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Chapter 1
Introduction

Maria de Lourdes Machado-Taylor, Virgilio Meira Soares,
and Ulrich Teichler

Today’s higher education institutions are extremely complex social organizations and
the confounding effects the human factor introduces to social organizations cannot be
minimized. The academic staff is considered as a key resource within higher educa-
tion institutions and taking a major role in achieving the objectives of the institution.
The importance of the academic staff as a constituent group of higher education insti-
tutions is undeniable. As stressed by Altbach, Reisberg and Rumbley (2009, p. 19),

The professoriate is at the center of the university. Without an effective, well educated and
committed academic profession, universities cannot succeed. Yet, the academic profession
is under stress as never before.

Academic staff can, with appropriate support, build a national and international
reputation for themselves and the institution in the professional areas, research and
publishing (Capelleras 2005). The performance of academic staff determines much
of the student learning and has major implications for the quality of the higher
education institutions (Machado-Taylor et al. 2014). The centrality of the faculty
role makes it a primary sculptor of institutional culture and demand for academic
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staff in higher education is increasing (Altbach 2000, 2003). Academics have an
irrefutable and central importance to higher education and, hence, to society in
general but there are many factors that undermine the commitment of academics to
their institutions and careers (Kogan and Teichler 2007). The emergence of mass
higher education has deteriorated the conditions of academics everywhere, several
authors notice the challenges and the criticism faced by the academic profession
(Altbach et al. 2009).

Thus, it is important to stress that higher education institutions are now traversed
by profound uncertainties, are expected to seek new knowledge, are more chal-
lenged than ever on quality issues, and are exposed to pressure for greater account-
ability (Deem et al. 2008; Taylor et al. 2008). Authors such as O’Connor and
O’Haganb (2015, p. 2) contend that they can be seen as bureaucratic and hierarchi-
cal organisations. Those issues have an impact on the “job” of professors. As stated
by Kearney (2007, p. 8),

Thus, universities and their academic communities face numerous dichotomies: academic
freedom vs. institutional autonomy, the academic vs. managerial professions, the goals of
teaching vs. those of research, and the steering role of institutional leadership vs. the dispar-
ity of scholarly priorities and concerns.

Nevertheless, the well being of the human capacity is emphasised by Tettey
(2006, p. 6), when the author states that “In order for higher education to develop
capacities, it must ensure that its own capacity is well-developed.”

As Tettey (2006, p. 1) explained so clearly,

A well-developed human capacity is an asset that enables countries to promote forward—
looking ideas, initiate and guide action, and build on successes; it also makes those coun-
tries attractive destinations for investment and intellectual collaboration, both of which, if
managed appropriately, will lead to positive returns. A solid higher education base is crucial
for such transformation to take place.

The work of academics is influenced, according to Altbach and Chait (2001), by
global trends such as accountability, massification, deteriorating financial support
and managerial controls. However, as noted by Altbach (2003, p. 1),

Conditions of work and levels of remuneration are inadequate, involvement in institutional
governance is often very limited, and the autonomy to build both an academic career and
academic programs [...] is often constrained. These changing trends have led to the rapid
shift of the academic workplace and to the necessity of managing tensions within the aca-
demic profession.

Other authors such as Enders (1999) observe the great uncertainties that the aca-
demic profession faces. Also on this particular, Altbach (2003, p. 1) recently
recorded that

Conditions of work and levels of remuneration are inadequate, involvement in institutional
governance is limited, and the autonomy to build both an academic career and academic
programs is constrained. The sad fact [is] ... the conditions of academic work have
deteriorated.

There is a growing competitiveness for academics (between higher education
institutions and between countries), growing demand for academic work and
increased international mobility (Coates et al. 2009). Nevertheless, according to
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Dunkin (2005), the impact of funding cuts, of increased accountability measures
and wide-scale change in teaching processes and technologies, have left the aca-
demic staff de-motivated. Thus, institutions need to develop strategic responses to
answer the huge changes and trends that are occurring. Higher education institu-
tions need to identify not only what motivates existing academics, but also potential
academics — knowledge workers who can meet desires elsewhere.

Altbach, Reisberg and Rumbley (2009, p. XXI) have renewed thinking on the
matter and contended that

The multiple and diverse responsibilities of higher education are ultimately key to the well-
being of modern society, but this expanded role adds considerable complexity and many
new challenges. Understanding the broader role of higher education in a globalized world
is the first step to dealing constructively with the challenges that will inevitably loom on the
horizon. The enormous challenge ahead is the uneven distribution of human capital and
funds that will allow some nations to take full advantage of new opportunities while other
nations risk drifting further behind.

Under the influence of European policies and changes, academics’ choices vary
between European countries as regards the preferences for teaching and research, in
the attraction of new researchers and concerning the evolution of pecuniary and no
pecuniary returns to academic careers. Moreover, there are also differences as
regards the extent to which these changing perceptions have contributed to an
increasing inequality in the financial and working conditions of academics and on
the changing nature of academic strategy in the transformational world of higher
education and its implications for academic structures, work and careers (Teichler
and Hohle 2013; Shin et al. 2014; Santiago et al. 2014).

This book discusses the academic profession in Europe. It consists of three main
parts. In Part I, the book deals with challenges and issues in the higher education
academic career in the context of current dynamics and likely futures. It discusses
the significance of academic work between teaching and research, reviews work-
force characteristics, and analyses tensions and pressures.

In Chap. 2, Ulrich Teichler addresses the influence of European policies and
changes, academics’ choices as regards the preferences for teaching and research.
In Chap. 3, Maria Taylor and Marvin Peterson discuss the changing nature of aca-
demic strategy in the transformational world of higher education, an evolutionary
shift, of new models and their implications for academic structures and careers. In
Chap. 4, Pedro Teixeira deals with the increasing influence of economic and man-
agement ideas in higher education and the evolution of pecuniary and non-pecuniary
returns to academic careers.

