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Abstract 

A rapid rise in the number of part-time academics (PTAs) in higher education has 

attracted studies about the impact of this group, many of which conclude that PTAs 

contribute negatively to undergraduate education. Most of the studies focus on their 

employment conditions; very few explore their academic identity or teaching practices, 

despite their strong presence on campus. This mixed methods doctoral study 

investigates differences between part-time and full-time academics in a holistic way. The 

study is located at a private university campus in Jakarta, Indonesia. In Study 1, I 

conducted in-depth interviews with 11 full-time academics (FTAs) and 14 PTAs to explore 

their academic identity. In Study 2, I compared the teaching perspectives, teaching 

evaluations, and out-of-classroom practices of part-time and full-time lecturers, using 

the Teaching Perspectives Inventory (Pratt & Collins, 2000) (n = 135), Student Evaluation 

of Educational Quality questionnaire (n = 1629), and interviews (n = 25) respectively. 

Through thematic analysis, I found that both groups strongly identified 

themselves as teachers and saw their main contribution as sharing practice-based 

knowledge in addition to theoretical knowledge to prepare students for the real world. 

Both groups are passionate teachers and enjoy the teaching aspect of the job most. 

Statistical analyses of both surveys showed strong similarities between them. Thematic 

analysis of the interviews also revealed that there are many similarities between part-

time and full-time lecturers in teaching preparation and goals. However, differences 

were found in their level of engagement in reflective practice and pastoral care. 

Thus, employing PTAs rather than FTAs provides a similar in-class experience for 

students. However, it differs in the vital student experience of pastoral care. Full-time 

lecturers may well better understand their students because they follow their 

development year by year and are more involved in curriculum design; thus, they are in a 

better position to give advice or spot areas of difficulty for students. This study concludes 

that both PTAs and FTAs are valuable to enhance students’ experience in higher 

education. Nonetheless, PTAs need to be better integrated into the department to 

support them in their academic career choice and to maximise their potential in 

teaching, and to the institution, as well as in supporting students’ growth.   
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Chapter 1. Introduction 

1.1. A Personal Note 

This thesis topic came from my experience in managing a faculty development 

programme in a university in Indonesia. In an accreditation process, the committee 

asked about the number of part-time lecturers in the programme. As the number was 

considered high at that time, they then asked an intriguing question: how do you ensure 

the quality of part-time lecturers? 

That is a question that I had never asked myself, and I doubt whether it had been 

thought through holistically at the institutional level. Throughout my academic 

experience, I had been surrounded by full-time academics (FTAs). I got my degree from a 

local public Indonesian university, and my mother was a public university lecturer. Public 

universities employ their staff as civil servants, and the nature of employment is 

regarded as employment for life. A civil servant has high social status and secure 

employment, with social security and a retirement fund. I had always been employed 

full-time myself, thus, I did not have any experience of part-time employment and how it 

should be managed. I believed, a teacher is a teacher regardless of their employment 

status, and someone who wants to teach must be a good person with good intentions, as 

a teacher should be.  

I started to take a greater interest in the part-time lecturers. They were a very 

diverse population, some had taught for more than 10 years; some were just newly 

graduated with a master’s degree with some industrial experience; some had retired and 

combined teaching with other activities; some were business-owners. There were also 

academics from other institutions trying to supplement their income, as well as a group 

of part-time lecturers teaching in multiple places. They taught mostly one course, but 

some took up to three courses in a semester.  

I started to look at the formal and informal structure for managing the part-

timers. Many aspects of part-time employment were eclectic. I found that most senior 

part-time academics (PTAs) had good friendships with senior full-timers. The newer ones 

were usually recommended by a full-timer, but some also applied independently. Once 

they got into their first teaching position, their future work depended on the students’ 
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survey results and the head of department who assigned classes. Those were the basic 

monitoring criteria available, and there was no obligation to join orientation or teacher-

training courses.  

Despite the debate about managerialism in higher education, whether it is a good 

thing to “manage” academics, my view was that we need to understand how to integrate 

PTAs into the institution. Globally, institutions’ strongest motivation to employ part-

timers is to save money and to maintain enrolment-based employment flexibility (Gappa 

& Leslie, 1993; Kezar, Maxey, & Eaton, 2014; Rajagopal, 2000). From this point of view, 

the less spent to sustain part-time employment the better. This attitude is worldwide; 

there are many stories about unfit work conditions for PTAs: no office space provided, no 

desk, limited professional development opportunities, limited interaction with 

colleagues and students, no decision-making participation, and low pay (Berry, 2005; 

Gappa & Leslie, 1993; Rajagopal, 2000). A more recent publication claims that the 

majority of academic appointments are now contingent academic positions, but the 

institutions still manage academic jobs based on the full-time tenured model (Kezar et 

al., 2014). Although there are samples of efforts to provide this new “academic majority” 

with better professional development and decision-making participation (Kezar, 2012), 

the problem of integration still prevails (Kezar et al., 2014).  

Although part-time academic employment has been around for a long time, the 

employment scheme is still considered non-traditional or non-standard in the world 

designed for full-time tenured academics (Bexley, Arkoudis, & James, 2013; Liu & Zhang, 

2013). In this employment scheme, part-timers often feel excluded, not part of the team, 

and treated like second-class citizens (Gappa & Leslie, 1993); nonetheless, their service is 

consistently sought. Considering these opposing attitudes, I explore three aspects 

related to PTAs: their perception of academic roles, their identification with the 

academic profession, and their teaching. These aspects are important because they are 

the very core of PTAs’ employment. This study, thus, has three main aims. The first is to 

explore and understand the identity of PTAs in comparison to the FTAs. The second is to 

explore factors linked to their identification with the academic profession. The third is to 

explore their teaching perspectives, practices, and attitudes towards professional 

development in comparison to the full-timers. Based on this study, it is expected that 

new theoretical and practical insights about academic identity can emerge to expand our 
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understanding of this particular group of academics and of contemporary academic 

identity work. 

This study employs the mixed methods case study in a private university. In the 

U.S., private higher education institutions are more likely to employ PTAs (Kezar et al., 

2014). Although data is not available, it is logical to assume that the same trend occurs in 

Indonesia. In Indonesian context, private institutions accounted for more than 90% of 

total higher education institutions (Ristekdikti, 2016). Private institutions do not enjoy 

the level of financial support from the government (Logli, 2016; Welch, 2007); therefore, 

financial stability is a priority. Budget efficiency has been noted as an important 

motivation to employ PTAs (Gappa & Leslie, 1993; Rajagopal, 2000). It is thus 

appropriate to conduct this study at a private university.  

In this thesis, the studies are reported as Study 1 and Study 2. Study 1 is a 

qualitative study, using interviews with 25 purposively selected PTAs and FTAs working in 

a private university in Indonesia. Following the examples of previous academic identity 

studies, a qualitative method was employed to capture academic identity, as 

experienced by different academics. Comparisons between PTAs and FTAs were made to 

understand how they see their roles within the context of higher education employment, 

which is based on a tenured–full-time scheme.  

Study 2 is a combination of quantitative and qualitative methods, using a survey 

of lecturers, a survey of students, and interviews with a group of selected academics. 

Three aspects were examined: teaching perspectives of part-timers and full-timers using 

the Teaching Perspective Inventory (Pratt & Collins, 2000); the eight dimensions of in-

class teaching practices using the Student Evaluation of Educational Quality (Marsh, 

1987); out-of-classroom teaching practice and the academics’ attitudes towards 

professional development through semi-structured interviews. This mixed-methods 

inquiry made it possible to draw a more complete picture of academics as teachers.  

I have a personal attachment to this thesis topic. I believe that personal ties 

between researchers and their research are important to keep the researcher 

passionate. Why would someone want to spend years of his or her life investigating a 

topic that has no personal importance? Personal experience is a suggested way to find a 

research topic, although the direction of the topic is reshaped by previous research and 

the importance of the topic (Alter & Dennis, 2002). By revealing my personal cause, I aim 
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to communicate my personal bias to the readers, which hopefully can assist them in 

making their own judgements about this study.  

1.2. A Background to the Research 

Changes in workforce composition in the higher education sector have happened 

across the globe. One of the changes making a big impact is the increased number of 

PTAs in academia. In the U.S., driven by growing enrolment and budget cuts, the 

proportion of PTAs had reached 53% in 2-year colleges, 34% in 4-year-colleges, and 13% 

in universities by 1980 (Tuckman, 1978). In the following years, the growth rate of PTAs 

in the U.S. outpaced that of the full-time cohort: there were 104,000 part-timers and 

369,000 full-timers in 1970; by 2003, the number had grown to 543,000 part-timers and 

630,000 full-timers (Schuster & Finkelstein, 2006, in Kezar & Sam, 2010). By 2015, 1.6 

million academics were teaching in higher education in the U.S.; about 0.8 million were 

full-time and about 0.7 million were part-time (National Centre for Educational Statistics, 

2016). Based on 2007 data in the U.S., in the category of research and doctorate-granting 

institutions, PTAs made up the biggest group employed in private institutions, with 

42.2% as opposed to 26.7% in public institutions (Kezar et al. 2014). In the U.K., 

significant PTA recruitment started in the 1990s, when the government reduced funding 

and demanded accountability (Rothwell, 2002). By 1999, the proportion of PTAs had 

reached 63% of the workforce (Tester, 2000, in Rothwell, 2002). The same trend 

happened in Australia, where the growth in demand for higher education did not match 

the funding available from the government (Ryan, Burgess, & Groen, 2013). A similar 

growing trend of PTA employment can also be detected in China and Japan, although the 

growth rate is not as dramatic as in other countries (Oba, 2010; Zhifeng, Xiulan, & 

Hongbo, 2007).  

PTAs are also a part of Indonesian higher education, but little is known about 

them. According to the government data, PTAs are 16% of the total listed lecturers in 

Indonesia (Directorate General of Higher Education, 2015b); however, the real number 

might be higher as data submitted to the government is not always reliable (Hadihardaja, 

1995; Sembiring, 2014; Welch, 2007). For example, full-time public university lecturers 

teaching in private institutions are an integral part of Indonesian education, as private 

institutions need qualified lecturers and public university lecturers need to generate 
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more income (Hill & Wie, 2012). These moonlighting public university lecturers will not 

be captured by the government database as non-permanent lecturers. Developing a 

database of non-permanent, non-traditional, or part-time lecturers has always been 

problematic globally due to the range of contract variations, institutions’ unwillingness 

to reveal the data, or difficulty in sourcing the data (Bryson, 2013; Sutherland & Gilbert, 

2013).  

Globally, PTAs are positioned as a marginal workforce, often working under low 

pay and contingent contracts. Employing PTAs is considered as a cost-saving strategy; 

thus their working conditions are commonly kept on a low budget (Rajagopal, 2000). One 

reason to employ PTAs is they are considered more budget efficient than FTAs, and it is 

necessary for universities to keep their employment costs down by offering low wages, 

limited benefits, and limited working facilities (Rajagopal, 2000). However, contrary to 

their marginal status, PTAs have been found to be satisfied with their jobs (Valadez & 

Anthony, 2001), committed to their profession (Leslie & Gappa, 2002), and committed to 

the institution they teach in (Meixner, Kruck, & Madden, 2010). Many continue to thrive 

despite their working conditions and their career or their commitments outside 

academia.  

Institutions face the challenge of delivering quality education while keeping the 

budget efficient. The demand for higher education continues to grow, while the funding 

is tight. The situation means the numbers of PTAs continues to grow. Global literature 

indicates that many doubt the merit of employing PTAs other than as a necessary action 

to respond to budget restrictions, and there is speculation about their effect on 

teaching-learning quality. PTAs have been linked to mediocre teaching, limited 

engagement with students, limited teaching preparation, reluctance to try different 

teaching approaches, and leniency in grading (see Umbach, 2007). PTAs have also been 

linked to lower student retention (Ehrenberg & Zhang, 2004; Jaeger, 2008).  

This then questions the commitment of higher education to delivering quality 

education, while keeping the workforce low cost. Two aspects of this dilemma are worth 

investigating further: First, if PTAs are always considered under-qualified and 

undedicated teachers, why are there only limited efforts to increase their qualification 

and participation? Second, are they really not as good as the FTAs? Are they less efficient 
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teachers? Are they not “academic” enough? What exactly differentiates them from the 

FTAs? Is there anything that can be done to make the situation better?  

This doctoral study focuses on Indonesian PTAs’ perception of academics’ role 

and their identification with the profession. Given that academia, traditionally, has 

bundled roles of teaching, research, and service, while PTAs are mostly only able to do 

one of them, it is important to see from their perspective how they see themselves in 

academia. Considering their single role, investigating PTAs as teachers is important for 

justifying their widespread existence in academia. Are they a good substitute for FTAs? 

What are the similarities and differences in both groups’ teaching practices? This 

investigation can also explore gaps in the PTAs’ practice, if any.  

1.3. Research Questions  

In this doctoral thesis, I pose three questions and four sub-questions as follows: 

1. How does the academic identity of PTAs differ from that of the FTAs? 

2. How do PTAs identify with the academic profession in comparison to FTAs? 

3. Are there differences between FTAs and PTAs as teachers? 

a. Are there differences between FTAs and PTAs in their teaching 

perspectives? 

b. Are there differences between FTAs and PTAs in their in-classroom 

practices?  

c. How do FTAs and PTAs differ in their out-of-classroom practices? 

d. How do FTAs and PTAs differ in their perception of professional 

development plans and needs? 

1.4. Significance of the Research 

1.4.1. Theoretical significance. 

This research fills the gap of systematic investigation into non-traditional 

academic workers in a non-Western context. Therefore, the findings contribute to the 

field of knowledge in terms of how academics with different employment status identify 

with academic roles and how the social structures shape the identification. This study 

extends the literature on academic identity focusing on PTAs as a under-served group in 

the landscape of higher education.  
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Identity theory (Stryker, 1980) provides a useful framework to discuss different 

academic roles in a structured way. Recent studies on academic identity have moved 

from the disciplinary bound (e.g., Becher & Trowler, 2001) to consider other factors that 

shape academic identity such as the change of the bigger context in the higher education 

environment (e.g., Aitken, 2010; Clegg, 2008; Henkel, 2005). Both up-skilling and de-

skilling of academic roles draw attention to the difference in importance of roles to 

individuals and the institutions (Aitken, 2010; Henkel, 2005; Macfarlane, 2011). There are 

conflicts between the individual’s and the institution’s ideal academic roles (e.g., Aitken, 

2010; Clegg, 2008; E. Smith & Smith, 2012). Identity theory can provide empirical 

evidence on what PTAs and FTAs consider as ideal identity and how it is influenced by 

the social structure around the profession. Using this theoretical framework makes it 

possible to explore the different importance of the three academic roles (teaching, 

research, service), based on their ideal roles, as well as how the social structure of the 

academic profession influences the transfer from ideal roles to what is required by the 

profession and the institution.  

This study also investigates the role of different elements inside the institution in 

the process of identification with the academic profession. Using a social identity theory 

framework, I examine factors that facilitate the identification process. This investigation 

provides a theoretical contribution to understanding how non-traditional professional 

workers manage their relationships with people and organisations.  

Finally, this study is holistic in its assessment of academics in their teaching role. 

Previous studies have typically only focused on one aspect of the teaching performance 

of PTAs (e.g., students’ evaluation or grading practices). This study offers a more 

complete picture as it assesses multiple practices of teaching: perspectives, in-classroom 

and out-of-classroom practices. It also captures PTAs’ attitudes towards professional 

development. The empirical evidence will contribute to the debate over whether PTAs 

are less effective teachers than FTAs. 

1.4.2. Practical significance. 

The global trend of growing numbers of PTAs is a part of higher education 

institutions’ response to changes in the higher education context caused by factors such 

as an increasing participation rate in higher education, limited government funding, and 
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the need to show greater accountability. All of these signs have been evident in the 

Indonesian context, where the private sector plays a dominant role in higher education. 

As the government spends only about 0.3% of GDP on higher education, public 

universities have adopted the approach of private institutions such as charging higher 

tuition fees and opening different entry pathways (Hill & Wie, 2012). Following the 

formal recognition of part-time lecturers by the Indonesian government in 2016, higher 

education institutions have had the opportunity to recruit them in greater numbers, 

which will, potentially, bring more opportunities and challenges for both the institutions 

and the academics.  

The findings of this study can contribute to the large (macro), intermediate 

(meso), and proximate (micro) levels of the academic profession. At the large-structure 

level, it provides feedback to the government’s new part-time tenured academic scheme 

(Nomor Induk Dosen Khusus or NIDK). Is it realistic to ask for the same academic output 

(teaching, publication, service) from PTAs and FTAs, as signalled in the new NIDK 

scheme? Will NIDK provide a solution for non-traditional academics?  

At the intermediate level, the institution level, the study provides evidence of 

what is considered good practice when engaging PTAs in the academic life. As the 

Indonesian government has finally formalised the policy for PTAs to have tenure and be 

counted in the accreditation, the result of this study can give a deeper insight into how 

PTAs perceive their position, identity, and expectations of the institution. It is important 

for institutions to provide a secure and inclusive working environment for PTAs as they 

contribute significantly to students’ experience in higher education. Moreover, the 

findings can also help institutions to justify their decisions on employing PTAs.  

At the proximate level, the findings of this study may serve as a reflection for 

departments and individual academics. This study can build a better understanding of 

each academic group for the other group. The extra information may contradict, add to, 

or confirm their experience of daily encounters with colleagues with different 

employment status as academic is a complex profession. On the one hand, an academic 

career is complicated and exhaustive with its requirements. On the other hand, an 

academic career is satisfying and may provide a balance between the hard (e.g., financial 

and career) and soft (e.g., passion) goals of life.  
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1.5. The Structure of the Thesis  

Chapter 1 is the introduction, in which I lay out the reasons I conducted the study 

and the overview of the study. The rationale for the research and the questions guiding 

the study are outlined. 

Chapter 2 gives the context of Indonesia and its higher education system. The 

description provided aims to help the reader understand the setting of this study. The 

focus is on rules and regulations around the academic profession that impact academic 

identity, including the specific roles, the government monitoring, and the tenure and 

certification system.  

In Chapter 3, I review the literature on academic identity. Using a structured 

literature review method, I identified relevant studies to review the trend in topics, how 

academic identity has been defined, and the methods used in investigating the topic. The 

literature on PTAs as academic workers and their identity is also discussed. I review 

previous studies of non-traditional academics, which are mostly located in Anglo-Saxon 

culture: U.K., U.S., and Australia. These three countries make up most of the 

international publications related to part-time/adjunct/non-traditional academics. 

Finally, I provide an overview of identity theory and social identity theory, which serve as 

a guide by providing the lens to analyse the questions in Study 1.  

Chapter 4 presents literature on what is considered good teaching in the higher 

education context, which provides the backbone for answering the research questions 

guiding Study 2. The discussion is then followed by a review of PTAs’ teaching practices 

to provide the foundation for Study 2.  

Chapter 5 contains the general methodology used in this study. This study is a 

mixed-methods case study conducted in a private university in Indonesia. It comprises 

two parallel design studies. Study 1 is a qualitative study, using interviews as the data-

collection method to answer Research Questions 1 and 2 related to identity and 

identification. Study 2 combines two surveys and interviews to investigate the 

differences in the teaching practices and professional development needs of PTAs and 

FTAs. 

Chapter 6 contains the results of Study 1. I used semi-structured interviews to 

collect data from 25 academics in one institution in Indonesia. I then used thematic 
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analysis to analyse the transcripts. Themes and sub-themes are outlined in this chapter: 

Two themes relate to academic roles/identity, and two themes relate to the 

identification process. I used the data to collate the hierarchy of salience and 

prominence of the academics as influenced by the regulations and institution 

expectations. I also discuss the factors of identification and the power relations between 

the two academic groups.  

Chapter 7 contains the results of Study 2. To investigate teaching practices, I 

conducted two surveys and a series of interviews. One survey assessed the teaching 

perspectives of the academics, while the other examines students’ perceptions of the 

teaching practices. The interviews explore academics’ out-of-classroom practices and 

their perceptions of professional development.  

Chapter 8 is the concluding chapter. I discuss the results of both studies together. 

Based on data from Studies 1 and 2, I elaborate on the similarities and differences 

between PTAs and FTAs in this study context. The chapter closes with contributions and 

implications, the limitations of the study, and suggestions for further research.  
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Chapter 2. The Indonesian Context 

This chapter describes the context of this study. Both the general social context 

and the higher education context are important in discussing identity. Context refers to 

the setting and situation in which a phenomenon happens, which affect the experience 

and the relationships between variables (Johns, 2006). Identity is formed through the 

interaction between the individual and the society (Burke & Stets, 2009), and a study of 

identity cannot be separated from its context. This chapter starts with a general 

overview of Indonesia and the strong influence of Javanese culture, both in general life 

and in education. It then moves to the Indonesian higher education system, focusing on 

the context that may contribute to academic identity formation. These factors include 

the status of the institutions (public or private), the income, and the centralisation of 

academic roles and career paths.  

2.1. A General Overview 

Indonesia is the largest archipelago in the world with over 13,000 islands (CIA, 

2018). Not only does it cover a vast area, but Indonesia is also the fourth most populous 

country in the world (World Bank, 2018). The latest data updated by the national statistic 

body (Badan Pusat Statistik, 2012) records that Indonesia has a population of almost 240 

million, although, according to the United Nations country profile, Indonesia has 260 

million people (UNdata, 2016).  

Diversity is one word that describes Indonesia well. Indonesia has more than 300 

ethnic groups and languages (World Bank, 2018). Although the people speak hundreds of 

different ethnic languages and dialects, none of the native languages is used as the 

national language (Fettling, 2018). In the process of nation building in the early 1900s, 

the dominant ethnic groups did not reinforce their culture and language towards others 

(Fettling, 2018). Instead, the youth groups initiating Indonesian integration in the Youth 

Congress in 1928 decided to adopt Malay-based Bahasa Indonesia, a language spoken in 

the Malay peninsula which had been used extensively as the language for trade (Fettling, 

2018).  

Diversity is also seen in religious interaction. Complying to the state philosophy, 

Pancasila, Indonesia is a secular but religious state. All citizens have to belong to a 
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religious group recognised by the government: Islam, Catholic, Protestant, Hindu, 

Buddha, or Kong Hu Cu (Confucianism). Alternatively, the government allows citizens to 

practice traditional religions such as Kejawen (the traditional religion of Javanese). 

Indonesia hosts the biggest Muslim population in the world (CIA, 2018), and Islam is the 

majority religion.  

The island of Java holds the power in Indonesia (Selvarajah & Meyer, 2017). 

Jakarta, the capital city, and other major trade cities, are located in Java. As a result, over 

60% of the Indonesian population lives in Java, making Java one of the most populated 

islands in the world (CIA, 2018). Javanese are the dominant ethnic group in both politics 

and the economy. From its independence in 1945, Indonesia has had seven presidents, 

almost all of them Javanese Muslim, one of them a woman. B. J. Habibie was the only 

non-Javanese president, but he came to power when President Soeharto resigned in 

1998; as vice president, B. J. Habibie took over and led the country in transition for 1 

year until the next election.  

Javanese culture is thus dominant and has a major influence on social, politics, 

and economic life in Indonesia. This dominance is partly the result of the strong regime 

of President Soeharto, the second president, who used Javanese culture as a source of 

legitimacy to maintain his power (Sarsito, 2006). His reign lasted for 32 years (12 March 

1967 – 21 May 1998), during which time his rule was claimed as “one of the most 

effective and enduring of the world’s Cold War military-based authoritarian regimes” 

(Aspinall & Fealy, 2010, p. 1). As a military general, Soeharto’s patrimonial rule and 

effective use of military power kept Indonesia’s fragile unity as one (Mackie, 2010). 

During his reign, Indonesia was managed through a centralised system (Aspinall & Fealy, 

2010; Mackie, 2010), including in education.  

2.2. The Influence of Javanese Culture in Indonesian Education 

Education has been treated as a political vehicle to maintain the power of the 

ruling party, particularly in Soeharto’s New Order era (Darmaningtyas, 2004; Sarsito, 

2006; Suyanto, 2002). One of the unique features of Soeharto’s regime was his use of 

Javanese culture to maintain power (Sarsito, 2006). In the education sector, the 

influence of Javanese culture can be seen in teachers’ roles and status, expected 

behaviour from students, and the respect for hierarchy.  
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The roles and status of teachers. There are two Javanese concepts related to 

teachers. First, the teacher is positioned as a respected person in society through the 

Javanese philosophy of “hormat kalawan Gusti, Guru, Ratu lan wong tuwo loro” (always 

respect God, teachers, the king, and the two parents (Sarsito, 2006, p. 451). Respect for 

teachers is the same as for parents, and the phrase “teachers are your parents at school” 

is common in Indonesian society. Respect for teachers is sown from an early age; 

students are expected to use formal language when talking to teachers and to greet 

teachers formally when meeting them outside the classroom. In many parts of the 

country, students do salim, taking the teacher’s hand to their temple while bowing, 

instead of merely shaking hands.  

The second concept is related to behaviour guidelines for teachers. Teachers should 

adhere to the national educational philosophy of “Ing ngarso sung tulodho, ing madya 

mangun karsa, tut wuri handayani” (One has to set example when one is in a front 

position, to stimulate when in the middle, and to support when at the rear; Kumalasari, 

2010; Sarsito, 2006). Teachers should be flexible in their relations with students by being 

able to change their role: setting an example for the students, cooperating and building 

motivation with students, and giving support whenever needed (Sarsito, 2006). Teachers 

are expected to set an example; thus, it is not enough to be knowledgeable, teachers 

need to embody ethical behaviour. This guideline is consistent with another Javanese 

philosophy: the teacher is “Guru” in Javanese, which is an abbreviation for “di GUgu lan 

di tiRU” (to be trusted and to be imitated; Dardjowidjojo, 2001; Elsegood, 2007). Thus, 

there is a high expectation of both knowledge expertise and good moral conduct from a 

teacher.  

Expected behaviour from students. Javanese culture values order and 

hierarchies, and Javanese society has layers of prestige according to social and economic 

status, authority, or the junior-senior scheme (Koentjaraningrat, 1985). Javanese 

philosophies, such as the manut-lan-miturut,1 ewuh-pakewuh,2 and sabda-pandita-ratu,3 

expect “juniors” to respect “seniors” (Dardjowidjojo, 2001, pp. 314-317). This attitude 

towards them leads to teachers having uncontested power in the classroom 

                                                      
1 Manut-lan-miturut: total obedience from children to adults with authority such as parents and teachers 
(p. 316) 
2 Ewuh-pakewuh: uncomfortable and uneasy to discuss controversial topics (p. 316) 
3 Sabda pandita ratu: Javanese royal tradition of “kings can do no wrong” (p. 317) 
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(Dardjowidjojo, 2001), students are expected to follow orders, be quiet and take notes, 

and communication is mainly one way – from teachers to students. In Javanese culture, 

it is taboo to humiliate or challenge highly respected people (Sarsito, 2006). 

Unfortunately, this also means that the classroom dynamic is low due to reluctance to be 

critical and challenge others’ views, especially teachers.’ In higher education, control 

over students’ behaviour is further used to sustain power. In 1978, Daoed Joesoef, one 

of the ministers of education in the New Order era, was responsible for the controversial 

Normalisasi Kehidupan Kampus policy (NKK/Normalising Campus Life; Hasan 2009; 

Mackie, 2010). NKK intruded on students’ life on campus by banning political 

organisations and activities. The main aim was to prevent students from taking part in 

political action and critiquing authority, and instead, focus on academic study. This 

behaviour guideline was seen as oppressive, but it was effective to control criticism of 

the authoritarian ruler. Although it is no longer an enforced policy, and students have 

played a more prominent part in society since 1998, university leaders still urge students 

to prioritise study over criticising the government.  

Hierarchy and prestige. Javanese culture recognises hierarchy in society 

(Koentjaraningrat, 1985). Traditionally, there are layers of status in the community, 

which can be generally divided into bendara, priyayi and abangan (Koentjaraningrat, 

1985). Bendara are those of noble descent, while priyayi are those employed in the local 

government. Abangan refers to commoners, the farmers and trades people. In the Dutch 

era, this division was sustained through the categorisation of wong cilik (small 

people/commoners) and wong gedhe (big people/those with power; Irawanto et al., 

2011). Wong gedhe included those who were educated and employed as civil servants by 

the Dutch, the priyayi and progressive bendara. Wong cilik were un-educated, typically 

farmers. There is a code of conduct for those from lower strata communicating with 

people from the higher strata. For example, Javanese language has three different strata, 

and people from the lower strata, or junior position, should use the krama inggil (the 

highest strata in language) to speak to those from higher strata (Koentjaraningrat, 1985). 

This is also relevant in communication among family members, in which junior family 

members will use higher strata language to speak to senior family members, especially 

the father. Priyayi should be treated with hurmat, respect (Irawanto et al., 2011). Wong 

cilik should not be confrontational when criticising wong gede or leaders. They should 
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treat leaders with the mikul nduwur mendhem jero attitude, which is to forget and 

forgive unpleasant actions and respect their good and noble achievements (Irawanto, 

2011). Priyayi and wong gede have a code of conduct too. They are expected to emanate 

a certain persona, which is alus (soft), and treat lower status groups like sons. An alus 

personality should not be easily surprised nor react emotionally, decisions and reactions 

should be well thought out, while also striving to balance material and spiritual life 

(Sarsito, 2006). This dynamic between wong cilik and wong gede is formulated into 

Bapakisme (fatherism) between wong gede and wong cilik which was well fostered in 

Soeharto’s era, and is still relevant in current business leadership (Irawanto et al., 2011) 

and public leadership (Irawanto, 2012).  

In this kind of culture, status is important and people strive to climb the ladder to 

get the privilege and respect associated with the higher strata. In the higher education 

setting, this hierarchical system can be seen in career promotions that are often 

managed through seniority rather than merit (Logli, 2016). Aside from promotion, 

seniority may also influence a department’s decision as to when a lecturer can apply for 

higher-research-degree study. Being at the highest level of an academic career will bring 

the privilege and prestige of seniority, which the Guru Besar (Professors) enjoy. Others 

will call them “Prof” in conversation instead of “Sir” or “Madam” which are regularly 

used to address respected colleagues. Non-academic staff will treat them with utmost 

respect such as giving them access to better facilities and using special gestures in 

conversation like pointing with the thumb instead of the index finger. Guru Besar are 

also entitled to a special incentive called “tunjangan kehormatan Guru Besar” which is 

twice their basic salary (“Gaji Guru Besar,” 2009). Although there are further conditions 

attached to this special incentive, as regulated in Ministerial Rule no 17 Year 2017 

(Ministry of Research, Technology and Higher Education, 2017), prestige and special 

facilities are already tied to this position.  

2.2. Indonesian Higher Education 

This section describes the higher education system in Indonesia. Two main areas 

are explained, the privatisation of higher education in Indonesia, which created 

competition between public and private institutions, and the academic identity and role 

of Indonesian academics.  
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2.2.1. Privatisation of Indonesian higher education. 

Indonesia is a big country in size and population. Indonesia has 4443 higher 

education institutions (Priandono, Sanabila, Heychael, & Mahendra, 2016) consisting of 

universities, academies, colleges, community colleges, polytechnics, and institutes. Most 

institutions are managed either by the Ministry of Religious Affairs (MoRA) or the 

Ministry of Research, Technology and Higher Education (MRTHE). There are 3246 

institutions under MRTHE, the majority of which (3124) are private institutions 

(Ristekdikti, 2016). The number of academics registered under MRTHE is 223,084. The 

majority, 190,577, are registered as dosen tetap (permanent academics) while 33,277 

are dosen tidak tetap (non-permanent academics) (Directorate General of Higher 

Education, 2015a).  

Similar to global trends, Indonesian higher education has also experienced 

privatisation. The privatisation of higher education in Indonesia is in two forms: the 

privatisation of public institutions, and the major role of private higher education 

institutions. However, the Indonesian experience is different from developed countries 

such as the U.S. and the U.K. As a previously colonised country, Indonesia did not have 

the luxury of building a strong national higher education system or public institutions. 

The Dutch colonial government was not willing to provide a good education system for 

Indonesia (Buchori & Malik, 2004); therefore, since colonial times, individual initiatives 

and non-governmental organisations have played an active role in both basic and higher 

education. Overall, the education system in Indonesia is considered to be a “late 

bloomer” (Hill & Wie, 2013). 

2.2.1.1. Privatisation of public institutions.  
Higher education in Indonesia is young, and the government has never been able 

to allocate sufficient funding to make it entirely tuition free nor to absorb increased 

enrolment demand. During the New Order era, the government set the target to build at 

least one public institution in each province. Tuition fees were significantly below private 

institutions, because the government paid the main operational costs. For example, my 

tuition fees in 1996 at the University of Airlangga, Surabaya, were IDR 325,000 (NZD 

32.50) per semester. The tuition fees for a social humanities programme at a well-

regarded private institution in Surabaya that year were IDR 800,000 per semester, which 

is more than double those of the public institution. The Asian crisis in 1997 further 
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catalysed the privatisation of public education, as the Indonesian government secured 

loans from the International Monetary Fund (IMF). The loan required the Indonesian 

government to adopt capitalistic and neo-liberalism behaviour, such as releasing 

subsidies, which then also influenced the higher education sector (Putra, 2016).  

Since 2000, the Indonesian government has given greater autonomy to selected 

institutions, meaning that those institutions can generate funding from alternative 

sources, including opening more programmes and selection schemes. The government 

selected four big state universities as pilot projects for the campus autonomy scheme 

(Susanti, 2011). These four universities were the pioneers of the PT BHMN (Perguruan 

Tinggi Badan Hukum Milik Negara/State-Owned Legal Higher Education Institution [HEI]) 

scheme, and were given autonomy to manage their own finances, but with reduced 

government funding as a consequence. According to Susanti (2011), since the PT BHMN 

era, tuition fees for leading public HEIs have risen higher than higher than private HEIs. 

She gives an example of the cost of attending ITB and UGM (both are leading public HEIs) 

in 2003: IDR 48.6 million and 52.7 million respectively, compared to IDR 26-28 million to 

attend Trisakti University (a leading private HEI).  

The government indicates its intention to share funding responsibilities with 

other stakeholders. Act No 20, Year 2003, on the National Education System, and the 

widely debated Act No 12, Year 2012 on Higher Education, state this intention explicitly 

(Putra, 2016). Article 24 of Act No 20, Year 2003 states that higher education institutions 

may receive funding from community, while Article 46 states that funding for education 

is a joint responsibility of the central government, regional government and society 

(Putra, 2016). Act No 12 Year 2012 on Higher Education further confirms the opportunity 

for institutions to manage their funding, including generating income from non-state 

sources (Putra, 2016). These chains of events indicate that Indonesia continues to rely on 

non-state funding in its higher education systems. Under the new regulation, Indonesia 

has the following types of public institutions (Putra, 2016):  

- PTN BH (ex BHMN) – Fully Autonomous State University. These institutions have 

the most autonomy and get less than 50% of their funding from the state. 

- PTN BLU – Semi Autonomous State University. These institutions have some 

autonomy in financial management, but are not as independent as the PTN BH. 
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The level of public funding is variable, depending on the size and needs. This is 

generally medium-sized institutions. 

- PTN Satuan Kerja – the conventional State University. These institutions have 

very limited autonomy and still rely on public funding for their operational needs.  

Constant public criticism of the implementation of Act 20 Year 2012 forced the 

government to further regulate tuition fees and entrance fees for students coming from 

the regular scheme. In 2013, the government regulated tuition fees through the Uang 

Kuliah Tunggal (UKT/Single Tuition Fee) for public institutions. Depending on the 

institutions’ status (PTN BH, PTN BLU or PTN Satuan Kerja), the fee will be different, but 

the principle is that institutions cannot charge fees other than the semesterly tuition, 

and the fee is based on the calculation of the real operational cost less the government 

subsidy. The government asks institutions to provide different schemes that take into 

account students’ financial capability. For example, the University of Indonesia offers 

nine payment schemes ranging from IDR 500,000 per semester to IDR 15 million per 

semester for regular programmes (University of Indonesia, 2018). The bigger the 

parental income, the more expensive the tuition, to cross-subsidise those coming from 

less-privileged families. In addition to tuition from regular programmes, PTN BH 

universities also offer non-regular programmes for which they can determine the tuition 

and entrance fees outside the regulated UKT.  

2.2.1.2. Private universities in Indonesia: The silent majority 
Indonesia has a long history of private initiatives in higher education. Private HEIs 

have been established since colonial times and are still a significant part of the system. 

Indonesia’s early forms of higher learning were Islamic, and the first HEIs in Indonesia 

were Islamic institutions such as Muhammadiyah, as well as the privately founded 

Bandung Institute of Technology (Welch, 2007). After Indonesian independence in 1945, 

Dutch-legacy institutions transformed themselves into Indonesia’s first public 

universities, but private universities were also founded within the same period (Buchori 

& Malik, 2004). They were usually formed to serve certain group interests, such as those 

of different religions, political standing, or ethnicities (Welch, 2007).  

Since independence in 1945, private HEIs have continued to play a major role in 

Indonesian higher education. Indonesia’s sheer size and archipelagic nature have 
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prevented it from providing equal access to education for all people (Hill & Wie, 2013). 

The sharp growth in higher education enrolments in the 1980s triggered the Indonesian 

government to open up wider opportunities for private institutions in order to cope with 

the demand for higher education while still keeping education spending low, thus 

causing a surge in the numbers of private institutions (Hadihardaja, 1995; Hill & Wie, 

2013).  

Private institutions may be the majority, but public institutions have more 

privileges. Public HEIs enjoy strong government support in funding and other facilities 

such as opportunities for research collaboration and involvement in national 

programmes. Although private universities comprise 96% of the total HEIs and enrol 

more than 60% of the total higher education students, the level of support is 

considerably weaker than it is for public universities. Private universities were ignored 

before the 1990s (Toyibah, 2017). They rely on tuition fees from students to survive, as 

much as 90% of their income is from students (Welch, 2011). They also have to 

supplement their income with various grants or efficiencies, mastering the “special art to 

struggle for [their] survival” (Hadihardaja, 1995, p. 40). Limited incentives or grants are 

available for private HEIs, but typically the public funding they receive is less than 5% of 

their revenue (Hill & Wie, 2012), and even as low as 2% (Royono & Rahwidiati, 2013). 

Indeed, private institutions experience discrimination in status, funding and access to 

other opportunities (Lestari, 2014; Toyibah, 2017).  

In his review of HEIs’ funding, Welch (2011) argues that private institutions are 

facing more challenges and increased competition from privatised public institutions. 

Private HEIs charge at least 50% more than public ones, in some institutions it can be 

three times higher (Welch, 2011). The competition to recruit students who can afford 

the tuition fees is now getting tighter, with public institutions now able to open special 

entrance schemes (Jalur khusus), for students unable to pass the national public 

university entrance test, or non-regular programmes which cost around twice as much as 

those at a private institution with a good reputation. Public institutions can compete 

with these schemes as they are generally perceived to be of higher quality than private 

HEIs which are of varied and generally lower quality (Welch, 2007).  
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2.2.2. Academic Identity and Roles in the Indonesian Higher Education System 

The basis for academic identity and roles in Indonesia can be viewed from the 

individual roles and group-based identity. The individual roles are prescribed by 

government requirements through employment regulations. The group-based identity is 

determined by individual institutions. Both contexts provide the social structure of the 

academic profession.  

Indonesia has a heavily regulated academic system. There are four major 

identities attached to an academic: full-time appointment from the university, formal 

registration number, lecturer certification, and academic tenure. The formal 

appointment determines whether the status is full-time or part-time, while a formal 

registration number is given when a lecturer is registered on the national higher 

education database. Lecturer certification is given to a formally registered lecturer who is 

already in the tenure system. All of those elements form an academic who is attached to 

one particular institution, and except for the formal appointment, all of those require 

government involvement through the Directorate General of Higher Education (DGHE).  

Having full-time permanent status affords the option to be formally registered as 

a “lecturer” and to get the national lecturer number (NIDN). The other option is to be 

employed part-time and granted the national teaching staff number (NUP). Having an 

NIDN immediately opens the opportunity to have tenure, certification, permanent 

employment, access to government scholarships, and research grants, while the NUP 

does not have these opportunities or benefits. Acquiring an NIDN can be complicated for 

its bureaucracy and health-check requirements. Having an NIDN from a certain 

institution attaches the academic to an institution, the “home base.” Should an academic 

with an NIDN want to move to another institution, the moving of their home base will 

also be complicated, and the current home base university is not always willing to 

release a permanent academic. If the current home base is not willing to give the 

required release document, the next process is long and complicated.  

At the end of 2015, another registration number was launched to overcome the 

lack of academics in Indonesia (“Aturan Baru,” 2015). The NIDK (Nomor Induk Dosen 

Khusus/Distinctive Lecturer Number) makes it possible for a non-full-time lecturer to be 

registered formally as teaching staff and be counted in the staff–student ratio for 

accreditation purposes (Ministry of Research, Technology and Higher Education, 2015b). 
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Lecturers with an NIDK can be given formal tenure and certification. However, the 

process and points accumulation are the same as for NIDN or the full-time scheme.  

The tenure system is called the functional title (jabatan fungsional). The 

government sets the criteria for the tenure evaluation process and also evaluates and 

grants classifications formally. Tenure points are accumulated over time, up to the 

professorial level. Academic rank is under the responsibility of DGHE, which reduces the 

role of the university to only internal selection. In addition, only lecturers with both NIDN 

and tenure are eligible to be officially certified. The government grants lecturer 

certification incentives for those who have passed the certification test and fulfilled the 

workload of lecturer, which is a combination of teaching-learning, research and service. 

Certified lecturers are given a certain incentive per semester. For many lecturers, the 

certification incentive is very meaningful, as the amount of incentives received is equal 

to one month’s salary as written by Endra (2017) in his personal blog. Looking at these 

processes, having a full-time appointment from the university plays an important role in 

being “included” in the system. Unlike in other countries which attach lecturer identity 

to the discipline (Sutherland, 2018), being a full-time academic in Indonesia gives a 

stronger attachment to both the institution and the system, and has direct implications 

for income, career progression and professional development.  

A second group identifier is whether the lecturer comes from a public or private 

institution. Public institution lecturers enjoy the prestige of being civil servants, a highly 

sought-after status in Indonesia which guarantees a steady income and a good 

retirement package, as well as the general prestige of their institution. Although the 

basic salary of a civil servant is small, the take-home pay of an academic from a public 

institution bears no relation to this as there are many additional incomes they can get 

(Hill & Wie, 2013). There is at least a standardised salary as a civil servant, whereas there 

is none in the private institutions. A big private institution with strong financial power 

can provide a good income, but this is the opposite for small institutions. In one study 

comparing three small tertiary institutions – one public and two private, Royono and 

Rahwidiati (2013) stated that a lecturer from the University of Indonesia (one of the 

most prestigious public universities in Indonesia) could take home IDR 30 million per 

month (about NZD 3000). A lecturer from Nusa Cendana University, a small public 

institution in Kupang, receives IDR 6 million a month (about NZD 600). Lecturers from 
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small private institutions in small towns are paid based on their teaching credits/hour 

and typically receive about IDR 2.5 million per month (about NZD 250). In addition, 

lecturers in public universities also have greater opportunities to get scholarships and 

grants, thus the public universities, especially the prestigious ones, have higher quality 

lecturers (Royono & Rahwidiati, 2013). 

The government is also prescriptive in regard to academic roles. All lecturers are 

tied to the Tri Dharma perguruan tinggi (three duties of higher educational institutions) 

rule. Tri Dharma spells out the expected roles of an academic. All formal lecturers have 

to fulfil a certain number of hours in each role – teaching, research, and service - in order 

to get promotion points or certification incentives. To be eligible for certification 

incentives, a lecturer has to undertake teaching and research worth 12 – 16 credits and 

service worth a minimum of three credits per semester (Directorate General of Higher 

Education, 2010). One credit is equal to one hour of teaching and one hour of 

preparation. For academic promotion, a lecturer has to collect a certain number of 

points (KUM), as prescribed by the government. The detail of the KUM composition for 

promotion is described in Table 1. 

Table 1 

Points Calculation for Academic Promotion 

Position Targeted 
accumulative 
point 

Academic 
qualification 

Teaching 
Learning (%) 

Research (%) Community 
Service (%) 

Others (%) 

Asisten Ahli 
(Junior Lecturer) 

150 Masters ≥ 55 
 

≥ 25 
 

≤ 10 
 

≤ 10 
 

Lektor (Lecturer) 200 
300 

Masters ≥45 ≥35 ≤10 ≤10 

Lektor Kepala 
(Associate 
Professor) 

400 
500 

Masters/ 
Doctorate 

≥40 ≥40 ≤10 ≤10 

Guru Besar 
(Professor) 

850 
1000 

Doctorate ≥35 ≥45 ≤10 ≤10 

Source: Directorate General of Higher Education, 2014 

The academic profession in Indonesia is thus unique. The government has an 

important and direct influence on individuals through its policy of tenure and 

certification. These prescribed roles of academics are strongly embedded in campus 

culture, as they relate to accreditation processes. Institutions need to comply with these 
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rules and have less autonomy to manage their academics because of the accreditation 

standards. However, institutions must have their own agenda to survive and contribute 

to the nation. Private institutions have strong economic needs, as the support given to 

private education is limited compared to the public ones.  

This study was conducted in a private institution, covering PTAs and FTAs to 

compare their academic identity. It is expected that the structure around the academic 

profession influences the academic identity of the academics involved. The prescriptive 

roles of academics have provided clear guidelines around what an academic is and what 

academics do. However, as indicated in identity theory, there are three different social 

structures influencing a person’s identity: large, intermediate, and proximate (Stets & 

Serpe, 2013). This study looks at how individuals interpret their academic roles under 

such structures.  

2.4 Part-Time Academics in Indonesia 

Little is known about part-time lecturers’ participation in the Indonesian higher 

education system. Although the government has started the Higher Education Database 

(Pangkalan Data Pendidikan Tinggi), the reality is that it might not be captured correctly 

due to difficulties in data verification. Full-time public university lecturers teaching in 

private institutions have long been an integrated part of Indonesian education due to the 

need for private institutions to have qualified lecturers and the need for public 

institution lecturers to generate more income (Hill & Wie, 2012). At the very least, these 

academics will not be captured by the government database as non-permanent 

academics because they have been captured as permanent in other institutions. 

Developing a database of non-permanent, non-traditional, or part-time lecturers has 

always been problematic globally due to the range of variations of contract; there also 

might be reasons for institutions not to reveal the data (Bryson, 2013).  

Two gaps were identified in the context of Indonesian higher education. Firstly, 

there are very few studies conducted in private institution context, unlike their public 

counterparts. Secondly, non-traditional academics have not been studied as a separate 

group, apart from as a part of a larger study. Recently, Indonesian higher education is a 

growing area of study. Internationally published studies and doctoral theses have 

captured topics such as overviews of the higher education system (Buchori & Malik, 
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2004; Hill & Wie, 2012; Logli, 2016; Welch, 2007); adoption of neo-liberalism (Mulya, 

2016; Rosser, 2016;); internationalisation (Abbott, 2017; Marginson & Sawir, 2006; 

Sutrisno & Pillay, 2013; Welch, 2012); and managerialism (Belawati & Zuhairi, 2007). 

Teaching and learning-related topics are more diverse due to the specific nature of the 

discipline, but a few general ones include topics about e-learning (Kuntoro & Al 

Hawamdeh, 2003), learning styles (Ajisukmo & Vermunt, 1999), and new methods of 

learning (e.g., Hussain, Mamat, Salleh, Saat, & Harland, 2007). The topic of academic 

identity has been studied through the perspective of gender (Haeruddin, 2016; Toyyibah, 

2017). No studies have been conducted specifically based on employment status.  

2.5. Summary 

Higher education careers in Indonesia are still centrally managed by the 

government through its main apparatus: civil servant status for public institution 

academics, lecturer registration numbers, academic promotion points, and certification. 

This system discriminates against non-full-time academics by designing policy on the 

basis of full-time employment. Civil servant status and NIDN are only available to full-

time permanent academics, while points accumulation for both academic promotion and 

certification enforces the enactment of Tri Dharma in a very prescriptive way. One 

should maintain a certain proportion of teaching:research:service hours to be entitled 

for career advancement and extra incentive.  

The Indonesian government has an ambivalent attitude towards part-time 

academics. Although lecturers from public institutions used to be endorsed to teach in 

private institutions for the transfer of knowledge, the government has been cautious 

about their role in higher education. Pre-2016, only those registered as full-time 

academics could be given tenure, receive certification incentives and be included in the 

teacher–student ratio. To be a full-time tenured academic, one cannot have civil servant 

status in any other public institution or be registered as a primary or secondary teacher. 

However, due to the high teacher–student ratio, the MRTHE published a new policy at 

the end of 2015 (“Aturan Baru,” 2015) which has created a special scheme for part-time 

academics, the NIDK. Lecturers with NIDK have the same rights to those with NIDN, 

which makes it possible for them to be given tenure, academic promotions, and be 

included in the teacher–student ratio. However, there is no differentiation in the policy 
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for career promotion or certification between NIDN and NIDK. Although this new policy 

allows institutions to legally recruit PTAs and potentially increase their number in the 

future, academic careers are still based on the scheme for full-time permanent 

employment.  
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Chapter 3. Academic Identity in Higher Education 

This chapter reviews the literature on academic identity in higher education. The 

literature review is broadly divided into three main sections: studies on academic 

identity, PTAs in higher education, and on identity theory and social identity theory as 

the theoretical lenses of this study. The first part reports a structured review of academic 

identity studies between 1997–2017. The studies are categorised into academic identity 

formation and academic identity change. The formation studies focus on the process of 

forming academic identity, which is described as a challenging process, and identify 

three main groups as subjects: the new academics coming from higher research degrees, 

professionals who cross the bridge to academic positions, and minority groups. Academic 

identity change studies show the changes of traditional academic identity and roles. Two 

main causes are identified: the adoption of neo-liberalism in higher education and the 

adoption of technology in performing academic roles, which opens opportunities but 

also poses challenges for academics in performing their roles.  

The second part of this review discusses the PTAs in higher education. It starts by 

discussing different definitions and descriptions of PTAs as a group in higher education, 

their employment conditions, their teaching practices, others’ perceptions of PTAs, and 

PTAs’ professional development. It starts with a discussion of PTAs’ typology, including 

the one used in this study. It is then followed by a discussion on aspects of their 

employment that can potentially influence their identity as academics. In the literature 

on PTAs there is a consistent thread of PTAs having to work with limited facilities (e.g., 

lack of working space outside the classroom) and opportunities (e.g., promotion and 

professional development). Less investment has been made in engaging PTAs with 

academic life, thus their identity as academics, or as a part of the university, might not 

be firmly established.  

The last part of this chapter explains identity and social identity theory as the 

theoretical lenses for this study. Both theories explain the multiple identities of 

individuals, and how individuals “call” a particular identity. However, they provide 

different explanations as to the source of identification for an identity, or how an 

identity is important.  
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3.1. Academic Identity 

3.1.1. Studies on academic identity. 

I conducted a structured review of academic identity studies. With the assistance 

of the Faculty of Education and Social Work’s subject librarian, I used two databases to 

search related literature: ProQuest and Sage Journals. We used “academic identity” and 

“higher education” keywords with a 1997–2017 time-frame. The search yielded 388 

articles, which I sorted using the following criteria: empirical studies and (one of) the 

research questions specifically investigating academic identity or roles. The articles 

eliminated included position papers, research on students, and research in a non-higher 

education context. I then read the remaining 50 articles to investigate the following 

questions: 1. What topics are related to academic identity research? 2. How is academic 

identity defined? 3. What methods are used in investigating academic identity? A list of 

the 50 articles is displayed in Appendix B. The following subsections are sequenced 

based on the questions.  

3.1.1.1. Topics related to academic identity research. 
Having read all the articles, the topics were categorised into academic identity 

formation (AI formation) and academic identity change (AI change). Within ‘AI 

formation,’ the topics covered are: research paradigms, minority groups, new academics, 

professional vs academic identity, academic space, and process. Within AI change, the 

topics identified are: academic freedom, neo-liberalism, multiple identity conflicts, 

technology adoption, and de-centering of discipline. A description of each category and 

sub-category is presented in Table 2.  
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Table 2 

Definitions of Category and Sub-Category of Academic Identity Research Topics 

Category/Sub-category Definition N 
AI formation The process of developing academic identity or source of 

academic identity for new academics or those new to 
academia 

26 

Research paradigm Choice of paradigm influence on academic identity 
formation 

1 

Minority group The process of developing an academic identity for 
minority groups in academia, including women, people of 
colour, and part-time academics 

5 

New academics The process of developing an academic identity for early 
career researchers or new lecturers transitioning after 
completing a research degree 

10 

Professional vs academic 
identity 

The process of developing an academic identity for early 
career academics transitioning from professional services 
(e.g., nurse, teacher) 

6 

Academic space How ideal and real academic spaces contribute to 
academic identity formation 

1 

Relations with students Academic identity influence on relations with students 1 

Process Process of developing identity and professionalism 2 

AI Change Changes in existing academic identity due to external 
factors. Usually refers to the adoption of neo-liberalism 
in higher education.  

24 

Academic freedom Specifically, refers to changes in academic freedom as a 
result of changes in higher education 

2 

Neo-liberalism The overall effect of neo-liberalism on academia and how 
it has impacted academic work and identity 

6 

Multiple identity conflicts  Competing roles of teacher, researcher, and manager as 
a result of managerialism and neo-liberalism 

8 

Technology adoption Adopting ICT in academic jobs such as teaching and 
academic writing, which becomes a source of change in 
academic identity 

4 

De-centering of discipline Eroding the importance of discipline as a source of 
academic identity 

3 

Academic movement Changing identity following international relocation 1 

 

The studies are divided between AI formation (26 articles) and AI change (24 

articles). Academic identity formation studies investigate the way academic identity is 

formed, its source, and the struggle academics face in forming it. Within AI formation, 

the most frequent topics are new academics (10 articles), professional vs academic 

identity (six articles), and minority group (five articles). Academic identity formation is 
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challenging for each group because academia is a demanding place to work (new 

academics), it has its values that may not suit professional values (professional vs 

academic identity), as well as being dominated by white, male, and tenured academics 

(minority group). Minority group refers to women, coloured academics, and part-time 

academics. However, only one study specifically focused on part-time academics, which 

is that of Levin and Montero-Hernandez (2014). 

The articles within AI change are either related to changes in higher education or 

the impact of technology adoption. The changes in higher education are strongly related 

to the adoption of neo-liberalism in public management, including higher education. 

There are six studies discussing the general impact of neo-liberalism on academic 

environment, work, and identity (e.g., Hao; 2016; Mathison, 2015; Ylijoki & Ursi, 2013). 

The other 14 studies focused on the specific impacts of the adoption of neo-liberalism, 

such as the impact of research prestige on the teacher identity (E. Smith & Smith, 2012) 

and the rise of academic managers who struggle with their manager/leader and 

academic identity (Degn, 2015; Huang & Pang, 2016). Within AI change, the most 

frequent topics are divided between multiple identity conflicts (eight articles) and neo-

liberalism (seven articles).  

3.1.1.2. Definition of academic identity.  
Although all studies were selected due to their investigation of academic identity, 

not all of them provide a clear definition of it. Thirty studies did not specify a definition, 

but relate to academic identity as professional identity. When a definition is provided, 

academic identity is described as both similar to other identities and unique.  

Academic identity is constantly referred to as both professional and social 

identities. As a social identity, it is similar to other social identities: it is constructed by 

constant negotiation between the individual and the society (S. Carter, Sturm, & Geraldo, 

2014), constantly changing (Elkington & Lawrence, 2012; J. Smith, 2010), and internalised 

rather than produced within the individual (McDonald, Craig, Markello, & Kahn, 2016). 

Academic identity is thus “complex, multi-faceted, and influenced by many factors” 

(Burton, Boschman, & Hoelson, 2013, p. 2), individually and socially constructed (Clegg, 

2008; M. Walker, 1998), and dynamic (Clegg, 2008). Due to the dynamics of higher 

education, especially in times of change like the present, references to “dynamic” (Clegg, 
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2008), “fluid” (J. Smith, 2010), “re-negotiated on regular basic” (J. Smith, 2010), and 

“continuous change” (Elkington & Lawrence, 2012) frequently come up in definitions. 

As a professional identity, academic identity is specific and unique. The 

traditional academic identity is described as “elite,” limited to a specific group of people 

with “male, middle class, and white” as the majority (Clegg, 2008). This specific identity 

has its values, which are “freedom,” “autonomy,” and “collegiality.” Academic freedom is 

seen as a central tenet of academic identity, and it covers “freedom to speak their own 

minds, to teach by their own interest, and to enjoy the security of tenure” (Nixon, 

Beattie, Challies, & Walker, 1998, p. 278). Academic identity is also based on authority 

provided by mastery of discipline as the source of identity (Aitken, 2010; Elkington & 

Lawrence, 2012; Findlow, 2012). Academics are even described as “tribe members” 

(Ylijoki & Ursi, 2013), which signals that disciplinary identity plays an important part in 

academic identity (e.g., Hakala, 2009).  

Academic identity as a professional identity has specific roles attached to it. The 

traditional roles are the “holy trinity” of teaching, research and service (Schuster & 

Finkelstein, 2006, in Reybold, Konopasky, Trepal, Haberstroh, 2015). There is a stronger 

reference to teaching, but, as mentioned by Aitken (2010), academic identity does not 

map neatly into each role, but is complex and depends on the dynamic between the 

person and the bigger context.  

Some definitions refer to “traditional academic identity” (Lopes, Boyd, Andrew, & 

Pereira, 2014), “traditional notion of professionalism” (Nixon et al., 1998), “traditional 

elite position” (Clegg, 2008), and “traditional academic roles” (Elkington & Lawrence, 

2012). Traditional may mean long lasting, or perhaps in need of change. The traditional 

identity and roles are challenged in studies of new groups entering academia, such as 

professionals and minority groups (e.g. coloured academics, indigenous academics, part-

time academics; women academics). Academic identity as a hybrid identity is found in a 

study investigating academics who are also practitioners. Lopes et al. (2014) argue that 

previous studies in nursing show that nurse lecturers adopt both professional identities, 

as a nurse and as an academic, in their work instead of forming a separate academic 

identity. It is also found in a study of coloured academic, for whom their academic 

identity is similar to those of the majority with an additional burden of being minority 

(Diggs, Garrison-Wade, Estrada, & Galindo, 2009). There is also confusion about 
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academic roles. In one definition, academic roles expand from three to eight roles: 

teacher, knowledge expert, consultant, researcher, team worker, counsellor, 

manager/administrator (of learning process), designer/planner (Elkington & Lawrence, 

2012). In another, Degn (2015) talks about those in leadership roles needing to negotiate 

their “academic self” and “management self,” signalling that management is not 

academic despite academic roles including service.  

The range of definitions over 20 years of academic identity research shows that 

traditional notions are being challenged. This is relevant to the development of the 

topics in academic identity, as discussed in the previous section, as almost half of the 

studies reviewed refer to the changes in higher education. As a fluid and flexible identity, 

academic identity is able to adapt to the changes of social environment. As higher 

education becomes more complex, academics have also become more diverse, with 

more non-white, women, PTAs, and people from non-research backgrounds participating 

in academia (see Section 3.1.2). The roles also change, either becoming more diverse or 

more specialised (Macfarlane, 2011; Whitchurch, 2008). The current trend shows that 

the definition of academic identity will continue to change in the future. However, there 

is concern about the evolution of academic identity. If it continues to adopt the changes 

brought by neo-liberalism, can it hold on to its core of freedom, subject expertise, 

collegiality, and autonomy, or will it resemble any other profession? As noted by Hakala 

(2009):  

Clark (1997, p. 36), who examines academic profession in the USA, fears that the 

ongoing changes in academia mean that academic work is becoming ‘‘just a job 

and a routine career.” When this happens, intrinsic rewards and motivation, such 

as the satisfaction gained from the work itself, decrease and ‘‘such material 

rewards as salary are placed front and centre.” Terms such as academic calling or 

identity cease to have any specific meaning. (p. 176) 

Academic identity is thus perceived as specific, unlike other professions, providing 

satisfaction other than material rewards. If it continues to change to resemble other 

professions, there is a danger that the intrinsic reward attached to it will be eliminated.  

3.1.1.3. Methods used in academic identity studies. 
Almost all 50 studies reviewed are qualitative studies. The interview (both 

individual and group) is the most frequent data collection method used, with 34 studies 
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(70%) using either individual or group interviews. Auto-ethnography emerged as the 

second most frequent, with five articles (Aitken, 2010; Franklin, 2017; S. Carter et al., 

2014; Kensington-Miller, Renc-Roe, & Morón-García, 2015; G. Stewart & Roberts, 2015). 

Other methods used are analysing writing assignments (P. Walker, 2015) and colloquium 

(Nixon et al., 1998). As the majority of academic identity studies utilised qualitative 

methods, the sample sizes are mostly small. The auto-ethnography ones are particularly 

small, with only one to three samples – who are also the authors.  

