a number of midwestern American universities such 

as Iowa, Ohio State and the University of Chicago. Like many other 

disciplines, educational administration has gone through various stages of 

development. Key researchers have tried to define the theories that were 

necessary to claim that educational administration was a 'scientific' and 

distinct field of study (Owens & Shakeshaft 1992). Although linked in the 

beginning to business management, it has developed the areas that are 

specific concerns to educational institutions. 

In America, the study of educational administration has been embraced to the 

point that most states require primary and secondary administrators to be 

certified in educational administration just as teachers hold tertiary 

qualifications in teaching (Jones 1989). The idea of educators pursuing 

careers as administrators, or even taking on management responsibilities as 

part of the teaching role, has long been accepted as legitimate in the non-

tertiary sector. 

2.1.3 Tertiary Academic Administration/Management 

The movement towards providing academic staff with management skills has 

been developing in the U.S. ever since the late 1970s (Moses & Roe 1990). 

The forces driving this movement are succinctly captured by Blake, Mouton 

and Williams (1981, p. 309): 
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Legislatures and boards of regents have even allotted money for the creation 
of institutes for research and training on the management of higher 

education, feeling that most academic administrators are unprepared to 

handle their management functions and that the university itself is not ready 

to do anything about it. The motivations behind these training programs and 
institutes is basically sound: it is to help the university function in a better 
manner and to solve problems that have long resisted solution. 

Political forces have placed an ever increasing economic accountability upon 

higher education (Smith 1990). In the U.S. both state and federal bodies 

began to reassess the amount of funding that was being put into colleges and 

universities. Tertiary institutions were being pressured to reduce spending 

and to provide evidence of performance. As well as this, institutions were 

having to compete harder for students and resources. Demands were made 

to define the product, to look at ways to make the product cost efficient, and 

to find ways to encourage greater funding, both public and private (Blake et 

al. 1981). This was difficult to do when the product was something so 

abstract and varied as education. 

One of the pressures placed on universities was to justify the high costs of 

staff salaries. Performance appraisals were encouraged and it was felt that 

staff who could give evidence of generating research funding or providing high 

quality innovative teaching should be rewarded. As well as this, staff felt 

under the increasing pressure of administrative tasks. Not all the pressures 

were economically driven. Outside special interest groups demanded a range 

of changes. So did, at times, the staff and students. What was paradoxical 

was that a university, which is considered to be an agent for change in 

society, appeared better at maintaining the status quo within its own structure 

(Smith 1992). It was only natural in this environment that there were 

suggestions that if academic staff were to improve their management skills as 

was done in business, then this would be of great benefit to the efficient 

operation of the institution. 
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A similar trend in Australian universities began more recently. The Federal 

Minister for Employment, Education and Training, John Dawkins, in his White 

and Green Papers of 1987 and 1988, indicated that tertiary institutions would 

be put under the economic microscope and thus staff appraisal and staff 

development would be on the agenda for salary negotiations (Moses & Roe 

1990). Academic staff with administrative tasks as part of their duty statement 

could be held responsible for managerial performance. Clearly the employer 

would need to encourage and provide better development opportunities in 

professional areas including management training. The old idea that 

academics are fully competent for all duties from the time they finish their 

degrees is quickly fading (Moses & Roe 1990). Education, in order to 

accommodate an increasing diversity of roles, is increasingly seen as a 

lifelong pursuit. 

The idea that academic administrators need training in related skills is still a 

relatively new concept in Australian higher education. The larger (and older) 

universities have provided some training opportunities for senior staff since 

the early 1980s but the momentum has increased recently due to the 

tremendous changes of the 1990s which have focused attention on staff 

efficiency. Now, the newer and smaller universities are looking to develop 

programs as they see it is in their economic interest to do so. 

By the 1970s there were very few academic administrators with formal 

management qualifications and the situation only improved marginally in the 

1980s. The subsequent rapid expansion in the tertiary education sector 

meant a dearth of trained personnel in Australia. The University of New 

England (UNE) was the first university to introduce postgraduate educational 

administration to this country and likewise it was the first to offer tertiary 

educational administration courses (Jones 1989). The next prominent 

institution to follow in these footsteps was the University of Melbourne, with 

its Centre for the Study of Higher Education. 
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The teaching of educational administration has undergone a change, 

particularly in the last five to ten years. As mentioned earlier, the period of the 

1950s to 1970s saw a persistent drive to establish educational administration 

as a scientifically based discipline, separate from business administration. It 

was a strongly 'theory driven' discipline. That is now undergoing a change. 

Earlier, there was the proposition that a universal theoretical structure could 

be developed to explain and predict behaviour in educational organisations 

(Johnson 1994). The work of Maslow, Herzberg, Getzel, Guba, Griffiths and 

Halpin formed the basis of the theory movement. There was an emphasis on 

hypothetico-deductive methods of inquiry. Because of this, educational 

administration became increasingly separated from changes occurring in 

other discipline areas such as anthropology and sociology. For instance, 

these disciplines were making increasing use of qualitative methods of 

investigation while educational administration was not. 

The theorists tended to promote a mechanistic-bureaucratic way of thinking 

about organisations. The new approach, in contrast, is more adaptive to 

specific environments and puts emphasis on specific organisational cultures. 

It emphasises the value of flexibility, intrinsic rewards, increased involvement 

in decision-making, increased emphasis on motivation, trust, openness, 

human growth and it values expertise rather than authority (Owens & 

Shakeshaft 1992). It should be added that this view does have its opponents. 

Blackmore (1995) says that post-modernist views do 'highlight heterogeneity 

and change' (p. 45) but that the reality is that devolution is producing an 

increased managerialism with emphasis on financial efficiency, top-down 

decision-making, differentiation of tasks and rewards for those who expand 

market resources. 

However, the real problem facing the experts in educational administration is 

that the new trends indicate that most theory is useless and should be 

ignored. Rather than 'throwing the baby out with the bathwater' it is 

advocated that a number of theories should now be taught and that the 
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modern student of 'ed admin' be shown systematic processes for analysing 

organisational life (Johnson 1994; Owens & Shakeshaft 1992). The analysis 

must take account of rival theories or explanations. Commitment to a fixed 

and unchangeable point of view should be avoided (Johnson 1994). The 

difficult task for the administrator is to be able to choose the theory or theories 

or part thereof that is best related to a particular situation. 

The question that some professors are having to face today is whether 

teaching theory is relevant at all. A survey in 1972 indicated that 66% of 

professors of educational administration felt that instructional literature in the 

field should be theory based. By 1986 that figure had fallen to only 38% 

(Owens & Shakeshaft 1992). These professors are faced with a situation 

where institutions that produce professional administrators, people who have 

expertise in no other area other than theoretical administration, have fallen 

into disfavour (Yin 1991). These professional administrators were the product 

of the time when it was felt administration was a scientific study and that all 

management problems could be solved theoretically: all the administrator had 

to do was study figures and consult analysts. The failures at many large U.S. 

firms such as Sears, Westinghouse and IBM in the last decade have changed 

this idea of training administrators dramatically. A noted writer on business 

problems, R. J. Samuelson (1993), thinks that young people who go straight 

from secondary school into business management courses miss some vital 

training. They have not learned a specific business thoroughly, nor attained 

credentials in any technical area. These broader experiences are necessary, 

he feels, for them to become mature competent managers able to exercise 

perceptive judgement. 

Much of the newest literature on management, leadership and business 

entrepreneurship does not exhibit much theory or empirical research. Most of 

the popular management literature is of a qualitative nature where the author 

relies on anecdotal evidence and personal experience. Bennis and Nanus 

(1985) and Covey (1989) are examples of authors of popular books on 
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leadership and management. Books of this genre often use persuasive, easy-

to-read, handbook style formats to convey their messages. These authors 

suggest that this is an effective approach to learning administrative skills in a 

wide range of organisations, presumably even education. However, there are 

no conclusive research findings about the applicability of general 

management training to educational settings. 

2.1.4 VET Management Training 

Most of the material written in this paper so far refers to the university sector. 

In most places in Australia, university means higher education. NTU is one 

of only two universities in the nation where VET and the related sectors of 

Foundation Studies and Aboriginal and Torres Strait Islander Studies are an 

integral part of the university along with the faculties of HE. This 

amalgamation makes a discussion on academic administration and 

management development for the whole university rather difficult. The reason 

for this is because, unlike HE, the VET sector does have national guidelines 

relating to management training for staff members. 

In 1992, the TAFE National Staff Development Committee sought to lay down 

detailed plans for taking TAFE (now called VET on the national level) staff 

throughout Australia into the twentieth century. It intended to do this by 

implementing a three stage operation. The first stage would be seeking 

advice and assistance from everyone involved with VET: industry, unions, 

students and staff. The second stage would be discussing general issues and 

creating frameworks for career development and to look at competency 

standards. The third phase would involve the creation of specific competency 

standards and the creation of specific training programs. 

The Phase Two report was published in mid-1992. It was intended to be a 

general guide to improving human resource management. In some ways, 

however, it hinted at some of the difficult problems that would face any 

organisation when creating competency standards for complex human 
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behaviour. VET was faced with a difficult dilemma. It was advocating and, 

in fact, practising competency-based training for its students. Its own 

teachers, however, were not being trained in this manner. They were being 

given teacher training under a traditional system, usually in a higher education 

setting. As well as wanting to change the basis of their training, the national 

body wanted to see that promotions were based on performance 

assessments and that promotional positions were competency based. These 

promotions would recognise and reward competent performance (VEETAC 

Working Party on TAFE Staffing Issues 1992). Another change would be to 

flatten the hierarchal organisational structure and use team-based 

approaches to management. Staff would be encouraged to see their careers 

as a process of life-long skill formation. Other goals would be to link strategic 

planning with training and development, recognising prior learning, providing 

a mixture of on-the-job and off-the-job training, and incorporating equity 

considerations. 

The key to all of these ideas, according to Phase Two, would be the 

development of national competency standards. These standards would 

'identify the minimum performance that is acceptable for competency 

(proficiency), at a particular level, for the specified function' (VEETAC Working 

Party on TAFE Staffing Issues 1992, p.  xi). As discussed later, defining 

'minimum performance' for a complex task such as management, becomes 

a serious stumbling block. One thing the report does make clear, however, 

is that training and development of staff must be of a higher priority than at 

present if VET is to maintain a significant role in providing for clients' needs. 

VET must keep up with industry and structural reform and especially must 

take note of the links between performance and productivity. 

Phase Two looked closely at Britain's Further Education Unit (FEU) and the 

national staff development program. The FEU noted a clear trend away from 

lengthy award-bearing courses and toward 'short-term, action-based and 

sharply-focused programmes' (VEETAC Working Party on TAFE Staffing 
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Issues 1992, P.  29). The unit also advocated programs that provided credit 

accumulation and transfer. Ideally the staff member should acquire academic 

qualifications and workplace competencies as his/her career develops. 

The report looked specifically at management education. It saw this as one 

of those areas where examples could be found in the private sector of on-the-

job activities contributing to course work in Graduate Diploma and Graduate 

Certificate courses. The make-up of the courses could be negotiated 

between those involved in order to tailor it to VET's needs. The program 

would ideally allow for work-based learning and distance education. However, 

the big attraction of such a program would be its consistency and portability 

across a large, decentralised organisation. Examples of this can already be 

found. The Australian Public Service and the N.S.W. TAFE Commission, 

coupled with the University of Technology Sydney, have introduced a Master 

of Education program specifically aimed at the development of VET senior 

managers (VEETAC Working Party on TAFE Staffing Issues 1992). One 

wonders what NTU could create since VET and HE are not only on the same 

campus but are sectors within the same organisation. 

By 1994, little progress was evident in the way of competency standards for 

managerial positions within VET. In that year, a publication came out that 

proposed another framework, this time specifically for management 

development within VET. Once again it promised that competency standards 

were forthcoming and that they were essential for the framework to function. 

The emphasis in this report was on linking a team development planning 

system with the strategic planning process. It went on to say that 

identification of competency standards would facilitate the development of the 

planning process. They would also 'assist managers in defining the skills, 

knowledge and attributes necessary to provide leadership in times of rapid 

change' (The National Staff Development Committee [TNSDC] 1994, p.  ii). 
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The report suggested that all staff should, at every opportunity, be given the 

chance to exhibit and develop their management potential. As well as fitting 

into the idea of team-work, this statement meant that equity provisions must 

be given careful consideration in the workplace. The report also found that 

developing managers in order for them to meet their responsibilities is directly 

related to satisfaction of client needs. This would be accomplished with a 

development program that reflected a broad range of development 

experiences and learning pathways, and recognised prior learning 

experiences. There can be little question about the merits of such thinking but 

translating all this into realistic action still seemed to be in the distant future. 

The United Kingdom (U.K.) has been a leader in advocating management 

competencies as a way of improving the quality of education. The U.K. has 

experienced difficulties that Australia (and specifically VET) could well look at. 

The initial appeal of competency standards is that they provide a measurable 

structured definition. Ideally they reflect what good education managers do. 

This can help instructors develop a theory of education management. In turn, 

this can help in structuring courses for the teaching (development) of good 

management practices. An on-going debate, however, challenges a number 

of perceptions. What is most important in management? Is it skills, qualities, 

personality, knowledge, understanding or a combination of these? Of those 

items just listed, skills and performance are the easiest to define and 

measure. It is obvious, however, that personal effectiveness and knowledge 

of an organisation cannot be overlooked. Some argue that qualities such as 

problem-solving, good judgement and creativity are the keys to successful 

management. 

One researcher states that 'competence is a necessary but not sufficient 

criterion for good management. We could all imagine an individual fulfilling 

competences as described in a particular area and yet failing to be perceived 

as a good manager' (Earley 1992, p. Appendix A). This is a reference of 

course to the intangibles of personality. And there are other factors to be 
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considered such as a person's philosophy and value system. As Moses 

(1989) points out, academics are likely to more motivated by shared ideals. 

Having and maintaining an educational philosophy on the part of a manager 

is very important in an age where tertiary institutions are expected to respond 

to the market-place. 

Perhaps one of the reasons that VET is struggling with definitions of 

competency is that the entire competency approach 'seems to underestimate 

the complexity of education management' (Ouston 1993, p.  214). The very 

act of reducing the job into components may actually be destroying the thing 

that we are studying. One researcher said that using a competency approach 

was 'like using a quantity surveyor rather than an artist to capture the 

grandeur of St Paul's' (Everard 1990, p.  15). 

A more specific problem with competency standards is deciding if an action 

is valid or not. Perhaps it is observed that a particularly effective manager 

has a very tidy desk. How do we establish its relationship to effectiveness? 

How do we choose between valid indicators and those that have little if any 

bearing? It is obvious that much research has to be done before solid links 

can be established for the purposes of stating competencies. Another English 

researcher, Reynolds (1992), finds it surprising that so little research has 

looked at the connections between effective educational organisations and 

management competence. 

At this rate it will be some time before The VET National Staff Development 

Committee gets its wish of Phase Three being completed. However, a major 

step towards this end was made when a provisional list of competencies for 

VET managers was published for comment in October 1995 (Part 4 of Team 

Development Planning 1995). This document detailed management 

competencies for both teams and individuals within VET organisations. It 

provided definitions of 'elements' such as 'communicate information', gave 
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performance criteria, range, and an evidence guide. Reactions to the 

document have yet to be analysed. 

But regardless of the problems with competency standards, VET has made 

observations regarding management training for staff that could well be 

heeded by those in higher education. It forecasts changes that will affect staff 

dramatically. These are: a shift towards flatter administrative hierarchies, a 

team-approach to management, greater emphasis on inter-personal/social 

skills, greater responsibilities for staff, fewer full-time staff, changing job roles, 

a greater recognition of management skill development, decreased use of off-

site training, recognition of prior learning, more site-based financial control 

and accountability, use of appraisal for development, mentoring, and 

recognition of preferred learning styles, to name a few (O'Neill 1995). 

2.2 Role of the Academic Administrator/Manager 

The recent growth of management responsibilities for academics has 

stimulated research into the role. There is interest in what administrators do, 

what tasks they consider to be important, which ones they consider to be 

unpleasant, how effective they see themselves as managers and leaders, and 

how others see them. 

The studies endeavour to break the tasks and responsibilities of academic 

managers into categories. Unfortunately the categories vary with different 

researchers and therefore make comparisons questionable. For instance, the 

definition of 'communication skills' may vary from one study to another. Also 

terms like 'head of department', 'dean', 'chairman' will differ depending on the 

structure and size of the institution. Moses and Roe (1990) point out that 

broad, national studies can obscure important differences between types of 

universities and even between units of the same university. 



These difficulties of comparing roles are becoming even more apparent in this 

age of 'mega faculties' where academics are assuming managerial roles in 

units of extreme contrasts and diversity. Bessant (1995) makes the point that 

many universities now shape the deanship into a managerial position in the 

model of the American Senior Executive Service (SES). Only a pretence is 

made in filling the role with an academic. What is really expected is a person 

who will be a full time manager, complete with status symbols, eg. car, 

business-class travel, large office, and whose loyalty lies absolutely with the 

elite group of academic decision-makers. These and other changes in 

university structure and funding emphasis can make such studies quickly 

outdated. 

One of the areas most studied has been the aspects of administration that 

academics feel are most important. Overseas surveys show that 

organisational and planning skills rate highest in importance, followed by 

human skills, with financial management and control rating third (McDade 

1988). An extensive study of heads of academic departments conducted by 

Lonsdale and Bardsley (1982) in Australia found that management of 

academic staff came first and planning and evaluation (of instructional 

programs) was second. Concern about financial management hardly rated 

a mention. 

Probably the best known research of this type in Australia was the study done 

by Moses and Roe (1990). It involved 178 heads of departments from eight 

different universities. As well as this, 60 departments were surveyed 

regarding how they assessed their head. Not only were 'most important' tasks 

examined but also how the tasks were 'liked' or 'disliked' and which ones 

'needed more time'. 

The results indicated that heads regarded selecting and motivating staff 

followed by planning and implementing plans as the most important tasks. As 

in the Lonsdale and Bardsley (1982) findings, financial concerns did not rate 
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in the top ten. Other findings were fairly predictable: heads wanted more 

time for their own research and teaching and they found tasks like dealing 

with poor staff performance as most disagreeable. Six of the top ten 'liked' 

tasks made it into the top ten 'important' list while only one 'disliked' item was 

there. Perhaps understandably, department colleagues diverged from the 

heads' list of 'important' tasks somewhat by favouring ones which indicated 

support, trust of and consultation with staff. The interviews brought out a wide 

range of views and made the differences among heads more apparent. In 

particular there were those who saw themselves as an equal with their 

colleagues, simply taking their turn at an administrative post. Others saw it 

as an opportunity to make improvements in the department and felt a 

responsibility to be as effective as possible in their leadership. 

Since 1990, most studies into academic administration have been centred on 

the needs of employees which is consistent with institutions' concerns to 

ensure that training programs respond to the call for improved quality of staff 

development (Mennell et al. 1994). It is being recognised that academic 

management responsibilities are quickly expanding and changing in 

emphasis. 