Part IT analyses the findings of a national study — An Examination of Academic
Job Satisfaction and Motivation in Portuguese Higher Education, carried out at the
Centre for Research in Higher Education Policies (CIPES). The main purpose of
this research project, financed by the Foundation for Science and Technology (FCT),
was to identify factors and their interactions affecting the dimensions associated
with job satisfaction and motivation of the academic staff.

The study was motivated by the fact that academic staff is an important resource
of higher education institutions. As the processes of globalization takes shape, it is
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becoming abundantly clear the need of societies to take advantage of their human
resource capabilities. However, the importance of academic staff job satisfaction
and although several studies have been examined around the world, little or nothing
is known in Portugal and has not been discussed or well documented. Nevertheless,
job satisfaction is important in revitalizing staff motivation and in keeping their
enthusiasm alive and there is ample and somewhat obvious evidence that job satis-
faction is related to employee motivation. Well motivated academic staff can, with
appropriate support, build a national and international reputation for themselves and
the institution in the professional areas, in research and in publishing. Such a profile
may have an impact on the quality of higher education institutions. As indicated by
Long (2005), job satisfaction not only is critical to an individual’s overall well-
being, but it also has important implications for organisational productivity and
performance.

Portuguese higher education is diverse and has changed significantly over the
past 40 years. Major reforms have included the implementation of the Bologna
Process, a new legal regime for higher education institutions and new statutes relat-
ing to academic careers in the public higher education institutions (Magalhaes and
Amaral 2007; Neave and Amaral 2011). The explanation of all these changes does
not fit here. However, it is worth noting that they resulted in a number of changes
that are affecting and will continue to affect academic careers.

The legal provisions of academic careers in public higher education institutions
have not changed in three decades although criticism over the years has been made.
Until 2009, the legal documents regulating academic careers were dating back from
1979 for the university academic staff, and from 1985 for the polytechnic academic
staff. In 2009, a new legal framework changed the academic careers regulations.
According to the new legal framework, academics of university and polytechnic
public institutions continue to have different careers against one old pretension to
have a unique career. However, with recent changes, there was a rapprochement
between the two sectors. One difference that remains between both careers is the
weekly teaching load, which is higher in polytechnics than in universities. However,
the requirement of a doctorate to gain access to the rank of professor, in both cases,
means an approximation between both subsystems. In university education, it was
required the degree of doctor to access the categories of professor. In the case of the
polytechnics, the degree required to access the categories of professor was a mas-
ter’s degree. However, in the case of the polytechnic, one could also access these
categories, without a master’s degree, through the provision of public trials. This
was the situation until 2009. The situation has now changed and the degree required
to access the categories of professor in both subsystems is the degree of doctor. The
implementation of the new statutes is just in the beginning and higher education
institutions shall adopt internal regulations regarding the hiring of their academics,
the assessment of their performance and the provision of services they must provide
(Machado-Taylor, Meira Soares, & Gouveia 2011).

In Portuguese higher education academics are being challenged. First, Portuguese
higher education has changed significantly. Second, the number of academics has
increased significantly. Third, higher education institutions in general and academic
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work in particular have been influenced the deteriorating financial support and man-
agerial controls that have led to the rapid change in the workplace and the need to
manage tensions within the academic profession (Machado-Taylor et al. 2014).
Additionally, the recent financial crisis and the economic recession has led to gov-
ernmental priorities from unfettered expansion to a decrease in enrolments and
strong emphasis on quality (Amaral and Magalhdes 2005). This is another aspect
affecting the academic profession. Nevertheless, the academics face challenges and
obstacles. Career advancement and inbreeding of faculty members are subject to
criticism (Taylor et al. 2007). Moreover, there is virtually no mobility of faculty
members between institutions. Taylor et al. (2007, p. 225-226) have explored some
of these issues:

In general terms, one would have to say Portugal has shown substantial growth and improve-
ment over the past half century and continues to progress in a positive manner. This is not
to suggest, however, that the higher education system is not faced with legitimate chal-
lenges and obstacles. [...] Regulations governing careers are extremely rigid and inhibiting.
[...] openings and advancement opportunities are currently limited, but will be increasing
for young academics that now must wait in line for senior professors to move on or retire.
At the same time, it means a heavy economic burden will soon be placed on a reduced
workforce as the demand for retirement benefits increases. While this is clearly a policy in
need of modernization for the public higher education institutions, the situation is exacer-
bated in the private sector by the fact there is no policy at all. Portuguese higher education
is also notorious for ‘inbreeding’, where students who earned their degree are then placed
in employment at the same higher education institutions. In many cases, former students
become junior colleagues within the professorial ranks. Some argue that the worst effect
from inbreeding is the absence of different ideas and approaches to professional conduct.

Moreover, there are complains that higher education institutions are not provid-
ing quality training to graduates. This is due to a variety of factors. Previous research
indicates that dissatisfaction including inadequate and non-competitive salaries of
academic staff and lack of job satisfaction due to non-monetary reasons is a key
factor to undermining the commitment of academics to their institutions and careers.

This study seeks to understand if there is lack of job satisfaction and motivation
to accomplish priorities of higher education institutions and suggest feasible
responses to the problem. Thus, higher education institutions have to manage
change in order to be proactively positioned so as to seize opportunities and con-
front threats in an increasingly competitive environment.

Part III of this book analyses the academic career in European countries, namely
Austria (Hans Pechar and Elke Park); Germany (Ulrich Teichler, Ester Ava Hohle
and Anna Katharina Jacob); Italy (Massimiliano Vaira); Switerzeland (Gagle
Goastelec and Fabienne Cretaz von Rotten) and United Kingdom (John Brennan,
Rajani Naidoo and Monica Franco).