Four studies took both quantitative and qualitative data: E. D. Carter and Housel 

(2013), Hutchins (2015), Lopes et al. (2014), and E. Smith and Smith (2012). Only two 

utilised a version of well-known instruments: a combination of the Impostor 

Phenomenon Survey with Brief COPE Scale (Hutchins, 2015) and a modified version of 

the Inventory of Social Identity (Lopes et al., 2014). Studies of academic identity have not 

embraced well-designed survey instruments and have not attempted to measure 

academic identity as a construct. Instead, they focus on unique and individual 

experiences of academics, especially in managing change and transition of identities.  

3.1.2. Academic identity formation. 

The academic identity formation in this structured review describes the ways, the 

challenges, and the struggles of academics in forming their identity. Becoming an 

academic is not easy, there is a transition process that academics need to go through. In 

their stories, McDonald et al. (2017) use the metaphor of an academic sandbox to 

explain the transition process. Just like toddlers playing safely in a sandbox to develop 

their creative skills, academics also try things out in developing their academic identity. 

Just like playing, new academics experiment in teaching and writing, encounter senior 

academics or management who ask them to do things they do not think are part of their 

role, build networks and explore collegiality in their own space, and apparently build 

their own identity from those experiences. This study illuminates that academic identity 

is negotiated in conjunction with others. It is not suddenly given; instead, it is carved 

individually with support, and perhaps oppression, from others.  

For new academics, immersion into different roles in academia can be 

challenging. Entry into the academic profession is now available through different 

pathways. The traditional way is through postgraduate studies, which socialise 
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academics through a research track. However, as academia becomes more diverse, 

academics from non-research tracks are now welcome to join academia. Different 

groups have different challenges in forming their identity. Gale (2011) conducted a study 

of new academics in a teaching-oriented university in the U.K. She found that in the first 

5 years, the new academics who mostly came from non-research backgrounds, were 

mainly immersed in teaching. She found that the progression to other roles did not 

happen automatically, especially in the absence of research-related networks. In contrast 

is Hakala (1999), who conducted a study in Finland on new academics with research-

track backgrounds. These new academics perceived academia as a place they could have 

freedom to conduct research. However, they had a different view of research: pure 

academic research was not appealing; research needed to be useful and practical to give 

them a sense of achievement. Therefore, the formation of academic identity can be 

through teaching or research, or teaching and research.  

In forming academic identity, new academics go through several stages. Laudel 

and Glaser (2008) identify doctoral studies as the main transition zone or period, 

meaning that those coming to academic positions through other tracks are 

disadvantaged. Gale (2011) identifies the single role adoption stage which should be 

followed as an introduction to other academic roles. Failure to progress to adoption of 

other roles may be the result of an institution’s failure to bridge the transition from one 

role to another (Gale, 2011). Angervall and Gustaffson (2014a) argue that in forming 

their identity, new researchers become deterritorialised and may be in a nomadic 

position in the “in-between zone.” Angervall and Gustaffson (2014a) identify that the in-

between zone, in which new academics stay while finding their career path and a sense 

of belonging to a work group, can feel lonely, ambiguous, and uncertain. These feelings 

are more prominent if they do not have similar research interests to others in the 

department, or have a limited network in the new place, or are generally in an 

unsupportive work space. However, in current higher education settings, new academics 

are often expected to produce too much too soon, to comply to the performatisation 

culture (Angervall & Gustaffson, 2014b; Laudel & Glaser, 2008). This puts more pressure 

on new academics who are still trying to find their place.  

Workplace values play a crucial role in forming the identity of academics from 

minority groups. There are three minority groups covered in the literature review: non-
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white (Cavazos, 2016; Diggs et al., 2009), women (M. Walker, 1998; Wilkinson, 2009), 

and PTAs (Levin & Montero-Hernandez, 2014). The non-white and women groups in the 

studies are full-time academics performing all academic roles, while the PTAs mostly just 

teach. Academia has been criticised as a place that is elite, with values determined by 

white, middle-class, male (Clegg, 2008; M. Walker, 1998; Wilkinson, 2009). The values, 

rules, supports, and policies are made to accommodate the full-time tenured. Therefore, 

minority groups that do not fit into this elite group struggle to be accepted as colleagues 

(Diggs et al., 2009; Levin & Montero-Hernandez, 2014), to be able to enjoy the same 

career opportunities (M. Walker, 1998), and to express and preserve their own culture 

through writing and publication (Cavazos, 2016). The majority group hold the power to 

integrate minorities, and is influenced by the institutions through “the values, beliefs, 

behaviours and practices related to equity and diversity” (Wilkinson, 2009). The 

minorities’ identities are thus confirmed by the majority (Diggs et al., 2009; Wilkinson, 

2009). Depending on the institution, department, or the workgroup, the experience can 

be different for individuals (Levin & Montero-Hernandez, 2014). Therefore, minority 

individuals may have a divided academic identity: one resembling the majority and the 

other preserving their minority identity (Cavazos, 2016; Diggs et al., 2009; M. Walker, 

1998), or one confirmed by students and the other confirmed or disconfirmed by the 

social structure (Levin & Montero-Hernandez, 2014). 

The struggle to form academic identity is also apparent in those crossing the 

bridge from professional to academic. A common theme in this group is a tension 

between the professional identity and academic identity and resistance to doing more 

than teaching. Teaching is a common reason for professionals to go into academia (e.g., 

Aitken, 2010; Lopes et al., 2014). They may feel responsible for shaping future 

professionals (Findlow, 2012; Lopes et al., 2014), wish to seek new challenges after a 

successful career (Aitken, 2010), or to apply professional skills in a new context (Franklin, 

2017).  

In all studies, there is a constant narrative of struggle. Professional identity might 

be seen as incompatible with and more important than academic identity. For example, 

nurse educators in Lopes et al.’s (2014) study think that their professional values are 

important for shaping their students’ values as future nurses. Therefore, they want to 

hold on to their professional identity and values. Their academic identity is as educators. 
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Thus, research is used mainly to update their teaching and to fulfil the requirement of an 

academic career instead of knowledge building (Lopes et al., 2014). The pressure to 

research is also posed by Aitken (2010, p.62), who regarded herself as a “teacher who 

researches” rather than “researcher who teaches.” In her auto-ethnography, she 

reflected on her notes she made while preparing her documents for university hiring and 

evaluation committee. Aitken expresses her frustration at having to write tenure 

applications in the tone of a researcher instead of giving her identity as a teacher more 

prominence. As a previous professional in the education field, she thinks of herself more 

as teacher and unconsciously expresses that in her applications. The importance of 

professional identity is also found strongly in pharmacist identity (Burton, Boschmans, & 

Hoelson, 2013). Through their qualitative study with pharmacist educators, they found 

that for some participants their identity as pharmacists was more important than that of 

academic, others emphasised their identity as lecturers, while one identified more with 

research. Burton et al. argue that these academics have memberships in multiple 

communities of practice (in pharmacy and in academia), and their main identity is 

negotiated between those communities.  

Similar to new academics, professional academics experience a stage of transition 

when adopting an academic identity, depending on their type of degree/subject 

knowledge, and the values, beliefs, and policies of the institution. Being in vocational or 

professional education strengthens the will to hold on to values fostered by professional 

identity (Burton et al., 2013; Findlow, 2012; Franklin, 2017; Lopes et al., 2014). 

Transitioning from professional identity to academic identity also means that new 

academics need to learn the values and norms of the institution. The transition will be 

smoother if the institutions foster an inclusive environment and have a transition-

support policy such as mentoring or strengthening the community of practice (Aitken, 

2010; Burton et al., 2013; Franklin, 2017).  

3.1.3. Academic identity change.  

Academic identity change refers to changes in the profession brought about by 

two big main events: adoption of neo-liberalism, widely referred to as “changes in higher 

education” and adoption of technology in teaching and writing. Both impact on academic 

work, influencing academic identity. The traditional roles of teaching, research, and 
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service are challenged to either diversify or intensify as a result of changes in higher 

education management. Technology adoption changes the dynamics of teaching, which 

is an important role of academics. It also provides new avenues to express the academic 

self through writing in the digital environment.  

3.1.3.1. Changes in higher education. 
Changes in the higher education setting have had a direct impact on the identity 

of people inside it. The studies concerning changes in higher education mostly attribute 

the cause to the dominance of neo-liberal ideas in higher education. National policies 

that adopt principles of neo-liberalism enforce its adoption into higher education 

through changes in funding structures (G. Stewart & Roberts, 2016), academic 

employment contracts (Ylijoki & Ursi, 2013), adoption of marketisation (G. Stewart & 

Roberts, 2016), and the need to be accountable (Mathison, 2015). These neo-liberal 

values clash with the academic values of autonomous subject experts who now need to 

demonstrate excellence through accountability requirements (Mathison, 2015). This also 

threatens academic freedom by obeying market demands for the type of research 

output accepted by funding schemes (Chubb & Watermeyer, 2017), or the type of 

programmes the market wants to be offered (G. Stewart & Roberts, 2016). The 

accountability culture and efficiency demands have actually made universities more 

bureaucratic than before (Ylijoki & Ursi, 2013). In the studies reviewed, the impact of 

neo-liberalism is seen as mostly negative, as it threatens the core principles of higher 

education as a public good, which should be free from market interference while 

maintaining the authority to produce knowledge as well as be critical of authority in the 

interests of the public (G. Stewart & Roberts, 2016).  

The change of academic identity in academia is a competition between two 

phenomena: the shifting prestige of roles and the diversification of roles. The trend to 

becoming research-based, entrepreneurial institutions is one of the causes of the 

changing prestige of research. Henkel (2005) studied the change of academic identity, 

drawing from her two empirical studies focusing on biological scientists and science 

faculty. In her view, the state’s policy of adopting managerialism has forced universities 

to change their behaviour towards research orientation, management of people, and 

industry relations. One direct implication for individual academic identity is that research 

activity has become more prestigious as it brings in the funding that is becoming more 
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necessary, and the research orientation of academic-scientists may turn more towards 

applied research (Henkel, 2005). Similarly, through her study at individual levels, Clegg 

(2008) also confirms that there is unspoken pressure from institutions to do research. 

Clegg found that the pressure to value research more is felt by people inside the 

university, as it has become an important indicator of “success.” Therefore, this 

phenomenon brings the already hierarchical structure of academics into another 

hierarchy of prestige.  

The competing roles are now becoming more diverse with the demand to engage 

in the scholarship of teaching and learning (SoTL). In her study of academics in an 

institution in Australia, Mathison (2015) found that performativity culture pushes 

academics to engage in scholarship beyond their own expertise. This is seen as 

bothersome by academics, who claim that being experts in their field should give them 

enough credibility to teach their courses. Mathison encounters a strategic reaction, in 

that academics do just enough to be able to get their promotion without genuine 

interest in engaging in SoTL. However, for some academics, the requirement to engage 

with SoTL can be positive and valuable and give the best quality teaching to their 

students.  

Competing roles in academic work are also due to the managerialism culture. 

Academia has adopted a managerial style from the private sector, and there is a rise of 

academic workers doing both academic and non-academic jobs. Whitchurch (2008) 

found that in today’s institutions, there is a group of “blended professionals” who have a 

professional identity in between academic and professional, in terms of their work 

constantly crossing boundaries. These professionals often feel confused in their identity, 

and find themselves constantly negotiating with academics or with 

managers/administrators in their work. The position of academic developers, for 

example, can have different identities depending on the institution. In the auto-

ethnographic study of Kensington-Miller et al. (2015), for example in one institution, an 

academic developer is regarded as non-academic staff and has no academic privileges, 

while in another it is treated as an academic position with all the privileges such as 

sabbatical leave and the requirement to research and publish.  

Studies have also found conflicting roles between academic identity and the 

managerial role. Huang and Pang (2016), Degn (2015), and Bessant and Mavin (2016) 
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investigated identities of academic managers in different contexts: China, Denmark, and 

the U.K. These studies consistently describe that academic identity and managerial 

identity are different, although academic identity includes a service role. The 

managerialism culture makes academic managers and leaders perform as if they were 

part of a corporation, and some academics feel that their values are sometimes 

conflicted. Huang and Pang (2015) found that the academic managers in their study have 

three prime identities: manager, scholar, and bureaucrat. The academics have different 

views on which one is the primary professional identity. The academic leaders in 

Denmark use their academic values as a framework in their goal setting and 

management practice. But there is a separation between their roles as strategic manager 

and decision maker and their academic self. Both roles, academic and managerial, are 

used to inform their managerial work. Similarly, the frontline academic managers in the 

U.K. experience a transition from academic to managerial roles. While academic roles 

are defined, the managerial role has many uncertain elements because it is a new role 

for the academics appointed in these positions. At the time of the study, academic 

managers did not think that they had been given sufficient information and support to 

transition from an academic to a management role (Bessant & Mavin, 2016).  

In summary, academic identity has gone through challenging times with the 

adoption of neo-liberalism. The adoption is an unavoidable phenomenon, as it comes 

from government policy that reduces funding and demands performativity and 

accountability from academics. Generally, the impact of neo-liberalism has been viewed 

as negative, as it influences the traditional values of academic freedom, collegiality, 

authority, and autonomy. However, academics resist this disruption through their work. 

Strategies such as strategic compliance is apparent. Academic roles are also becoming 

more diversified, and may conflict with each other. Performativity and managerialism 

have created new roles which sit at the boundary between academic and not academic. 

The combined force of marketisation, performativity and managerialism also creates 

academic managers who need to perform managerial duties, as in private enterprise, 

while preserving their academic values. All of the changes create confusion in a place 

that has become very complex and is trying to retain the core values, while resisting new 

values, and creates diverse academic identities. 
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3.1.3.2. Impact of technology adoption. 
Technology adoption has the potential to change academic identity. Higher 

education is keen to move into more efficient online learning. This mode of learning 

relies on the capability of technology to reach a large audience in a constrained space 

and limited time. The change of teaching and learning medium from face-to-face into 

online mode poses a risk in academics’ teacher identity.  

In the study of their own teaching, S. Carter et al. (2014) reflect on the changes 

they need to make in moving into digital learning and teaching. There is a risk that 

academics will be tempted to just move course content into a digital repository. They 

argue that this is another practice of transmission teaching instead of promoting 

student-centered learning. For digital immigrants like them, learning to create effective 

online engagement takes time and experiment. Not only do the students need to be 

engaged through the lecturers’ actions online, but the way the material is presented, 

with links and activities, needs to be thought through carefully. Despite appearing 

simple, teaching online courses is actually “time expensive.” In creating their courses, 

academics face a bigger risk as students have more agency. They can access the content 

24/7, download it, and use it as they please. Lecturers have more limited authority and 

control over students’ learning, which may be difficult for some to manage. For some 

lecturers, moving their teaching into a machine can seriously disrupt their teaching 

identity. In her case study of lecturers in a computer science course, McShane (2006) 

found a lecturer anxious about sharing his teaching identity with a machine, or becoming 

a hybrid “teacher-machine.” This lecturer prefers face-to-face teaching, a mode that can 

preserve real human interaction, as being seen is apparently very important to him. 

Interacting with a machine makes him feel like a mere entity, something without an 

identity. In his case, his teaching identity is disturbed to the degree that he feels 

threatened. Despite his exploration of online facilities to develop engagement and 

contact, face-to-face interaction is still the mode of choice.  

Indeed, digital technology provides academics with uncharted territory. In terms 

of publishing, it also gives opportunities to develop another kind of academic identity 

through blogging. Kirkup’s (2010) study of academic bloggers found that blogging is an 

avenue to convey their academic content in a more accessible way, or in some cases to 

tell backstage stories of academic life. There are opportunities and challenges in 
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developing a digital writing identity. It can give academics a public intellectual identity. 

Blogs have the potential to reach a large audience. The writing style can be more 

accessible than traditional academic publications, and so can potentially disseminate the 

academics’ expertise beyond the traditional ways. The challenges include deciding how 

to insert personality into digital writing for course content (McShane, 2006) or as a 

blogger (Kirkup, 2010), and what kind of person they should convey in digital writing in 

relation to their purpose and their own identity and their target audience. There are also 

risks associated with blogging. This kind of writing does not bring advantage career-wise; 

thus, it is personal and may take time away from other academic work. In addition, it has 

the potential to create conflict with the blogger’s institution. At the time of the study, 

blogging activity had not been regulated by the institution. Thus, there is a level of 

uncertainty around what can or cannot be done. Blog contents may invite criticism from 

peers or from senior management if they are deemed to be risking the work of the 

institution (Kirkup, 2010).  

In summary, adopting technology poses a disruption of the traditional academic 

identity. The studies reviewed show that on the one hand, digital technology in teaching 

and learning offers new opportunities for those academics who are more adventurous 

and willing to embrace change. On the other hand, online and blended learning are seen 

as threatening teaching identity as teachers have to share their class with a machine. The 

loss of space and face-to-face interaction is threatening for those who cannot handle the 

prospect of being a faceless entity. Digital technology also provides an avenue for 

academics who want to develop a public intellectual persona beyond the traditional 

publication route. Nonetheless, using digital technology in teaching and writing requires 

them to learn new skills related to technology and risk-taking.  

3.2. Part-Time Academics as a Group in Academia 

In studying PTAs, it is important to start by understanding how they are defined 

globally, as PTAs may include any groups other than FTAs. The following section 

discusses how PTAs may vary in typology.  

3.2.1. Typology of PTAs.  

Universities currently have various employment schemes, resulting in separation 

of the academic workforce into two groups: traditional academics (full-time tenured or 
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full-time academics) and non-traditional academics (instructional staff under other 

working contract schemes). In the literature, PTAs have different names in different 

contexts. For example, in the U.S. they are usually called “contingent” or “adjunct,” while 

in Australia they are called “casual” or “sessional” academics.  

With the stronger presence of PTAs in academia globally, there are more 

attempts to understand them as a group, which is reflected in different typologies of 

PTAs, such as Tuckman’s (1978) taxonomy and the typologies of Gappa and Leslie (1993) 

in the U.S., Junor (2004) in Australia, and Rajagopal and Lin (1996) in Canada. Two 

typologies are important in this study: Gappa and Leslie’s categories and Rajagopal and 

Lin’s classification.  

Gappa and Leslie (1993) made four categories based on the motivation of PTAs: 

career ender; specialist, expert and professional; aspiring academic; freelancer. The 

specialists, experts and professionals have primary careers outside academia and stay in 

academia because they love to teach. The aspiring academics are those who have 

terminal degrees and want to be full-time academics, or doctoral students finishing their 

dissertation and preparing for academic careers. Within the aspiring academics, there is 

also the freeway flyer, those who teach part-time in several institutions. Gappa and 

Leslie’s categories will be used throughout this literature review to refer to specific 

groups of people, especially the freeway flyer, aspiring academics and specialists, experts 

and professionals. Gappa and Leslie’s categories are often used in studies on PTAs, and 

terminology like freeway flyer has become common in PTA literature.  

Rajagopal and Lin (1996) created a different categorisation. Instead of looking 

comprehensively at different types of PTAs, they compared two groups, classic and 

contemporaries, to find the “real” part-time faculty in Canada. Classics are defined as 

those holding permanent jobs outside academia and contemporaries are those only in 

part-time employment. By only having two categories, Rajagopal and Lin were able to 

focus on the conditions of the group that is more at risk, or the “real” part-timer, and 

yield interesting findings comparing the two.  

My study has used the categories made by Rajagopal and Lin (1996), with some 

adaptation to match the context. My study aims to explore differences in PTAs’ identity, 

especially compared to FTAs. Therefore, I have grouped the PTAs into categories that 

reflect their professional and other backgrounds. However, I also had to include the PTAs 
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who are FTAs in other institutions. Therefore, in the context of this study, PTAs are 

categorised as:  

• Classics: those holding permanent jobs or having their own businesses 

outside academia;  

• Contemporaries: those in non-academic part-time employment who 

have a part-time academic job; 

• Multiple Academics: those in multiple academic employments. 

According to the different typologies created by scholars, PTAs have diverse 

backgrounds and motivations for joining academia. However, there is a strong 

stereotype that PTAs consist of highly qualified people who are trying to make their 

careers as academics, and depending upon multiple PTA jobs to make ends meet, often 

with great difficulty (D. Brown & Gold, 2007; Gappa & Leslie, 1993). 

Contrary to this stereotype, the earliest study of PTAs (Tuckman, 1978) reveals 

that the most dominant group of PTAs is the full-mooners or those teaching part-time 

while still having a permanent/full-time employment, followed by students 

(postgraduate student-tutors) and then the hopeful-part-timers (those hoping to be 

FTAs). Subsequent studies have further confirmed Tuckman’s finding. Gappa and Leslie’s 

(1993) study combined the results of the National Study of Postsecondary Faculty 1988 

and their own interview samples. They offered their estimates as follows: career enders 

is a growing category because professional and academic workers are coming to 

retirement age; specialists, experts and professionals are a significant group, while the 

freeway flyer is much harder to predict but they are not the biggest group in the PTA 

population. Newer data provided by the National Study of Postsecondary Faculty 2004 

reported that 46% of PTAs have full-time “other” jobs (Monks, 2009, p. 34). A U.K. study 

found that 35% of respondents do not hold other jobs, but it was not clear whether the 

65% with other jobs hold full- or part-time jobs (D. Brown & Gold, 2007). It can be 

concluded that PTAs are a very diverse group, with freeway flyers as one group inside 

them. However, it is true that all studies identify one particular group: those with a good 

qualification (PhD candidate/PhD), making their academic career through a part-time 

teaching position, and hoping to develop a career in higher education (Junor, 2004; 

Monks, 2009; Rajagopal & Lin, 1996; Strachan et al., 2012). This group size ranges from 
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12% (Junor, 2004) to 19% (Monks, 2009) of their respective sample, thus they are not 

typical or representative of PTAs’ condition.  

Of interest is whether those not working full-time actually want full-time 

academic employment, and whether they are freeway flyers. Fifty-four percent PTAs in 

the U.S. are not employed full-time, but only 35% reported that they prefer to be 

employed full-time in their current institution (Monks, 2009). Also, out of the 54% who 

are not employed full-time, 79% do not have other teaching jobs, 17% teach in one other 

institution, while 4% had two or more other jobs (Monks, 2009). Therefore, the claim 

that most PTAs in the U.S. are freeway flyers is not supported. D. Brown and Gold (2007) 

found that 40% of their respondents located in the U.K. are not interested in full-time 

permanent positions. Similarly, an Australian study found that most casual academics do 

not wish to be full-time academics, with only 21% preferring to have full-time continuing 

contracts, and only 28% preferring to continue with the casual mode (Junor, 2004). Junor 

found that over 50% wanted to have a more permanent situation, either as fractional 

continuing/permanent part-time (35%) or full-time continuing (21%).  

This trend is changing with the increasing number of student-tutors in higher 

education. As reported by Strachan et al. (2012), the Work & Careers in Australia 

University study indicated that the number of postgraduate students who teach part-

time seems to be growing significantly. The cohort is younger than previous studies, 40% 

are between 25–35, and 55% are identified as casual academics who are working 

towards a degree, with many just tutoring. Fifty-four percent of these student-tutors 

wanted to be FTAs in the next 5 years (Strachan et al., 2012). Sutherland and Gilbert 

(2013) similarly noted that the population of student-tutors is growing. Based on an 

OECD report, 40% of teaching staff in New Zealand fit in the category of sessional 

academics (Gilbert, 2013), but Sutherland and Gilbert (2013) believe that postgraduate 

students doing casual teaching might not be fully counted in that statistic. These 

student-tutors aspire to be academics upon finishing their study, and see casual teaching 

as an opportunity to learn academic skills as well as network (Sutherland & Gilbert, 

2013). In an earlier study, Rajagopal and Lin (1996) found that contemporaries wanted 

an academic career: 50% of them want to be FTAs; and 45% have or are working towards 

their doctoral qualification. Compared to classics, the contemporaries do more self-

development activities in academia such as presenting and publishing their research, 
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receiving training to improve teaching and getting involved in decision-making bodies in 

their institution (Rajagopal & Lin, 1996). Postgraduate student-tutors are thus more likely 

to pursue an academic career, and they consider casual teaching as an opportunity to 

start it. 

3.3. Identity of Non-Traditional Academics 

The “non-traditional academic” is a diverse group, covering those who are not 

tenure eligible, including full-time non-tenure track, part-time faculty under short 

contracts, and postgraduate students working as teaching assistants. The identity of non-

traditional academics has not been studied as extensively as the traditional faculty, the 

full-time tenure track.  

From the few studies available, the non-traditional academic’s identity is 

influenced by the hierarchy of status in higher education and the insecurity of 

employment (Levin & Shaker, 2011; White, 2012). One study of the non-traditional 

academic identity was conducted in the U.S. context with full-time non-tenure-track 

(FTNT) academics. The qualitative study involved 18 FTNT academics in a university 

(Levin & Shaker, 2011). Using cultural identity theory as the framework, the study 

revealed that an FTNT has a hybrid identity, as a teacher and as a member of the 

institution. Their teacher role gives them satisfaction, while the other does not (Levin & 

Shaker, 2011). This group has their own “figured world,” described as “keeping one foot 

inside the door and one foot outside” (Levin & Shaker, 2005, p. 1479). Their identity as a 

member of the institution is laden with inferiority: they mainly do teaching instead of 

research; their courses will usually be coordinated by a tenure-track faculty, and the 

overall status of an FTNT is of low class in the hierarchy. Thus, they manage their own 

figured world based on the mentioned hybrid mode and develop an identity that is 

arguably different to their tenure-track colleagues.  

In their study of PTAs’ professional identity, Levin and Montero-Hernandez (2014) 

found different narratives of identity from their participants. Their qualitative study 

involved 14 PTAs from three different types of institutions in California: a research 

university, a comprehensive university, and a community college (Levin & Montero-

Hernandez, 2014). They found that there are general and unique identities across 

different PTAs. Those who want to be FTAs have a different sense of self compared to 
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those not wanting to be FTAs. Those who do not wish to be FTAs have less worry about 

job security and general working conditions compared to those who wish to be FTAs 

(Levin & Montero-Hernandez, 2014). The PTAs have dual identities: as experts in their 

interaction with students and as part of the academic structure (Levin & Montero-

Hernandez, 2014). Depending on the relationship built by the institution, they can 

experience subordination and marginalisation, or they can feel valued for their 

professional experience or a combination of both (Levin & Montero-Hernandez, 2014). 

However, they feel detached from, more often than attached to, the bigger academic 

structure (Levin & Montero-Hernandez, 2014). This study is consistent with Levin and 

Shaker’s (2011) finding, that PTAs experience a divided identity.  

White (2012) argues that doctoral students and short-term contract academics 

have an academic identity similar to the FTNT in Levin and Shaker’s (2011) study. She 

used the term “disposable academics” (White, 2012, p. 50) in referring to this group. 

These academics are at the bottom of the academic hierarchy, and they develop an 

academic identity that is different from the mainstream academics. Their position as the 

academic underclass with incomplete roles in academia – focusing only on teaching or 

short-term research – brings out a different identity which is described as “other” in the 

institution (p. 51). The fact that academic identity is determined by having a research 

and publication role further impacts on the formation of the academic identity of the 

disposable academics. White claims that not much is known about this group; however, 

she argues that the identity performance of this group is “guarded” and “careful” due to 

their unsafe employment status and the imbalance of power in relation to the tenured 

academics who often act as their course coordinators. White’s review further connects 

contemporary changes in higher education with academic identity. White remains vague 

and refers mostly to doctoral students in discussing the identity of the non-traditional 

academics.  

3.4. PTAs’ Employment Conditions: HR Practices and Relations with 

Others  

This section discusses PTAs’ employment conditions from the perspective of 

human resources. Massive employment of PTAs is influenced by reduced funding and 

growing enrolment in higher education which makes institutions be efficient in their 
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operation (Charfauros & Tierney, 1999; Kimber, 2003; Monks, 2007). As a budget-

efficiency strategy, PTAs’ employment conditions are kept at low cost, which affects the 

working facilities they can access, the kind of contract available, and the income they get 

from teaching. In their employment, PTAs also have to interact with others in the 

institution such as students and colleagues. PTAs’ working conditions impact the kind of 

relationships they form with others, and shape the kind of identity they form as 

academics (Levin & Montero-Hernandez, 2014).  

3.4.1. Employment conditions of PTAs. 

Studies on PTAs’ employment report the insecure and informal nature of the 

employment of PTAs (e.g., Berry, 2005; Gappa & Leslie, 1993; Rajagopal, 2000). The 

recruitment of PTAs is often informal, managed by departments instead of the central 

human resources (Crimmins, 2017; Gappa & Leslie, 1993). For example, it is usual to find 

PTA positions through informal channels, and the follow-up is mostly an informal 

process, and sometimes without a proper contract (Crimmins, 2017; Gappa & Leslie, 

1993; Rothwell, 2002; Strachan et al., 2012). Some institutions have proper 

announcements and selection processes, but the number reporting this is few (Gappa & 

Leslie, 1993). Moreover, the recruitment process is often done in a rush, following a 

sudden need such as last-minute enrolments or cancellations by other lecturers (Berry, 

2005; Gappa & Leslie, 1993; Rajagopal, 2000).  

PTAs are also often disadvantaged in other human resource processes such as 

professional development and career promotion. Due to their part-time nature, there is 

little motivation for institutions to invest in them, thus, institutions usually allocate 

minimum funding for PTAs’ development such as attending conferences, conducting 

research, or participating in external training (Rajagopal, 2000; Strachan et al., 2012). 

Internal training is more accessible for PTAs; however, there are also other obstacles to 

them taking these opportunities. Studies find that PTAs’ motivation to join professional 

development is low because their participation is often unpaid, career promotion is not 

available, and there is unequal opportunity to be included compared to those in full-time 

employment (Bryson, 2013; Leigh, 2014; Rajagopal, 2000).  

The major employment concerns of PTAs are their salary, benefits and job 

security. Although PTAs are mostly satisfied with their job, they are not satisfied with 
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these three aspects, which has been consistently reported across the major countries in 

the literature (Berry, 2005; Gappa & Leslie, 1993; Ryan et al., 2013; Valadez & Anthony, 

2001). Different institutions have different financial capabilities, traditions, and unions; 

thus, the level of pay varies between PTAs and FTAs or between PTAs in different 

institutions (Gappa & Leslie, 1993; Rajagopal, 2000). As an illustration, PTAs in Halifax, 

Canada, were paid only half what their counterparts earned in York University, Toronto 

(Rajagopal, 2000). PTAs’ hourly pay also degrades significantly when unpaid components 

such as teaching preparation, meetings, grading and keeping office hours are counted 

(Husbands, 1998).  

For some PTAs, low pay and work uncertainty lead to a harsh financial situation, 

particularly for the aspiring academics or the contemporaries who do not have other full-

time income and rely on the income from teaching (Berry, 2005). They often have to deal 

with tight multiple-teaching schedules and long travelling hours, while still struggling to 

cover basic living costs such as rent and food, medical coverage and retirement fund 

(Berry, 2005; Gappa & Leslie, 1993; Rajagopal, 2000). This is different from the specialist, 

expert and professional who do not rely on their teaching income. For them, teaching is 

to pursue intrinsic motivation (Gappa & Leslie, 1993). Thus, responses to low pay and 

benefits vary according to the level of dependency on the teaching income. For those 

depending on teaching for a living, being unable to afford basic living costs has a 

significant impact on their self-confidence and their perception of the profession (Berry, 

2005; Speed, 2007).  

This review of PTAs’ employment illustrates the attitude of institutions towards 

part-time employment. The informal processes, limited opportunity to grow and the 

difficulty of planning their work for an institution indicate the level of respect institutions 

have towards PTAs. Although teaching provides intrinsic motivation, PTAs may identify 

less with their institutions compared to their FTA counterparts. This is consistent with 

the description from Levin and Shaker (2011), who describe PTAs as having a dual 

identity. The positive one is their teacher identity, while the one perceived as negative is 

as a member of the institution.  
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3.4.2. Perceptions towards PTAs in higher education. 

The role and prestige of PTAs have been unsteady over time. PTAs have been 

involved in academia since the 19th century (Gappa, 1984). Scholars and practitioners 

were invited at that time to teach specialised courses as visiting scholars or adjunct 

teachers; they were treated respectfully for their expertise (Gappa, 1984). However, with 

the rapid growth in the hiring of PTAs since that time, their prestige has decreased in 

other stakeholders’ perceptions, as explained by Gappa (1984): “Many within the 

tenured cloister regard PTAs as academic pariahs. Administrators exploit them with 

impunity – and apparently with almost no sense of guilt” (p. 1). Gappa (1984) also 

identified that being a PTA is seen as negative when the person wants to apply for full-

time positions. This attitude has been sustained throughout the 1990s and 2000s, 

creating nicknames for PTAs such as hidden academics (Rajagopal, 2000), invisible faculty 

(Gappa & Leslie, 1993), and faceless department (Leatherman, 1997, in Bassett 1998). 

Employing PTAs has created a shift in academic employment. On the one hand, it 

creates a great number of academic workers who often work under unfair conditions 

and generally have low bargaining power. On the other hand, it creates a situation where 

FTAs receive added burdens. The growth of PTAs is massive, while the growth of FTAs is 

slowing, meaning that the ratio of FTA:PTA is shrinking (Kezar et al., 2014). This situation 

often means that the number of FTAs in one department is stagnant or shrinks, while 

they have more day-to-day responsibilities, such as being the course administrators 

overseeing the PTAs, and running all extra services on campus with fewer FTA partners 

to share the burden (Gappa & Leslie, 1993; Knight & Trowler, 2000; Peters, Jackson, 

Andrew, Halcomb, & Salamonson, 2011; Umbach, 2007; Warme & Lundy, 1988).  

Some of the full-timers despise these added burdens, and this further strains the 

relationships between the two groups (Gappa & Leslie, 1993; Peters et al., 2011; 

Umbach, 2007; Warme & Lundy, 1988). In programmes with a strong professional focus 

such as nursing, PTAs with strong and current professional backgrounds are highly valued 

by FTAs, as shown in Peters et al.’s (2011) study. However, often the valued professional 

experience is not complemented with pedagogical skills (Peters et al., 2011). The FTAs, 

especially course coordinators, sometimes have to work with untrained PTAs who do not 

keep to the academic work standards as expected, such as by failing to give sufficient 

feedback on assessment (Peters et al., 2011). Some FTAs feel responsible for cover for 



50 

PTAs who do not see academic tasks as priorities (Peters et al., 2011), to uphold their 

institution’s reputation and to maintain academic quality for students, but this also 

means extra workload for FTAs (Peters et al., 2011).  

Although students are important stakeholders in higher education, there are very 

few studies that include students as respondents in studies of PTAs. More often, 

students’ input is included in the format of students’ evaluations, and these are used to 

compare teaching effectiveness between part-timers and full-timers (e.g., Allison-Jones 

& Hirt, 2004) or relate teaching effectiveness and grading (Eiszler, 2002; Salamonson, 

Halcomb, Andrew, Peters, & Jackson, 2010). One study specifically focused on students’ 

perceptions of PTAs through a separate survey (not using student evaluation 

questionnaire data) of 356 students and follow-up interviews with 30 students in a 

university in Canada (Warme & Lundy, 1988). It was found that students do not really 

care about the status of the PTAs, “as long as they do a good job teaching” (Warme & 

Lundy, 1988, p. 211). However, students did comment on the difficulty of meeting PTAs 

outside class, therefore limiting the opportunity for interaction (Warme & Lundy, 1988). 

This was similar to Umbach’s finding from his survey of PTAs, that their ability to nurture 

students outside the classroom is more limited (Umbach, 2007). Another study was a 

case study in one faculty at the University of New South Wales, which included focus 

group data from over a hundred students divided into 13 groups (Marshall, 2012). 

Marshall’s participants mostly agree with Warme and Lundy’s, that status does not 

matter as long as the teachers do a good job teaching. On the positive side, they 

perceived that PTAs, who were usually practitioners, had updated practical knowledge 

that can link the theory to real practice, were enthusiastic and lively, and was generally a 

good addition to the FTAs’ teaching. On the negative side, students criticised the lack of 

interaction outside classroom, lack of engagement between PTAs’ knowledge and 

expertise with the overall curriculum and university’s mission, lack of communication 

between FTAs and PTAs, and questioned the teaching skills preparation for PTAs. In 

short, Marshall’s (2012) study confirms that students value PTAs to complement FTAs, 

but aspects related to their teaching skills and engagement to the bigger departmental 

context should be increased.  

In summary, PTAs generally believe that they are not respected by their FTA 

colleagues or by their institution, a condition which has existed for a long time. More 
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recent studies have explored this problem of feeling undervalued (e.g., Eagan, Jaeger, & 

Gratham, 2015; Kezar & Sam, 2011; Waltman, Bergom, Hollenshead, Miller, & August, 

2012). Although administrators and FTAs have different individual perspectives towards 

PTAs, their perspectives are influenced by their institution’s attitude to managing PTAs. 

Administrators and FTAs are given the power to make employment decisions for PTAs, 

such as with hiring or acting as course administrators. Although both PTAs and FTAs 

teach the same students, the power relationship between them prevents them from 

becoming “real” colleagues. In addition, PTAs, regardless of their status outside 

academia, are often given strict limitations on what roles they can play in academia. This 

has divided the academic profession into “core and periphery,” which sees academia is 

run by a divided workforce that has limited connections to each other (Kimber, 2003). To 

bring change and equality in terms of respect and working relationships is possible, but 

will need continuous efforts from FTAs and strong university leaders with willingness, 

effort and motivation to bring meaningful change in policy and practices on campus 

(Eagan et al., 2015; Kezar, 2012).  

3.5. Identity and Social Identity Theory 

Identity theory (IT) and social identity theory (SIT) are used as the theoretical 

lenses in this study. In IT and SIT, the individual has a personal identity and a social 

identity (Burke & Stets, 2009). This study is interested in looking at both levels in 

examining PTAs. The use of both theories makes it possible to examine how personal 

identity is formed and what it looks like. IT is used to examine identity at the individual 

level, and SIT is used to examine the individual at group level. 

Both theories have the same basic assumption, that self is complex, multi-

dimensional, active and responsive to the social environment. Self is seen as mediating 

between “social structure and individual behaviour” (Hoggs, Terry, & White, 1995, p. 

255). Both IT and SIT also share similar concepts, such as the importance of “salience” to 

explain enactment of certain identities among the multiple identities possessed by the 

self. However, several differences exist between the two theories, as explained by Hoggs 

et al. (1995). The use of each theory will be discussed in more detail below.  



52 

3.5.1. Identity theory (IT): Analysing individual outcomes of roles. 

IT explains the identity constructed at the individual level, by looking at individual 

behaviour produced by different layers of identity. This theory is an evolution of 

traditional symbolic interactionism by George Herbert Mead (Stryker & Burke, 2000) and 

Herbert Blumer (Stryker, 2002). In Mead’s conception, the self is a result of a constant 

dialogue between “I” and “me” (Garner, 2007), in which “I” is the “spontaneous self” 

(Garner, 2007, p. 188), representing the active nature of an actor. The “me” is the part of 

the self formed as a result of self-reflection based on others’ actions and views. 

According to Mead, the formation of “me” is based on social expectations from the 

society with which the individual interacts (Garner, 2007). The constant interaction 

between “‘I” and “me” formulates an active base of identity, in which the self is both 

actor and reactor, actively creating meaning within the boundaries set up by the society 

through roles and norms (Garner, 2007). This dual framework is further adopted in the 

social structural symbolic interactionism.  

In brief, the symbolic interactionist asserts that human beings live in societies in 

which there is a social structure. Human beings as actors in society function in dual ways: 

they are a member of a society in which their behaviour is constrained by the norms and 

expectations of society, and they are an active actor who has a creative and personal self 

to respond to social interactions. In society, their status incurs roles, which are a set of 

expectations set by others in the society for behaviour and achievements (Stryker, 2002). 

Another important influence in IT is James’s (1890, in Stryker & Burke, 2002) 

vision that someone has as many identities as his/her group memberships. In Stryker’s 

view, the self as described by Mead needs to be further developed to accommodate 

current modern society. Thus, he asserts that the structural symbolic interactionist sees 

society as a “complex, differentiated but organised mosaic of relatively durable 

interactions and relationships embedded in an array of groups, organizations, 

communities and institutions intersected by encompassing structures of age, gender, 

class, ethnicity, religion, and more” (Stryker, 2002, p. 226). This view of society is in 

contrast to the traditional symbolic interactionism view by Mead in the 1930s that 

society is undifferentiated and cooperative (Hoggs et al., 1995). Thus, Stryker’s definition 

is seen to have a better fit with the complex current modern society which requires 

human beings to have multiple participations in a network of societies.  
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Because individuals have multiple identities, as many as their group 

memberships, “prominence” and salience are important concepts in IT. These concepts 

explain how a certain role is more likely to be enacted, based on ideal preference and/or 

situations. Everybody has a different priority of identity, and this is described in their 

hierarchy of prominence and salience, which will be explained further, below.  

3.5.2. Multiple identities, prominence and salience. 

IT asserts that a person has multiple role-identities, and each role has a different 

set of expected behaviour. These role-identities are interconnected in a complex system 

of self. Nonetheless, they have different degrees of importance (McCall & Simmons, 

1978). A person has identities that are subjectively important or those that are more 

likely to be enacted. In this regard, the concepts of prominence and salience are 

important to understanding the interaction between roles.  

McCall and Simmons (1978) suggest that everybody has a unique hierarchy of 

prominence or an ideal hierarchy of identities. According to McCall and Simmons (1978), 

prominence hierarchy reflects the subjective importance of identities to an individual 

and represents his/her ideal self (Burke & Stets, 2009). These sets of the hierarchies are 

purely subjective and plastic, and the relations between roles inside them may be 

intermingling or compartmentalised (McCall & Simmons, 1978). McCall and Simmons 

argue that enacting behaviour can be influenced by other factors, and is not only based 

on the importance of that particular identity to oneself (Burke & Stets, 2009). Therefore, 

there is a salience hierarchy, which is “the self that responds to the expectations of the 

situation rather than to the desires of the self” (Burke & Stets, 2009, p. 41). However, the 

more prominent an identity, the more likely it is to be enacted. It is thus argued that 

prominence precedes salience (Brenner, Serpe, & Stryker, 2014).  

This is different from Stryker’s (2000) salience, which is measured by whether an 

identity is enacted in actual role behaviour when a person has a choice. Stryker proposes 

a hierarchy of salience, which orders the identities based on the likelihood of it being 

enacted in and across situations (Burke & Stets, 2009). In this sense, Stryker’s salience is 

more long term and stable compared to McCall and Simmon’s (1978). Stryker’s identity 

salience hypothesises that the higher the salience in the identity hierarchy, the greater 

the likeliness of behavioural choices responding to that particular identity, which then 
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chooses a role. In other words, Stryker (2000) explains that “choice among behaviours 

expressive of particular roles reflects relative location in a salience hierarchy of identities 

associated with those roles” (p. 28).  

McCall and Simmons’ (1978) salience depends on the situation and is driven by 

reward, while Stryker’s hierarchy of salience is driven by commitment. McCall and 

Simmons (1978) asserted that the role-identity that gets the most reward would be more 

likely to be enacted. The rewards can be intrinsic gratification, extrinsic gratification, or 

social support of identity. Therefore, if the hierarchy of prominence is the “ideal self,” 

the hierarchy of salience is the “situational self” (McCall & Simmons, 1978).  

According to Stryker (2002), salience is affected by commitment. Commitment is 

the degree of relationship to others in a specific group according to the roles in the 

network (Stryker, 2002). There are two kinds of commitment which influence salience: 

interactional commitment and affective commitment (Burke & Stets, 2009). Interactional 

commitment is determined by how extensive the social network possessed by a certain 

identity is, while affective commitment is the emotional stake one has in that particular 

identity (Owens, Robinson, & Smith-Lovin, 2010). The basic proposition is “commitment 

affects identity salience affects role choice” (Stryker, 2000, p. 27). 

Academics traditionally have three distinct roles: as teachers, researchers and 

community members. There are many arguments about the interplay of those roles in 

the current academic setting (e.g., Clegg, 2008; Henkel, 2005). IT’s concept of multiple 

roles, the hierarchies of salience and prominence, has provided a lens to unpack the 

multiple roles, and address the following questions: are there choices for which roles to 

play? Is there a particular role with more prominence? When is a specific academic role 

prominent? Also, the employment status of part-time and full-time academics provides 

an additional dimension. Part-time is mostly identified with the availability of choices. 

Being part-time academics includes the choice to combine different activities, personally 

and professionally.  

3.5.3 Social identity theory (SIT): Group as identifier. 

SIT explains identity at the group level. According to SIT, individuals identify 

themselves with a social group(s), and the behaviour of the group is the focus of interest 

in this theory. SIT is the work of Henry Tajfel and John Turner (Ashforth & Mael, 1989). 
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This theory is most noted for its use by Ashforth and Mael in the organisational context 

within organisational behaviour literature.  

The social category is the basis of identity in SIT (Hoggs et al., 1995), reflecting 

how an individual attaches a part of the self to a group belonging to a specific social 

category, such as ethnicity, religion, or even a division in an organisation. According to 

Ashforth and Mael (1989), identification with a group provides a systematic way to look 

at the social environment and how it defines self and others.  

When an individual categorises him/herself as a part of a group, a 

depersonalisation process will occur, in which they are “perceived as, are reacted to, and 

act as the embodiment of in-group prototype rather than as a unique individual” (Hogg 

et al., 1995, p. 261). This process describes the shifting of the importance of identities 

within the self, in which social identity becomes more pronounced than personal 

identity, thus transforming individuality to group behaviour (Hogg et al., 1995). Social 

identity becomes salient when the group has a positive association with the individual’s 

self-esteem. 

Salience in SIT and IT has a different process. According to Owens et al. (2010), 

salience in SIT is the “impact of the situation on self-categorisation” (p. 488), whereas 

salience in IT is a stable notion, an identity that the individual carries from situation to 

situation. In SIT the enactment of identity is dependent on the situation, context, and the 

salience of the out-group at the time (Owens et al., 2010). The in-group is the group the 

individual belongs to, while others not belonging to the in-group become the out-group 

(Owens et al., 2010). Following Owen’s sample, I might be an Indonesian in New Zealand, 

but a Javanese in Jakarta, a lecturer in my school, a manager in the university. My 

identity will change in different contexts and is dependent on the out-group existing for 

the particular context. Here my identity salience is dependent on the comparison 

between the in-group and the out-group, whereas, in IT, identity salience is internalised 

in the self.  

3.5.3.1 SIT and organisation identification. 
SIT has been used substantially in studies related to organisational identification. 

For individuals, positive organisational identification can result in self-enhancement, 

which creates better self-esteem and motivation (Ashforth, Harrison, & Corley, 2008; 

Ashforth & Mael, 1989). Identification is defined as “the perception of oneness or 
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belongness to some human aggregate” (Ashforth & Mael, 1989, p. 21). Organisational 

identification is different from similar constructs such as organisational commitment and 

internalisation which do not have the same depth as identification (Ashforth et al., 2008; 

Ashforth & Mael, 1989). Organisational identification means that employees have the 

same beliefs, purpose, and values to the organisation, which then aligns their efforts to 

achieve the same goal.  

Organisational identification affects both the individuals and the organisation 

(Ashforth & Mael, 1989). For individuals, having an organisational identification 

enhanced self-esteem (Ashforth & Mael, 1989) which leads to feeling “distinctive and 

special, efficacious and successful” (Haslam, Jetten, Postmes, Haslam, 2009, p. 2). 

Identification starts with self-identification to the organisation, then aligns and adopts 

organisational purposes, beliefs and values. A true identification will then result in 

changing behaviour as expected by the organisation. Individuality is shifted, and the 

behaviour resembles the group behaviour (Ashforth & Mael, 1989).  

For the organisation, employees’ identification brings positive behaviours and is 

linked with behaviours such as organisational citizenship, intrinsic motivation, job 

involvement, and extra role performance (Ashforth et al., 2008). There is an over-arching 

generalisation that all organisations want their employees to identify themselves with 

the organisation (Gossett, 2002). However, when it comes to contingent or part-time 

workers, Gossett (2002) challenges this assumption by proposing that organisational 

identification might be too costly for organisations. 

3.5.3.2. Organisational Identification and contingent workers. 
There is a growing body of research related to organisational identification and 

part-time workers. Many questions arise; two of them are: Is it important for an 

organisation to foster organisation identification in part-time workers? Is organisational 

identification between part-time professional workers and part-time labour workers the 

same? 

Gossett (2002) argues that organisations might not want to foster organisational 

identification for their part-time employees. Her research on temporary workers working 

for two organisations (a temp agency and the organisation they are placed in) shows that 

both organisations do not desire to foster identification. She explains that identification 

is expensive to foster. For the employing organisation, this may mean additional facilities 
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such as extra rooms, tables, and computers; for the agency, it may trigger feelings of 

responsibility to always have jobs for the temps (Gossett, 2002). However, not fostering 

identification brings consequences such as part-time employees distancing themselves 

from others, a division between part-timers and full-timers, and no effort to give better 

performance (Gossett, 2002). Gossett’s study demonstrates a direct implication on the 

performance, motivation and self-esteem of temporary workers.  

Through their computer-simulated research, Ekmekci and Casey (2011) explore 

the process of organisational identification for contingent workers and provide a better 

understanding of identification antecedents and processes. They conclude that repeat 

communication and repeat engagement with the organisation influences organisational 

identification. They measured the influence of interactions with other members, the 

frequency of receiving information from the organisation, the length of primacy effect 

and the recency of primacy effect towards the strength of organisational identification. 

They found that less interaction, less frequency of receiving information and shorter 

primacy effects triggered swings to the organisational identification of workers who were 

in their first engagement with the organisation (Ekmekci & Casey, 2011).  

The centrality of an organisation’s role in the identification process of temporary 

workers was also found by Koene and van Riemsdick (2005). They propose that the way 

organisations manage diversity in the workplace (majority versus minority; full-time vs 

part-time) has a significant impact on their identification. Using Brickson’s (2000) 

framework, their case study highlighted two different organisational identity orientations 

in managing temporary workers. One organisation applied the collective orientation, in 

which the leader treated both temporary and full-time workers similarly. The other 

applied differentiation strategy, in which a temporary worker was not integrated and 

recognised. It was found that the organisation applying collective orientation had much 

better retention and work output compared to the other.  

SIT postulates that the social identity, in this case, PTA, can explain group 

behaviour, whether or not being a PTA is regarded as a positive identity, and whether 

the PTAs feel the in-group and out-group differences in their interaction within the 

university. Due to their contingency status, there may be a divide between part-

time/contingent and full-time workers that hinders communication between the groups 

and between the part-timer and the organisation. Gossett’s (2002) participants did not 



58 

experience alienation from full-time workers, but they show distanced attitudes such as 

unwillingness to give feedback or critiques to the organisation. In their study, Koene and 

van Riemsdick (2005) found that temporary workers at one research site were so 

undermined by the organisation and the full-time employees that the full-timers did not 

bother to get the temporary workers’ names for 2 weeks after they had started. 

Similarly, the divide between employee groups, the lack of communication with 

employers, and one-off work in an organisation contribute to low organisational 

identification (Ekmekci & Casey, 2011). 

3.6. Conclusion 

Academic identity literature defines academic identity as a professional identity 

for academics. Similar to other social identities, forming an academic identity is a process 

of negotiation between the individual and the academic society. Academic identity is 

uniquely characterised as relying on subject expertise, having freedom of expression, 

conveying and forming knowledge without pressure from authority, and being 

autonomous. The literature conveys traditional identity as elitist; it is a place dominated 

by white, middle class, men and the full-time tenured. The norms are also regulated by 

collegiality within departments. As such, academic identity has a set of norms that is not 

easy to adopt for new academics or minority groups. Although academia has become 

diverse, the norms set are already deeply rooted.  

PTAs’ academic identity has not been explored extensively. PTAs work under 

employment conditions that are eclectic and informal. Many of the processes, from 

recruitment to induction, evaluation, and professional development, have not been 

formalised. As a result, their academic identity is described as split or divided: they 

experience confirmation as teachers, and disconfirmation as members of the institution.  

There is a need for more extensive investigation on academic identity. Although 

academic identity is a personal experience, and the type of identity developed will be 

unique from person to person, the social environment plays an important part in the 

formation process. There is a need to examine other stakeholders’ perceptions of PTAs’ 

employment to have a better understanding of this phenomenon.  
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Chapter 4. Teaching in Higher Education 

In this chapter I review the literature on teaching in higher education to lay the 

foundation for investigating teaching practices of PTAs and FTAs. The review on teaching 

is divided into two main components: the observable dimensions of teaching, and the 

non-observable dimensions. The observable dimensions consist of dimensions of good 

teaching that can be observed in the classroom and are mainly observable using student 

evaluations of teaching (SET). The non-observable dimensions comprise teaching 

conceptions and perspectives, out-of-classroom practices, and professional 

development.  

This chapter then continues to review previous studies investigating teaching 

practices of PTAs. So far, studies on the teaching of PTAs focus on the observable 

dimensions with the aim to prove whether they disadvantage students or not. This is 

particularly true with the stream of longitudinal studies looking at relations between 

instructors’ status and student retention. The non-observable dimensions feature in very 

few studies, except for the area of professional development which shows growing 

attention to supporting PTAs to maximise their participation in academia.  

4.1. Teaching in Higher Education: Observable and Non-Observable 

Dimensions 

What is good or effective teaching? This seemingly simple question has invited 

abundant studies and definitions. Some use the term “good teaching” (Biggs & Tang, 

2011; Prosser & Trigwell, 1999), some use “effective teaching” (Devlin & 

Samarawickrema, 2010; Ramsden, 1992), “teaching competence” (Elton, 1998); and 

even “model teaching” (Richmond, Boysen, & Gurung, 2016). However, they mostly refer 

to the same definition: teaching that focuses on students’ learning. This reflects the urge 

to move away from teacher-centred learning to student-centred learning (Ellington, 

2000; D. D. Pratt, 2002).  

Many authors have suggested dimensions for good teaching. An early and 

influential guideline is Chickering and Gamson’s (1987)  seminal “Seven Principles for 

Good Practice in Undergraduate Education”. These principles originally came through an 
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agreement between researchers who published around undergraduate education 

(Chickering & Gamson, 1999); therefore, they are a collection of knowledge of experts in 

the area. The principles are: encourage student-faculty contact, encourage cooperation 

among students, encourage active learning, give prompt feedback, emphasise time on 

task, communicate high expectations, and respect diverse talents and ways of learning 

(Chickering & Gamson, 1987). Their principles attracted many interests and 

implementation in the area, and were used many times as a basis for further study. 

Around the same time period, Marsh (1987) published his Student Evaluation of 

Educational Quality, which determines aspects of good teaching from students’ 

perspective. His instrument assesses nine dimensions of teaching: learning, organisation, 

enthusiasm, individual rapport, grading, reading/assignment, group interaction, breadth, 

and workload. Both works are similar and complementing each other by emphasising 

engagement and active learning.  

These early works describing the dimensions of good teaching have been 

continued through to recent years. The strong move toward student-centred learning 

further emphasises the value of student engagement, the moving of a teacher’s role 

from teacher to facilitator, less reliance on didactic methods, and continues to take into 

account both pedagogical and content expertise. Ramsden (2003) lists six principles of 

effective teaching: interest and explanation; concern and respect for students and their 

learning; appropriate assessment and feedback; clear goals and intellectual challenge; 

independence, control and active engagement; and reflection. Hativa, Barak, and Simhi 

(2011) echo Ramsden’s list, which emphasises classroom experience. 

These criteria of good teaching are further expanded as studies in the area grow. 

Indeed, scholars began to include dimensions of good teaching that are not observed in 

the classroom, onto their list. For example, Elton (1998) combined both observable and 

non-observable dimensions, adding preparation and the use of feedback to his list. Coe, 

Aloisi, Higgins, and Major (2014) argue for six components of “great” teaching, and 

indicate the relationship of each component to student outcomes: content knowledge 

and quality of instruction have been strongly associated with student outcomes; 

classroom climate and classroom management are moderately associated; and for 

teachers’ beliefs and professional behaviours, there is some evidence of impacting on 

students outcomes. Richmond et al. (2016) also add the non-observable dimensions, 
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such as assessment design, engagement with professional development, and the use of 

student feedback. Indeed, Ellington (2000) emphasises the importance of using feedback 

effectively and continuous self-development to become the last three of his “Seven 

Golden Rules”.  

Based on the criteria offered through the different versions, I grouped them into 

categories based on those observable in the classroom (classroom practice, content 

knowledge) and those not observable (beliefs/conceptions of teaching, out-of-classroom 

practices). As the underlying principles of good teaching in all studies are based on 

student-centred learning, this suggests that the principles of good learning and teaching 

are similar, particularly in the area of classroom practice. The non-observable dimensions 

indicated that student-centred teaching is not about teaching strategy and teachers 

delivering content, but about passion, desire to share knowledge, and teachers’ 

engagement with students’ learning (Buskist & Keeley, 2015; Prosser & Trigwell, 1999; 

Ramsden, 2003). A good teacher is also described as always seeking feedback and being 

a reflective practitioner. (Biggs & Tang, 2011; Ellington, 2000; Elton, 1998; Kember & 

McNaught, 2007, in Devlin & Samarawickrema, 2010; Prosser & Trigwell, 1999). In 

addition, teaching beliefs have been connected to actual teaching and learning 

approaches, and it has become increasingly important to understand teachers’ 

conceptions of teaching (D. D. Pratt, 2002). These different dimensions are used to 

compare the teaching practices of PTAs and FTAs, as listed in Table 3. 
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Table 3 

Observable and Non-Observable Dimensions of Good/Effective Teaching 

Dimensions Endorsement 

Observable 
 

Classroom climate Coe et al., 2014; Hativa et al., 2001, Marsh, 1987 

Content knowledge Buskist et.al (2015); Coe et al., 2014; Marsh, 1987 

Presentation Elton, 1998; Hativa et al., 2001; Marsh, 1987; 
Ramsden, 2003 

Enthusiasm Elton, 1998; Hativa, 2001;Kember & McNaught, 2007; 
Marsh, 1987 

Appropriate assessment 
Chickering & Gamson, 1987; Ellington, 2000; Elton, 
1998; Marsh, 1987; Kember & McNaught; Ramsden, 
2003 

Challenging students Chickering & Gamson, 1987; Hativa, 2001; Kember & 
McNaught, 2007; Marsh, 1987; Ramsden, 2003 

Engagement with 
students 

Elton, 1998; Hativa, 2001;Kember & McNaught, 2007;  
Ramsden, 2003; Marsh, 1987 

Organisation Elton, 1998; Hativa, 2001; Marsh, 1987; Ramsden, 
2003 

Classroom management Coe et al., 2014; Elton, 1998; 

  
Non-observable  
Teachers’ belief Coe et al., 2014 
Reflection Coe et al., 2014; Elton, 1998 

Planning Elton, 1998; Kember & McNaught, 2007; Richmond et 
al., 2016 

Preparation Elton, 1998; Kember & McNaught, 2007; Richmond et 
al., 2016 

Evaluation of self Coe et.al., 2014; Ellington, 2000; Elton, 1998; 
Richmond et al., 2016 

Making improvement Ellington, 2000; Richmond et al., 2016 
 

To make meaningful comparisons of teaching practices, both observable and non-

observable dimensions should be compared. This is to ensure the comparison does not 

rely heavily on one dimension of teaching. D. D. Pratt (1997) argues that teaching does 

not only contain the tangible parts that can be observed, which he calls “action,” but also 
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includes beliefs and intentions. His concern was that the means of evaluation at that 

time was more towards evaluating actions, putting aside other dimensions (D. D. Pratt, 

1997). According to D. D. Pratt, evaluating teaching as actions only captured the 

techniques, and made the mistake of ignoring context and enforcing uniformity across all 

teachers. 

Trigwell (2001) voices a similar concern by referring to the quantitative and 

qualitative dimensions of teaching. The quantitative dimension captures observable 

parts of teaching, which is similar to D. D. Pratt’s action. Trigwell (2001) agrees that this 

measure is important, but argues that it does not capture all the dimensions of good 

teaching, and should be combined with other methods to capture the qualitative 

dimensions, to include conceptions of teaching, teaching contexts, teaching strategy, and 

teaching preparation (Trigwell, 2001).  

Methods for evaluating teaching have constantly been developed and 

implemented, involving different sources as informants. The Carnegie Foundation (1994, 

in Glassick, Huber, & Maeroff, 1997) lists the following means of evaluation for tenure 

purposes: systematic student evaluation of classroom teaching; self-evaluation or 

personal statement; peer review of syllabi, examination, and other teaching materials; 

peer review of classroom teaching; evidence of continuing student interest; alumni 

opinions; student evaluation of advising; evidence of student achievement; evidence of 

the impact of teaching on research; and evidence of the impact of teaching on applied 

scholarship (The Carnegie Foundation, 1994, in Glassick, Huber, & Maeroff, 1997). The 

methods listed were based on the popularity of use in higher education institutions in 

the US. Each method has its strengths and weaknesses. Thus, meaningful feedback and 

evaluation will need to take evidence from multiple sources (Marsh & Hocevar, 1991; D. 