2.3 Women in Management 

Only a little research has been conducted on the differences between men 

and women academic administrators. Wieneke (1995) says that much work 

needs to be done in this area. Indications are that affirmative action has 

made few in-roads as yet in increasing the number of women in management 

positions within universities. NTU has 123 full-time female academics (both 

HE and VET). This represents 31% of all academics at the university. 

Females hold no senior academic positions such as Vice-Chancellor or DVC, 

and only one of nine deanships at NTU. At the middle manager level, females 

represent 27% of associate deans. 



This is similar to the general workforce in Australia where women occupy 

about 25% of managerial and administrative positions (Australian Bureau of 

Statistics 1993). These positions are likely to be in sales and service. It is 

also estimated that women's representation in senior management is even 

smaller and the situation has not shown much improvement in the last ten 

years (Still, Guerin & Chia 1992). 

There are popular theories that women will be fundamentally different 

managers but also that a 'glass ceiling' prevents them from assuming very 

high decision making positions (Wieneke 1995). Some questions to be 

examined in future research might be: Do women really manage differently? 

Will increased numbers of women change the culture of male dominance? 

Is it possible to break the strong link between men, management and status? 

Research done at the primary and secondary education levels indicates that 

there may be some critical gender differences in management skills. The 

reasons for these differences 'can be found in the language used by women 

administrators, language which emphasises power with, rather than power 

over, others' (Shakeshaft 1995, p.  12). Studies have shown that academic 

achievement is likely to be higher in educational organisations run by women 

(Shakeshaft 1987). The results have also indicated that women demonstrate 

more concern for students and staff than do males and have a greater 

knowledge of teaching methods. Women also encourage a more participatory 

mode of decision-making. There are different reasons put forward for this. 

Ozga and Walker (1995) indicate that women's leadership is less hierarchical. 

They communicate well with subordinates, 'use less dominating body 

language [and] they seem to be more flexible and sensitive' (Ozga & Walker 

1995, p.  37). This can result in less stress, conflict and anger in relationships 

with subordinates. 

Research at the tertiary level has revealed that women are generally not 

recognised by men for the managerial work that they do (Wieneke 1995). A 
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recent survey of university Equal Employment Officers (EEOs) indicated that 

one of the greatest problems amongst university staff was a general 

insensitivity to affirmative action issues (Conrad 1992). These EEOs also 

suggested a great need for line-managers to receive training in staff 

supervision, conflict resolution, career counselling for women and 

performance appraisal. As far as stress amongst female academic 

administrators is concerned, Tung (1980) found that females experienced 

significantly less stress than males with such factors as boundary spanning 

work areas and conflict mediation. However, Gmelch and Burns (1994) found 

no difference in stress between genders. 

2.4 Issues in Management Training 

2.4.1 Collegiality Versus Managerialism 

One of the main issues in academic management training focuses on the 

collegiality versus managerialism conflict. Many feel these two concepts are 

in direct opposition and cannot be reconciled. 

Since the mid-i 970s, many universities overseas have promoted the idea of 

giving academic administrators training in a wide variety of management 

areas (Mclllhatton, Johnson & Holden 1993). However, there has been 

resistance from many academics who are reluctant to see the format 

development of administrative skills (Green 1981). Traditionally, tertiary 

institutions have been controlled by people who are primarily teachers and 

researchers. Managing university affairs is something that they feel they have 

to put up with (a 'necessary evil') and therefore systems of elections or short 

term appointments have developed to share these responsibilities amongst 

the more respected academics. It has traditionally been felt that academics 

can learn the necessary administrative skills simply by performing them. It is 

seen as a short term task before the staff member can return to the 'real' 

business of universities - teaching and research (Smith 1992). 

NUhEkN TERRFIDRY UN si(Y LI8RSUY 
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Formal administrative training is conceived by traditionalists as embracing 

technical and business values which are believed to run against the creativity 

and collegiality that have been associated with higher education (Green, 

1981). It is true that large universities lack the unity of purpose and product 

that can be found even in the largest of business enterprises (Blake et al. 

1981). Green (1981) points out that this ambiguity makes the enterprise 

difficult to manage. She also thinks that academics, perhaps because of this 

ambiguity of purpose, often reject the idea of leadership being a factor in 

lower and middle management. The president or vice-chancellor is the leader 

and the academic administrators simply provide management services. 

This last point is especially important to academic administrators who, for 

obvious reasons, see little merit in gaining administrative credentials which 

are perceived to be of a much lower level than the research degrees they hold 

in their respective academic areas. They also realise that spending 

considerable time and effort gaining development in administrative work may 

not be recognised when the administrative positions are filled by election or 

appointment based on seniority (Green 1981). 

There is also the point of view that management training lends itself to a 

corporate or management style of organisation that simply does not exist at 

a university. Experts in tertiary administration, like Ingrid Moses (1993), argue 

that it is true that a university academic organisation does operate quite 

differently to business or industrial organisations where there is a clear cut 

product. Not only is tertiary education different from a business but also from 

other levels of educational institutions such as secondary schools and 

TAFE's. This difference is seen in its system of collegiality. 

In such a system, the normal recognised power hierarchy does not exist. 

Staff are seen as peers of their academic administrator and expect to be 

treated as such (Karmel 1990). Therefore administrators must be able to 

exert quite different skills of management from those seen in business 
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(Newton 1992). One of the differences that Moses notes is that of 

performance standards. In business it is appropriate to assess an employee's 

performance in a number of clearly defined areas. It is felt that an employee 

can be motivated by gaining monetary rewards for raising standards of 

performance. This does not work as well in a university. Performance 

standards are difficult to define clearly and even more difficult to measure. 

Moses believes that staff at the tertiary level respond more readily when 

encouraged to make a commitment to institutional goals and to quality 

instruction. She also makes the point that to accomplish this, much rests with 

the motivational skills of academic administrators who are really only part-time 

decision makers. 

Although gaining formal administrative qualifications is not a high priority 

among academics, some programs are being offered although they are 

primarily aimed at people who intend to make a career of tertiary 

administration. As mentioned earlier in this chapter, UNE introduced 

postgraduate programs in tertiary educational administration to Australia. R. 

H. T. Smith (1990), former Vice Chancellor of UNE, thought that Australian 

universities have a long way to go in developing their managerial capabilities. 

He believed that, after teaching and research, the third and final challenge for 

higher education lay in human resource management and development - 

In the past, people have displayed despair when trying to make sense of 

academic management practices. The most famous terms used are 

'organised anarchy' and 'amiable amateurs' (Cohen & March 1974). Smith 

made the point that, like it or not, universities must improve their managerial 

capabilities. This did not mean embracing all aspects of business 

administration but it did mean adapting some of the best of those techniques 

and it certainly means improving standards of decision-making. Although 

recognising that universities are unusual organisations because of their lack 

of a clearly defined product or at least a single product, he indicated that 

universities must become unified in presenting a 'mission with clarity of 
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purpose' and have the ability to 'pursue it with vigour and commitment' (Smith 

1990, P.  245). This concept is similar to the ideas of Moses when she says 

that academics will more likely respond to an appeal for commitment of 

purpose rather than monetary gain. 

The real thrust of Smith's message, however, was that the success of any 

university really hinges on the capabilities of the mid-level academic 

administrators. These people must possess leadership, management, 

administrative and personal relationship skills. 'Each one of these (skills) 

involves the capacity to make decisions on the basis of the best evidence 

available' (Smith 1990, p.  250). Unlike many other academics, Smith placed 

great importance of what some consider to be the time-wasting chores of 

administration. He states that administrative skills are: 

the capacity to function within the policy and procedural guidelines of a large 
organisation without being over-whelmed and immobilised. This means 

dealing effortlessly with the repetitive but essential minutiae of everyday life 
in a large organisation (Smith 1990, p.  251). 

How does a university get academic administrators who embody these skills? 

Smith thought that there is no magic formula. Provision of practical 

professional development programs was one way and another was to 

structure the positions in a way which encouraged growth. This may mean 

extending the period of time in the position (he suggests five years minimum). 

Such a move would mean that taking on extra training would become 

worthwhile. Another way would be by filling the positions by appointment 

only. Appointments would remove the politics and vagaries of elections and 

allow people to actively pursue roles as administrators within a faculty or 

school. Gaining office by appointment also means that the administrator is 

clearly a representative of the university and its board. This changes the 

relationship with colleagues in a subtle but important way. Such a procedure 

would allow the university to remain focused in its purpose and reduces the 
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chances for elements of the school to 'go their own way' or to lose direction 

altogether. 

There is, naturally, criticism of the trend for academics to become professional 

administrators. Candy (1995) is concerned about the climate of 

managerialism that is driving modern university policy. He thinks staff 

developers run a risk of becoming the tools of 'overtly interventionist' (p.  18) 

university administrations. Instead of responding to staff needs, the staff 

developers may be used to simply create the skills that central administration 

wants, particularly skills that aid the drive toward accountability. Training in 

such areas as budgeting and finance, forward planning, decision-making, 

supervision and staff assessment, to name a few, is in great demand but he 

wonders how much of it is genuinely wanted by staff. 

Managerialism is seen by some as a way of government guaranteeing control 

over what might otherwise be independent institutions. Martin Trow (1994), 

says that managerialism is 'a substitute for a relationship of trust between 

government and universities, trust in the ability of institutions of higher 

education to broadly govern themselves' (p. 11). Another critic of current 

trends in university administration, Bessant (1995), says that the current 'top 

down' management is not conducive to the survival of traditional collegiality. 

He thinks academics unfortunately have been convinced that collegial 

decision making has failed as an effective means of management in the 

modern university. He argues that the idea that universities must be run like 

businesses has been forced upon academics. With the loss of collegiality, 

academic autonomy and freedom will also go. He thinks collegial decision 

making and self-management are essential to universities and should not be 

dispensed with: 

Collegiality is very much part of this whole process. But this makes 
universities very different from the classic business organisation where 
obedience to the instructions of management is the way of advancement up 
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the hierarchy and where outcomes are virtually the sole determinants of 
efficiency and effectiveness (Bessant 1995, P.  62). 

There is little doubt that there is a concerted attack on collegial decision 

making as a way of managing a university. Meek (1995, p. 3) states: 

Pressure is being placed on universities to institute strong managerial modes 

of operation, with Vice-Chancellors being called and assuming the role of 
Chief Executive Officers and Councils becoming boards of governors. Most 
deans of faculties are no longer elected collegial leaders but a part of line-
management. Heads of departments have direct supervisory responsibilities 

for academic staff, and staff in turn are starting to be treated more like 
employees rather than autonomous professionals. 

Although Meek is obviously concerned at some aspects of current managerial 

trends, there is also support for it. For instance universities are now expected 

to be responsive to more diverse community needs and the emphasis on 

quality controls is forcing, in some instances, needed improvements. There 

undoubtedly is a need, in many cases, for more rigorous examination of 

procedures and policies. However, Meek thinks that universities will continue 

to challenge the idea that they should be run just like corporate businesses. 

The shift to managerialism has not produced evidence that universities have 

become more efficient. In fact, 'the evidence that is available suggests that 

the managerial approach has increased academic staff alienation and 

decreased morale - hardly the ingredients or enhanced efficiency and 

effectiveness' (Meek 1995, p.  8). 

2.4.2 Business Experience for Educational Administrators 

The call from some sectors of the public and the government for universities 

to be run on corporate lines would mean that the decision-makers within 

tertiary institutions should be adopting business principles and attitudes. The 

shift away from a strongly theory based educational administration discipline 

has also brought suggestions that educational administrators need a broader 
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education than that provided by a tertiary level classroom. The result has 

been closer links between universities and businesses with the idea that 

educational leaders observe what is going on in efficiently-run businesses and 

then apply these practices to create more efficient faculties and departments 

(Sharpe 1989). 

The only people who seem uncomfortable with this idea are those who have 

the responsibility for the running of divisions of a university. They do not 

necessarily reject business practices but doubt their applicability to 

educational institutions. This has been borne out by researchers who have 

described clear distinctions between corporate bodies and educational 

organisations (Sharpe 1989). There is also no research to date indicating the 

effectiveness of business practices in educational settings (Caldwell 1990). 

The educational administrator has many constraints not usually seen in the 

corporate sector. Such administrators: 

deal with legislative restraints, huge system restraints (eg. state [and federal] 

education departments), cater to a diverse clientele ranging from the 
academically committed to the socially recalcitrant, have staff with wide-
ranging loyalties and professional commitments, are expected to oversee 
work technology that is difficult to supervise or evaluate, have planning 
restrictions due to political agendas, resource allocations and other significant 

factors (Mclllhatton et al. 1993, p.  37). 

Notwithstanding this, a number of universities and secondary schools both in 

Australia and overseas have arranged for administrators to get practical field 

experience in business situations. For those chosen to participate, it is an 

opportunity to observe a wide range of factors. It would be appropriate to 

note such things as communication and its effectiveness, organisational 

context and structure, technology of work, motivation of staff, and manager's 

goals and styles (Peters & Waterman 1982). 
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The reports by participants vary of course depending on the particular 

companies and particular industries they observe. Recently the Australian 

Council for Educational Administration has linked up with some universities 

to arrange such field experiences (Mclllhatton et al. 1993). One participating 

academic noted that the more successful companies he saw had several 

common characteristics: a flatter organisational hierarchy than that seen in 

most educational institutions, a strong sense of collegiality, a common sense 

of purpose among workers, a sense of trust, a valuing of creativity, and 

flexibility. These businesses also would have much to teach regarding the 

skills of financial management, staff selection and forecasting. However, all 

these skills vary from company to company and the observer would have to 

selective. 

In turn, there are lessons that business could use from the educational 

industry (Mclllhatton et al. 1993). There is a keen interest in clients (students) 

and, in fact, most managerial decisions are client-based. Staff are highly 

motivated by their students' success and development. Educational 

institutions have to be very concerned with ethics and with identification of 

intrinsic rewards. Most staff have learned, by the nature of their work, to be 

patient and considerate of human feelings. Of course one of the greatest 

attributes in any educational institution is the attention paid to instructional 

techniques and evaluation. Many businesses could well learn more about 

learning styles of both staff and clients. 

One of the greatest benefits of this sort of interchange of ideas and 

observations may be something quite subtle. If the public observes closer 

links between education and business, it may change their perception of 

academics being out of touch with reality. The reverse is also true. Education 

needs some good public relations and it would be a good opportunity for 

business to grasp some of the complexities and stresses that are part of any 

educationalist's job. Educational organisations require staff to be accountable 



37 

at all times of the day, to make snap decisions, and to perform quick role 

changes with only a few seconds with which to make the adjustment. 

2.4.3 Use of Business Principles in Education 

The direct intrusion of business ideas into education is another issue that is 

dealt with in educational administrative journals. An example of this is the 

application of Total Quality Management (TQM) to educational institutions. 

This is a methodology of business administration and there has been 

resistance from educators concerning its application to educational settings. 

The arguments against it are that students should not be seen as 'clients' or 

'customers', it is filled with unnecessary technical jargon, and business 

practices simply are not relevant to education. Nonetheless, some 

universities are attempting to apply it in Australia. NTU instituted a TOM 

program in 1992 with monies from the National Priority (Reserve) Fund. 

Although acknowledging research which indicates that TOM may not be 

successful with academics or on a 'whole-institution' basis, the university 

management saw it as demonstrating a systematic approach towards 

improving its services to the community (Towards Total Quality Management 

1993). However, the most obvious influence of business in education has 

been in the area of finance (Hoy, Tarter & Bliss 1990). Together the two 

disciplines of educational administration and business administration reflect 

less emphasis on theory and more on observation, with little attempt at 

controlled experimentation. 

As mentioned earlier, another changing emphasis in educational 

administration is the move towards the teaching of leadership skills. It is felt 

that people trained in management skills provide consistency and control. 

Leadership, however, is needed to foster purpose, passion and imagination. 

Leadership, as a quality of administrators, is especially needed in times of 

change (Bolman & Deal 1994) and it is felt that the 1990s   is a time of change 

in education. There is no clear picture as yet as to what direction educational 

administration training is taking. It must, however, take into account the 



current trends. These are the obvious moves towards decentralisation and 

accountability. 

Aside from leadership skills, some concerned members of the community feel 

that ethics should be taught to educational administrators as there is a feeling 

of general moral decay and that education is part of the problem (Milstein 

1993). The way to do this is in a more problem-based or practice-based 

learning environment. The emphasis in instruction should be connecting 

preparation (theory, course work) to daily realities of management practice in 

education. There should also be strong links to management programs in 

industries (Murphy 1993). At the present time in Australia, candidates for 

postgraduate programs in educational administration are self-selected. 

Perhaps if leadership becomes a quality worth pursuing, universities should 

cooperate with other levels of schooling to select, promote and encourage 

those who exhibit leadership characteristics. Universities might also look at 

changing their course structures to allow credit for on-the-job growth situations 

in which candidates use seminars, workshops or even mentoring to exhibit 

development and learning in management practices and at the same time 

gain credit toward formal credentials (Murphy 1993). 

2.4.4 Stress 

An area of academic administration that has received recent attention is that 

of increased harmful personal stress. Carr (1994) says that much of the 

earlier research done in this area has suffered from flawed methodology. 

However, indications are becoming clearer that the stress that is being 

reported by educational administrators is primarily job related (81%). Key 

factors within the job are a feeling of a lack of support from the governing 

body, coping with heavy work demands and expectations, and difficulty in 

interpersonal relationships with other staff. Also, studies into this area should 

differentiate among stressors, stress and strain. Research indicates that the 

removal of stressors will result in improved physical and emotional health and 

greater job satisfaction (Dua 1994). The conclusion is that universities should 
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be aware of the stressors in a given employment situation and should also be 

aware of the benefits of removing them. 

Two researchers in the U.S., Gmelch and Burns (1994), have focused on the 

sources of stress in academic administrators. They point out the problems of 

trying to be two people; one, a representative of management, and two, a 

member of the faculty. These two roles can be radically opposed at times. 

Another problem is that such people may not be selected because of any 

administrative expertise but rather because they are respected for their 

academic performance. This adds the pressure of trying to perform in an area 

for which they are not trained. Along with this is the pressure to set an 

example of good teaching practice and to keep up a respected research 

profile. 

2.5 Role of Staff Development 

2.5.1 Australia 

Unlike the U.S. and the U.K., Australia currently has no national training 

programs for academic administrators. In Britain, a task force was 

established by the Universities' Staff Development Unit. This task force has 

the job of devising national, system-wide strategies for management and 

leadership development in higher education. In this country the Australian 

Vice-Chancellors' Committee supports the 'desirability of maintaining a 

coordinated and systematic approach to senior staff development' (Men nell, 

Joyner, Preston & Saunders 1994, p.  34). However, little research on 

academic management has been done in Australia to provide empirical data 

at the higher education level. Smaller, regional universities, which are the 

ones usually without academic management training, are also the ones who 

have difficulty obtaining sufficient government funding for staff development. 

It is basically left to individual institutions to find the motivation and resources 



to create their own management development programs (Johnson, P. 1995, 

pers. comm., 28 February). 