The studies from the European countries presented herein aim at answering ques-
tions on the changing relevance and increasing expectations around the academic
career, including the impact of recent changes and challenges for the higher educa-
tion sector on the academic profession. According to Altbach et al. (2009, p. 89),
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To understand the contemporary academic profession, it is useful to examine the status and
working conditions of the academic profession worldwide. The academic profession is
aging in many countries.

Or, as stressed by (Henkel 2005), to know the boundaries within which academ-
ics might operate and the impact of recent changes and challenges for the higher
education sector on the academic profession (Enders 1999).

The context of academic work has been changing everywhere, affecting expecta-
tions concerning working conditions, remuneration, and teaching and overall wid-
ening possibilities and reducing time and energy available. Generally speaking, the
academic profession has lost its traditional respect and social status.

The attractiveness of the academic profession seems to be low today compared
with other highly qualified professions. As stressed in the report written by Jeroen
Huisman, Egbert de Weert and Jeroen Bartelse (2002), based on research on the
academic workplace in the UK, Sweden, Finland, Flanders and Germany, “The fun-
damental problem in Europe is the loss of appeal of the faculty job” (Huisman et al.
2002, pp. 141, 156).

Also the professional stability is declining. The gender distribution of doctorates
and habilitation clearly favours men and gender gap is being seen all over Europe.

Therefore, the academic workplace is bound to be changing, though, and its cur-
rent appeal may be even smaller in the future, especially if globalisation processes
will be transforming higher education systems as a part of transforming welfare
states in Europe towards more Anglo-Saxon variations of them and if necessary
reforms of the system are not introduced soon (Kwiek 2003, 2004).

Lastly, a final chapter presents the conclusions on the changing academic profes-
sion, using the different national cases to argue whether the academic profession is
merely an artificial term that has to do with a heterogeneous range of occupations or
whether there are important common elements of the academic profession across
European higher education systems.

Today, the academic profession faces great uncertainties in terms of its future.
And it has to live with professional tensions. One can consider that there are differ-
ent conceptual traditions and variations of the academic profession according to
countries with specific social and economic conditions. Therefore, we can ask if
there are important common elements of the academic profession and if the recent
changes and challenges for the higher education sector such as the massification of
higher education and the trend towards a ‘knowledge society’, a ‘highly qualified
society’ or an ‘information society’ have serious impact on the academic
profession.

The impact of funding cuts, of increased accountability measures and wide-scale
change in teaching processes and technologies, have left the academic staff de-
motivated. Thus, the development of strategic responses on people issues must con-
sider the huge changes and trends that are occurring. Besides, higher education
institutions need to identify not only what motivates existing academics, but also
potential academics. Our hope is to help to understand and improve higher educa-
tion institutions in relation to its main functions, such as teaching and research.
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Part I
Higher Education Academia: Global
Challenges



Chapter 2
Teaching Versus Research: An Endangered
Balance?

Ulrich Teichler

2.1 Introduction

Teaching and research, the two core activities of the academic profession, are
described at times as closely intertwined, at times as loosely related, at times as
competing for funds and academics’ attention, and at times as being largely separate
from each other. Therefore, it is not always very clear whether the statements put
forward intend to be normative claims or the presentation of actual facts. In the first
place, this article aims to depict central features of the discourse surrounding the
potential provided by the interrelationships between teaching and research as well
as the vulnerability of these links. Second, it will discuss what information can be
drawn from an international comparative survey about the relationship between
teaching and research, given the views of the academic profession.

2.2 The Ideal of a Teaching-Research Link

Teaching and research are commonly named as the core functions of higher educa-
tion, and they are considered to be the core tasks of the academic profession (see
Enders 2006). Occasionally, references are made to a “third function”, notably a
“service function”. Other tasks of higher education are named as well in higher
education laws, or “mission statements” of individual higher education institutions,
but as rule, those statements do not call into question the central functions of
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teaching and research, but rather include them as part of a broader notion of “schol-
arship” (Boyer 1990) affecting society.

Teaching and research have not been viewed as the core functions of universities
throughout their history. Teaching is certainly considered the core activity of the
medieval European university. A close link between teaching and research, how-
ever, is viewed as typical for the “modern” university. The belief in the virtue of a
close link between teaching and research, as it was formulated by Wilhelm von
Humboldt, has not only been essential for the foundation of the University of Berlin
in 1810, but — more importantly — it has subsequently spread all over the world, even
though so many modifications have occurred that the starting point is often hardly
recognizable anymore (see Perkin 1991). For example, the idea of such a close link
has persisted in the fact that the European University Association accepts — at least
until recently — only those higher education institutions as “universities” that are
characterized by a close link between teaching and research.

It is by no means clear that teaching and research are considered to be “twin”
functions of the academic profession, coexisting in a balanced way. This might be
illustrated by an excerpt from two articles printed in handbooks on higher educa-
tion, the first of which was published just before the first major comparative study
and the second just before the second major comparative study on the academic
profession, the results of which will be discussed below.

Altbach (1991) first emphasizes the importance of the teaching function, pre-
senting a highly expanded definition of teaching: “The defining characteristic of the
academic profession is teaching. From the beginning, professors have taught.
Research, and a myriad of other roles, came later. As universities have become more
complex and multifaceted, the central role of teaching has sometimes become less
clear. Teaching takes place in different contexts and settings. Traditional lectures
can be supplemented by seminar discussions and tutorials. Teaching includes advis-
ing an advanced student about a dissertation or working with postdoctoral fellows
in a laboratory. Teaching also takes place by means of publication of journal articles
and books. Knowledge dissemination in a variety of formats is part of the teaching
process and is central to the role of the academic profession.” (Altbach 1991, p. 23).
Altbach, however, also points out that research contributes substantially to the rise
of the status of the academic profession: “During the past century, since the growth
of research as a key university function, first in Germany and then in the United
States and elsewhere, the role of the professoriate has expanded dramatically in
function and the profession has become much more important.” (Altbach 1991).