D. Pratt, 1997).  

4.1.1. Observable dimensions: Evaluating teaching through SETs. 

Observable dimensions of teaching practice can be seen in teachers’ everyday 

practices. The student evaluation of teaching (SET) is the method most used to collect 

student feedback (Kember, Leung, & Kwan, 2002). SETs are easy to administer, low cost, 

and are also seen as an objective way to get feedback from students asas they are 

quantitative (Williams & Ceci, 1997). These qualities make SETs an appealing method of 
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gathering feedback, both for administrative and development purposes. Contrary to 

widely believed myths that SET results are dependent on an instructor’s popularity and 

the results are invalid and unreliable, studies of SETs have proved the opposite 

(Aleamoni, 1999). If the data is gathered using the right instrument and administered 

properly, SETs can provide useful feedback for both instructors and institutions 

(Aleamoni, 1999).  

In this study, the aim is to compare students’ perception of PTAs’ and FTAs’ 

teaching practices, particularly in the classroom. To ensure that the data gathered is valid 

and reliable, I decided to use an instrument that has been widely used globally. The ones 

considered for this study were the Students Evaluation of Quality (SEEQ; Marsh, 1987) 

and the Course Evaluation Questionnaire (CEQ; Ramsden, 1992). Both instruments have 

been used widely. CEQ is used nationwide in Australia to provide comparisons between 

institutions, while SEEQ is used widely in the US (Coffey & Gibbs, 2001). They have 

different purposes. SEEQ provides feedback at individual course levels and can provide 

feedback on the instructor rather than the course (Marsh, 1987). SEEQ is useful for 

gaining feedback at programme levels (Richardson, 2005), while CEQ is used to gather 

students’ overall educational experience (Marsh, Ginns, Morin, Nagengast, & Martin, 

2011). Thus, SEEQ is more suitable for meeting the aim of this study, which focuses on 

the level of instructors rather than institutions or courses.  

SEEQ measures nine dimensions of teaching practices: learning, enthusiasm, 

organisation, individual rapport, group interaction, breadth of coverage, grading, 

assignments, and workload. In Richardson’s (2005) review of instruments for obtaining 

student feedback, SEEQ proved the following qualities: it has high test-retest reliability 

and inter-rater reliability, and evaluation of the same teacher is stable over time. It has 

also been applied in multiple countries such as the U.S., the U.K., Iran, Australia, and 

Spain (Corbalan, Plaza, Hervas, Aldabas, & Arcega, 2013). Overall, SEEQ has sufficient 

credibility in assessing teaching effectiveness from the students’ perspective. Further 

discussion of SEEQ’s validity and reliability is in Chapter 6. 

4.1.2. Non-observable dimension: Teaching conception.  

Teachers’ conceptions of teaching are their beliefs and implicit ideas about 

teaching (D. D. Pratt, 1992), which is an important aspect of teaching as they shape how 
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teachers teach. Teaching conceptions are contextually and culturally bounded (D. D. 

Pratt, 1992), and act as a filter, as teachers interpret their teaching experience through 

teaching conceptions (Hativa, 1998). By understanding what teaching conceptions are, 

we can get an idea of how teachers understand their teaching. 

According to Wegner and Nuckles (2015), there are two streams of studies on 

teaching conceptions. The first group regard knowledge as something that can be 

acquired; while, the second group emphasise the position and interaction of students 

and teachers in the learning process. In the first group, knowledge is regarded as an 

entity, which can be acquired through teacher-centred or student-centred learning. This 

perspective is more dominant in publications about teaching conception. For example, 

through synthesising twelve qualitative studies of teaching conceptions Kember (1997) 

distributes these into five different conceptions ranging between two poles. The first 

pole is  teacher-centred/content-oriented while the second pole is  student-

centred/learning-oriented. The first pole focuses on the teacher and the knowledge 

itself. The teacher is considered as the knowledge owner, and teaching aims to convey 

his/her mastery of the subject. Within this pole are two conceptions: imparting 

information and transmitting structured knowledge. At the student-centred/learning-

oriented pole, the focus is shifted to students and learning. The teacher is considered as 

the learning facilitator, and students are expected to take some responsibility for their 

learning. Within this pole are another two conceptions: facilitating understanding and 

conceptual change/intellectual development. Another conception, student-teacher 

interaction, is between the two poles, signalling a transitional stage between them 

(Kember, 1997). Kember’s study resonates with Akerlind (2003) who noted the 

similarities in the studies reviewed by Kember despite the research context. Kember’s 

studies were located in Australia, UK, and Hong Kong. One of the studies reviewed was 

D. D. Pratt’s, which was done in multiple countries. Kember’s study does not only show 

the divide between teacher-centred and student-centred poles in all studies (Akerlind, 

2003; Kember, 1997), but it also shows a noticeable preference for the student-

centred/learning-oriented pole. Almost all studies considered this pole as superior and 

more advanced compared to the teacher-centred/content-oriented one, except for D. D. 

Pratt’s five perspectives of teaching that is included in Kember’s synthesis (Kember, 

1997).  
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There are many similarities between D. D. Pratt’s perspectives and other 

conceptions of teaching (e.g., Kember, 1997; Ramsden, 2003; Samuelowicz & Bains, 

1992). The main difference is that D. D. Pratt emphasises that no perspective is the best 

as each has the potential to be equally effective (Kember, 1997; D. D. Pratt, 1998, 2007). 

D. D. Pratt has developed the five perspectives of teaching over 20 years of research in 

multiple countries, and he promotes diversity of teaching (see D. D. Pratt, 2002; D. D. 

Pratt, Bol, & Collin, 2007). Each perspective of teaching is a unique interaction between 

the components. The interactions are based on the four dimensions: beliefs, intention, 

action, and strategies adopted by the teacher (D. D. Pratt et al., 2007). Beliefs include 

those about learners, the learning process, what needs to be learned and the 

responsibility of a teacher. Intention refers to what the teachers intend to accomplish, 

but not to behavioural objectives; action refers to the technique and methods used; and 

strategy is the way teachers combine the previous three dimensions to formulate a 

strategy.  

Based on D. D. Pratt’s argument about the interaction between beliefs, intention, 

and action, teaching is considered a complex activity, value-laden, and deeply personal. 

D. D. Pratt created five perspectives: transmission, apprenticeship, developmental, 

nurturing and social reform, explained in more detail below. D. D. Pratt’s deliberate 

attempt to avoid judging “good teaching” is suitable for the objective of this thesis, 

which is to explore and describe the teaching practice of part-time and full-time faculty 

members.  

4.1.2.1 First perspective: Transmission. 
The transmission perspective resembles traditional teaching or teacher-centred 

approach in teaching. In this perspective, teaching is guided by a commitment to deliver 

the content. The teacher has the authority over what students need to learn, and the 

role is transmitting the content to learners. According to D. D. Pratt (1998), teachers with 

a transmission perspective have the following general traits: being knowledgeable in the 

subject area and experienced in the field; holding and showing authority in the subject 

area and what to teach; delivering well-structured knowledge that is perceived to fit the 

bigger curriculum; believing that learning is quantitative – a growing volume of 

knowledge which can be tested; and encouraging reproductive knowledge acquisition. 
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The transmission perspective is currently heavily criticised, as it is identified with 

passive learning, the surface approach to learning, and one-way interaction (Ramsden, 

2003; Virtanen & Lindblom-Ylanne, 2010). It is accused of producing learners who can 

perform tasks technically but do not have an understanding beyond this. Teachers who 

have a transmission perspective are considered as not caring for the learners, but 

focusing on finishing the target of teaching (Boyd, 1998; Ramsden, 2003). However, 

transmission teaching should not be identified as one-way, boring, and inconsiderate to 

learners. According to Boyd (1998), the intention of transmission teaching is “effective 

transmission of content.” Therefore, teaching strategies implemented in a transmission 

classroom can vary, and include group discussions, writing papers or other strategies 

typically used in student-centred learning. Boyd (1998) also countered the assumption 

that students in transmission classes do not construct knowledge on their own. Although 

the teacher is more dominant in this perspective, there is still no guarantee that all 

students will have the same understanding about the subject. Students still have to 

understand and interpret the knowledge they got from the teacher.  

The main difference between Boyd’s transmission perspectives and others’ is that 

Boyd does not only blame the students for unsuccessful learning. Biggs and Tang (2011) 

call this a “blame the student” approach, which sees students as fully responsible for 

their learning. However, according to Boyd (1998), transmission teachers also consider 

other reasons for unsuccessful learning, such as: the division of content is still too big or 

too complicated, the teacher does not provide a sufficient guidance and independent 

trial, the time allocation is not enough, or the learners do not do the required learning 

activities set. Therefore, the transmission perspective here focuses on the effort of the 

teacher in chunking, structuring, transmitting and measuring the intended knowledge for 

the student in his/her capacity as an expert.  

4.1.2.2. Second perspective: Apprenticeship. 
Apprenticeship has existed as a teaching strategy for a long time, even before 

higher education existed (Dennen, 2004). Indeed, apprenticeship is a very common 

education for trades and is very valuable as a way to introduce and guide learners into a 

community of practice (D. D. Pratt, 1998). Although learning in this perspective also 

emphasises teacher and content, context plays a very important part in the learning 

process (D. D. Pratt, 1998).  
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A teacher’s role is not only to deliver well-structured content, but often also the 

tacit knowledge, conventions, and rules of practice within a specific community. 

According to D. D. Pratt (1998), teachers with an apprenticeship perspective have the 

following general approach: Content and teacher are fused into one; a teacher 

represents the knowledge and values of the community; a teacher is an experienced 

practitioner; learning is deeply contextual, no learning can be done outside the context; 

learners also learn role and identity on top of the subject area; and teachers move 

learners gradually from simple to complex skills or ways of thinking. 

The apprenticeship classroom will closely reflect the practical context it is trying 

to teach. The strategies commonly used in cognitive apprenticeship are modelling, 

coaching/scaffolding, reflection, articulation, and exploration (Dennen, 2004). The 

strategies show the growth from simple to complex, and Dennen (2004) describes this 

development as following the growing of schema in Vygotsky’s zone of proximal 

development. Although apprenticeship is identified as being context-bound and 

practical, it should also enable learners to synthesise their learning and use it across 

contexts. Therefore, Kember (1997) places apprenticeship as the category in between his  

first (teacher-centred) and second poles (student-centred). The apprenticeship 

classroom has the following characteristics: it is situated in the context, it lets students 

participate from the periphery and then move to guided active participation, and 

integrates learners into a community of practice (Dennen, 2004).   

4.1.2.3. Third perspective: Developmental. 
The developmental perspective is based on the constructivism learning theory. In 

this perspective, students need to form their knowledge based on what they knew 

previously. Students will develop their understanding by expanding their schema. 

Learning is individual, and each student will need to create their understanding. Learning 

is thus not the responsibility of the teacher, as the teacher is not the only source of 

knowledge. As learning is constructing new knowledge instead of adding knowledge, 

learning is described as a qualitative change instead of quantitative change (D. D. Pratt, 

1992).  

According to D. D. Pratt (1998), a teacher with a developmental perspective has 

the following general approach: A teacher’s role is to challenge the existing 

understanding of students, focus on problem solving or developing ways of thinking, help 
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students to think like an expert, use content as a source, facilitate the journey between 

the existing knowledge and the expected understanding by recognising the existing 

knowledge and using levels of language and meaning that can be understood by students 

to develop their knowledge. According to Biggs and Tang (2011), teachers who care 

about the students progress attempt to provide an environment in which regardless of 

the diversity in motives, learning conception, and prior knowledge, they will thrive and 

learn. They call this the “what the students do” approach. Teachers can create this 

environment by practicing Constructive Alignment, or aligning the learning outcomes, 

teaching and learning activities, and the assessment tasks. In this perspective, the 

teacher’s role is as facilitator instead of expert. This perspective respects the knowledge 

currently possessed and starts from what the students know, not from what the teacher 

knows, while at the same time stimulating students to engage with their learning.  

Student-centred learning is identified with a deep-learning approach (Biggs & 

Tang, 2011; Ramsden, 2003; Trigwell & Prosser, 2004), aiming to reach an understanding 

instead of technical knowledge. This perspective believes that by recognising each 

student’s previous knowledge and building upon it, students will have better 

engagement with the content. Student-centred learning is currently often considered the 

most developed conception of teaching, and many believe that it is the best (Kember, 

1997; Ramsden, 2003; Trigwell & Prosser, 2004). Many conceptions of teaching are built 

either as a spectrum between teacher-centred learning and student-centred learning or 

a hierarchy. In either design, teacher-centred learning is considered as the least 

developed, and student-centred as the most developed. Any change of perspective is 

also directed to move from the least developed to the most developed (Trigwell & 

Prosser, 2004).  

4.1.2.4. Fourth perspective: Nurturing. 
The basic belief of this perspective is that “learning is most affected by a learner’s 

self-concept and self-efficacy” (D. D. Pratt, 1998, p. 49). The ultimate goal is that learners 

can be more confident and self-sufficient. Teaching should not harm learners, including 

unseen harms such as embarrassment and emotional struggle, and should empower 

students instead (T’Kenye, 1998).  

According to D. D. Pratt (1998), teachers with a nurturing perspective seek a 

balance between caring and challenging. Caring is empathising with learners while 
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providing support and encouragement as they attempt to learn. Challenging means 

holding to expectations that are both achievable and meaningful. The teachers also 

respect and encourage learners to develop self-confidence and skills to learn. Self-

esteem is a more important aspect to develop, and should not be sacrificed over 

institutional or professional standards. Nurturing teachers use content as a means to 

develop the self-esteem of learners.  

Nurturing education puts much more emphasis on developing trust and 

confidence, by showing individual interest and care to students, to the point that the 

relationship between students and teachers reaches a different emotional level than is 

usually required in a teaching context (T’Kenye, 1998). A teacher is attentive to students’ 

difficulties, intuitive to students’ emotional cues, and sensitive to their needs, and 

responds to their needs personally, similar to a mother’s role in child rearing (T’Kenye, 

1998). The nurturing teacher refuses to succumb to the pressure to measure 

achievements if it hurts students’ learning experience (T’Kenye, 1998). A teacher puts a 

lot of trust in learners’ ability to learn the subject and grow into confident and 

independent learners.  

4.1.2.5. Fifth perspective: Social reform.  
In the social reform perspective, a teacher is driven by an “explicitly stated ideal 

or set of principles which are linked to a vision of a better society” (D. D. Pratt, 1998, p. 

50). The ideal can be from a range of sources – political ideology, religious, or social ideas 

– whichever is held by the teacher. Within the general model of teaching, teachers use 

their ideals to add meaning in content and to interact with students. The focus of 

teaching shifts to greater issues. According to D. D. Pratt (1998), teachers with a social 

reform perspective are driven greatly by personal beliefs related to a better society. They 

use content to contextualise the bigger social reform agenda, and learning is not 

sufficient until students can make an impact on the larger society.  

Teachers with a social reform perspective are recognisable from the additional 

agendas they want to pursue. They are not satisfied with facilitating learning to achieve 

behavioural outcomes alone; they want their students to be more aware of issues 

related to society, usually highlighting unfairness or alternative views and problems that 

need to be solved within the society.  
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4.2. Non-Observable Dimensions: Out-of-Classroom Practices and 

Professional Development 

Teaching practices also cover out-of-classroom practices. In this study, I explored 

four dimensions of out-of-classroom practices: teaching preparation and material, the 

use of feedback to improve practices, interaction with students outside classrooms, and 

teaching goals. I also explored academic professional development.  

4.2.1. Out-of-classroom practices.  

The reported literature covering out-of-classroom practices is sparse. In finding 

the relevant papers, I entered a combination of keywords into the database of specific 

higher education journals: Higher Education Research and Development, Teaching in 

Higher Education, and Higher Education. These specific journals were chosen to avoid 

results from other educational settings like primary and secondary schools. To cross-

check the results, I used the same keywords in Google Scholar. “Out-of-classroom 

teaching practices,” “out-of-classroom practices,” “out-of-classroom teaching” and “out-

of-classroom learning” did not give the expected results. Instead, they referred to 

teaching and learning activities conducted out-of-classroom such as field trips, flipped 

classrooms, or using technology in teaching. Using individual dimensions as keywords, 

e.g., “interaction with students” and “teaching feedback,” gave more relevant results. 

Out-of-classroom practices have not been studied to the same degree as in-classroom 

practices that have been collapsed into a set of assessable dimensions.  

Among the four dimensions, interaction with students and using feedback are 

covered more extensively in the literature than setting goals and teaching preparation. 

Goal setting is usually included in conceptions of teaching. Interestingly, teaching 

preparation, which is considered as an important activity in teaching (Spencer, 2003), has 

not been covered as a separate research topic. Similarly, I tried to use “teaching 

preparation,” “preparing teaching,” “lecturer preparation,” “preparing lecture” in 

specific higher education journals and Google Scholar. The results were mainly around 

teacher preparation, as in teacher education, or preparation for professionals who want 

to start teaching in higher education. However, when the words “teaching preparation” 

were used in a regular Google search, it yielded more promising results. Among the top 

five results were guides for teaching preparation targeting tutors/teaching assistants at 
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Yale University, the University of Technology Sydney, Stanford University, and the 

University of Washington. The sites from Yale, Sydney, and Stanford, specifically, give 

practical tips for teaching preparations, including setting objectives, successful first class 

contact, going over the material and the like. However, none of them gives academic 

references. The University of Washington gives more comprehensive help with external 

links, resources, and a bibliography, but it is intended as an online introduction to 

teaching and learning, not specifically for teaching preparation.  

Interaction with students outside the classroom has been covered well in the 

literature of teaching and learning in higher education. The interaction between students 

and academics is considered important for a student’s success. Through different 

research, faculty approachability, immediacy, or out-of-classroom communication 

contributes to the success of vulnerable students (Devlin & O’Shea, 2012), increased 

student outcomes (Dobransky & Frymeier, 2004), and students’ persistence (Pascarella & 

Terenzini, 1979). There is also a study assessing students’ perception of informal 

interaction with lecturers, conducted in one US university by Cotten and Wilson (2006). 

In this qualitative study, they found that despite the importance of out-of-classroom 

interaction, students do not use this opportunity (Cotten & Wilson 2006). The 

participants indicated that the lecturers’ attitude towards them plays an important 

factor in the frequency and the format of interaction. The finding is similar to Devlin and 

O’Shea’s (2012) that not all academics are approachable, but those who are can give 

vulnerable students support to be persistent and confident in their study.  

Being approachable is not enough, the academics should also be available to the 

students. A study in a US university investigated the availability of professors during their 

posted office hours (Pfund, Rogan, Burnham, & Norcross, 2013). The institution has a 

rule that each academic should have published office hours of a minimum of 3 hours a 

week, and academics are expected to make themselves available to meet with students. 

Of the 243 active full-time academics, 22 did not post their office hours. The remaining 

221 were observed during their posted office hours. Pfund et al. (2013) found that 76% 

of them were present, while the rest were absent, which is almost a quarter of the full-

time academics. Not posting their office hours or being unavailable may put students off 

seeing them and label them as unapproachable (Cotton & Wilson, 2006; Pascarella & 
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Terenzini, 1979; Pfund et al., 2013). Therefore, to enhance students’ experience during 

their study, both students and lecturers are responsible for the interaction happening.  

The last dimension investigated is the use of feedback. Although institutions 

usually gather students’ feedback through SETs or peer observation, the feedback may or 

may not be used by individual academics. This topic is less explored than the design of 

SETs. Indeed, there is not enough understanding on what happened after the collection 

of feedback. How do academics react to it? Is the feedback used to increase the quality 

of teaching and learning? (Chan, Luk, & Zhen, 2014; Moore & Kuol, 2005; Kember et al., 

2002; Stein et al., 2013). Teaching feedback may come from different sources such as 

SETs, peer review, or student drop-out rates. However, SETs are most often used in a 

high-stakes situation such as employment decisions and reward giving (Kember et al., 

2002).  

The relationship between feedback and improved practice is often just assumed 

to be a logical path (Kember et al., 2002; Moore & Kuol, 2005). However, Kember et al.’s 

(2002) study of multi-year SET results in a university in Hong Kong revealed that despite 

the centralised and routine collection of feedback, the teaching performance as 

measured by the SET showed no improvement. Studies exploring academics’ reaction to 

teaching feedback show that academics’ response is varied and often counter-productive 

to the aim of feedback (Chan et al., 2014; Moore & Kuol, 2005; Stein et al., 2013). In a 

small-scale study in an institution in Ireland, Moore and Kuol (2005) investigated 

academics’ reaction to newly implemented SETs. They found that academics can find 

negative feedback humiliating and devastating, while positive feedback can be a pleasant 

surprise (Moore & Kuol, 2005). Academics’ reaction may come in the form of denial, 

elation, or defensiveness, and these emotional reactions may reduce the real meaning of 

feedback (Moore & Kuol, 2005).  

In a similar tone, Arthur (2009) also found that academics’ decisions to make 

changes to their teaching practice are influenced by more than just feedback. In her 

study of lecturers’ responses to feedback in an institution in the UK, she found that 

lecturers’ perception filters their acceptance of and reaction to SET results (Arthur, 

2009). Lecturers tend to attribute positive feedback to their teaching skills and negative 

feedback to factors that they cannot directly control such as students’ motivation or the 

curriculum. Thus, factors triggering negative feedback are not always simply the opposite 
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of positive ones. Such bias influenced lecturers’ judgement of whether they should 

change anything related to their teaching (Arthur, 2009).  

Failure to maximise the value of feedback is also related to lecturers’ perceptions 

of the purpose of SETs. Data from SETs may be used to inform academics of their 

teaching, but it is also used by the institution for human resource purposes (e.g., 

contract extensions) or requirements of accountability procedures (Arthur, 2009; Chan et 

al., 2014; Kember et al., 2002). Kember et al. (2002) and Chan et al. (2014) proposed that 

lecturers may not care about changing their practice if they do not feel rewarded. At the 

time when academics’ time is spread across many roles, and in an environment where 

research is more valued than teaching, there is little incentive for lecturers to do 

anything, which makes the procedure useless (Arthur, 2009; Chan et al., 2014; Kember et 

al., 2002). This is also frustrating for students, who think that their feedback does not 

bring any change (Spooren & Christiaens, 2017). Although students believe that SETs are 

useful to channel their opinions on the teaching they experienced, they have doubts 

about whether the academics  use it (Spooren & Christiaens, 2017). This may create 

antipathy and hinder students from giving meaningful feedback in SETs.  

The usefulness of feedback also depends on the follow up. It has been found that 

SET feedback is not used as a tool to open conversations about teaching and how to 

improve it. Receiving SET results is treated as an individual and personal activity, and 

whatever the result, it is treated personally through lecturers’ values, biases, and 

professional judgement (Arthur, 2009; Kember et al., 2002; Stein et al., 2013). Successful 

feedback gathering should be followed by a better procedure to guide academics to 

interpret the result and access the right support to improve. A whole cycle, from 

identifying problems to proposing solutions, like mentoring, increases the likelihood of 

creating and fostering change in teaching, which then can influence students’ outcomes 

(C. Smith, 2008; Stein et al., 2013). Three sample initiatives can be found in C. Smith 

(2008), Curwood, Tomitsch, Thomson, and Hendry (2015), and Hall and Sutherland 

(2013). Hall and Sutherland (2013) described the supports a university gives to their 

student-tutors. One of the supports is a workshop on understanding teaching feedback, 

and how to use it to improve their tutorials. The academic developer team is also 

available for consultation, which potentially are available to consult about students’ 

feedback. C. Smith (2008) describes a comprehensive programme to deal with feedback, 



75 

which includes consulting and structured teaching and learning workshops. Curwood et 

al. (2015) reported an attempt to manage individual SET results and extend the feedback 

usefulness through a mobile application. The studies by C. Smith and Curwood et al. 

reported pilot stages of their respective projects; neither have yielded usable data to 

assess changes in teaching practice. However, both studies recognise the opening for 

conversation about feedback in their academic life and the local and national resources 

accessible to them (Curwood et al. 2015; C. Smith, 2008). In this regard, SET results are 

used as a part of the professional learning of academics. 

4.2.2. Academics’ professional development: Moving towards professional 

learning. 

Professional development in the higher education context is a series of formal 

and structured events targeting the development of academic skills, especially teaching 

and learning, typically in the form of workshops, seminars, and courses (McKee, Johnson, 

Ritchie, & Tew, 2013; C. Stewart, 2014). Supporting academics’ development has become 

a more pronounced and important activity in the last 40 years or so, resulting in  new 

and growing  academic developer positions (Austin & Sorcinelli, 2013).The increased 

awareness to support academics is responded by having a centralised supporting unit 

which then create formal teaching courses (Austin & Sorcinelli, 2013). However, there is 

a growing recognition of informal learning, which moves the importance of supporting 

academic development from professional development towards professional learning 

(Easton, 2008; Knight, Tait, & Yorke, 2006; C. Stewart, 2014; Timperley, 2008). 

Professional learning recognises informal learning beyond formal events, including the 

communities of practice, everyday interaction, professional conversation, listening and 

using feedback, being proactive in finding support, and the importance of a learning-

supportive environment in the workplace (Gerken, Beausaert, & Segers, 2016; C. 

Stewart, 2014; Timperley, 2008).  

Relying on formal activities has been criticised as centralised and not contextual 

(Knight et al., 2006, Timperley, 2008). Informal learning is identified as superior in the 

workplace, and most learning is happening informally anyway (Knight et al., 2006). In 

Knight et al.’s study of tutors at the Open University, non-formal learning plays a 
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significant role in their general professional formation as higher education teachers, 

while formal learning is needed for specific professional formation.  

The weakness of formal learning is in the commitment needed for it to happen 

and be sustained. In a review of US-based professional development studies, institutional 

support and incentives given to attend development opportunities play an important 

role in the learning success (McKee et al., 2013). Moreover, there is a misfit between 

what academics perceived as important areas and the real development supported by 

the institution (McKee et al., 2013); thus, the academics’ real needs are not met. 

Academics also struggle to attend formal learning events, complaining that time is simply 

not available for them to attend and to implement change (Czerniawski, Guberman, & 

MacPhail , 2017; McKee, Johnson, Ritchie, & Tew, 2010 in McKee et al., 2013). Growing 

workloads and multiple roles provide less incentive for implementing change 

(Czerniawski et al., 2017).  

This criticism of formal development activities does not mean that they do not 

work or are undesirable. Knight et al.’s (2006) findings show that formal events are very 

useful to disseminate practice, procedures, or the specific techniques required to do the 

job. Czerniawski et al. ’s (2017) participants, who came from six different countries, 

demonstrated contradictory choices for their academic development. On the one hand, 

they indicated their most preferred learning activities were personal reading, informal 

conversations with other colleagues, visits to other schools, learning about current 

development in teacher education, and performing action research (Czerniawski et al., 

2017). On the other hand, to fulfil their identified development needs (both academic 

and educational), they refer to formal learning, such as workshops and courses, as the 

best way (Czerniawski et al., 2017). This signals that formal events still play an important 

part in learning.  

One case that shows that a combination of formal and informal learning can 

improve teachers’ practices, which in turn increases students’ learning outcomes, is 

reported by Rutz, Condon, Iversion, Manduca, and Willet (2012). They conducted a study 

to evaluate two universities’ projects in developing students’ critical thinking. Through 

multiple data sources and collection methods, they found that academics who 

participate more frequently in both explicit and implicit learning for professional 

development have students who perform better academically. In this study, the authors 



77 

made comparisons between the group who did implicit learning, the group who 

combined implicit learning with low explicit learning participation, and the group who 

combined implicit learning with high explicit learning participation. Those with both 

implicit and high levels of explicit learning achieved higher student outcomes (Rutz et al., 

2012).  

Despite its perceived importance, measuring the impact of professional 

development is not well established in higher education literature (Rutz et al., 2012). This 

is paradoxical with the accountability culture in the current higher education 

environment. In the school context, there is already a culture to measure professional 

development in terms of students’ outcomes, as reviewed by Lauer, Christopher, Firpo-

Triplett, and Buchting (2014). There is less agreement on the impact of measuring in a 

higher education context (Jones, Lygo-Baker, Markless, Rientiss, & Di Napoli, 2017). 

Depending on the answer to the question “impact for who?”, the impact can be 

measured through changes in practice, students’ outcomes, or compliance with audit 

requirements  (Jones et al., 2017). Although there are already several measures for 

academic development impact (Jones et al., 2017), they have not yet been widely used.  

4.3. Teaching Practices of Part-Time Academics 

This section lays the foundation for this study’s attempt to compare PTAs’ and 

FTAs’ teaching practices. Few studies specifically report on PTAs’ teaching practice. 

Studies conducted mainly make comparisons of effectiveness between PTAs and FTAs, 

and the majority compare the observable dimensions of teaching through SETs or grade 

comparisons. Due to the increase of non-traditional academics in higher education, some 

studies have been designed to investigate the relation between academics’ employment 

status and student retention, mainly in the U.S. Non-observable dimensions have not 

been investigated extensively, which leaves a hole in understanding the PTAs’ out-of-

classroom practices and how it is different to that of FTAs.  

4.3.1. Studies using SETs. 

Teaching practice can be investigated through observing teaching in the 

classroom. Studies based on comparisons of SET results for PTAs and FTAs show that 

there is no significant difference in student satisfaction in Australia (Salamonson, 
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Halcomb, Andrew, Peters, & Jackson, 2010), in the U.S.(Gappa, 1984; Landrum, 2009; 

Ronco & Cahill, 2006), and Canada(Warme & Lundy, 1998).  

One study found that students in a nursing programme in Australia rated the 

effectiveness of FTAs significantly higher than PTAs (Allison-Jones & Hirth, 2004). However, 

the authors warned that this result should be interpreted carefully as they have a problem 

with variance of population, which may increase the risk of statistical error. In view of 

these studies of students’ perceptions, it seems that there is stronger support for the claim 

that students ratings of PTAs’ and FTAs’ are not significantly different.  

4.3.2. Studies of teaching methods using self-reporting survey. 

Investigations of PTAs’ teaching have employed instruments other than SET. In 

studies using sources of data other than students, the results more often conclude that 

there are differences in teaching between PTAs and FTAs. One such study, using big 

survey data, was conducted by Schuetz (2002). In a US nationwide survey, the Centre for 

Study of Community College Survey 2000, participants were asked to estimate the 

proportion of their time spent using the available options given, such as lectures, 

discussions, field trips, guest speakers, etc. Schuetz found that there was no significant 

difference between PTAs and FTAs in the proportion of teaching methods used in their 

classes. Both groups used a combination of lectures, discussions, and quizzes as the 

majority of methods, which accounted for about 2/3 of their class time. The remainder 

of the time was spent on various activities, which also did not show significant 

differences between the two groups. However, Schuetz found that the two groups were 

different in what they “never do” instead of what they “usually do.” A bigger proportion 

of PTAs never used various methods such as film/media, internet/ICT, laboratory 

experiments, and guest lecturers, and Schuetz expressed a concern that PTAs’ students 

had less exposure to a variety of learning methods. Although Schuetz’s findings offer a 

basis for looking at differences in teaching between the two groups, her research is with 

community college teachers. A similar study at the university level is needed to provide a 

stronger claim of teaching differences between PTAs and FTAs in universities. One such 

study, conducted by Umbach (2007), is considered an important one in the area of full-

time non-tenure track and part-time academics study.  
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Umbach’s (2007) study involved academics in 130 higher education institutions in 

the U.S. Although it was not a nationwide survey, the survey was completed by more 

than 20,000 full-time and part-time academics. In his study, Umbach compared full-time 

tenured, full-time non-tenured and part-time academics, with their teaching practices 

including active and collaborative learning techniques, academic challenges, time spent 

preparing classes and overall interactions with students. Umbach found that full-time 

non-tenured-track academics behave in similar ways to the full-time tenured academics, 

while PTAs consistently showed differences to their full-time counterparts. PTAs were 

found to use active and collaborative techniques less frequently than the full-timers, 

they challenged their students less, and they also spent less time preparing their class 

than full-timers (Umbach, 2007). Given Schuetz’s findings, Umbach’s study is less 

detailed regarding the variation of teaching methods offered in the survey. The active 

teaching methods listed in the survey were limited to mainly discussions, collaborative 

projects, in-class writing, and student presentations. The list is not as exhaustive as 

Schuetz’s, but it does cover what appeared to be the majority of teaching methods 

employed in class. Umbach found the biggest difference between PTAs and FTAs was 

their interactions with students, specifically interactions on topics other than the course 

(Umbach, 2007). Umbach’s study is among the first to investigate the teaching practices 

of part-time versus full-time academics and has been used widely as the benchmark for 

studies on full-time non-tenure track and part-time academics.  

However, another study offers a slightly different result. Using nationwide survey 

data in the US, Baldwin and Wawrynski (2011) compared questions indicating learner-

centred and subject-centred teaching strategies based on employment types and 

academic environment. They found that part-time lecturers were more likely to employ 

subject-centred teaching strategies like multiple-choice exams. Full-time non-tenured 

lecturers’ teaching practices were more similar to the full-time tenured lecturers than 

part-time lecturers, which is consistent with Umbach (2007). Although the results 

indicated differences between different employment groups (part-time, full-time 

contingent, and full-time academics), they warned that the effect sizes were small to 

moderate. Also, no significant differences in teaching strategy were found between 

employment statuses in several study programmes as opposed to the differences found 

in the overall data.  
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These three studies offer a different look at part-time and full-time academics’ 

teaching methods. Although all of them use big data, covering multiple institutions or 

nationwide coverage, the results offer variation with regard to whether the differences 

between employment status is significant or not. It can be inferred that PTAs use more 

limited choices of methods, but it is not clear to what extent they differ from FTAs in the 

use of active learning or student-centred strategies.  

4.3.3. Studies on the impact of employment status on the retention of students. 

Some studies investigating PTAs as teachers examine the impact on students 

through longitudinal data. These studies look at differences in student retention or their 

intention to take similar topics based on instructors’ status. Using data from four public 

universities in the US, Eagan and Jaeger (2008) investigated the effect of exposure to 

different types of instructors teaching gatekeeper courses, and to student achievement 

and retention. The employment status included full-time tenured, full-time tenure 

ineligible, graduate students, and other part-timers. The results suggested that being 

taught by full-time tenured ineligible and graduate students was more similar to full-time 

tenured instructors and did not seem to affect student performance and retention. 

However, first-year students whose gate-keeper courses were taught by other part-time 

teachers were less likely to re-enrol in the subsequent semester (Eagan & Jaeger, 2008). 

Other studies with similar findings include Schibik and Harrington (2004) who found 

negative relationships between exposure to part-time instructors and retention in the next 

semester in one institution in the US. However, their study is criticised because the 

students who took part-time classes mostly had lower GPAs and lower SATs to start with, 

which may have contributed to their retention level. Ronco and Cahill (2006) conducted 

their study in one institution. After controlling other variables contributing to retention, 

they found that students who took less than a quarter of their courses with full-time 

instructors in the first semester were more likely to drop out, while those with  equal split 

of both FTAs and PTAs might not be affected.  

This negative effect is again inconclusive. Jaeger and Eagan (2011) conducted a 

follow-up study to see the effect of different types of instructors on first-year student 

retention. Using demographic and academic data of first-year students from six 

institutions in the US, they found that the retention rate differs between institution type 



81 

and instructor types. Although higher exposure to part-time lecturers negatively affects 

retention in four institutions, it positively affects retention in doctoral extensive 

institutions (Jaeger & Eagan, 2011).  

Other studies extend Jaeger and Eagan’s finding. Figlio, Schaphiro, and Soter 

(2013) present the opposite findings. In their study of first-term students in a university 

in the US, they found that students taught by non-tenure-track academics are more likely 

to take subsequent courses in the same topic and have better performance compared to 

those taught by full-time tenured professors. However, they do not specify who the non-

tenure academics are or how many of them are full-time or part-time. Another study 

conducted by Bettinger and Long (2010) specifically explored whether students taught by 

adjunct instructors or by full-time professors are more or less likely to take subsequent 

courses in the same topic. They found that there was no relationship between instructor 

type and students’ tendency to take more advanced courses on the same topic. Finally, a 

study in an institution in the US shows that part-time instructors cannot be used to judge 

the quality of student outcomes and retention (I. Y. Johnson, 2011). I. Y. Johnson 

demonstrated that controlling variables contributing to student retention eliminates the 

effect of PTA instruction, although he also found that PTAs tend to give higher grades 

than FTAs (I. Y. Johnson, 2011).  

The studies show that the negative effect of PTA exposure on student retention 

decreases over time. Older studies like Schibik and Harrington (2004), Ronco and Cahill 

(2006) and Eagan and Jaeger (2008) found more consistent negative relations between 

students taught by PTAs and their retention. However, newer studies such as Bettinger 

and Long (2010), Jaeger and Eagan (2011), I. Y. Johnson (2011) and Figlio et al. (2013) do 

not show significant differences in retention based on exposure to different types of 

instructors, or even show positive relationships. These differences between the older 

studies and newer studies may be the result of better analysis techniques such as 

controlling more variables (Figlio et al., 2013; I. Y. Johnson, 2011.). It may also show 

improvement in support for PTAs, as indicated by Jaeger and Eagan (2011), or increased 

qualifications of PTAs overall, as there is a growing number of postgraduate student-

tutors and PhD graduates doing casual teaching (Strachan et al., 2012; Sutherland & 

Gilbert, 2013). Bettinger and Long (2010) also indicated that profession-based 

programmes like nursing get more benefit from having PTAs who have a strong 
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professional background, and these groups of PTAs are seen as valuable and they 

motivate students to be closer to the profession. Thus, the relationship between 

exposure to PTAs and student retention is not conclusive. There are too many variables 

that may affect retention (Jaeger & Eagan, 2011), and the effect differs between 

institution type (Jaeger & Eagan, 2011) and study programmes (Bettinger & Long, 2010).  

4.3.4. Out-of-classroom teaching practices.  

Very few studies investigate out-of-classroom teaching practices, which include 

interactions with students (including advising), availability, and teaching preparations. 

More generally, findings of out-of-classroom practices are part of bigger studies. It is 

commonly found that PTAs are more limited than FTAs in this area of teaching. The PTAs’ 

limitations include time availability, the level of supports received from from the 

institution, and pay. Gappa and Leslie’s (1993) study shows that having no access to an 

office was one aspect that makes PTAs reluctant when students wants to consult them. 

The freeway fliers, those who managed to teach in multiple institutions, found it difficult 

to find time to provide interaction time (Berry, 2005; Gappa & Leslie, 1993; Rajagopal, 

2000). Pay is a hindrance to advising as out-of-classroom activities are mostly not paid 

(Berry, 2005; Gappa & Leslie, 1993; Rajagopal, 2000).  

Studies specifically investigating out-of-classroom practices are few, more studies 

focus on in-classroom practices or employment relations. Two studies in particular 

investigate PTAs’ out-of-classroom practices. One compares PTAs with FTAs (Umbach, 

2007), the other specifically focuses only on PTAs (Pisani & Stot, 1998). Umbach’s study 

combines the investigation of both in-classroom and out-of-classroom practices, while 

Pisani and Stot’s examines PTAs’ advising practices.  

Umbach’s (2007) study provides empirical evidence on differences between PTAs 

and FTAs in interactions with students and time allocated for teaching preparation . He 

found that PTAs interact less with students and spend less time preparing for their class. 

For interaction with students, he measured two sub-interactions: interaction related to 

course content, and interaction in non-subject-related interaction. Although PTAs score 

lower in both sub-scales than FTAs, the difference is more apparent in the interaction in 

non-subject-related matters. 
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Pisani and Stot (1998) conducted a study specifically on PTAs to investigate their 

developmental advising practices, which are the informal and non-subject-related 

interactions. These provide opportunities for students to discuss academic concerns, 

careers, and values (Pisani & Stot, 1998). In their study, they found that the PTAs do 

developmental advising, which is broken down into advising on careers, on school work, 

on personal matters, and on student research. On a scale of 1–4, each element of 

developmental advising reached a score of 2.19 – 2.74 (Pisani & Stot, 1998), which 

indicated that PTAs do take some responsibilities for advising. In their study, Pisani and 

Stot focused on factors that predict PTAs’ advising practices. They found that integration 

into a department is the strongest factor, followed by gender (females are more likely to 

do advising), teaching desire, and satisfaction with the teaching support facility (Pisani & 

Stot, 1998). To the extent of my knowledge, this study is the only one to investigate 

PTAs’ advising specifically.  

In-classroom experience is more dominant in teaching literature and has been 

covered through multiple perspectives: PTAs and FTAs, students, and institutions. Out-

of-classroom practices have only been covered through a single perspective, the 

academics. Although studies show that out-of-classroom experience is important in 

students’ success and retention (e.g., Metzner, 1989; Pascarella & Terenzini, 1979), there 

is a lack of these studies in relation to PTAs.  

4.4. Professional Development for PTAs 

 This review is divided into formal versus informal learning in PTAs’ professional 

development, new initiatives in PTAs’ professional development, and challenges in PTAs’ 

participation. Most of the literature on professional development of PTAs highlights the 

lack of opportunities offered to this group. Harvey (2017) noted in her editorial for the 

International Journal for Academic Development that despite the global increase of part-

time academics, academia has not caught up with providing them with systematic 

academic development. According to her, higher education institutions still provide 

academic development based on the full-time employment model.  

 In a structured review on professional development for PTAs between 2000-

2015, Hitch, Mahoney and Macfarlane (2018) found that professional development 

opportunities for PTAs are lacking despite the identified risk for undergraduate students’ 
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education. They branded this situation as systemic inequities, which do not match the 

importance of PTAs in current Australian higher education context. They thus point that 

now is a time for change, to provide a more structured professional development for 

PTAs that will benefit all three stakeholders: students, academics, and the universities.  

4.4.1. Formal versus informal learning in PTAs’ professional development. 

Professional development of PTAs in the higher education context is  often 

described as lacking. This can be seen from the perspective of institutions and PTAs. The 

literature indicates that institutions have a lack of commitment to developing their PTAs 

(Bryson, 2013; Percy & Beaumont, 2008; Ryan & Bhattacharya, 2012). PTAs are largely 

recruited for financial reasons, and the relationship between institutions and PTAs tends 

to be transactional and cost effective (Percy & Beaumont, 2008), which leads to 

institutions’ lack of commitment in this area.  

In his review of professional development of PTAs in the UK, Bryson (2013) 

concluded that professional development (including induction, courses and training, 

mentoring, and appraisal) is lacking, as shown by low initiatives across the country to 

engage PTAs in development activities. Despite countrywide initiatives such as the 

Higher Education Academy (HEA)’s programmes and the Centre for Excellence in 

Teaching and Learning (CETLS), the programmes do not specifically target PTAs (Bryson, 

2013). Programmes that support PTAs are few and depend on individual institutions.  

In Australia, the nationwide Benchmarking Leadership and Advancement of 

Standards for Sessional Teaching (BLASST) project provides a set of benchmarking 

guidelines usable for different stakeholders in institutions: at individual level, 

department level, faculty level and institutional level (Luzia & Harvey, 2013). BLASST, 

through its B-BIT online activity, guides people to reflect on and report their current 

policies and support related to PTAs based on three principles: quality learning and 

teaching, support for sessional staff, and sustainability (Luiza & Harvey, 2013). The 

individual report is generated at the end, showing whether the practice meets the 

criteria of good practice, is of minimum standard, or is unsustainable (Luiza & Harvey, 

2013). The true value of this guide is the opportunity it creates to have a guided open 

discussion with different stakeholders (Luzia, Harvey, Parker, McCormack, & Brown 

2013). In a report of four case studies piloting the BLASST guide, the guide was used in 
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structured workshops in four different types of universities in Australia. Each 

stakeholder, from PTAs to institution leaders, was able to come to a better 

understanding of what was and was not available, and what could be done about it 

(Luzia et al., 2013). Although the guide has been found to be excellent and user-friendly 

(Luzia et al., 2013), more studies are needed to evaluate whether the guide brings 

impact to the practices in managing PTAs.  

Other studies reported a less comprehensive approach. For example, Ryan and 

Bhattacharya (2012) explored the barriers to professional development in an Australian 

institution. According to the participants in their study, PTAs had better support 

regarding the work process and resources, such as administrative support, than support 

for inclusion and skill development (Ryan & Bhattacharya, 2012). Access to development 

opportunities, attending conferences and advice on career opportunities were given low 

scores in their survey, indicating that the institution does not invest in the development 

of PTAs.  

In another Australian study by Anderson (2012), a more detailed picture of the 

patchy availability of programmes for PTAs was outlined. Anderson also pointed out that 

even in the same institution, induction to teaching can differ in implementation, with 

some PTAs experiencing a formal course and others not given teaching preparation at all. 

There was also a problem with the lack of integration into the departmental processes, 

as the PTAs felt the meetings or other activities were aimed towards full-timers. One 

interesting finding is the possibility that the institutions might have missed the best of 

their PTAs by not recognising their talent or experience. Overall, the PTAs felt 

marginalised and restrained, thus limiting what they could contribute to the institution.  

Providing separate treatment to FTAs and PTAs is a continuous theme. Following 

Kimber’s (2003) proposition of the FTAs being core and PTAs being on the periphery, 

FTAs continue to receive regular facilities in their employment, including professional 

development. As their work provides prestige to their institutions in the form of 

publications, grants, industry relations, and tenure composition, institutions tend to 

provide FTAs with support such as paid time to do non-teaching roles and paid 

opportunities to engage in academic communities such as conferences and workshops. 

This prioritisation of FTAs creates a divide, reinforcing the two tracks of academic 
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employment between FTAs and PTAs or between core and periphery (Kimber, 2003), and 

it extends to professional development as well.  

There is a tendency for PTAs’ professional development to only focus on formal 

events such as teaching courses or workshops. In their review of the casualisation of 

academics in Australia, Percy and Beaumont (2008) noted that professional development 

of PTAs focuses on general teaching-skills development such as a teaching course. This 

general model is widely adopted because it is financially efficient and can be conducted 

centrally, regardless of the specific needs of individuals. As well, it can be managed by a 

central academic development unit without involving departments. Although a general 

teaching course is useful, Percy and Beaumont argue that it does not provide 

professional formation as teachers, which happens in departments.  

The call for better involvement of PTAs within departments is also found in other 

empirical studies on PTAs’ professional development, such as Knight et al.’s (2006) study 

of PTAs and FTAs at the Open University in the UK. Knight et al. argue that both informal 

and formal learning are needed and are important for different purposes. Professional 

formation is developed in social learning through professional interaction, while formal 

learning is suitable for learning specific aspects of the job. They insist that informal 

learning in the form of, for example, collegial conversation and advising, is more 

important overall. This aspect of professional learning is often missed as institutions 

focus more on centralised formal learning methods (Knight et al., 2006). Newer studies 

also recognise the need to develop supportive environments for informal and social 

learning in addition to formal learning events (e.g., Baik, Naylor, & Corrin, 2018; Beaton, 

2017; Ryan & Bhattacharya, 2012; Webb, Wong, & Hubbal, 2013). In their study, Ryan 

and Bhattacharya (2012) found that PTAs use informal learning and internal attributes 

(confidence, motivation, real-world experience) more than formal learning methods and 

external attributes (workshop and mentoring) in their teaching development. Self-

confidence, real-world experience, and preparation time were high on the list of factors 

assisting teaching development, while mentoring, workshops/courses, and having the 

same students as the previous year were listed as the bottom three (Ryan & 

Bhattacharya, 2012).  

The literature draws attention to the need for better integration between 

professional development and departmental context, and between formal and informal 
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learning. There is a growing body of publications reporting new models for PTAs’ 

professional development that include the elements of integration of PTAs into the social 

learning environment, contextualised learning in the department, and a holistic 

approach that goes from the selection process through to the professional development 

stage. Some sample cases will be discussed in the next section. 

4.4.2. New initiatives in PTAs’ professional development.  

Following recognition of the need to better integrate PTAs into the higher 

education system beyond transactional teaching practice, several new initiatives 

combining formal and informal learning are reported in the literature. In this section, a 

summary of systemic and holistic initiatives, with examples, are presented. In addition to 

programme-level/ institution-level initiatives, a micro initiative on course-level is also 

reviewed. Both the holistic and course-level initiatives show an attempt to recognise 

problems PTAs might experience and support them to be an integral part of the 

institution. The programmes reviewed in this section come from the US and Australia 

and illustrate there has been a shift from a differentiation of treatment towards better 

integration of professional development for PTAs.  

4.4.2.1. Holistic approach. 
An holistic approach provides support to PTAs beyond a series of teaching 

workshops. A sample of such approach is the multi-year project conducted at the School 

of Dentistry, University of Adelaide, Australia, to establish a systematic professional 

development support for PTAs that was not available before (Lekkas & Winning, 2017). 

The project consists of three major cycles to develop their integrative programme. The 

focus of the development is to improve students’ experience, especially in assessment 

rigour, feedback and grading. The first cycle focuses on developing training programmes 

for PTAs, the second cycle focuses on providing support such as resources and 

administrative support, and the final cycle focuses on sustaining good practices. 

Throughout the cycles, the team incorporates feedback from the PTAs and makes 

improvements in each cycle accordingly. The integration of PTAs at the department level 

is designed to occur through formal learning specifically designed by the department and 

requires only minimal support from the academic development unit. In addition, the 

project proposed for a position of a dedicated administrative staff member, and the 
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assignment of an academic coordinator who acts to bridge the communication between 

the department and the PTAs.  

The programme is both systemic and contextualised at the programme level, 

which means that it is standardised and is likely to be sustainable. However, Lekkas and 

Winning are not explicit on how successful this programme has been, as there was no 

previous programme to compare it with. In each cycle, PTAs’ participation in data 

collection and the formal learning events fluctuated, but was no higher than 41% (Lekkas 

& Winning, 2017). Moreover, Lekkas and Winning maintain that differences in feedback 

and grading still exist, but there is no discussion of whether it has lessened. The feedback 

from the PTAs was positive, as they appreciated improved working facilities (i.e., 

dedicated tutor room, parking vouchers), and there was an improved understanding and 

better involvement in the grading and moderation processes. The PTAs also felt that 

communication with the department and the institution in general had improved.  

Another holistic approach is reported in a Faculty of Social Work at a university in 

the United States. Fagan-Wilen, Springer, Ambrosino, and White (2006) described the 

systemic approach to support PTAs based on a needs assessment for PTAs conducted as 

a part of the project. Five important changes were made, including the appointment of a 

liaison officer to support PTAs, departmental recognition of PTAs, improving the 

information system to enable better connection between PTAs and FTAs, establishing 

opportunities for PTAs and FTAs to work together, and in-service teaching workshops.  

 Fagan-Wilen et al. (2006) maintains that the changes had successfully supported 

informal and formal learning. The informal interaction initiatives, such as a brown-bag 

lunch, enabled PTAs to network with FTAs and was considered valuable for professional 

formation and to build communication between PTAs and FTAs. This initiative also paid 

attention to the physical working-space of PTAs by upgrading this and the facilities so 

that PTAs had space for students to consult with them. In short, the initiative recognised 

the problems posed in the needs assessment.  

In both examples, there is a common theme of integration into a community of 

practice, crucial for the PTAs’ development. The two initiatives demonstrate that it is not 

enough to provide single events of formal learning, but that institutions should attempt 

to integrate PTAs into academic and social life to engage them better as academics. 

Improving self-worth by providing facilities, upgrading communication systems, and 
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encouraging informal interactions between PTAs and FTAs were shown to be effective in 

the current system.  

4.4.2.2. Course-level initiative. 
Another professional development initiative sample reported in the literature is 

at course level. Byers and Tani (2014) report an initiative to engage sessional tutors on a 

specific course to address students’ enrolment and attendance. The full-time course 

coordinator invited sessional tutors for a paid meeting to discuss progress and problems. 

This model enables informal learning, informal mentoring, and fosters networking 

between full-time and part-time academics (Byers & Tani, 2014). From the course 

coordinator’s perspective, the benefits from this model include better communication 

between coordinator and tutor and monitoring of what happened in tutorial classes. This 

enables early problem detection and prevention, and opportunities for the tutors to 

develop pedagogical skills. From the tutors’ perspectives, the benefits include increased 

confidence in delivering tutorials as they are more prepared, course consistency 

between sessional tutors, and using the weekly meeting to seek and use ideas from 

other tutors. Tutors also understand more clearly the intended learning outcomes as 

directed by the course coordinator, as well as developing their pedagogical skills (Byers & 

Tani, 2014).  

Byers and Tani’s study shows that course-level initiatives embedded in the 

context of the programme can be effective. Informal learning happens in the mentoring 

programme, and increases the capability and confidence of the tutors. The weekly 

meeting creates a community of practice, including a senior academic (course 

coordinator) with experienced and non-experienced tutors. In the end, the main goal to 

reduce drop outs and increase attendance is achieved.  

In conclusion, both holistic and course-level development programmes have a 

common theme. The main objective is to create a supportive community of practice that 

is inclusive of PTAs. The efforts recognised that not all PTAs will join all of the 

programmes due to other career limitations. However, opening up the divide between 

PTAs and FTAs enables them to work better together and increase participation of the 

PTAs. It also enables PTAs to learn informally about the department’s plans and 

problems, as well as sharing teaching strategies between them.  
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4.5. Conclusion 

This chapter is divided into two main parts: a general overview of dimensions of 

good teaching and how to measure them, and a review of studies on PTAs’ teaching 

practices. The first part of the review aims to explain aspects I am going to investigate in 

the teaching practices part of this study. I consider both the observable and non-

observable dimensions of teaching as worthy of investigation, as teachers do have more 

roles than just being inside a classroom, teaching material. In Indonesia, a teacher should 

be able to be in front of the students (teaching and setting examples), in the middle of 

students (giving ideas and encouraging initiatives), and behind the students (motivating 

and giving direction; Sarsito, 2006). In this study, I use multiple methods to gather data 

on observable and non-observable classroom practices. The use of multiple methods and 

data sources can enrich the understanding of PTAs’ and FTAs’ teaching practices, and will 

form a complete picture of them as teachers. A more comprehensive explanation of the 

multiple methods and data sources is provided in Chapter 5, while the details of the 

methods in investigating teaching practices are available in Chapter 7.  

There are more studies on PTAs’ teaching practices focusing on observable 

dimensions and the effect of PTAs on retention. As indicated in the first section, 

observable dimensions have been well studied, and scholars have agreed on sets of 

factors that can be observed through SETs. In the PTA context, studies using SETs show 

that students are mostly equally satisfied with both types of instructors. The older 

literature using institutions’ SETs is complemented by newer studies on PTAs’ effect on 

retention. More recent studies signal that PTAs are not less-effective teachers than FTAs. 

Therefore, in terms of actual teaching performance, assessment results, and students’ 

re-enrolment, PTAs and FTAs are mostly similar.  

Investigation into the out-of-classroom practice of both PTAs and FTAs is lacking. 

Studies in this area are limited to interactions with students and advising, both show 

differences between PTAs and FTAs in this area. Other dimensions, like preparation, 

teaching beliefs or perspective, and the use of feedback, have not been investigated 

specifically for PTAs. Professional development has more extensive literature, mainly 

showing the growing concern to better support PTAs in academia.  
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It seems that what is lacking in the investigation of PTAs as academics is the 

holistic approach that aims to understand them as academics. There are separate 

streams in PTA investigations. The first stream focuses on whether or not they can 

maintain the quality of teaching in higher education (e.g., Jaeger & Eagan, 2011; 

Umbach, 2007). The second stream focuses on employment conditions and the level of 

support given (e.g., Berry, 2005; Crimmins, 2017; Speed, 2007). The third is concerned 

with how the employment of non-traditional academics changes higher education (e.g., 

Kimber, 2003; Macfarlane, 2011; Whitchurch, 2008). These three streams rarely met in 

one study. The seminal studies of this sort are Gappa and Leslie (1993) in the U.S. and 

Rajagopal (2000) in Canada. This doctoral study attempts to combine these three 

streams in an Indonesian setting. 
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Chapter 5. Research Methodology 

The previous chapters have provided a foundation for this study’s aims, context 

and importance. This chapter explains the methodology used to answer the research 

questions posed. This study was conducted using a single case study with a mixed 

methods approach. The case is a campus of a private university in Jakarta, Indonesia. 

Two separate studies were conducted: Study 1 is a qualitative study, to explore the 

differences in the identity of part-time (PTAs) and full-time academics (FTAs), and how 

PTAs identify with their academic profession. Study 2 is a mixed methods study, aiming 

to explore and describe differences in teaching perspectives, inside and outside 

classroom practices, and attitudes towards professional development of PTAs and FTAs.  

5.1. Pragmatism, Mixed-Methods and Case Study 

In conducting a research project, there are many decisions to be made, starting 

with deciding what to study and then how to study it. Choices and decisions within the 

research project lead to different research pathways and implications. There are two 

views on designing research: one is the centrality of the researcher’s paradigm, and the 

other is the centrality of research questions.  

The centrality of the research paradigm came into focus as the debate between 

positivist and interpretivist, or quantitative and qualitative, research became 

pronounced. Quantitative research adopts a natural science approach to social science 

methodology and was dominant during the 20th century (Creswell, 2008). However, 

starting in the late 1960s, education scholars felt the need to find an alternative to 

quantitative research as it relies too much on the researcher rather than the participants 

(Creswell, 2008). This move started to bring qualitative research to the fore. During the 

1960s–1980s, research was polarised between quantitative and qualitative approaches; 

each research tradition had supporters defending their position and each was considered 

incompatible with the other (Bergman, 2008).  

Scholars who subscribe to centrality of paradigm tend to be more rigid in 

categorising paradigms and how they relate to methods, typically going from ontological 

perspectives to epistemology, approach, strategy and methods. Cohen, Manion, and 

Morrison (2007) summarise the journey to knowledge creation based on the subjectivist 
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– objectivist polarity, derived from Barrel and Morgan (1979, in Cohen et al., 2007). Each 

perspective, subjectivist and objectivist, has sets of assumptions, and they have a 

profound impact on the researcher’s choice, as explained by Cohen et al. (2007):  

Each of the two perspectives on the study of human behaviour outlined above 

has profound implications for research in classrooms and schools. The choice of 

problem, the formulation of questions to be answered, the characterisation of 

pupils and teachers, methodological concerns, the kinds of data sought and their 

mode of treatment—all will be influenced or determined by the viewpoint held. 

(p. 8) 

The centrality of the paradigm view resulted in what scholars referred to as the 

paradigm war. Quantitative and qualitative method are viewed as incompatible. As the 

qualitative method slowly regained its reputation during the 1960s-1980s, scholars 

turned their focus from research methods to the paradigm. This resulted in the 

overemphasised metaphysical interpretation of paradigms (Morgan, 2007). Instead of 

focusing on what research is capable of solving and how to use it, scholars subscribing to 

a paradigm as an epistemological stance used research to verify their stance on 

philosophical assumptions (Morgan, 2007). Morgan argues that this eliminates the 

possibility of communication between research and researchers from different 

paradigms. Although he appreciates that embedding epistemology into social science 

research discussion has grown research methods discussions beyond mere technicality, 

he proposed an alternative view on doing research by promoting pragmatism, with 

emphasis on the centrality of methodology instead of epistemology (Morgan, 2007).  

The trend towards pragmatism thus promotes the centrality of research 

questions. Punch (2005) differentiates research into two main groups: theory generation 

and theory verification. Theory generation research is typically inductive and uses a 

qualitative approach, whereas theory verification is typically deductive and uses a 

quantitative approach. However, quantitative research can also be used in theory 

generation and vice versa. In this way, Punch begins the research design from the 

purpose, leading to questions and methodology, instead of from the world view of the 

researcher. The research design is then dependent on the research questions: 

Quantitative types of questions need quantitative design, and qualitative types of 

questions need qualitative design. Pragmatism also opens the possibility of conducting 
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mixed methods research, instead of choosing just quantitative or just qualitative, as long 

as it fits the research questions (Mertens, 2010; Punch, 2005; Teddlie & Tashakkori, 

2009).  

A mixed methodology involving quantitative and qualitative methods is also 

useful for complex research questions that cannot be answered using only one method 

(Morse & Niehaus, 2009). Previous studies have reported mostly on one aspect of PTAs, 

as employees or as teachers. Typically, the studies employed one method, either 

quantitative or qualitative. What is lacking is a comprehensive study to give a more 

thorough understanding of PTAs as academics. Therefore, a combination of qualitative 

methods and quantitative methods was suitable to cover the complexity of the different 

aspects of PTAs I wanted to explore.  

Using a mixed methodology allowed me to combine methods to match the 

purpose and questions, which is in line with the eclectic nature of mixed-methods 

research. In investigating identity, qualitative methods are best for their in-depth and 

personal nature and are used extensively in academic identity studies (e.g., Clegg, 2008; 

Mathison, 2015; Montero-Hernandez & Levin, 2013; Whitchurch, 2009). The interview 

was chosen for the ability to tease out individual stories from PTAs and FTAs and allow 

for comparison of multiple identities of each group and their commitment to the 

profession and the institution. In investigating PTAs and FTAs as teachers, I also 

combined quantitative and qualitative methods. I used the Teaching Perspective 

Inventory (Pratt & Collins, 2000) to assess and compare teaching perspectives of PTAs 

and FTAs. Teaching practices were assessed from students’ perspectives, using a survey, 

and self-reporting through interviews. These two methods support each other in 

understanding the teaching practices of PTAs and FTAs. Overall, the use of mixed 

method allowed me to make inferences about how the two groups were different, and 

how to support better involvement of PTAs.  