Many universities around Australia are devising plans to improve the skills of 

their academic administrators. This is especially evident since the first Quality 

Audit was carried out by the federal government beginning in 1993. Another 

impetus was the disappearance of the binary system of colleges and 

universities (Mennell et al. 1994). Federal funds, beyond a set amount based 

on student enrolment, are now distributed by the Committee for Quality 

Assurance in Higher Education. The Committee's quality audit teams look at 

the individual university's evidence of performance in terms of its 

effectiveness and outcomes. The institution's ranking determines the level of 

funding and can have far reaching consequences such as the ability to recruit 

overseas students (Mennell et al. 1994). Universities, therefore, have to strive 

to improve their performance in a wide range of activities. The responsibility 

of the university's administrators (both academic and non-academic) to 

improve their performance has grown tremendously. Because of the cost 

involved in starting a staff development program in the area of management 

training, universities may apply for federal funding. 

One example of this is the Management Development of Academic Staff 

program run by the University of Wollongong. It is similar to many others that 

have been or are in the process of being developed around Australia. As is 

common with others, there is emphasis on the inclusion of women. In this 

case, 50% of the places are reserved for females. Also common is its overall 

structure: first, an extensive needs analysis is done; secondly, priorities are 

developed based on a departmental context; thirdly, training delivery modes 

are varied with on-the-job training and didactic methods, they make use of 

problem-based learning and are project-based (Commonwealth Staff 

Development Fund 1993). Information gained from initial work will be used 

to help develop training modules which will be particularly useful with 

subsequent programs aimed at deans and academic middle managers. 
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Some universities have combined together to create programs such as the 

joint program with Curtin University, University of Western Australia, Murdoch 

University and Edith Cowan University titled 'Leadership Skills Implementation 

Program'. However, this type of program is different in that it consists of 

seminars, conducted by consultants, on broad topics such as 

communication/facilitation skills, managing change, team building, and conflict 

resolution. Although this program also started with a needs analysis, it does 

not, however, make any effort to be situation specific. It also relies on a 

considerable amount of funding to remain on-going. An incidental by-product 

of attending such seminars is meeting other academics interested in 

leadership. The networking that is established could be of as much value in 

establishing a position of leadership than any skills that are taught. 

Individual universities, with no national program to rely on, must define their 

own management training needs and design appropriate programs assuming 

that adequate funding and expertise can be found. The University of Ballarat, 

for instance, is piloting a program that they hope will eventually be offered as 

a Graduate Certificate in Tertiary Education Management (Australian 

university academic managers training plans, 1995). It focuses on the areas 

of leadership, financial management, quality management, teamwork, 

strategic planning and human resource management. 

The Queensland University of Technology (QUT) decided in 1993 to improve 

leadership throughout their organisation at all levels, both academic and non-

academic (Mennell, et al, 1994). This required an initial research program to 

determine the tasks and skills required by various levels of management. 

Based on the initial research, the university is attempting to develop a wide 

range of senior management programs. QUT sees the benefits from such a 

move as far out-weighing the initial costs of development. At present QUT 

has appointed a Coordinator of Management Development and pilot activities, 

along with further research, have begun. 
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2.5.2 The Northern Territory University 

NTU is a young tertiary institution, having commenced in January 1989 

through an amalgamation of two small tertiary institutions: University College 

of the NT and Darwin Institute of Technology. It currently consists of 8,600 

students (of all categories), and approximately 400 full-time and 100 part-time 

teaching staff divided into nine faculties. As of the beginning of 1995, there 

were no formal induction programs for academic administrators at NTU 

(Johnson, P. 1995, pers. comm., 28 February). There were also no provisions 

in the staff development program for management training of lower and 

middle academic administrators. There was, however, a management 

development program in the planning stages for deans. 

Late in 1995 a two day workshop, titled 'Academic Management and 

Leadership Workshop' led by Alan Lonsdale, was run for deans and associate 

deans. However, much of the second day was devoted to the topic of dealing 

with staff performance which pertained only to the deans. This was due to the 

university being legally committed to formally training deans in procedures 

involving poor performance of faculty staff. The other topic, roles and 

responsibilities of NTU academic managers, was decided upon by central 

administration. The NTU Staff Development Branch (a sector of the Human 

Resources Division) is very interested in providing a range of management 

oriented programs once they have more information regarding the staffs 

needs (Johnson, P. 1995, pers. comm., 28 February). 

At NTU, the proposed deans' program to be introduced by Staff Development 

will try to emphasise inter-personal communication, negotiation skills, 

knowledge of legal obligations and constraints, and dealing with staff 

performance. These areas were determined partially by studying programs at 

other universities and partially from suggestions made by the deans. Peter 

Johnson, head of Staff Development, said that the university is very interested 

in providing such a program and also would like to offer training to other levels 
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of administrators in all faculties (Johnson, P. 1995, pers. comm., 28 

February). 

Such programs would be dependent on two factors being met. First the 

needs of the academic administrators have to be ascertained. Secondly, 

depending on the results of such an enquiry, adequate funding for 

development programs would have to be found. There are no records of a 

management training needs survey having been conducted with NTU 

associate deans to date. 

2.5.3 Current Trends in Training 

The Australian business sector saw a dramatic upsurge in employee training 

during the late 1980s and early 1990s. This affected the educational industry 

as well. Although millions of dollars were spent on training, there was 

increasing disenchantment with the results (Huntley 1996). Employees often 

returned from training to simply go back to old ways of doing things after a few 

days; also, the trend towards organisations with a flatter management 

structure and a more cost effective administration resulted in reduced time 

and money being spent on training (Huntley 1996) Thus administrators have 

started to look closely at the value of the training their employees are 

receiving. 

The biggest changes in training in the 1990s can be seen in: 

the encouragement of trainee participation in the planning stages, 

the use of active learning techniques during training, 

more attention paid to implementing new skills after the initial 

training, 

a decreased role for off-site training, 

increased support from senior management , and 

recognition of individual learning styles with a corresponding 

adjustment of training delivery. 



However, they are only parts of what is really needed in staff development: 

well planned training programs (O'Neill 1995). 

Current staff development programs are encouraged to have three phases: 

pre-training, during training and post-training. In the pre-training phases, the 

trainer should allow employees to make decisions about what training is 

needed. Often people feel training is imposed on them and this lowers their 

motivation. The learners also should be involved in the training design. This 

will add to their feeling of 'ownership' and they will work harder to make it 

succeed. The skills taught should be those that are needed now, not ones 

that might be needed in the future. The skills should also be focused into one 

or two competency areas. It is important that before the training starts the 

organisation considers the question of incentives. Pay increments for proven 

skill acquisition is proving popular with employees generally although not 

necessarily with those in tertiary education. University personnel are more apt 

to respond to increased career opportunities as a reward (O'Neill 1995). 

Lastly, the time allowed for the training is crucial. The organ isation must be 

willing to allocate the amount of time that the value of the training warrants. 

During training, the learning can be more effective through use of active 

training formats, variety of media, use of positive measurement and plenty of 

meaningful practice. Peer tutoring and mentoring are also being encouraged 

more; the former in short-term one-on-one training, and the latter in longer 

term relationships where one person is obviously more experienced and non-

threatening. 

The post-training period is now being seen as especially crucial, as this is 

where the training is supposed to pay off. The trainee must be given 

opportunities to use the skills immediately before the training loses its 

effectiveness. Assistance must be readily available. It is now thought that a 

key ingredient to successful training is the involvement of the immediate 

supervisor during this post training period. Lack of supervisor support can be 



45 

very demotivating. Lastly, recognition of the training in the form of certificates, 
awards and the like, should only be given when the trainee has demonstrated 
competence, not simply when the course is concluded. 

The report 'Growth Platforms for a Competitive Australia' (McKinsey & Co. 
Australia 1996), which made suggestions for improving Australia's economic 
growth, said that in spite of moves to flatten the organisational hierarchy, 
Australia needs to develop the quality and effectiveness of Australian middle 
managers. 

Middle managers will play a pivotal role in determining the fate of Australian 
business efforts to close the productivity gap. They hold the key to success 
or failure of the major effort required to implement change (p.  8). 

2.6 Summary 

The trend in the western world towards mass education at the tertiary level 
has brought with it new challenges for universities. Governments have 
reduced funding but have kept tight control over university policies. They 
have also called for greater accountability in all sectors of the institutions' 
functions. The result has been for universities to be increasingly managed 
along corporate lines. Academics who are primarily trained in research and 
teaching are being expected to shoulder increasingly complex administrative 
and management duties. 

Following the trends occurring overseas, Australian universities are in the 
process of creating management training programs for their academic 
administrators. The extent of the programs are controlled by the amount of 
funding and information available to the staff development sectors but also by 
the perceived need and value of such programs by both central management 
and by the academic administrators themselves. 
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This trend is not without opposition. There are those who think that the trend 

to managerialism will destroy the collegiality amongst academics which is 

credited with providing autonomy and academic freedom. Others think that 

business principles are not always applicable to the educational industry. 

There is a lack of research in areas such as women in academic 

management, training incentives, identifying management potential, the role 

of management performance assessment, and developing career paths for 

academic administrators. 

However, increased managerialism in higher education is a reality and 

providers of training programs continue to strive to improve the effectiveness 

of training. Modern training aims to be as realistic as possible, to involve the 

participants in decisions, to be active and diverse in presentation, to provide 

post-training support, and to ensure meaningful senior management support. 

Despite this, there is little research on the effectiveness of training in 

academic management. 
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Chapter Three 

METHOD 

3.1 Introduction 

This chapter details the methodology used in this research project. To 

establish a basis for the structure of the study, a rationale is provided for the 

choice of research methods. This is followed by a description of the subjects 

and a discussion of how the survey instruments were created. Next, the 

methods used for the analysis of the data are explained and finally the 

chapter is concluded by a summary of the perceived limitations of the 

research project. 

3.2 Rationale 

The purposes of the study were firstly, to determine how associate deans 

perceived the relative importance of the various administrative tasks that they 

were expected to perform as part of their position; secondly, to determine 

which, if any, management skills needed developing; and thirdly, to ascertain 

how the associate deans perceived both the need for management skills 

training and the university's rote in providing training. 

To accomplish these goals, the study needed to both describe the current 

status of certain variables (e.g. individual perceptions of the importance of 

various administrative tasks) and to examine how the variables related to 

each other. According to Graziano and Raulin (1993), a survey best suits 

such a study because "in this sense, [survey research] is a variation of a 

correlational research design. The researcher is not primarily interested in the 

status of the variables but in the relationships among the variables" (p.  300). 

A survey consisting of two instruments, a wriften questionnaire and a 

structured interview, was therefore chosen as the best means of achieving the 



goals of the study. Because this study has both descriptive and explanatory 

characteristics, the two different types of instruments, making use of both 

quantitative and qualitative research techniques, could be used to maximise 

the quality and quantity of required data. 

The written questionnaire is particularly effective in providing descriptive data 

(Jackson 1988). It is also the easiest instrument on which to create high 

levels of validity and reliability. The structured interview, however, can be 

used to improve these elements even further through the use of triangulation. 

"Triangulation can take many forms, but its basic feature will be the 

combination of two or more different strategies in the study of the same 

empirical results" (Denzin 1978, p.  308). The data gathered from the 

structured interview can be used to establish corroboration and therefore 

sufficiency of data (Wiersma 1995). 

However, the interview process does much more than act as a verifying agent 

of the questionnaire data. Structured interviews "ordinarily provide for in-depth 

probes on some of the questions. Interviews also allow the respondent to ask 

any questions and therefore any ambiguities can be clarified" (Jackson 1988, 

p. 31). It is clear that the interview adds to the validity of the research by 

allowing for clarification and extends it by allowing for the introduction of new, 

unanticipated material. Graziano and Raulin (1993) maintain that 'the most 

information and generally best results are obtained when the survey is 

administered in a personal, face-to-face interview' (p.  305). 

3.3 Subjects 

The subjects of the research were 34 Northern Territory University associate 

deans who voluntarily responded to an initial questionnaire. These 

respondents were then given a follow-up interview which provided the 

remainder of the data. At the time of the survey, the university had 44 



associate dean positions. The subjects represented 77% of the potential 

population. 

The subjects were characterised by gender (26.5% female, 73.5% male); 

university sector (35.3% VET, 65.7% HE); and area of administrative 

responsibility (76.5% heads of schools [HOS], 23.5% heads of research 

and/or studies [HOR]). The length of time the subjects had held their current 

position of associate dean also fell into two broad categories: 64.7% had 

been in the position for six months or less, while 35.3% had held the position 

for a year or more. Half (50%) of the subjects had previous administrative 

experience outside the educational field. 

3.4 Instruments 

Each subject received a survey package containing: 

an introductory letter of explanation (see Appendix B) 

a statement insuring confidentiality and the reporting of findings (see 

Appendix C) 

an endorsement of the Deputy Vice Chancellor and the Deputy Vice 

Chancellor (VET) (see Appendix C) 

• a questionnaire (see Appendix D) 

• a reply envelope 

Each subject responding to the questionnaire subsequently participated in an 

interview (see Appendix F). 

3.4.1 The Questionnaire 

The quantitative data was collected with a 47 item questionnaire (see 

Appendix E) that was based on instruments used in similar studies (Moses & 

Roe 1990; Seagren & Creswell 1985) but modified specifically for this survey. 

The items were chosen in order to accomplish three tasks: Firstly, to produce 

data on the participants' responses regarding the importance of tasks and the 
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need to develop skills required of an associate dean at NTU based on the 

university's duty statements and selection criteria for an associate dean (see 

Appendices J and K). Secondly, to collect data that could be compared to a 

similar study in another part of Australia (Moses & Roe 1990), and thirdly, to 

collect data that could be compared to a similar study that was conducted 

before the major re-structuring of Australian universities (Lonsdale & Bardsley 

1982). 

The questionnaire items were divided into three sections: administrative tasks, 

management skills and demographics (administrative experience and 

training). The items in both the task and skills sections were chosen to 

represent the six key areas of administrative activity (McDade 1988): financial 

management, human relations and personnel administration, internal/external 

relations, personal/professional development, curriculum and instruction, and 

student relations. This approach was taken so that results could be compared 

with the two earlier surveys; however, only items that reflected the tasks in the 

job description of the NTU associate dean duty statements were used in each 

section. 

Questions 1 - 20 required subjects to rate administrative tasks by degree of 

importance to their role as associate deans on a 5-point Likert scale (1 equals 

little importance, 5 equals extremely important). Questions 21 - 40 asked 

subjects to determine whether management skills were a personal strength 

or whether they required development. Items 41 - 47 asked subjects to 

provide information on their administrative experience (in their current position 

and previously) and on their participation in management training (both in this 

position and over the previous five years). 

The questionnaire was piloted by two former associate deans. Their previous 

areas of responsibility had involved HE and VET respectively. Each 

participant in the pilot was asked to keep notes on instructions and/or items 

that were not clear. The time required to complete the instrument was also 
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noted and compared to the researcher's estimation. Afterwards the 

participants discussed their concerns with the researcher to identify 

instructions or items that were not clear in order to improve the reliability of the 

instrument. They also explained how, in some cases, their interpretation of 

items differed from the researcher's intent. This was done to improve the 

validity of items. In addition to this, particular attention was paid to 

establishing whether the items were appropriate and relevant to both the HE 

and VET sectors of the university. Minor alterations in wording were made to 

five questions. 

3.4.2 The Interview 

A structured interview format was chosen to verify, supplement and extend 

the data obtained from the questionnaire. The interview consisted of six 

closed questions and one open question (see Appendix F). 

The first two questions were intended to verify and refine the information the 

subjects had provided in the questionnaire regarding administrative tasks and 

management skills. This was done by asking that the subjects rank their top 

three items in those two groups. It is acknowledged, however, that the 

concept of ranking items is different to the task of scaling a response on a 

continuum which was the corresponding task presented to the participants in 

the questionnaire. A degree of preference is introduced in the task of ranking 

and this is an important element to be considered in the statistical outcomes 

(Sproull 1995). 

The next three questions (items 3, 4 and 5) were designed to identify the 

subjects' ideas regarding management training needs and methods of training 

delivery that were not mentioned in the questionnaire. 

The sixth question was intended to explore the extent to which associate 

deans have job improvement needs that may not involve management 

training. This was to preclude a possible survey assumption that only 
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management training was required to improve the performance of associate 

deans. 

The seventh question was open ended. Its intent was to allow the associate 

deans to express opinions or ideas regarding their performance, job 

satisfaction or management training that may not have been induced by the 

previous questions. According to Sproul (1995), open ended questions are 

best placed at the end of the interview. Because the closed questions do not 

allow creative responses, this question was included to elicit creative and 

original information. 

As with the questionnaire, the interview was piloted with two former associate 

deans from HE and VET respectively. The interviews were timed and the 

interviewees debriefed afterwards. The pilot participants provided feedback 

on questions that seemed ambiguous and irrelevant and minor alterations 

were made. 

3.5 Procedure 

Survey packages were mailed to all Northern Territory University staff 

members who held the position .of associate dean. This included both 

permanent and acting positions. The instructions clearly stated that those 

people who returned the questionnaire (see Appendix E), would be expected 

to participate in a follow-up interview. An enclosed envelope enabled the 

subjects to return the questionnaire to the Staff Development Branch by way 

of the internal mail. 

After one week, a second survey package (see Appendices B, C, D & E) was 

sent to those associate deans who had not responded. A lefter of 

appreciation was sent to those who had participated (see Appendix G). Three 

weeks after the initial mailing, a 77% return had been achieved. 



53 

The researcher arranged Interview details with the subjects by telephone. 

Subjects were informed to allow at least 15 minutes for the interview. All 

interviews took place in the subjects' offices with no one else present. At the 

start of the interview, each subject was given a brief summary of the type of 

questions to be asked. Permission was also sought to use recording 

equipment. Subjects were told that no names would be used during the 

taping session. Confidentiality of data was assured. 

All 34 interviews were completed over a two week period. Both questionnaire 

results and Interview recordings were transcribed onto computer disk and 

later into hard copy for purposes of analysis. No names were used on tapes, 

disks or hard copy. 

3.6 Analysis of Data 

The quantitative data gathered by the questionnaire and the structured 

interview was organised in various ways to meet the purposes of the study. 

Firstly, demographic information was presented as categorical percentages 

to produce of profile of associate deans. Next, Likert scale scores (responses 

to the perception of the importance of administrative tasks) were averaged 

and the means used to provide a ranking of the tasks. Responses to items 

of management skills in need of development were also scored and ranked 

according to the most in need. The rankings between these sectors were 

compared. 

The mean scores from the Likert scales were also used to determine whether 

different demographic groups of associate deans differed significantly in their 

responses to particular items. An independent samples t-test was used to 

achieve this purpose because the population was below 120. A significance 

level of .05 was chosen in order to accurately compare results with the data 

from similar studies. 



54 

Significant differences (more than five places) in the ranking of items was 

used to compare differences among demographic groups in the management 

skills section where Likert scale results were not applicable (Dieterich 1986) 

This same procedure of determining the ranking of response items was used 

with the interview data. Once again these rankings were analysed by 

comparing and contrasting changes in the ranking by demographic groups. 

Similarities and differences in the ranking of items between questionnaire and 

interview responses were also studied. 