Enders (2006), in contrast, emphasizes the dominance of the research function,
while underscoring an appreciation for a close link between teaching and research:
“The impetus for reform and the birth of the modern university came from Scotland
in the eighteenth century and from Germany in the nineteenth century. As part of the
Enlightenment, Scottish scholars gave leeway to the establishment of new disci-
plines, accompanied by a growing specialization and departmentalization of knowl-
edge [...] University reform in Germany led to the concept of academic freedom,
encompassing the freedom to teach and the freedom to learn, as well as the ideal of
[...] Wissenschaft as a concept for all fields of study and academic specializations
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[...] The creation of a teaching-research nexus gave the professionalization project
in academe an important push. It provided a kind of mutual legitimacy base for
basic research and academic teaching that were supposed to benefit from each
other” (Enders 2006, p. 6). The research function is seen by Enders as having clearly
emerged as the dominant function for the academic profession after World War II,
while a multitude of pressures has made this hierarchy less clear in recent years. He
characterizes this period of clear research dominance in retrospect: “In these days,
a consensus emerged among faculty in modern universities about what it means to
be a professional in the higher education strata: research forms the more prominent
focus of academic work, and knowledge is pursued for its own sake; the search for
the latest frontiers of truth is best organized in academic-disciplinary units; reputa-
tion is established in national and international peer groups of scholars; and quality
is assured by peer review and academic freedom [...]” (Enders 2006, p. 7).

Looking at the public discourse on the ideal of the modern university in general,
we observe a widespread yearning for an ideal link between teaching and research:
comprehensive, balanced, appropriately resourced, harmonious and cross-fertilizing.
Ironically, this is underscored so often that it nourishes the suspicion of a reality
which is characterized by a vulnerable relationship between teaching and research.
And, in fact, the research literature on the academic profession suggests that there
are enormous tensions visible which call into question a reasonable co-existence of
the core functions of higher education or even a ‘balance’ (see the above names for
overviews: Altbach 1991; Enders 2006; cf. also Vessuri and Teichler 2008). Given
this, is the close link between teaching and research seen as endangered?

2.3 Imperfections of the Teaching-Research Link

It is not possible here to provide an in-depth overview of all the concerns expressed
and all the stated potential regarding a fruitful teaching-research nexus in higher
education. It may be justified, though, to contend that five arguments have been put
forward frequently in recent decades in economically advanced countries.

First, it is generally assumed that the Humboldtian idea of the “unity of research
and teaching” (“Einheit von Forschung und Lehre”) has had an enormous impact on
the modern university in terms of upgrading research to a core function of high
quality education almost everywhere in the world, but the issue of a “unity” between
teaching and research is certainly understood differently in different parts of the
world. For example, the Japanese higher education researcher Akira Arimoto (2010,
p. 17-19) classifies national higher education systems into three types:

e The “German model” which “stresses research more than teaching”,

 the “Anglo-Saxon model” which “stresses research and teaching equally”,

e the third model “stresses teaching more than learning”’; Arimoto has called it the
“Latin American model”, because all the Latin American countries participating
in the Carnegie International Survey of the Academic Profession conducted in
the early 1990s have resembled such a model most closely.
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Thereby, dominant national claims might not necessarily match national reali-
ties. For example, Arimoto argues that the German model “tends to pay too much
attention to academic staff as researchers and too little to students as learners”
(Arimoto 2010, p. 19), while the Anglo-Saxon model “seems to approach the
Humboldtian ideal most closely in the sense that it seems to conform to the pattern
of integrated research and teaching” (Arimoto 2010, p. 18).

Second, it seems difficult to establish an equal weight of teaching of research at
any moment in time and on the part of any key actor in a higher education system.
Many academics seem to appreciate research while they consider teaching a duty.
Also, higher education institutions cannot much care for such a balance, because the
results of research ensure the academics’ reputation beyond one’s institution of
higher education, whereas the results of teaching are visible, as a rule, only within
an institution.

Moreover, the regulatory systems within higher education are prescriptive, at
least regarding the “teaching load” and the areas to be taught, while research is often
left as a free zone for action. This is partly, because the provision of a study pro-
gramme requires more coordinated action than is often the case for research, and
partly because more pressure is needed to guarantee the functioning of teaching,
which has to be based on a concerted action of many academics in order to guaran-
tee provisions for a whole study programme. Thus teaching is not just a function of
academics’ preferences and the different ranges of reputation, as a consequence of
the lack of public visibility of success in teaching on the one hand and the high
public visibility of success in research on the other hand. Finally, higher education
policies in many countries seem to be driven by exaggerated efforts at various
moments in time in various directions putting either so much emphasis on teaching
that research is in danger of being hampered or putting so much emphasis on
research that teaching might be neglected.

Third, national higher education systems are diverse, and the relative weight of
teaching and research differs in the various segments of each higher education sys-
tem. It is widely assumed that the growth of student enrolment rates leads more or
less automatically to increased vertical diversity of higher education, because the
students become more diverse in their motives, talents and job prospects, and
because growing research activities are also viewed as reinforcing diversity of
higher education. In turn, this is because the scholars’ research quality varies with
the growth process in the academic profession and because a more or less regular
spread of resources for research does not seem to be effective for ensuring the qual-
ity and relevance of research. Even though the link between expansion and diversi-
fication is not as automatic, regular and similar across countries as often claimed
(see Teichler 2008), a high degree of diversity within the higher education system is
a widespread feature. As a consequence, we note degrees of formal and informal
diversification, according to which some institutions of higher education put so
much emphasis on research that teaching is neglected, or emphasis on teaching to
an extent that research plays only a marginal role. With notable exceptions, research
dominates at academically prestigious institutions and teaching at academically less
prestigious institutions. In many European countries, institutions are formally dif-
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ferentiated between universities which are both more or less equally in charge of
teaching and research, and other institutions of higher education, where teaching
clearly dominates (see Taylor et al. 2008).