5.1.1 Complex mixed-method design. 

In applying mixed methodology, more than one method is required. The design 

should be such that there is a core component and supplemental component (Morse & 

Niehaus, 2009) to differentiate the study from two independent studies put together. 

The core component is determined by the theoretical drive of the study, which can be 
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quantitative or qualitative, and the theoretical drive is determined by the research 

questions and purpose (Morse & Niehaus, 2009).  

Although mixed methods research is usually believed to be a combination of one 

quantitative and one qualitative method in one complete study, there are other 

possibilities, for example, one main component may have more than one supplemental 

component (Morse & Niehaus, 2009). Multimethod and mixed method design can be 

eclectic, and it needs to be clear what each method contributes in answering the 

research question.  

My study is a complex multiple-method project containing two studies: Study 1 is 

a qualitative design and Study 2 a mix of quantitative and qualitative design. Study 1 is 

the core component, examining the academic identity of PTAs and FTAs through their 

respective academic roles and their identification to their profession. Study 2 is a 

supplementary component investigating one particular academic role both PTAs and 

FTAs have, teaching. Figure 1 describes the overall research design.  

 
Figure 1. Research design in this study. 

In Study 1, data was collected using semi-structured interviews with 14 PTAs and 

11 FTAs. Thematic analysis (Braun & Clarke, 2006) was employed to analyse the data, 

with identity theory and social identity theory as theoretical lenses. Data was coded and 

abstracted into themes. The same procedure was repeated for the qualitative 

component of Study 2. The quantitative data from the two surveys were analysed using a 

combination of parametric and non-parametric comparison tests. Once the analysis was 

completed, both studies were discussed individually. Finally, both findings were 
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discussed together, linking both parts together, to present a more complete picture of 

PTAs and propose implications for future.  

5.1.2. Case study. 

A case study was used in this study of one university in Indonesia. Case studies 

(single or multiple) provide in-depth detail with context (Yin, 2014) to build a better 

understanding of a case (Stake, 2003). The strength of employing a case study is the 

ability to gather in-depth data and explore the phenomenon through different sources of 

data within a closely bounded context.  

A case study can often be defined either as a preliminary or exploratory stage of a 

study (Yin, 2014), and usually grouped under qualitative research methods (e.g., 

Merriam, 1998; Punch, 2009). However, Yin (2014) argues that a case study can be used 

for different purposes and methods: it is suitable for quantitative, qualitative or mixed 

method research, and it can be exploratory, explanatory or descriptive. My study focuses 

on the phenomenon of PTAs in one private university in Indonesia. Based on government 

data, Indonesian private institutions are the majority of higher education institutions in 

Indonesia (see Chapter 2). Although data is not available to identify in which Indonesian 

institutions PTAs work, international trends indicate that private universities are the 

most likely to employ PTAs (Kezar et al., 2014). In the Indonesian context, the model of 

the public university lecturer employment scheme also supports this. Public university 

lecturers are mainly civil servants paid by the government. With difficulties in sourcing 

data about PTAs in Indonesia, employing an in-depth case study was instrumental in 

gaining an understanding of a bigger phenomenon, to draw analytic generalisations of 

the PTAs’ situation in Indonesia (Stake, 2003).  

Flyvbjerg (2011) divided case selection into random selection and information-

oriented selection. Information-oriented selection aims to maximise the information 

gathered from a single or small-scale case and extreme/deviant case. This means that 

the case selected is unusual, whether it is particularly problematic or especially good 

(Flyvbjerg, 2011). Using the deviant case, we can test to what extent the existing theory 

is capable of explaining the phenomenon (Flyvbjerg, 2011). Many previous studies about 

PTAs tell stories of hardship, meagre rewards, the necessity of having more than one 

teaching job, and lack of confidence (e.g., Berry, 2005; Gappa & Leslie, 1993; Rajagopal, 
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2000; Speed, 2007). This study was conducted with an unusual set of PTAs, especially in 

the context of Indonesian universities. The PTAs were all from one campus delivering 

international classes. Because all classes are delivered in English, English language 

proficiency is one of the selection criteria in the institution. Indonesians are not generally 

known as strong in English (Hill & Wie, 2013); therefore, the selection criteria for 

teaching in international classes are more demanding and the pool of talent is generally 

smaller than for regular programmes. The lecturers are mainly overseas graduates or 

have international working experience and are capable of delivering courses in English. 

The part-time lecturers who teach on the international programme are paid at a higher 

rate. At the university used in this case study, the teaching rate was set at three times 

the rate of the non-international programme.  

The group of PTAs in this study differs from other studies as this one targets a 

specific group. PTAs are often stereotyped as overqualified teachers who seek full-time 

employment, teach in several places to earn enough money for a living and live in 

poverty. These features are particularly evident in the U.S. context in which studies 

about PTAs’ working conditions generally portray them as frustrated and dissatisfied (see 

Chapter 3). A study in 2001 by Valadez and Anthony in the U.S. measured PTAs’ 

satisfaction through a national survey and found that PTAs expressed partial satisfaction 

with the job although their working conditions continued to dissatisfy them. A similar 

survey-based study by Wagoner (2007) also found that PTAs are generally less satisfied 

compared to FTAs with their employment. However, Wagoner only explored 

employment aspects (positions, opportunities, salary, benefits, and overall). Both these 

studies used national-survey data, but targeting two-year community college lecturers 

instead of university lecturers. Other studies have observed part-timers in other contexts 

but do not focus on specific cohorts (e.g., Ryan et al., 2013; Strachan et al., 2012). These 

studies capture PTAs’ dissatisfaction about aspects of their employment in the context of 

university instead of college. In this study, the context is a specific cohort of PTAs in an 

Indonesian private university, well-paid, and highly qualified.  

5.1.3. Maintaining quality and rigour. 

Mixed method studies need to be designed with a certain quality standard that 

complies with both qualitative and quantitative components. According to Bryman, 
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Becker, and Sempik’s (2008) study, researchers perceive important quality criteria for the 

mixed methods study to be relevancy of methods against questions, transparency of 

each procedure, integration of findings, and transparency of rationale. These criteria are 

used in this study as follows. 

Relevancy of methods against questions. The aim of this study is to investigate 

whether there are differences between PTAs and FTAs. However, this question needs to 

be divided into more assessable components. Three major research questions are then 

posed. The first two questions investigate PTAs’ and FTAs’ academic identity and 

identification. The literature review (see Chapter 3) demonstrated that academic identity 

has mainly been investigated through qualitative inquiry. Identity is considered unique 

and personal, individually and contextually shaped. These two aspects are investigated in 

Study 1; therefore, exploratory qualitative research is suitable. The third question 

investigates PTAs’ and FTAs’ teaching practices, which include in-classroom and out-of-

classroom practices. Teaching effectiveness is a subject that has been investigated at 

length in higher education, and the theories are already well-established in some areas. 

Teaching beliefs/perspectives have also been studied in length, and various qualitative 

studies have consistently come to similar findings (see Chapter 4), which lead to the 

development of the well-tested instrument. Therefore, a survey using the Teacher 

Perspectives Inventory (TPI) is considered beneficial for making meaningful comparisons. 

In-classroom practices have also been investigated at length, with various instruments. 

Thus, utilising survey design with a widely-used instrument can add to the credibility of 

the whole study. However, out-of-classroom practices remain an area that is under 

researched and has not been collapsed into a set of observable dimensions as with in-

classroom practices (see Chapter 4). A qualitative inquiry is appropriate to investigate 

this area. Each research question is thus suitably linked with the research method 

adopted.  

Transparency of each procedure. Study 1 is a qualitative study using semi-

structured interviews with PTAs and FTAs as the data collection method and thematic 

analysis as the data analysis method. Study 2 is a mixed-method study using surveys as 

the quantitative data collection method and the appropriate statistical method in the 

analysis. The qualitative part uses a semi-structured interview with PTAs and FTAs and 

thematic analysis as data collection and analysis strategy. The execution of each 
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quantitative and qualitative component was kept separate and followed the appropriate 

procedure relevant to each research tradition as explained in more detail in Chapters 6 

and 7.  

Integration/mix of findings. Study 2 is a mixed-method study aiming to establish 

a complete picture of both FTAs and PTAs as teachers, which are then compared to 

assess if there are differences between them. Each data component (TPI survey, SEEQ 

survey, and interview data) provides evidence for a different area of teaching practice, 

and they are put together to establish a complete picture of teachers in higher education 

within this research context. In this case, the integration comes at the discussions of the 

findings. Furthermore, the findings of Study 1 and Study 2 are integrated to form a 

holistic picture of Indonesian academics in the research context. Thus, the findings are a 

complement to each other in each stage of the study.  

Transparency of rationale. This study aims to provide a holistic understanding of 

PTAs and FTAs. As explained in criterion one, this study required different methods to 

investigate the different aspects. Relying on one method would handicap the study. For 

example, if I had only used a qualitative method, the study would lack credibility for its 

teaching perspective and in-classroom teaching investigation, because the research 

tradition in that area is already well-established. As well, using students’ perspectives 

enriches this study and serves as a triangulation to strengthen the credibility of the 

whole study so that the similarities between them are not a one-sided perception. If I 

had only used a quantitative method, I would have lost the opportunity to gather rich 

insights from the participants. Also, because there are a lack of well-established 

instruments in the area of academic identity and out-of-classroom practices, doing the 

investigation using only a quantitative method would raise more questions about the 

credibility of the study. 

In regards to rigour of the mixed-method study, Bryman (2006) offers three 

quality criteria: convergence criteria (using only quantitative or qualitative research 

criteria for the whole study), separate criteria (using pure quantitative and qualitative 

criteria for each relevant component), and bespoke criteria (develop specific criteria for 

mixed-method study). Bespoke criteria are not yet well established in mixed methods 

research (Bryman, 2006; Bryman et al., 2008). However, it is suggested that both 

quantitative and qualitative criteria are used in a mixed methods study (Bryman et al., 
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2008). Therefore, I apply appropriate quality criteria to ensure academic rigour of this 

study, which are explained in each study’s report in Chapters 6 and 7.  

5.2. Research Site 

The research site is a private university in Greater Jakarta (Jabodetabek), 

Indonesia. As part of the access agreement, the name of the university cannot be 

revealed. For convenience, the university will be referred to as Universitas Swasta 

Indonesia (which means Indonesia Private University) or USI.  

This study is conducted on one of the campuses which manage all international 

classes. In Indonesia, an international class is a programme delivered for 

internationalisation purposes, both to attract international students and to provide 

international experience to local students through a range of possibilities such as student 

exchange, foreign lecturers or double degree programmes. Typically, these programmes 

are delivered in English rather than the national language and delivered separately to 

regular programmes. Although a comprehensive list is not available, some examples of 

institutions which have international classes are: Universitas Indonesia, Universitas 

Gadjah Mada, Institut Teknologi Bandung, Universitas Pelita Harapan, Universitas Bina 

Nusantar, and Universitas Gunadarma. 

In USI, all international programmes are designed for both international students 

and local students. Students have the option to do double degree programmes overseas. 

Typically, students can choose the 2 + 2 (2 years in Indonesia and 2 years overseas) or 3 + 

1 (3 years in Indonesia and 1 year overseas) to receive a double bachelor degree from 

USI and an overseas partner. There are three schools in USI managing these international 

programmes: the School of Business (SoB), the School of Computing and Media (SoCM), 

and the School of Creative Arts (SoCA). There is also a special unit managing courses 

delivered to all students regardless of their programmes, such as the Civic Education 

course and Academic English. This unit will be referred as the General Courses Unit 

(GCU). The three schools have around 1300 students in 10 programmes, with a yearly 

intake of about 350 students. SoB has the highest number of enrolments, followed by 

SoCM and then SoCA.  

This campus with the international programmes has 69 full-time academics, and, 

in semester 1, 2016/2017, there were 99 part-time lecturers. However, of the 99 
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lecturers, some are lecturers who are actually full-time in the same university but teach 

across different campuses. In this study, they are considered part-time because, by 

default, the international programmes list them as part-time. They are allocated classes 

as available when the current full-time academics are not able to cover them. This is 

different for the FTAs in the international programmes as the heads of programmes will 

allocate a minimum number of teaching hours to them. In terms of payment, contract, 

and facilities, the lecturers from other campuses within the university have the same 

terms and conditions as other part-time lecturers. As each campus has their own 

programme management, located separately, and manages their own students, lecturers 

from different programmes rarely interact with each other.  

5.3. Ethical Considerations  

Ethics approval was granted for this study (reference number 017414) by the 

University of Auckland Ethics Committee prior to conducting the research. I will describe 

the ethics process from the institution in Indonesia and participants in this section.  

5.3.1. Ethics related to access to the research site. 

This case study is an intensive study in one institution. In gaining access, formal 

consent was required from the Dean. With the Dean’s recommendation, formal 

permission from the university’s research office and the USI Rector was then sought. The 

Rector granted permission with one condition: that the institution’s name would not be 

published. In respecting this ethical requirement, I am unable to clarify my position with 

the organisation, which is a limitation.  

5.3.2. Ethics related to participants. 

Participants’ informed consent. All participants were recruited through a 

combination of advertisements through USI and recommendation from others. There 

was no coercion of the participants. Prior to each procedure for data collection, 

participants were given a participant information sheet about their rights of participation 

and the purpose of the research.  

Confidentiality. The participant information sheet explained that the 

participants’ names would not be written in reports or publications. In this thesis, all 
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participants are given pseudonyms. Participation was voluntary and not reported to the 

institution.  

Anonymity. Although confidentiality is guaranteed, anonymity cannot be fully 

guaranteed. The institution is small in size, and there is a possibility that people would 

find out who participated in the interview. Student surveys were completed 

anonymously, and it is not possible to identify participants from them. An opportunity 

was offered to report each lecturer’s teaching perspective should they want it. To enable 

me to do that, they needed to provide their name and e-mail address. About 60% of 

lecturers responded by filling in their name and e-mail address. This information will not 

be shared with other parties. 

Participant’s right to withdraw. Participants had the right to withdraw if they 

were not comfortable with the study, as explained in the participant information sheet. 

They were given 3 months to withdraw should they choose, by notifying me as written in 

the consent form. After February 2017, withdrawal was not an option. No participants 

withdrew from the study. 

5.4. Summary 

This chapter outlines the design and procedure of data collection for this study. 

There are two studies, a core and a supplementary study, with each one consisting of 

multiple procedures. The data collection process was not separated for each study, 

rather it was intertwined and messy, supporting each other. In terms of scheduling, the 

interviews and lecturer surveys were carried out over 4 months, depending on the 

availability of the participants. The student survey was scheduled at the end of the data 

collection period. In summary, all data collection was conducted as planned over a 4-

month period. All data was then analysed and woven together and is presented in the 

next chapter.  
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Chapter 6. Study 1: Academic Identity and Identification 

This chapter reports on the method, findings, and discussion of Study 1, which is 

qualitative. Interviews were chosen as the data collection method to give a deep insight 

into the personal topic of academic identity. Thematic analysis was used to analyse the 

interview data.  

The central questions are:  

1. How does the academic identity of PTAs differ from that of FTAs? 

2. How do PTAs identify with the academic profession in comparison to FTAs? 

The findings suggest that both PTAs and FTAs identify more strongly with their 

role as teachers compared to their other academic roles. However, the social structures 

around the profession create dissonance between the academics’ hierarchies of 

prominence and salience. Instead of being able to express their ideal academic self, they 

have to comply with the structure provided by the government and the institution to 

enact academic roles that they think are not as important. This phenomenon happens to 

both FTAs and PTAs, but the former experience stronger dissonance than the latter. 

PTAs tend to feel less integrated inside the department and institution. 

Therefore, although they see themselves as contributing to both students’ and the 

institution’s success, they see their relations with other stakeholders in the system as 

less intense, patchy, and transactional compared to FTAs.’ PTAs’ academic identity is 

uniquely defined by their individual experience with their department and institution in 

general.  

6.1. Methods 

6.1.1. Participants. 

The participants in this study were 25 PTAs and FTAs from a private university in 

Jakarta, Indonesia. Those academics formed five groups: three groups of PTAs, based on 

a modified version of Rajagopal’s (2000) categories of part-time lecturers, and two 

groups of FTAs based on their level of professional experience (see Chapter 3). The PTA 

groups were: PTA Classics (those having a full-time job or owning a business); PTA 

Contemporaries (those having a part-time job or caring responsibility), and PTA Multiple 
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Academics (those having multiple academic jobs). Initially, I planned to recruit FTAs 

based on whether they had previous industry experience or not; however, almost all 

lecturers in the institution had industry experience. Therefore, I categorised my 

participants based on the length of industry experience (more than 2 years and less than 

2 years).  

There were 14 PTAs and 11 FTAs who volunteered to participate in the study. 

There were more PTA Classics (7 participants) than PTA Contemporaries (4 participants) 

or PTA Multiple Academics (3 participants). The FTAs were divided almost equally 

between those with longer experience (6 participants) and those with shorter (5 

participants). A complete list of participants based on their categories, gender and length 

of teaching experience is provided in Table 4.  

 

Table 4 
Demographic Details for Teacher Participants 

Categories PTA 
Classics 

PTA 
Contem
poraries 

PTA 
Multiple 
Academics 

FTA with <2 
years 
professional 
experience 

FTA with >2 
years 
professional 
experience 

Gender: 
Male 
Female 
Total 

 
2 
5 
7 

 
1 
3 
4 

 
2 
1 
3 

 
1 
5 
6 

 
2 
3 
5 

Education: 
Master 
Doctor 
Doc Cand. 
Total 

 
7 
0 
0 
7 

 
3 
0 
1 
4 

 
3 
0 
0 
3 

 
6 
0 
0 
6 

 
3 
1 
1 
5 

Teaching 
Experience: 
1–5 years 
6–10 years 
10+ years 
Total 
 
 
 
 
 
 
 
 

 
 

3 
2 
2 
7 
 
 
 
 
 
 
 
 

 
 

0 
2 
2 
4 
 
 
 
 
 
 
 
 

 
 
1 
1 
1 
3 
 
 
 
 
 
 
 
 

 
 

1 
5 
0 
6 
 
 
 
 
 
 
 
 

 
 

2 
2 
1 
5 
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Categories PTA 
Classics 

PTA 
Contem
poraries 

PTA 
Multiple 
Academics 

FTA with <2 
years 
professional 
experience 

FTA with >2 
years 
professional 
experience 

 
Academic 
Position: 
No title 
Junior lecturer 
(Asisten Ahli) 
Lecturer 
(Lektor) 

 
 
 

6 
1 
 

0 

 
 
 

2 
1 
 

1 

 
 
 
0 
2 
 
1 

 
 
 

2 
1 
 

3 

 
 
 

1 
2 
 
2 
 
 

Note: Dr Cand = the participant was in a doctoral education programme at the time of the interview 

 

There are three schools in the institution and one unit managing general 

education. The schools are the Schools of Business (SoB), Computing and Media (SoCM), 

and Creative Arts (SoCA). The General Course unit (GCU) manages general education 

courses: Bahasa Indonesia (Indonesian language), religion, state philosophy, and civic 

education. All but one academic came from the schools. Table 4 does not list the schools 

of the academics to protect their confidentiality.  

6.1.2. Interview questions. 

Studies on identity are typically based on self-reported surveys or interviews 

because identity takes various forms and is personal to individuals. Individuals’ stories 

are unique and should be valued for their depth and richness. Although this study 

focuses on PTAs’ identity, involving FTAs enabled me to find differences between the 

two groups.  

The questions were designed to explore areas of identities such as multiple roles, 

prominence, salience, identification with roles, interactional commitment, affective 

commitment, in-group/out-group membership and relationship, relationship with 

students and institutional support. Additional questions were added to explore, 

specifically, academic identity based on the academic roles identified by the Indonesian 

government. At the beginning of each interview, the participant was asked to draw a pie 

chart to indicate the time spent in each role, and whether there was anything they 

wanted to change to make the composition fit better with their ideal. This activity was 

extremely helpful to orient the participants through the interview, as identity and role 

are not easy to convey in conversational language. The complete set of questions is 
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shown in Appendix C. Some questions are closed, and served as prompts and probes to 

set the mood of the conversations. These questions were not statistically analysed.  

6.1.3. Procedures. 

Following ethical approval (reference number: 017414) and consent from the 

target university for the study, I distributed an overall introductory letter about the study 

to all lecturers teaching in Semester 1, 2016/2017 at the general academic meeting 

conducted at the beginning of the semester. The letter introduced the overall aim of the 

study and asked for volunteers. I followed up the letter by sending e-mails through the 

academic operation office. Through these combined recruitment efforts, 25 lecturers 

agreed to join this study.  Prior to the interview, I provided the lecturer with a participant 

information sheet and a consent form to inform them of their rights as participants.  

With respect to the sampling of the study, PTAs and FTAs are the units of 

analysis, with specific emphasis on PTAs. I used maximum variation purposeful sampling 

(Patton, 2015), which aims to get as much variation of case stories as possible. This 

sampling technique aims to explore the diversity and then find a pattern in the specific 

dimensions investigated (Patton, 2015). The sample variation I looked for was based on 

typology, affiliated schools/department, teaching experience and employment status in 

the institution. I attempted to recruit varied participants, especially within the PTA 

group. Such sampling does not aim for representativeness; instead, it aims to gather as 

many unique stories based on individual experiences as possible.  

The interviews were conducted between October and December 2016. The 

schedule for each interview was agreed upon by both the interviewer and interviewees. 

Twenty-four interviews were conducted in meeting rooms at the university; the last 

interview was conducted at the lecturer’s home because an accident made it difficult to 

schedule the interview on campus.  

6.1.4. Maintaining rigour and quality.  

In a mixed methods study, it is important to maintain the quality criteria adhere 

to each method (Creswell & Plano-Clark, 2011). As explained in Chapter 5, this mixed-

method study follows the disparate criteria (Bryman, 2008). This means that the 

qualitative procedure follows qualitative quality criteria, and the same goes for the 

quantitative component.  
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Lincoln and Guba (1986) started a conversation about validity and reliability 

criteria for qualitative research (Schwandt, 2007). They introduced terms such as 

credibility, transferability, dependability, and confirmability as parallel constructs to the 

quantitative research terms internal validity, external validity, reliability, and objectivity 

(Lincoln & Guba, 1986). Qualitative research scholars have developed procedures that 

can help researchers maintaining rigour, or trustworthiness, in their data collection, 

analysis, and interpretation stages (Schwandt, 2007). R. B. Johnson (1997) divides quality 

control procedures into descriptive validity, interpretive validity, and theoretical validity. 

Creswell and Miller (2000) propose that quality criteria procedures should fit the 

research paradigm. For example, a researcher adopting a post-positivist paradigm might 

enhance credibility by using triangulation. However, there is no agreed standard for all 

qualitative research (Braun & Clarke, 2013; Creswell & Plano-Clark, 2011). Most criteria 

procedures aim to reduce investigator bias and ensure the accuracy of the research 

(Braun & Clarke, 2013; Creswell & Plano-Clark, 2011). In this study, I use the following 

quality procedures, as proposed by Creswell and Plano-Clark (2011): 

• Triangulation of participants. This study recruited both PTAs and FTAs and 

investigated their views about themselves and about the other group. The 

PTAs and FTAs were recruited to represent the different groups identified in 

the literature (Classics, Contemporary, Multiple Academics, strong industry 

background, and less industry background). The results show corroborating 

and opposing evidence, which is presented in the findings. 

• Reporting disconfirming evidence. In the findings, I present the majority 

responses as well as opposing ones.  

• Peer discussion. In the data analysis and results, I discuss the process and 

results with qualified academics with both my supervisors and an 

independent academic with extensive research experience from Australia. 

This process was useful as a constant reminder of my own bias and salient 

information that I might have overlooked. 

Braun and Clarke (2013) claim that thematic analysis is “organic” and do not 

believe that inter-coder reliability leads to better coding. They take the idea that there 

are “right” codes in the data to signal a positivist stance and argue that it is unlikely that 

two coders will come up with the same set of codes. In contrast, Miles and Huberman 



110 

(1994) claim that inter-coder reliability increases the quality of the findings. In my view, 

discussing the codes with others provides useful points of discussion and enhances my 

reading of my data. I asked two doctoral students to carry out the following procedure 

for me. I gave them each two different sets of transcripts and a list of the codes, as per 

the procedure outlined in Creswell and Plano-Clark (2011). With the first rater, the 

coding agreement was 66%. After we discussed where we differed, agreement rose to 

90%. With the second rater, the agreement was 85% on the first reading. However, more 

valuable was the chance to discuss how the codes were applied in different parts of the 

transcripts, and whether the meaning of the codes was consistent.  

To supplement these quality procedures, I provide a detailed report of the 

participants, the methods, and the data analysis. I give as detailed quotes as possible to 

show that the themes are not “drawn from few vivid examples” (Braun & Clarke, 2013). I 

discuss how the findings relate to the research questions to ensure that the study is 

conducted in a way that is consistent with its aims (Braun & Clarke, 2013).  

6.1.5. Data Analysis. 

Thematic analysis (TA) is a data analysis method that aims to find and analyse 

patterns in qualitative data guided by the research questions. It can be implemented in 

most text data (Braun & Clarke, 2006). Braun and Clarke’s TA has the following 

distinctions: 

• TA is a method, not a methodology (Braun & Clarke, 2006). It offers the 

flexibility to be used in different paradigms, theoretical frameworks and 

methodologies. It is thus different to methodologies such as grounded 

theory or interpretative phenomenological analysis because such 

methodologies come with a certain set of assumptions and aims (Braun & 

Clarke, 2006). This flexibility is in line with the pragmatic stance of this study.  

• The researcher plays an active part in the analytical process. Codes and 

themes do not emerge, but they are constructed from the data (Braun & 

Clarke, 2006), because the researcher is actively going through the data, 

reflecting, comparing and contrasting within and across the data to find the 

pattern. To be able to construct the themes and sub-themes, I needed to 

code and re-code the data through discussions with my supervisory team. 
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Therefore, active engagement in constructing the themes is needed, as 

themes did not just emerge.  

Braun and Clarke (2006) propose six phases of thematic analysis: familiarising 

yourself with your data, generating initial codes, searching for themes, reviewing 

themes, defining and naming themes and producing the report. Figure 2 describes the 

process in this study. 

 
Figure 2. Chart of data analysis process. 

6.1.5.1. Familiarising myself with data.  
The first stage of analysis was to get to know my data intimately. All interview 

recordings were transcribed. The purpose of the transcript was to capture the ideas 

conveyed verbally by the participants to the researcher and for member-checking 

purposes (Halcomb & Davidson, 2006). I transcribed some interviews, while the rest 

were done by other transcribers. The transcribers were postgraduate students who 

signed confidentiality agreements that comply with the University of Auckland’s ethical 

requirements. I then read all the transcripts while listening to the recording to ensure 

that they were accurate. I returned cleaned transcripts to the participants for member 

checking. Three respondents replied with minor revisions that I applied to the transcript.  

At the beginning of each interview, I asked the participants whether it should be 

conducted in English or Indonesian. They tended to mix languages in the interviews; 

mixing English with Indonesian is common in this group, who have mostly graduated or 

worked overseas. However, I did not interfere with the language used, to make the 

interviewees as comfortable as possible. The languages used in the interviews are as 

follows:  

• Primarily in English: 7 participants (4 PTAs, 3 FTAs) 
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• Primarily in Indonesian: 18 participants (10 PTAs, 8 FTAs)  

I translated coded chunks of the transcripts into English. Translating the quotes 

was complicated. Most conversations cannot be translated literally. Thoha (2009) has 

noted the problems with translating Indonesian to English in fieldwork interviews, based 

on differences in the grammar and structure of the languages. By recognising the 

problems involved in working in two languages simultaneously, I attempted to retain the 

meaning of the conversation and recognise the agency of my participants. Poorly 

structured quotes should be seen as my attempt to retain the participants’ originality 

rather than as representative of their linguistic incompetence.  

6.1.5.2. The coding stage. 
Coding is the next step of data analysis in TA. It looks at meaningful chunks of 

data and assigns labels to each (Miles & Huberman, 1994) to ascertain the data that is 

relevant to answering the research questions. Charmaz (2014) describes coding as 

“generating bones for your analysis” (p. 113) that are then assembled into a skeleton in 

the next stage.  

There are two coding strategies, data-driven and theory-driven, or constructing 

codes from data (inductive) or using a priori codes (deductive; Braun & Clarke, 2006; 

Miles & Huberman, 1994). In the first cycle, I used both strategies, starting with 

deductive coding. The codes and sub-codes in the first cycle were detailed and 

descriptive. At such a level of detail, abstraction into themes was not immediately 

possible. Hence, it was necessary to proceed to a second cycle of coding, which is 

common in qualitative research (Braun & Clarke, 2006; Saldana, 2009). I aimed to work 

at an abstract level, which I found was a better fit for my research questions. I came up 

with 18 new or revised codes, as listed in Table 5.  

Table 5 
Codes From the Second Cycle Coding 

No Codes Description 

1 Fulfilling There is a strong sense of passion for teaching, which leads to 
feeling fulfilled. This feeling is important and treasured by the 
participants.  

2 Rewards This code captured how participants view the financial rewards in 
this profession, whether rewards contributes to the development of 
their identity or not. The non-financial reward is captured in the 
fulfilling code. 
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No Codes Description 

3 Social status This code captured the respondents’ perception of the social status 
academics have and the impact on their identity.  

4 Varied multiple roles Although both FTAs and PTAs identified with multiple roles, the 
variation in PTAs’ roles goes beyond academia. FTAs are more likely 
to have mixed professional roles mainly in academia (e.g., teaching, 
research, management), whereas the PTAs will identify with more 
mixed professional identity.  

5 Alienation This code captured the structures imposed on PTAs that prevent 
them from being fully involved in campus life, or being fully 
immersed in academic roles and life. 

6 Avoiding 
involvement 

This code captured the feelings of part-timers and full-timers when 
staying away from academic commitment they do not want to get 
involved with.  

7 Colleagues The role of colleagues in bonding PTAs/FTAs 
8 Students The role of students in bonding PTAs/FTAs 
9 Institution’s 

reputation 
The way the participants thought about the institution’s 
reputation/prestige and how it might contribute to their identity 

10 Informal 
interactions 

This code captured how the academics feel about the importance 
of informal interactions in bonding them with academic life 

11 Support: facilities, 
professional 
development, policy 

The institutional policy and facilities given to the academics in doing 
their jobs and how they affect academics’ identification to the 
profession 

12 Institutional culture The environment and culture engaging the participants in their 
work 

13 Pride The participants’ perception about their contribution to the 
institution.  

14 Natural selection The selection process of PTAs by FTAs 
15 Teacher Academics’ perception and attitude towards teaching.  
16 Researcher Academics’ perception and attitude towards research. 
17 Community 

development 
provider 

Academics’ perception and attitude towards community 
development 

18 Managerial Academics’ perception and attitude towards managerial duties  

 

6.1.5.3. Abstracting themes.  
After coding, I abstracted themes from the data. The research questions were 

used as the main guide in this process. According to Braun and Clarke, themes are 

broader and more abstract level codes. In constructing the themes, I sorted the codes, 

grouped, and rearranged them into potential themes or sub-themes (Braun & Clarke, 

2006). Both Braun and Clarke (2006) and Miles and Huberman (1994) propose that visual 

aids may help to clarify the relationships between codes and potential themes and sub-
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themes (see Figure 3). I abstracted four themes and four sub-themes; two themes were 

related to research question 1 about identity, and two themes were related to research 

question 2 about identification.  

6.2. Findings: Similarities and Differences in PTAs and FTAs 

Academic Identity 

The first theme, which relates to question 1, is “identification with academic roles 

and identity,” defined as “the adoption of academic roles and identity of PTA and FTA.” 

The second theme, which also relates to question 1, is “sense of autonomy in academic 

identity,” defined as “degree of involvement in academic life determined by structure, 

interaction and choice.” The third theme, related to research question 2, is “human and 

institutional factors in academic identity formation,” defined as “the role of colleagues, 

students and institutions in facilitating the formation of academic identity.” The fourth 

theme, related to research question 2, is “relations between employment statuses,” 

defined as “power relations between PTA and FTA.” The themes and sub-themes are 

presented in the thematic map in Figure 3, while the definitions are presented in Table 6.  

 
Figure 3. Thematic map showing relations between research questions, sub-themes and 
themes. 
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Table 6 
Definition of Themes and Sub-Themes 

Themes/sub-themes Definition 
Identification with academic 
roles and identity 

The adoption of academic roles and identity of PTA and FTA 

     Attitude to academic roles Attitudes towards the adoption of different academic roles by a 
member of each group 

     Perception towards    
      academic identity 

 

Perception towards adopting academic identity driven by 
internal and external factors 

The sense of autonomy in 
academic identity 
 

The degree of involvement in academic life determined by 
structure, interaction and choice 

Human and institutional 
factors in academic identity 
formation 
 

The role of colleagues, students and institutions in facilitating 
the formation of academic identity 

    Human factor The way interactions with other people influence academic 
identity formation 

    Institutional factor 
 

The way institutions facilitate academic identity formation 

Relations between 
employment statuses 

Power relations between PTA and FTA 

The themes and sub-themes are presented in the next section based on their 

relation to the research questions. Some of the findings confirm the literature, while 

others can enrich our knowledge of PTAs and FTAs. Within each theme and sub-theme, I 

generally present the findings related to PTAs first, then contrast it with those for FTAs. I 

use pseudonyms to protect the privacy of both the institutions and participants. The 

institution is referred to as USI here. I assigned random pseudonyms for the participants 

using gendered Western names to make the story flow better for an international 

audience. The list of the pseudonyms is available in Table 4.  

6.2.1. Theme 1: Identification to academic roles and identity. 

This theme focuses on the similarities between PTAs and FTAs. Although there 

are some differences between groups, both are proud to be academics. They are both 

passionate teachers, they embrace the academic identity as positive. They also report 

that they identify with one or two academic roles, and do not embrace the full range of 

academic roles as prescribed by the global norm and the national policy of teaching, 

research, and service. 



116 

6.2.1.1. Subtheme: Attitudes to academic roles – “It is enough to be a teacher.” 
The global norm of academic work involves three roles: teaching, research, and 

service. The participants showed a preference for teaching and, to a lesser extent, 

research. Teaching was the main passion. Some of them also identified with the research 

role, while only very few identified with the service role. Each role is discussed separately 

in the following sections. 

Academics as teachers. Teaching was the role all participants identified with. 

Most participants identified teaching with pride, channelling ideals, passion, and 

motivation to stay active in knowledge seeking and sharing. For many PTAs, teaching 

defines the academic profession, as described by Arianna (PTA), “If I have to put 

boundaries, yes [teaching defines academics], because the duty of an academic, in my 

opinion, is teaching.” For Arianna, the main duty of academics is teaching, although what 

they teach can vary. All PTAs said that, at the moment, they only teach. For example, 

Paul (PTA) was reluctant to recognise other academic roles: “Other academic roles like 

what? I am a lecturer, teaching, grading, imputting grades. That is already a lecturer.”  

The FTAs thought similarly. Most of them (10/11) saw teaching as their dominant 

activity: “Teaching takes the most allocation, perhaps about 60%. Research is not much, 

and networking, 20[%] and 20[%]” (Josephine, FTA). All FTAs are assigned a research 

output target and administrative/managerial position. Of the administrative positions, 

course coordinator has the least managerial responsibility. The higher the administrative 

position the more managerial responsibility it has, and thus greater time commitment. 

However, this is invariably not the case. One senior administrator was willing to do more 

of the teaching workload.  

I teach ten SCU [credit units] this year [this semester]. Yes, it is [heavy load]. But if 

you question me whether I consider it as heavy, no, I don’t consider it as heavy. I 

quite enjoy doing that, over the balance of doing administrative and ... yeah. 

(Stephen, FTA)  

Stephen preferred teaching to doing administrative tasks. He saw teaching as a 

pleasurable task that should not be sacrificed in favour of non-teaching duties.  

Practical vs Theoretical Teacher. Each group had their perceptions about the kind 

of knowledge they bring into the classroom and how their professional and/or research 

experience contributes to their teaching. All PTAs had professional experience, either 
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currently or in the past. Therefore, they mostly considered themselves as “practical” 

teachers, meaning that they used their professional experience to contextualise their 

teaching. Mostly, they referred to using practical experience in the classroom, like 

Arianna (PTA): “I can talk about it fluently as I’ve been in that industry before, so it was 

helpful.”  

While all the PTAs perceived themselves as practice-focused, they thought of the 

FTAs’ teaching as “academic,” more “text-book,” or more “theoretical.” This is not to say 

that they saw academic or theory-focused teaching as less valuable: “Part-timers are 

from industry, so they are more applied. Pure full-timers, especially those who haven’t 

been in industry for a long time, sometimes are more text-book based” (Dianne, PTA). 

This way of thinking is common, despite the fact that FTAs can also have professional 

experience.  

However, although most FTAs (10/11) have such experience, the way it 

contributes to their teaching can be less direct, taking the form of how they interact with 

students, value differences, or sensitise academia to valuable soft-skills such as team-

work, open-mindedness and networking. Donna (FTA) said that her working experience 

was valuable: “in terms of making connections with others. Like the manners of meeting 

new people, I got exposed to it in the industry. But in terms of issue, there is no influence 

[to teaching].” 

FTAs have more diverse opinions about PTAs’ contribution to teaching. Some 

FTAs expressed the belief that PTAs provided the practice-focused knowledge for 

students. Stephen explained (FTA): “Because we took them from the industrial world.... 

They do bring enriched experience, I guess, to the classroom, that we, pure lecturers, 

can’t satisfy.” Industry relevance and closeness were clearly valued by FTAs who saw this 

as something that they did not have. However, it is worth noting that not all PTAs are 

practitioners; some are moonlighting lecturers. PTAs with strong industry experience are 

the most valued. 

Academics as researchers. Some participants identified with research. However, 

this identification was not as strong as with teaching. Four notable patterns were found. 

Firstly, only a few PTAs were aware of this role and wanted to do it. Secondly, most PTAs 

did not want to do it. Thirdly, some FTAs had the same level of awareness and interest in 

research as the first group. Fourthly, the rest of the FTAs showed a keener interest and 



118 

identification with research, but might not have perceived an alignment between 

teaching and research.  

PTAs who wanted to add more academic roles would likely say that they wanted 

to do research. As Arianna (PTA) said, if she had the time, “I think I would like to 

minimise [teaching], or maximum three courses [in a semester] so after that I can do 

other things, doing research.” Of the three roles (research, community development, 

and administration), research was the one they would likely want to identify with most 

(10/14). However, although PTAs had more than 5 years of experience teaching (4/14 

had 6-10 years, and 6/14 had more than 10 years of teaching experience), only three 

explicitly stated that they had presented their research in national or locally held 

international conferences.  

Fewer than half of the PTAs (6/14) said that they had a dedicated research 

allocation, and four of them had the NIDN (lecturer registration number) either as FTAs 

or as permanent PTAs. Another two expressed interest but found it difficult to begin 

research. Denise (PTA) shared her feelings about starting research, saying that she 

wanted it but could not allocate time for it.  

I want to [do research]. Actually Ms. [name] has already asked me to write a joint 

paper and then present it at a conference, [we want to] start simple. But the time 

collided with a consulting job. So I could not do it. But I still have the intention. 

However, the rest did not show any desire to engage in research activity or 

interest in being “more academic” by doing research. They perceived themselves as 

more practically and industry focused. They thought this was their niche and their 

purpose was to bring practice closer to academia: “Maybe I want to do more research in 

a way, but so far, but so far, I wouldn’t say I want to do like crazy very academic 

research” (Grace, PTA). Grace argued that academic research is difficult to do in her field 

of study, and not relevant to her work. She admitted that she might be interested in 

conducting a more applied kind of research instead of academic research, which she 

labelled as “crazy.” Despite the pressure from the government and the institution to 

produce research outputs, some FTAs signalled that they had not developed a strong 

motivation to do research. Most of them (9/11) indicated that they had a specific 

research allocation, but the portion was smaller than the average teaching and 

administrative role. Two FTAs who did not allocate time for research recognised that 
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research output is needed, but considered that they had insufficient time or skills to start 

doing it. Both of them had been FTAs for fewer than 5 years and had strong professional 

experience.  

Also, not many FTAs established a link between their teaching and their research. 

For example, Alice (FTA) shared that her doctoral thesis topic did not directly relate to 

the subjects she taught, but that “it helps me to be more confident in delivering the 

topic, but mostly it helps me to be… what did they call it... stronger?” (Alice, FTA). She 

thought that research experience contributed only indirectly to her teaching. 

There were only some FTAs (3/11) who explicitly expressed that their research 

contributed to their teaching, for example:  

Yes [research influences my teaching]. For example, my research topic is about 

[name], and it is a part of my [name] course. So when I discuss that part, I can 

discuss it extensively. It enriched my teaching material. (Vivianne, FTA) 

Vivianne considered that a combination of professional experience, personal relevance, 

research interest and teaching the right subject was a strong advantage for FTAs. She 

believed that her research contributed to teaching confidence and enriched the teaching 

materials.  

FTAs are expected to contribute in all academic roles, and their competitive 

advantage is research-informed teaching. However, the link between research, expertise, 

and teaching is weak, which raises question about the common perception that PTA’s 

teaching is practice-based while FTA’s is research-based. 

The service roles: Community development and management. If teaching and 

research are roles that both academic groups are passionate about or identify with, as a 

whole or in part, the service role is not. Almost all participants seemed to be unaware of 

their community development role, with only one participant having actively done it. The 

Indonesian name for this role is Pengabdian Kepada Masyarakat (PKM), which translates 

as “dedication to social or community development.” This role focuses on activities that 

apply and share science and technology with the wider society (Government of 

Indonesia, 2012), activities that are relevant to academics’ expertise and answer an 

applied and immediate need in society (Ministry of Research, Technology and Higher 

Education, 2015a) 

PTAs had very limited awareness about the community development role. Only 
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one PTA did so, and he did it as a part of his business. Similarly, FTAs showed limited 

interest in this role. Most would do whatever was arranged by the institution rather than 

matching their development work to their academic expertise. Almost no one allocated a 

specific time to the role. Sometimes it was combined with other roles, as in Vivianne’s 

(FTA) description: “I think comdev [community development] is included in teaching or 

out of the classroom, and the percentage is small. Perhaps it is only 10%.” 

Only one FTA had a specific allocation for community development activities. For 

her, teaching was not limited to academia: “[teaching is] very important, not only 

teaching students but also the society. Perhaps we think that what we share is nothing, 

but for them, it could be something that they needed” (Yvonne). This kind of teaching is 

meaningful for her and contributes to her feeling fulfilled and happy.  

Most participants avoided the administrative role. No PTAs had the opportunity 

to be an administrator, and none aspired to be one. One PTA explicitly said that she 

refused a full-time position because she saw that there were many additional 

responsibilities. 

I know that many of my full-time friends, or who are in management, they 

become…. Previously they love academia, now they become reluctant because 

they have to do many things that become their responsibility. ... Being a part-

timer, I can separate myself, focus on teaching. (Arianna)  

Arianna concluded that managerial responsibilities take away the pleasure of teaching. 

All FTAs had negative feelings towards administrative roles. At the very least, an 

FTA would be a course coordinator and need to do extra administrative duties outside 

teaching/learning/community development activities. They perceived managerial 

responsibilities to have been increasing steadily over the years, which was gradually 

putting more strain on them and taking time away from what they considered more 

valuable. The changing nature of the administrative job allocation is explained below: 

In the past semesters, we don’t have administrative tasks in teaching, so I have 

time for research. I used to be able to spend 1 or 2 days to read and do data 

analysis, now I don’t have the time anymore. I already started some papers, but 

nothing [more is] done. (Vivianne, FTA) 

By administrative tasks in teaching, Vivianne was referring to the new task of 

coordinating classes under her supervision, including those taught by PTAs. Vivianne felt 
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that she failed to balance teaching, research and administrative roles due to a growing 

administrative load.  

Some participants holding more senior posts realised that their managerial 

responsibilities were heavier than others. Although they did not like this fact, they 

realised that it was a part of the job: “I think this admin work is too much, but that is also 

because my job is as [position name], and it has its KPI, so it takes a lot of time” (Yvonne, 

FTA). However, others were less understanding and felt that the administrative work 

should be reduced or eliminated: 

For me, admin is not interesting, and if we are in managerial positions, we have 

to do things unrelated to academics. I don’t want managerial positions to be filled 

in by academics, in that way academics can focus on teaching and research. I 

have no more trust for structural [position]. (Moira, FTA) 

Moira felt strongly that managerial positions and administrative duties are not real 

academic work. Teaching and research are real academic roles, and lecturers should be 

freed up to do those roles rather than spending too much time on meetings. They should 

not be subject to irrelevant targets: 

There will be some cases in which the performance indicators are admissions by 

the number of students in the intake, stuff like that. I believe it’s supposedly 

beyond our duty. So, in some cases, it’s actually quite, you know, time-

consuming, and so stressful. It’s not something that we can control directly. 

(Alice, FTA) 

According to Alice, it is only fair to expect performance measurement to be based on the 

duties of a lecturer. Targets indirectly related to the operational job are considered 

unfair and demotivating.  

The academics felt that they should be valued for their academic performance, 

not their managerial contributions. Vivianne (FTA) felt that the institution valued her 

because “of my administrative skills rather than my ability as an academic. It seems that 

looking for lecturers is not difficult.” Some academics felt that for those not needing a 

full-time salary, being a part-timer would be a better option as Moira (FTA) thought: “I 

will do part-time because I think full-time in this university is an admin [position].” Being 

a PTA was an escape from unwanted academic roles, and a way to focus on her real 

academic career.  
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This sub-theme thus suggests that the participating academics identified strongly 

as teachers. PTAs spent all their academic work in this role, preparing, grading, reading, 

and teaching. FTAs saw teaching as their main role. They also displayed a budding 

awareness of researcher identity and expressed a desire to spend more time in that role. 

Some PTAs also showed an interest, but not many had taken serious steps towards it. 

Academics were passionate about these roles but mostly ignored and even resisted 

community development and administrative roles.  

6.2.1.1. Subtheme: Perception of academic roles - “It is still ‘wow’ if I introduced 
myself as a lecturer.” 

Both PTAs and FTAs considered being an academic a positive identity, and they 

embrace it. Their attachment to it has inner drivers and outer drivers. The main inner 

driver is fulfilment, while the outer drivers are social status and rewards. 

Inner driver. Almost all (21/25) respondents said that being an academic is 

fulfilling. All of them described a passion for teaching. They had a strong intrinsic 

motivation to be academics. For some, the intrinsic motivation was present from the 

beginning of their academic career, as explained by one participant: “I feel that it’s my 

passion. So I pushed myself to apply to USI, without references, just applied” (Arianna, 

PTA). Another said: “[I am] interested in being an academic because I think it is in line 

with my interest and my strength. I love to teach, I love to see people excel in their work, 

in their ... I feel it is my thing” (Stephen, FTA). Another felt that teaching provided her 

with a source of self-actualisation, “Because Nancy is Nancy in the teaching [world]” 

(Nancy, PTA). Outside academia, she was involved in a business, but she found that she 

needed to limit her involvement for cultural reasons. Therefore, being an academic gave 

her an outlet and the opportunity to shape a young generation.  

Regardless of their employment status, academics’ desire to be fulfilled was 

driven by the ability to express themselves or their ideals. For some, becoming an 

academic provided an opportunity to channel their ideals, such as changing old teaching 

practices, increasing the country’s competitiveness or simply contributing to nation-

building. For example, teaching was viewed as an opportunity to change how they 

experienced undergraduate education in the past: 

So I said that I want to work also outside, so I can bring the outside into the 

classroom. So like a simulation... Because I had, like, a bad experience in working 
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in the industry that ... it's like a learning curve for me, OK, I don't want my 

students to have the same experience. That's my goal actually in my lecture. 

(Vera, PTA) 

Vera experienced a mismatch between what the students learned and the “real world” 

of industry. Therefore, she tried to provide a smoother transition into the real world. A 

similar sentiment was shared by an FTA who said that teaching undergraduates allows 

her to experience a lecturer’s point of view: “At the start, I only wanted to have a taste, 

what being a lecturer feels like. Because when I studied, I was not satisfied with my 

lecturers, so I wanted to try” (Vivianne, FTA). Both academics expressed their confusion 

and dissatisfaction during their undergraduate years, and saw their teaching as their 

opportunity to do something about it.  

Teaching was also perceived as a profession that provided a stimulating 

environment, which one could keep learning, sharing, and reflecting. It was also 

described as a humbling process. Learning and sharing were the two words that occurred 

most often when academics described their feelings about working as academics, for 

both FTAs and PTAs. They saw learning and sharing as going hand-in-hand: they learnt 

more to be able to share, and by sharing they actually gained more: “Teaching is just like 

a hobby. I keep recharging myself, keep reading and finding things, so I also need a 

channel to let it out rather than letting it vaporise” (Paul, PTA). Here, teaching is 

described as a continuous cycle of learning new things and sharing them with students. It 

was seen as a self-development activity.  

Only four academics, two FTAs and two PTAs, said that they were not very 

satisfied with their academic job. One PTA felt that after teaching in a training and 

consulting context, teaching in academia was confusing. “Unfortunately, on the one 

hand we were asked to be close to practice, but on the other hand, all the exams, go 

back to the concept [conceptual understanding]” (Philip, PTA). Philip felt that there is a 

mismatch between expectations and reality in the classroom. He believed practice-based 

knowledge should not be measured by exams. The ambiguity between conceptual and 

practical knowledge limited his ability to give what he knew was best for students, and 

this disadvantaged them.  

Another source of dissatisfaction was a feeling of deficiency. One PTA expressed 

her dissatisfaction that her contribution was still on the level of knowledge sharing, not 
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knowledge creating: “Hmmm… not yet fulfilled. I feel that I am still this far, I still don’t 

have that much knowledge. So I cannot contribute much to knowledge. I am still very far, 

still sharing level, [so I have] not yet [feel] fulfilled” (Nancy, PTA). Vivianne observed that, 

in their informal interactions, academics like to discuss and brag about their research 

and PhD. As an academic without a PhD, she felt this peer pressure which affected her 

satisfaction with teaching: “It is always about publication and doctoral study. Two of my 

colleagues said that my price [value] is not high because I am not yet a PhD” (Vivianne, 

FTA). The pressure to produce research through doctoral study and publication is strong 

for Indonesian academics because the government has increased the requirements for 

tenure to reflect this emphasis on research. Research has thus become a subject of 

discussion among academics, and those without the right qualification or sufficient 

publications can feel left behind.  

Thus, for both PTAs and FTAs, teaching offers a vehicle for the actualisation of 

their ideals and the personal fulfilment. They described challenges, but also, in 

comparison to monotonous non-academic work, constant intellectual stimulation, and 

opportunities to learn and teach. Although teaching had its dissatisfactions, it was not 

actually because of the teaching itself, but more because of a feeling that they should be 

doing more. Nonetheless, all still loved their profession and their students. 

Social status as an outer driver: “I am a lecturer” or “I teach”? In Indonesian, the 

teacher is “guru,” which in the dominant Javanese culture is the short form of “digugu 

lan ditiru” (they who are to be followed and imitated). The word implies a great sense of 

trust in teachers. A teacher in higher education is “dosen,” or lecturer. Lecturers are 

considered as experts, and knowledgeable, and worthy of great respect. Therefore, for 

one part-timer who has her own consultancy and training business, mentioning that she 

teaches in higher education brought her extra credibility with the client: “I got more 

appreciation if [the client] knows I teach at USI” (Fiona, PTA). Other consulting academics 

thought similarly. Some other part-timers also experienced this higher social status: 

A lecturer. I would say that I’m a part-time lecturer. And they usually said “Oh? 

Wow!” Perhaps lecturer still has this stigma that not everybody wants it and not 

everybody can do it. So, there is still a wow factor attached. It is still “wow!” if I 

introduce myself as lecturer. (Adrianna, PTA) 

For Adrianna, introducing herself as a lecturer brought her pride.  
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However, some academics felt awkward with this exclusive status. Being seen as 

“knowledgeable” and “expert” can be risky. Therefore, some respondents avoid the 

word lecturer, and opt to describe themselves as teaching, shifting the profession (noun) 

to the action (verb). Denise (PTA) said: “Lecturer seems like, what I’ve said before, having 

a doctoral degree, having how much research…that’s lecturer. So I said ‘teach.’” Nancy 

(PTA) said likewise: “[I] tend to [say] ‘teach,’ not ‘a lecturer.’ Teaching is general, 

universal. [If I said] a lecturer, it shows that you are from a university, it shows that you 

are a clever person [laughing]. I don’t want to be seen like that.” Introducing oneself 

using the word teach instead of lecturer came up more often among the PTAs. 

Nonetheless, they hold fast to their identity as teachers.  

Full-timers tended to use the word dosen as their main identity when meeting 

new people. Most of them had no problem with being connected to academia, or did not 

see it as an issue. Only one full-timer expressed awareness of the social expectations of 

lecturers and made a conscious decision to use the word teach: 

I felt that there is a certain barrier you know. Let’s say somebody might ask for a 

small chit chat, I met somebody outside, and people say I’m a lecturer there’s a 

kind of “I have to match this person’s intellectual level” in terms of talking, so I 

don’t really want to be like that. (Alice, FTA)  

However, Alice also recognised the good social standing of lecturers, and enjoyed the 

reputational benefits it provides: “Because you’re a lecturer, you know, and they feel 

that it’s a good job in a way. So in terms of reputation, you got that kind of benefit.”  

However, in general, the participants agreed that being a lecturer, or teaching, 

was identified with good social standing; one participant felt that the academic 

profession is not prestigious compared to leadership positions in companies: 

In Indonesia, the academic profession is just “oh, you are lecturer.” It doesn’t feel 

like it’s top level. It has a different feeling that when you say I am a CEO of 

something, or manager of something. (Josephine, FTA) 

All participants proudly identified with their profession. Though it is not identified with 

wealth or high prestige, it is nonetheless respectable.  

“I never expect a material reward from teaching”: Rewards as outer drivers. The 

issue of rewards is culturally bound and not always objective. Neither PTAs or FTAs were 

satisfied with their pay. However, this was not because their income from teaching was 
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not sufficient to support them, but more because they perceived that the effort spent 

and the reward received did not match: “But, between efforts and rewards, they are not 

matched. When we were in undergrad, we were not as demanding as the current 

generation” (Yvonne, FTA). There was a perception that the academic profession is 

becoming more demanding and, thus, it deserves better pay. Not only do the 

government and the institution demand greater output than in previous years, but also 

students have different needs that demand more effort from teachers. The pay of 

academics has not reflected the extra responsibility. Those who were not satisfied with 

the pay mostly indicated that it was a general problem in the profession rather than a 

problem of insufficient income:  

When you say that the contributions of academics are not as much as when you 

manufactured things and to get things done and stuff like that, sometimes I don’t 

know if it’s the systems or whether it’s the way things work, to some extent it’s 

not that rewarding. (Alice, FTA) 

Both FTAs and PTAs share similar perceptions that academics’ salary is not comparable 

to other professions with similar traits such as doctors and consultants.  

Well, I think, it's a systemic issue in Indonesia. I think academics need to be … the 

commercialisation needs to be much, much higher, I would say even as high as 

consulting. Because you're creating a generation of people who enter the 

workplace, and the Indonesian workforce is a major problem. (Philip, PTA) 

Thus, there is general dissatisfaction with the positioning of the education profession. 

Although the “product” of academics is arguably more valuable than that of factory 

managers, and academics are equally as important as doctors, they are positioned lower 

than those professions.  

Culturally, there is an expectation that teaching, or education in general, is a 

profession that is focused on dedication rather than financial rewards. Therefore, 

teachers are not expected to speak about rewards. As Nancy (PTA) said, “Being an 

academic is more towards a dedication than reward [laughing]. It is sufficient. I am just 

grateful. Compared to others, how lucky I am.”  

However, one PTA was not happy with this stereotype. Despite academics’ 

contribution to educating the next generation, she felt that the profession is undermined 

by low salaries: 
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No [not sufficient]. In monetary terms, no. I don't know what's happening in 

Indonesia. I might be quite strong in this regard, why we as lecturers… I hate the 

saying that being a lecturer is a dedication. Dedicated to who? To a king? Why 

don't they think that academics are the same as doctors, lawyers? Social 

economic status wise, we are okay, but money wise we are not. It’s not 

adequate. (Vera, PTA) 

Vera regarded this cultural notion as a fixed mindset that hinders academics from having 

the prestige of professions like medical doctors and lawyers. Therefore, although 

academics’ social status is good, their economic positioning is low.  

This cultural notion of “academic = dedication = low pay” might have contributed 

to the attitude of PTAs toward pay. Most of them (11/14) said that they were okay with 

their pay, but were not satisfied with it. They just accepted it as a fact of the profession 

and noted that the institution paid more highly than other institutions:  

But I do know that in comparison with other universities, if I do it part-time in 

other universities, it will be even lower. So.... what I receive here part-time, I 

know for a fact that in some other universities would be what a full-time would 

receive. (Philip, PTA) 

The FTAs were mostly content with their financial rewards. Although they still felt that it 

was not as good as other industries, they mostly (7/11) said that it is not bad. Daniel 

thought that it was sufficient for him: “Payment, benefits, are sufficient here, I think. But 

whether it is as expected, no, not yet.” However, there was some dissatisfaction or 

higher expectations. For example, Stephen was concerned with his retirement: “No, for 

now, it's good. It's all good. My son is in a good school, and so on. But you know, what 

about 15 years from now?” Therefore, PTAs’ and FTAs’ pay is relative. Both indicated 

that what they receive is better than what other places pay. Thus, they are content with 

their situation, although it does not fully reflect their effort. Furthermore, half of the 

PTAs expressed that they teach not for money, but for non-financial rewards. Fiona was 

typical: “Hmm... to be honest, I never expected a material reward from teaching, 

because it’s so far compared to consulting fee. So the reward for me is the opportunity 

for sharing and being useful, that’s enough.”  

However, low pay does give rise to some negative perceptions of the academic 

profession. One PTA, who is a Multiple Academic, indicated that he is more dependent 
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on teaching income than others: “From a financial perspective, if I don’t teach more, I 

earn less” (Bruce). He also thought that his income was too small. He was hoping to get 

work as a full-timer. Bruce thus looked like the stereotypical PTA: eager for more secure 

and stable employment, aspiring to make a full-time career in academia, depending on 

teaching income, and teaching in more than one academic setting as a PTA.  

Thus, rewards can have a positive or negative effect on academics’ identification 

with their academic identity. When their financial rewards are perceived as sufficient and 

comparable to other institutions, academic identity is seen as more positive especially 

among PTAs with alternative sources of income. When the rewards are perceived as 

insufficient or not comparable with other industries, academics express dissatisfaction 

and regret.  

6.2.2. Theme 2: Sense of autonomy in academic identity. 

Autonomy is the theme that shows the greatest differences between PTAs and 

FTAs in their academic identity, in the priority of roles, their levels of alienation and 

commitment. I found that PTAs have autonomy over their own schedule and levels of 

involvement in certain roles and not others. FTAs have less autonomy in their 

employment but have the advantage of being more immersed in their relationship with 

students and colleagues.  

6.2.2.1. Multiple professional roles.  
As their descriptions of their time allocations showed, Classic (7/14) and 

Academic Contemporaries (3/14) PTAs were committed to more professional roles than 

FTAs. They perceived teaching as a fixed activity, as it is scheduled weekly for a fixed 

period. This fixed schedule helped those with multiple jobs or who owned businesses to 

structure their other jobs around it: 

I prioritise this academic job, I allocate a dedicated schedule for it, maybe just a 

proportion of my [whole] schedule, because I have everything kinda planned out 

for the week already. But sometimes like Ms [name] or [name] would ask me to 

come to like a seminar, an event like [name], we can just watch, or like talk to the 

students outside of class. I will try to make it, but most of the time I have to be 

informed beforehand so that I can adjust all the other schedules. (Grace, PTA)  
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The priority given to the academic job was thus limited to teaching schedules. Other 

unscheduled academic related matters had to fit around other commitments.  

However, teaching is not only about classroom performance, it also involves 

preparation and assessment which are sometimes more problematic to prioritise: “So 

the conflict is perhaps in preparation. I do it while I am in the office, in between jobs. 

Another conflict is I cannot teach many classes” (Dolores, PTA). Preparation is not 

scheduled and sometimes neglected as other roles may often become more salient. 

Almost all Classic PTAs expressed a similar conflict.  