Qualitative data emerged primarily from the one open question in the 

structured interview but also from unsolicited comments made by respondents 

in relation to other questions in the interview. The additional comments 

produced from the answers to closed questions were recorded, compiled into 

categories and reported either as explanatory responses in the text of the 

report or as conditional responses in the tables. The information produced 

from the open question was transcribed and categorised using a process 

code. According to Wiersma (1995), a process code will 'focus on the 

sequence of events and how changes occur' (p.  217). This allowed the 

researcher to examine the data from the perspective that associate deans 

have become aware of particular personal and institutional factors over the 

period of their present administrative position. Comments were coded 

according to the factor and according to the perceived negative or positive 

impact of the factor. This code evolved as data collection proceeded and 

eventually a number of categorical areas regarding associate deans' major 

'concerns' were defined and illustrated through the use of quotations in the 

text of the report. 

3.7 Limitations 

There are some limitations to this study. First of all, a direct contact interview 

format carries a degree of inconsistency. People are not robots and slight 
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differences in the delivery of the same questions are likely to occur. There 

was only one interviewer (thus reducing the inconsistency of format) but 

because the interviews took place on different days and at different times, 

there could have been some subtle differences in the manner in which 

questions were presented. Also the venues varied. For the convenience of 

the associate deans, interviews took place at a venue of their choice. 

However, this did lead to occasional interruptions and some environmental 

difficulties. For instance, even though the interviews always took place in 

offices, some VET venues had high levels of background noise which was 

noticeable even in the tape recordings. There were also the inevitable 

disruptions caused by the ringing of telephones. 

There were varying amounts of time between participants completing the 

questionnaire and taking part in the interview. This period could vary between 

four days and three weeks depending the availability of the associate dean. 

A time lag between the implementation of different instruments is not ideal in 

a cross sectional survey and may have resulted in some change in attitude 

(and thus responses), however slight. 

Time, or a lack of it, was also a factor in limiting the scope of the study. 

Because of time restrictions placed on the researcher, the study had to be 

limited to responses and reactions from associate deans. The perceptions 

that other individuals and groups have of associate deans' management skills 

could have created interesting and useful comparisons. Had time permitted, 

the study would have included a survey of other key sectors such as faculty 

deans, colleagues within schools and students. 
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Chapter Four 

QUESTIONNAIRE RESULTS 

4.1 Introduction 

Creating an appropriate design of the questionnaire was an important phase 

of the survey process. The instrument had to be long enough to obtain 

relevant data on the management roles of associate deans yet short enough 

to encourage the participation of busy academics. The result was a 

questionnaire comprised of three sections (see Appendix D). 

The first section dealt with associate deans!  perceptions of the importance of 

particular administrative tasks. The second section asked associate deans 

to nominate which management skills required further personal development. 

These two topics were treated separately so that the skills nominated as in 

need of development could be compared to the perceptions of importance of 

the related administrative tasks. 

The third section of the questionnaire gathered information relating to the 

associate deans' previous administrative experience and training. These 

factors could be compared to the data obtained in the first two sections. 

Other demographic information, such as gender and specific administrative 

responsibilities, was either made self-evident from subsequent interviews or 

was provided by university administrative staff. 

4.2 Demographic In formation of Associate Deans 

4.2.1 Length of Time as Associate Dean 

The questionnaire provided information on the respondents' length of time in 

the current position of associate dean. Table 4.1 shows that the majority 

(64.7%) were new to the position. This was mainly due to a recent university 
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restructuring program and many positions were being filled for the first time. 

The other 12 associate deans had been in their current positions for periods 

of one year to more than three years. Because the individual divisions were 

too small for meaningful comparisons, the 12 subjects were treated as one 

'experienced' group of associate deans in subsequent comparisons with 22 

'new' associate deans. 

Table 4.1 Length of Time in the Current Position 

of Associate Dean (n=34) 

Time in position Frequency Percentage 

6 months (or less) 22 64.7 

1 year 2 5.9 

2years 4 11.8 

3 years (or more) 6 17.6 

4.2.2 Other Administrative Experience 

The questionnaire also sought information regarding the associate deans' 

previous experience in other areas of education as well as outside of 

education. The results of this enquiry are shown in Table 4.2. These 'other 

areas' would be pre-primary, primary, secondary or special schools. The 

results indicate that as a group, the majority of associate deans have already 

experienced formal administrative roles at the tertiary level. This was 

considerably less true with experience in other areas of education. The 

percentage of deans with administrative experience outside education (50%) 

may be considered surprisingly high by sections of the public who accuse 

academics of not having experience of the 'real world'. 



Table 4.2 Other Administrative Experience (n=34) 

Experience Frequency % 

Tertiary (excluding the current position) 22 65 

Other educational level 12 35 

Outside education 17 50 

4.2.3 Prior Management Training 

None of the 34 subjects had undergone an induction program for their current 

positions. However, 12 (35%) associate deans did record that they had 

undergone some form of management training in the last five years (see 

Table 4.3). Four recorded having experienced more than one program. The 

most common form of this training was in a seminar or workshop format. 

Table 4.3 Associate Dean (n34) Involvement in 

Management Training Over Past 5 Years 

Type of Training Number 

Involved 

Coursework 3 

In-service 4 

Seminar or workshop 10 

Other 0 

4.1.4 Gender 

The gender of participants consisted of 9 females and 25 males or 26% and 74% 

respectively. This is an accurate reflection of the whole population of associate 

deans at NTU which is 27% female and 73% male. The total academic 

population at NTU (both HE and VET) in 1995 was 31% female and 69% male 

(Cameron, A., Statistics Officer 1996, pers. comm., 2 April). In relation to 

administrative experience, the two genders reported similar backgrounds (see 

Table 4.4). Women hold a slight edge in experience in the current position (44% 



to 32%) but men have a little more experience outside of education (52% to 

44%). The percentages are nearly equal in other educational administration 

categories. Other statistics relating to gender are as follows: A higher 

percentage of male associate deans were in the VET sector (40% versus 22% 

of females) while a greater percentage of women associate deans were to be 

found responsible for research and/or studies (44% versus 16% of men). 

Table 4.4 Administrative Experience and Category of 

Associate Dean Position by Gender (n=34) 

Gender Year or Experience VET/HE HOSIHOR 

more in outside % % 
current educ. % 

position % 

Female 44 44 22/78 56/44 

Male 32 52 40/60 84/16 

4.2.5 University Sector 

Of the associate deans surveyed, 12 (35%) worked primarily in the VET sector 

while 22 (65%) were in higher education (HE). This compared closely to the total 

population of associate deans at NTU (32% VET, 68% HE). As far as 

administrative experience is concerned, HE associate deans registered more 

experience in the current position (41 % to 17%) and continued to show a slight 

advantage of experience at other levels of education (36% to 33%) but VET 

associate deans had more administrative experience outside of the educational 

arena (58% to 41%). 

4.2.6 Area of Responsibility 

Twenty-five (74%) of the associate deans in this study were responsible for a 

school within a faculty while the other eight (26%) were in charge of a faculty's 

research and/or postgraduate students or undergraduate students and/or 

development of a particular program of study. Administrative experience was the 

same between the two groups with the exception of experience at other levels 
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of education. Half of the Heads of Research and/or Studies (HOR) (50%) 

indicated such experience whereas less than a third (31%) of the Heads of 

Schools HOS) did so. 

4.2.7 Summary 

According to the demographic information supplied by the questionnaire, the 

'average' associate dean is a male who works as a head of school in the higher 

education sector. Although having been in this particular position for six months 

or less, he does have prior administrative experience at the tertiary level and an 

even chance of having experience in an area outside of education. In spite of 

this practical experience, he has not had any management training in the past 

five years. If he had been one of the few to have had such training, it would 

have been in the form of a seminar or workshop. 

4.3 Administrative Tasks 

In the questionnaire, the mean score of each administrative task (items 1 - 20) 

was calculated based on the responses of the subjects (n=34) on a 5-point 

Likert scale. The means were then ranked from highest to lowest. A rank of 

one, therefore, indicates the administrative task that rated as highest in 

'importance' in the role of associate dean. The result of this ranking is 

illustrated in Table 4.5. 

The rankings can be grouped into four general task areas. Interpersonal 

communication tasks were rated as the most important administrative tasks, 

occupying the first four positions. Financial tasks were the second major 

group, occupying four of the next six positions. The third major group of tasks 

centred on staff development. The tasks ranked as least important were 

those dealing with supervision of staff. The top four tasks can also be 

interpreted as being strongly collegial in nature. In that case, the two tasks 
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ranked last are ones that are most at odds with a collegial approach to 

administration as they imply a hierarchal authority structure. 

Table 4.5 Administrative Tasks Ranked According to Importance as 

Scored on a 5-point Likert Scale (n34) 

Rank Administrative Task Mean 

1 Maintain channels of communication with your staff 4.65 

2 Maintain communication with the Faculty Dean 4.44 

3/4 Represent colleagues at Faculty and Committee meetings 4.35 

Disseminate information to staff members 

5 Maintain current sources of funding 4.21 

6 Develop strategic plan for area of responsibility 4.12 

7 Liaise with outside agencies 4.00 

8 Deal with budgetary matters 3.97 

9 Seek and encourage new sources of financial support 3.91 

10 Deal with poor performance 3.91 

11/12 Monitor expenditure 3.79 

Encourage staff to improve their teaching performance 

13 Organise and develop curriculum 3.70 

14 Encourage staff to be involved in professional development activities 3.59 

15 Encourage research and/or consultative work 3.56 

16 Encourage staff to publish and/or be active in their area of expertise 3.50 

17 Approve/disapprove various student request forms 3.35 

18 Prevent conflict among staff members 3.32 

19 Supervise staff on contract 3.27 

- 20 Supervise staff during probationary period 3.12 

4.3.1 Administrative Tasks by Sub-Groups 

The 34 associate deans can be divided into several sub-groups: gender, 

university sector (HENET), current management responsibilities(HOS/HOR), 
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length of time in the position (experienced/new) and administrative experience 

outside of education. While it is possible that more sub-groups could be 

derived from the information available, these were the ones that produced the 

most fruitful and relevant results. They are also groups that have numbers 

large enough to produce statistically significant results. It is conceivable, both 

from the literature and from the unique situation of NTU (being one of only two 

universities in Australia that include former TAFE colleges within their 

structure), that the reactions of these five factions could have a bearing on the 

administrators' perceptions of their positions and, therefore, management 

training needs. 

Items I - 20 were examined using the five sub-groups to determine if (1) the 

means of sub-groups were significantly different from each other where p< 

.05, and, (2) the means resulted in ranking differences between sub-groups 

by more than five places. All five sub-groups provided some differences in 

ranking but only two (university sector and area of administrative 

responsibility) resulted in statistically significant differences in means. The 

details of those differences are provided in the next two paragraphs. 

4.3.1.a University Sector 

Associate deans who work primarily in the VET sector (n=12) differed from 

those in the HE sector (n22) on five items of administrative tasks. Three 

items had significantly different mean scores (determined by independent-

samples t-test where p.05). Those items are displayed in Table 4.6. 

Table 4.6 Significant Differences in Administrative Tasks between 

VET (n=12) and HE (n=22) 

Administrative Task Ranked p<.05 
higher by 

Encourage research and/or consultative work HE 01 

Liaise with outside agencies VET .023 

Organise and develop curriculum VET .023 



63 

The administrative tasks 'Seek and encourage new sources of financial 

support' and 'Encourage staff to publish and/or be active in their area of 

expertise' were ranked strongly higher by VET and HE respectively but with 

no statistical significance. The emphasis on outside agencies, outside 

financial resources and curriculum by VET administrators must be viewed with 

an understanding of the VET schools within the university structure. VET 

associate deans are concerned with creating new courses to meet changing 

community and industry needs. Subsequently, they are also very involved in 

the tendering process in order to provide courses for outside agencies. 

Higher education, on the other hand, is more involved in providing traditional 

course work. The first item referring to research should also be clarified. VET 

staff must have formal teaching qualifications as a job requirement because 

it is assumed that is where their activities are primarily directed. However, in 

higher education, teaching is considered to be only one aspect of a lecturer's 

position, so much so that research degrees are valued above teaching 

qualifications (Smith 1992). HE associate deans are usually interacting with 

their staff in a teaching/research environment. Encouraging research and 

encouraging publishing are interrelated. 

4.3.1 b Area of Responsibility 

Responses of associate deans who are HOSs (n=26) were compared to 

HORs (n=8). HOSs have responsibilities which revolve around budgets, 

resourcing and staffing. HORs are more concerned with coordinating 

research and student programs. Their contact with staff is in relation to those 

priorities. Five items were found to have differed significantly using an 

independent-samples t-test as well as being more than five places apart in 

ranking (see Table 4.7) 



Table 4.7 Significant Differences in Administrative Tasks between 

HOS (n=26) & HOR (n=8) 

Administrative Task Ranked p<.05 
higher 

by 

Encourage research and/or consultative work HOR .041 

Deal with budgetary matters HOS .004 

Deal with poor staff performance HOS .043 

Monitor expenditure HOS .009 

Monitor staff on contract HOS .001 

As well as these five tasks, HORs rated three items sharply higher than did 

HOSs but with no statistical significance. These items were 'Encourage staff 

to publish and/or be active in their area of expertise', 'Encourage staff to be 

involved in professional development activities', and 'Approve/disapprove 

various student request forms'. HOSs rated 'Maintain current sources of 

funding' as higher. 

Examination of the other sub-groups resulted in no significant differences in 

means. One sub-group, administrative experience outside of education, had 

some striking differences in ranking but none of statistical significance. These 

were mainly finance tasks that were rated higher by the inexperienced. 

4.3.2 Summary 

The questionnaire responses from 34 NTU associate deans provided 

information regarding their rating of administrative tasks by importance as well 

as providing a measure of management tasks that they thought were in most 

need of development. 

There were 20 administrative tasks to be rated for degree of importance on 

a 5-point Likert scale. Importance refers to how important an associate dean 

regarded the task in relation to his or her particular role. The tasks could be 
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grouped into categories of staff development, communication and staff 

supervision and finances. Overall communication tasks were rated the 

highest followed by finances, staff development and staff supervision. 

However, there was statistically significant differences in the rating of 

particular tasks according to sub-groups. 

Associate deans with primarily HE responsibilities emphasised the task of 

encouraging research higher than did those in the VET sector. VET associate 

deans rated liaising with outside agencies, and dealing with curriculum 

matters more highly than did HE. The other sub-group that recorded 

significant differences were HOSs versus HORs. HOSs emphasised financial 

tasks and dealing with staff (poor performance and monitoring staff on 

contract) more highly than did HORs. In turn, HORs rated the task of 

encouraging research much higher. 

4.4 Management Skills 

The 34 subjects responded to a list of 20 management skills by indicating 

whether each skill was a personal strength or whether it was in need of further 

development. The researcher's purpose in this section of the questionnaire 

(items 21 - 40) was to ascertain which management skills are in most need of 

development. Because of this, the results in this section will emphasise that 

aspect rather than 'strengths'. 

The overall results of this section provide a contrast to those of the most 

important administrative tasks section. 'Effectiveness in acquiring outside 

financial resources' rated as the skill in most need of development. As an 

administrative task, however, it only ranked number nine in importance. The 

next three management skills are primarily concerned with personal 

organisation and self-management. Even the fifth management skill, 'conflict 

management', does not directly relate to the communication tasks that rated 
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highly in the previous section. In fact, preventing conflict ranked 18th in 

importance as a task of associate deans. The management skills dealing with 

interpersonal communication skills ranked from 14th to 20th in terms of 

needing development. It would appear that associate deans as a group 

perceive their communication skills to be a strength and therefore a low 

priority for development. In Table 4.8, the 20 management skills are ranked 

in order with number one being the skill in most need of development. Not all 

subjects responded to every item so the number responding is indicated in 

order to make the basis for the percentage clear. 
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Table 4.8 Ranking of Self-Analysis of Management Skills in descending 

order of those skills in most need of development. n=34 

Rank Management Skill % % n 
ND* 5** 

1 I am effective in acquiring outside financial resources 67.9 32 28 

2 I use stress management techniques in coping with my 65.5 34 29 

responsibilities 

3 I model strategic thinking and planning skills 58.6 41 29 

4 I employ effective time management 56.3 44 32 

5 I manage conflict in the department effectively 53.3 47 30 

6 I understand and encourage performance appraisal 51.7 48 29 

7 I understand regulatory and legal implications involved in 45.2 55 31 

managing the department including Equal Opportunity policies 

8 I possess knowledge and skill in resource allocation 43.8 56 32 

9 I am able to budget financial resources effectively 40.6 59 32 

10 I encourage excellence in research and/or consultancy work 40 60 30 

11 I promote teaching excellence amongst staff 38.7 61 31 

12 I possess good negotiating skills 38.2 62 34 

13 I manage change effectively 30.3 70 33 

14 I establish and maintain communication with outside agencies 22.6 77 31 

and community members generally 

15 I prioritise department needs 20.7 79 29 

16 I facilitate academic and professional development of staff 20 80 30 

17 I communicate information clearly to staff 17.6 82 34 

18 I promote good public relations for the department 15.6 84 32 

19 I encourage good communication with students 15.6 85 32 

20 I ensure staff receive feedback on administrative decisions 12 88 33 

* ND = Needing Development 
** S = Strength 

n = number of responses to question 



4.4.1 Management Skills by Sub-group 

Responses to questionnaire items on management skill development needs 

were examined in relation to the five sub-group categories (gender, university 

sector, area of responsibility, length of time in the position and administrative 

experience outside of education). The skills were ranked for each sub-group 

category and then compared. Rankings that differed by more than five places 

were noted. The top ten rankings for each sub-group were also compared to 

discern general trend differences. The purpose of this was to discover 

whether different sub-groups had distinctly different management skill 

development needs. 

The statements used in the questionnaire will now be abbreviated for the sake 

of brevity and also to direct focus on the skills needing development. 

44.1.a Gender 

Males (n=25) ranked two management skills, 'Regulatory and legal 

implications involved in managing the department including Equal Opportunity 

policies' and 'Effective time management', ten and eight places higher, 

respectively, than did females. Females (n=9), on the other hand, rated the 

need for development of 'Knowledge and skill in resource allocation' seven 

places higher than their male counterparts. 

A look at the top ten rankings, shows that females indicated less concern 

about developing skills in stress and time management than did males. 

Females also registered a stronger interest in the development of strategic 

planning and thinking skills as well as performance appraisal skills. 

4.4.1.b University Sector 

Vocational Education and Training (VET) associate deans (n=12) indicated 

a strong desire for the development of interpersonal skills such as 'Manage 

conflict in the department successfully' and 'Communicate information clearly 

to staff. These both rated six places higher than their HE counterparts. In 



contrast, HE associate deans (n=22) registered a greater need for 'Promoting 

teaching excellence amongst staff which was nine places higher. 

The top ten rankings also indicated that the HE sector felt it needed 

development in promoting research (as well as teaching) along with a strong 

need for developing skills in 'Acquiring outside financial resources'. The VET 

sector indicated a greater need for developing knowledge of university 

policies and their implications. 

4.4.1.c Area of Responsibility 

HOSs (n=26) indicated a need for development in three skill areas that 

differed markedly from HORs (n=8). The interpersonal areas of 'Good 

negotiating skills' and 'Managing conflict in the department' along with 

'Understanding regulatory and legal implications involved in managing the 

department' were ranked eleven, eight and seven places higher. HORs 

placed 'Promoting teaching excellence amongst staff, 'Facilitating academic 

and professional development of staff and 'Effective time management' as 

higher by nine, nine and seven places. 