Fourth, the public discourse on higher education in recent decades seems to be
overwhelmed by the notion of tight resources. In many countries of the world, the
cost per student has declined over the years. Basic funding of research at universi-
ties often declined and was substituted by a competitive funding system which
absorbs enormous resources just for the acquisition and allocation of funds.
Altogether, survival strategies in resource acquisition, according to which the
resources are clearly split for either research or teaching, are not necessarily good
strategies for achieving a balanced, cross-fertilizing relationship between teaching
and research.

Fifth, the political debates on the role of higher education in society seem to
drum up individual functions of higher education separately at any given moment in
time rather than the relationships between teaching and research. Many experts
argue, that the debates about the relationships between educational expansion and
economic growth in the 1960s and 1970s had given a clear edge to the teaching
function, whereas the debates in recent years about higher education and the
“knowledge society” or “knowledge economy” as well as those on “world-class
universities” and “rankings” are clearly preoccupied with the role of research. Thus,
the more the universities want to serve the Zeitgeist, the less they can be concerned
about a fruitful relationship between teaching and research.

2.4 Comparative Research on the Academic Profession

The first major comparative survey of the academic profession was initiated in the
early 1990s by a US foundation. The Carnegie Foundation for the Advancement of
Teaching, and its respective predecessor organisation, had already supported sur-
veys of the academic profession in the United States of America since 1969. These
surveys had addressed the attitudes, values and professional orientations of the pro-
fessoriate, had reviewed the working and employment situation and had provided an
account of the demographic profile. These studies had made clear that the public
debate had often focused too much on the sector of the prestigious research univer-
sities and had overlooked the changes of the overall higher education system in the
process of rapid expansion and changing social functions. According to the surveys
undertaken in the 1980s, the academic profession in the US could be described as a
profession “under pressure”. The expansion of higher education and its obviously
growing importance in society had not seemed to lead to a more highly respected
academic profession, working under improved conditions, but rather to a loss of
status, tight resources, rising pressures “to do more with less”, loss of power of the
academic guild, and often being blamed for not providing the services expected.
The Carnegie Foundation initiated international collaboration in 1990 — chaired
by Ernest L. Boyer (US) — to explore the extent to which the conditions, the views
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and the activities of academics are similar across the globe, what variations exist
and how the extent of similarity and difference could be explained. Obviously, the
design of the study and the analysis of findings has been significantly influenced by
the question of whether such phenomena of academics as a profession under pres-
sure are common in many parts of the world.

In actuality, 15 countries joined this project — subsequently called Carnegie
Study — that lasted from 1990 to 1996, with a comparative survey undertaken in
1992 (Boyer et al. 1994; Altbach 1996). Four European countries have been among
the 13 higher education systems for which satisfactory data could be collected:
Germany, the Netherlands, Sweden and the United Kingdom (see Enders and
Teichler 1995).

The findings of the Carnegie Study are summarized as follows: “One cannot but
be struck by the many similarities among the scholars and scientists in diverse coun-
tries [...] The professoriate worldwide is committed to teaching and research, and
in varying degree to service. While there is a feeling that higher education faces
many difficulties and that conditions have deteriorated in recent years, most aca-
demics are committed to the profession and to its traditional values of autonomy,
academic freedom, and the importance of scholarship, both for its own sake and for
societal advancement. Academics are not especially supportive of senior adminis-
trators, yet they express remarkable loyalty to the profession and to other academ-
ics. They seem prepared to respond to the call that higher education contribute more
tangibly to economic development and social well-being. They believe that they
have an obligation to apply their knowledge to society’s problems.” (Altbach and
Lewis 1996, p. 47-48).

After pointing out some difference between countries, the authors continue:
“Resiliency, determination, and a focus on the core functions of higher education
characterize the academic profession ... While the vicissitudes experienced by the
profession in recent years have been considerable, the professoriate is by no mean
demoralized ... The portrait of the professoriate depicts a strong, but somewhat
unsettled profession. Academics around the world are inspired by the intellectual
ferment of the times. The intrinsic pleasures of academic life obviously endure.
Academe is facing the future with concern but with surprising optimism.” (Altbach
and Lewis 1996, p. 48).

Some additional aspects have been put forward in the overview of the major
results presented by Teichler, where he has concentrated his analysis on six eco-
nomically advanced countries and he has analysed the responses separately of uni-
versity professors, junior academic staff at universities, and academics at other
institutions of higher education. In summarizing the findings of the Carnegie Study,
Teichler (1996, p. 59) first points out, that the academic profession “is more satisfied
with their profession than the prior public debate suggested”. He underscores,
though, that satisfaction is higher among university professors than the other two
groups, and the areas for which dissatisfaction is expressed vary substantially by
country.

In addition, a clear link between teaching and research seems to have persisted
for university professors. “Neither is research endangered because of teaching and
administrative loads nor is teaching put aside to research-oriented motives and
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research-oriented assessment.” (Teichler 1996, p. 60) However, individual options
vary strikingly among university professors, and the link between teaching and
research is less obvious for large proportions of junior staff and, as one has to expect,
for academics at other higher education institutions. Finally, summarizing the find-
ings of the surveys shows that academics, though in the majority clearly defending
the right to pursue research for its own sake, do not present themselves as an “ivory
tower profession”. Rather, they expect research and teaching to help in resolving
basic social problems.