 For the Contemporaries PTAs (4/14) other roles were also a priority, even if these 

roles were not professional, such as caring for family members, which was seen as the 

benefit of being a PTA: 

I see teaching as a responsibility, so there are efforts that I have to do to finish 

that responsibility well. That way, my family or other people need to understand 

if I cannot go somewhere or do something because I have this responsibility. But 

that does not mean that I prioritise this [teaching] and ignore others. (Arianna, 

PTA) 

PTAs could thus create their own division of roles, and could more easily manage 

different roles.  

Multiple Academics had similar roles to the FTAs. If they had a permanent 

position in another university, they also had to carefully manage the split between roles, 

especially teaching and administrative duties: “My first priority is academic because I 

have a full-time contract [in another university] which is related to administrative work. 

So I [have to] arrange it so that this job is not compromised” (Edmund, PTA).  

FTAs indicated that they also had varied roles in their work allocation, but they 

were all bound up in one context and institution. Their employment status endorsed the 

prominence of their academic identity: “My priority, because I got a contract, written 

agreement and so on, is here. But well so far, thank God, this [side business] follows and 

my friends know that I am teaching “(Daniel, FTA). But Daniel indicated that his academic 

identity was somehow enacted outside his dedicated teaching time, as did Stephen 

(FTA): “Balance perhaps is not the word for this [laugh]. I think for family and work, it's 

not really ideal for my family to have this arrangement because of all these requirements 

from work.” Stephen experienced problems balancing work time and family time. The 
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pressure to perform well in all his academic roles meant that he often needed to sacrifice 

family time. 

Some FTAs were not clear when describing their conflicting roles. Some combined 

all their academic work into “work” or the “office.” But this did not preclude their roles 

coming into conflict:  

Teaching and Admin [are often in conflict], because teaching is weekly while 

admin has a deadline. So those things affect others, while research only affects 

me. (Vivianne, FTA) 

For FTAs, being an academic was a strong professional identity, and it was likely 

to be more salient than for PTAs. But both saw the roles that constituted their academic 

identity as conflicting. This conflict may not have been as relevant to PTAs who often had 

different roles conflicting in and outside academia.  

Alienation. PTA’s lesser involvement in full academic roles is partly by design. The 

institution itself has made policies and rules that limit the roles of PTAs. A PTA’s role is 

prescriptive, as explained by Louisa (PTA): “We’re not limiting ourselves, because our 

roles are very much defined, right? There is a kind of checklist until you got paid, right?” 

Limited facilities and prescriptive roles were seen as curbing PTAs’ potential contribution 

to the institution: 

As part-timers, we are not given a workstation, which actually could make us feel 

more like a part of the university. And if we are part-time, it is more difficult to 

write a recommendation for students because you are not a full-timer. (Arianna, 

PTA) 

Arianna felt disappointed that she could not do more for students and she was not given 

appropriate facilities to support her work.  

Alienation also derived from their limited interaction with students and 

colleagues. As PTAs, they had limited opportunities to interact with students, sometimes 

due to their schedule:  

Full-timers spend more time on campus, so students can easily come to them to 

ask questions about academic things. One thing that they can do more [than us] 

is they can build closer relationships with students, they know each student’s 

problems. (Paul, PTA) 
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Alienation was also felt through their limited collegiality. Those who were already friends 

with other academics before teaching at USI had a better relationship with colleagues, 

although overall the level of communication between PTAs, and between PTAs and FTAs, 

was low, as one PTA suggested: “[there is] no [tension between PTA and FTA], because 

we have no relationship” (Pierre). Another said: “But I do admit, there is no interaction, 

even with the [other] part-timers” (Philip, PTA). Furthermore, there was a feeling that 

there is less collegiality today than there once was:  

In the past, we were still small, there were not many part-timers. There was a 

room dedicated for us. Now, I don’t know whether there is a space for us. On the 

other campus, sometimes we still can meet up in the dining area, there is some 

silaturahmi [greeting and maintaining good relationship], having a conversation 

with other lecturers. (Nancy, PTA) 

Nancy experienced a reduction of facilities available for PTAs such as dedicated rooms, a 

joint lunch room, informal events, and eventually the lunch itself. There was less space 

to interact with others, which further strengthened her sense of alienation. Josephine 

(FTA) commented on the superficial nature of the relationship between PTAs and FTAs:  

So far, what I’ve seen is that there is very little communication between part-

timers and full-timers in my programme. Because part-timers come only for 

teaching, then they’ll leave.  

As a former PTA, Josephine experienced the feeling of not being engaged and 

being treated with a “business as usual” attitude. She thought that things could be 

improved by communicating more with PTAs.  

Thus, PTAs experienced alienation because their relationships with colleagues 

and students were limited by their prescribed roles and the nature of interactions 

conditioned by the institution. There was also a lack of structure for integrating PTAs to 

achieve the institution’s vision to be a world class university. The interaction between 

PTAs, students, colleagues and the institution was patchy.  

6.2.2.2. Assertiveness. 
Three PTAs were more assertive in determining their roles and to what degree 

they wanted to get involved in them. They made conscious choices to avoid certain roles, 

rather than to prioritise other roles: “No [I don’t want to be full time]. I want a job that is 

flexible, independent, as I can stop anytime, there is no long-term commitment” (Louisa, 
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PTA). Louisa was assertive in her goal to have a flexible job after a long and demanding 

career. She was not interested in a full-time position even when in was available. 

Another PTA thought that the autonomy allowed them by PTA employment ensured the 

job was always enjoyable and fulfilling, as Arianna commented: “Being a part-timer, I can 

separate myself, focus on teaching. That makes me fulfilled. (Arianna, PTA)  

For Arianna, being an academic was a choice, and she was passionate about it, keeping it 

enjoyable by focusing on what she wanted to do most. Although not many participants 

were assertive in this way, it does reveal a strength of PTA employment: that it provides 

the academic with the choice of not becoming involved in certain roles and keeping the 

focus on the main objective of being a teacher.  

6.2.3. Theme 3: Human and institutional factors in academic identity formation. 

In their identification with their academic status, PTAs and FTAs identify with 

both their institution and their profession. I found that human and institutional factors 

play important roles in this process.  

6.2.3.1. Subtheme: Human factors in academic identity formation – “When we 
work in a place, we want to have the same chemistry” 

In the interviews, human factors emerged frequently as a bonding factor for both 

PTAs and FTAs. Engagement with students, colleagues, and opportunities for informal 

interactions were three factors that influenced academics’ organisational and 

professional identification. Students and informal interactions were seen to be more 

important for part-timers, while students and colleagues were more important for full-

timers.  

Colleagues. The PTAs did not usually have an extensive social network in the 

institution. Due to limited opportunities to interact with their colleagues, PTAs tended to 

say that they did not have extensive or deep social relationships with colleagues in the 

institution. For example, although she had taught at USI for more than 7 years, Fiona 

(PTA) said that she did not have anyone who was personally important for her, while 

Nancy (PTA), who had taught there for more than 10 years, felt that friendships had 

withered. Those who enjoyed personal relationships were former FTAs (2/14) or those 

who were already friends with FTAs before joining academia (5/14). For example, Louisa 

and Paul said that they had been friends with FTAs at USI long before they started 

teaching as PTAs. PTAs are often recruited through lecturers’ networks rather than a 
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formal recruitment process. Bryan (FTA) reflected on his experience when an FTA who 

was a high school friend asked him to join as a PTA: “[He was] my high school mate. It 

was him who asked me to join this university. If it’s not for him, I might not be here.”  

Although collegiality was a limited factor, colleagues were still an important 

factor in developing and bonding institutional and professional identification. Informal 

and collegial relationships helped to create bonds, as one PTA explained: 

The engagement is good. When we work in a place, we want to have the same 

chemistry, so we are motivated. Here, I saw that people in USI are very open. The 

teachers, both part-time and full-time, and the staff, are informal and respect one 

another. (Arianna) 

An open and collegial environment thus enabled academics to work comfortably. 

Friendship makes PTAs feel supported and comfortable. Louisa (PTA) reflected that her 

good friends at USI were the ones who kept her there and made her reluctant to teach 

somewhere else. Colleagues and collegiality thus supported PTAs’ socialisation into the 

organisation and the profession. It also had the potential to strengthen and lengthen 

their engagement with the job.  

FTAs had more opportunities to develop strong and meaningful relationships 

through daily interactions, and this played an important role in their work as academics. 

Working together with colleagues helped them to bond through their work. Annabelle 

(FTA) shared her anxiety when moving from a job with less structure to academia. She 

was worried that she would not be able to stand a structured job, a job that required 

working regular hours, signing in/out, and staying behind her desk. She was also anxious 

about whether she would meet friends she could work with. However, when she met 

colleagues from creative programmes, she felt connected as they were not the “type 

who sit behind the tables all the time” (Annabelle, FTA). Friendships helped her adjust to 

the new job.  

Colleagues were also described as a support system in academic work. As a young 

and junior academic, Missy (FTA) felt that her colleagues took care of her and watched 

out for each other. They gave useful advice for navigating a big institution. “Even if it is 

only hinting, you should call Mr. ..., you should go to this person. I think that’s quite 

helpful” (Missy, FTA). Strong personal friendships were also helpful in managing 

conflicting roles. Donna (FTA), who was in the middle of her doctoral study, described 
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how her colleagues in the department would cover for her work when she needed to 

meet her supervisor out of town.  

Overall, collegiality was considered helpful by PTAs and FTAs for fitting into the 

life of the organisation. Both groups felt that collegiality was important for them to feel a 

part of the institution or the workgroup. However, as reflected in the “alienation” sub-

theme, collegiality was not often present between PTAs or PTAs and FTAs. PTAs tended 

to have less access to it, partly because they were balancing different roles, partly 

because such interaction was not cultivated by the institution.  

Students. Students were also an important human factor for PTAs and FTAs, who 

cherished interaction with students. All the PTAs and FTAs referred to students in one 

way or another as an important factor bonding them to academia. For example, if she 

was asked to stop teaching altogether, Louisa (PTA) thought that she would miss the 

students the most: “I just like meeting students, out of 20 students, there will always be 

at least five students who I can get close to.” She enjoyed interacting with the students 

during their study, and she hoped to keep in contact with some who were close to her.  

PTAs and FTAs also referred to students’ success as a source of satisfaction in 

their work. Regardless of their status, they described that when they enabled students to 

learn something or to be capable of getting on well in life, they felt that they had 

contributed partially to the students’ life. Fiona (PTA) felt this satisfaction when she left 

an impression in her students’ lives: 

I like sharing, and the satisfaction I get is like when students can still remember 

me. Just that simple things. They still e-mailed me after years, they invited me to 

their weddings. And then they said things in front of their parents “Mum, this is 

my lecturer.” 

Fiona felt proud if students were successful and kept in contact with her after their 

study. For her, that was a validation of her contribution to students’ lives.  

Students’ success contributes to feelings of identification with their academic 

work for PTAs and FTAs. They do not teach in a vacuum, but through interactions with 

students. Sharing and helping students is more relevant for PTAs’ bonding with their job.  

Informal interactions. Informal interaction was considered important by 

academics in the development of bonds between academics. Throughout the interviews, 

one department continuously came up as an excellent example of how academics can 
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bond. Those coming from that department, currently or previously, highlighted good 

practices that helped them bond as a group: informal lunches, informal knowledge 

sharing, What’s App or BBM chat groups, personal approaches by the head of 

department, and regular workshops for all academics. These practices were missed when 

people moved to other departments: 

The first 4 years I taught here, I was in the school of [department name]. There 

we had many [informal occasions]. But when I moved [to another department], 

there was none, none at all. I still do that with the [department name] colleagues. 

At least once a semester we will go out for a meal. Oh, and then there was also 

like workshops but informal, what’s the name…like sharing something. Now it no 

longer exists. (Fiona, PTA) 

Other PTAs (2/14) who had moved on expressed a similar longing. Those who were still 

in the department (2/14) were grateful for such interactions. Dolores (PTA) was grateful 

that she had good relationships with her colleagues and was invited to activities held in 

the department. Such attention to informal bonds proved to be valuable for PTAs and 

was missed when they moved away.  

6.2.3.2. Sub-theme: Institutional factors - “This is not about the training, but 
that the training invites part-timers.” 

The institution played a role in PTAs’ identification with their academic work. 

Participants pointed out that the institution’s reputation, culture, support, career 

opportunities were important in building their identification with the institution.  

Institution’s reputation. Both PTAs and FTAs went through an identification 

process with the academic profession. Most PTAs (12/14) identified themselves with the 

institution, while only a few identified with the discipline. They considered USI to have a 

good reputation, especially the international programme. Thus, identifying with USI was 

considered good for their self-image: “I believe USI International is posh, it has 

international prestige, and well-known. So I bring that out and make sure the 

international comes out (Philip, PTA). PTAs who affiliated most with their departments 

were the academic contemporaries who taught in more than one institution.  

Compared to PTAs, FTAs’ academic affiliation was split. About half of them (6/11) 

affiliated with the university, one saying “It seems that I tend to answer I am a lecturer at 
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USI” (Vivianne, FTA). About half affiliated with their department, as one said,” I think of 

myself as a marketing lecturer, business lecturer, so it is more universal” (Donna, FTA).  

Support. Facilities enabled academics to feel supported in general. However, the 

PTAs were split in their perception of facilities. On the one hand, they were perceived as 

basic and needing improvement. Paul said in response to a question about their 

adequacy: “Nothing, other than the basic obligation like giving me proper room and 

things like that” (Paul, PTA). Adrianna felt that the facilities did not support PTAs to 

contribute as there was no dedicated room or workstation for PTAs. Nonetheless, the 

facilities were evaluated positively by those who had experienced teaching in other 

institutions:  

I am happy here. There is a religious facility. I mean, it’s balanced. Unlike in [a 

Christian university], I found it difficult to pray. Those small things, which 

sometimes people do not even think, it’s rewarding, I think it’s a reward. It is also 

safe here. I left my bags, my flash disc, over and over again, but I got them back. 

Perhaps the security guard has already memorised me that I left things around. 

That kind of things cannot be measured financially. (Nancy, PTA) 

PTAs appreciated the institution’s efforts to accommodate their requests in the 

scheduling of classes: “I got my own classroom that is suitable to teach. And the hours 

are based on my own schedule, usually, if I want something they will try to fulfil that” 

(Grace, PTA).  

However, two PTAs were critical about the support for PTAs in research. Louisa 

presented her paper at a conference under a USI affiliation. Although she understood 

that as PTA she was not entitled to financial support for publication or conferences, she 

was hoping to get other kinds of support, as she had taught in USI for more than 10 

years: “OK, perhaps they won’t fund the conference, but at least there is support like 

proofreading. I got some assistance, but it was more like personal help [not the 

institution’s support].” For her, support could have been non-financial and should have 

been equal to that offered to other academics. It should not have relied on good 

relationships. Another PTA also wished for equal access to information for research and 

development opportunities. She thought that the gap between the information available 

to FTAs and that available to PTAs was substantial.  
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FTAs thought that the facilities should be better. For example, the new faculty 

room looked like a common room and offered no privacy. Four FTAs specifically 

mentioned the lack of resources to support teaching and research materials. “Yes, 

because all lecturers need data before teaching, and it is not only from textbooks. I want 

that we have access to journals for teaching material, I think this institution has not yet 

committed to that path” (Donna, FTA). They perceived the institution’s commitment to 

providing sufficient resources for research and teaching purposes, like journal 

subscriptions, as lacking.  

FTAs were more critical about the policies that regulated their roles. The general 

feeling was that there had been a gradual change to policies that hindered them in 

enacting their roles properly. The policy on work, in general, had changed gradually, such 

that two FTAs felt it had already become an issue of trust. For Vivianne (FTA), the change 

of policies around work signalled reduced support for academics from the institution: “I 

want to be supported in both research and teaching, I want them to give us a way to 

make it important, not look and sound important.” In her opinion, the policies and 

targets were not consistent with the institution’s campaign for the importance of 

research and teaching, and were more concerned with achieving results for managers. 

One expressed dissatisfaction about the institution’s growing accountability demands 

and decreased support for research and teaching:  

 I would like to have less rigidity in terms of how I spend my time in the office. I 

would like to be supported financially when I want to do research or go to 

conferences. I also need some support in terms of training, I want to attend 

training that perhaps is not conducted by this institution. (Alice, FTA) 

Alice needed more leeway to structure her work, as well as more individual support.  

Culture. Both groups appreciated the institution’s culture because it fostered 

equality and casual interactions. Fiona (PTA), who had experienced teaching in other 

universities, appreciated the casual environment. The institutional culture just “suits 

me,” she said. This was supported by Louisa (PTA): 

And I found the environment matches me. This place is not very bureaucratic. It 

feels more equal. I was interviewed in some other universities, but it was so 

formal, so bureaucratic, hierarchical. I don’t feel it suits me, because I used to 

work in an international [industry] where everyone is equal, everybody is called 
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by their first name.  

For those who were used to working or studying in Western institutions, USI’s 

culture was preferable to those with a hierarchical Javanese-Indonesia culture. It created 

a feeling of equality among academics, regardless of position or employment status. This 

kind of culture was important to FTAs too. Vivianne (FTA) found the informal 

environment conducive to work; it made her feel comfortable and welcome, as she 

described:  

[Here] the relationship between lecturers, both part-time and full-time, are very 

casual, very informal, but we respect one another. And it’s easy to make friends, 

not only inside, but also we hang out, do something together.  

A respectful and casual culture seemed to be the main factor in fostering this 

environment. The “conducive environment” (Vivianne, FTA) was described as “fun” 

(Donna, FTA), “matched” (Annabelle, FTA), such that Denise (PTA) felt more fortunate to 

teach in USI and Bryan (FTA) would most likely miss the environment if he had to leave.  

In addition, the culture of the institution was also seen as valuing effort. There 

were award schemes available for both PTAs and FTAs, such as for best lecturer, granted 

every semester, and the annual employee award:  

Things like the best employee, the best lecturer, kick-off meeting. Giving out 

awards to lecturers at the beginning of the semester is actually engaging for 

some [part-time] lecturers from outside. I don’t think too much [about it], but 

they said it is something new, it appreciates efforts. (Bryan, FTA)  

Both FTAs and PTAs could win the Best Lecturer Award which was seen as a positive 

appreciation of effort, regardless of employment status.  

Continuous employment and growth. The institution was also seen as good at 

providing career or work opportunities. PTAs appreciated the continuous engagement 

with teaching. Although some felt that there are many others who could teach their 

subject, they were happy that their contracts were extended continuously, including 

those who had taught for short period (2–4 semesters) or longer ones (more than 5 

years):  

The proof is we are still together after 8 years, I think it is a proof. Although I 

think that I am not that…unique, many people can replace me to teach [name of 
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course]. But with our cooperation in the last 8 years, I think it is proof [that they 

value me]. (Fiona, PTA) 

Similarly, FTAs expressed a sense of career development. There were many 

opportunities open to them and a strong sense of being supported to develop, as well as 

increasing monetary and non-monetary rewards for their work. For example, Vivianne 

had recently been appointed to a new position: “I was chosen as a [managerial position], 

I had always been offered a managerial position.” Although there were aspects that 

should be improved, PTAs and FTAs expressed positive attitudes towards the 

institutional efforts to develop their career. Professional development was considered 

mostly positive by the PTAs, although they did not always participate as fully as they 

might have.  

6.2.4. Theme 4: Relations between employment statuses. 

PTAs expressed confidence in their position: that they were important to the 

institution and contributed significantly to it. When I probed with a question about how 

important on a scale of 1–6 they thought they were for the institutions, everybody 

answered between 4–6. One felt that she was important as she provided a service that 

directly impacted the main stakeholders:  

Those in higher positions do the more strategic thinking, managing this and that, 

not in the field. So I am important. How do I face our customers, as students are 

our customers? If they are not happy with me, it will affect the institution. So 

that’s why I am very important. (Nancy, PTA) 

Nancy was confident with her contribution to the core business of the institution: 

teaching undergraduate students. She considered that as more important than the 

managerial positions that focus on strategies for implementation of policy. Another 

person felt that she had contributed beyond expectations:  

The university will continue to run well without me, but I think I can contribute, I 

do contribute a lot. I mean considerably. Because at the beginning there are some 

classes that I also helped to establish in terms of syllabus, even though I’m not 

expected to do so, being part-time. But because I enjoyed it, I don’t actually mind 

doing extra. (Louisa, PTA) 
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Louisa thought that she had contributed more than what was asked of her, and was 

happy to do that. She was confident that she was valuable to the institution. Teaching a 

challenging course led PTAs to feeling that they were special to the institution:  

I am not bragging, no… In this department, especially because there is no other 

teacher, my teaching is actually creative and writing, [course topic]. And there's 

no other lecturer who focuses on that. (Vera, PTA) 

Similarly, teaching a niche course increased their sense of their value and their 

confidence, as happened with Vera. Feeling needed by the institution increased PTAs’ 

bargaining power:  

I take pride in what I do. I'm honoured to be part of this university, this 

establishment. And I feel that they need me just like I need them. They need my 

experience; they need me to do certain parts and things. (Arianna, PTA) 

Arianna felt that she had a place in academia, in the institution, because she had 

something to offer the institution. From her perspective, the relationship between her 

and the institution was symbiotic.   

FTAs also attested that they have the power to select PTAs. It was common that 

PTAs were recruited through networks of friends, and the FTAs had a major role in the 

recruitment process: “We recruited the part-timers teaching here, so they are our 

friends, or at least we attended their teaching demo selection process” (Annabelle, FTA). 

They played a role in the formal selection process and afterward also have a hand in 

determining the on-going employment of PTAs. They felt that “successful” FTAs needed 

to be able to adopt and adapt to the culture and values of the department:  

In our programme, the structural positions are filled by full-timers, and somehow 

full-timers have more authority, especially with the enforcement of course 

coordinators. So part-timers who want to continue teaching here will have to 

follow the rules. (Vivianne, FTA) 

As course coordinators, FTAs have to monitor administrative processes such as 

whether topics have been delivered according to the syllabi, conduct the moderation 

process, and review exam questions. Therefore, FTAs had authority over how PTAs 

should work. FTAs not only expected PTAs to follow rules and regulations, but also to 

adopt the values they subscribed:  
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Those who can teach long in this institution will be those who have the same 

values as the full-timers. So those who have been here for years are usually the 

ones who are personally close and also they have the same values in a way, like 

personal values, also in terms of values of teaching. (Alice, PTA) 

FTAs selected those who could expect on-going employment, partly based on their 

adoption of the personal and teaching values of the department.  

The FTAs felt that accepting a new PTA could be risky, and led to anxiety. Two 

PTAs who used to be FTAs shared their concern. Dolores (PTA) worried about whether 

new PTAs would turn out to be a good addition to the team: “There have been new 

lecturers, and it seems that we still assess, what their performance will be like? I mean, 

whether they are cooperative, we don’t know yet.” Dianne’s experience led her to think 

that PTAs can neglect students for other priorities.  

There used to be problems like they put their professional job as the main priority 

so there are many class cancellations, or they come late to class, or they do their 

own things in class while they ask their students to “do independent study” while 

they don’t deliver anything in class. (Dianne, PTA) 

Having PTAs who are not disciplined with schedules and not prepared for teaching was 

bothersome, as Dianne had witnessed in the past.  

However, those PTAs who “survived” the selection process could enjoy being a 

member of a team and get involved in academic decision making. A long-term PTA was 

grateful for this privilege:  

I’m usually given a choice, these are the classes that we would offer next 

semester. If there are classes that I usually teach, usually I don’t get kicked out of 

that course. On top of that, they will offer, here are the choices, which one do 

you prefer? The third one, in terms of thesis students, they don’t just assign me 

like here are the students. But they asked, I was involved in the process. (Louisa, 

PTA) 

Louisa felt that she was involved in making decisions about her employment, which she 

saw as a privilege to be exercised with care. Although it is clear that FTAs had control 

over the selection and retention of PTAs, the PTAs felt that they were needed.  
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6.3. Discussion 

Study 1 aimed to investigate whether there are differences between part-time 

and full-time Indonesian academics in their identity. It also aimed to explore the role of 

groups and institutions in the academic status identification process. The discussion 

addresses identity first, then the identification process.  

6.3.2. Similarities in academic identity. 

In discussing the academic identity of the participants, I use identity theory (IT) to 

look at the hierarchy of academic roles. The academic system in Indonesia is very 

prescriptive about the roles of academics. Academic roles and duties are specifically 

prescribed in Tri Dharma Perguruan Tinggi (the three duties of higher education 

institutions). Not only are the roles divided neatly into the three main areas of teaching, 

research, and service (community and other services), the government also lists the 

types of activities that can be counted in each area as points for promotion purposes 

(see Chapter 2). For example, teaching is calculated as one point per credit taught per 

semester, and supervising an undergraduate thesis as one point per thesis. The 

management of academic duties is highly prescriptive and related directly to tenure, 

rewards, and promotion. Therefore, the nature of academic work is strictly delimited.  

6.3.2.1. The prominence of teaching in academic identity. 
In this study, none of the participants came to higher education to do research; 

they wanted to teach. Overwhelmingly, regardless of employment status, both PTAs and 

FTAs identified as teachers. All said that the majority of their time was spent teaching. In 

fact, most of the PTAs thought that teaching embodied academic identity. PTAs said that 

teaching is currently enough for them, although some aspire to “try” research. Similarly, 

FTAs also dedicated most of their time to teaching, which they enjoyed. Teaching was 

considered the most important aspect of being an academic; their teacher identity was 

prominent (McCall & Simmons, 1978).  

Teaching is often found to be prominent in academic identity studies. For new 

academics, teaching is often the first role they are assigned, and the one from which 

they transition to other roles (Gale, 2011). However, some academics cling to their 

teaching role because they came to the university to teach (Aitken, 2010; Clegg, 2008; 

Gale, 2011). This is especially common with those coming to academia via a non-PhD 



143 

track (e.g., Aitken, 2010; Gale, 2011). Those who come to academia with a strong 

professional background have been found to embrace a personal mission to teach their 

practice (Burton et al., 2013; Findlow, 2012; Lopes et al., 2014; Rajagopal, 2000). The 

PTAs and FTAs in this study did not come into academia through the PhD track; all of 

them started with a master’s qualification and a few started their PhD along the way. 

Their academic identity looks similar to what has been found in the literature, in 

particular, in that they have a strong orientation towards preparing students for life after 

study. 

The practice orientation is especially strong in the PTAs. PTAs tend to describe 

their teaching orientation in binary terms, believing that PTAs teach practice-based 

knowledge, while FTAs teach academic-based knowledge. This simple division is not 

entirely confirmed by the FTAs. They see PTAs as a diverse group and those who are 

combining professional work and teaching as valuable in complementing their own 

knowledge. They do not consider Multiple Academics valuable because they are 

considered the same as FTAs. Thus, FTAs partly confirmed that PTAs see themselves as 

teachers with professional practice expertise, similar to findings in academic identity 

research conducted in professional education like nursing (Peters et al., 2011) and 

journalism (e.g., Grusin & Reed, 1994). In the nursing context, Peters et al. (2011) found 

that FTAs recognised the important role of PTAs as a bridge between academic study and 

the professional nurse they want to be. The professional knowledge brought in through 

PTAs’ expertise was considered valuable for students (Peters et al., 2011). It is worth 

noting that, in this study, FTAs valued professional knowledge right across the schools.  

6.3.2.2. Other roles in academic identity 
Research. Despite their length of teaching experience, only three PTAs had ever 

presented their research at a conference and none had published in an academic journal. 

A few of them showed an interest in “trying” research, but lacked a concrete plan to 

start. Surprisingly, FTAs also failed to prioritise research. Their attitude towards research 

could either represent a lack of interest and skills, or competing academic priorities. FTAs 

were more aware of research and the pressure to conduct it. The profession demanded 

research output for certification and promotion. Therefore, most of them allocated 

research time in their academic work, but they did not feel that the role was well 

supported. Overall, FTAs feel that there was a lack of consistency between the demand 
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to produce the research output and the support given for it. Therefore, they use 

different language when talking about teaching and research: teaching was identified 

with passion; research was identified with the performance of measurable goals.  

Such a failure to develop one’s researcher identity has been identified with 

failure to progress to the next stage of academic identity development (Gale, 2011). 

Using Taylor’s (1999) levels of academic identity, Gale (2011) noted that early career 

academics who do not come from a research background identify themselves strongly 

with teaching and do not progress automatically to other roles. Without the correct 

support such as mentoring programmes, role models or a conducive departmental 

environment, other roles such as research and networking remain undeveloped (Gale, 

2011). The participants in this study experienced something similar. Coming from a non-

research background, they did not have the foundational skills to develop a research 

role. The fact that the majority of academic staff at USI did not have a PhD contributed to 

the invisibility and lack of support for research in the departments. Moreover, for PTAs, 

there was very limited financial and skills-development support for research.  

However, as the global environment puts pressure on institutions and academics 

to produce research outputs, there is a growing awareness among academics that 

research is an important role. Several FTAs commented that they did not have the level 

of research publication expected by the university. And, although the passion for 

research was not as strong among academics as it was for teaching, research was what 

academics were second-most passionate about.  

Management and community development. In addition to teaching and 

research, academics in this study evinced a strong attitude towards the managerial role. 

The managerial role was an undesirable role. Both groups saw this role as something to 

avoid. The PTAs had no desire to take up any managerial role, while the FTAs had no 

choice other than to do so. Managerial roles were seen as time-consuming, taking away 

valuable time academics could spend doing “academic” things. In the FTAs’ view, 

managerial duties were not academic, regardless of the nature of the duties; they were 

mainly about quality assurance. Therefore, FTAs perceived a dichotomy between 

“academic” and “non-academic” elements of academic work. Meanwhile, the 

community development role was largely overlooked: PTAs were not aware of it, while 

FTAs did only what it is required. Almost no one thought of it as part of being an 
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academic.  

The global higher education literature generally discusses service in terms of 

service to the institution or to the wider academic community. As the management style 

of higher education institutions has shifted to become more corporate-like, a demand 

has arisen for academics to either manage and/or be managed in a corporate style 

(Degn, 2014; Gordon, 2010). This has brought changes in academic work such as an 

orientation towards output (McInnis, 2010), pressure to “excel” both in research and 

teaching (Aitken, 2010; Clegg, 2008), the growing managerial workload for academics 

(Bessant & Mavin, 2016; Peters et al., 2011), strengthening of managerial identity 

(Bessant & Mavin, 2016; Huang & Pang, 2016), and the rise of managers who are 

involved in academic activities (MacFarlene, 2011; Whitchurch, 2009).  

In practice, for the academics in this study, “service” implied “management.” At 

USI, there were “managerial” performance indicators, with the word managerial used to 

define all tasks not directly related to teaching and research, including meetings, 

strategic planning, or any tasks outside the academic performance indicators. At the 

course coordinator level, the tasks were mostly administrative, but they were still 

labelled managerial.  

Administrative workload is often described as the most unsatisfying part of 

academic work (Bryson, 2004) and has been intensifying as academic work changes (e.g., 

Bryson, 2004; Gornall & Salisbury, 2012; Tight, 2010). In his evaluation of U.K. academic 

workload post 1945, Tight (2010) found that academic workload grew during the 1960s 

to around 50.5 hours per week, but has plateaued since then. However, administrative 

workload has risen, and has eaten away at teaching and research (Tight, 2010). Gornall 

and Salisbury’s (2012) participants label this as “non-productive” activity. As a result, 

they found that academics are driven to use their personal time to do more fulfilling 

aspects of the job. In this study, both PTAs and FTAs adopted a similar strategy to keep 

their work fulfilling. However, FTAs had a strong and growing resentment about their 

workload. Becoming a PTA was sometimes seen as a strategy to keep academic work 

fulfilling by limiting administrative workload.  

6.3.2. Differences in academic identity. 

Academics in this study experienced a mismatch between the identity they 
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perceived as an ideal and the identity they had to enact, or a mismatch between the 

hierarchy of prominence and their hierarchy of salience (Brenner et al., 2014; McCall & 

Simmons, 1978). A hierarchy of prominence is defined as an individual’s ideal hierarchy 

of identity, which reflects their affective preference (Brenner et al., 2014; McCall & 

Simmons, 1978). This hierarchy emphasises the personal importance of identity, and if 

enacted, it will bring intrinsic and extrinsic rewards (McCall & Simmons, 1978; Thoits, 

2013). A hierarchy of salience is the hierarchy of which identity will be more likely to be 

enacted: the one that will yield the biggest “profit” (Burke & Stets, 2009; McCall & 

Simmons, 1978). These two concepts seem similar (Brenner et al., 2014; Thoits, 2013); 

however, IT maintains that they are different, although they have a close, sometimes, 

causal relationship (Brenner et al., 2014; Burke & Stets, 2009; McCall & Simmons, 1978; 

Thoits, 2013). In this study, there is a dissonance between prominence and salience in 

PTAs’ and FTAs’ academic identity, mainly caused by the social structure of the academic 

profession as embodied in the regulations and the institutional structure.  

FTAs had more awareness than PTAs of the assigned roles of academics, 

especially where non-teaching roles are concerned: what they mean, what needs to be 

done, and how it affects their academic career. In contrast, PTAs only knew the teaching 

roles. However, awareness and understanding do not always translate into prominence 

of roles in a hierarchy of identity. According to McCall and Simmons (1978), role 

identities have a conventional dimension and idiosyncratic dimension. In the 

conventional dimension, role identity has expectations set by the social structure and 

social status. In this case, academics were expected to enact Tri Dharma roles by the 

government, to fulfil the key performance indicators or teaching-learning index by the 

institution, and to be a respected person in society. However, not all individuals obeyed 

the conventions. In fact, there were variations among academics as to how their roles 

should be performed. This uniqueness is the idiosyncratic dimension of role identity 

(McCall & Simmons, 1978).  

According to the government, the roles of academics evolve following their 

career trajectory. For early career academics - assistant ahli (junior lecturer) and lektor 

(senior lecturer) – the teaching/learning role is expected to be more salient. As they 

become more senior, the researcher role becomes more salient. This is shown through 

the calculation of credit points for academic tenure, which requires a greater 
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contribution from research/publication points for higher academic positions (Directorate 

General of Higher Education, 2014). The expected hierarchy of salience for academics 

looks like the diagram in Figure 4.  

 
Figure 4. Government’s expected hierarchy of salience for new and senior academics. 

(Source: adapted from Directorate General of Higher Education, 2014) 

These regulated roles become a benchmark for the academic profession and can be 

considered the “large structure” (Stets & Burke, 2013) of the academic profession. 

Institutions adapt these roles to their agenda, needs, and capabilities, putting different 

expectations on their academics. PTAs are expected to focus on teaching, and their 

contract reflects that expectation. There is limited support or facilities given to other 

roles. Thus, for PTA, salient hierarchy entails a single role. 

Meanwhile, the institution’s need for governance puts a different expectation on 

FTAs. It expects that they do four roles: management, teaching, research, and 

community development, which form the intermediate social structure of the academic 

profession at USI. The institution separates the service component into management and 

community development (ComDev). ComDev refers to the community service activities 

that can be counted toward academic promotion. The salience hierarchy of academic 

identity for FTAs is as described in Figure 5. The participants in this study confirmed this 

expectation.  
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Figure 5. Participants’ beliefs of institutions expectation for PTAs and FTAs. 

However, upon entering the profession, academics have their own ideals and 

expectations. Academic identity is formed through constant negotiation between the self 

and the social context. The socialisation process of this professional identity comprises 

an anticipatory stage and an organisational stage (Tierney & Rhoads, 1993). Tierney and 

Rhoads (1993) argue that the anticipatory stage happens when the candidate academics 

are in undergraduate and graduate study, but mostly in graduate school. Through 

graduate education, they will learn the norms of the professoriate intimately (Tierney & 

Rhoads, 1993). In a PhD programme, young academics learn through research mentoring 

by supervisors, research assistantships and teaching assistantships. The organisational 

stage builds on the anticipatory stage when the academics start their academic career, 

which will be easier if they work in the same institution as the doctorate programme, but 

more challenging otherwise (M. Clarke, Hyde, & Drennan, 2013).  

The majority of academics in Indonesia have not gone through doctoral 

education. Only one academic in this study had a doctoral degree with three more 

underway. Up to master’s level, the experience of education is mainly through teaching 

rather than research. Therefore, for Indonesian academics who mostly have bachelor’s 

and master’s degrees (Directorate General of Higher Education, 2015a), their 

socialisation into the academic role focuses on teaching, with some experience of 

undergraduate and master’s thesis writing. It is not surprising then that the teaching role 



149 

captures their ideal picture of the academic profession.  

There is thus a discrepancy of prominence and salience in the academic identity. 

The orders of prominence and salience are not the same; prominence represents the 

ideal subjective self, and salience, the strategic self or the situational self (Brenner et al., 

2014; McCall & Simmons, 1978). The differences between prominence and salience are 

described in Figures 6 and 7.  

 
Figure 6. Hierarchy of prominence and salience for PTAs.  

 
Figure 7. Hierarchy of prominence and salience for FTAs.  

The FTAs felt more dissonance between the prominence and salience hierarchies 

than PTAs. As full-time workers, they had less autonomy to choose their roles and there 

were more roles to be undertaken. The full-time position is structured around 
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managerial obligations. The researcher part of the academic identity is also structured, 

although not much supported, by the institution. PTAs feel less dissonance, as the 

structure of their employment supports them to focus on teaching. Their research 

identity is not facilitated but that is less a problem for PTAs as the reward for enacting it 

is limited to intrinsic reward for those who do not have academic tenure. Moreover, it is 

possible to do research should they want to do so, without the full support of the 

institution. However, they were able to “escape” most “non-academic” duties by opting 

to stay part-time.  

Performing only partial academic identities may have consequences for how PTAs 

see themselves. Both groups refer to their professional identity differently. PTAs opted 

to refer to themselves as “teachers” instead of “lecturers.” FTAs mostly referred to 

themselves as “lecturers,” while the PTAs explained themselves as “teaching” and 

avoided direct references to academics and lecturers. By referring to the action of 

teaching, they get the social recognition of being in a respected profession but avoid the 

stereotype of academics being intellectually superior.  

6.3.2. Identification with academic status: The social identity dynamics inside 

academia. 

Identification with the academic profession is a process. This section discusses 

how social identity impacts on this process, in particular, organisational identification, in-

group/out-group dynamics, the centrality of the department and affective commitment 

to students.  

6.3.2.1. Organisational identification.  
Financial compensation has always been a significant factor in the PTA literature. 

PTAs are mostly satisfied with their job except with their pay and job security (Berry, 

2005; Gappa & Leslie, 1993; Ryan et al., 2013; Valadez & Anthony, 2001). Berry (2005), 

Gappa and Leslie (1993), Nelson (1997), and Rajagopal (2000) discuss the impact of low 

pay on the well-being of PTAs. Berry (2005) and Nelson (1997) focus on the financial 

hardship of contingent academics in the U.S., which can go as far as not being able to 

afford health insurance and necessities. Their income is very unpredictable; they have to 

survive through long summer breaks when classes stop (Berry, 2005), and their pay has 

been low and stagnant for years (Pratt, 1997). The literature of Indonesian higher 
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education represents academics as low paid, regardless of their employment status. The 

full-time lecturers in public institutions also often need to supplement their low income 

by teaching in other institutions or conducting other projects outside academia (Hill & 

Wie, 2012). Toyibah’s (2017) autoethnography gives an account of her part-time 

teaching days when she was paid Rp 400,000 (NZD 40) per month, paid every few 

months. The pay gap between institutions is large, depending on the location and size of 

the institutions (Royono & Rahwidiati, 2013). There is even an anecdote that dosen 

(lecturer) is short for “kerjanya dos, gajinya sen” (a box full of work, paid in cents). There 

are no studies of PTAs in Indonesia. However, it can be inferred that both part-time and 

full-time academics receive low pay, given that FTAs are paid poorly in general.  

Regarding payment and its effect on work, there are two important findings in 

this study. Firstly, contrary to the common perception of the profession, academics had 

enough income to support themselves. PTAs did not teach for pay, while the FTAs were 

mostly content with their pay. Secondly, the institution, USI, paid comparatively well.  

Studies of PTAs have consistently found varied motivations for PTA employment. 

PTAs are a varied group of people (D. Brown & Gold, 2007; Monks, 2009; Strachan et al., 

2012) who react differently to their working conditions. In fact, some find that casual or 

part-time employment suits their needs. For example, in a nationwide survey, 

Australian’s sessional teaching staff indicated that casual or permanent part-time 

employment suited them well although their job satisfaction was low (Strachan et al., 

2012). In the U.K., a survey of 10 universities yielded similar results, suggesting that PTAs 

were likely to opt for permanent part-time positions (D. Brown & Gold, 2007). Part-time 

employment is often considered flexible and suitable for those who want to combine 

several activities (Kezar & Sam, 2010). At USI, the PTAs mostly had income from 

elsewhere than teaching. Therefore, for most participants, becoming a PTA was a 

voluntary decision and served as a hobby or a welcome additional source of income.  

The institution offered an hourly teaching rate that is higher than other private 

institutions. Almost everybody thought that the pay was not bad, and better than at 

other institutions. Although this satisfied the expectations of most, they still felt that it 

was not fair pay for the job. Their attitude was influenced by the cultural notion that 

teaching is a “dedication,” not a way to seek financial rewards. Teaching was perceived 

as carrying a high social standing, which somewhat overcame the negative perception of 
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the low pay and fostered a stronger positive image of the institution.  

The situation was not as straightforward for FTAs. The institution paid a salary 

that made it possible for them to live a decent, even a good, life without having to do 

extra work elsewhere. They regarded their pay as sufficient for academics, although not 

on par with what was offered by industry. Because almost all of them were ex-industry 

workers, they knew the difference between the pay they could earn inside and outside 

academia. Thus, in both groups, lower pay was compensated for by positive factors such 

as more flexibility, the feeling of contributing to society, and intellectual engagement. 

This is also in line with the academics in Toyibah’s (2017) study. The ex-industry workers 

who switched to being academics received half or a third of what they used to receive in 

industry, but they achieved other satisfactions by teaching. Eventually, they were also 

able to get additional income through various academic projects (Toyibah, 2017). Pay did 

not seem to affect FTAs and PTAs similarly. While PTAs expressed gratitude and 

appreciation in comparing what they earned to what they might have earned at other 

institutions, FTAs were more likely to say “it is enough, but…” FTAs’ attitudes are 

understandable because they were unlikely to get extra income from outside academia.  

Van Dyne and Ang (1998) found something similar. They investigated part-time 

and full-time professional workers’ organisational citizenship behaviour. Surprisingly, 

they found that part-time professional workers actually showed stronger organisational 

citizenship behaviour than full-timers. One possible explanation was that when part-

timers took a job voluntarily, they felt more confident in their contribution to the 

organisation. And because they were professional workers, they were likely to face 

customers and represent the organisation. Full-time workers already felt like 

organisation citizens, so they had a business as usual attitude.  

The different response to pay may also signal that pay triggered different 

reactions depending on employment status. Pay seemed to contribute to organisational 

identification in PTAs and to organisational commitment in FTAs. Although organisational 

identification is not normally dependent on extrinsic factors like rewards (Ashforth et al., 

2008), comparatively good pay might well affect organisational identification in PTAs 

because it enhances the prestige of the institution compared to others. The knowledge 

that their pay is comparatively good may have led to them interpreting the pay rate as a 

gesture of appreciation by the institution, thus strengthening their identification with it. 
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Because identification is a psychological process (Ashforth et al., 2008; Ashforth & Mael, 

1989; Riketta, 2005), it does not necessarily involve social exchange, unlike 

organisational commitment (van Knippenberg & Sleebos, 2006). Organisational 

commitment assumes that self and organisation are separate entities and the 

relationship between them is fostered through the social exchange (van Knippenberg & 

Sleebos, 2006). Therefore, it involves an evaluation process whereby workers assess 

whether the organisation delivers their “end” of the bargain (van Knippenberg & 

Sleebos, 2006). In this study, FTAs seemed to balance the salary against the growing 

workload in the areas of work that they do not enjoy. Because the growing managerial 

workload reduced the “academic” time that they considered important, the institution 

might be seen as not delivering on their end of the bargain.  

6.3.2.2. In-group vs out-group: Insider, outsider and power relations. 
There is a common assumption that organisations want their workers to identify 

with the organisation, and that people will identify with the institution if they see it 

positively. (Ashforth & Mael, 1989). In Indonesian higher education, the prestige of an 

institution is first of all determined by whether it is public or private (Welch, 2007). 

Public institutions in big cities are the most prestigious, especially those in the top eleven 

which have PTN-BH status (public institution with autonomy status). Private institutions, 

in general, are of very mixed quality but are generally perceived as of lower quality than 

public institutions (Welch, 2007). However, big private institutions in major Indonesian 

cities have quite a good reputation, especially those targeted at certain religious groups 

or catering to a wealthier population (Logli, 2016).  

In general, the PTAs considered that their affiliation with the university had 

enhanced their self-image, and they willingly identified to the university. This way of 

thinking was pronounced in the entrepreneurs who gained prestige from having a higher 

education affiliation. Although the part-timers tended to be very cautious in affirming 

their professional identity (“I teach” instead of “I am a lecturer”), they identified closely 

with the institution, especially its international orientation and size. However, they did 

not seem to fit in well with others. Organisations are made up of multiple workgroups, 

and it is usual for an individual in a big organisation to identify with a specific group 

(Ashforth et al., 2008). This identification may be beneficial to increase organisational 

citizenship behaviour, but may also increase conflict between groups. The FTAs had a 
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stronger identification with a group than the PTAs, and they are more likely to identify 

with their department rather than their institution. However, the PTAs did not identify 

with a “part-time” group, because there was no such group. There was almost no 

interaction between PTAs to allow for group interaction, and the institution did not 

facilitate such interaction. And there seemed to be almost no facilitation of interaction 

between PTAs and FTAs, other than the once a semester meeting before the semester 

and occasional informal gatherings. It was really up to individual FTAs in each 

department to create an inclusive atmosphere.  

Although PTAs were proud to identify with the institution, they did not have roots 

in the institution. They did not belong to a workgroup that could enhance their 

commitment to the institution. Therefore, they were insiders from outside, but outsiders 

on the inside. The institution had not invested in enhancing PTAs’ sense of belonging, 

and PTAs wanted to limit their commitment to the institution. However, they were 

committed to doing their work well for students and were proud of their contribution. 

This confirms Van Dyne and Ang’s (1988) findings that contingent workers view 

themselves as core workers, not peripheral workers, and are thus committed to their 

work. This is especially relevant to contingent workers in professional occupations (Van 

Dyne & Ang, 1998).  

FTAs played an important part in integrating PTAs into academia, both formally 

and informally. I found that PTA recruitment relied on FTAs’ networks and that PTAs’ 

employment was dependent on FTAs. Moreover, the PTAs taught courses with an FTA as 

the course coordinator. Although course coordinators had no direct supervisory power 

to issue warnings or set compensation, they had informal power in hiring decisions. Both 

the formal and informal power of FTAs directly and indirectly determined who could 

teach in subsequent semesters and who would be involved in decision-making processes. 

The imbalance of power between the two academic groups coloured their collegial 

relationship with supervisory power relations (Peters et al., 2011). I would assume that 

the FTAs would endeavour to recruit members of similar views and culture to sustain 

identification with the group at the department level. Although one might expect the 

relationships between PTAs and FTAs to be collegial, an element of power pay is 

inevitable.  

Thus, identification was complex for PTAs. On the one hand, they had a degree of 
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identification with the organisation. On the other hand, this identification was not 

actively encouraged by the institution. Their engagement with the institution was 

haphazard; some had a good understanding of the responsibilities and benefits; others 

did not. They sought support from either those who recruited them to the university or 

the administrative unit. Although I did not measure their identification, I found that if the 

PTAs perceived a strong bond with the department, they were more likely to be assertive 

and feel equal. To feel they belonged and were valued, organisational identification 

needed to be followed by coming to belong in a workgroup to ground the identity.  

From the perspective of social identity theory, group identification and group 

competitiveness happen in any complex organisation, regardless of the nature of the 

business and the qualifications of the people. People in organisations gravitate towards 

groups, whether based on work characteristics (structural) or organic. Group 

identification elicits in-group favouritism, in which members view their group as better 

than others to make them feel good (Ashforth & Mael, 1989). Group identification and 

in-group favouritism can occur from social interaction (e.g., lunch groups, or smoking 

buddies) to workgroups (the operation group, QA group, School of Business group etc.). 

On the one hand, if the cohesion within a group is managed well, it can create stronger 

collegiality, which is a value strongly represented in academia. On the other hand, if in-

group and out-group competition can be managed well by the institution, it can foster 

healthy competition that benefits the institution. Neither positive nor negative in-

group/out-group dynamics were found in this study, because the PTAs did not form a 

separate group.  

6.3.3. Affective commitment to students. 

What is a teacher without students? For both PTAs and FTAs, students play a very 

important role in their identification with their academic status. However, IT and SIT 

define affective commitment differently. In SIT, affective commitment is defined as “a 

sense of emotional involvement with the group” (Ellemers, Kortekaas, & Ouwerkerk, 

1999, p. 372). In IT, affective commitment is defined as “the degree of emotional 

attachment to others in networks of relationships” (Stryker, 2008, p. 21).  

My data showed that the PTAs had a strong affective commitment to students. 

The commitment explains their attachment to their academic status. All the PTAs 
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acknowledged that they would miss interaction with students the most if they were to 

leave the institution. Although their relationship with students was limited due to their 

part-time status, this relationship was stronger than those with colleagues or the 

institution. PTAs saw students as central to their academic identity. They based decisions 

on the benefit to students: improving their teaching skills, giving relevant activities and 

samples, and in some cases, performing extra roles such as being a counsellor.  

Similarly, FTAs had a strong affective commitment to students. Compared to 

PTAs, they were more available and willing to meet students. For FTAs, their relationship 

with students was closely connected to their academic roles: teaching, research, and 

management. All of these roles involved students in one way and another. For example, 

pastoral care was a part of their managerial duties, supervising undergraduate students 

was part of teaching and research, and teaching was, of course, part of the teaching role. 

However, as FTAs were much more involved in the daily life of the institution, they also 

invested in interactional commitment. Interactional commitment is defined as the 

number of relationships linked to a given identity and the ties among networks of 

relationships (Burke & Stets, 2009). FTAs developed collegial networks with other 

academics, and sometimes friendships. They also developed affective commitments to 

groups in the department. Thus, FTAs had greater emotional and relational networks to 

ground their identity in the profession compared to PTAs.  

6.4. Conclusion: A divided identity 

The findings of the study show that PTAs had a strong identification with the 

academic profession, especially the teaching role. Teaching was both prominent and 

salient in their hierarchy of roles. According to IT, prominence is endorsed by the ideal 

state of being, how people see themselves and how they perceive that others see them, 

as well as the extrinsic and intrinsic benefit they will receive upon enacting a particular 

role (McCall & Simmons, 1978). Salience is endorsed by the perceived profit of enacting a 

particular identity in a given situation (McCall & Simmons, 1978). In this study, the 

majority of PTAs did not seek extrinsic reward. The reward for them was mostly intrinsic: 

feelings of contributing, satisfaction in helping others, and enjoyment of the social status 

brought by the profession and of the institution.  
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However, this study was consistent with previous studies (e.g., D. Brown & Gold, 

2007; Gappa & Leslie, 1993; Strachan et al., 2012), which typically find freeway fliers 

(those teaching in multiple institutions) and hopeful part-timers (those wanting a full-

time academic position). Context played an important part in this finding because the 

institution paid better than other institutions and was considered prestigious, which 

attracted industry professionals to teach there. Therefore, in this context, there were 

more stories of fulfilling passions and seeking personal enjoyment through teaching than 

making money through one’s academic job.  

PTAs’ academic identity was not always supported from within. Those who 

experienced strong engagement from the department and were involved in 

departmental decision making felt content and had a stronger sense of personal agency. 

Those who experienced degrading treatment from the department sought comfort by 

using students as a source of academic identification or strengthening their professional 

identity as a source for academic identification. This kind of identity has been found in 

other studies of part-timers’ academic identity. Levin and Shaker (2011) talk about the 

divided identity of full-time-non-tenured-track academics. They describe these 

academics as living in their own “figured world,” in which they are happy and confident 

as they interact with students, but careful and cautious in their interaction with their 

institutions. This is also similar to White’s (2012) findings about part-time lecturers who 

experience being valued and de-valued at the same time. However, this study found that 

academic identity is not neatly divided into opposing poles of happiness and 

unhappiness. Instead, it is closer to Levin and Montero-Hernandez (2014), who found 

multiple types of academic identity in PTAs. When interacting with students, PTAs are 

happy and confident, while in their interaction with the institution, their identity 

depends on their experience. Some experience positive interaction; some experience 

being marginalised and not valued. There are others who experience both being valued 

and devalued by different groups in their institution.  

PTAs have a strong identification with their profession, but not necessarily with 

their institution. Their affective commitment is strong to students, although it is a 

different kind of affective than described in IT. In IT, affective commitment can be 

measured by the depth of interaction with people, such as time spent with people in a 

certain network and the voluntary or recreational activities done with people in that 
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network (Stryker, Serpe, & Hunt, 2015). The PTAs’ affective commitment to students is 

not specific to John, Richard, and Christine. Instead, it refers to students in general. 

Students come and go; PTAs will know some better than others. It is their interaction 

with students in teaching that counts most for them.  

PTAs’ identification with their institution is endorsed by prestige and pay, but not 

strongly rooted inside the institution. If networks inside the department do not nurture 

their engagement, PTAs may leave the institution. If the source of academic identity is 

their interaction with students, then they could just as easily actualise their academic 

identity in other universities. If their teaching identity is portable, it is up to the 

institution to provide an environment that keeps them there.  
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Chapter 7 

Study 2: Investigating Teaching Perspectives and Teaching 

Practices 

Study 2 is a mixed-method study to compare the teaching of full-time and part-

time academics. This study has three parts: it explores face-to-face teaching perspectives 

from academics’ point-of-view, classroom practices from students’ point-of-view, and 

out-of-classroom practices and professional development from the academics’ point-of-

view. The first two parts are quantitative, while the last part is qualitative.  

The findings show that there were no statistically significant differences between 

PTAs and FTAs based on employment status for either teaching perspectives or in-

classroom teaching practices. However, there were similarities and differences between 

their out-of-classroom practice and attitudes towards professional development.  

This chapter examines, first, their teaching perspectives; second, their classroom 

teaching practices; and finally, their out-of-classroom teaching practices and attitudes 

towards professional development. After I have presented the findings, I will discuss the 

whole study. I use the same pseudonyms as in Study 1 to protect the identity of the 

institution (“USI”) and the participants.  

7.1. Study 2A: Exploring Teaching Perspectives for PTA and FTA 

In Study 2A, I used a quantitative exploratory design to explore differences in 

teaching perspectives between academics, based on their employment status at USI. It is 

the first such study in an Indonesian context and one of the few in any contexts. The 

instrument used in this study was the Teaching Perspective Inventory (TPI; Pratt & Collins, 

2000), and the study was guided by the following research question: Are there significant 

group differences in academics’ teaching perspectives based on their employment status? 

7.1.1. Method. 

A survey design was used to gather responses from full-time and part-time 

academics at USI during Semester 1, 2016/2017. In this section, I address the 

participants, instruments, data gathering and analysis procedure.  
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7.1.1.1. Participants. 
The participants in this study were part-time and full-time academics teaching at 

USI in Semester 1, 2016/2017. They participated in a survey conducted in October 2016 – 

January 2017. From 136 responses, one was rejected because the respondent answered 

all questions the same, indicating that she/he had not read the questions. Of the usable 

responses, 66 were FTAs (95% of FTAs teaching that semester) and 69 were PTAs (70% of 

the PTAs teaching that semester).  

The demographic data is summarised in Table 7. Most of the respondents came 

from the School of Business (SoB; 36.4% FTA, 34.7% PTA) and the School of Computing 

and Media (SoCM; 37.9% FTA, 33.3% PTA). Most of the FTAs had more than 10 years’ 

teaching experience (40.8%). Most of the PTAs had between 6 to 8 years of experience 

(33.3%). The PTAs were mainly either business owners (28.9%) or part-time academics 

(23%). Lastly, the teachers were almost equally divided between those who taught in 

other institutions and those who did not.  

Table 7  
Demographic Characteristics of the Participants 
 FTA 

n (%) 
PTA  
n (%) 

Academic Qualification 
Bachelor 
Masters 
Doctor 
Other 
Total 

 
  2 (3%) 
43 (65.2%) 
21 (31.8%) 
  0 
66 

 
  4 (.6%) 
51 (73.9%) 
11 (15.9%) 
  3 (.4%) 
69 

Teaching experience: 
Less than 1 year 
1-5 years 
6-10 years 
Over 10 years 
Total 

 
  0 
23 (34.8%) 
16 (24.2%) 
27 (40.9%) 
66 

 
  6 (.9%) 
22 (31.8%) 
23 (33.3%) 
18 (26%) 
69 
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 FTA 
n (%) 

PTA  
n (%) 

School taught: 
General Studies 
Business 
Computing and Media 
Creative Arts 
Total 

 
  9 (13.6%) 
24 (36.4%) 
25 (37.9%) 
  8 (12%) 
66 

 
  9 (13%) 
24 (34.7%) 
23 (33.3%) 
13 (18.8%) 
69 

PTA Employment status 
Full-time non-academic 
Part-time non-academic 
Full-time academic 
Part-time academic 
Own business 
No other work 
Total 

  
10 (14.4%) 
  8 (11.6%) 
  9 (13%) 
16 (23%) 
20 (28.9%) 
  6 (.7%) 
69 

PTA teaching in other institution 
Yes 
No 
Total 

  
33 (47.8%) 
36 (52.2%) 
69 

 

7.1.1.2. Measures. 
The survey aimed to explore differences in teaching perspectives between the 

part-time and full-time academics using the TPI (Pratt & Collins, 2000). The TPI is a 45-

item instrument, with 15 items for measuring beliefs, 15 items for intentions, and 15 

items for actions. Items for educational beliefs include the following: learning is 

enhanced by having predetermined objectives; to be an effective teacher, one must be 

an effective practitioner; and, most of all, learning depends on what one already knows. 

Items for educational intentions include the following: my intent is to prepare people for 

examinations, my intent is to demonstrate how to perform or work in real situations, and 

my intent is to help people develop more complex ways of reasoning. Items for 

educational actions include the following: I cover the required content accurately and in 

the allotted time, I link the subject matter with a real setting of practice or application, 

and I ask a lot of questions while teaching. The complete questionnaire is included as 

Appendix D.  

The TPI is used to diagnose the dominant teaching perspective of an individual 

participant. Pratt (1992) created five perspectives of teaching: transmission, 

apprenticeship, developmental, nurturing, and social reform. The perspectives imply 

different beliefs, intentions and actions, which influence the way teachers interact with 
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the subjects and students (Pratt, 1998). Table 8 offers a short summary of the five 

teaching perspectives. Each perspective was more thoroughly explained in Chapter 2.  

Table 8 
A Summary of Pratt’s Teaching Perspectives 
Perspective Description 
Transmission  
 
Apprenticeship  
 
Developmental  
 
Nurturing 

 
 
Social Reform  

 

Effective teaching requires a substantial commitment to the 
content or subject matter.  
Effective teaching is a process of socialising students into new 
behavioral norms and professional ways of working.  
Effective teaching must be planned and conducted "from the 
learner's point of view.”  
Effective teaching assumes that long-term, hard, persistent 
effort to achieve comes from the heart as much as it does from 
the head. 
Effective teaching seeks to change social structures in 
substantive ways. 

(Source: Jarvis-Selinger, Collins, & Pratt, 2007, p. 70) 

To calculate each participant’s score, the inventory sums the questions that are 

related to each perspective. The instrument provides participants with their dominant, 

back-up, and recessive teaching perspectives. Each participant is expected to have one or 

two dominant perspectives, one or two back-up perspectives, and the rest are recessive 

perspectives (Pratt & Collins, 2000). To determine which perspectives are dominant, 

back-up, and recessive, two values are created to determine the upper limit of each 

score (mean + 1 standard deviation) and the lower limit (mean – 1 standard deviation). 

Any values above the upper limit indicate the dominant perspective of a participant, 

while any values below the lower limit indicate their recessive perspectives (Collins & 

Pratt, 2011; Pratt & Collins, 2000). The values in between indicate the back-up 

perspective (Collins & Pratt, 2011; Pratt & Collins, 2000). The result thus shows the 

dominant, secondary and recessive perspectives possessed by individual academics. I 

chose this instrument for its ability to capture the degree of different perspectives in an 

individual teacher. Moreover, the initial purpose of TPI was for teachers of adults, which 

fits this study well.  