An examination of the top ten ranking skill development needs for both groups 

shows again that HORs are most concerned with developing skills in the 

promotion of research, teaching and general professional development. 

HOSs indicated that the development of budgeting skills are needed along 

with negotiating skills and managing conflict. What is also noticeable is the 

close correspondence of both groups for development of stress management 

skills and the ability to obtain outside financial resources. 

4.4.1 .d Length of Time as Associate Dean 

New associate deans (n=22), that is those who have held the position for six 

months or less, recorded three skills needing development that ranked 

strongly higher than those of associate deans (n=12) with one year or more 

of experience in their current position. These skills were 'Effective time 
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management', 'Budgeting financial resources effectively' and 'Communicating 

information clearly to staff. These were higher by eight, seven, and six places 

respectively. Experienced associate deans on the other hand rated 

'Understanding and encouraging performance appraisal', 'Prioritising 

department needs' and 'Promoting teaching excellence amongst staff as 

higher needs by seven, seven and six places. 

An examination of the top ten rankings of each group tends to also indicate 

that experienced associate deans emphasis development of strategic thinking 

and planning skills more highly and stress management skills a little less. 

4.4.1.e Administrative Experience Outside of Education 

The associate deans who have had no administrative experience outside of 

the educational field (n=17) registered three management skill development 

needs that were much higher than their experienced counterparts. The need 

for developing 'Strategic thinking and planning skills', 'Managing change 

effectively' and 'Understanding and encouraging performance appraisal' 

ranked nine, seven and six places higher respectively. Experienced subjects 

(n=17) placed more emphasis on 'Encouraging excellence in research and/or 

consultancy work' which was seven places higher than those ranked by 

subjects with no experience. 

The top ten places for both groups emphasise different skills within the 

general areas just mentioned. Inexperienced associate deans rated strategic 

thinking and planning skills as their highest need compared to tenth place for 

experienced administrators. They also registered a stronger need to develop 

conflict management skills. Those with experience outside education 

emphasised a need to develop research and teaching promotional skills as 

well as skills to budget financial resources effectively. 
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4.4.2 Summary 

The questionnaire responses from 34 NTU associate deans provided 

information regarding 20 management skills. The questionnaire respondents 

indicated the management skills from the list that they thought were in most 

need of development for themselves personally. 

The questionnaire results showed that management skills in need of 

development did not directly correlate with the ratings of important 

administrative tasks. Financial skills, personal development skills (time and 

stress management, conflict management, strategic planning) and knowledge 

of policy and resources were judged to be in most need of development. 

Communication skills, however, were judged to be the least in need of 

development. This is in sharp contrast to communication tasks which rated 

highest in importance in the duties of an associate dean. 

The rating of management skills in need of development differed by sub-

groups. Males indicated more development needs in university policy 

knowledge and time management than did females. Resource allocation was 

a skill emphasised by women. 

VET associate deans showed greater interest in managing conflict and 

communication skills as well as acquiring policy knowledge than did their HE 

counterparts who rated the need for skills in promoting teaching and research 

much higher. 

HOSs saw more need for skills that would be used in running a department 

such as conflict management, negotiating skills and understanding policies 

than did HORs who emphasised staff development. 

The associate deans' previous administrative experience was also a factor. 

Those with previous administrative experience outside of education 

emphasised the skills of improving research while those with no outside 
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experienced stressed personal development skills such as managing change 

and strategic p'anning and thinking. New associate deans wanted 

development in time management, budgeting and communicating with staff 

while more those more experienced in the position desired skills in prioritising, 

promoting teaching and understanding performance appraisal. 
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Chapter Five 

INTERVIEW RESULTS 

5.1 Introduction 

Every associate dean who completed a questionnaire was subsequently 

interviewed. The interview had two purposes; the first was to verify and 

qualify information gathered by the questionnaire. The second was to extend 

this information by allowing the subjects to comment more fully on their 

specific managerial situations. The six closed questions and one open 

question (see Appendix F) not only explored the perceptions of administrative 

tasks and management training needs but also allowed the associate deans 

to comment on other aspects of their roles that, in their opinion, required 

change and/or improvement. In order to better compare the interview results 

with the questionnaire data, some of the demographic information that was 

derived from the questionnaire was applied to the analysis of interview data. 

5.2 Administrative Tasks 

The 34 subjects were asked in their respective interviews to review items 1 to 

20 in the questionnaire that they had filled in a few days earlier. They were 

instructed to choose the three most important administrative tasks as they 

related to the individual's role as associate dean and to rank the three most 

important. The purpose was to verify the findings of the questionnaire. 

The subjects' oral responses were recorded (see Appendix G) then a 

weighting system was applied where a first place choice was given a value of 

three, second place two, and third place one. After ranking, six items clearly 

scored higher than the rest (see Table 5.1). The ranking of the corresponding 

questionnaire items is included in the table for comparison. 
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Table 5.1 Associate Deans' Most Important Administrative Tasks (n=34) 

as expressed in interview 

Iview 

Rank 

Qnaire 

Rank 

Administrative Task Score 

1 5 Maintain current sources of funding 32 

2 1 Maintain channels of communication with your staff 21 

3 6 Develop strategic planning for area of responsibility 19 

4 2 Maintain communication with the Faculty Dean 18 

5 15 Encourage research and/or consultancy work 15 

6 3/4 Disseminate information to staff members 14 

When compared to the results of the questionnaire, the most significant 

difference is the higher ranking of 'Maintain current sources of funding' in first 

place. This was ranked fifth in the questionnaire findings. Other ways of 

calculating the interview answers were tried such as frequency counts of 

place values and giving the same value to all responses regardless of the 

rank. These other methods produced the same six items with only subtle 

differences in ranking. 'Maintain current sources of funding' had the highest 

score in all methods used. At the other end of the scoring, only one item, 

'Supervise staff on probation', received no mention at all. 

Of the nine associate deans who chose 'Maintain current sources of funding', 

six were from the VET sector and three from HE. The five subjects who 

chose 'Maintain channels of communication with your staff, the second 

highest first place choice, were all from HE. 
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5.3 Management Skills 

Following the same procedure as described in the previous section, all 34 

subjects were asked in their interview to choose the three management skills 
in which they needed the most development. They were then asked to rank 
them first, second and third. A record of all choices is depicted in Appendix 
H. 

As with the administrative tasks, a weighting system was applied to the 
choices where a first place selection is given a value of three, second place 
two and third place one. The item that received the highest overall score was 

then ranked first in order of management skills in most need of development. 
Six items received enough points to separate them clearly from the other 

fourteen. Their ranking and score is recorded in Table 5.2. A corresponding 
ranking which the management skill received from the questionnaire results 

is also listed for comparison. 

Table 5.2 Associate Deans' Management Skills in Most Need of 

Development (n=34) 

view Qnaire Management Skill Score 
Rank Rank 

1 9 Budgeting financial resources 32 

2 4 Time management 28 

3 2 Stress management 21 

4 3 Strategic thinking and planning skills 20 

5 1 Acquiring outside financial resources 18 

6 10 Encouraging excellence in research 17 

Prioritising the three management skills in most need of development 

produced different results from the questionnaire. The most dramatic 
difference was that of 'Budgeting financial resources' which varied from ninth 
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to first. 'Effective time management' was actually mentioned four more times 

by interviewees than was 'Budgeting' but did not receive as many first place 

choices. Two other items showed distinct differences from the questionnaire 

rankings. 'Acquiring outside financial resources' was five places lower and 

'Encouraging excellence in research' was higher by four. 

An examination of first choice responses shows that 'Budgeting financial 

resources' received the most with nine. These nine were made up from five 

HE associate deans and four from VET. When second and third choices are 

counted, then HE still represents the majority of contributors with seven 

versus five from VET. 'Time management' received four first choices (three 

from HE; one for VET) but overall was mentioned 15 times, the most of any 

skill. Of the 15 associate deans that put 'Time management' in their top three, 

nine were from HE and six from VET. 'Stress management' was mentioned 

as a skill in need of development by ten associate deans, six from HE and 

four from VET. 

5.4 Volunteered Responses 

When asked if there were management skill areas that required development 

that had not been mentioned in the questionnaire, 15 subjects (44%) 

responded. The other subjects said they could not think of any. Suggestions 

were varied, ranging from improving computer skills to 'how to be a manager'. 

The responses fell into two three main categories. The first category was an 

expression of a desire for help with skills of a technical nature such as 'how 

to write up research proposals', and 'how can I access information technology 

to the level that I want to use itT. Another associate dean asked for help in 

'managing paper. By this he meant keeping records and accounts. Another 

asked for assistance with report writing and general presentation of 
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documents (several associate deans said they were expected to do most of 

their 'secretarial' work on their own computers). 

The second category was staff management and communication skills. There 
were requests for help in improving communication with staff and 'how to 
improve trust amongst the staff. 'How to motivate staff and 'how to develop 
promotional skills in order to better sell our programs' were other requests that 

belong to this category. 

The third category involved a desire to seek information about the university 
and its processes. One associate dean wanted 'a clearer picture' of university 

processes while another asked for 'an explanation of university policies and 
how they affect my area'. Yet another plea was for assistance with 'how to 
deal with senior people in the university, especially those outside the faculty'. 
This assistant dean was new to the position as well as having had no previous 
administrative experience at tertiary level. This request specifically mentioned 
needing information on the meaning of acronyms, how the committee system 

worked, and how funding worked. 

5.5 A Need for an Induction Program 

Responses to the questionnaire established that none of the subjects had 
undergone an induction program for their current position. In the interview 
they were asked, firstly, if they felt such a program was needed. Secondly 
their opinion was sought on what should be included in such an induction 
program if the university were to create one. 

A large majority (88%) of those interviewed (n=34) were in favour of an 
induction program for associate deans. However, some of the subjects 



imposed conditions on their affirmative response. See Table 5.3 for a 

breakdown of responses. 

Table 5.3 Are you in favour of an induction program for associate deans? 

n=34 

Answer Sub-group % 
0/ 
/0 

Yes (Unconditional) 61.8 

Yes (Conditional) 26.5 

Yes, but not a formal one 5.8 

Yes, but formal followed by 2.9 

informal 

Yes, but for the less experienced 17.6 

No 
- 11.7 

When asked about what such a program should contain, most responded with 

suggestions about content but there were also a few suggestions about the 

process. There was a suggestion, for example, that such an induction would 

be best run by those who had had recent experience in the position. Another 

was that it would be more effective if associate deans broke into groups 

based on responsibility, i.e. the heads of schools and heads of research 

and/or studies. This same suggestion also extended to the VET and HE 

groups which would have similar concerns regarding learning needs. It was 

emphasised that an induction should provide information but also an 

opportunity to 'bind together as a team' and 'think through individual issues'. 

The suggestions about the content of an induction program were far ranging 

(see Appendix I). There was a great concern that any such program must 

impart information about how the associate dean's role was impacted upon 

by university policies and structures. Financial management skills rated highly 

which corresponded with the results of both the questionnaire and earlier 
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interview questions. There was also a pervading interest in clarifying the 

actual job requirements in regards to responsibilities and expectations. The 

fourth main area was that of interpersonal skills and improving ways of 

interacting with staff. All 34 subjects responded to this question with some 

associate deans making a number of suggestions. 

5.6 Training Program Delivery 

All 34 interviewees expressed an opinion about the most effective way the 

university could deliver management training. Obviously they suggested ways 

that best suited their personal learning styles and individual situations. Often 

the element of time was mentioned in conjunction with the type of delivery. 

There seemed to be a concern regarding how such training might impinge on 

normal working tasks. Comments such as 'something short', 'one or two days 

in length', and 'no more than once a month' were sprinkled amongst the 

suggestions. 

Workshops as an effective means of training was by far the most popular 

method suggested, with 25 of the 34 associate deans mentioning it as at least 

part of their answer. Often it was combined with some other form such as on-

the-job training. It was also made conditional with amendments: 'I like 

workshops where material is matched with modern situations', 'workshops 

with a relaxed approach', 'where associate deans with similar problems are 

put together', 'with specific topics', and 'short, intensive, clear, precise and 

impressive'. There were few criticisms of workshops but one subject was 

wary of them. 'Workshops are fine as long as they are not dominated by one 

or two certain individuals'. 

Lectures received a mixed response with some people being quite adamant 

about 'no lectures', 'I don't like lectures' and 'the topics I want such as stress 
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management do not lend themselves to lectures'. Nonetheless six subjects 

did support lectures although usually in combination with another mode of 

delivery. One subject said he preferred lectures to workshops because he 

could 'walk into the back of the hall, select what I want to hear and leave 

when I want. Short and sweet'. 

Formal coursework was mentioned by six people, mainly because the idea of 

a qualification had an appeal. There were, of course, conditional comments: 

'Formal coursework but delivered in non-traditional ways', 'should be time and 

money set aside for this and stipulated in the contract', and 'coursework 

where it is followed up by practical exercises on the job'. On the other hand, 

the comments 'I'm sceptical of coursework' and 'formal coursework is useless', 

although sounding out of place in a university environment, sum up the 

opinions of those opposed to the idea. 

Self-accessing courses, perhaps using a video to take home, were suggested 

by three subjects: 'I want something I can take home and "stew over", that 

'I can do at my own pace'. 

Mentoring was a popular choice but appeared to be something few had 

actually experienced. Suggestions regarding this area varied: 'A mentor 

would be good, someone who is skilled, knowledgeable and experienced', 

'mentors would be interesting' and 'good idea if they were available'. The idea 

of a mentor appealed to another subject only as long as the person was 

officially designated as such and had volunteered: 'It's a fine idea as long as 

you felt you weren't adding to their burdens.' One person suggested that 

mentors did not necessarily have to be on campus but could be accessed by 

e-mail. In all, nine associate deans mentioned mentoring as way of 

management training that would be to their liking. 



On-the-job training also had a certain appeal although there was some 

suggestion that it would not be practical. Seven people said they felt it was 

necessary but in each case linked it with some other form of delivery. 

There were two methods mentioned that had only one supporter each. The 

first was 'visiting and observing managers in other industries' and the other 

was 'have the university administration people come to my office and explain 

their jobs'. 

Finally there were at least two associate deans who preferred a truly individual 

approach: '[I want to] pick and choose the means of instruction like walking 

through a supermarket' and '[what is needed is] a humanistic approach where 

the training is tailored to every individual and their situation'. 

5.7 Infrastructure Support for the Position of Associate Dean 

In order to ascertain whether there were non-training ways of improving their 

role as academic administrators, the subjects were asked if they felt the 

university had done enough, aside from management training, to enable them 

to be effective managers. Four areas were specifically mentioned by the 

researcher for the subjects to comment on. These were: 

Are your duties clearly stated? 

Do you have adequate clerical support? 

Is the time allowance from teaching adequate? 

Are there adequate avenues for communication between 

yourself and other staff, eg the dean, other associate deans, 

your staff? 
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All subjects (n=34) responded at least generally to these topics and most 

commented specifically. 

The majority of respondents thought that three specific areas needed to be 

improved by the university (or faculties within the university) in order for them 

to be more effective in their administrative role. The one area that received 

substantial approval was that existing avenues of communication were 

adequate. 

5.7.1 Clarity of duties 

Six associate deans were not satisfied that their duties were clear to them and 

another nine indicated that the situation was adequate but could be better. 

Twelve expressed satisfaction with the clarity of their duties as displayed in 

Table 5.4. 

Table 5.4 Responses to the question, 'Are your duties clearly stated?' 

n=27 

Response n % 

Yes 12 44 

No 6 22 

Not entirely 9 33 

A common feeling was that it would be difficult to write a duty statement that 

was entirely comprehensive. This was because, in many cases, the positions 

were new and no one was entirely sure what an associate dean was 

supposed to do. However, there was also a commonly held opinion that the 

'expectations' of the position were particularly unclear. 

I know what I am supposed to do but how much time does administration 

expect me to put in? Am I expected to continue my research and keep up my 



publication rate? I feel that is unrealistic but sometimes I think that is what 

the dean and others expect. 

New associate deans understandably felt this dilemma the most. 'The job 

seems to change every day. I am not sure I really remember what my original 

duties were.' Even the more experienced admitted that the duty statements 

were ambiguous and perhaps were meant to be. 'I see this as an opportunity 

to develop the position as I see fit but I realise, too, that this could create 

problems in the future and probably already has in some faculties.' Another 

commented, 'This is a job that needs to be clearly defined in consultation with 

the dean but I am sure that doesn't always happen.' 

Another concern is that the associate dean may know what role he/she is to 

fulfil but others do not. 'I find there are still misunderstandings occurring 

amongst staff in my school and a certain underlying resentment that, I feel, is 

misplaced.' Perhaps one associate dean has an answer: 'I am keeping a file 

on everything I do. The person who takes over from me will have an 

advantage that I never did. It could also be the basis of a much clearer duty 

statement.' 

5.7.2 Clerical Support 

The responses to the question, 'Do you have adequate clerical support?' were 

quite mixed and it was apparent that this reflected a faculty-by-faculty 

situation. Responses ranged from 'absolutely' to 'what is clerical support?' as 

outlined in Table 5.5. 

Table 5.5 Responses to the question 'Do you have adequate clerical 

support?' n=32 

Response n 

Yes 14 44 

15 47 

Clerical adequate but need admin support 3 9 



However, the majority seemed to accept their situation as it stands and have 

found other ways to get the job done. Also many noted that the situation has 

improved even during the short time they have been in the job. 'It's fine now' 

and 'getting better' were common responses. On the other hand, some felt 

particularly neglected. 

I have no clerical support. There is a secretary that the faculty allocates to 

the associate dean but the secretary also has a number of other tasks and 

I don't know how the secretary prioritises the work I give her in relation to her 

other tasks. She is not attached to me solely and I don't have a set 

percentage of her time. 

Another respondent said, 'There is only one answer to that: I need a full-time 

secretary.' 

Use of personal computers has definitely reduced the need for secretarial 

assistance. However, this depends on the computer competency of the 

person involved. Some are forced to use their computers regardless of their 

competency. 

I need adequate clerical support. We supply our own but it is not adequate 

for our needs; we need properly trained clerical and front desk people. Some 

resources need to be allotted for this. I am a 2-fingered typist but I can 

produce better looking documents and more quickly (than does our 

secretary). However, I need to be faster and more professional in my 

communications. 

Associate deans who find themselves in buildings that are separated from the 

bulk of their faculty also feel neglected in terms of clerical support. 
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We lost our dedicated secretarial support some time ago but (were) given 

faculty secretarial support. Unfortunately the faculty office is not very close. 

Plus we seem to be given more reports to do and then we have our research. 

Also we are now responsible for a budget. So the secretarial support we are 

given is only scratching the surface of our need. 

The faculty has secretarial and administrative support which we get very little 

of, probably because this school is physically removed from the rest of the 

faculty. Therefore the other associate deans probably don't complain. But 

it comes down to finances. If you have some extra money for a part time 

person, do you get someone who teaches or someone who works in the 

office? So much of our problems here come back to budget. 