In 2004, higher education researchers from various countries — among them
some who had participated in the Carnegie Study of the early 1990s — met as part of
an initiative of William K. Cummings (US) in close cooperation with Akira Arimoto
(Japan) and Ulrich Teichler (Germany). They agreed to prepare a second major
comparative study on the academic profession (Teichler et al. 2013). Eventually, 19
countries succeeded in raising funds nationally and joined the project “The Changing
Academic Profession” (CAP) — or more precisely 18 countries and the Special
Administrative Region Hong Kong. The survey eventually was undertaken in most
countries in 2007, but in one case not earlier than 2010. Actually, seven European
countries participated: Finland, Germany, Italy, the Netherlands, Norway, Portugal
and the United Kingdom. Germany, the Netherlands and the United Kingdom were
included both in the Carnegie and the CAP survey, while Sweden participated only
in the Carnegie survey.

Subsequently, the European Science Foundation decided in 2009 to support a
project “The Academic Profession in Europe” (EUROAC) coordinated by Ulrich
Teichler. In the framework of this study, some other European countries (Austria,
Croatia, Ireland, Poland, Romania and Switzerland) employed a slightly modified
version of the CAP questionnaire (Teichler and Hohle 2013); moreover, scholars
from the these countries as well as Finland and Germany undertook in-depth inter-
views. The survey findings of the countries participating in the EUROAC study are
not reported in this article.

The CAP Study took some questions regarding the career and regarding teaching
and research from the Carnegie Study, thus providing the opportunity to measure
change over time for some themes. The latter two studies also addressed the key
theme of the Carnegie Study, whether the target group (i.e. the academic profession)
could be understood as a “profession under pressure”. However, more attention was
paid in the CAP survey to the question of how much the academic profession is
shaped today by three major changes outside and inside higher education in recent
years, namely (1) the growing expectation to provide visible evidence of the rele-
vance of higher education, (2) the increasing internationalisation of higher educa-
tion and its context, and (3) the growing power of management (see Kogan and
Teichler 2007a; Locke and Teichler 2007). Certainly, these issues are important
currently for the academic profession beyond the explanation of the thrusts of the
recent surveys.

“Relevance: Whereas the highest goal of the traditional academy was to create
fundamental knowledge, what has been described as the ‘scholarship of discovery’,
the new emphasis of the knowledge society is on useful knowledge or the ‘scholar-
ship of application’. This scholarship often involves the pooling and melding of
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insights from several disciplines and tends to focus on outcomes that have a direct
impact on everyday life. One consequence is that many future scholars, though
trained in the disciplines, will work in applied fields and may have options of
employment in these fields outside of the academy. This provides new opportunities
for more boundaryless forms of academic career and knowledge transfer while it
may also create recruitment difficulties in some places, and especially in fields such
as science, technology and engineering.

There are strong interdependencies between the goals of higher education, the
rules for distributing resources, and the nature of academic work. The changes asso-
ciated with movement from the ‘traditional academy’ with its stress on basic
research and disciplinary teaching to the ‘relevant academy’ are largely uncharted
and are likely to have unanticipated consequences. The task of the project is there-
fore to understand how these changes influence academic value systems and work
practices and affect the nature and locus of control and power in academe.

Internationalisation: National traditions and socio-economic circumstances con-
tinue to play an important role in shaping academic life and have a major impact on
the attractiveness of jobs in the profession. Yet today’s global trends, with their
emphasis on knowledge production and information flow, play an increasingly
important role in the push towards the internationalisation of higher education. The
international mobility of students and staff has grown, new technologies connect
scholarly communities around the world, and English has become the new lingua
franca of the international community.

The economic and political power of a country, its size and geographic location,
its dominant culture, the quality of its higher education system and the language it
uses for academic discourse and publications are factors that bring with them differ-
ent approaches to internationalisation. Local and regional differences in approach
are also to be found. Therefore, questions are raised about the functions of interna-
tional networks, the implications of different access to them and the role of new
communication technologies in internationalising the profession.

Management: In academic teaching and research, where professional values are
traditionally firmly woven into the very fabric of knowledge production and dis-
semination, attempts to introduce change are sometimes received with scepticism
and opposition. At the same time, a greater professionalisation of higher education
management is regarded as necessary to enable higher education to respond effec-
tively to a rapidly changing external environment. The control and management of
academic work will help to define the nature of academic roles — including the divi-
sion of labour in the academy, with a growth of newly professionalised ‘support’
roles and a possible breakdown of the traditional teaching/research nexus. New sys-
temic and institutional processes such as quality assurance have been introduced
which also change traditional distributions of power and values within academe and
may be a force for change in academic practice. The project will examine both the
rhetoric and the realities of academics’ responses to such managerial practices in
higher education.

A number of views can be discerned about recent attempts at the management of
change in higher education and the responses of academics to such changes. One
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view would see a victory of managerial values over professional ones with academ-
ics losing control over both the overall goals of their work practices and their techni-
cal tasks. Another view would see the survival of traditional academic values against
the managerial approach. This does not imply that academic roles fail to change, but
that change does not automatically mean that interests and values are weakened. A
third view would see a ‘marriage’ between professionalism and managerialism with
academics losing some control over the goals and social purposes of their work but
retaining considerable autonomy over their practical and technical tasks. The desir-
ability of these three different positions is also subject to a range of different views.”
(Kogan and Teichler 2007b, p. 10-11).

In the subsequent section, we will provide an overview of the key findings of the
comparative surveys named above about teaching and research, as well as the rela-
tionships between these two core functions of higher education. As a rule, “Europe”
refers to the mean for the seven European countries included in the CAP study and
to the four European countries included in the Carnegie Study (cf. the overviews of
the CAP findings in Research Institute for Higher Education, Hiroshima University
2008, 2009, 2010, Locke et al. 2011; Jacob and Teichler 2011; Teichler et al. 2013).