When it was designed, the TPI was tested for construct validity, reliability and 

test-retest reliability. The design of the instrument was based on qualitative research by 

Pratt (1992), who interviewed more than 250 teachers of adult education in multiple 
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educational contexts (e.g., university, industry/business, vocational education, religious 

education, government and military) and countries (Canada, China, Hong Kong, 

Singapore, United States). The five teaching conceptions developed in the research were 

then operationalised into the TPI items (Pratt, Collins, & Jarvis-Selinger, 2001). The 

design of the instrument itself went through several stages. First, a panel of expert adult 

educators collated the instrument by hand-picking pre-designed items, which amounted 

to 75 items. This version was tested on 471 teachers and gave high test-retest reliability 

(.88) and internal scale consistency (.79) (Pratt et al., 2001). Another expert panel then 

reduced the items to 45. This version was then tested on more than 1000 teachers and 

yielded internal reliability for each scale above .80 (Pratt et al., 2001). A correlation test 

between the instrument result and the teachers’ agreement with their profile 

demonstrated a moderate and significant correlation (Pratt et al., 2001). After the 

instrument was made public online, Collins and Pratt (2011) reported on the 

psychometric component of the test with 116,621 respondents recorded. Despite the 

heterogeneous participants (120 different ethnicities), the Cronbach’s alpha of each 

scale was between .7 and .83.  

Pratt and Collins made the TPI available for free online. It can give a result within 

a few minutes, with a short paragraph explaining each teaching perspective. Because of 

its accessibility, it has been taken up by a massive number of people around the world 

(Collins & Pratt, 2011). Moreover, it has also been used widely by scholars in different 

local contexts. It has been used to assess the influence of the academic origins of 

students in Bachelor of Education programmes on their teaching perspectives in Canada 

(Jarvis-Selinger, Pratt, & Collins, 2007); to assess the teaching perspectives of students in 

PE teacher education in view of a change of curriculum in China (Wang, 2014); and to 

investigate the relations between teaching perspectives and disciplines in university 

professors in Greece (Rotidi, Collins, Karalis, & Lavidas, 2017). It has also been used in 

non-adult education contexts to examine the teaching perspectives of primary and 

secondary teachers in New Zealand and Queensland (G. T. Brown, Lake, & Matters, 

2009). In all settings, the TPI was used to compare different groups of teachers, including 

differences in teaching perspectives based on academic background, demographic 

attributes, or education system. Therefore, this instrument is well-suited for this study, 

which aims to compare the teaching conceptions of PTAs and FTAs.  
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Because USI uses English as the formal language for the teaching and learning, I 

kept the original English language in the questionnaire accompanied by the Indonesian 

translation underneath each question. The Indonesian translation used the back-

translation method (Chen & Boore, 2010). I translated the questions, and two 

experienced translators translated them back into English. The results were then 

discussed and amended. I conducted a pilot study by distributing the questionnaire on 

an online Indonesian lecturers’ forum, and asked for comment on the clarity of the 

translation. After some minor adjustments, the questionnaire was then distributed to 

the target samples.  

7.1.1.3. Procedure. 
Ethics approval was granted for this study (reference number 017414) before 

conducting the research. The survey was given out through the Lecturer Service at USI 

and also distributed in lecture theatres. Lecturers were asked to fill in the survey and 

either leave it on the teacher’s desk in lecture theatres or return it to the Lecturer 

Service desk. There were 136 questionnaires filled in (79% of lecturers teaching that 

semester), and upon screening, 135 were usable as data in the study. One questionnaire 

was invalid because the participant incorrectly completed the survey.  

7.1.1.4. Data analysis. 
The data were analysed using the statistical software SPSS version 24.0 

(International Business Machines, 2013). The groups of academics were similar in 

number; 66 FTAs and 69 PTAs. The questionnaire uses the Likert scale, and the data is 

treated as ordinal data (Allen & Seaman, 2007; Jamieson, 2004). A non-parametric test 

was used due to the data being ordinal and the number of participants being small. In a 

study comparing parametric and non-parametric tests, Fagerland (2012) conducted a 

simulation to compare the rejection rates of the t-test and Wilcoxon-Mann-Whitney test 

with different sample sizes using highly skewed data. He concluded that a non-parametric 

test was more accurate in small samples, while it may be inaccurate in large samples 

(above 1000). As this study’s sample was small, group comparison of the teaching 

perspective scores was conducted using a Mann-Whitney U test, while differences in 

frequency were analysed using cross-tabulation and chi-squared test (Pallant, 2016).  
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7.1.1.5. Missing data. 
I inspected the responses for missing data prior to data analysis. Four responses 

had missing data, one missed two items, and the others missed one item. Although 

several studies have used the TPI, only G. T. Brown et al. (2009) reported their missing 

data procedure. They used the expectation maximisation (EM) procedure; I did likewise.  

In this data set, the Little’s MCAR test showed a non-significant result (p = .322). 

Thus, I inferred that the missing data are missing completely at random (MCAR), and can 

be predicted using the EM method (Tabachnick & Fidel, 2013). This method is easy to use 

as it is calculable with SPSS (Tabachnick & Fidell, 2013). In a study comparing several 

imputation methods, EM performed well when data was MCAR or missing at random 

(MAR), and was superior to deletion, mean imputation, and regression (Scheffer, 2002).  

7.1.1.6. Reliability. 
Before the data analysis, I conducted a reliability analysis of the five scales. I used 

Cronbach’s alpha correlational analyses to assess the internal consistency of the 

instrument (Pallant, 2016). The reported internal consistency from previous studies is 

between 0.81 and 0.92 (Pratt & Collins, 2000) and between 0.7 and 0.83 (Collins & Pratt, 

2011). The current study showed an internal consistency is between .63 and .81 for each 

scale.  

Several factors might have influenced the lower Cronbach’s α value, including the 

possibility of different samples between the reported study and the current study 

(Ursachi, Horodnic, & Zait, 2015). Cronbach’s α indicates the correlation between an 

item in the construct or instrument. A good Cronbach’s α value in repeated measures 

signifies that the instrument is measuring the same thing between samples. However, 

different samples can yield different Cronbach’s α due to external factors such as 

demography (Ursachi et al., 2015).  

In this study, the transmission perspective had a Cronbach’s α of slightly below 0.7 

and the developmental perspective was .63. Although the values were not as high as 

expected, they were acceptable (Hinton, Brownlow, McMurray, & Cozens, 2004). The 

lower Cronbach’s α in this study is consistent with a study comparing TPI results in 

Malaysia and the U.S. (Misieng, 2013). In that study, Misieng found that the Cronbach’s α 

for the five scales for his U.S. sample was between .67 and .83, while the Malaysian 

sample showed Cronbach’s α of between .59 and .81 (Misieng, 2013). The similarity in 
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the level of internal consistency between the two studies might be due to the cultural 

context of the studies as Malaysia and Indonesia share many cultural characteristics. The 

reliability for each scale is reported in Table 9, along with the reported reliability from 

Collins and Pratt (2011) and the Malaysian study (Misieng, 2013). The comparison of 

Cronbach’s α for each study is available in Table 9. 

Table 9 
Cronbach’s α for Each Scale in the Current Study Compared to Reported Previous Study 
 Cronbach’s α 

(standardised) 
Current study 
(N=135) 

Cronbach’s α 
Malaysian 
sample 
(Misieng, 2013) 
(N=560) 

Cronbach’s α 
Collins & Pratt, 
2011 
(N=116,000) 

Transmission .68  .59  .72  
Apprenticeship .76  .73  .73  
Developmental .63  .78  .70  
Nurturing .76  .80  .82  
Social Reform .81  .81  .83  

 

Thus, although the Cronbach’s α of this study is lower than that of the original 

study of Collins and Pratt (2011), I decided to use this instrument in this research context 

as the value shows that it is reliable and consistent with another study in a similar 

context.  

7.1.2. Results. 

This section explains the results of the data analysis. I began by calculating the 

teaching perspectives for each participant and determining their dominant, secondary 

and recessive perspectives. I found no statistically significant difference between the two 

academic groups in their dominant perspectives or in the score of each perspective.  

7.1.2.1. Calculating teaching perspectives. 
After preparing the data for analysis, I calculated each perspective for each 

participant. It was expected that each person would have one or two dominant 

perspectives, one or two back-ups and the remaining would be recessive (Collins & Pratt,  

2011; Pratt & Collins, 2000). Regardless of their employment status, there were 85  

participants (63%) who held one dominant perspective, and six who held two. Therefore, 

there were 91 people (67%) who chose one or two dominant perspectives, as expected. 
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However, 44 participants (32.5%) had no dominant perspective. The number of 

perspectives held by participants is reported in Table 10.  

Table 10 
Number of Dominant/Back-Up/Recessive Perspective 
 Dominant Back Up Recessive 
None  44 (32.5%) 1 16 
One perspective  85 (63%) 0 112 
2 perspectives    6 (4.4%) 10 7 
3 perspectives    0 68 0 
4 perspectives    0 57 0 
Total 135 135 135 

 

A closer look at the numbers for each perspective revealed that apprenticeship 

(N=43) was the most held dominant teaching perspective, followed by nurturing (N=22). 

Developmental (N=109) was the most dominant back-up perspective, closely followed by 

nurturing (N=106). Social reform (N=56) is the most common recessive perspective, 

followed by transmission (N=40). The complete breakdown of perspectives is shown in 

Table 11.  

Table 11 
Numbers for the Five Perspectives of Teaching Held as Dominant/Back-up/Recessive  
 Transmission Apprenticeship Developmental Nurturing Social 

Reform 
Total 

Dominant 18 43 7 22 7 97 
Back-up 77 88 109 106 72 452 
Recessive 40 4 19 7 56 111 

 

Considering that each discipline has their signature pedagogy (Shulman, 2005), I 

did further analysis to assess whether there was a trend towards dominant/back-

up/recessive teaching perspectives between schools. Academics from the SoB, the SoCM, 

and the School of Creative Arts (SoCA) tended to hold apprenticeship as their dominant 

teaching perspective, while the General Courses Unit (GCU) held nurturing as the 

dominant perspective. There were more variations in the least-common dominant 

perspective. No academics in the GCU had a developmental teaching perspective, and no 

one in the SoCA had a transmission one. The least dominant perspective in the SoB was a 

developmental one; social reform was least dominant in the SoCM. A complete list of 

perspectives for each school is presented in Table 12.  
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Table 12 
Number of Perspectives Held in Each School 

Perspectives  Transmission  Apprenticeship  Developmental  Nurturing  Social Reform  

School  Dom  Sec  Res  Dom  Sec  Res  Dom  Sec  Res  Dom  Sec  Res  Dom  Sec  Res  

General Studies 1 11 6 2 14 2 0 15 3 5 13 0 1 11 6 

Business 10 27 11 15 32 1 2 39 7 6 38 4 4 24 20 

Computing 
Media 7 24 17 13 34 1 4 38 6 9 36 3 2 25 21 

Creative Arts 0 15 6 13 8 0 1 17 3 2 19 0 0 12 9 

Total 18 77 40 43 88 4 7 109 19 22 106 7 7 72 56 

Note: The most dominant perspectives are in bold; the least dominant perspectives are in italics 

7.1.2.2. Employment status and teaching perspectives. 
Part-time and full-time academics had similar teaching perspective profiles. 

Overall, both groups had the same most and least dominant teaching perspective. 

Apprenticeship was the most common dominant perspective (22 FTAs; 21 PTAs), while 

social reform and developmental are the least dominant (social reform 2 FTAs and 5 PTAs; 

developmental 3 FTAs; 4 PTAs). The second most common dominant was nurturing (11 

FTAs; 11 PTAs), followed by transmission (7 FTAs and 11 PTAs). Table 13 presents a 

complete list of dominant perspectives, including multiple dominants.  

Table 13 
Number of Dominant Perspectives Held, Based on Employment Status  

 

Transmission 
N (%) 

Apprenticeship 
N (%) 

Developmental 
N (%) 

Nurturing 
N (%) 

Social Reform 
N (%) 

Status      

FTAs 7 (10%) 22 (33%) 3 (5%) 11 (17%) 2 (3%) 

PTAs 11 (14%) 21 (30%) 4 (6%) 11 (16%) 5 (7%) 

Total 18 (13%) 43 (32%) 7 (5%) 22 (16%) 7 (5%) 
Note: The most dominant perspectives are in bold; the least dominant perspectives are in italics 
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I used a chi-squared test to measure whether one group was more likely to hold 

certain teaching perspectives as dominant and non-dominant; I used a Mann-Whitney U 

test to compare the score of the groups for each perspective. In conducting the chi-

squared test, I reduced the categories of dominant, back-up and recessive to dominant 

and non-dominant to enable me to use Fisher’s exact test. Fisher’s exact test is used 

instead of Yates’ continuity correction when the assumption of minimum data in each 

cell is violated (Pallant, 2016). Because there were perspectives held by only a few 

academics, it was necessary to merge categories to form a 2x2 table. For perspectives 

that had sufficient numbers, Yates’ continuity correction was used.  

The chi-squared results showed that there is no association between 

employment status and teaching perspective. For transmission, Yates' continuity 

correction analyses indicated that a PTA is not more likely to hold a transmission 

perspective than an FTA. The variation accounted for by employment status is .6% based 

on Cramer's V value of .078. The same goes for apprenticeship and nurturing. The 

variation in nurturing accounted for by employment status is .01% based on Cramer's V 

value of .047. Fisher's exact test is used and not Yates' continuity correction to measure 

association for developmental and social reform and employment status, as there were 

two cells (50%) that had an expected count less than 5 (Pallant, 2016). The analyses 

indicated that a PTA is not more likely to hold a developmental perspective than an FTA. 

The variation accounted for by employment status is .002% based on Cramer's V value of 

.047. And finally, for social reform, the analyses indicated that a PTA is not more likely to 

hold a social reform perspective than an FTA. The variation accounted for by 

employment status is .32% based on Cramer's V value of .047. A summary of the chi-

square table for all perspectives and employment statuses is presented in Table 14.  

Table 14 
Summary of Chi-Square Analysis Results for all Perspectives and Employment Statuses 
Perspectives  Dominant  Non-

Dominant 
Yate’s  
Continuity Sig  

Fisher’s  
Exact Test Sig  

Cramer’s V 
/ Phi 

Transmission:  
FTA  
PTA  

  
7 

11  

  
59 
58  

 
.51  

 
N/A  

 
.078  

Apprenticeship: 
FTA 
PTA  

  
22 
21  

  
44 
48  

 
.855  

 
N/A  

 
.031  
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Perspectives  Dominant  Non-
Dominant 

Yate’s  
Continuity Sig  

Fisher’s  
Exact Test Sig  

Cramer’s V 
/ Phi 

Developmental 
FTA 
PTA  

  
3 
4  

  
63 
65  

 
N/A  

 
.9999 

 
-.028 (Phi) 

Nurturing: 
FTA 
PTA  

  
11 
11  

  
55 
58  

 
1  

 
N/A  

 
.01  

Social Reform: 
FTA 
PTA  

  
2 
5  

  
64 
64  

 
N/A  

 
.441 

 
-.095 (Phi) 

In addition, I conducted a cross-tabulation test between schools and the 

dominant perspectives to check where the 44 academics with no dominant perspective 

came from. The analysis revealed that all schools had a group of people with no 

dominant perspective. The GCU had nine, SoB had 14, SoCM had 16, and SoCA had five. 

A cross tabulation based on employment status gave a similar profile for FTAs and PTAs. 

The complete result is presented in Table 15. 

Table 15 
Number of Dominant Perspectives Based on Schools and Employment Status 

 No Dominant 1 Dominant 2 Dominant Total 

School:     
General Courses 9 9 0 18 
Business 14 30 3 47 
Computing Media 16 28 3 48 
Creative Arts 5 18 0 22 
Employment Status:     
Full-Time 23 41 2 66 
Part-Time 21 44 4 69 

To further analyse the differences in score, I conducted a Mann-Whitney U test to 

compare the groups’ median scores for each perspective (Pallant, 2016). The test 

revealed that there is no significant statistical difference in the median scores for the five 

teaching perspectives of PTAs and FTAs.  

In conclusion, the findings of Study 2A show that the teaching perspective 

profiles for PTA and FTA are similar, and there is no association between employment 

status and teaching perspective. There is also no difference in the distribution of score 

for each perspective based on employment status. Therefore, the survey found no 

significant differences based on employment status.  
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7.2. Study 2B: Examining Teaching Practices between Full-Time and 

Part-Time Academics 

Study 2B utilised a quantitative exploratory design to explore students’ 

perception of FTAs’ and PTAs’ teaching practices at USI. The instrument used in this study 

was the student evaluation of educational quality (SEEQ). The research question guiding 

this study was: Are there significant group differences in students’ perception of the 

academics’ teaching practices based on employment status, schools taught and the 

interaction between them? 

7.2.1. Method. 

7.2.1.1. Participants. 
The participants in this study were active students taking courses at USI in 

Semester 1, 2016/2017. The survey was conducted in October 2016 – January 2017. It 

was taken by 1629 students. Of the 1629 responses, 637 (39%) were from FTAs’ classes 

and 992 students (61%) were from PTAs’ classes. For the FTA group, the students were 

mostly third-year students (182 students/11%), while for the PTA group the biggest 

group was of first-year students (327 students/20%). For both academic groups, most 

students were from the SoB. The years of subject information of the respondents is 

summarised in Table 16. 

Table 16 
Demographic Information of Participants 
  FTA PTA Total 
Students participating:    

Year 1 students 164 (10%) 327 (20%)   491 
Year 2 students 178 (11%) 256 (16%)   434 
Year 3 students 182 (11%) 264 (16%)   446 
Year 4 students   97 (6%) 133 (8%)   230 
Year 5 students   16 (1%)   12 (.8%)     28 
Total 637 (39%) 992 (61%) 1629 

Schools:    
General Courses Unit 114 (7%) 136 (8%)  250 
Business 270 (16.5%) 420 (26%)  690 
Computing and Media 184 (11%) 313 (19%) 497 
Creative Arts 69 (4%) 123 (7.5%) 192 

Total classes surveyed 47 (41%) 68 (59%) 115 
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7.2.1.2. Procedure. 
Ethical approval was granted for this study (reference number 017414) prior to 

conducting the research. I was assisted by four postgraduate students to distribute the 

questionnaires at the end of courses. I obtained the verbal agreement of lecturers before 

classes started, and the lecturers who gave their permission left the classroom 15 

minutes before the class finished. Students were told that their participation was 

voluntary, and those who did not want to participate could give the questionnaire back 

to the researcher. A total of 1629 usable questionnaires were obtained.  

I analysed the data using the statistical software SPSS version 24.0 (International 

Business Machines, 2013). The differences between groups in the eight constructs were 

analysed using a two-way analysis of variance (ANOVA). I am aware that there is an 

ongoing debate about the use of a parametric test for ordinal data. On the one hand, 

parametric tests are designed assuming continuous data (interval or ratio), normal 

distribution, no outliers, and “big enough” data (Jamieson, 2004; Kuzon, Urbanchek, & 

McCabe, 1996). On the other hand, Norman (2010) has argued that parametric statistics 

are “versatile, powerful and comprehensive“ (p. 627). They can perform well and are 

robust even when their assumptions are violated. The use of a parametric test for Likert 

scale data does not lead to wrong conclusions (Norman, 2010). Fagerland (2012) 

conducted a simulation to compare the rejection rates of the t-test and the Wilcoxon-

Mann-Whitney test with different sample sizes that were highly skewed. He concluded 

that a non-parametric test was more accurate in small samples, but may be inaccurate in 

large samples (above 1000). In addition, Tabachnick and Fidell (2013) argued that ANOVA 

is robust when assumptions of normality are violated, which is what usually happens 

with Likert scale data.  

Taking this debate into consideration, I used a two-way ANOVA test in this study 

for its ability to yield more complex analysis. Although a Kruskall-Wallis test is similar to 

one-way ANOVA, there is no non-parametric equivalent to two-way ANOVA. Taking into 

account the size of the sample participants, and the robustness and versatility of 

parametric tests, I undertook the test with confidence.  

7.2.1.3. Missing data. 
I collected 1629 responses from the four different schools. From this dataset, 89 

responses had missing information, which is about 6% missing data. I performed a 
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missing value analysis test which showed that they were not missing completely at 

random (MCAR), as the Little’s MCAR test showed a significant value of .00005. However, 

as explained by Allison (2002), there is still the possibility that non-MCAR data can be 

missing at random (MAR). When data is MAR, it is still possible to use an imputation 

method. To check whether data is MAR, I conducted a t-test for the missing values using 

SPSS 24. However, as no questions had more than 5% missing data, SPSS could not run 

the t-test. This left me with visual analysis of the data as the only option. Pattern analysis 

showed that the missing data is mostly for the last four questions, which were grouped 

on the last page of the questionnaire. Therefore, I concluded that, although there was a 

tendency for certain questions to get more missing data, it was not because of the items 

themselves, but because they were the last questions in a three-page questionnaire. I 

concluded that the data was MAR. Therefore, it was possible to opt for an imputation 

method. I imputed the missing data using the EM function in SPSS 24.  

7.2.1.4. Outliers. 
Fifty-three outliers were identified in the survey, which was about 3% of the 

sample. The outliers were not technical errors and were thus accounted for as part of 

the data. In such situations, the outliers can be removed to avoid calculation bias, but 

scholars are not in agreement as to whether or not outliers should be removed (Aguinis, 

Gottfredson, & Joo, 2013). The data can be transformed, but that may make 

interpretation more complex (Tabachnick & Fidell, 2013). Alternatively, the analysis can 

be performed with and without the outliers (Lund Research, 2018).  

It has been suggested that outliers have little effect on t-tests and ANOVA tests. 

Osborne and Overbay (2004) tested data with and without outliers in group differences 

statistics. They showed that having outliers does not increase Type 1 errors and has little 

effect when the groups have few mean differences (Osborne & Overlay, 2004). Removal 

of outliers corrected the error, but overall the effect was not that significant (Osborne & 

Overlay, 2004). Considering that the outliers are real data points from a correct 

population, I conducted the analysis twice: with and without outliers. As the decision to 

accept or reject a null hypothesis on the two data sets made no difference, here I 

present the data with outliers included, unless stated otherwise.  
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7.2.1.5. Measures. 
I chose the SEEQ (Marsh, 1987) survey to compare the teaching practices of FTAs 

and PTAs. SEEQ is meant to provide feedback at an individual course level (Richardson, 

2005). More specifically, it provides feedback on the teaching practice, rather than the 

course (Marsh, 1987). Richardson’s (2005) review of instruments for obtaining student 

feedback approves SEEQ for the following qualities: it has high test-retest reliability and 

interrater reliability, and evaluation of the same teacher is stable over time.  

SEEQ has been tested continuously for its construct validity, reliability and test-

retest reliability. It is considered stable and reliable (Coffey & Gibbs, 2001; Marsh, 1987; 

Richardson, 2005). Students’ and teachers’ perceptions using SEEQ (Marsh, 1987) as well 

as students’ perception as students and as graduates using SEEQ are strongly correlated 

(Marsh, 1987).  

SEEQ was originally a 35-item questionnaire measuring nine scales, but there 

have been some modifications. The original nine scales measured are learning, 

enthusiasm, organisation, group interaction, individual rapport, breadth, examinations 

(grading) and assignments (readings). Each scale has 3-4 questions. Sample questions 

include “you found the course intellectually challenging and stimulating” (learning); 

“instructor was enthusiastic about teaching the course” (enthusiasm); “instructor was 

friendly toward individual students” (individual rapport). The SEEQ questions are listed in 

Table 17. Coffey and Gibbs (2001) shortened the SEEQ into six scales and 24 questions, 

eliminating questions on clarity, examinations, and assignment. The shortened version 

was trialled in the U.K., and proved to retain high reliability. Other samples of shortened 

SEEQs have been reported in Spain (7 scales, 22 questions) by Corbalan et al. (2013) and 

in Malaysia (8 scales, 25 questions) by al-Muslim and Arifin (2015). 

The SEEQ in the current study was also shortened. Because of the nature of the 

institution, “workload” was considered irrelevant, and more appropriate for evaluating 

courses than instructors (Marsh, 1987). Lecturers at USI have to follow a highly 

prescriptive syllabus with workloads already built in, with very little room for 

negotiation. The syllabus might not be developed by the lecturers, and one course 

taught by several lecturers will have to follow the same syllabus. Therefore, the four 

questions related to workload were removed. Both “overall” questions were also 

irrelevant for the study, which aimed to compare aspects of in-classroom teaching. A 
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further two items from “individual rapport” were missing due to mishandling of the 

questionnaire. The differences between the two instruments are presented in Table 17.  

Table 17 
Marsh’s SEEQ and the SEEQ Used in the Current Study 

Scale Questions Included in this study 
Learning / 
Value 

You find the course intellectually 
challenging and stimulating. 

Yes 

  You have learned something which you 
consider valuable. 

Yes 

  Your interest in the subject has 
increased as a consequence of this 
course. 

Yes 

  You have learned and understood the 
subject materials in this course. 

Yes 

Enthusiasm Instructor is enthusiastic about teaching 
the course. 

Yes 

  Instructor is dynamic and energetic in 
conducting the course. 

Yes 

  Instructor enhances presentations with 
the use of humour. 

Yes 

  Instructor's style of presentation holds 
your interest during class. 

Yes 

Organisation Instructor's explanations are clear. Yes 
  Course materials are well prepared and 

carefully explained. 
Yes 

  Proposed objectives agree with those 
taught so you know where the course is 
going. 

Yes 

  Instructor gives lectures that facilitate 
taking notes. 

Yes 

Group 
Interaction 

Students are encouraged to participate 
in class discussions. 

Yes 

  Students are invited to share their ideas 
and knowledge. 

Yes 

  Students are encouraged to ask 
questions and are given meaningful 
answers. 

Yes 

  Students are encouraged to express 
their own ideas and/or question the 
instructor. 

Yes 

Individual 
rapport 

Instructor is friendly towards individual 
students. 

Yes 

  Instructor makes students feel welcome 
in seeking help/advice in or outside of 

Yes 
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Scale Questions Included in this study 
class. 

  Instructor has a genuine interest in 
individual students. 

No 

  Instructor is adequately accessible to 
students during office hours or after 
class. 

No 

Breadth Instructor contrasts the implications of 
various theories. 

Yes 

  Instructor presents the background or 
origin of ideas/concepts developed in 
class. 

Yes 

  Instructor presents points of view other 
than his/her own when appropriate. 

Yes 

  Instructor adequately discusses current 
developments in field. 

Yes 

Examinations
/ Grading 

Feedback on examinations/graded 
materials is valuable. 

Yes 

  Methods of evaluating student work are 
fair and appropriate. 

Yes 

  Examinations/graded materials test 
course content as emphasised by 
instructor. 

Yes 

Assignments
/ Reading 

 

Required readings /texts are valuable. Yes 
Readings, homework, etc., contribute to 
appreciation and understanding of the 
subject. 

Yes 

Workload This course difficulty is appropriate. No 
  The workload is appropriate. No 
  The course is delivered in good pace. No 
  Hours/week outside the class. No 
Overall Overall course rating. No 
 Overall instructor rating. No 

Source: Marsh, 1987 

Due to the reduced number of items, it was important to check the fitness of the 

instrument. Therefore, I did a confirmatory factor analysis (CFA) to check that the 

hypothesised model fitted the observed model (Schreiber, Nora, Stage, Barlow, & King, 

2006). A CFA was suitable because the hypothesised model already existed, namely the 

original SEEQ (Marsh, 1982) without the “workload” variable. Thus, the model is 

theoretically grounded. The model had eight factors or latent variables, which were the 
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eight constructs measured in SEEQ. For each factor, there were two to four measured or 

manifest variables. Each manifest variable had a measurement error. The model for the 

questionnaire is described in Figure 8 as follows: 

 

Figure 8. Confirmatory factor analysis for student’s survey. 

The details of the data (e.g., missing values, normality, univariate outliers) are 

presented in Section 7.2.1.2 – 7.2.1.5. Six multivariate outliers were identified through 

the Mahalanobis distance (Pallant, 2016). Combined multivariate and univariate outliers 

accounted for 3% of the total sample. Because this number was small and not the result 

of incorrect procedures, it was decided to keep them as part of the sample. The analysis 

was conducted twice: one with the outliers and one without the outliers. As the results 

were similar, the one presented in this section includes outliers. The CFA was conducted 

using IBM SPSS AMOS version 24.  
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The first analysis indicated a Heywood case because the e28 gave a negative 

variance. A Heywood case is an important indication of a misfit model (Kolenikov & 

Bollen, 2012). A regular modification was conducted by setting the variance at zero. 

However, the fit indices did not indicate a good fit. Upon closer inspection of Q10 

(“Course materials are well prepared and carefully explained”), it was found that it might 

be interpreted as a double-barrelled question, which may confuse participants. It was 

decided to eliminate the question, which resulted in a significant increase in the fit 

indices. The new model fit indices were CFI .957, SRMR .033, RMSEA .47, the cut-off 

criteria used were Hu and Bentler’s (1999) as shown in the table below. In addition, the 

factor loading for all parameters was between .59 - .90, as indicated in Figure 9. A chi-

squared difference test (Werner & Schermelleh-Engel, 2010) was performed to test 

whether the modified version was statistically significant. The result showed that, at p 

value .00005, the modified instrument is a better fit. The goodness of fit indices are 

displayed in Table 18. 

Table 18 
The Goodness of Fit Indices After Q10 Deleted 

Measure 
Estimate 
with 
outliers 

Estimate 
without 
outliers 

Threshold Interpretation 

CMIN/DF 4.662    4.504 Between 1 and 3 Acceptable  

CFI .957    .952 >0.95 Good  

SRMR .033    .034 <0.08 Good 

RMSEA .0047    .0047 <0.06 Good  

PClose .944    .952 >0.05 Good 
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Figure 9. Confirmatory factor analysis and the factor loading after Q10 deleted. 

Both the fit indices and loading showed that the instrument was measuring what it was 

supposed to measure. Thus, the analysis could be conducted confidently.  

7.2.1.6. Reliability analysis. 
To check for the reliability of the construct, Cronbach’s alpha test was used. Each 

construct has a moderate to strong reliability. Reliability is acceptable above .5 (Hinton 

et al., 2004). In this case, all variables were above .7, and more inclined to be above .80. 

This strong result was expected because the instrument was already well tested and 

widely used. The results are displayed in Table 19. 
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Table 19 
SEEQ Cronbach’s Alpha for the Current Study 
Construct Cronbach's α N of Items Cronbach’s α if item 

reduced 
Learning .818 4 .807 
Enthusiasm .862 4 .851 
Organisation .868 4 .732 
Group interaction .856 4 .844 
Individual rapport .803 2 .784 
Breadth .851 4 .839 
Examination .827 3 .817 
Assignment .762 2 .737 

 

Because USI uses English as the formal language in the teaching and learning 

process, I kept the original English language in the questionnaire accompanied by the 

Indonesian translation underneath each question. The Indonesian translation used the 

back-translation method (Chen & Boore, 2010). I translated the questions, and two 

experienced translators translated them back into English. The results were then 

discussed and amended. I conducted a pilot study by distributing the questionnaire in a 

classroom of 24 students, and asked them to comment on the clarity of the translation. 

Most of the students said that they did not read the Indonesian version, but there were a 

few comments. After some minor adjustments, the questionnaire was then distributed 

to the target samples.  

7.2.2. Results of Two-Way ANOVAs. 

I conducted a series of two-way ANOVAs to analyse the effect of employment 

status on each dimension of the SEEQ: learning, organisation, individual rapport, 

breadth, reading/assignment, grading, and group interaction. Using two-way ANOVAS 

can determine what factors affect each dependent variable, which allowed us to check 

for interaction effects and main effects.  

Some assumptions needed to be checked before I ran the ANOVA test (Pallant, 

2016). The assumptions of independence of observation and level of measurement were 

met (Pallant, 2016). The normality and homogeneity of variance were tested using 

Saphiro-Wilk’s normality test and Levene’s test of variance. Saphiro-Wilk’s normality test 

was significant, which means that the data was not normally distributed. But ANOVA 

tests are considered to be quite robust with non-normally distributed data (Tabachnick & 

Fidell, 2013). Thus, this assumption could be relaxed. Levene’s test was significant for 
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three variables: learning, individual rapport and breadth. Pallant (2016) suggested 

setting more conservative p-values for those variables. The number of participants based 

on groups is presented in Table 20, and the descriptive statistics are presented in Table 

21. 

Table 20 
Number of Participants Based on Employment Status and Schools 
Value Label N 
Status:  
    FTA 637 
    PTA 992 
School:  
   General Course 250 
   Business 690 
   Computing and Media 497 
   Creative Arts 192 

Table 21 
Descriptive Statistics for SEEQ Participants 
 N Mean Std. Deviation 
Learning 1629 4.1286 .60624 
Enthusiasm 1629 4.1650 .69343 
Organisation 1629 4.0449 .64579 
Group interaction 1629 4.2272 .62758 
Individual rapport 1629 4.4258 .64336 
Breadth 1629 4.0856 .64520 
Examination 1629 4.1408 .67538 
Assignment 1629 3.9747 .76994 
Valid N  1629   

Considering that the test was performed eight times for eight dependent variables, 

Pallant suggested using a Bonferroni adjustment to lower the risk of Type 1 errors 

(Pallant, 2016). As there were eight variables, the p value was set at .05/8 = .00625.  

The result for each dependent variable is presented next, with a summary of all 

results at the end of the section.  

7.2.2.1. Learning. 
There was no statistically significant interaction effect for school and employment 

status, F(3, 1.621) = 1.542, p=.202, ηp2= .003. Therefore, I performed an analysis of the 

main effects. The main effect for school was statistically significant, F(3, 1621)=6.17, 
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p<.0005, ηp2=.011. All pairwise comparisons were run with a Bonferroni adjustment to 

the confidence intervals and p-values. The result for the two-way ANOVA is presented in 

Table 22.  

Table 22 
Tests of Between-Subjects Effects for Learning 

Source 
Type III Sum 
of Squares df Mean Square F Sig. ηp2 

Corrected Model 9.577a 7 1.368 3.767 .000 .016 
Intercept 20313.731 1 20313.731 55928.574 .000 .972 
Status 1.460 1 1.460 4.020 .045 .002 
Category 6.719 3 2.240 6.166 .000 .011 
Status * Category 1.680 3 .560 1.542 .202 .003 
Error 588.761 1621 .363    
Total 28365.020 1629     
Corrected Total 598.337 1628     
a. R Squared = .016 (Adjusted R Squared = .012) 

There was a statistically significant means difference between the GCU and all 

other schools. Students in the GCU reported lower learning values compared to students 

in other schools. Students in the GCU reported a mean score .138 lower than the SoB, .2 

lower than the SoCM, and .172 lower than the SoCA. There were no statistically 

significant differences in the means scores between the Schools of Business, Computing 

Science and Creative Arts. However, it should be noted that the partial eta-squared for 

the school factor was only .011, which can be interpreted as showing that the effect of 

school on differences of means is small. Pallant gives a guideline for effect size, which is 

the large effect if the eta-squared/partial eta-squared is above .5, medium if it is above 

.3, and small if it is below .1 (Pallant, 2016). The pairwise comparison is presented in 

Table 23.  
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Table 23 
Pairwise Comparisons for Learning 

School School 
Mean Difference 
Between Schools Std. Error Sig.b 

95% Confidence 
Interval for 
Differenceb 

Lower  
Bound 

Upper 
Bound 

GCU SoB -.138* .045 .013 -.257 -.020 

SoCM -.200* .047 .000 -.325 -.075 

SoCA -.172* .059 .022 -.329 -.016 

SoB GCU .138* .045 .013 .020 .257 

SoCM -.062 .037 .548 -.158 .035 

SoCA -.034 .051 1.000 -.169 .101 

SoCM GCU .200* .047 .000 .075 .325 

SoB .062 .037 .548 -.035 .158 

SoCA .028 .053 1.000 -.113 .169 

SoCA GCU .172* .059 .022 .016 .329 

SoB .034 .051 1.000 -.101 .169 

SoCA -.028 .053 1.000 -.169 .113 

*. The mean difference is significant at the .05 level. 

GCU: General Courses Unit / SoB: School of Business / SoCM: School of Computing and Media / 
SoCA: School of Creative Arts 
 

7.2.2.2. Enthusiasm. 
For enthusiasm, there was no statistically significant interaction effect, F(3, 1.621) 

= 1.706, p=.164, ηp2=.003. Therefore, an analysis of the main effect was performed. The 

main effect for school was statistically significant, F(3, 1621)=9.96, p<.0005, ηp2=.018. All 

pairwise comparisons were run with a Bonferroni adjustment to the confidence intervals 

and p-values. The result of the two-way ANOVA is presented in Table 24. 
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Table 24 
Tests of Between-Subjects Effects for Enthusiasm 

Source 
Type III Sum of 
Squares df Mean Square F Sig. ηp2 

Corrected Model 16.766a 7 2.395 5.068 .000 .021 
Intercept 20388.685 1 20388.685 43142.962 .000 .964 
Status .604 1 .604 1.278 .258 .001 
Category 14.117 3 4.706 9.958 .000 .018 
Status * Category 2.419 3 .806 1.706 .164 .003 
Error 766.059 1621 .473    
Total 29041.042 1629     
Corrected Total 782.825 1628     
a. R Squared = .021 (Adjusted R Squared = .017) 

Students in the SoCM reported higher teachers’ enthusiasm compared to 

students in the other three schools. There were no statistically significant differences in 

the means scores between the reported students’ score in GCU, SoB, and SoCA. 

However, it should be noted that the partial eta-squared for the school factor was only 

.018, which can be interpreted as showing that the effect of school on differences of 

means is small (Pallant, 2016). The pairwise comparison is reported in Table 25.  

Table 25 
Pairwise Comparisons for Enthusiasm  

School School 
Mean Difference 
Between Schools Std. Error Sig.b 

95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 

GCU SoB -.034 .051 1.000 -.169 .102 
SoCM -.185* .054 .004 -.328 -.043 
SoCA .116 .068 .518 -.063 .295 

SoB GCU .034 .051 1.000 -.102 .169 
SoCM -.152* .042 .002 -.262 -.042 
SoCA .150 .058 .062 -.004 .304 

SCM GCU .185* .054 .004 .043 .328 
SoB .152* .042 .002 .042 .262 
SoCA .302* .061 .000 .141 .462 

SoCA GCU -.116 .068 .518 -.295 .063 
SoB -.150 .058 .062 -.304 .004 
SoCA -.302* .061 .000 -.462 -.141 

Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 
b. Adjustment for multiple comparisons: Bonferroni. 
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7.2.2.3. Organisation. 
The third dependent variable I examined was organisation. There was no 

statistically significant interaction effect, F(3, 1.621) = 1.290, p=.372, ηp2.002. Therefore, I 

performed an analysis of the main effect. The main effect for the school factor was 

statistically significant, F(3, 1621)=7.48, p<.0005, ηp2=.011. All pairwise comparisons 

were run with a Bonferroni adjustment to the confidence intervals and p-values. The 

complete results are presented in Table 26.  

Table 26 
Tests of Between-Subjects Effects for Organisation 

Source 
Type III Sum of 
Squares df Mean Square F Sig. ηp2 

Corrected Model 11.186a 7 1.598 3.879 .000 .016 

Intercept 19269.253 1 19269.253 46776.874 .000 .967 

Status .351 1 .351 .851 .356 .001 

School 7.479 3 2.493 6.052 .000 .011 

Status * School 1.290 3 .430 1.044 .372 .002 

Error 667.754 1621 .412    

Total 27331.722 1629     

Corrected Total 678.940 1628     

a. R Squared = .016 (Adjusted R Squared = .012) 

Pairwise comparisons for the school factor showed that students in the SoCM, 

again, reported higher teachers’ organisation. With p=.001, the reported mean score for 

teachers in the SoCM was .188 higher than for GCU. In addition, with p=.027, it had a 

.177 higher mean score than the SoCA. There was no statistically significant difference 

found between the score for SoCM and SoB. The ηp2 for school was .011, which again 

was a small effect (Pallant, 2016). The pairwise comparison is presented in Table 27.  
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Table 27 
Pairwise Comparisons between Schools for Organisation 

School School 
Mean Difference 
Between Schools Std. Error Sig.b 

95% Confidence Interval 
for Differenceb 
Lower 
Bound 

Upper 
Bound 

GCU SoB -.098 .048 .248 -.224 .029 
SoCM -.188* .050 .001 -.322 -.055 
SoCA -.011 .063 1.000 -.178 .156 

SoB GCU .098 .048 .248 -.029 .224 
SoCM -.090 .039 .122 -.193 .012 
SoCA .087 .054 .671 -.057 .230 

SoCM GCU .188* .050 .001 .055 .322 
SoB .090 .039 .122 -.012 .193 
SoCA .177* .057 .011 .027 .327 

SoCA GCU .011 .063 1.000 -.156 .178 
SoB -.087 .054 .671 -.230 .057 
SoCM -.177* .057 .011 -.327 -.027 

Based on estimated marginal means 
*. The mean difference is significant at the .05 level. 
b. Adjustment for multiple comparisons: Bonferroni. 

7.2.2.4. Group interaction. 
Group interaction showed no statistically significant interaction effect. Both main 

effects also had no statistically significant effect. The result is presented in Table 28.  

Table 28 
Tests of Between-Subjects Effects for Group Interaction 

Source 
Type III Sum of 
Squares df Mean Square F Sig. ηp2 

Corrected Model 6.778a 7 .968 2.474 .016 .011 

Intercept 21173.949 1 21173.949 54102.023 .000 .971 

Status .108 1 .108 .277 .599 .000 

School 2.543 3 .848 2.166 .090 .004 

Status * School 2.588 3 .863 2.204 .086 .004 

Error 634.412 1621 .391    

Total 29750.172 1629     

Corrected Total 641.190 1628     

a. R Squared = .011 (Adjusted R Squared = .006) 
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7.2.2.5. Individual rapport. 
For individual rapport, there was a statistically significant interaction effect, F(3, 

1.621) = 5.426, p=.001, ηp2.01. The results are presented in Table 29. As the interaction 

effect is significant, I further analysed the simple main effect. The simple main effect for 

the FTA factor was statistically significant F(3, 1621)=6.674, p=0.00005, ηp2 .012. The 

simple main effect for school is significant at the SoCM F(1, 1621)=8.383, p=.004, ηp2 

.005. Looking at the pairwise comparison, there were significant differences between 

FTA in the SoCM and the other schools. The FTAs in the SoCM scored .213 higher in 

mean than the GCU; .214 higher than the SoB and .347 higher than the SoCA. In this 

particular school, there was also a significant difference in mean score between FTAs and 

PTAs, with FTAs scored .172 higher than PTAs. However, the simple main effects showed 

a small contribution for both status and school to the mean differences, as shown by the 

low partial eta-squared of .012 and .005. The pairwise comparison for the SoCM is shown 

in Table 30.  

Table 29 
Tests of Between-Subjects Effects of Individual Rapport 

Source 
Type III Sum of 
Squares df Mean Square F Sig. ηp2 

Corrected Model 9.145a 7 1.306 3.186 .002 .014 
Intercept 23246.807 1 23246.807 56686.059 .000 .972 
Status .365 1 .365 .889 .346 .001 
School 4.339 3 1.446 3.527 .014 .006 
Status * School 6.675 3 2.225 5.426 .001 .010 
Error 664.768 1621 .410    
Total 32582.647 1629     
Corrected Total 673.913 1628     
a. R Squared = .014 (Adjusted R Squared = .009) 
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Table 30 
Pairwise Comparisons for Employment Status and Schools for Individual Rapport 

School Status Status 

Mean 
Difference 
between Status Std. Error Sig.b 

95% Confidence Interval 
for Differenceb 
Lower 
Bound 

Upper 
Bound 

SoCM FTA PTA .172* .059 .004 .056 .289 
PTA FTA -.172* .059 .004 -.289 -.056 

FTA GCU SoB .001 .072 .984 -.139 .142 
SoCM -.213* .076 .005 -.363 -.063 
SoCA .134 .098 .169 -.057 .326 

SoB GCU -.001 .072 .984 -.142 .139 
SoCM -.214* .061 .000 -.334 -.094 
SoCA .133 .086 .124 -.037 .302 

SoCM GCU .213* .076 .005 .063 .363 
SoB .214* .061 .000 .094 .334 
SoCA .347* .090 .000 .170 .524 

SoCA GCU -.134 .098 .169 -.326 .057 
SoB -.133 .086 .124 -.302 .037 
SoCM -.347* .090 .000 -.524 -.170 

*. The mean difference is significant at the .05 level. 
b. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 
adjustments). 

7.2.2.6. Breadth. 
For breadth, there was no statistically significant interaction effect. Both main 

effects also had no statistically significant effect as the p-value was set at .006. The 

results are presented in Table 31 below.  

Table 31 
Tests of Between-Subjects Effects for Breadth 

Source 
Type III Sum of 
Squares df Mean Square F Sig. ηp2 

Corrected Model 7.929a 7 1.133 2.741 .008 .012 
Intercept 19768.568 1 19768.568 47843.719 .000 .967 
Status .250 1 .250 .605 .437 .000 
School 4.470 3 1.490 3.606 .013 .007 
Status * School 1.506 3 .502 1.215 .303 .002 
Error 669.782 1621 .413    
Total 27869.452 1629     
Corrected Total 677.711 1628     
a. R Squared = .012 (Adjusted R Squared = .007) 
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7.2.2.7. Examination. 
There was no statistically significant interaction effect for school and employment 

status. Therefore, I performed an analysis of the main effect, the results are summarised 

in Table 32. The main effect for the school factor was statistically significant, F(3, 

1621)=7.381, p<.0005, ηp2=.013. All pairwise comparisons were run with a Bonferroni 

adjustment to the confidence intervals and p-values. The result shows that the SoCA 

scored lower in mean compared to all other schools. It had a .213 lower mean score than 

the GCU, .153 lower than the SoB, and .267 lower than the SoCM. In addition, the SoCM 

also scored .114 higher mean than the SoB. The pairwise comparisons for school are 

provided in Table 33.  

Table 32 
Tests of Between-Subjects Effects for Examination 

Source 
Type III Sum of 
Squares df 

Mean  
Square F Sig. ηp

2 
Corrected Model 13.331a 7 1.904 4.233 .000 .018 
Intercept 20339.459 1 20339.459 45210.337 .000 .965 
Status .947 1 .947 2.106 .147 .001 
School 9.962 3 3.321 7.381 .000 .013 
Status * School 3.091 3 1.030 2.290 .077 .004 
Error 729.264 1621 .450    
Total 28674.103 1629     
Corrected Total 742.595 1628     
a. R Squared = .018 (Adjusted R Squared = .014) 

Table 33 
Pairwise Comparisons Between Schools for Examination 

School School 
Mean Difference 
between Schools Std. Error 

Sig.b 
95% Confidence Interval for 
Differenceb 

 Lower Bound Upper Bound 
GCU SoB .060 .050 1.000 -.072 .192 

SoCM -.054 .053 1.000 -.194 .085 
SoCA .213* .066 .008 .038 .387 

SoB GCU -.060 .050 1.000 -.192 .072 
SoCM -.114* .041 .032 -.221 -.006 
SoCA .153* .057 .043 .003 .303 

SoCM GCU .054 .053 1.000 -.085 .194 
SoB .114* .041 .032 .006 .221 
SoCA .267* .059 .000 .110 .423 

SoCA GCU -.213* .066 .008 -.387 -.038 
SoB -.153* .057 .043 -.303 -.003 
SoCM -.267* .059 .000 -.423 -.110 

*. The mean difference is significant at the .05 level. 
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7.2.2.8. Assignment. 
A two-way ANOVA was conducted to examine the effects of employment status 

and school on assignment. There was no statistically significant interaction effect. 

Therefore, I performed an analysis of the main effect. The results are presented in Table 

34. The main effect for school was statistically significant, F(3, 1621)=9.330, p<.0005, 

ηp2=.017. All pairwise comparison were run with a Bonferroni adjustment to the 

confidence intervals and p-values. The result shows that the SoB and the SoCM had the 

same score, and both had a higher mean score compared to the GCU (.197 higher) and 

the SoCA (.267 higher). The complete results are presented in Table 35. 

Table 34 
Tests of Between-Subjects Effects for Assignment 

Source 
Type III Sum of 
Squares df Mean Square F Sig. ηp2 

Corrected Model 24.922a 7 3.560 6.139 .000 .026 
Intercept 18331.258 1 18331.258 31606.281 .000 .951 
Status .033 1 .033 .057 .812 .000 
Category 16.234 3 5.411 9.330 .000 .017 
Status * Category 3.074 3 1.025 1.767 .152 .003 
Error 940.160 1621 .580    
Total 26700.240 1629     
Corrected Total 965.082 1628     
a. R Squared = .026 (Adjusted R Squared = .022) 

Table 35 
Pairwise Comparisons Based on Schools for Assignment 

School School 
Mean Difference 
between Schools Std. Error Sig.b 

95% Confidence Interval for 
Differenceb 
Lower Bound Upper Bound 

GCU SoB -.197* .057 .003 -.347 -.047 
SoCM -.197* .060 .006 -.355 -.039 
SoCA .070 .075 1.000 -.128 .268 

SoB GCU .197* .057 .003 .047 .347 
SoCM .000 .046 1.000 -.122 .122 
SoCA .267* .065 .000 .096 .437 

SoCM GCU .197* .060 .006 .039 .355 
SoB .000 .046 1.000 -.122 .122 
SoCA .267* .067 .000 .089 .445 

SoCA GCU -.070 .075 1.000 -.268 .128 
SoB -.267* .065 .000 -.437 -.096 
SoCM -.267* .067 .000 -.445 -.089 
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7.2.2.9. Summary of results. 
Multiple two-way ANOVAs were conducted to examine the effects of 

employment status and school on dimensions of the teaching practices measured by 

SEEQ. From the eight dimensions of teaching practices, the interaction effects between 

employment status and school were only significant for individual rapport F(3, 

1621)=5.426, p=.001, ηp2 .01. There is no significant interaction effect for any other 

variables. When an interaction effect did not exist, the school factor is more likely to 

affect the students’ scoring than employment status, and statistically significant 

differences occurred in learning, enthusiasm, organisation, examination and assignment.  

It should be noted that the effect size was consistently low for all variables with 

significant p-values (learning, enthusiasm, organisation, individual rapport, examination 

and assignment), ranging from .01 - .018. School as the main effect and the interaction 

effect between school and employment status had a small effect on the differences of 

mean scores (Pallant, 2016). More importantly, the partial eta-squared value for 

employment status was consistently low in all dependent variables, ranging from .00005 

- .001. This means that it was not a good predictor for assessing differences in teaching 

practices. A complete summary is presented in Table 36.  

Table 36 
Summary of Two-Way ANOVA Results for all Dependent Variables 
Variable Source F Sig ηp

2 Follow up test 

Learning 

Status 4.020 .045 .002 Pairwise comparison of 
school: GCU scored lower 
means compared to the 
other three 

School 6.166 .000 .011 

Stat*School 1.542 .202 .003 

Enthusiasm 

Status 1.278 .258 .001 Pairwise comparison of 
school: SoCM scored higher 
means compared to the 
other three 

School 9.958 .000 .018 

Stat*School 1.706 .164 .003 

Organisation 

Status .851 .356 .001 Pairwise comparison of 
school: SoCM scored higher 
means compared to the 
GCU and SoCA 

School 6.052 .000 .011 

Stat*School 1.044 .372 .002 

Group 
Interaction 

Status .277 .599 .000 

 School 2.166 .090 .004 

Stat*School 2.204 .086 .004 
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Variable Source F Sig ηp
2 Follow up test 

Individual 
Rapport 

Status .889 .346 .001 Simple main effect. FTA 
scored higher than PTA in 
the SoCM. PTA scored 
higher than FTA in SoCA.  
FTA in SoCM scored a 
higher mean than FTA in 
other schools.  

School 3.527 .014 .006 

Stat*School 5.426 .001 .010 

Breadth 

Status .605 .437 .000 

 School 3.606 .013 .007 

Stat*School 1.215 .303 .002 

Examination Status 2.106 .147 .001 Pairwise comparison of 
school: SoCA scored lower 
means compared to the 
other three.  

 School 7.381 .000 .013 

 Stat*School 2.290 .077 .004 

Assignment Status .057 .812 .000 Pairwise comparison of 
school: SoB and SoCM had 
the same score, both 
scored higher than GCU 
and SoCA  

 School 9.330 .000 .017 

 Stat*School 1.767 .152 .003 

Note: highlighted cells are significant at p<.006 

7.3. Study 2C: Exploring Out-of-Classroom Practice and Professional 

Development of PTAs and FTAs 

Study 2C was a qualitative study. The central questions were as follows: Are there 

differences between FTAs and PTAs in their reported out-of-classroom practices? Are 

there differences between FTAs and PTAs in their perceived professional development 

needs? These two questions led the data analysis. The results are complementary to 

study 2A and 2B to complete the pictures of PTAs and FTAs as teachers. Thus, the 

complete Study 2 offers a holistic view of the comparison between PTAs and FTAs in 

their teaching perspective and practices.  

7.3.1. Methods. 

This is the qualitative part of Study 2. A semi-structured interview was chosen as 

the main data collection technique due to the exploratory aim of the study. To my 

knowledge, there are not many previous studies that focus on PTAs’ teaching practices 

outside the classroom, while there are more on their professional development (see 

Chapter 3).  
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7.3.1.1. Participants. 
The participants were the same academics who participated in Study 1. For 

details of their demography and recruitment, please refer to Chapter 5.  

7.3.1.2. Semi-structured interview. 
I conducted the interviews at the same time as those for Study 1, so the 

participants did not have to commit to another set of interviews. Before the interview, I 

informed participants that the research had two aspects: identity and teaching practices. 

When the questions shifted from identity to teaching practices, I gave the participants a 

signal such as: “Now we will talk about things related to your practices as a lecturer.” The 

interviews for Study 2C lasted between 15–20 minutes.  

I identified four out-of-classroom teaching practices through a literature review 

on good teaching: interactions with students outside the classroom, organisation, goal-

setting, and reflective practice. I translated these four areas into interview questions 

such as: Do you allocate time to interact with students outside the classroom? How do 

you describe your relationship with students? Do you allocate specific time for teaching 

preparation? Do you think the way this university organises the curriculum/syllabus 

helps you organise your teaching? The complete interview questions for teaching 

practices and professional development are displayed in Table 37.  

 

Table 37 
List of Interview Questions for Study 2C 
Dimension Questions 
Interactions with 
students 

Do you allocate time to interact with students outside the classroom? 
How does the interaction with students happen? (medium/formal/non-
formal) 

Reflective practice How do you get feedback on your teaching? Who gives you feedback? 
What do you do with the feedback? Can you give me an example? 

Organisation Do you allocate specific time for teaching preparation? 
Do you think the way this university organises the curriculum/syllabus helps 
you to organise your teaching?  

Setting goals In teaching, do you have a specific goal that you want your students to 
achieve?  
How do you communicate those goals to your students? 
Do you think your goal and the institutions’ match? 
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Dimension Questions 
Professional 
development 

Would you like more support as a faculty member?  
If we consider these three areas: content, pedagogy and research, which do 
you think you need more support? 
How can professional development be designed to meet your needs and 
situation?  
Do you have a professional development plan for next year? 

7.3.2. Data analysis: Thematic analysis. 

The interview transcripts were analysed using the thematic analysis method 

which includes coding, searching for patterns, displaying a thematic map, and generating 

a conclusion (Braun & Clarke, 2006). Although the codes were mainly constructed from 

the data, the technical terms were adopted from the literature (Coe et al., 2014; Elton, 

1998; Kember & McNaught, 2007): interactions with students, organisation, personal 

goals, reflective practice, professional development needs, professional development 

plan. From these terms, 29 codes were generated, such as “formal interaction,” 

“informal interaction,” and “no demand for interaction.”  

7.3.2.1. Abstracting categories and themes. 
I abstracted four themes and eight sub-themes. The themes related to teaching 

practices were personal teaching practices and interactional teaching practices. The 

themes related to professional development were shared professional development 

needs and plans and distinctive professional development needs and plans. The term 

shared means similar needs and plans between the PTAs and FTAs, while distinctive 

refers to needs and plans from a specific group. The complete relations between themes, 

sub-themes and research questions are displayed in Figure 10.  

 
Figure 10. Thematic map for Study 2C. 
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7.3.3. Findings: Similarities and differences. 

Personal teaching practices refers to practices that were personally relevant to 

each teacher. These practices, reflective practice and personal teaching goals, do not 

impact other stakeholders directly. It is up to each teacher to reflect on, formulate and 

construct their practice using input from others. Meanwhile, interactive teaching 

practices require active engagement from other stakeholders such as students and 

institutions. The data shows that PTAs and FTAs differ in their personal teaching 

practices and are more similar in interactional practices. In the area of professional 

development, the two themes also showed similarities and differences. The shared 

professional development needs and of PTAs and FTAs are similar; the distinctive needs 

and plans are not. The list of themes and sub-themes is presented in Table 38. 

Table 38 
Themes and Subthemes of Study 2C 
Themes/subthemes Definition 
Interactive teaching 
practices: 

Teaching practices that include active engagements from 
students/colleagues/institution 

Teaching material and 
preparation 

Teaching preparation routine/practice 

Nature of interactions 
with students 

Description of out of classroom interaction with students and how 
they position themselves vis-à-vis the students 

Personal teaching 
practices: 

Teaching practices personally relevant and have an indirect impact 
on other stakeholders 

   Reflective teacher Ways to gather and use feedback for teaching purposes 
   Personal teaching goal Personal aim and purpose in teaching 

Shared PD needs and 
plans: 

Similar professional development needs and plans between 
groups 

   Shared PD needs Similar professional development needs between employment 
groups 

   Shared PD plans Similar professional development plan between employment 
groups 

Distinctive PD needs and 
plans: 

Professional development needs and plans specific to a group 

   Distinctive PD needs Specific professional development needs for a group 
   Distinctive PD plans Specific professional development plans for a group 
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In this section, I present the similarities and differences between FTAs and PTAs 

on each theme. In presenting the findings, I use the same pseudonyms as I used in Study 

1 to protect the privacy of both the institution and participants.  

7.3.3.1. Theme: Interactive teaching practices. 
The theme interactive teaching practices relates to question 1:  Are there 

differences between FTAs and PTAs in their reported out-of-classroom practices? I found 

that FTAs and PTAs had similar patterns of teaching preparation and similar attitudes 

towards their teaching material. Their interactions with students show both similarities 

and differences. They adopt similar positions, both opting for a semi-formal positioning. 

Despite positioning themselves as teachers, they opted to be mentor or coach. But they 

did not want to position themselves as students’ friend either. However, PTAs were less 

accessible to students outside the classroom than FTAs.  

Sub-theme: Attitudes toward teaching preparation and teaching material: “I 

keep it fresh!” Both PTAs and FTAs allocated a specific time for teaching preparation, 

most commonly weekly (10/14 PTA and 9/11 FTA). It was common to prepare for 2–3 

hours per week per course as described by Donna (FTA): “So, I spent about 2–3 hours for 

each course [per week], depending on how many courses that I have in one semester.” 

There were variations in the length of time spent on preparation, from 1 hour a week 

(Stephen, FTA), 6 hours a week (Arianna, FTA), to 15 hours (Vivianne, FTA). Vivianne 

(FTA) explained that because she loves teaching, she always prepares her material for 

about 3 hours a day, every day, totalling about 15 hours a week: “The preparation can be 

[as much as] 15 hours, usually 3 hours a day.” 

Another alternative was to combine preparation during the semester break with 

weekly preparation (3/14 PTA and 2/11 FTA). In this way, the academics would plan for 

the semester during the semester break and fine-tune their plan each week, as Yvonne 

and Grace did:  

We made the grand framework during the 3-month holiday. But sometimes 

we need to add or eliminate attachments before we teach. Usually, I played 

around with it one or two days before teaching, about 2 hours a week. 

(Yvonne, FTA)  
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As I said, I prepare during the semester break, and then before class I just 

review what I have to say, refresh the memory, and just during the time 

give them real life experience, giving a live example. Just go with it. (Grace, 

PTA) 

In an extreme case, a PTA admitted that he did not prepare his teaching, especially if he 

had taught the course before, and because he had been given all the teaching material 

for the course: “To be honest, I very rarely do [preparation], perhaps because it is 

already more than one semester so all materials are already there” (Bruce, PTA).  

The participants described teaching preparation as searching for relevant 

examples, case, activities, or supporting materials. However, two academics maintained 

that they spent time developing a detailed scenario for the teaching session. It 

resembled a broadcasting log, and it contained a minute-by-minute plan for the class 

session: 

Before each class, the day before I prepare for 1 hour and a half for [name] 

class which I know how to do, but I write it up on the pen, I look at things 

that I've done before, or maybe I'll do something different. So I keep if 

fresh. So I don't do it based on rote. And I prepare. (Philip, PTA) 

I always make this time to do this, the pie-charts, the quadrant, I make it…. 

And the more I obey, the more I enjoy [teaching] because I won’t have 

awkward moments and secondly, I will not exceed my class time. 

(Annabelle, FTA) 

By developing such a plan, they avoided time wasted or awkward moments, and kept 

each session fresh.  

Furthermore, everybody agreed that they were given clear and comprehensive 

syllabi. PTAs mostly received syllabi designed by other people and developed the 

material from there, as explained by Arianna, “We have already had a syllabus, so I just 

followed the given syllabus.” In addition to syllabi, they also received textbooks. Some of 

them received teaching slides from the textbook publishers, more commonly in the SoB 

and SoCM. Denise (PTA), who taught in the SoB, received a syllabus, accompanying slides 

and the case studies listed in the syllabus, “I received syllabus and slides. Only. Oh, if the 

syllabus prescribed case studies, then I also got the case.” Academics in SoCA were more 
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likely to develop their own teaching material. Grace (PTA) said that she only received the 

syllabus, and then used it as a guide to develop teaching materials. “Just the syllabus, 

and just follow on. But I don't exactly follow them; it is just what I need to cover, what I 

need to talk about.”  