Another general comment on this issue referred to the difference between 

secretarial support and administrative support. Several felt the former was 

adequate but what was really needed was the latter. 

The more I can defer that aspect onto administrative officers or to a lesser 

extent secretaries, the better I can do my job. We have one administrative 

assistant for the faculty. Although I wouldn't advocate a person like that for 

every school, one is not enough for the faculty. So in that sense I do not 

have enough support. 

There is also the problem that clerical staff may be just helping you with 

typing but there are some that can help you with decision making. That's not 

the case here where the clerical staff serve a big pool of staff so your 

problem can get lost. The people we have are good but we need more, 

especially with the restructuring. 

'I would like some assistance with research tasks, things someone else could 

do more proficiently like library searches. These are time consuming and not 

cost efficient.' 
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Clerical support needs to be improved. I do too much typing. In this 

university you still find clerical staff who cannot type. We need more grass-

roots support. We have gone from no administrative assistance to having an 

administrative person who is too busy. We now need an assistant 

administrative person but the point remains that at my level I'm not getting 

any extra support. These people are doing something but it is not affecting 

my role as a front line manager. 

5.7.3 Teaching Allowance 

The 'rule of thumb' across the university is that an associate dean is entitled 

to a 25% reduction in personal teaching load to compensate for extra 

administrative duties. Opinions of associate deans regarding the adequacy 

of the teaching allowance (see Table 5.6) did reflect some strong emotions. 

Table 5.6 Responses to the question, 'Is the time allowance from teaching 

adequate?' n=31 

Response n % 

Yes 13 42 

No 18 58 

This area seems closely linked to feelings of pressure and stress. 

At the moment for instance, I have been told I have a 25% reduction in 

teaching load. That is ridiculous. That is totally inadequate. I don't think they 

have any idea what is involved in this position. 

Well, what is it? You have to keep your teaching going, you have to keep 

your research and publications going, and you have to keep the school going. 

They are all important. And they all suffer. 
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If you include my post-graduate students, it is not (adequate). I find I have 
to come in on the weekends to try and clear the desk of administrative 
matters in order to start the next week afresh. 

I have a big problem with time. Even though I have several thousand dollars 
for teaching relief, I have trouble finding relief teachers of a standard or in the 
specialised area that can do the job. So I end up doing a lot of work on the 
weekends or late at night. 

Another issue is that of moving the associate dean's focus from teaching. A 

number of subjects indicated that they perceive teaching as more important 

than administration. Some also indicate that teaching is an activity more to 

their liking than administration.. 

I feel my teaching has suffered from my being associate dean. All my 
energies seem to be focused on being associate dean, on trying to create 
new channels of communication, trying to make the staff work well. 

'This is hard because if I cut down my teaching too much I lose contact with 

students and that is an important element in my associate dean's role.' 

I teach as much as everyone else in the school. That is my personal choice 
because I enjoy teaching and partly if I don't do it, it is going to place a large 
burden on the school. It is a question of whether our school can service the 
units it is supposed to be teaching. 

'However, taking the allowance takes me away from teaching which I really 

enjoy. You lose contact.' 

I am dead against increasing the (teaching) allowance. I am foremost a 
teacher. I need to teach every student that comes through my school at 
some time. If my administrative tasks take more than 25% of my time and 
energies, even with people supporting us, then there is something wrong with 
the system. 



Some associate deans felt maligned because there is no recognition of those 

whose emphasis is more on research than on teaching. 

I am overloaded instead of greatly overloaded. My colleagues help me 

manage this but the end result is that the thing that gets put on the back-

burner (and always gets put there) is my own personal research and 

publishing. This puts on added pressure and in the end does matter a lot. 

Although it is not a 'publish or perish' situation here, the truth is that if you 

want promotion or want to get mobile, the primary consideration is always 

research and publication. 'Time in lieu of should be a major consideration. 

It is adequate if you don't do a lot of research or other things. It is adequate 

if you do just the administrative role and your other teaching. But in my case, 

if I want to keep my research group going, it is not adequate. 

Somewhere in between those who feel the teaching allowance is adequate 

and those who do not, are those who take the attitude that you should accept 

the realities of the situation and plan to cope with it. 

There are times when the duties impinge on research and teaching and you 

could claim you need more time to do the duties of an associate dean but 

really it is a matter of prioritising as an individual. But to be fair, even if there 

was no time allowance I would probably continue to do the job, or at least 

those parts I am interested in. 

The VET sector needs and expects everyone to carry at least a 75% teaching 

load, associate dean or not. Anyone who doesn't will need to justify their job. 

These are some of the things people are worried about in the future. That 

25% given for other duties may take a back seat in the present climate. Our 

training authority doesn't fund us to do administrative tasks such as those 

carried by associate deans. You are funded by how many students you bring 

in, how many hours they are taught. If we are not efficient, that same money 

could just as well go to a private provider. Competition for these funds will 

become very very tight. There can't be any slack anywhere. 



As Table 5.6 indicates, the majority of associate deans did not feel the 

teaching allowance was adequate compensation. There were those who did 

agree with its adequacy, however, and even one who implied that his relief-

from-teaching allowance was larger than 25%: 'That is determined by myself; 

the dean has never objected to the allowance I have given myself. No one 

else who was in agreement expanded on their reasons. Therefore the final 

word will go to an associate dean who feels that this is one part of the job that 

needs improving. 

No, the time allowance is not adequate based on my belief that this [position] 
is a basic building block of administration. It must be given more time and 
recognition if it is to be a quality job. 

£8 General Areas of Concern 

To conclude the interview, the 34 associate deans were each asked an open 

ended question regarding their feelings or ideas in relation to the university, 

management training, and their roles as associate deans. A little less than 

half of those interviewed (47%) took the opportunity to make comments. 

Nonetheless, those 16 subjects provided a wide range of views. Most of the 

comments can be grouped into three general areas of concern. These are: 

a concern over lack of adequate training for their current 

position; 

a concern over the recent restructuring and potential 

disadvantages; and 

concern over the structure of the associate deanship and its 

future. 



5.8.1 Adequate Training 

One of the main issues voiced by the subjects was that of the university 

providing adequate training for the administrative and managerial aspects of 

their job. Although most would agree that they were in the position because 

of some degree of competence in their roles as teachers and/or researchers, 

there were expressions of concern over the ability to do justice to their new 

roles. 

This is an issue close to my heart. I have grown into this position and believe 

in staff development ... we have experts on campus who teach others 

(customers) but we seem poor at doing the same things for ourselves as an 

institution. We should be modelling best practice. 

The university needs to acknowledge that associate deans do have different 

sets of problems and issues than do deans, lecturers, or whatever. These 

issues are not more important but simply different and as a group they need 

specific support/training. 

The view was expressed that the university is well equipped to train managers 

and often does it for outside agencies. The university even likes to see itself 

as an expert in these matters but has not been seen by some of the subjects 

to exercise those powers with its own employees. As one interviewee put it, 

'we don't do it for ourselves'. 

Frustration at not having training provided immediately upon starting the job 

was voiced by several subjects. 

It was not long ago that the associate dean position was formalised at this 

university. It was made an appointed position. Selection criteria were 

created. People went through interviews for selection. Duties were written 

into formal statements. At the same time, the university was aware that most 

of the people applying for this position had backgrounds which were primarily 

concerned with teaching. I would have thought, therefore, that this was a 

position that not only would receive training but quite a deal of training. When 
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I applied for this position I was told that there would be some training in 

management practices. I feel I do not have many strengths in the 

management area. The little formal training I have had in the past has not 

been particularly useful with my specific situation. However, after six months 

there has been no hint of training. Six months is long enough to run into 

serious trouble. If I had had problems I would be in deep shit. I feel that the 

university has placed me in a position where I am carrying a great deal of 

responsibility and yet I do not think I am getting the support I was promised. 

There is a serious need for training. 

The situation is that should I get training now, it won't be as effective as it 

would have been had I received it around the time I was considering applying 

for the job. A workshop would have been useful for aspirants to allow them 

to work out clearly in their own minds what they were committing themselves 

to. 

Another concern was that the university would impose training in such a 

manner that would make the job of associate dean even harder to do. 

I am concerned that the university will accept responsibility for providing 

training but then they will do it by saying you will go there and do it for a set 

period of time without considering what is happening back at our normal jobs. 

How can they help us make up time lost in going to do the training? 

One subject voiced the idea that for such training to be most effective, it 

needed to be tied closely to the local situation of the university. 

That [rotation of associate deans every three years] helps stop the 

administration from losing sight of what a university is all about: the creation, 

preservation and dissemination of knowledge. It is too easy to lose sight of 

what an academic life is all about. This is not a factory or government office. 

Therefore the training we need is short-term assistance early to clarify 

expectations and give clues as to how to deal with the bureaucratic mind. 
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Even though there were differences of opinion on how the training should be 

provided, the general opinion expressed by the participants was that 

management training was very necessary and that it should be a part of the 

associate dean's role from the very beginning of the three year period. 

5.8.2 Effects of Restructuring 

The recent restructuring brought many staff from the VET workplace setting 

into a university system that by tradition is modelled on higher education 

processes. This meant that middle managers from the old ITAFE were, in 

many cases, given new titles, new job descriptions and became part of 

faculties that had higher education processes such as faculty boards. This 

also meant that associate deans in the VET sector had to become familiar 

with university policies and a committee system that were little changed from 

those traditionally used by higher education prior to restructuring. 

The responses given in the interviews indicated that there was a feeling 

amongst the VET associate deans that it was the VET sector that had to 

make all the changes as a result of restructuring. They indicated that they 

were at a disadvantage because of a lack of knowledge about the university 

system. 

The workings of the university can sometimes be a puzzle. I've been here 
long enough to use the old mateship avenues to get things I need but a new 
person would find it difficult. We introduce students to everyone they need 
to know, eg this is your lecturer, this is the head of the department and so on, 
but we don't do it for ourselves with our own organisation. 

Comments were made regarding the university administration and its 

perceived lack of understanding of VET issues and functioning. 

It is hard to be constructive when you're not quite sure of your place. About 
80% of what we read from the university has no relevance to us. The policy 
directions that associate deans normally get, doesn't apply here. An example 
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of our situation can be seen in the budgets. We have associate deans here 

who have budgets that are bigger than the entire budget of some higher ed 

faculties, for example education. 

Our coordinators have more responsibilities than do some associate deans 

in higher education. An off-shoot of this is that our coordinators are 

dissatisfied with their titles and one of the reasons is that the title is not 

understood by the industries they work with. Another problem is the lack of 

authority that coordinators are given by way of duty statements. They feel 

they have lost ground in this restructure. Unlike what senior management 

might think, the coordinators really do want responsibility and authority. I 

think some of this is a cultural thing but it needs to be resolved. Once these 

things are resolved maybe we can tell you what kind of training we need. 

A concern for VET associate deans is that as part of a university dominated 

by higher education, they may become isolated from national TAFE programs. 

This could affect their future careers and mobility. 

Associate deans are middle level management and that area has been 

targeted nationally by TAFE. There are some excellent training programs 

around. National Staff Development Committee is trialing some of these 

around Australia. Centralian College is piloting one such program in the NT 

which is supposed to be based on Best Practice. We aren't getting any 

feedback by our representative on this. These things would be very 

important to the development of middle management, that is associate 

deans. [The NTU Staff Development Branch] needs to keep tabs on this. 

Yet other states are being upgraded. 

Dissatisfaction with the restructuring was evident with many of the VET 

associate deans. However, at least one expressed hope for the future. 

We still have much work to do in formalising the restructuring which was 

clarified this year. When you look at it, the efforts that have gone into equity 

in regards to associate deans is good but there is much to be done. 



5.8.3 Problems with the Current Position 

A number of interviewees expressed disappointment and concern with the 

current structure of the position of associate dean. It was felt that the amount 

of time and stress that were the result of extra administrative duties were not 

offset by the benefits of the position. Currently the associate dean's position 

has no monetary loading unless the person is below Lecturer B salary level. 

In that case, a loading is applied to bring the person up to Lecturer B salary 

level for the duration of the position. A 25% reduction of teaching load is also 

available. There is no provision for other managerial responsibilities after the 

three year appointment. 

On the subject of the structure of the role of associate dean at NTU: Anyone 

who wants to do this job has got rocks in their head. It has little reward apart 

from the intrinsic opportunity for leadership. But aside from this there is no 

increase in money, there is a lot more work and there is certainly a potential 

for angst with your colleagues. You are taking on a lot for very little. You 

have to be a little stupid. 

No amount or type of training would make me take on the role of associate 

dean again. There is no incentive to take it on unless you want to control a 

part of the faculty. To encourage training, you need to offer increased pay 
or increased status. 

There is tremendous stress involved in this job.. [it appears] that the 

university says 'we need someone to do a difficult job so we will make him an 

associate dean but we won't give him any money. We'll get free associate 

deans. The associate deans wear it and train themselves. 

I don't believe senior administration have treated associate deans very well - 
it would have been nice to have been given the salary we asked for. They 

expect us to go to quality rounds and carry the flag while we aren't getting 
any recognition or benefits. 
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I would like to see the incentives and rewards for the associate deanship. I 

suppose it could help in some way with promotion [but] there are certainly no 

financial rewards and no recognition. 

Along with the idea that the position needs to be given more recognition by 

way of benefits is that the university should spend more time preparing people 

for middle management positions. This involves early identification, training 

and creating a formal career path for academics who want to exercise 

management skills. 

I do think a little more forward planning should be used by faculties in 

selecting associate deans. If people were tentatively selected ahead of time 

and 'groomed' for the position, many of the problems could be avoided. 

The organisation has to acknowledge management qualifications and 

encourage people to train in management, what at the moment they don't do. 

I think people should be encouraged to pursue a management career at 

university and to get appropriate qualifications ... The university must start to 

put its money where its mouth is.. .The university must be one of the very few 

places that doesn't seem to value proper management training of its staff. 

Even hospitals do it. Other levels of education do it. Unfortunately there is 

still a feeling at the university that if you're a good academic, you can do 

anything. It is obvious that some academics can and do make good 

managers and others don't. But the system doesn't take advantage of this. 

Deans have to return to the classroom after becoming administrators. 

Researchers, who often would prefer to do just that, are pressured to become 

administrators as part of their seniority ... l know universities do go out and 

'head hunt' their top administrators but it rarely happens at the middle 

management level and these people are the really important ones. 

The belief that the associate deanship is too administratively bound was often 

mentioned. It was expressed that leadership rather than bureaucratic 'paper-

shuffling' should be the aim of the position. 'I see my role as one of 

leadership and it should not be encumbered by administrivia.' 



To improve the position I would change the system so that we are not so 
paper driven. I would also break all our ties with DEET and central 
government bodies which make huge demands for information that is not 
available anyway but they want it tomorrow. The emphasis should be shifted 
towards providing leadership. We should be spending more time with staff, 
encouraging them and moving them on to greater heights. 

I much prefer associate deans to be seen as operating as leaders in the 
faculty rather than as managers in the bureaucratic sense or as 
administrators in the technical sense. In order to develop leadership amongst 
your staff you need to do two things: To encourage leadership you need to 
identify potential and you also need to provide opportunities for people who 
are interested in management roles. 

The last open ended question of the interview brought out a number of 

comments and views, some of which do not fit into the categories developed 

here. Some referred to issues already discussed in earlier sections and 

others were very specific to the subject's particular situation. For instance one 

associate dean spoke at length about a lack of a university e-mail directory. 

Another detailed the problems in dealing with cross-cultural settings and the 

stress that it caused him. Concern about the university's TQM policies 

seemed to be foremost on the mind of an associate dean in the VET sector. 

These comments and concerns offered little of consequence to a broader 

analysis of associate deans' training needs. One associate dean couldn't 

think of anything further and simply said, 'In twelve months time I will have a 

lot to add but right now we're on survival mode.' This remark does indicate 

the difficulties that busy middle managers have in finding time to reflect on 

their needs. 
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5.9 Summary 

Every associate dean who returned a questionnaire was interviewed using a 

seven question format (see Appendix F). The first two questions asked the 

survey participants to rank their top three choices regarding the importance 

of administrative tasks as well as the management skills in most need of 

development. Their choices were restricted to those items listed in the 

questionnaire. The results generally supported the questionnaire data but, 

interestingly, in both cases the highest ranking answer differed. While the 

most important administrative task was 'Maintain sources of funding', the 

management skill rated most in need of development proved to be 'Budgeting 

financial resources'. Also the administrative task 'Encourage research and/or 

consultancy work' ranked considerably higher as did 'Encourage excellence 

in research' as a management skill needing development. The reason for the 

difference in results between the questionnaire and interview is debatable but 

certainly the interview produced a situation where participants were required 

to be more discriminating in their answers. The time difference between the 

questionnaire and the interview (approximately three to four weeks) might also 

have been a factor although an inquiry to administration requesting 

information about possible intervening events (e.g. budget estimations) 

provided no explanation. 

None of the interviewees had undergone a formal induction program for their 

present positions but a clear majority favoured some form of induction 

program for new associate deans in the future. Instruction on university 

structures and policies, and training in financial budgeting/implications were 

the two most favoured topics for such a program. 

Workshops were the most favoured form of delivery for possible future 

management training although this suggestion was often combined with some 

other approach such as on-the-job training or the use of mentors. Responses 

also indicated that the majority were concerned about the amount of time 



such training would require. Short interruptions to normal working routines 

were suggested. 

A majority of those interviewed stated that there were two infrastructure areas, 

aside from training, where the university administration could help improve the 

effectiveness of their roles. Improved clerical/ad min istrative support and an 

increased release from teaching allowance were both favoured. However, a 

majority felt that the existing formal and informal lines of communication were 

adequate. 

Strong views were expressed in the interviews regarding dissatisfaction with 

the present situation for associate deans. These criticisms fell into three 

broad areas. Firstly, the lack of adequate training in the administrative and 

managerial aspects of the role was criticised. Secondly, several VET 

associate deans indicated a sense of alienation since the recent restructuring. 

There was a feeling that their sector's needs were being ignored by a HE 

dominated university hierarchy. Thirdly, many felt that the position of 

associate dean needs to be better recognised and promoted by the university 

if quality people are going to be attracted towards academic management. 



Chapter Six 
DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS 

6.1 Discussion 

The research focused on four major areas. These areas were NTU associate 

deans' perceptions of: 

(1) the relative importance of their administrative tasks, 

(1) management skifl development needs, 

training delivery modes, and 

barriers to the effectiveness of their roles. 

This focus was the result of previous studies that suggested that academic 

middle managers have ambiguous role perceptions (Middlehurst 1989; Moses 

1989b; Bennett 1988; McDade 1987), and inadequate training for their roles 

(Moses & Roe 1990). The Northern Territory University is a regional 

university which has just completed a restructuring which involved the 

administrative unification of the VET and HE sectors. Because of this, the 

study also sought to examine the associate deans' perceptions of their 

training needs in relation to this specific and unique situation. 

6.1.1 Perception of Associate Deans' Administrative Tasks 

The first aim of the study was to determine the degree of importance that NTU 

associate deans placed on various administrative tasks. Such information 

could be used to develop appropriate professional development programs for 

both existing and aspiring academic middle managers. It could also be used 

to improve job descriptions. 