The analysis focuses on professors and junior staff at universities. The university
professors are a prime group of interest, because almost all of them are in charge of
both teaching and research, as will be shown below, and because they are the most
influential in shaping the relationships between teaching and research. But the
respective findings will also be consistently presented for junior academics at uni-
versities, because most of them are also involved both in teaching and research and
because most of them also experience the potentials and problems of the relation-
ship between teaching and research in their daily working life.

In some instances, information will be presented on academics at other institu-
tions of higher education as well. These academics serve here as comparison group:
The survey findings on relationships between teaching and research at universities
aiming to be institutions with a close link between teaching and research can be bet-
ter understood when compared with those academic institutions not necessarily
striving for such a close link.

2.5 Teaching and Research in Europe: The Findings
of Comparative Studies

2.5.1 Involvement in Teaching and Research

In fact, almost all senior academics at universities in Europe are both in charge of
teaching and research. According to the CAP survey conducted recently across
seven European countries, on average 93 % of the university professors state that
during their working time they are active both in teaching and research. 6 % are only
active in teaching and 1 % only in research.
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For junior academics at universities, the proportion that are active in only one
core function is more than twice as high as among senior academics: 11.0 % are
active only in research and 8 % only in teaching, while 81 % are active both in
teaching and research.

Among senior academics at other institutions, only 19 % state that they are
exclusively active in teaching, while 80 % report that they undertake both teaching
and research and 1 % are only active in research. Among junior staff at other higher
education institutions, the proportion of those that dedicate themselves to teaching
is only somewhat higher: 26 %, while 63 % are active both in teaching and research
and 11 % in research only.

2.5.2 Work Time Spent on Teaching and Research

Academics were asked both in the early 1990s and more recently how many hours
per week they spend on professional work — in total and individually for teaching
and related activities, research and related activities, administration, services and
other functions. In order to avoid a typical week during term time being taken to
represent typical academic work, the respondents were asked to estimate their work
hours separately for the period when classes are in session, and for the period, when
classes are not in session.

University professors at universities in Europe reported in 1992 that they spent
an average of 51 h per week during the whole year on academic work. The same
figure in the CAP survey stood at 46 h. Junior academics reported 45 and 43 h
respectively. The decline in the weekly working hours by senior academics is not a
country composition effect; we note a decline of five hours also among academics
of the three countries participating in both surveys.

Senior academics at other institutions do not work as much beyond usual office
hours as university professors do. Rather, their weekly working hours are close to
those of junior academics at universities.

In the context of this analysis, the relative time spent on teaching and research is
the most relevant factor. Here it has been calculated for each academic surveyed.
Table 2.1 shows that for the European countries studied the average proportion of
work time spent by university professors on teaching and research over the whole
year has not changed substantially over time from the earlier 1992 survey until
recently: The respective figures are 29 and 30 % for teaching and 36 and 38 % for
research. Only a small increase in research activity can be observed, and both teach-
ing and research have increased slightly, while time spent on other functions has
decreased. Altogether, university professors spend about a quarter more time on
research than on teaching.

In contrast, involvement in research has increased over time for junior staff at
universities: while teaching has declined slightly from 28 to 26 %, research has
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Table 2.1 Proportion of work time spent on teaching and research by academics in selected
European countries 1992 and 2007-2010 (percent)

Universities Other HEIs
Senior academics | Junior academics | All
2007- 2007—
1992 2010 1992 2010 1992 | 2007-2010
a. Teaching
When classes are in session 37 38 36 35 60 50
When classes are not in session | 18 18 16 13 31 28
During the whole year* 29 30 28 26 50 41
b. Research
When classes are in session 28 32 38 41 15 24
When classes are not in session | 47 51 55 61 38 40
During the whole year* 36 38 45 49 24 30

Calculated by counting time when classes are in session as 60 % of the total and when classes are
not in session as 40 % of the total annual work time
Source: Carnegie Data Set and CAP Data Set

increased from 45 to 49 %. As a consequence, the time spent on research (which had
been about 1.6 times as much as teaching in 1992) reached about 1.9 times as much
as teaching in recent years. It should be borne in mind that junior academics at
European universities on average only spend moderately less time teaching — while
they spend about the same time in some countries, in others they spend clearly less
time — compared to senior academics. Their higher proportion of time spent on
research is linked to the fact that they spend clearly less time on other activities
(administration, services, etc.).

The most substantial change has occurred in the time budget of academics at
other institutions of higher education (here not differentiated between senior and
junior academics). The share of their time spent on teaching over the whole year has
declined from 50 to 41 %. In contrast, the proportion of their time spent on research
has increased from 24 to 30 %. The latter has not increased as much as the former
has decreased. This shows that time spent by academics at other institutions of
higher education on other functions (i.e. administration, services, etc.) has increased
in contrast to the development in the university sector where time spent on other
functions has decreased.

Thus overall, we note an increase of time spent on research and decrease of time
spent on teaching. This change, however, does not hold true for university profes-
sors, but rather to a moderate degree for junior staff at universities and to a more
substantial extent for academics at other institutions of higher education.
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Table 2.2 Preferences for teaching and research by academics in select European countries 1992
and 2007-2010 (percent)

Universities Other HEIs
Senior academics Junior academics All
2007- 2007- 2007-
1992 2010 1992 2010 1992 2010
Primarily in research 19 16 27 24 2 14
In both, but leaning towards | 54 58 44 46 27 30
research
In both, but leaning towards |22 23 20 24 48 32
teaching
Primarily in teaching 5 4 9 5 23 24

Source: Carnegie Data Set and CAP Data Set

2.5.3 Preferences for Teaching and Research

In all the surveys addressed, academics have been asked to state their preferences
for teaching and research. They have been told to state whether their interest lies (a)
primarily in research, (b) in both, but leaning towards research, (c) in both, but lean-
ing towards teaching, or (d) primarily in teaching.