For other academics, being given a complete set of teaching materials gave them 

two options: use it without adaptation or refresh it for their own needs. The need to 

revise it might have been due to differences in context or industry update, or a newer 

book edition, as Donna explained: “[Course name] books are mostly from the U.S., the 

brands used were also American brand which is not familiar here.” Donna felt that she 

needed to adapt the textbook material to the Indonesian context to avoid American bias.  

Dianne (PTA) used the given teaching slides to explain technical topics, but she 

incorporated other sources too. The adaptation option was more common for both FTAs 

and PTAs. Only one person used the given material as is, which happened in a course 

that she taught outside her programme.  

I teach [course name], it is complete, the slides were given the weekly 

[activities] were given. It’s very helpful. Rather than we find things 

ourselves, and the book selected for the course is specifically chosen for 

that course, right? (Josephine, FTA)  

As the course was new to her, Josephine opted to use what was given to her. 

Sub-theme: Nature of interactions with students: “I don’t consider them as 

friends yet.” In interacting with students outside classroom time, PTAs and FTAs 

described their interactions in terms of positioning and accessibility, which they might do 

formally, informally or semi-formally. PTAs and FTAs were similar in their positioning and 

different in their accessibility.  

Positioning. There are three positions that the participants described in their 

interactions with students. Formal positioning was adopted by 2/14 PTAs and 3/11 FTAs, 

who described themselves as teachers, lecturers, or professionals. Informal positioning 

was adopted by 2/14 PTAs and 1/11 FTAs who described themselves as friends or family. 

The remaining participants opted for semi-formal positioning, describing themselves as 

being like mentors or coaches.  

Academics who adopted formal positioning described themselves as lecturers or 

professionals. By adopting this position, they hoped that students would treat them with 
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respect. Nancy (PTA) felt that adopting an informal position might lead to students 

behaving “over the top,” and she did not want to “lose her duty as a representative from 

the institution.” Daniel (FTA) said that students “often take [him] for granted” and that 

“their behaviour is not respectful.” As a result, he felt that “I always have to give 

boundaries, I am your lecturer, you are my students.” For both academics, students 

should show respect, be formal in their interactions, and take the lead from the 

lecturers. Vera (PTA), Donna and Josephine (FTAs) thought that putting a certain distance 

between themselves and their students was a good way to teach students to be more 

mature, solve their own problems, and learn how to be part of a professional team. 

Donna aimed to teach them professional behaviour such as making appointments: “if 

they need me, they need to make an appointment and vice versa.” Vera wanted to make 

it clear that, as adults, students needed to “have a responsibility, they need to think with 

their minds, how do I face this [situation]. If I am too attached to them from the 

beginning, for me, it’s like babysitting. They become immature.” For Donna and Vera, 

keeping interactions formal was a way to educate students to develop professional 

attitudes.  

Young(er) lecturers were more willing to be informal. Alice (FTA) described 

herself as like “a nagging old sister.” She had a brother who was approximately the 

students’ age, and she related to them on that basis. Bruce and Grace (PTAs) felt that the 

age gap was not that big, so they could talk about movies and popular culture. However, 

both of them felt the need to put certain boundaries in place, so they are not abused: 

I want them to still respect what I say. I would still like give them like...not 

punishment...but still make it clear to them. If you don't do this and this, I 

won't grade you. (Grace, PTA) 

Grace felt the need to balance “being friendly” with “being in control” to maintain her 

status as a lecturer. Thus, on the one hand, being younger is considered beneficial, in 

that it gives them a better connection with students. On the other hand, it challenges 

them to manage students’ expectations.  

The majority of participants opted for a middle path: the semi-formal approach as 

a mentor or coach. Annabelle (FTA) explained that positioning herself as a mentor “has 

an informal side, you coach them to be something.” And as a mentor, Dolores (PTA) felt 

that she could use “a more informal language, meaning… not rude, but inserting 
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language of their daily activity. So they feel that we [age gap] are not that far.” For Paul 

(PTA), mentoring was a teaching strategy. The nature of his course demanded a project-

based pedagogy, in which students adopted a hands-on approach from the beginning of 

the semester. There was no lecturing; instead, classroom time was used like a 

consultation session. Mentoring for him meant putting effort into individual students, 

guiding each project, providing input and motivation for them.  

Seeing themselves as a mentor was a more humble way of positioning 

themselves as teachers. Fiona (PTA) thought that being a mentor symbolised that “I 

don’t consider myself smarter than students, but I have more experience.” Similarly, 

Arianna (PTA) emphasised that she was not “smarter, but I have more experience than 

[them]. From the beginning they know that I am there not to make them feel less.” This 

is also similar to Moira’s (FTA) opinion that positioning herself as a “teacher seems like 

our position is above them.” Thus, positioning themselves as mentor recognised the 

limitation of their knowledge, and their willingness to share their experience rather than 

convey their knowledge. Moreover, the knowledge they shared was not limited to 

content, but also included how to use it, and often focused on life skills. For example, 

Philip (PTA) would personally motivate specific students from time to time to change 

their behaviour because “that’s the very first an employer sees.” Stephen (FTA) wanted 

to coach students to pursue their dreams despite the fact that he might not be a model 

for someone who wants to achieve a non-academic dream, but he “knows the 

methodology to achieve that.” Thus, being a mentor was seen as a way to motivate 

students and help them to outdo themselves.  

Accessibility. Contrary to the semi-formal positioning they described, more PTAs 

(6/14) than FTAs (2/11) chose to be more formal in their accessibility. They limited their 

availability to before or after class time: they preferred students to make appointments 

to meet them, that everything be done through e-mails, and that interaction was limited 

to academic matters. Arianna (PTA) limited her interactions to e-mails, because she 

wanted “to keep [her] professional relationship with them.” Alice (FTA) no longer gave 

out her mobile number because she knew that “that’s a naïve practice, so I stop doing 

that.” Paul (PTA) also limited his interaction to e-mails to avoid “unnecessary 

conversation. You think first if you’re stuck, then you ask me.” By using e-mail only, he 

limited the interactions to the most necessary.  
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Participants who were more available online and offline, and were willing to 

extend interaction beyond academic issues, were considered informal in their 

interactions with students. Only three PTAs were informally accessible, while more FTAs 

(8/11) were. Grace (PTA) used online-chat with her students, and the questions they 

asked might include personal matters. Philip (PTA) combined both types of accessibility. 

He used online-chat, e-mail, and sometimes Skype to discuss theses or projects, and was 

open to counselling students on non-academic matters, like “today I am going to meet 

[name] just to talk because I am concerned about him. I think he is smart kid but he is 

used to failing.” A willingness to discuss a broad range of topics and use various means of 

contact made PTAs like Grace and Philip informally accessible.  

FTAs were more likely to be informally accessible. Some were genuinely open to 

students, and they did not mind students dropping by their office to ask questions. As 

Bryan (FTA) said, “anytime as long as I am free, I am always [available for students].” He 

was also available through e-mails and online-chat although he limited discussion to 

academic matters. Josephine (FTA) described students chatting with her all the time, and 

she dealt with personal topics such as the socialisation of students, for example, “in class 

she wasn’t able to ask questions to her friends, so she would come to the teacher. [She 

complained] that other students do not fit with her, anything.” She offered pastoral care 

for students needing it.  

On top of a genuine interest in students’ lives, some FTAs described pastoral care 

as a part of their job. Vivianne (FTA) said that she allocated too much time to students, 

including managing “special” students: “I do it [meeting students] quite often, especially 

with problematic students.” Annabelle (FTA) thought herself as “too cheap” because she 

always had time for students. As a result, students “always come to me, for things that 

are formal like [administrative things] related to our position. But also, those who are 

asking questions like she wants a PR job, what kind of job she can apply.” FTAs had to 

undertake roles, they were required to engage in pastoral care. This demanded an ability 

and willingness to interact with students through different means and on different 

topics.  

A third pattern of accessibility also existed. Some academics felt that students did 

not come forward. There was no demand for them to have further interaction beyond 

the immediate course material and outside classroom time. This pattern was more 
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commonly described by PTAs (6/14) than FTAs (1/11). Louisa (PTA) said that “Students 

rarely asked for it [meeting outside classroom time]. But if there is someone who wanted 

to meet, I am OK with that.” Meanwhile, Dolores (PTA) said that “there is no demand. I 

am open, I gave them my contact number.” These academics saw it as students’ 

responsibility to approach them and they were ready to reciprocate. 

7.3.3.2. Theme: Personal teaching practices. 
This theme contained personal teaching goals and reflective practice. PTAs and 

FTAs thought similarly about their teaching goals, while their reflective practices differed.  

Sub-theme: Personal teaching goals: “I want the students to have an 

experience. Like working in the real industry.” Academics identified two types of 

personal teaching goals: hard skills and soft skills. Both were almost equally chosen by 

both groups. Hard-skill-related goals were mentioned by 8/14 PTAs and 5/11 FTAs, while 

the remaining described soft-skill-related goals.  

Hard skills included mastering material (e.g., passing the students, conveying 

knowledge to students, covering the intended learning outcomes as per the syllabi) or 

enabling students to apply what they learned (e.g., applying human resource 

management knowledge in the future, knowing how the industry work, solving problem 

like the industry demand). Alice (FTA) said that her goal in each class was for “all of them 

to pass” and she said to students that “I really don’t want to see you again for the same 

class.” On a similar note, Josephine (FTA) focused on the attainment of learning 

outcomes as per the syllabus because the stated outcomes were already very detailed. 

She was concerned that she “cannot expect more than that because [the students’] 

capacity is only that much.” Therefore, for both of them, having their students pass the 

course was an important goal.  

Other participants set a more long-term goal, focusing on how the hard skills 

could be applied in the future. They wanted to have an impact on students’ future. 

Arianna (PTA) said that she did not want students to “finish my course then just forget all 

about it. Many of them are like that.” Dolores (PTA) wanted her students to just “got the 

basic, the fundamental [concepts]. The application is more important.” Similarly, 

Stephen (FTA) wanted his students to be “creative, creatively implement that skills, and 

they have to be a problem solver.” Yvonne (FTA) wished to develop her students’ 

understanding of the industry, and how the skills they learned can be applied after study: 
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“I want that after they graduate they know what they are doing. I want to change their 

point of view.” For all of them, the material taught to students was important, but 

students also needed to learn how to apply it.  

Those making soft skills their goals focused on attitudes (e.g., grit, hard work), 

maturity and open mindedness. For them, hard skills were important, but soft skills were 

equally important. Dianne’s (PTA) goal was to assist students to achieve attitudes and 

skills so “not to the materials, but more towards things like leadership, or 

communication skills, teamwork. The focus is thus shifted from material mastery and 

application to personal qualities they think will help students in their life after study.” As 

Missy (FTA) said, “Learning outcomes are just mainly the same. But discipline, that’s very 

important for designers because they work with deadlines continuously.” Based on her 

own experience, to be successful in their industry, someone would need to be able to 

meet deadlines, which could only be achieved through discipline. Therefore, she was 

very strict with deadlines for students’ assignments and would grade late assignments 

with a zero.  

Soft skills were believed to enable students to compete with others. For example, 

Philip (PTA) encouraged students to build skills and attitudes that would help them after 

study: 

Because that's the very first thing an employer sees. Is this person a jerk or 

not, can I actually stand working with him/her or nots? So even you're all As 

and A minuses and Bs, they won't look at it as much as they want to feel 

when they're in front of you. So do develop a positive attitude, 

professional, taking responsibility, don't blame other people for things 

going wrong. I try to instil these values.  

He tried to develop qualities in the students that he believed would help them in their 

professional life, such as positive attitudes and responsibility.  

Subtheme: Reflective teachers: “I did my own research.” Being reflective is 

considered a quality of good teachers. It is identified with seeking feedback and 

continuous improvement of teaching. In this study, the participants’ attitude toward 

feedback can be divided into issues of awareness and usage. Awareness refers to 

knowledge of what feedback mechanisms were available, and usage refers to the extent 

to which they used feedback for improvement.  
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Awareness. At USI, teaching feedback is available as a result of student 

evaluations of teaching, which can be accessed online through the lecturer management 

system, and through peer observations of teaching. Only 8/14 PTAs said that they were 

aware of both feedback mechanisms available to them. Grace was not aware at all of the 

performance indicators used at USI: “No. I got the moderation thing, but KPI?” Pierre 

knew that there was feedback available, but did not know how to get it: “I cannot open it 

in [the lecturer management system]. I don’t understand.” However, even though they 

were aware of the student evaluations, only two were aware that they could access the 

qualitative component of the survey. Paul was given only his “score” and never received 

the qualitative feedback. From the five PTAs who were aware of the process, only two 

were aware of the peer-observation process and had their feedback from it.  

All FTAs, but one, were aware of the student-evaluation process and accessed it. 

Alice liked to see not only her overall score, but also the score for each question. “Hmm 

usually they gave the numbers, but I also ask for the questions, like just to see how much 

I score for each dimension.” However, mostly they received just the quantitative 

feedback, not the qualitative comments. Vivianne accessed both, but her students simply 

did not fill in the comments section anymore: “[they] do not give comment anymore. 

They used to in the past, things like it is always good or the [exam] questions are too 

hard, or I am too strict.” Most of them had experienced being observed by peers, but 

only one received feedback from it.  

In addition to student evaluations, some relied on their own encounters with 

students to get feedback. They regarded students at USI as outspoken and not afraid to 

express their opinions, including their disapproval of lecturers. Stephen (FTA) compared 

this situation with that at another campus he taught at: “I did teach in [campus name], 

and nobody dare to tell me, ‘do not do that, Sir’ in front of the classroom. Here, they do 

that.” Thus, they deemed it appropriate to seek informal feedback. Yvonne also said that 

students expressed their concerns directly to her: “In some classes there are students 

who directly told me, for example, I teach too fast or that they are happy with me 

although I am strict.” Two FTAs tried to gather feedback in a more structured way. 

Annabelle made it a practice that near the end of semester she would open a 

conversation with students about how the course had been so far and how to improve it: 

“[feedback like] if there’s an assignment it is better if it is like this or that, remember 
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when we did this and that, so we asked directly to the kids.” Donna made the evaluation 

process more structured by including course evaluations in the project reports:  

Yes, I tried hard that at end of every semester I give group project 

evaluation in my class. In that [form] there are questions about the class, 

lecturing, what is lacking from the course and things like that. I made that 

myself.” (Donna, FTA) 

Donna found this feedback useful as a way to reflect on and make changes to her 

teaching, and combining assessment with course evaluations worked well.  

The remaining PTAs (6/14) were either not aware of student evaluations, or they 

had used them in the past but not anymore. Louisa said that she did not get anything 

new after years of teaching, and she tended to ignore it nowadays: “I used to read it one 

by one. As time goes, now I don’t anymore. It’s not really…it’s just the same, it’s not 

really meaningful. So it’s like, the same thing every year.” However, she actually wanted 

something more meaningful: “sometimes we’re looking for something punchier.” 

Another reason for not reading the feedback was due to a change in the lecturer 

management system implemented by the university. Vera said that she used to be able 

to access all of the students’ feedback, quantitative and qualitative, but she could not do 

it anymore: “Yes, it was available in USI [system]. But I tried to click it the other day and I 

can’t find it.” Some PTAs who had experience teaching in other universities, suggested 

that students’ feedback was more explicitly available in those institutions, and did not 

rely on accessing it themselves. Vera always received student feedback regularly every 

semester in the other institution where she taught: “But I always get one in [name], 

every semester.” Josephine (FTA) explained that the head of the programme would meet 

all lecturers one by one and explain the feedback: 

In [institution name] the head of programme will call you one by one and 

telling you ‘Josephine, there is a comment from your students, saying that 

you blah blah blah….’ So we got feedback, one by one. 

Josephine thought that such a system would be good to implement at USI too, so that 

everybody got teaching feedback.  

One PTA who was a teaching assistant during his study overseas opted to gather 

his own feedback from students. He administered a short survey to students around the 



206 

mid-term to see what could be improved for the rest of the course. This is a practice he 

got from his teaching assistant years, and he felt that it was a good strategy: 

So, mid semester I would give them a sort of simple survey, two questions: 

what do you like about this class so far, number 2 is how can we make it 

better. So I do that every semester and from there I learnt. And so far I've 

been getting good evaluation ‘good, not boring, you use a lot of examples, 

maybe we can...’ and then they would give suggestions like ‘use more case 

studies’ blah blah blah, and longer breaks. That's my own personal 

qualitative ways to get feedback. (Philip, PTA) 

Usage. All FTAs, but one, described being selective in using the available feedback 

for teaching improvement. Some doubted whether the scoring is trustworthy. For 

example, Daniel (FTA) was confused at receiving very different scores for similar 

teaching:  

Sometimes it [students’ feedback] is funny because all of a sudden I got, 

between 3–4, low score. Then last time I got 4.5 to 5. I am confused. It 

seems subjective. It looks like it can’t be used as an indicator. I don’t see it 

as 100% valid indicator.  

Some thought that the quantitative student feedback was not very useful as it was only 

aggregated as a whole score. However, if they received low scores, participants tried to 

reflect on what had happened. Alice (FTA) asked for scores for each question, and 

analysed them individually: “I scored slightly lower than the others in terms of how 

enthusiastic I am. In some cases, I felt so tired teaching those classes, and even the 

students were so noisy. I kinda like lost interest or disconnected to some extent.” For 

example, she started to use a microphone during teaching to better project her voice. “I 

tend to use mic these days, because my voice is naturally soft, so I... And I actually felt 

rather tired if I have to speak out loud.” Alice benefitted from her status as an FTA, 

because she had access to the raw scores in the evaluations. For others, interpreting the 

score is like a guessing game: 

Because it is only a number, it is not easy for me to ask. I also don’t know 

who give me what score. So I can only think perhaps I should do this or 

that? In USI there are guidelines, like using English in class or not, have we 

re-scheduled class or not… So if in a semester I need to reschedule a class, I 
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got a make-up class, I know that it will affect the feedback. So it is self-

analysis. (Arianna, PTA)  

Arianna tried to make an educated guess based on an aggregated score and knowledge 

of the expectations of the institution. But there was no way to confirm her guess. 

Similarly, Denise (PTA) guessed at the reason for her low scores, and made changes 

based on trial and error: “I got borderline score. So now I try to mixed things, maybe it is 

boring just [listening to] talk. I try to combine with YouTube, and simulation.” She had 

not been able to get the results of her experiment at the time of our interview.  

Getting qualitative comments was not always useful. Edmund (PTA) thought that 

the quality of comments was not always good, and they were not always constructive: 

“Just laugh, because the comments sometimes were not important. Just like ‘it’s good.’“ 

Academics tended to filter their comments. Stephen (FTA) would change things if the 

comment related to curriculum, but not if it was about teaching style: “If it is about style, 

I think I can cope with that.” Similarly, Vera said she ignored feedback saying that she 

was too harsh: “If the feedback just said ‘she is harsh,’ I just ignore it.” She saw being 

harsh as her way of teaching students the soft skills they would need in the future.  

Overall, the feedback available to participants on their teaching was not used 

effectively, whether that was due to access issues, lack of information, or the format of 

the feedback.  

7.3.3.3. Theme: Shared professional development needs and plans. 
This theme contained PTAs’ and FTAs’ shared professional development needs 

and their personal plan for the following year. Shared in this context means needs and 

plans shared in common by the two groups. I found no distinctive pattern by group.  

Sub-themes: Shared professional development needs: “Research is the main 

area.” All participants responded to a question about which area they thought they most 

needed professional development in: research, pedagogy, or content knowledge. I 

specified the areas because, in the pilot study, when the question was open-ended, 

participants mostly referred to the facilities they needed instead of skills or knowledge. 

Research was identified as the most common form of professional development for both 

groups. All FTAs and PTAs who were registered formally as lecturers identified research 

as an area they needed to develop. Most of the participants believed that they had the 

necessary content knowledge, but not the research skills to research. Yvonne (FTA) 
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concluded: “I feel I am not bad in content, but in research and pedagogy I might need 

more.” Pierre (PTA) thought that with his experience in industry and teaching, he needed 

research the most: “Research. I already got the others.” The academics’ motivations to 

develop their research skills included career development; supervising thesis students; 

benefitting their own companies, especially consultant businesses; and unexplored areas 

in their field. For both FTAs and PTAs, the most common reason was because they felt 

that they were already competent in their area of expertise, but there were more skills 

to explore in research.  

The participants tended to be very general in describing the research skills they 

needed. They had more definitive needs in content knowledge and pedagogical 

development. Industry updates were the main area of content knowledge development, 

while teaching millennials was the skill they sought in pedagogical development. The 

main broad skills areas mentioned by participants related to research: methodology, 

data analysis, publications, and supervising students’ research. In terms of supervising, 

the emphasis was on being able to guide students through the methodology. Bruce (PTA) 

hoped that USI could give more support in methodology and publication: “It will be great 

if USI adds more facilities like research workshop. I have limited knowledge about 

qualitative and quantitative. Publication process is also not clear.” Some did not even 

have any clue of what they need in research. Denise (PTA) is typical: “I don’t know, I am 

completely blank to start it [research]. So I can’t say [what I need] because I want it 

but…” Yvonne (FTA) had more experience in research, but she felt that she still had a lot 

to learn: “Actually I can do research, but not much [methods] while research always 

updates like topics, tools. And that needs time to learn.” Missy (FTA) felt that for those 

coming from an applied arts background, dealing with research methodology was 

threatening: “Seems confusing. What should we do? What does it mean by qualitative? 

Can it be turn into project?” It is clear that many still needed basic research skills.  

After research skills, PTAs and FTAs identified a need to develop pedagogical skills 

(8/14 PTA; 4/11 FTA). There were two main reasons why. Firstly, they felt that because 

they did not have teaching backgrounds, they needed more development in that area. 

Bruce (PTA) felt that as a new lecturer he only had very general knowledge of how to be 

a good lecturer. “What I know is that I am good in my way.” Although he thought that, so 

far, he had been successful in his own way of teaching, he wanted to know if there were 
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other ways. Paul (PTA) found that the short workshops given by USI were very useful for 

him as someone who came from a non-education background. These workshops 

increased his confidence and helped put a conceptual name to the practice he knew by 

experience. “They really had a big impact for lecturers like me, whose background was 

not from education. I found information just randomly, trial and error, now apparently 

they have names.”  

Secondly, the PTAs felt that because the students in their classes come from a 

new generation, the millennials, they needed to know how to teach such a cohort. 

Similarly, the few FTAs handling millennials felt the same, and livening up their content 

led them to opt for pedagogical development. Arianna (PTA) found teaching millennials 

challenging: “Our teaching style, because now we are teaching millennial, their style is 

totally different. Sometimes we don’t know whether this [teaching style] suits them or 

not.” She felt that she needed more understanding about millennials and how to teach 

them. Moira (FTA) thought similarly: “I am curious for how to teach millennial 

generation, which I think we haven’t found [here].” She found it difficult to find a 

suitable way of teaching for millennial, thus the need for pedagogical development.  

Content knowledge was the least chosen area for development. One focus was 

catching up with industry updates and designing good content to be delivered to 

students. Louisa (PTA), who had left the industry a long time ago, felt that she needed to 

reconnect to new knowledge in the discipline: “I’ve been teaching the same course for 9 

years, 8 years or so. Things changed, and then I have left the industry for that many 

years.” She felt disconnected from the industry. Daniel (FTA) also thought that bringing 

the university and industry together would be beneficial: “Perhaps inviting guest lecturer 

for us [lecturers] to learn again, oh now it’s like this, and we are given updates about 

what happened internationally.”  

PTAs who were still active in the industry did not think content knowledge was a 

priority. Being active in the industry had given them the knowledge they need. Paul 

specifically mentioned that this is the advantage of industry-active PTAs: “I got the 

references and practical knowledge from the industry. It is enough. In fact, that is what 

the institution doesn’t have.” Here, content knowledge is identified with industrial 

relevance, and it gives PTAs the advantage. Two PTAs thought similarly that they did not 
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need further professional development as academics, having completed the basic 

teaching and learning workshops.  

Sub-themes: Shared professional development plans: “I’d like to do a PhD.” In 

the participants’ professional development planning, planning to do a formal course was 

a recurring theme (PTA 7/14; FTA 7/11), including certifications or higher degrees. Five 

out of 14 PTAs and 6/11 FTAs were planning a PhD and/or research courses to support 

their thesis writing. Two PTAs mentioned certification, namely a language course and 

coaching certification. The fact that both groups’ needs and plans were very similar is 

interesting. Another three academics (1 PTA; 2 FTAs) planned publishing and doing 

research.  

The PTAs who wanted to pursue a PhD were mostly those who were considering 

a long-term academic career and/or work in consulting. Arianna (PTA) saw a PhD as a 

medium-term plan: “I know that’s where I’m heading. Now I want to write regularly.” 

Dolores (PTA) also said that her short-term plan was to learn more about research so she 

could get “more familiar with research.” Both Arianna and Dolores were formally 

registered lecturers who planned a long-term academic career despite being part-time. 

Nonetheless, starting a PhD was not an easy decision. Fiona had planned it for 3 years, 

but “every time I decided to go forward, I thought whether I would be able to do it, 

where is the time allocation for reading, for this and that. Then I go backward again.” She 

also referred to the fact that as a part-timer and consultant, she was not actually obliged 

to do a PhD, so she postponed it: “No one makes it an obligation, so that also 

contribute.” 

The FTAs felt more pressure to start a PhD. Bryan, Josephine and Annabelle 

planned to enrol in a PhD programme the following year, locally or overseas. For them, 

the problems were practical: getting an acceptance letter and funding. Bryan was firm in 

his plan, which included getting a full scholarship from USI: “PhD, if I got the scholarship. 

I will not go for PhD if I don’t get a full scholarship from USI.” Those who were already in 

a PhD programme had plans to develop their thesis writing. Donna wanted to join 

research workshops and attend relevant conferences to support her study: “Qualitative 

workshops and join conference with relevant topics.” The FTAs’ plans were more 

immediate and well-planned than the PTAs.’  
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Others had plans for research and publication. Dianne (PTA) wanted to give more 

hours to her job after years of putting her son before her career. But she did not want to 

do more teaching, she wanted to focus on research: “Not always in terms of teaching. 

Something in research, like research assistant.” However, she has no concrete plan to do 

so. Similarly, Vivianne (FTA) wanted to keep learning to do proper research and publish, 

but she was unsure how. She had undertaken the junior researcher mentoring 

programme, but felt it was too much pressure for her: “I am afraid to take another 

internal grant scheme, because previously I thought it will give the necessary push. 

[However] to reach what [we] want and to find a reputable journal are still difficult.” 

Thus, she needed help, but did not know how to get it. Annabelle (FTA) had a more 

concrete plan: she would draw on her long experience working at a magazine. She 

wanted to turn her teaching material into a textbook: “I want to publish books on, for 

example, I’ve been teaching [name] course for years, teaching, teaching, so I want to 

write the textbook. But I don’t want it to be stiff, so it is a textbook but popular book so 

it can be published by [famous company name].”  

In both groups there were some academics who had no idea how to develop 

themselves professionally (2/14 PTA, 2/11 FTA). They were willing to wait for an 

opportunity: “I haven’t had any planning yet, it usually goes as the chance shows up.” 

(Missy, FTA). Louisa (PTA) was similar: “I don’t have any real plan, just go with it.”  

7.3.3.4. Theme: Distinctive professional development needs and plans. 
Each group of academics had distinctive needs and plans based on the frequency 

with which the needs or plans of each group were mentioned. Some needs are specific 

to each group: PTAs, for example, tended to feel that they did not have a need for 

academic professional development. PTAs were also more likely to seek opportunities 

for self-learning; FTAs opted for external learning.  

Sub-themes: Distinctive professional development needs: “But do I feel if I want 

more? Not really?” Some PTAs thought that they did not need professional development 

as academics. Four PTAs thought that professional development was not necessary for 

part-timers in general. Arianna and Paul thought that, for industry-active PTAs, 

professional development provided by the university would be irrelevant.  
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I was thinking that a part-timer become a part-timer because s/he has 

other professional activities. So, what part should be developed? If it is 

[development] as academic, s/he is not full-time academic. (Arianna, PTA) 

Paul added to his observation that there were three types of industry-active PTAs: those 

who taught for money, those who were experts in their field and confident with their 

knowledge and teaching ability, and those who were expert in their field and curious 

about how to be a better teacher. The first two were in the majority, and did not feel the 

need for development: “The majority is the first two, and when they were directed for 

personal development workshops, their reaction was like ‘ouch, it’s a waste of my 

time.’” Philip (PTA) thought that the skills he had were enough, and that now was the 

time to practise it:  

I don't think so. I am not saying that I'm perfect, no I'm not. But I think a lot 

of the foundation I've already received, like the DVD that I saw and 

workshops you've provided me and all I have to do is to keep on doing that. 

But do I feel if I want more? Not really. 

In terms of their preferred mode of professional development, internal delivery 

(workshops and mentoring) was chosen by PTAs (9/14) and external delivery by FTAs 

(7/11). Internal workshops were favourable for PTAs because they were short and 

focused. Fiona (PTA) chose workshops because they were effective in terms of time and 

relevance: “Workshop is the most effective, because it is not time consuming, and it is 

direct. We can have discussions on the spot.” Arianna (PTA) added that internal 

workshops usually provide the opportunity to try and practice. Others chose mentoring 

(PTA 2/14; FTA 3/11). Louisa (PTA) joined a class taught by an FTA mentor, and she found 

the experience an eye-opener: “I was like oooohh, that can be delivered in this way, 

oooh, I can do this way. How come I didn’t think of that?” Seeing other types of teaching 

inspired her to try other things in her own teaching. For FTAs, mentoring was also 

deemed suitable for research development, in which a senior researcher teamed up with 

junior researcher to publish together. However, if the research did not finish within the 

deadline, then both researchers had to pay back the research grant to the institution. 

Annabelle (FTA) wanted a different model, as “internal grant had money attached, 

perhaps a scheme that does not involve money.”  
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Only one PTA chose external training as compared to 7/11 of FTAs. External 

training is an option for FTAs under USI’s development budget, but not for PTAs. External 

training was thought to provide possibilities for prolonged engagement with the trainer: 

I prefer the location is not inside this building. Usually if things are brought 

here, it is not maximum because if it is conducted in their premises, 

everything is there. They are more ready with their material, or perhaps if 

they have additional stuff, they can prepare it right away. So we can 

maximise. (Missy, FTA) 

Others thought that external expertise was valuable because it was external: 

I enjoyed [internal] courses, but it will be different if you do it yourself or 

you retraining it to others. You get the idea ya? So, it has to be the first 

person doing that. (Stephen, FTA) 

Sub-themes: Distinctive professional development plans: “[I want to] discipline 

myself to read more books to develop myself.” Five PTAs also indicated that they want 

to undertake self-learning in a specific area related to their field of knowledge. This 

option might well be attractive for the institutions given the challenge of funding 

professional development for PTAs. For Nancy (PTA), taking a formal course or pursuing 

a PhD was too expensive, so she planned to focus on self-learning: “Maybe I will go to 

[topic], because I feel I am lacking on this subject this year. Perhaps also to [topic] 

because I am interested in it.” Louisa (PTA) agreed, she preferred self-learning through 

which she would find information related to her teaching topics and interpret it into 

teaching material. Similarly, Arianna (PTA) planned to read more books on her teaching 

topics “to develop myself so, again, when I teach I don’t only focus on the textbook.”  

7.4. Discussion 

Study 2 answers the following research questions: 1) Are there differences 

between full-time and part-time academics in their teaching perspectives? 2) Are there 

differences between full-time and part-time academics in their in-classroom practices? 3) 

How do part-time and full-time academics differ in their in- and out-of-classroom 

practices? and 4) How do part-time and full-time academics differ in their professional 

development plans and needs? This section begins with a discussion of the TPI results, 
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followed by a discussion of in-classroom and out-of-classroom practices based on the 

result of the survey and interviews.  

7.4.1 Comparison of teaching perspectives between full-time and part-time 

academics. 

The first part of this mixed-method study explored the teaching perspectives of 

full-time and part-time academics. Teaching perspectives are a mixture of beliefs (what 

teachers believe), intentions (what they are trying to achieve), and actions (how they 

achieve it). They could be considered the software that drives teachers’ decisions about 

teaching. This study is the first to explore the correlation of teaching perspectives and 

employment status.  

7.4.1.1. Dominant perspectives. 
I found that FTAs and PTAs were mostly similar in their teaching perspectives. 

First of all, the minimum and maximum scores for each perspective showed variation in 

both groups. A comparison of the overall scores in the five scales showed that there 

were no significant differences between FTAs and PTAs in each perspective: all 

perspectives were represented by both FTAs and PTAs, and no perspective was typical of 

the groups. This diversity potentially signals a breadth of teaching perspectives in the 

classroom, which is beneficial for students (Collins & Pratt, 2011).  

Both groups were similar in their dominant perspectives. Teachers’ dominant 

perspectives are important because they have the biggest influence on their classroom 

teaching. The data showed that 85 (63%) teachers of 114 participants had one or two 

dominant perspectives. The most common dominant perspective was apprenticeship in 

both employment groups, with 22 (33%) of FTAs and 21 (30%) of PTA respectively. Other 

perspectives also exhibited a very similar profile: Transmission comprised of 10% FTA 

and 14% PTAs; developmental, 5% FTA and 6% PTA; nurturing, 17% FTA and 16% PTA; 

and social reform, 3% FTA and 7% PTA. The ranking of the perspectives is the same for 

PTAs and FTAs, which is surprising. Giving that most PTAs are professionals, 

entrepreneurs or ex-professionals, and the interview data in Study 1 revealed that most 

of them see themselves as bridging theory-based knowledge and application, it is not 

surprising that apprenticeship was their dominant perspective. Furthermore, given that 

Javanese culture tends to see teacher–student relationships as expert–non-expert 
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relations (Elsegood, 2007), an Indonesian classroom might be expected to be low in 

dynamics and to emphasise obedience and passive learning (Dardjowidjojo, 2001; 

Elsegood, 2007), I expected that transmission would be a stronger perspective among 

FTAs. However, apprenticeship was the dominant perspective for PTAs and FTAs, 

followed by nurturing, transmission, developmental, and social reform.  

The study was thus consistent with others conducted in a higher education 

context. Studies involving teachers of children tend to find nurturing to be the most 

common dominant perspective (e.g., A. Clarke & Jarvis-Selinger, 2005; Deggs, Machtnes, 

& Johnson, 2008; Jarvis-Selinger et al., 2007). Some studies involving university/college 

teachers report that apprenticeship is also a common perspective (e.g., Hubball, Collins, 

& Pratt, 2005; Loewen & Jalescu-Bodo, 2013; Misieng, 2013; Rotidi et al., 2017). Most 

show developmental and social reform to be less common dominant perspectives (e.g., 

Collins & Pratt, 2011; Jarvis-Selinger et al., 2007; Rotidi et al., 2017). The fact that this 

result is consistent with other higher education settings demonstrates the consistency of 

goals in higher education and the type of teaching suited to that goal. Also, the fact that 

higher education in Indonesia tends to aim to prepare students for the workforce, fits 

with the aim of the apprenticeship perspective to integrate students into a community of 

practice through the guidance of teachers who embody the knowledge and values of that 

community (J. Johnson & Pratt, 1998).  

All studies show a developmental perspective to be uncommon, suggesting a 

paradox (e.g., Collins & Pratt, 2011; Jarvis-Selinger et al., 2007; Pratt & Collins, 2000). The 

developmental teaching perspective fits most closely with a student-centred learning 

approach, which has been consistently promoted in the literature since the 1950s as the 

best approach to teaching because it is believed to foster the deep learning in students 

(Devlin & Samarawickrema, 2010; Ramsden, 2003). Although this paradox is not much 

studied, Hubball et al.’s (2005) study found that academics’ developmental scores 

increase when they undertake pedagogical training. This might suggest that more 

training needs to be offered to academics to enable them to implement a student-

centered learning approach and a developmental teaching perspective.  

The respective profiles of teaching perspectives for FTAs and PTAs are very 

similar. Both have apprenticeship and nurturing as the most common dominant teaching 

perspective, and developmental and social reform as the least dominant. I used a chi- 
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squared test to compare the number of dominant perspectives between part-time and 

full-time groups and a Mann-Whitney U test to compare the scores for each teaching 

perspective in the two groups. Both tests suggested that FTAs and PTAs were similar in 

their scores and in their dominant perspectives. Therefore, employment status cannot 

be said to contribute to the teaching perspectives of academics. As this study is the first 

one to investigate differences in teaching perspective due to employment status, its 

results cannot be compared with those of other studies.  

7.4.1.2. No dominant perspective. 
I also found that more than 44 (32.5%) respondents did not have a dominant 

perspective. This finding did not relate to academic discipline, but was higher than 

reported in other studies, in which it was more common to find multiple dominant 

perspectives than no dominant perspective. Collins and Pratt (2011) report that from 

over 116,000 respondents, those with no dominant perspective were below 5%, while 

those with dual dominant perspectives were over 20%. Wang (2014) and Hubball et al. 

(2005) report a similar trend. Deggs et al. (2008) found that from 131 respondents, five 

(3.8%) had two or more dominant teaching perspectives while 31 (23.7%) had no 

dominant perspectives.  

There are a number of reasons that might explain the significant number of 

respondents with no dominant perspective at USI. One possibility is that academics there 

had greater exposure to different teaching perspectives through their training or 

international collaborations. This interpretation is supported by the fact that there were 

more FTAs (19 respondents) than PTAs (13 respondents) in this category. FTAs have 

better access to pedagogical training and more often collaborate with international 

partners; the training and collaborations might enrich their pedagogical knowledge. In 

part, this fits with Hubball et al.’s (2005) finding that participants in training have a 

stronger developmental inclination after training. Another possible explanation is there 

was another teaching perspective that was not captured by the five of the TPI. Studies 

using TPI have frequently reported a group of people with no dominant perspectives: 

5.8% of 1000 respondents (Pratt & Collins, 2000), 9% of 301 respondents (A. Clarke & 

Jarvis-Selinger, 2005), and 23.7% of 131 respondents (Deggs et al., 2008).  

Further inspection of data cross-tabulated across different schools and 

employment statuses showed that academic discipline might contribute to teaching 
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perspective. For example, nurturing was the most common dominant perspective of 

academics in the GCU, while apprenticeship was the most common in SoB, SoCM, and 

SoCA. Studies that have investigated the relationship between teaching perspectives and 

academic discipline have not given consistent results. For example, Rotidi et al. (2017) 

found that teaching perspectives cannot be differentiated based on discipline alone. 

They investigated whether there were differences between academics from 

pure/applied, soft/hard and life/non-life disciplines in their teaching perspectives (Biglan, 

1973). The results were inconsistent, showing no significant difference in the five 

perspective scores between lecturers from soft and hard disciplines. The apprenticeship 

score was the only significantly different score among the five perspectives, based on the 

pure/applied category (Rotidi et al., 2017). In a study of student-teachers in Canada, the 

academic origin of student-teachers was not a consistent predictor of teaching 

perspective (Jarvis-Selinger et al., 2007). Therefore, I would conclude that it is not clear 

whether disciplines contribute to teaching perspective.  

7.4.1.3. Limitations. 
The study had limitations. Firstly, the participants were from only one institution. 

Although the results were consistent with those of previous studies, the context of the 

study should be considered when generalising findings. Secondly, the instrument was 

less reliable in an Indonesian context than for other studies in a Western context (as 

shown in Section 7.2.1.6), but was consistent with that of another study in Malaysia 

(Misieng, 2013). Further use of the instrument in a Southeast Asian context should take 

this issue in account.  

7.4.2 Comparison of in-classroom teaching practice between full-time and part-

time academics. 

The second part of Study 2 aimed to compare the in-classroom teaching practices 

of full-time and part-time academics. Measuring “good teaching” remains subject to 

debate. Firstly, what is considered good has been a source of discussions. Secondly, to 

measure a set of “good” attributes of teaching might be seen as endorsing one way of 

teaching. Nonetheless, a number of studies have endorsed the set of common factors of 

good teaching that underlie SEEQ (Marsh, 1987). This study used SEEQ to compare PTAs 
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and FTAs on eight factors of good teaching: learning, enthusiasm, organisation, group 

interaction, individual rapport, breadth, examinations, and assignment.  

Previous investigations of the teaching effectiveness of part-time academics have 

utilised means such as national survey data, pre-existing instruments (e.g., Nursing 

Clinical Teacher Effectiveness Inventory; Allison-Jones & Hirth, 2004); students’ end-of-

course achievements (Landrum, 2009); students’ end-of-course evaluations (Friedlander, 

1980; Landrum, 2009); students’ retention rate (e.g., Jaeger & Eagan, 2010; Schibik & 

Harrington, 2004); or students’ likelihood of taking more classes in similar subjects. The 

results are not conclusive: full-time tenure-track academics are considered better 

teachers in some (e.g., Alison-Jones & Hirth, 2004; Friedlander, 1980) and non-tenure 

track (including part-time) in others (e.g., Figlio et al., 2013). In Jaeger and Eagan’s (2010) 

study, the relationship between instructors’ status and student retention varies 

according to the type of institution. This study explored students’ perceptions of their 

teachers using a standardised instrument, SEEQ.  

7.4.2.1. Differences based on employment status. 
Based on students’ perceptions, there were no significant differences between 

part-time and full-time academics in the factors describing in-classroom teaching 

practices. Employment status, as a single variable or in interaction with the school 

variable, did not affect students’ ratings of their teachers for learning, enthusiasm, 

organisation, group interaction, breadth, examination, assignment. However, learning, 

enthusiasm, organisation, examination, and assignment showed significant differences 

based on school. Breadth and group interaction showed no differences based on 

employment status or school, or interaction effects between the two.  

Individual rapport was the only factor that showed a significant interaction effect 

between status and school. Follow-up tests showed that FTAs had higher scores than 

PTAs in the SoCM, while PTAs scored higher than FTAs in the SoCA. Thus, it was not a 

consistent pattern across all the schools. A further follow-up test on each question 

(“Instructor is friendly towards individual students” and “Instructor makes students feel 

welcome in seeking help/advice in or outside of class”) in the individual rapport factor 

also resulted in no significant differences between PTAs and FTAs.  

This perceived similarity in practice might be explained by the similarities of 

demographics between the two groups. Based on data taken by the TPI, both groups 
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were mostly master’s qualified (FTA 65%; PTA 74%) with more than 6 years teaching 

experience (FTA 65%; PTA 59%). They also had similar teaching perspectives, with 

apprenticeship as the most common dominant perspective. The FTAs indicated in the 

interviews that most of them had professional experience before going into academia. 

The exact length of professional experience and the percentage of those with 

professional experience could not be verified because it was not part of the demographic 

survey question. Both PTAs and FTAs also had similarities in their academic identity, as 

shown in Study 1. For the most part, they identified strongly as teachers, and had yet to 

build a research profile. This similarity in profile and identity could well have been 

reflected in their in-class teaching practices.  

7.4.2.2. Differences based on schools. 
To investigate further the effect of schools, I expanded the data analysis. A two-

way ANOVA test was used to investigate the single main effects of school and 

employment status as well as the interaction effects between these two variables. 

Employment status did not give a single main effect with any of the factors measured. 

Schools tended to have more influence in determining students’ perception of good 

teaching. Several factors showed significant differences based on the school: learning, 

enthusiasm, organisation, examination and assignment.  

I found three prominent points of difference. First, the SoCM had the highest 

rating on most factors. Secondly, the SoCA was rated lower in organisation, examination, 

and assignment. Thirdly, the GCU, which manages courses such as civic education and 

religious education, scored the lowest in learning compared to the other discipline-

specific schools. 

I found that the SoCM got higher ratings on almost every factor measured. This is 

contradictory to the literature, in which computing is usually considered a hard science 

and soft category disciplines usually generate higher student ratings than hard ones 

(Kember & Leung, 2011; Kwan; 1999; Neumann & Neumann, 1985). Kember and Leung 

(2011) argue that the epistemological beliefs of academic disciplines affect learning goals 

and the way these disciplines are taught, which affect students’ perceptions of learning 

and how they rate it. However, upon a closer look at the data, the school had a half-half 

composition of hard and soft study programmes: two hard sciences related to computing 
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and two soft sciences related to media. The number of students participating in the 

survey was similar, with 57.5% from hard science and 42.5% from soft science.  

There are two possible explanations for this overall high rating. Firstly, if Kember 

and Leung’s (2011) assertion that soft-science students tend to give a higher rating to 

their teachers is true, there is a possibility that the soft-science students in the SoCM 

made a big contribution to the overall rating of this school. However, to be able to do 

that, the soft-science students would have to give a very high score to compensate for 

the supposedly lower score from the hard-science students. A second possibility is that 

the school is better managed compared to other schools participating in this study. The 

school might be able to recruit high-quality teachers who are experts in the field and 

effective teachers, and able to manage the courses well. This is hard to confirm without 

investigating the school in more depth.  

The SoCA received the lowest ratings in organisation, assignment, and 

examinations. One possible explanation in terms of organisation and assignment is that 

the creative arts are more subjective (Cowdroy & Williams, 2007), and soft science has a 

less-established body of knowledge (Kember & Leung, 2011). Hard science, with its well-

established body of knowledge, tends to have clearer pathways and favours a more 

didactic teaching style (Kember & Leung, 2011). Indonesian teachers still rely on a 

didactic teaching style and rote-learning (Ajisuksmo & Vermunt, 1999), and the school 

environment is rigid and structured, with passive and shy students (Exley, 2005). 

Therefore, students in this study might be uncomfortable with the soft and subjective 

nature of creative arts. Creative arts teaches not only technical abilities but also creative 

abilities (Pringle, 2008). Creative abilities are intangible and required higher order 

thinking skills, making them challenging to be conveyed as objective criteria (Cowdroy & 

Williams, 2007). Cowdroy and Williams found that the academics in their programme 

(Bachelor of Architecture in a university in Australia) recognised that there is a potential 

gap between students’ and lecturers’ understanding of creativity, and that assigning 

grades is often based on like and dislike (Cowdroy & Williams, 2007). Therefore, the 

lower rating for the SoCA in organisation, examination, and assignment might reflect a 

misunderstanding on the students’ part of what they were supposed to learn, how they 

were to learn it and how they were going to be assessed.  
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The GCU was rated the lowest in learning. One possible explanation is that 

students perceived that these courses are irrelevant to their major, but they are 

compulsory. Similarly, Kwan (1999) found in his study that teachers of required courses 

generate lower means than teachers of elective courses, although this study only had 

small effect size. Another possible explanation is that this unit is not a proper school, and 

the management of the courses was not as closely supervised as courses in other 

academic programmes.  

In short, the two-way ANOVA test was conducted to assess differences in in-

classroom teaching practices based on employment status, schools, and the interaction 

between the two. Schools prove to be better than employment status in finding 

similarities and differences in teaching practice. The SoCM was rated higher in all. The 

SoCA was rated lower in some scales (organisation, examination, and assignment). The 

GCU was rated the lowest in learning. Although possible explanations are given on why a 

school was rated higher or lower, the main finding is that there are more differences 

found based on school than based on employment status.  

7.4.2.3. Limitations. 
 The study was limited in a number of ways. Firstly, the data was generated from 

one institution with very specific characteristics: it only taught international 

programmes, and it was a private university. Thus, the results should be generalised with 

care. Secondly, two questions from the individual rapport scale were eliminated in the 

instrument, as explained in 7.2.1.5. Confirmatory factor analysis was conducted to check 

the instrument’s fitness amid the missing questions, along with reliability of each scale, 

all reported in Section 7.2.1.5. Those tests showed that the instrument fits well with the 

data and the scale is still reliable.  

7.4.3 Comparison of out-of-classroom teaching practice and professional 

development between full-time and part-time academics. 

Although there were no significant quantitative differences between PTAs and 

FTAs in their teaching perspectives and in-classroom practices, there were some 

qualitative differences in out-of-classroom practices and professional development 

needs and plans. What, then, are the differences between PTAs and FTAs in their 
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reported out-of-classroom practices? And what are the differences between PTAs and 

FTAs in their perceived personal development needs and plan?  

7.4.3.1. Comparison of out-of-classroom practice between FTA and PTA. 
Out-of-classroom practice. Based on the interviews, both part-time and full-time 

academics showed a similar commitment to their teaching activities. Both allocated time 

for preparation, prepared their teaching material based on resources given, had similar 

teaching goals, and positioned themselves either formally or informally towards 

students. This means that in both groups there were academics who allocated more or 

less of their time for teaching preparation. There were also those who made their 

teaching materials from scratch and those who used whatever had been given to them. 

In both groups, there were those who emphasised hard-skill goals and those who 

emphasised soft-skill goals. And they also adapted formal or less formal positions in their 

interaction with students. The variation in their practice did not relate to employment 

status.  

The differences between FTAs and PTAs were more apparent in their accessibility 

to students. FTAs were more available, more willing to discuss a wide range of problems, 

and more flexible in their means of communication. Their accessibility was partly 

because of their pastoral care obligations but also because their personal interest in 

students’ success and well-being. Their interactions with students were less transactional 

than PTAs. The PTAs were limited in their accessibility because of the limitation on their 

time at the institution, their other commitments, and a reticence to get involved in 

students’ life beyond their own course, which is consistent with other studies (e.g., 

Marshall, 2012; Schuetz, 2002; Umbach, 2007). There were a few PTAs who said that 

they were always accessible through information technology, but they were the 

exception to the norm. In some cases, their limited accessibility was not because they 

purposefully limited their availability or interaction with students, but because students 

did not contact them or seek their advice. If they had done so, the PTAs would have 

reciprocated. Thus, there are two possibilities: students consciously or unconsciously 

chose to interact with FTAs more; or, PTAs did not want to interact with students beyond 

their designated teaching time. The assessment of the first question is beyond the scope 

of this study because it would require further questions of students. However, there is a 

study that shows that students often cannot differentiate part-time and full-time 
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academics or do not think that employment status is important for them (Marshall, 

2012; Warme & Lundy, 1988). Therefore, it is unlikely that students were consciously 

avoiding part-time academics because of their employment status; it was more likely 

that they did it unconsciously. A second possibility was confirmed by some PTAs: that 

some of them limited their accessibility due to their other commitments.  

Both groups perceived students to be very important stakeholders in academic 

life. However, it could be argued that PTAs were less involved with their students’ 

development than FTAs. According to PTAs, that was not because they were not 

personally interested in students’ development, but as a consequence of their 

employment status. FTAs showed a greater willingness to support students outside the 

classroom, both as part of their administrative role and out of personal interest. They 

were more involved with students’ academic and social life, and invested more time and 

effort in their wellbeing. Considering that interaction out-of-classroom is equally 

important to students’ development as in-classroom interaction (Hagenauer & Volet, 

2014), institutions should consider the limitations posed by part-time employment of 

academics on students’ success and well-being. A well-balanced employment strategy 

needs to consider out-of-classroom aspects, not just in-class learning.  

7.4.3.2. Comparison of academic professional development needs and plans 
between FTA and PTA. 

Professional development had not been thought through or planned carefully for 

either group. Their needs and plans were diverse, although they had areas in common.  

FTAs had more developed plans for higher study than PTAs. Their career 

trajectory was clearer in its milestones. To progress, they needed to have a PhD; thus, it 

became a short- or middle-term priority for most. They required support from the 

institution to execute the plan in the form of financial support (scholarships), workload 

reduction, social support from colleagues, and attendance at research courses or 

conferences. In contrast, PTAs did not seek support from the institution. They relied on 

their own resources, whether they had the financial capability or time commitment to 

undertake professional development or not. Thus, both FTAs and PTAs wanted to 

develop their research, but FTAs were more highly motivated and more pro-active than 

PTAs.  
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Both groups also considered pedagogical knowledge important. PTAs were more 

conscious of their needs than FTAs in this area because they realised that they needed to 

bridge the gap between industry-professionals and their identities as teachers. But PTAs 

were less enthusiastic about professional development in this area. Once provided with 

basic teaching and learning workshops, they were confident that they had got the basics 

and were ready to experiment in class.  

Most of the academics from both groups said that they did not need to develop 

their content knowledge. Both groups were confident that they had mastered the 

content. Industrial experience was considered an important part of content mastery. The 

few needs expressed to develop content knowledge were related to industry updates or 

building a closer relationship with industry. This close relationship between professional 

experience and content has been discussed in the literature, particularly in the case of 

PTAs (Ryan et al., 2011). The need for FTAs to rely on professional experience is not 

addressed in the literature, except in professional disciplines like nursing and education 

(e.g., Allison-Jones & Hirth, 2004). It is interesting that neither group saw research as 

strongly related to content knowledge. Both groups of academics related research and 

doctoral study to career obligations. However, when discussing content knowledge, they 

saw the need for industry updates and closer relationships. This was consistent with 

their aspiration to educate students for the “real” world. However, it also showed a 

disconnection between teaching, research, and personal goals in teaching.  

One possible explanation, as already mentioned in Study 1, is that the cohort of 

academics in this study was mostly master’s qualified, as is common in Indonesia. The 

lack of research training, combined with previous educational experience focused on 

teaching courses, has led to a lack of integration of research and teaching. In addition, a 

lack of access to scholarly resources in Indonesia including access to research reports in 

the form of books and journals (Logli, 2016; Welch, 2007) has limited research 

opportunities for academics. There has also been constant pressure to generate 

employable graduates, which is a part of the national accreditation requirement, both at 

programme and university level.  

Compared to the FTAs, the PTAs were more likely to express little or no interest 

in professional development. If the PTAs had a professional career outside academia, 

they were not interested in building an academic career. Thus, it was sufficient for them 
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to be able to teach well. They considered their professional knowledge their real 

contribution for students. Other PTAs who did not have tenure and had no interest in 

building an academic career also thought that they had done sufficient professional 

development. Only those who wished to pursue an academic career showed interest in 

more professional development. The FTAs were dissatisfied with their lack of 

opportunities for taking courses or joining conferences outside the university. For them, 

professional development as researchers and teachers was important, and they 

demanded greater opportunities to do it.  

The PTAs’ attitude to professional development can also be linked to the limited 

opportunities given to them. Support for them in professional development had not 

included financial support to attend courses or academic events outside the institution. 

They also had limited knowledge of the programmes available for them inside the 

institution. Therefore, they felt limited in choice. This is not unusual globally. Bryson 

(2013) has argued that the U.K. institutions who give PTAs and FTAs equal opportunities 

for career advancement and professional development are in the minority. Professional 

development for part-time academics has been limited to in-house inductions or 

workshops, informal mentoring, or online courses and forums (Beaton, 2017; Dean, 

Harden-Thew, & Thomas, 2017; Higgins & Harrevelt, 2013). However, there is no 

standard formula that works for everybody (Harvey, 2017; Percy & Beaumont, 2008). As 

shown in this study, PTAs are diverse and they come from different backgrounds with 

different motivations: thus, their professional development needs to be context-

dependent (Harvey, 2017).  

Part-time and full-time academics in this study also differed in their preferred 

delivery method for professional development. Firstly, the preferred delivery methods 

differed between groups. PTAs preferred in-house workshops or self-learning, methods 

suitable for their time commitments and limited funding. Lack of institutional supports 

has been found to encourage PTAs to be proactive in their own development. PTAs feel 

the need to maintain their standard of teaching, and often find opportunities to develop 

themselves through self-funding activities (Higgin & Harrevelt, 2013). FTAs preferred to 

have the opportunity to learn from expertise from outside the university, or through 

courses available outside the university. Both groups preferred formal or individual 

learning opportunities. Formal sessions like workshops and inductions were popular 
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methods of professional learning for PTAs (see Knight et al., 2006; Percy & Beaumont, 

2008). But, finding a suitable time for most PTAs was a challenge. Most of the 

participants did not wish to come in on weekends, and had very limited availability on 

weekdays.  

Secondly, both full-timers and part-timers had not thought about informal 

learning and technology-mediated learning specifically. Two PTAs mentioned informal 

mentoring options that involved peer observation. One such example is described by 

Byers and Tani (2014). One course coordinator initiated a programme to build a closer 

relationship with subject tutors, offering weekly meetings to discuss students’ progress. 

The meetings were voluntary and attendance was paid. In the meetings, tutors were 

encouraged to share their experience, problems, and questions. This method was not 

only valuable for the tutors, but it also provided feedback for the course coordinator as 

to what happened in the classroom as well as a way to evaluate the suitability of a tutor. 

For the tutors, it gave them a chance to get advice from a senior colleague and to build a 

stronger relationship with the institution. Over the 3 years, this method increased 

student enrolment and engagement (Byers & Tani, 2014). The tutors in Byers and Tani’s 

study were postgraduate students, which is a different cohort of PTAs than the sample in 

this study. However, looking at the diverse needs and situation of PTAs, such an informal 

approach or technology-facilitated activity may be a viable option in the future.  

Finally, there was a perception that PTAs did not need more professional 

development as academics. Early in their early employment as PTAs, they were required 

to join a basic teaching and learning workshop. The content included a taxonomy of 

teaching, classroom management, using English in the classroom, and assessment 

development. Almost every participant had joined the workshops, and found them very 

valuable for their teaching. These workshops increased their confidence to teach. Some 

PTAs thought that this was enough for them, as the results of Study 1 attest. The PTAs 

thought that their job as academics was teaching. So, because the scholarship of 

teaching and learning is dynamic and teaching and learning technology rapidly 

developing, universities like USI need to take into consideration this attitude towards 

professional development in teaching.  

In conclusion, I found both similarities and differences in PTAs and FTAs as 

teachers, as well as in their perception of needs and plans for professional development. 
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As teachers, they had similar perspectives and practices. There are two possible effects. 

One, students may be unable to differentiate between them; and two, students find 

similar learning benefits from both kinds of teachers. However, the differences are more 

prominent in out-of-classroom practice. There were differences between the two groups 

in terms of availability and interaction with students. Due to their limited time, PTAs 

were less invested in students’ development out-of-the classroom, and less likely to 

provide pastoral care or career guidance to students. Institutions should be mindful of 

this limitation in formulating the best balance of FTAs and PTAs in the institution.  

Again, I found similarities and differences in the professional development plans 

and needs of the two groups. Most PTAs had less-concrete plans and less well-

formulated needs compared to FTAs. This was partly because support and 

encouragement from the institution was limited, but also because they had no 

immediate needs linked to their academic career. Therefore, for academic development, 

they tended to wait for opportunities to come to them. However, those opportunities 

needed to fit their other commitments, time, and funding. This finding potentially opens 

up a conversation about PTAs’ academic career options and alternative ways to match 

their professional development with their needs and conditions.  
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Chapter 8. Conclusions 

In this chapter, I bring the findings from both studies together and elaborate on 

the significance and potential contribution of this doctoral study to higher education. 

This thesis contributes to the debate on PTA employment in higher education by 

investigating academic identity and teaching practices. It also expands this debate into a 

non-Western context. Here I present a short overview of the two studies, followed by a 

general discussion of the findings, their potential implications, the limitations of the 

study, and some suggestions for further research. The following research questions 

guided both studies: 

1. How does the academic identity of PTAs differ from that of FTAs? 

2. How do PTAs identify with the academic profession in comparison to FTAs? 

3. Are there differences between FTAs and PTAs as teachers? 

a. Are there differences between FTAs and PTAs in their teaching 

perspectives? 

b. Are there differences between FTAs and PTAs in their in-classroom 

practices?  

c. How do FTAs and PTAs differ in their out-of-classroom practices? 

d. How do FTAs and PTAs differ in their professional development plans and 

needs? 

8.1. Academics’ Views of Their Identity and Identification with Their 

Academic Status 

I used a qualitative study to explore the differences between PTAs and FTAs in 

their academic identity and identification with their academic status. A thematic analysis 

of interviews with 11 FTAs and 14 PTAs showed similarities and differences between 

both groups’ hierarchies of prominence and salience, as well as the factors influencing 

their identification.  

8.1.1. The dissonance of academics’ hierarchy of roles. 

Academics have multiple roles: teaching, research, and service. In the Indonesian 

context, service emphasises community empowerment, and managerial duties, that 
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usually fall into the service category elsewhere, may contribute to either service or 

teaching for career progression.  

I used the interview data to construct the academics’ hierarchy of prominence 

(the ideal self) and hierarchy of salience (the strategic self). The ideal self is the hierarchy 

of roles based on the preference of a person, while the strategic self is the hierarchy of 

roles based on the possibility of their being enacted, which may be influenced by 

external pressures (Brenner et al., 2014; McCall & Simmons, 1978). In this study, both 

PTAs and FTAs mainly saw teaching as their ideal main academic role. Most stated that 

they came to academia to teach, and were highly passionate about teaching, educating 

the next generation, and contributing to society. After teaching for a while, two of them 

developed a commitment to research and saw research as their ideal role.  