This was done by way of a list of 20 items (administrative tasks) on a 

questionnaire with a five-point Likert scale indicating degrees of importance 
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from 'little importance' to 'extremely important'. The items were selected to 

represent six areas of administrative tasks: 

financial planning, development and control; 

human relations and personnel administration; 

internal/external relations; 

personal/professional development tasks; 

curriculum and instruction tasks; and 

student relations and associated tasks. 

All questionnaire respondents were then asked to select the three 'most 

important' tasks and to rank them. 

The questionnaire results clearly showed that, overall, NTU associate deans 

perceived that their most important tasks were those in which they 
communicated information between the administration and their colleagues. 
The four highest rated tasks fell into this area of internal/external relations. 

The other main group of tasks to rate highly were those dealing with financial 
planning, development and control. These results partially support the 
findings of other studies. Lonsdale and Bardsley (1982) surveyed 679 heads 
of academic departments in Australia and found that tasks dealing with 

internal/external relations were considered most important. However, 
financial matters did not rate highly. Moses and Roe, 1990, in a survey also 
conducted in Australia, had similar findings although the task of long-range 
planning rated more highly than it did in this study. As with the Lonsdale and 
Bardsley research, financial tasks did not rate highly in the Moses and Roe 
study. 

In a comparison of administrative tasks between heads of academic 
departments of the U.S. and Australia, Seagren and Creswell (1985) found 

that Australian heads did not engage in budgetary planning, development and 
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control to the extent their American counterparts did. This is probably 

because most Australian tertiary institutions were still largely being financially 
controlled by central administration at that time. 

This higher rating of financial concerns among NTU associate deans was 
emphasised even more so by the interview results. The weighted ranking 
scores placed maintaining current sources of funding as the overall most 
important administrative task. However, the communication tasks continued 
to maintain their high ranking. 

The results indicate that, like previous studies, the associate deans perceive 

that their position is very much one of being the: 

classic person-in-the-middle role; their academic future is tied firmly to the 
department, but their ability to represent the department effectively in 
budgetary and personnel matters is directly related to the quality of their 
working relationship with the dean (McCarty & Reyes 1987, p.  4). 

Unlike previous studies, this survey found that financial tasks are taking on a 
far greater degree of importance in the perceptions of the associate deans. 
This is likely to be a result of the changes to the structure and role of tertiary 

institutions like NTU since the late 1980s. There has been a general trend 

towards greater individual and institutional accountability (Brook & Davies 
1994). 

More value is being placed on administrative ability. A form of devolution has 
seen faculties taking on more responsibility for financial matters. Heads of 

schools feel responsible not only for budgets but for stimulating extra 
resourcing. This affects heads of research and/or studies as well, particularly 
in obtaining new financial resources. The situation at NTU may be particularly 
prone to emphasis on financial concerns due to the inclusion of the VET 
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sector. The study indicated that the VET consistently rated the importance of 

financial tasks higher than did the HE sector. 

Just as the perception of the importance of financial tasks has risen amongst 

NTU academic middle managers, so may the perception of personnel 

administration and staff development take on a similar importance in the near 

future. The recent Bryant decision which gave the responsibility for academic 

staff supervision to faculty deans coupled with an international trend towards 

performance appraisal for promotional/reward purposes (Trow 1994), may see 

some of these tasks being delegated to associate deans, much in the same 

manner as financial responsibility has devolved. 

Perceptions of administrative tasks were also examined by sub-groups. The 

sub-groups exhibiting the greatest differences in perception were HOSs 

versus HORs. The results indicated that HOSs placed greater importance on 

financial tasks generally. HORs emphasised professional development tasks 

such as improving research and teaching. This is not surprising considering 

the different responsibilities between these two sub-groups which result in 

different priorities. The HOSs, in particular, have budgeting tasks that are 

generally much greater than HORs as well as having more personnel matters 

to administer. 

The other sub-groups registering significant differences in the perception of 

their administrative tasks were the VET and HE associate deans. The VET 

sector associate deans thought that program (curriculum) development and 

working with outside agencies were more important than did the HE sector 

which rated research development as significantly higher. Again, this is not 

surprising considering the different types of programs being administered by 

these sectors but these differences need to be understood whenever the 

associate deans are discussed or treated as one group within the university 

structure. 
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6.1.2 Associate Deans' Perceptions of the Need for Management 
Skills Development. 

The second aim of the study was to determine the perceptions of 

management skills that are in need of further development. This was done 
by indicating items in need of development from those listed in a 
questionnaire, ranking the top three items in most need of development and 

answering questions about individual needs via an interview. As well as this, 
subjects were asked about the need for, and the make-up of, induction 

programs. 

In examining the overall data for this section, the most striking feature is the 
strong desire for professional development from associate deans as a group. 
Specifics may vary but the general interest is clear. This strong desire is 
particularly evident in the results of the question, 'Do you think an induction 
program is needed for the role of associate dean?' in which 88% of those 
studied answered in the affirmative, albeit with some reservations. There is 
also strong support in the qualitative evidence gathered, particularly when 

subjects were allowed to comment spontaneously about their position and 

training needs. This result is consistent with the Lonsdale and Bardsley 
(1982) study which indicated that the perception of the need for training is 
high in the lower levels of administration but becomes lower as the academic 
attains more senior administrative roles. A call for suggestions of 
management training needs from NTU deans early in 1995 had produced a 
poor response (Johnson, P. 1995, pers. comm., 28 February) 

Once again, the questionnaire results did not agree entirely with the interview 
responses in which subjects ranked the most important management training 
needs. As with administrative tasks, financial management as a training need 
loomed even larger when associate deans were asked to rank their needs 

versus simply indicating 'needs further development'. As one HE associate 



RIZAI 

dean said, 'I wish it were not so, but the bottom line is that I need the most 

training in budgeting'. 

The reason for the marked differences in results could have several 

explanations. One is that VET associate deans are particularly focused in 

their desire for financial resources training. This means that their responses 

can create a result out of proportion to their numbers when a weighting 

system is introduced. HE associate deans, although more numerous, were 

more varied in their responses, presumably because there is wider variation 

amongst the needs of their schools and roles. Also, many of the VET 

associate deans have recently moved into the university setting from a 

educational setting that is modelled on private enterprise with a well-

understood hierarchal decision-making structure. This structure has also 

traditionally emphasised financial management as an important managerial 

function. One other explanation is that when responding to the questionnaire, 

associate deans may have responded with a more 'ideal' or universal picture 

of the associate deanship in mind, regardless of the instructions to answer 

according to their specific situation. However, when asked in an interview to 

identify their most important needs, and with the idea that they might have to 

justify their answers, the subjects were more apt to answer according to their 

personal situations. 

Another area for training that became evident primarily as a response to what 

items should be included in an induction program, was the need for 

information about how university policies, procedures and actions impacted 

on the areas for which associate deans were responsible. This interest was 

not reflected in the questionnaire (the item a.bout policy education needs rated 

seventh) and indicates how important a qualitative follow-up can be. Although 

this need was expressed most strongly by those in the VET sector, there were 

similar expressions of interest from the HE sector, especially from those new 

to the university or to an administrative position. Much of this information is 
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traditionally gained from experience and on an ad hoc basis and because of 

this there has been too much of an assumption of knowledge by the 

university. This can create a situation where a new associate dean takes 

months of self-training in the administrative functioning of the university before 

he/she becomes effective as a manager. 

The need expressed, both in the questionnaire and the interview, for time and 

stress management is also an important issue. Studies on the stressors and 

ability to manage stress among academic administrators have only recently 

begun to emerge (Carr 1994). Gmelch and Burns (1994) have found that 

department heads are particularly susceptible to stress because: 

the role is often poorly defined, 

there are conflicting pressures from administration, colleagues 

and from the expectations of their roles from the heads 

themselves, 

the heads are often not selected on management ability (but are 

judged on it), and 

they often do not receive appropriate support and training from 

the university. 

One result of this is that associate deans do not seek further administrative 

positions and others who observe this situation do not apply. Dua (1994) 

suggests that universities need to look very closely at the stressors in each 

academic/administrator situation. Attempts to remove stressors will be 

rewarded in improved physical and emotional health plus greater job 

satisfaction. 

The survey results showed that there were differences in the ways various 

sub-groups perceived the importance of management training needs. For 

instance, VET associate deans rated the need for training in communication 
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and interpersonal skills higher than did those in HE. Presumably this is 

because HE managers feel more confident in those areas. Likewise HE 

associate deans registered a greater need for training in the promotion of 

teaching and research skills amongst their staff. These are areas that have 

received much aftention recently through the quality audits and the implication 

is that associate deans will have an increasing role to play in their promotion. 

Likewise the VET sector's desire for information on university policies was 

stronger than HE. This would appear to be a result of their recent inclusion 

in the university system via restructuring. 

Associate deans who act as HOSs were very interested in financial 

management, interpersonal skills and policy training. This contrasted with 

associate deans whose main administrative responsibilities lay with research 

and/or studies. HORs rated training in staff development more highly 

(including teaching and research). The results demonstrated the difference 

in task emphasis between the two groups. 

The survey results indicated that there was little difference between the 

perceptions of importance of administrative tasks or management 

development needs between male and female associate deans. The fact that 

males did emphasise time and stress management training higher than 

females is in line with research by Dua (1994) which indicates that females 

are less stressed by heavy workload demands. However, the way in which 

NTU is introducing more women into academic management roles does need 

further examination. 

It is interesting that a much lower percentage of female associate deans at 

NTU are HOSs (56% of female associate deans are HOSs versus 84% of 

male associate deans). Being head of a school entails greater financial 

management responsibilities. Being head of an organisational unit such as 

a school could also be construed as having more hierarchal status which has 
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a strong appeal for males (Ozga & Walker 1995). Blackmore (1995) warns 

that even when women enter management positions, they are often steered 

away from positions that require high numeracy and technological skills. She 

says this is due to these areas being considered masculine domains. It can 

also be caused by the perception that women are better in positions where 

they can be nurturing such as dealing with students or promoting programs. 

The end result, says Blackmore, is that female middle managers may have 

difficulty obtaining senior positions because they do not have sufficient 

experience in the financial/budgetary matters that are emphasised in modern 

efficiency-driven managerialism. Compounding this situation is a lack of 

female senior academic managers at NTU. Such women can serve as career 

mentors for aspiring middle managers and can be a crucial key to future 

advancement for women (Daws 1995). 

The amount of experience that an associate dean had in either the present 

position or in non-educational situations did have an impact on the results. 

Less experienced managers showed a greater interest in time management, 

strategic planning, managing change and conflict training. The more 

experience registered more interest in developing teaching and research skills 

in their staff while both groups were very interested in financial/budgeting 

training. 

This difference could be the result of the changing emphasis on the role of 

middle managers in academia. Brook and Davies (1994) report that, until 

recently, responsibility for teaching and research has been the traditional role 

of academic middle managers. As well as this, it has been traditional that 

these managers lead by example. It is likely then that NTU associate deans 

who have been in the position longer (and these are apt to be from HE) are 

likely to see development in these areas as being particularly important. It is 

also likely that they would be interested in improving their performance in this 

area if they think that 'leading by example' is no longer adequate. New 



associate deans, however, are faced with the reality of the new 

responsibilities for middle managers. These include budgeting, marketing, 

assessing the performance of the department, planning, counselling, conflict 

resolution, and participating in decision-making (Brook & Davies 1994). 

6.1.3 Preferred Mode of Training Delivery 

Workshops was clearly the favoured mode of training indicated by its inclusion 

as a preference by nearly 75% of the subjects. The reasons supporting it 

were (1) brevity, (2) informality, and (3) an opportunity for active learning. 

Formal coursework in management was something that most felt should be 

done on an individual basis and not imposed by the university. There was 

also a desire expressed that training be as specific to the situation as 

possible. Workshops could do this but on-the-job training and mentoring were 

also possibilities although they were not considered to be as practical. 

6.1.4 Barriers to Management Effectiveness 

A very strong desire to receive management training was expressed by the 

associate deans in this survey in order to improve their effectiveness as 

middle managers. But likewise there was an expression of dissatisfaction in 

areas that cannot be remedied by training. 

The first issue was the lack of reward and recognition for a role that is 

undeniably demanding. Currently the only consistent formal recognition is 

that of a 25% reduction in teaching. However, even this has not been 

happening in some schools, albeit voluntarily. There can be some monetary 

'reward' but only for those lower on the salary scale. This process of salary 

loading insures that an associate dean is paid at least the equivalent of the 

bottom of Level C (HE award) or the top of Category II (VET award). Staff 

below Level B (HE award) or below Level 7 (VET award) are not eligible to be 

associate deans. The lowest an associate dean can be paid is $44,764 (at 

September 1995). It is possible that an associate dean in HE could receive 
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a maximum loading of approximately $2,500. An associate dean in the VET 

sector could conceivably be receiving an extra $10,000. The number of 

associate deans receiving monetary loadings was not available for this 

survey. It is likely, however, that very few receive a loading as they would 

not have attained high enough status to be considered for the position. 

However, one associate dean did complain during the interview that 'some 

people, by accepting the position of associate dean, are now earning more 

money. But in my situation I am not earning one cent more. That is not fair'. 

Presumably the university feels that the reduction in teaching load is a fair 

trade-off for the extra time required for administration and, therefore, no 

further payment is required. The qualitative results of this survey, however, 

indicate that this assumption is not well accepted by those in the position. 

First of all, the teaching reduction is not universally applied, particularly in the 

VET sector. Secondly, those with heavy research commitments feel their 

needs are not considered. Thirdly, the demands of administration and 

management are undeniably growing and cannot be equated, time wise, with 

a 25% teaching reduction. These growing demands can seem particularly 

onerous if the associate dean feels unprepared through lack of experience 

and/or training. The high demand for training in time and stress management 

is an indication that associate deans are having difficulty coping with the 

workload and related pressures. 

As well as lacking monetary reward, the position does not have a clear place 

in an academic's career planning. Currently the position is a three-year 

appointment with no provision of re-appointment based on performance. 

Presumably the university expects the associate dean to return to the 

discipline/school at the end of the three years and resume a normal academic 

career. This is based on the traditional academic concept that a member of 

the department, after a demonstration of academic prowess and through 

seniority, is chosen to 'sacrifice' his/her career for a set period in order to carry 
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out bothersome administrivia and represent the colleagues on various 

committees. However, the role of an academic middle manager in quickly 

changing. The financial and interpersonal skills required for the modern role 

should ideally require a considerable commitment to training. Current trends 

indicate that the associate dean will soon need to play a key role in 

performance assessment and will act as the key person in conveying and 

promoting administrative policies to the staff. The present situation of a short 

term appointment makes it stressful to perform this role when it is obvious that 

a return to being 'a colleague' is imminent. It would make more sense to 

develop and encourage the administrative and leadership capabilities of staff 

members who demonstrate potential. To do this, middle management roles 

must be seen as an important and valued alternative within an academic 

career. This alternative path should be provided with progressively more 

complex and responsible roles. 

The Northern Territory University has a unique situation with the combination 

of the VET and HE sectors interwoven into the institutional fabric. However, 

the survey indicates that there have been early 'teething problems'. Basically, 

VET associate deans do not feel comfortable, as yet, in what they see as a 

HE dominated organisational structure. There are complaints that the 

administration does not understand the VET situation and appears to be 

unwilling to make adequate consultation. Some of this can be overcome with 

a demonstrated effort to improve the VET associate deans' knowledge of 

university structure and policies. Provision also needs to be made for training 

in the specific financial needs of their positions. However, HE should examine 

its own culture and make a concerted effort to include the VET sector as a 

valuable partner in the university's mission. 
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6.2 Conclusions 

The position of academic middle managers has greatly increased in 

responsibility and importance in tertiary institutions in the last seven years. 

This has come about mainly through the trend towards business-like 

accountability standards. Academic middle managers are expected to carry 

on with teaching and research activities but are now being involved in 

financial management, monitoring personnel, marketing, and counselling. 

Most importantly they are acting as line managers, with the responsibility of 

implementing innovations and policies at the academic grass roots level. 

Conversely they are expected to act as staff representatives with 

administration. At the Northern Territory University, the academic middle 

manager is best exemplified by the associate dean. 

Management training for academic middle managers is a widely accepted 

practice overseas, particularly in North America and Britain. Although it is 

difficult to prove the benefits of such training, the anecdotal evidence 

suggests that such training is important if improvement in management is to 

take place. Many Australian universities are following this trend. They see 

it as an important part of quality improvement. However, NTU has not 

implemented a coordinated plan of management training for associate deans. 

One of the reasons for this is a lack of information on the needs of associate 

deans as well as a lack of knowledge regarding what associate deans actually 

do in their roles. This survey was designed to provide this information. 

The survey results have demonstrated the desire of NTU associate deans for 

the provision of management training. The management skill needs have 

been ranked to reflect the desire for training over a spectrum of skill areas. 

The greatest training needs are identified not only for the group as a whole, 

but also for significant sub-groups. It has also provided information about the 

perceptions that associate deans have regarding the importance of various 
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administrative tasks that they undertake as part of their responsibilities. This 

information is useful in creating job descriptions in the future as well as in 
structuring staff development programs. As well as this, the survey provided 

qualitative evidence of dissatisfaction with certain aspects of administrative 
support and with the current structure of the role. 

The associate deans' perception of their administrative role was that 

internal/external communication and financial management tasks were the 
most important. These were followed in ranking by staff development issues 
and personnel administration. The VET and HE sectors did vary significantly 

on three specific tasks but the order of the categories remained the same. 
HORs rated staff development tasks (particularly research) higher than did 
HOSs who thought that financial administration and monitoring personnel 
were more important. 

Perceptions of management training needs only partially reflected the 
importance of administrative tasks. Financial management training was rated 
as highest in need but communication skills training was rated the lowest. 
Also considered high in development need were stress and time 

management, strategic thinking and planning skills, and understanding 
university policy. This last item, understanding university policy, was also 
considered the most important training topic in any future induction program 

for associate deans. Workshops were by far the most popular mode of 
training delivery. 

The creation of an induction program for new associate deans was favoured 

by over 80% of those surveyed. Twenty-nine topics were suggested for 
inclusion in such a program, the most popular being information on university 
structure, policies and processes, financial/budgeting information, clarification 
of associate dean duties and expectations, improving 
communication/relationships with other staff, and time management. 
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A majority of the associate deans surveyed also indicated that university and 

faculty infrastructure needed to be improved in order to better support 

administrative functions. The areas needing improvement were clarification 

of duties, clerical support (both secretarial and administrative), and the 

teaching allowance (which needs to be tailored to specific job situations). 

To make the position more attractive and therefore ensuring the best person 

for the job, the associate deanship requires better recognition and reward. 

This, coupled with appropriate management training and a better career 

structure, will create a strong middle management structure for the Northern 

Territory University. Such a structure will help improve the university's quality 

of staff, programs and delivery of services. 

6.3 Recommendations 

As a result of the findings of this report, it is recommended that the Staff 

Development Branch: 

Devise a coordinated management training program specifically 

for the needs of NTU associate deans 

Deliver the training units in ways that allow active participant 

involvement 

Deliver training units with a minimum of disruption to normal 

staff programs 

Provide self-accessing material for broad informational areas 

Encourage (and coordinate where necessary) formal and 

informal mentoring programs 

Institute evaluation of each training unit 

Provide feedback to participants after each unit 

Make training units as specific to job situations as possible 
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As indicated by the survey results, provide management training 

for specific interest/need groups, e.g. VET sector, heads of 

schools, faculty groups. 