Although prominence usually predicts and precedes salience, and the hierarchies 

of prominence and salience are expected to be the same (McCall & Simmons, 1978; 

Brenner et al., 2014), the hierarchy of salience of academics in this study differed from 

that of prominence, suggesting that there was dissonance between them. McCall and 

Simmons argue that salience does not solely depend on the subjective importance of 

roles as in prominence, but is influenced by social conditions and rewards (McCall & 

Simmons, 1978). Brenner et al. (2014) establish a causal relationship between 

prominence and salience. However, they also recognise that the relationship can be 

influenced by factors such as constraint, the voluntary nature of the role, and 

expectations towards the role (Brenner et al., 2014). The dissonance between roles was 

apparent, especially among the FTAs. FTAs felt pressure to privilege research and 

managerial roles. PTAs saw their teaching role as both prominent and salient, and denied 

research a role. Thus, FTAs experienced a greater dissonance between their roles which 

lead to disappointment in, or rejection of, one or other roles.  

How PTAs identify with their roles has not been studied extensively, neither has 

the relationship of roles within that identity, in particular. PTAs typically identify with 

their teaching role (e.g., Gappa & Leslie, 1993; Levin & Montero-Hernandez, 2014; Levin 

& Shaker, 2011; Rajagopal, 2000; White, 2012). In the extensive studies of Gappa and 

Leslie (1993) in the U.S. and Rajagopal (2000) in Canada, there are some participants who 

wish to do more research, but this group has not been explored further. PTAs have been 

found to be satisfied with some aspects of their work, but not with other aspects like pay 
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and facilities (Levin & Shaker, 2011; Ryan et al., 2013; Valadez & Anthony, 2001). 

Therefore, the teaching role is often found to be dominant and satisfactory, as it was in 

this study. However, there was a consistency of professional teaching identity among the 

PTAs from different programmes, which has not been explored in previous studies 

except where professional and vocational education (e.g., nursing, education) is 

concerned. Whether this phenomenon was due to the context of a private institution 

focused on employability or the need for PTAs to differentiate themselves from FTAs 

remains to be explored.  

8.1.2. How PTAs identify with their academic status. 

It is more challenging to define how PTAs identify with their academic status than 

it is for FTAs. Where human factors and institutional factors are concerned, it is more 

challenging for PTAs to identify as academics than it is for FTAs because of the limitations 

of their employment. Although PTAs felt most connected to students, they had limited 

interactions with students outside class and a less prominent role in students’ 

development than FTAs. Similarly, PTAs signalled that they had fewer opportunities to 

develop collegial relationships with FTAs as a result of their patterns of work. PTAs were 

paid by the hour, which did not encourage them to stay beyond the class time. They 

were also not given offices or other neutral spaces that would have encouraged social 

interactions with FTAs; thus, their relationship with FTAs was loose. Like most 

institutions employing part-time academics globally (Bryson, 2013; Gappa & Leslie, 1993; 

Rajagopal, 2000), USI differentiated between PTAs and FTAs. PTAs were given fewer 

facilities, security, and opportunities to work and develop as academics. Nonetheless, 

they strongly identified with the institution, including with USI’s reputation as a leading 

private institution in Indonesia. In addition, the institution’s reputation for PTAs was 

enhanced by the comparatively high hourly rates they were paid, which make them feel 

that their service was valued, despite the fact that most were not dependent on their 

teaching income.  

Although PTAs identified themselves with the institution, they were not fully 

integrated into it. They had a very limited connection with the department and other 

colleagues (both PTAs and FTAs). Nonetheless, they were generally confident with their 

position, in that they were an important contributor to the institution’s life and students’ 
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education. However, PTAs hardly knew each other and were not encouraged to come 

together as a group, which made them feel rootless inside the institution. This was 

different from FTAs, who could form a close-knit group based on department or work 

unit, inclusive or exclusive of PTAs. FTAs felt they were involved in the process of 

recruiting, selecting and retaining PTAs, although they did not have formal line 

management over PTAs. When FTAs engaged with PTAs in the department, PTAs were 

more confident about their contribution. This is consistent with findings in studies of 

part-time workers in other workplaces (Koene & van Riemsdijk, 2005).  

Collegiality is central to academic identity, but could be challenged by a divide 

between FTAs and PTAs (Hellawell & Hancock, 2001). If PTAs are not encouraged to 

participate in the department and the university, the collective decision-making process 

and their satisfaction with their work are negatively affected. For example, in a 

qualitative study of casual project-based learning tutors in Australia, marginalisation was 

found to influence job satisfaction (Papinczak, 2012). In contrast, engaging casual tutors 

in voluntary weekly meetings to discuss classroom problems had a positive impact on 

their confidence and led to a better classroom experience for them (Byers & Tani, 2014). 

Similarly, Gappa and Leslie (1993) also found that PTAs are happier in institutions that 

have departments that make an effort to engage and involve them.  

8.2. Academics as Teachers: Perspectives and Practices 

Because PTAs are mainly recruited for teaching, I conducted a more thorough 

investigation to find similarities and differences between PTAs and FTAs as teachers. If 

there were differences, I wanted to know what they were and how they potentially 

impacted the students. This mixed-methods study comprised a survey of PTAs and FTAs 

to assess their teaching perspective, a survey of students’ evaluation of teaching, and 

semi-structured interviews to explore out-of-classroom practices and professional 

development. The result of both surveys showed that there were no quantitative 

differences between the academics as teachers. However, the qualitative study revealed 

both similarities and differences in academics as teachers. 

Why would PTAs’ and FTAs’ perspectives and in-class practices be similar? As 

shown in the Study 2 discussion, studies using TPI in the higher education context 

commonly find apprenticeship and nurturing to be the most dominant perspectives, as 
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did this one. The apprenticeship perspective focuses on socialising students into 

professional ways of working, teaching being “the process of acculturating learners into a 

specific community” (Pratt, 1992, p. 43). Teachers thus embody the knowledge and 

values of the community, and the skills and behaviour they want students to develop, to 

enculturate the students into the community through peripheral participation (J. 

Johnson & Pratt, 1992). They assume that knowledge should be applied, not simply 

memorised.  

In contrast to basic education that focuses on literacy building and learning skills 

(UNESCO, 2007), higher education thus has specific preparatory goals, namely, to 

educate teachers (Shulman, 1986), professionals (Boulton & Lucas, 2008) or knowledge 

producers (Boulton & Lucas, 2008; Inglis, 2016). It is under increasing pressure almost 

globally to produce graduates with working skills or entrepreneurial skills who can 

contribute to economic activity (Inglis, 2016). As Valimaa (1999, cited in Tynjala, Valimaa, 

& Sarja, 2003) argues, higher education is being driven to be pragmatic and develop 

stronger relations with government and industry. Moreover, students expect a higher 

education qualification to give them a competitive advantage in the job market (Inglis, 

2016) and see university as a place for them to prepare for careers and construct a 

professional identity (Penttinen, Skaniakos, & Lairio, 2013). Apprenticeship has thus 

become the dominant teaching perspective in higher education (e.g., Hubball et al., 

2005; Loewen & Jalescu-Bodo, 2013; Misieng, 2013; Rotidi et al., 2017), as I have found 

in the Indonesian context.  

Although the increasingly universal economic purpose of higher education might 

explain why both PTAs and FTAs adopt an apprenticeship teaching perspective, it does 

not explain the similarities in their teaching practice, specifically given that PTAs are not 

as available and are less willing to engage in academic professional development. 

Students perceived PTAs’ and FTAs’ in-class teaching practices as similar, which implied 

that they found PTAs and FTAs equally valuable. On the one hand, the institution can 

accordingly be confident that students are equally satisfied with their instructors, given 

that they saw PTAs as seemingly as knowledgeable in their field as FTAs, as effective in 

their delivery, as good at building relationships in the classroom, and as constructive in 

their assessment and feedback. One could assume that the institution’s recruitment and 
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preparation of the PTAs in this study was well done. On the other hand, this also raises 

the following question: should the FTAs have not done better if teaching is their trade? 

The literature shows that the comparisons of the teaching of PTAs and FTAs are 

inconclusive. Older literature shows FTAs to be more effective and/or a more positive 

influence on students than PTAs (e.g. Allison-Jones & Hirth, 2004; Eagan & Jaeger, 2008; 

Ehrenberg & Zhang, 2004; Friedlander, 1980; Jacoby, 2006; Umbach, 2007). Newer 

literature reports more mixed results, with some studies finding PTAs to be as effective 

and/or a better influence on students than FTAs (e.g., Bettinger & Long, 2010; Landrum, 

2009; Ryan et al., 2011). Study 1 might offer an explanation for FTAs’ relative 

ineffectiveness. FTAs said that they were increasingly pressured to undertake more 

managerial duties. Academics in higher managerial positions spent more time on 

managerial duties than on teaching or research. In effect, FTAs were part-time teachers 

or part-time academics, given the proportion of their time they spent doing “non-

academic” duties. Therefore, the similarities in PTAs’ and FTAs’ teaching might have 

been the result of similarities in the amount of time and energy they devoted to teaching 

and activities over other roles.  

The similarities in PTAs’ and FTAs’ in-class teaching practices carry over into their 

out-of-classroom practices. There they showed similarities in their preparation time, 

positioning towards students, and teaching goals. Their teaching preparation, for 

example, varied, regardless of employment status. I would suggest that, although 

teaching is at the heart of the profession, the time and effort they spent out-of-

classroom depended on other activities. Both groups needed to juggle teaching with 

other work.  

Differences between the two groups could be found in availability for and 

interactions with students, as well as in their attitudes toward teaching feedback. PTAs 

were both more limited in their capacity to provide out-of-classroom experiences for 

students and less willing to do so. Can this be extended to state that PTAs are less 

emotionally invested in students’ success? PTAs were proud of their students’ success 

and eager for them to do well upon graduation. They showed the same emotional 

sentiment towards students as FTAs, such as feeling proud if students stay in contact 

after graduation, endeavouring to expand networks with them, and wanting them to 

learn to apply what they have learnt. However, they had limited understanding of the 
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policies that determined students’ academic lives in the institution. Therefore, they 

tended to refer students to FTAs for matters outside their immediate expertise. They 

also had limited engagement with their department. They could be described as living in 

the bubble of their courses. The bubbles floated around, disconnected from each other, 

with limited directions in which to float. They came, they taught well, they finished their 

teaching for the semester, and they might or might not have seen the group of students 

they had taught in a later course. That disconnectedness is designed into their 

employment and creates a division in the workforce, with a core of FTAs surrounded by 

PTAs on its periphery. 

8.3. Contributions 

8.3.1. Theoretical contribution. 

Firstly, this study enhances identity theory (IT) and social identity theory (SIT), as 

well as contributing to the under-researched topic of part-time academics in a non-

Western context. It extends the IT in two ways. First it extends the application of the 

theory into academic identity in a specific context. IT is usually used to study groups of 

people with voluntary roles or roles with options such as voluntarism, religious identity, 

student identity and club membership (e.g., Brenner et al., 2014; Stryker & Sherpe, 1982; 

Thoits, 1983, 2013). This study addressed voluntary part-time employment in the quite 

tightly prescriptive environment of the academic profession in Indonesia, in which full-

time and part-time employment is closely monitored by the government and driven by 

the market, especially in a private university like USI.  

Secondly, this study expanded the investigation of the relationship between role 

prominence and role salience (McCall & Simmons, 1978). Brenner et al. (2014) pioneered 

this area of investigation, finding that prominence is causally related to salience. This 

study predicted the hierarchies of prominence and salience in Indonesian academics and 

found that although prominence was partly translated into salience, factors other than 

prominence contributed to making roles salient. Other factors contributed to making 

roles salient other than just prominence. Social structures, both the large and 

intermediate, played an important role in the transfer process between them.  

Thirdly, the study also expanded the investigation of PTAs in a non-Western 

context. Many studies identify a reduction in government funding and the adoption of 
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neo-liberalism and managerialism as rationales for employing – and studying – PTAs 

(e.g., May et al., 2013; Ryan et al., 2013). Thus, the massive recruitment of PTAs is 

viewed as an excess of neo-liberalism that has disturbed the equilibrium of full-time 

employment (May et al., 2013; Ryan et al., 2013). In the U.S., U.K., and Australia, the 

employment of PTAs is rising, while the number of tenured FTAs is decreasing (Kezar et 

al., 2014; Rothwell, 2002; Ryan et al., 2013). In Indonesia, it is common for FTAs from 

public universities to teach part-time in private universities to supplement their income, 

to the extent that the World Bank reported that many private institutions would not 

survive without this cross-teaching (Welch, 2007). PTAs do not disrupt FTA employment 

in Indonesia, as has happened in the U.S. (Kezar et al., 2014). In the past, PTAs were 

mainly FTAs from public institutions who were filling a gap in the expertise of private 

universities, while supplementing their low salaries. Today, the government is still 

struggling to meet the staff to student ratio, and is now starting to offer tenure to PTAs 

(“Aturan Baru,” 2015; Ministry of Research, Technology and Higher Education 2015b). 

There are, thus, differences between the Indonesian and the Western higher education 

context such as the prevalence of private institutions, acceptance and even 

encouragement of FTAs from public institutions teaching part-time in private institutions, 

and strict government regulations about academic work. This study enriches the 

theoretical literature on academic identity by exploring it in a particular non-Western 

way.  

8.3.2. Contribution to the Indonesian higher education discourse. 

This study contributes to the Indonesian higher education discourse by starting a 

much-needed conversation about the identity and status of PTAs in Indonesia. PTAs are a 

long-standing and essential feature of the Indonesian higher education system. However, 

their contribution is not recognised. Prior to 2015, the regulations and tenure system in 

higher education did not allow them to be fully integrated into the system. That may 

change now that the government has created a pathway to tenure and academic 

promotion for PTAs: the NIDK scheme. The findings of this study may serve as a 

benchmark for future studies on the impact of that pathway on PTAs’ employment.  

This study also contributes to the Indonesian higher education literature. Studies 

of PTAs have mostly taken place in a Western context, with some studies also 
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undertaken in Japan, China, and Africa, and there have been very few studies on private 

universities in Indonesia, despite there being over 3000 private institutions, and only 122 

public ones (Priandono et al., 2016). The private sector receives less than 10% of state 

spending on higher education so private universities are forced to rely on tuition fees 

(Hill & Wie, 2012). Therefore, it is not surprising that they adopt market-led behaviours 

to survive. Until this study, there has been no research on the impact of such a staffing 

strategy on students and lecturers in Indonesia, unlike in the U.S., U.K., and Australia 

(e.g., Bettinger & Long, 2010; Jaeger & Eagan, 2011; Umbach, 2007).  

8.4. Policy and Practical Implications: Engaging and Developing Part-

Time Academics 

To summarise the discussions above, there are five important findings with 

regard to PTAs as academics. First, they identify with their role as teachers. Second, they 

feel part of the institution but they are not engaged by it. Third, they are as effective as 

FTAs as teachers. Fourth, they are not as involved as FTAs in the academic life of 

students. Fifth, they have limited commitment to academic professional development. 

All of these points relate to the design of their position. Because they are employed only 

for teaching, they are given less support and fewer facilities than FTAs.  

A number of questions remain. Firstly, should the government and institutions 

enable PTAs to undertake all academic roles? In other words, should PTAs be endorsed 

to do research and community empowerment through the new government scheme 

(NIDK)? Secondly, would greater identification or engagement with the institution by 

PTAs be beneficial for the institution itself? I will discuss the policy implications of the 

first question, and the practical implications of the second.  

8.4.1. Policy implications. 

PTAs have a wide range of motivations and goals in their academic careers (D. 

Brown & Gold, 2007). Two different surveys conducted in the U.K. and Australia have 

found that not all PTAs wish to be full-time academics (D. Brown & Gold, 2007; Strachan 

et al., 2012), and another found that many PTAs do not wish to be involved in academic 

roles other than teaching (Rajagopal, 2000). However, in Indonesia, there is a demand 

for tenured academics. Staff to student ratios in Indonesia are still very high. According 
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to government regulations, the ideal ratio is 25:1 for the sciences and 30:1 for the social 

sciences; however, there are still many institutions with a ratio of 100:1 (“Aturan Baru,” 

2015). In 2015, the government formally recognised part-time academics by instituting a 

specific national registration system for them, the NIDK (Nomor Induk Dosen Khusus; 

Ministry of Research, Technology and Higher Education, 2015b). It enables academics 

who only work part-time to be given tenure and be promoted, which was not possible 

before. Previously, staff to student ratios were counted based on full-time lecturers. 

Now, part-time lecturers with NIDK can be counted.  

However, the requirements for academic tenure are the same for FTAs and PTAs. 

The professional background of the PTAs cannot be credited towards academic tenure. 

Climbing up the career ladder from the bottom might not be an attractive option for 

someone with an established professional career. In addition, to achieve the highest 

academic rank in Indonesia requires a doctorate, which involves a substantial investment 

in time and funding. Therefore, for PTAs, turning casual teaching into a career while still 

maintaining their professional life might be challenging. Unsurprisingly, even now that 

tenure is possible for PTAs, the majority of PTAs in this study were not interested in 

undertaking extra roles and had no ambition for an academic career, as Study 1 shows.  

Institutions need to commit more resources and support for tenure for PTAs. For 

example, registering for NIDK requires a health check, mental-health check, and drug test 

from a public hospital. It also requires institutions to commit to contracts of at least one 

semester per year for PTAs, and to ensure that PTAs are actively engaged in the Tri 

Dharma (Three Duties of Higher Education). However, as discussed in Study 1, most PTAs 

saw academic as teaching, and considered research as beyond their expertise. They are 

mainly professionals or tenured lecturers from outside USI who shared only limited 

interest in academic duties other than teaching. I would suggest that the NIDK system 

needs to be re-thought to better encourage PTAs to transfer their professional 

experience into their academic work and to recognise their passion for teaching. It needs 

to set a more realistic research expectation for PTAs. It is unlikely that practitioner PTAs 

will follow the same career path as FTAs.  
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8.4.2. Practical implications. 

There are a number of practical implications of the study, relevant to both 

institutions and individuals, including the commitment of institutions, their staffing 

strategy, and FTAs’ engagement and professional development.  

Institution’s commitment. To answer the question of whether greater 

identification or engagement by PTAs with their institution is beneficial for the 

institution, previous research about part-time employment suggests that not all 

institutions want their part-time workers to identify strongly with the institution 

(Gossett, 2002). Although identification with the organisation is important (Albert, 

Ashforth, & Dutton, 2000), Gossett (2002) doubts that it is desirable for all workers. He 

argues that fostering the strong identification of workers with the institution creates a 

responsibility for the organisation to provide continuous employment and care for its 

workers, which is costly. Organisations tend to prefer the advantages of a cheap and 

disposable group of workers (Gossett, 2002).  

As explained in the previous section, to offer PTAs tenure requires administrative 

support, additional staffing, and professional development for PTAs. Also, once the 

academics have tenure, should the institution want to terminate their employment or 

the academic want to move to another institution, the procedure is very complex. 

Therefore, employing tenured PTAs can be costly. However, granting PTAs tenure can 

solve two problems: improving staff to student ratios of institutions without having to 

employ full-time academics; and improving the wellbeing of part-time lecturers.  

It is not possible to know all the benefits for institutions from better engaging 

PTAs without having a conversation with institutions. Strong identification with the 

institution has many benefits whether PTAs are tenured or not. Institutions need to 

“plant the seed” of identification by adopting strategies that do not differentiate 

between PTAs and FTAs, and fostering social interaction between them. One way to raise 

institutions’ awareness of PTA issues would be to open conversation between PTAs, FTAs 

and university leaders on what is available for PTAs, what is expected from each other, 

and how effective policies and support are. A workshop with guided dialogues such as 

the BLASST guide suggests could initiate this process (Luzia et al., 2013). Nonetheless, 

that would require substantial internal and external momentum.  
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Balancing full-time and part-time academics in staffing strategy. Studies have 

found that bifurcated academic employment has changed the academic environment 

(Kimber, 2003). It has altered academic collegiality and set up a caste system (Kimber, 

2003). It has increased the risks of unbundling academic duties: there is now a group that 

only does teaching (usually part-time), a group that does research only, and those who 

balance managerial duties with other academic duties (Macfarlane, 2011). Unbundling 

the roles puts more strain on FTAs, as there are fewer people to share managerial duties 

(Macfarlane, 2011; Umbach, 2007) and coordinating part-time lecturers adds to their 

burden (Peters et al., 2011; Umbach, 2007). The FTAs in this study felt similar strains. It 

seems that the traditional 40:40:20 split of teaching, research, and service is increasingly 

rare. 

In addition, it must be borne in mind that students in this study tended to prefer 

to consult FTAs for academic and wellbeing problems, as well as career advice. Although 

PTAs did not limit their pastoral interactions with students, about half said that students 

did not seem to feel comfortable to consult them. FTAs were more available and had 

official pastoral care roles which may have attracted students to consult them.  

The findings of the study should serve as a reminder for institutions to keep the 

number of FTAs and PTAs in balance. The unbundling of academic roles might well seem 

hard to resist because it offers flexibility and professional expertise. But the balance of 

PTAs and FTAs should be determined by the institution, in consultation with academics, 

and the jobs should be designed in complementary ways.  

Professional development design. In terms of professional development for 

PTAs, feedback from the participants showed that they need greater pedagogical 

knowledge, and research skills would need to be developed if they were to contribute 

more fully in that role. They also lacked knowledge about government regulations and 

about the curriculum as a whole. They tended to be detached from the larger 

institutional context, as other studies have found (Leigh, 2014), which has limited their 

ability to align their teaching with institutional goals and advise students (Umbach, 

2007). If PTAs had a more thorough understanding of the curriculum and knowledge of 

different units in the institution, PTAs could interpret their teaching with the curriculum 

and direct students to the right services, should they have problems. 
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The study found that both PTAs and FTAs still thought of professional 

development in terms of formal events. Such formal academic development does have 

time constraints and is not always suitable for PTAs. Professional development of 

teaching should thus combine formal and informal learning (Easton, 2008; Knight et al., 

2006; C. Stewart, 2014). For example, pedagogical knowledge can be developed through 

workshops, but also through informal mentoring like classroom observations for 

purposeful conversations. Informal learning would better suit the time constraints of 

PTAs.  

Professional development of research is also difficult to develop for PTAs because 

of their time constraints and lack of PhDs. They could be encouraged to undertake 

applied research which could well be very valuable to students, and it fits with the 

apprenticeship teaching perspective that was dominant among PTAs at USI. This model is 

already applied in universities of applied sciences elsewhere (de Weert, 2009), in which 

research is geared towards topics that benefits business. According to de Weert (2009), 

practice-based research is a “more sensible alignment between research and teaching 

with the aim of strengthening and revitalising the educational mission,” (p. 149) and it 

has the potential to bridge the gap between research and teaching undergraduates.  

Involving FTAs to engage PTAs. To develop their academic identity, PTAs need to 

be involved in a community of practice. The department is the most immediate 

community of practice available. Respectful treatment of part-time workers has been 

found to reduce turnover and increase citizenship behaviour (Knippenberg et al., 2006; 

Koene & van Riemsdijk, 2005; van Dyne & Ang, 1998). Involvement in the department 

has been found to foster collegiality and the confidence of PTAs (Gappa & Leslie, 1993). 

Similarly, in a higher education setting, informal professional development attached to 

departmental initiatives also has better success and increases PTAs’ positive feelings 

(Byers & Tani, 2014). 

As shown in Study 1, one department stood out where engagement and 

professional development opportunity were concerned. They held informal events such 

as eating out together, having a chat group, creating opportunities for discussions 

between FTAs and PTAs, and offering workshops for all academics each semester. PTAs 

who came from this department showed better engagement and stronger confidence in 

their contributions. Establishing a sense of belonging to a group proved to have a 



242 

prolonged effect that was positive for their engagement. Inside that department, 

informal professional learning fostered engagement and put down roots for the PTAs. 

Therefore, I would recommend that the institution endorse both formal and informal 

events at department level based on each department’s needs, not on the employment 

status of their academics.  

8.4. Limitations  

No research is without limitations. This study is an in-depth case study of one 

institution and is limited by its context: namely by the institution, the type of academics, 

and the higher education system of which the institution is part.  

The institution in which the study took place was a private university in Jakarta, 

the capital of Indonesia. It is considered a prestigious institution and has over 30,000 

students. As Indonesia has over 3000 private institutions, with large variations in size and 

quality (Hill & Wie, 2012), the status, location, and prestige of the institution make the 

findings quite specific to its context. Attempts to generalise the results should take this 

into account.  

It is worth noting that private universities in Indonesia employ more academics at 

lower grades. Of 190,769 total academics registered with DGHE, 37% are not tenured, 

and 90% of them are from private institutions (Priandono et al., 2016). Of 5097 

professors in Indonesia, only 20% are from private institutions (Priandono et al., 2016). 

These figures suggest that academics from private universities have a different 

relationship to the Tri Dharma Perguruan Tinggi than those from public institutions. This 

fact is also context specific and should be taken into consideration.  

8.5. Potential Future Research 

This study has met its aim to focus on one particular context and explored it in 

depth. But it offers a number of potential pathways to future research as follows: 

1. PTAs in other types of institutions could be studied. Although public 

universities in Indonesia adhere to a civil servant employment scheme, the 

combination of NIDK and the pressure of marketisation could well increase 

the number of PTAs working there. Other types of private institution could 

be studied as there are many variations of private HEIs in terms of scale, 
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ideology, and location.  

2. In a context where there is pressure on higher education institutions to 

increase their performance, the work of PTAs is changing. Teaching is being 

disrupted by the growing importance of research and management. A more 

thorough investigation of the work of FTAs would explore changes in the 

academic identity and perceived academic freedom of FTAs. Has the 

balance of FTA work shifted from academic labour to managerial labour? 

Has academic freedom been limited by the pressure to produce research 

that is industry relevant? Is the Tri Dharma Perguruan Tinggi still relevant? 

There are pertinent questions for higher education in Indonesia.  

3. This study explored the relationship between prominence and salience in 

academic identity of PTAs in Indonesia. The data showed that their 

hierarchy of prominence was related to their hierarchy of salience only in 

teaching. Because salience can lead to prominence over time (McCall & 

Simmons, 1978), it would be useful to undertake a longitudinal study in a 

similar context to investigate whether the strong social conditioning that 

emphasises research and management roles for FTAs is likely to change the 

current hierarchy of prominence.  

4. This study was a cross sectional study. The similarities I discerned in the 

teaching practices of FTAs and PTAs resulted from a single snapshot 

investigation over one semester. To investigate whether the similarities 

were consistent, the study could be extended in time.  
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Appendix A Consent Form 

 

 Epsom Campus 
Gate 3, 74 Epsom Ave 
Auckland, New Zealand 
T +64 9 623 8899 
W education.auckland.ac.nz 
The University of Auckland  
Private Bag 92601 
Symonds Street  
Auckland 1135 
New Zealand 

 

 

CONSENT FORM 
(Interview) 

THIS FORM WILL BE SECURELY STORED FOR A PERIOD OF 6 YEARS 
Project Title: Understanding the Identity of Part-Time Faculty Members in Indonesian Higher Education 
Researcher: Tatum S. Adiningrum 
I have read the Participant Information Sheet, and have understood the nature of the research and why I have been 
invited to take part. I have been given the opportunity to ask any questions about the research and have them 
answered to my satisfaction. 
I agree/do not agree (circle one) for my interview to be audio-recorded. 
I agree/do not agree (circle one) to participate in a classroom observation after this interview. 
I understand that 

• My participation is voluntary, and I can choose to withdraw my data up to the end of February 2017. 
• The interview will take approximately 60 minutes. 
• If I have agreed for the interview will be audio-recorded for subsequent data analysis purposes, I can request 

that the recorder be turned off at any time during the interview or refuse to answer any question. 
• My data may be published in de-identified form in reports, journal articles and conference presentations. 
• Neither my name nor my institution will be identified (institutions will be described only in general terms). 
• There is a possibility that a colleague at another university could identify the institution due to its prominent 

reputation.  
• All data will be kept in a locked cabinet at The University of Auckland and/or a password protected computer. 
• All data will be destroyed and/or deleted after six years. 
• I want/do not want (please circle one) to read the transcript of this interview when it is available 
• I want/do not want (please circle one) to receive a copy of publications that result from the research once it 

is completed. 
Name ___________________________ 
 
Signature ___________________________ Date _________________ 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 17 June 2016 FOR (3) 
YEARS. REFERENCE NUMBER 017414. 
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Appendix B. Literature used in structured literature review based on category 

No Author Year Title Journal Country Method Category 

1 

Nixon, J., 
Beattie, M., 
Challis, M., & 
Walker, M 

1998 What does it mean to be an academic? A 
colloquium 

Teaching in Higher 
Education, 3(3), 
277.  

UK, 
Canada Colloqium by three academics 

AI change: 
Academic 
freedom 

2 
Leisyte, L., 
Enders, J., & 
De Boer, H.  

2008 
The Freedom to Set Research Agendas -- 
Illusion and Reality of the Research Units in 
the Dutch Universities. 

Higher Education 
Policy, 21(3), 377-
391 

Dutch multiple case studies. 2 research 
units, 33 interviews, doc analysis.  

AI change: 
Academic 
freedom 

3 Walker, P.  2015 

The globalisation of higher education and the 
sojourner academic: Insights into challenges 
experienced by newly appointed international 
academic staff in a UK university.  

International 
Education Vol. 
14(1), 61–74 

UK Analysis of writing assignment in 
teaching certification.  

AI change: 
Academic 
movement 

4 
Elkington, S., 
& Lawrence, 
L.  

2012 Non-specialism and shifting academic 
identities: a sign of the times? 

Innovations in 
Education and 
Teaching 
International, 49(1), 
51.  

UK FGD and interview with 10 full-
time HE teaching staff.  

AI change: De-
centering of 
discipline 

5 
Eric D. Carter 
& Jacqueline 
Housel  

2013 
Stand-Alone Geographers in the North 
American Academy: A Survey of Perceptions 
and Concerns 

The Professional 
Geographer,65:2, 
230-246 

US & 
Canada 

Survey to 247 SAGE members, 95 
usable responses 

AI change: De-
centering of 
discipline 

6 Fyfe, A. 2015 
Uncomfortable departments: British 
historians of science and the importance of 
disciplinary communities. 

Arts and Humanities 
in Higher Education, 
14(2), 194-205. 

UK Case study of one particular field 
of study 

AI change: De-
centering of 
disciplines 
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No Author Year Title Journal Country Method Category 

7 Degn, L.  2015 Sensemaking, sensegiving and strategic 
management in Danish higher education. 

Higher Education, 
69(6), 901-913 Denmark 

Semi-structured interviews with 
Deans and Rectors in two Danish 
universities 

AI change: 
multiple 
identity conflict 

8 

Reybold, L. E., 
Konopasky, 
A., Trepal, H., 
& Haberstroh, 
S.  

2015 
Negotiating the Practitioner-Faculty Dialectic: 
How Counselor Educators Responded to 
Hurricane Katrina. 

Innovative Higher 
Education, 40(3), 
229-245 

US Interviews with 8 academics 
AI change: 
multiple 
identity conflict 

9 Whitchurch, 
C.  2009 

The rise of the blended professional in higher 
education: a comparison between the United 
Kingdom, Australia nd the United States 

igher Education, 
58(3), 407-418 

UK/US/Aus
tralia 

Interviews with U.K.,U.S. and 
Australian blended professional 

AI change: 
multiple 
identity conflict 

10 Smith, E., & 
Smith, A. 2012 Buying-out teaching for research: the views of 

academics and their managers 
Higher Education, 
63(4), 455-472. Australia 

Case Study in one Australian 
university. Survey to academics + 
head of school (quan & qual), 
interviews with academics and 
senior management.  

AI change: 
Multiple 
identity conflict 

11 

Virginia 
Montero-
Hernandez, & 
Levin, J. S 

2013 
University Restructuring and the 
Reconfiguration of Faculty Members’ Work 
Context in a Public State University in Mexico 

Journal of Hispanic 
Higher Education, 
12(1), 49-71 

Mexico 

Semi-structured interviews and 
participant observation with 24 
participants (administrators and 
academics) 

AI change: 
Multiple 
identity conflict 

12 

Kensington-
Miller, B.; 
Renc-Roe, J.; 
Moron-Garcia, 
S. 

2015 
The chameleon on a tartan rug: adaptations 
of three academic developers’ professional 
identities 

International 
Journal for 
Academic 
Development, 20:3, 
279-290 

NZ, 
Hungary, 
UK 

Auto-ethnography, narrative 
inquiry, of each author 

AI change: 
multiple 
identity conflict 
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No Author Year Title Journal Country Method Category 

13 Bessant, C., & 
Mavin, S. 2016 Neglected on the front line 

The Journal of 
Management 
Development 

UK Survey to FLMAs, HRDs, Deans. 
Quant and qual. 

AI change: 
Multiple role 
conflict 

14 Huang, Y., & 
Pang, S 2016 

 The Role Identities of University Academic-
Managers in a Changing Environment: A 
Chinese Perspective.  

The Asia - Pacific 
Education 
Researcher, 25(2), 
185-194 

cHINA 

Qualitative case study approach. 
Data gathered through semi-
structured interview with 19 
academics and documents 
analysis.  

AI change: 
Multiple role 
conflict 

15 Stewart, G., & 
Roberts, P. 2015 Philosophy of education, dialogue and 

academic life in Aotearoa-New Zealand.  

Policy Futures in 
Education, 14(2), 
238-251. 

NZ Autoethnography AI change: neo-
liberalism 

16 
Chubb, J., & 
Watermeyer, 
R.  

2017 

Artifice or integrity in the marketization of 
research impact? Investigating the moral 
economy of (pathways to) impact statements 
within research funding proposals in the UK 
and Australia. 

Studies in Higher 
Education, 42(12), 
2360-2372.  

UK n Aust Semi-structured interviews with 
50 academics  

AI change: neo-
liberalism 

17 Clegg, S.  2008  Academic identities under threat?  
British Educational 
Research Journal, 
34(3), 329.  

 UK 13 Interviews.  AI change: neo-
liberalism 

18 Lai, M.  2013 
The changing work life of academics: a 
comparative study of a renowned and a 
regional university in the  

Australian 
Educational 
Researcher, 40(1), 
27-45 

China Interviews with 40 academics in 2 
universities in China 

AI change: Neo-
liberalism 
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No Author Year Title Journal Country Method Category 

19 Ylijoki, O., & 
Ursi, J. 2013 The construction of academic identity in the 

changes of Finnish higher education. 

 Studies in Higher 
Education, 38(8), 
1135.  

Finland Narrative inquiry. Interviews with 
40 Finnish academics 

AI change: Neo-
liberalism 

20 Mathison, K.  2015 

 Effects of the performance management 
context on Australian academics' engagement 
with the scholarship of teaching and learning: 
a pilot study 

Australian 
Educational 
Researcher, 42(1), 
97-116 

Australia 

Semi-structured interviews with 
six academics at varying career 
stages and across a variety of 
disciplines at one Australian 
university  

AI change: neo-
liberalism 

21 Hao, Z.  2016 
In search of a professional identity: higher 
education in Macau and the academic role of 
faculty 

Higher Education, 
72(1), 101-113. China Interviews with 44 

students/academics/managers  
AI change: neo-
liberalism 

22 McShane, K.  2006 
‘Sending Messages to a Machine’: Articulating 
Ethe-Real Selves in Blended Teaching (and 
Learning) 

E-Learning and 
Digital Media, 3(1), 
88-99.  

Australia Singular case study 
AI change: 
Technology 
adoption 

23 Kirkup, G. 2010 Academic blogging: academic practice and 
academic identity 

London Review of 
Education, 8(1), 75.  US Interviews 6 academics who were 

active bloggers.  

AI change: 
technology 
adoption 
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No Author Year Title Journal Country Method Category 

24 Cousins, S., & 
Bissar, D. 2012 Adapting to the digital age: a narrative 

approach. 

Research in 
Learning 
Technology, 20, 

UK 

Narrative inquiry. 11 participants 
who considered themselves as 
successful transitioning to new 
technology prepared a significant 
object in their lives and brought it 
to the interviews. 

AI change: 
Technology 
adoption 

25 

Carter, S., 
Sturm, S., & 
Geraldo, J. L. 
G. 

2014 Situating e-learning: Accelerating precepts 
from the past 

International 
Journal of 
Pedagogies & 
Learning, 9(1), 1-9.  

NZ Reflection of three case studies 
AI change: 
Technology 
adoption 

26 Hutchins, H. 
M. 2015 

Outing the Imposter: A Study Exploring 
Imposter Phenomenon among Higher 
Education Faculty 

New Horizons in 
Adult Education & 
Human Resource 
Development, 27(2), 
3-12.  

US 

Survey of 61 academics using a 
combination of the Imposter 
Phenomenon Survey +  Brief COPE 
Scale + open ended questions 

AI Formation:  

27 

Lopes, A., 
Boyd, P., 
Andrew, N., & 
Pereira, F.  

2014 

The research-teaching nexus in nurse and 
teacher education: contributions of an 
ecological approach to academic identities in 
professional fields. 

Higher Education, 
68(2), 167-183 Portugal 

Survey using modified version of 
the inventory of social identity by 
Marisa. The biographical 
narratives of 28 Portuguese 
lecturers, 14 teacher educators 
and 14 nurse educators 

AI formation:  
professional vs 
academic 
identity 

28 Franklin, J. 2017 The theatrical and the accidental academic: 
An autoethnographic case study. 

Arts and Humanities 
in Higher Education UK Autoethnographic case study 

AI formation:  
professional vs 
academic 
identity 

29 
Madikizela-
Madiya, N., & 
Le Roux, C. S. 

2017 
Space and Academic Identity Construction in 
Higher Education: An Open and Distance 
Learning Perspective.  

Higher Education 
Policy, 30(2), 185-
201. 

South 
Africa 

Case study. Data collected through 
policy analysis and semi-
structured, one-on-one interviews 

AI formation: 
academic space 
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No Author Year Title Journal Country Method Category 

30 Cavazos, A. G. 2016 Latina/o Academics’ Resilient Qualities in 
Their Linguistically Diverse Practices 

Journal of Hispanic 
Higher Education, 
15(1), 69-86 

US Six in-depth interviews AI formation: 
Minority group 

31 Walker, M. 1998 Academic identities: Women on a South 
African landscape 

British Journal of 
Sociology of 
Education, 19(3), 
335-354.  

South 
Africa Life history interview AI formation: 

Minority group 

32 

Diggs, G. A., 
Garrison-
wade, D. F., 
Estrada, D., & 
Galindo, R. 

2009 
Smiling Faces and Colored Spaces: The 
Experiences of Faculty of Color Pursing tenure 
in the Academy. 

The Urban Review, 
41(4), 312-333 US Focus group discussions AI Formation: 

Minority group 

33 Wilkinson, J.  2009 
A tale of two women leaders: Diversity 
policies and practices in enterprise 
universities. 

Australian 
Educational 
Researcher, 36(2), 
39-54.  

Australia Interviews with 2 women leaders, 
a subset of a bigger study 

AI formation: 
Minority group 

34 
Levin, J. S., & 
Hernandez, V. 
M.  

2014 Divided Identity: Part-Time Faculty in Public 
Colleges and Universities. 

Review of Higher 
Education, 37(4), 
531-557.  

US 

Semi-structured interviews with 
14 part-time faculty members, 
drawn from a larger set of 60 
interview transcripts of both full-
time and part-time faculty at three 
institutions. 

AI formation: 
Minority group 

35 Smith, J.  2010 Forging identities: the experiences of 
probationary lecturers in the UK 

Studies in Higher 
Education, 35(5), 
577.  

UK 60 interviews with 23 academics AI formation: 
New academic 
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No Author Year Title Journal Country Method Category 

36 Gale, H.  2011 The reluctant academic: early-career 
academics in a teaching-orientated university 

The International 
Journal for 
Academic 
Development, 16(3), 
215.  

UK 17 interviews. Critical incidence.  AI formation: 
New academic 

37 Weller, S.  2011 New lecturers' accounts of reading higher 
education research. 

 Studies in 
Continuing 
Education, 33(1), 
93.  

  
4 participants. A combination of 
critical reading and semi-
structured interviews.  

AI formation: 
New academic 

38 Hakala, J. 2009 The future of the academic calling? Junior 
researchers in the entrepreneurial university. 

Higher Education, 
57(2), 173-190 Finland Interviews with 12 junior 

researchers. 
AI formation: 
New academic  

39 Gregoric, C., & 
Wilson, A. 2015 Informal peer mentoring in early career 

researchers. 

International 
Journal for 
Researcher 
Development, 6(1), 
40-56.  

Australia Case study, autoethnography of 
two early career researchers 

AI formation: 
New academics 

40 

Yeo, M., 
Bennett, D., 
McNichol, J. 
S., & Merkley, 
C. 

2015 New faculty experience in times of 
institutional change 

The Canadian 
Journal of Higher 
Education, 45(4), 
283-297.  

Canada Focused ethnography. 31 
participants, 60 interviews 

AI formation: 
New academics 

41 
Angervall, P., 
& Gustafsson, 
J. 

2014a Becoming an Academic Researcher 
Policy Futures in 
Education, 12(2), 
191-199. 

Sweden Interviews with 14 early career 
researchers. 

AI formation: 
New Academics 
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42 
Angervall, P., 
& Gustafsson, 
J. 

2014b The Making of Careers in Academia: Split 
Career Movements in Education Science 

European 
Educational 
Research Journal, 
13(6), 601-615 

Sweden Interview with 30 early career 
researcher 

AI formation: 
New Academics 

43 Laudel, G., & 
Gläser, J.  2008 From apprentice to colleague: The 

metamorphosis of Early Career Researchers. 
 Higher Education, 
55, 387-406 Australia interviews, case study, qualitative 

content analysis 
AI formation: 
New Academics  

44 

McDonald, D., 
Craig, C., 
Markello, C., 
& Kahn, M.  

2016 
Our Academic Sandbox: Scholarly Identities 
Shaped Through Play, Tantrums, Building 
Castles, and Rebuffing Backyard Bullies. 

 The Qualitative 
Report, 21(6), 1145-
1163.  

US 
Narrative inquiry from 4 
academics who are members of a 
professional learning group:, 

AI formation: 
process 

45 Aitken, A 2010 Becoming an Academic: Professional Identity 
on the Road to Tenure 

The Journal of 
Educational 
Thought, 44(1), 55-
68.  

Canada Autoethnography. Document 
analysis  

AI formation: 
professional vs 
academic  

46 Findlow, S.  2012 
Higher education change and professional-
academic identity in newly 'academic' 
disciplines: the case of nurse education.  

Higher Education, 
63(1), 117-133.  UK 

Critical ethnography of nursing 
educators joining education 
development course.  

AI formation: 
professional vs 
academic 
identity 
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47 

Burton, S., 
PhD, 
Boschmans, 
S., PhD, & 
Hoelson, C., 
PhD. 

2013 Self-Perceived Professional Identity of 
Pharmacy Educators in South Africa 

American Journal of 
Pharmaceutical 
Education 

South 
Africa 

Narrative interviews with 8 
academics. Thematic analysis. 

AI formation: 
professional vs 
academic 
identity 

48 

Chargualaf, K. 
A., Elliott, B., 
& Patterson, 
B. 

2017 The Transition from Military Nurse to Nurse 
Faculty: A Descriptive Study. 

International 
Journal of Nursing 
Education 
Scholarship, 14(1), 
40-51 

US Semi-structured interviews with 
13 nurse  

AI formation: 
professional vs 
academic 
identity 

49 Karu, K., & 
Krabi, K.  2012 

Academics' identities and students' 
experiences in the study process. together or 
alone?  

Studies for the 
Learning Society, 
2(2-3), 99-n/a. 
http://dx.doi.org/10
.2478/v10240-012-
0009-y  

Estonia 

Positioning analysis. Narrative 
generation interview: 20 
interviews with academics. 
Phenomenographic analysis of 
students' reflexive writings. 63 
students as a study assignment.  

AI formation: 
Relation with 
students 

50 Toma, J. D. 1997 Alternative inquiry paradigms, faculty 
cultures, and the definition of academic lives 

The Journal of 
Higher Education, 
68(6), 679-705.  

US 
In-depth interviews with 22 
scholars; constant comparative 
approach 

AI formation: 
research 
paradigm 
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Appendix C. List of interview questions 

Areas Questions 

Prominence/Multiple roles This is a blank paper. Can you draw me a pie-chart showing your 
time allocation for different significant and important activities in a 
week?  

Prominence If you could make it more ideal, what would the pie-chart look like?  

Multiple roles How do you balance these roles? Have they been in conflict? What 
do you do? Can you give an example? 

Academic identity salience How often do you have to prioritise academic job over other 
obligations?   

Academic identity salience Is there anything about one role that you use in another role? 

Does your previous professional experience influence your teaching 
or research?  

Academic identity Do you find becoming an academic is fulfilling? If yes, then please 
tell me in what way? 

Do you think you are rewarded sufficiently as academics?  

Identification From a scale of 1 to 6, how important do you think you are for this 
university? What is the reason? 

How do you know that the university values you?  

Identification When people ask you what do you do, what would you say? Do you 
say that you are a lecturer? From this institution or in [field of 
study]? 

Identification In your experience, what are the things done by this institution to 
help you be a part of this institution? 

Identification In your current role of faculty member, what do you do 
(teaching/research/management)?  

Within the three roles, do you think you need to change the 
proportion of time to be categorised as an academic?  

In group /Out Group Do you perceive differences in the students’ interactions between 
PT and FT? In what way? 

Are there differences in the knowledge FT and PT bring to their 
teaching? In what way? 

When interacting with students (teaching/supervising) are there 
differences in values?  

Are there differences between them in their availability to students? 

On a scale of 1-6, How much tension do you perceive between the 
two groups?  



  

256 

Areas Questions 
In group/Out group Would you rather be  FT / PT? Why is that your preference?  

What would you see to be the benefits of each? 
Interactional/social 
Commitment 

Of all the people known through your academic job, how many are 
important to you?  
If you left this institution, on a scale of 1-6, to what extent will you 
miss people from this institution? 

 
Affective Commitment On a scale of 1-6, how important is teaching for you?  

On a scale of 1-6, if you stop it, how much would you miss it?  
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Appendix D.  Questionnaire on Teaching Perspectives 

 

1. Name : ________________________________________ (Optional, please fill in if you wish 

to have your teaching perspectives reported back to you) 

2. E-mail : ________________________________________ (Optional, please fill in if you wish 

to have your teaching perspectives reported back to you) 

3. Your educational background: Bachelor degree / Masters degree / Doctoral 

4. The course you teach in BI this semester is in which program (choose one): 

a) International Business f) Information System   k) 

other,……………………………………… 

b) Marketing  g} Film 

c) Accounting  h) Communication 

d) Hotel/Tourism  i) Graphic Design 

e) Computer Science j) Fashion Design/Management 

5. How long have you been teaching in higher education institutions (circle one): 

a) < 1 year 

b) 1 – 5 years 

c) 6 – 10 years 

d) above 10 years  

6. Employment status at the university you teach (circle one): 

a) Full-time employee (40 hours)  

b) Adjunct faculty member (20 hours) 

c) Associate faculty member (under one semester contract)  

7. Lecturer national registration number (NIDN) status (circle one): 

a) Have NIDN in this university  

b) Have NIDK / NUPN in this university 

c) Have NIDN under another university 

d) Have NIDK / NUPN under another university 

e) Do not have NIDK, NIDN, NUPN  

8. If you are NOT full-time employee (40 hours) in this university, which one is the best to describe your 

situation (circle one): 

a) Employed full-time elsewhere, but not as lecturer  

b) Employed part-time elsewhere, but not as lecturer 

c) Employed full-time elsewhere as lecturer 

d) Employed part-time elsewhere as lecturer 
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e) Have my own business 

f) Do not work part-time or full-time outside this university 

9. Do you teach in other higher education institution(s): Yes / No
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This questionnaire aims to explore your perspectives about teaching in adult education, by finding out about your beliefs, intention and action. Please follow the 
instruction in each part. 

Kuesioner ini bertujuan untuk mengeksplorasi perspektif yang Anda miliki dalam mengajar orang dewasa, dengan melihat keyakinan, tujuan dan aksi dalam 
pengajaran. Mohon untuk dapat mengikuti petunjuk dalam setiap bagian kuesioner ini.  

Different Educational Beliefs 
 
What do you believe about instructing or teaching? For each statement select the response that best represents your Agreement or 
Disagreement 
Apakah keyakinan dasar Anda dalam mengajar? Untuk setiap pernyataan di bawah ini, lingkarilah jawaban yang paling mewakili 
pendapat Anda.  
 
SD: Strongly Disagree            D: Disagree         N: Neutral        A: Agree        SA: Strongly Agree 
SD: Sangat tidak setuju         D: Tidak setuju          N: Netral               A: Setuju                SA: Sangat setuju 

No Statement Strongly 
Disagree Disagree Neutral Agree 

Strongly 
Agree 

1 
Learning is enhanced by having predetermined objectives 

(Proses dan hasil) pembelajaran akan bertambah bila mempunyai tujuan 
yang telah ditetapkan sebelumnya  

SD D N A SA 

2 
To be an effective teacher, one must be an effective practitioner 

Untuk dapat menjadi guru yang efektif, seseorang juga harus seorang 
praktisi yang efektif 

SD D N A SA 

3 
Most of all, learning depends on what one already knows 

(Proses dan hasil) Pembelajaran sangat  tergantung pada pengetahuan 
yang telah dimiliki oleh murid sebelumnya 

SD D N A SA 

4 
It's important that I acknowledge learner's emotional reactions 

Penting bagi saya untuk memperlihatkan bahwa saya memahami reaksi 
emosional murid saya 

SD D N A SA 
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Different Educational Beliefs 
 
What do you believe about instructing or teaching? For each statement select the response that best represents your Agreement or 
Disagreement 
Apakah keyakinan dasar Anda dalam mengajar? Untuk setiap pernyataan di bawah ini, lingkarilah jawaban yang paling mewakili 
pendapat Anda.  
 
SD: Strongly Disagree            D: Disagree         N: Neutral        A: Agree        SA: Strongly Agree 
SD: Sangat tidak setuju         D: Tidak setuju          N: Netral               A: Setuju                SA: Sangat setuju 

5 
My teaching focuses on societal change, not the individual learner 

Apa yang saya ajarkan lebih berfokus pada perubahan masyarakat, bukan 
pada murid secara individual 

SD D N A SA 

6 
Teachers should be virtuoso performers on their subject matter 

Guru  seharusnya adalah seseorang yang ahli dalam substansi yang 
diajarkannya 

SD D N A SA 

7 
The best learning comes from working alongside good practitioners 

Bekerja bersama-sama praktisi yang ahli memberikan (proses dan hasil) 
pembelajaran yang terbaik 

SD D N A SA 

8 
Teaching should focus on developing qualitative changes in thinking 

Mengajar seharusnya berfokus pada pengembangan perubahan pola pikir 
yang kualitatif 

SD D N A SA 

9 In my teaching, building self-confidence in learners is a priority 

Prioritas mengajar saya adalah membangun kepercayaan diri murid 
SD D N A SA 

10 
Individual learning without social change is not enough 

Pembelajaran individu tanpa adanya (keinginan untuk melakukan) 
perubahan sosial itu tidaklah cukup 

SD D N A SA 
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Different Educational Beliefs 
 
What do you believe about instructing or teaching? For each statement select the response that best represents your Agreement or 
Disagreement 
Apakah keyakinan dasar Anda dalam mengajar? Untuk setiap pernyataan di bawah ini, lingkarilah jawaban yang paling mewakili 
pendapat Anda.  
 
SD: Strongly Disagree            D: Disagree         N: Neutral        A: Agree        SA: Strongly Agree 
SD: Sangat tidak setuju         D: Tidak setuju          N: Netral               A: Setuju                SA: Sangat setuju 

11 
Effective teachers must first be experts in their own subject matter 

Seorang guru yang efektif haruslah seorang yang ahli dalam bidang yang 
diajarnya 

SD D N A SA 

12 Knowledge and its application cannot be separated 

Pengetahuan tidak dapat dipisahkan dari penerapannya 
SD D N A SA 

13 
Teaching should build upon what people already know 

Mengajar seharusnya menambahkan dari apa yang sudah diketahui oleh 
murid sebelumnya 

SD D N A SA 

14 
In learning, people's effort should be rewarded as much as achievement 

Dalam pembelajaran, usaha yang dilakukan oleh murid seharusnya 
diberikan penghargaan yang setara dengan hasil yang dicapainya 

SD D N A SA 

15 
For me, teaching is a moral act as much as an intellectual activity 

Bagi saya, selain sebagai aktivitas intelektual, mengajar adalah tindakan 
moral  

SD D N A SA 
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Different Educational Intentions 

What do you try to accomplish in your instruction or teaching? For each statement, circle the best represents how OFTEN it represents 
your educational intention.  

Apakah yang ingin Anda capai dalam mengajar? Untuk setiap pernyataan, lingkarilah jawaban yang paling merepresentasikan 
seberapa SERING pernyataan tersebut mewakili niat Anda.  

 
N: Never                    R: Rarely            S: Sometimes                 U: Usually                    A: Always 
N: Tidak pernah       R: Jarang                       S: Kadang-kadang                     U: Biasanya                              A: Selalu 

No Statement Never Rarely Sometimes Usually Always 

16 
My intent is to prepare people for examinations 

Keinginan saya dalam mengajar adalah untuk mempersiapkan murid 
dalam menghadapi ujian 

N R S U A 

17 
My intent is to demonstrate how to perform or work in real situations 

Dalam mengajar, saya ingin memperlihatkan bagaimana caranya bekerja 
di situasi yang nyata 

N R S U A 

18 
My intent is to help people develop more complex ways of reasoning 

Dalam mengajar, saya ingin membantu murid mengembangkan cara 
bernalar yang lebih kompleks 

N R S U A 

19 
My intent is to build people's self-confidence and self-esteem as learners 

Dalam mengajar, saya ingin membangun rasa percaya diri dan harga diri 
para murid 

N R S U A 

20 
My intent is to challenge people to seriously reconsider their values 

Dalam mengajar, saya ingin membuat para murid untuk mempertanyakan 
dan mempertimbangkan kembali nilai-nilai yang mereka anut 

N R S U A 

21 
I expect people to master a lot of information related to the subject  

Saya mengharapkan murid dapat menguasai banyak informasi terkait 
N R S U A 
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Different Educational Intentions 

What do you try to accomplish in your instruction or teaching? For each statement, circle the best represents how OFTEN it represents 
your educational intention.  

Apakah yang ingin Anda capai dalam mengajar? Untuk setiap pernyataan, lingkarilah jawaban yang paling merepresentasikan 
seberapa SERING pernyataan tersebut mewakili niat Anda.  

 
N: Never                    R: Rarely            S: Sometimes                 U: Usually                    A: Always 
N: Tidak pernah       R: Jarang                       S: Kadang-kadang                     U: Biasanya                              A: Selalu 

dengan subyek yang dipelajari 

22 
I expect people to know how to apply the subject matter in real settings 

Saya mengharapkan murid dapat untuk mengetahui cara penerapan apa  
yang mereka pelajari dalam situasi sebenarnya 

N R S U A 

23 

I expect people to develop how ways of reasoning about the subject 
matter 
Saya berharap murid dapat mengembangkan cara berpikir mengenai 
subyek yang dipelajari 

N R S U A 

24 
I expect people to embrace their self-esteem through my teaching 

Saya berharap murid dapat menemukan harga diri mereka melalui 
pengajaran yang saya berikan 

N R S U A 

25 
I expect people to be committed to changing our society 

Saya berharap murid dapat berkomitmen untuk mengadakan perubahan 
dalam masyarakat 

N R S U A 

26 
I want people to score well on examinations as a result of my teaching 

Saya ingin murid dapat mencapai nilai yang baik dalam ujian sebagai hasil 
dari pengajaran saya 

N R S U A 
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Different Educational Intentions 

What do you try to accomplish in your instruction or teaching? For each statement, circle the best represents how OFTEN it represents 
your educational intention.  

Apakah yang ingin Anda capai dalam mengajar? Untuk setiap pernyataan, lingkarilah jawaban yang paling merepresentasikan 
seberapa SERING pernyataan tersebut mewakili niat Anda.  

 
N: Never                    R: Rarely            S: Sometimes                 U: Usually                    A: Always 
N: Tidak pernah       R: Jarang                       S: Kadang-kadang                     U: Biasanya                              A: Selalu 

27 
I want people to understand the realities of working in the real world 

Saya ingin murid dapat mengerti situasi bekerja yang sebenarnya di dunia 
nyata 

N R S U A 

28 
I want people to see how complex and inter-related things really are 

Saya ingin murid dapat melihat bahwa banyak hal yang  sesungguhnya 
kompleks dan saling berhubungan  

N R S U A 

29 
I want to provide a balance between caring and challenging as I teach 

Saya ingin memberikan keseimbangan antara mengemong dan 
memberikan tantangan kepada murid dalam mengajar 

N R S U A 

30 
I want to make apparent what people take for granted about society 

Saya ingin membuka mata murid-murid mengenai hal-hal yang selama ini 
mereka anggap wajar tentang/dalam masyarakat 

N R S U A 
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Different Educational Actions 

What do you do when instructing or teaching? For each instrument, circle the response that best represents how OFTEN you do that action 
Apakah yang Anda lakukan ketika mengajar? Untuk setiap pernyataan, lingkarilah pilihan yang paling mewakili seberapa SERING Anda 
melakukannya.  

N: Never                     R: Rarely            S: Sometimes       U: Usually     A: Always 
N: Tidak pernah       R: Jarang                       S: Kadang-kadang           U: Biasanya         A: Selalu 

N
o Statement Never Rarely Sometimes Usually Always 

31 
I cover the required content accurately and in the alotted time 

Saya mengajarkan materi yang telah ditentukan secara akurat dalam 
waktu yang telah ditentukan 

N R S U A 

32 
I link the subject matter with real setting of practice or application 

Saya menghubungkan hal yang saya ajarkan dengan situasi lapangan 
ataupun penerapan 

N R S U A 

33 
I ask a lot of questions while teaching 

Saya banyak mengajukan pertanyaan ketika mengajar 
N R S U A 

34 
I find something to compliment in everyone's work or contribution 

Saya dapat menemukan sesuatu yang layak dipuji dari pekerjaan ataupun 
kontribusi semua murid 

N R S U A 

35 
I use the subject matter as a way to teach about higher ideas 
Saya menggunakan topik yang saya ajar untuk mengajarkan ide-ide yang 
lebih besar  

N R S U A 

36 
My teaching is governed by the course objectives 

Pengajaran yang saya lakukan diatur oleh tujuan ajar mata kuliah 
N R S U A 

37 I model the skills and methods of good practice N R S U A 
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Different Educational Actions 

What do you do when instructing or teaching? For each instrument, circle the response that best represents how OFTEN you do that action 
Apakah yang Anda lakukan ketika mengajar? Untuk setiap pernyataan, lingkarilah pilihan yang paling mewakili seberapa SERING Anda 
melakukannya.  

N: Never                     R: Rarely            S: Sometimes       U: Usually     A: Always 
N: Tidak pernah       R: Jarang                       S: Kadang-kadang           U: Biasanya         A: Selalu 

Saya mewakili contoh  dari keahlian dan metode praktek yang baik 

38 
I challenge familiar ways of understanding the subject matter 

Saya mendebat cara memahami materi yang sudah biasa dilakukan 
N R S U A 

39 
I encourage expressions of feeling and emotion 

Saya mendorong murid untuk mengekspresikan perasaan dan emosi 
N R S U A 

40 
I emphasise values more than knowledge in my teaching 

Dalam mengajar, saya lebih menekankan pada nilai-nilai dibandingkan 
dengan pengetahuan 

N R S U A 

41 
I make it very clear to people what they are to learn 

Saya menerangkan dengan jelas pada murid mengenai apa yang akan 
mereka pelajari 

N R S U A 

42 
I see to it that novices learn from more experienced people 

Saya memastikan bahwa mereka yang baru belajar dapat menimba ilmu 
dari orang yang sudah berpegalaman 

N R S U A 

43 
I encourage people to challenge each other's thinking 

Saya mendorong murid untuk saling mempertanyakan pemikiran masing-
masing 

N R S U A 
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Different Educational Actions 

What do you do when instructing or teaching? For each instrument, circle the response that best represents how OFTEN you do that action 
Apakah yang Anda lakukan ketika mengajar? Untuk setiap pernyataan, lingkarilah pilihan yang paling mewakili seberapa SERING Anda 
melakukannya.  

N: Never                     R: Rarely            S: Sometimes       U: Usually     A: Always 
N: Tidak pernah       R: Jarang                       S: Kadang-kadang           U: Biasanya         A: Selalu 

44 
I share my own feeling and expect my learners to do the same 

Saya memperlihatkan perasaan saya dan mengharapkan murid-murid 
melakukan hal yang sama 

N R S U A 

45 
I link instructional goals to necessary changes in society 

Saya menghubungkan tujuan pengajaran dengan hal-hal yang harus 
dirubah dari masyarakat 

N R S U A 
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