Coordinate with the Academic Teaching Development Officer 

(Quality Office) to provide training for associate deans on how 

to improve teaching and/or research methods amongst their 

staff. 

It is also recommended that the university administration: 

Provide adequate funding for a coordinated management 

training program for NTU associate deans. 

Consider ways of creating a formal career path for academic 

administrators. Examination of performance 

appraisal/performance pay could be a future part of this 

process. 

Instruct and fund the appropriate bodies to conduct an induction 

program for associate deans with a follow-up program done with 

faculties. This program should take place no more than three 

months after appointment. 

Conduct a study of the stressors involved in a cross-section of 

associate dean work situations. 

Implement a plan for eliminating or reducing those stressors. 

Examine the pay structure of associate deans in order to 

provide an equitable loading for administrative duties (currently 

an associate dean may receive no extra pay or up to $10,000 

for performing the same duties). 

Encourage faculty deans to allow flexibility of the 25% teaching 

allowance with special consideration for increasing this 
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allowance to cater for specific research and/or consultation 

responsibilities. 

Closely examine the training of female associate deans with the 

view to establishing substantially more women in senior 

academic management positions than currently exists. 

Examine ways to create a more inclusive environment for the 

VET sector in the university community. This may involve 

creating unifying activities or altering existing organisational 

structure/policies with the view to establishing a more cohesive 

university identity. At the same time, the VET sector needs to 

see the university administration acknowledging VET's 

uniqueness. 
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Appendix B 

To: Associate Deans 
From: William Parlet 
Re: Survey of Administrative and Management Needs 
Date: 10 August, 1995 

William Parlet, a Master of Education candidate here at Northern Territory 
University, is conducting a study into the management training needs of NTU 
Associate Deans. 

The object of the study is to give you an opportunity to voice your opinions on 
the best type of administrative and management training the university can 
provide for you. To do this, you will be asked for your perceptions of the tasks 
you have to perform as part of your job description, a brief self-assessment 
of your skill levels, and information on your administrative background. 

The information obtained from this survey will be used to help NTU Staff 
Development Branch formulate plans for future professional development. 

This study is fully supported by both Professor McKay, DVC and Mr 
Prathapan, DVC (Vocational Education and Training). Their endorsement is 
indicated by their signatures at the conclusion of this letter. 

The questionnaire should take fifteen minutes to complete. When you have 
finished, just put the pages in the accompanying envelope and place in the 
internal mail. Soon after you return the questionnaire, you will be contacted 
and asked to participate in a fifteen minute interview which has the aim of 
supplying more detailed information regarding your opinions on particular 
administrative and management needs. The interview will be arranged to suit 
your convenience. 
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Appendix C 

Confidentiality 

Your responses will be treated in the strictest confidence. The questionnaires 
are numbered only to enable interviews to be arranged for those returning the 
instrument. At no time will your questionnaires or interview tapes be available 
to anyone except the principal investigator. All responses will be completely 
anonymous in the reporting of results and will not be recorded on the basis of 
faculty in order to remove any possibility of identification. This study has been 
approved by NTU1s Human Ethics Committee. 

A summary of results of the survey will be posted to all participants at the end 
of the 1995 academic year. A report of the findings will be presented to the 
Staff Development Branch for their use in planning professional development 
strategies for 1996 which are appropriate to NTU. 

Thank you once again for your valued contribution of time and thoughtfulness. 

This study has been fully endorsed by: 

Associate Professor Mckay, DVC 

Mr Sabaratnan Prathapan, DVC (Vocational Education and 
Training) 
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Appendix D 

instructions: Please rate the following twenty administrative tasks as to their importance in your position by circling the appropriate number in the following 5—point scale. 

1 2 3 4 5 Little Somewhat Average Quite Extremely Importance Important importance Important Important 

Administrative task 1 2 3 4 5 

1 Maintain current sources of funding 1 2 3 4 5 
2 Organise and develop curriculum 1 2 3 4 5 
3 Deal with poor staff performance 1 2 3 4 5 
4 Disseminate information to staff members 1 2 3 4 5 
5 Encourage research 1 2 3 4 5 
6 Deal with budgetary matters 1 2 3 4 5 
7 Encourage staff to improve their teaching practIce 1 2 3 4 5 
8 Represent colleagues at Faculty and committee 

meetings 
1 2 3 4 5 

9 Maintain communication with the Faculty Dean 1 2 3 4 5 
10 Develop strategic plan for area of responsIbility 1 2 3 4 5 
11 Maintain channels of communication with your staff 1 2 3 4 5 
12 Supervise staff on contract 1 2 3 4 5 
13 Encourage staff to be involved in professional 

development activities 
1 2 3 4 5 

14 Monitor expenditure 1 2 3 4 5 
15 Liaise with outside agencies 1 2 3 4 5 
16 Prevent conflict among staff members 1 2 3 4 5 
17 FTh in order forms and other administrative requests 

and requirements 
1 2 3 4 5 

18 Encourage staff to publish 1 2 3 4 5 
19 SupervIse staff on tnure track 1 2 3 4 5 
20 Seek and encourage new sources of financial 

support 1 2 3 4 5 
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Self-Analysis 
Directions: Read the following list of management skills. Indicate with a tick 
in the appropriate column whether you regard this skill as a personal strength 
or whether it is one that could benefit from further development. 

Management Skill Strength Needs 
Develop 

ment 

21 I am able to budget financial resources effectively 

22 I am involved in developing my inter-personal skills 

23 I understand and encourage performance appraisal 

24 I manage change effectively 

25 I utilise stress management 

26 I am involved in acquiring outside financial resources 

27 I ensure staff receive feedback on administrative decisions 

28 I encourage excellence in research 

29 I promote good public relations for the department 

30 I possess good negotiating skills 

31 1 establish and maintain communication with outside agencies 
and community members generally 

32 I promote teaching excellence amongst staff 

33 I employ effective time management 

34 I understand regulatory and legal implications involved in 
managing the department including Equal Opportunity 
policies 

35 I communicate information clearly to staff 

36 I possess knowledge and skill in resource allocation 

37 I prioritise department needs 

38 I manage conflict in the department successfully 

39 I encourage good communication with students 

40 1 facilitate academic and professional development of staff 
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General information: Please circle the appropriate letter. 

41. How long have you held the position of Associate Dean (or Acting)? 

6 months (or less) 
1 year 

C. 2 years 
d. 3 years (or more) 

42. Have you held other tertiary level positions that had a formal 
administrative aspect? 

yes 
no 

43. Have you held other educational administrative positions but at a level 
other than tertiary? 

yes 
no 

44. Have you held administrative positions outside of the educational arena? 

yes 
no 

45. Have you undergone a formal induction period as preparation for your 
current position? 

yes 
no 

46. Have you had any formal management training in the last five years? 

yes 
no 

47. If so, in what form was that training? 

coursework 
in-service 

C. seminar or workshop 
d. other, please specify 
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Appendix E 

Interview Questions 

Of the administrative tasks listed (in the questionnaire in front of you) 
which would you rate as the highest in importance in your specific role 
(as associate dean)? And second and third? 

Of the management skiDs listed, which one do you think you could 
benefit most by having training in? And the second and third? 

Are there aspects of your position that you would like assistance in 
improving that are NOT listed in the questionnaire? Such as? 

51(a) You indicated that you did not have an induction program for your role 
as associate dean. Do you think such a program is needed? 

51 (b) If such an induction program for new associate deans was run in the 
future, what would need to be included in the program? 

52. If the university were to provide training programs in management skills 
for associate deans, in what delivery mode would you prefer them to 
be in? By delivery mode, I mean such things as lectures, on-the-job 
training and so on. 

53. In what ways could the university help you (or other associate deans) 
to better perform your administrative role? Specifically: 

are your duties clearly stated? 
do you have adequate clerical support? 
is the time allowance from teaching adequate? 
are there adequate avenues for communication (between yourself 

and the dean, other associate deans, and staff)? 

54. Do you have any further comments regarding the university and the 
provision of management training for associate deans? 
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Appendix F 

MEMO 

To: Associate Deans 
From: William Parlet 
Date: 29 August 1995 
Re: Management Training Survey 

Thank you very much for returning your questionnaire. Your participation in 
this survey is appreciated. 

I will be contacting you shorily in order to arrange a 15 minute follow-up 
interview. 
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Appendix G 

Interview Responses to Prioritising Administrative Tasks by Importance (n=34) 
Item Administrative task 1 2 3 
No 

1 Maintain current sources of funding 9 2 1 

2 Organise and develop curriculum 2 1 2 

3 Deal with poor staff performance 2 

4 Disseminate information to staff members 2 3 2 

5 Encourage research and/or consultative work 1 6 

6 Deal with budgetary matters 1 2 3 

7 Encourage staff to improve their teaching practice 2 5 

8 Represent colleagues at Faculty and committee 1 1 2 
meetings 

9 Maintain communication with the Faculty Dean 2 4 4 

10 Develop strategic plan for area of responsibility 3 4 2 

11 Maintain channels of communication with your staff 5 2 2 

12 Supervise staff on contract 2 

13 Encourage staff to be involved in professional 2 
development activities 

14 Monitor expenditure 2 

15 Liaise with outside agencies 1 4 

16 Prevent conflict among staff members 2 

17 Approve/d isap prove various student request forms 2 

18 Encourage staff to publish and/or be involved in their 1 1 
area of expertise 

19 Supervise staff during probationary period 

20 Seek and encourage new sources of financl support 1 3 
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Appendix H 

Interview responses to Management Skill Development Needs 
(n=34); First, Second and Third Choices 

Item Management Skill 1 2 3 
No. 

21 I am able to budget financial resources effectively 9 2 1 

22 I model strategic thinking and planning skills 4 3 2 

23 I understand and encourage performance appraisal 1 1 

24 I manage change effectively 1 2 

25 I use stress manaqement techniques in copinci with my 4 3 3 
responsibilities 

26 I am effective in acquiring outside financial resources 2 5 2 

27 I ensure staff receive feedback on administrative decisions 1 

28 I encourage excellence in research and/or consultancy work 4 1 3 

29 I promote good public relations for the department 

30 I possess good negotiating skills 1 3 3 

31 I establish and maintain communication with outside 3 1 1 
agencies and community members generally 

32 I promote teaching excellence amongst staff 2 3 

33 I employ effective time management 4 5 6 

34 I understand regulatory and legal implications involved in 3 2 
managing the department including Equal Opportunity 
policies 

35 I communicate information clearly to staff 

36 I possess knowledge and skill in resource allocation 2 1 

37 I prioritise department needs 

38 I manage conflict in the department successfully 1 2 4 

39 I encourage good communication with students 

40 1 facilitate academic and professional development of staff 1 
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Appendix I 

Responses to "What should be included in an induction program for 
associate deans?" n34 Multiple responses 

Responses n 

Instruction on the university managementlgoverning structure & policies and how 14 
it impacts on faculties 

Financial implications/budgeting io 

Clarification of duties (including expectations) 8 

Improving communication and relationships with other staff (academic & non- 6 
academic) 

Time management 6 

Discussion of mutual problems and problems likely to be encountered 4 

Improving communication with the dean 3 

Evaluation of performance (both own and others) 3 

Conflict resolution 3 

Establish network of contacts 3 

The position of VET in the university structure 3 

How to encourage improved teaching and research (including how to seek 2 
funding) 

Expectations of maintaining research, publications and teaching 2 

How to deal with consultancy structure/extension services 2 

How to delegate and negotiate 2 

Staffing issues and interpersonal skills needed to manage staff 2 

How to improve relationships with students 1 

Information on international marketing 1 

Provide a time-line of responsibilities and tasks (re admin) 1 

How to promote yourself and your area of responsibility 1 

Stress management 1 

How to develop curriculum 1 

Dealing with poor performance 1 

Discussion of time allocations 1 

How to deal with conflicts of interest 1 

Strategic planning 1 

How to run a meeting 1 



Hear from reps of various funding agencies 

How to organise paperwork 

134 
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Appendix J 

Sample Duty Statement 
for position of Associate Dean 

(N.B. This sample is from a VET - related faculty) 

Northern Territory University 
Faculty of - 

DUTY STATEMENT 

TITLE: ASSOCIATE DEAN - 

POSITION NO: 

RESPONSIBLE TO: Dean, Faculty of - 

DUTIES: 

Develop and maintain a high level of scholarship and professional expertise: 

encourage and participate in relevant research activities in appropriate 
discipline areas 
encourage and participate in the publication of research papers, seminars, 
workshops, lectures, texts and any decided area of expertise 

Liaise with practitioners, professional groups, employers, industry and government 
agencies relevant to the faculty and/or school; 

liaise with relevant ITABs and relevant sections of NTETA 
liaise with DEET, relevant communities and organisations as required 

Maintain a high level of teaching competence; 

- implement recommendations of the Teaching Development Committee 
and CAUT 

- encourage staff to attend professional development activities within the 
NTU and in relevant off campus organisations 

- use and encourage the use of the NTU Staff Development Centre's 
evaluation of teaching format 

- maintain a reasonable teaching load of no more than 8 hours on an 
academic yearly average 

Assist the Dean in ensuring academic, management (including staff recruitment 
and supervision) and financial functions of the faculty/school are carried out 
effectively and efficiently; 

- lead and assist in the accreditation and review of courses and course 
development 

- ensure reasonable workloads for all academic staff 
- chair the Faculty's Board of Examiners 
- contribute as required by the Dean to the co-ordination of time tabling of 

courses to guarantee the maximisation of effective resources, staff and 
facility utilisation 

Represent the area of responsibility on the Faculty Board; 

Act in the position of Dean when required; 
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In conjunction with all Associate Deans monitor course within the faculty to ensure 
accreditation, regulatory and industry requirements are met; 

Where necessary, develop and work through staff participation and decentralised 
decision making practices; 

Develop and monitor a strategic plan for the area of responsibility which 
complements the Faculty's strategic plan; 

An Associate Dean acts under the authority delegated by the Dean 
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Appendix K 

Sample Selection Criteria 
for position of Associate Dean 

(N.B. This sample is from a VET - related faculty) 

Northern Territory University 
Faculty of - 

SELECTION CRITERIA 

TITLE: ASSOCIATE DEAN - 
POSITION NO: 
Essential Criteria 

Possession of educational qualifications relevant to the position and commensurate 
with the level of appointment. 

Demonstrable ability to communicate effectively with students and staff at all levels 
and across cultures within the University and with representatives of outside agencies 
and community members generally. 

Ability to develop, encourage and assist lecturing staff in their academic and 
professional development. 

Ability to effectively and efficiently manage the academic and financial functions of the 
school. 

Capacity to represent the School appropriately in Faculty and University forums and 
to develop and maintain effective liaison networks with relevant outside organisations 
and agencies. 

Managerial ability including a capacity for strategic planning, resource allocation and 
budget administration. 

Willingness to take account of contemporary human resource management issues 
and their application in ensuring a harmonious working environment. 

Commitment to Equal Opportunity policies and appreciation of wider equity issues 
within the workplace. 

A commitment to the values and principles outlined in the University's Strategic Plan. 

Desirable 

10. A capacity for innovation and a willingness to encourage others to be innovative. 

Understanding of academic and administrative structures operating within a University 
or Higher Education System. 

An awareness of programs, policies and procedures which are key operational 
features of ANTNNTETA, DEET, and DIEA. 

Knowledge of the National Training Reform Agenda and its current and likely future 
on training providers. 

Possession of teaching qualifications and/or good record of research. 



Appendix L 

Excerpt from 'Faculty Structures and Processes' January 1995 

Schools and Associate Deans 

Schools are administrative or academic groups of academic staff formed within a faculty. A 
school may include several disciplines and serve primarily administrative functions or it may 
represent a single discipline. Among other things, the purpose of a school may be to: 

bring together academics in the same, similar or related disciplines to facilitate the 
development of TAFE, undergraduate and postgraduate courses and research, to 
foster interdisciplinary activity, and to provide a focus for interaction with the outside 
community for purposes such as student recruitment, securing research funds, 
industry liaison, public relations and soon; 

promote efficient and effective management by providing an avenue for delegation by 
the Dean of certain administrative tasks and functions. 

The emphasis placed on the various aspects may differ from faculty to faculty and even from 
school to school. 

In establishing schools account should be taken of the need to form groups that are sufficiently 
large to allow some flexibility in the use of resources and not so large as to be unmanageable. 
The average size of school within faculties should be about 10 academic staff but in special 
circumstances it is acceptable for some schools to be smaller, ie down to 4 or 5 academic 
staff. The number of schools formed within a faculty will depend, among other things, on the 
size of the faculty and on the discipline mix. For example, a small faculty with essentially just 
one discipline might not form any schools at all; or a smaller than usual single discipline 
school might be formed in a faculty where that discipline is very different from others in the 
faculty. Care should be taken in naming schools to avoid giving schools similar names both 
within and across faculties. 

The school structure within a faculty must have the approval of the Vice-Chancellor. 
Recommendations should be forwarded by the Dean after wide consultation within the faculty 
and with the relevant Deputy Vice-Chancellor. Arrangements within schools are a matter for 
the Dean in consultation with the faculty and schools. 

For each school within a faculty an Associate Dean is appointed to provide leadership and to 
deal with administrative matters relevant to the school. Normally an Associate Dean should 
be appointed to be responsible for academic leadership and management in research and 
postgraduate studies; it is expected that this Associate Dean would be the Faculty's nominee 
for membership on the University's Research Committee and should also be responsible for 
any approved graduate school within the faculty. It may be appropriate to appoint Associate 
Deans for other specific purposes. Such Associate Deans may also have school leadership 
responsibilities. 

In general, Associate Deans are expected to contribute significantly to the development and 
proper management of the faculty. However, the role and responsibility of Associate Deans 
may vary considerably, depending on the requirements of the school or faculty and the 
approach adopted by the Dean. Among other things, an Associate Dean may be expected to: 

assist the Dean in ensuring that the academic and management functions of the 
faculty are carried out efficiently and effectively; 
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- maintain in appropriate ways quality and excellence in all academic activities in his or 
her areas of responsibility; 

- undertake such administrative and management activities, possibly including some 
financial management, as the Dean may require; 

- represent the school or area of responsibility on the Faculty Board; 

- where required consult and liaise with industry, community groups or funding 
agencies; 

- serve on the Faculty Executive. 

An Associate Dean acts under authority delegated by the Dean in consultation with the 
Associate Dean. 

The establishment of Associate Deanships must be approved by the Vice-Chancellor on the 
recommendations of the relevant DVC on the advice of the Dean. Recommendations should 
specify clearly the roles, responsibilities and duties of the positions. In formulating 
recommendations the Dean is expected to consult widely within the faculty to ensure that the 
proposed positions and associated duties are appropriate to the functions of the schools and 
the faculty. Recommendations should refer to any special conditions that might apply to an 
Associate Deanship and the reasons for them. Normally, recommendations regarding 
Associate Deanships would be expected to accompany recommendations regarding faculty 
structure. 
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