As Table 2.2 shows, most academics in the European countries do not support a
clear preference for either research or teaching. Rather, most academics express an
interest in both teaching and research. This is most pronounced among university
professors: 76 % express an interest in both core functions in 1992, even rising to 80
% 1in the recent surveys. But also junior academics at universities (64 and 70 %)
underscore their interest in both functions. It is worth noting that this holds true
equally for academics at other institutions of higher education (75 and 62 %
respectively).

A clear preference for research has been stated by less than one fifth of university
professors at both moments in time (19 and 16 %) and by about a quarter of junior
academics at universities (27 and 24 %). In contrast, the portion of academics at
other institutions of higher education stating a clear preference for research was
very low in the early 1990s, but has since increased from 2 to 14 % (i.e. to almost
the same proportion as among university professors). A clear preference for teach-
ing is an exception among academics at universities: 5 and 4 % among professors as
well as 9 and 5 % among junior staff. In contrast, almost one quarter of academics
at other institutions of higher education (23 and 24 %) express a prime interest in
teaching.

In adding together those that showed a clear preference and those leaning towards
a particular function, we note that almost three quarters of university professors are
more strongly interested in research (73 and 74 %) rather than teaching. The same
holds true for junior academics at universities (71 and 70 %). Less than half as many
academics at other institutions of higher education are predominantly research-minded
(29 and 34 %); taking into account the official differences in the two types of higher
education institutions in many European countries, we consider the share of academics
at these institutions classing themselves as research-minded to be surprisingly high.
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Table 2.3 Links between teaching and research perceived by academics at universities in selected
European countries 2007-2010 (percent®)

Senior

academics Junior academics
Teaching and research are hardly compatible with each 21 27
other
Your research activities reinforce your teaching 82 71

“Responses 1 and 2 on a scale from 1 = Strongly agree to 5 = Strongly disagree
Source: CAP Data Set

2.5.4 Links Between Teaching and Research

The recent survey has been interested in establishing the extent to which the
Humboldtian ideal of “unity of research and teaching” works: that involvement in
research enhances the quality of teaching, and teaching is expected to provide posi-
tive feedback for research. The former link has been explicitly addressed in the
questionnaire. But also the opposite assumption has been addressed, according to
which it is a difficult task to coordinate the different demands of research and teach-
ing in a productive way.

Indeed, on the one hand most academics do believe that their research activities
reinforce their teaching: This is supported by 82 % of university professors and 71
% of junior academics, as Table 2.3 shows. Taking into consideration that more
junior academics than senior academics are in charge of just one of the functions,
we can interpret the responses of senior and junior academics as quite similar.

On the other hand, an average of 21 % of university professors and 27 % of
junior academics at universities in the European countries surveyed has come to the
conclusion that “teaching and research are hardly compatible with each other”. It is
somewhat surprising that more junior academics than senior academics note such a
tension, although — as discussed above — fewer of them are actually involved in both
tasks.

Altogether, the responses to these two statements suggest that most academics at
universities in Europe believe that a link between teaching and research within
universities is not only appreciated by themselves. But they are also convinced that
this link works operationally and functionally.

2.5.5 The Issue of Relevance in Teaching and Research

As pointed out above, the recent survey on the academic profession has started off
from the assumption that three major changes outside and inside higher education
have strongly affected the academic profession in recent years: the growing expec-
tation to provide visible evidence of the relevance of higher education, the increas-
ing internationalisation of higher education and its context, and finally the growing
power of management within institutions of higher education. Therefore, it makes



24 U. Teichler

sense to examine the survey data, to see whether they indicate that teaching and
research is similarly affected by these trends or whether these trends play a clearly
distinct role for each of teaching and research.

As regards relevance, the more recent questionnaire only covered the institu-
tional expectations with respect to the research function:

* 30 % of university professors and 38 % of junior academics across the European
countries addressed state that their institutions emphasize commercially oriented
or applied research.

* 56 % of the university professors and 54 % of junior academics respond affirma-
tively to the statement: “High expectations of useful results and application are a
threat to the quality of research”.

The attitudes of the respondents themselves as regards relevance, however, have
been addressed in the survey as well, both for teaching and research:

* Regarding teaching: 56 % of university professors and 59 % of junior academics
state they emphasize practically oriented knowledge and skills in their teaching.

* Regarding research: 64 % of the professors and 63 % of the junior academics at
universities characterize their primary research as applied or practically oriented,
16 and 19 % as commercially and transfer-oriented, as well as 39 and 36 % as
socially oriented and intended to help better society.

The respective questions and statements regarding teaching and regarding
research are not directly comparable. By and large, however, the findings suggest
that the issue of relevance does not affect teaching and research in a completely dif-
ferent manner.

2.5.6 Internationalisation of Teaching and Research

The international dimension is quite visible in the academics’ teaching activities:

* On average 69 % of university professors and 60 % of junior academics in the
European countries addressed state that they emphasize international perspec-
tives or content in their teaching.

* 43 and 29 % percent report that they teach in a language different from the pre-
vailing one at their university.

e Understandably, the figures of teaching abroad within a year are substantially
smaller: 22 and 9 % respectively.

But the questionnaire has gone into more depth regarding research and the inter-
national dimension:

e Obviously, there are not substantially more academics citing an international
scope and orientation for research than for teaching. Some 74 % of university
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professors and 61 % of junior academics said their research involved interna-
tional scope and orientation, but

* International activities are quite common as well, notably international research
collaboration (73 and 55 %).

e Also, foreign language use is more widely spread in research than in teaching.
78 % of professors and 75 % of junior academics at universities publish in a
foreign language.

Thus, visible internationality in academics’ activities is more pronounced in the
domain of research than in the domain of teaching. This does not mean, however,
the there is a widening gap between teaching and research, as far as the internation-
ality of higher education is concerned, because international activities in the area of
teaching might be driven by factors other than the academics’ views and activities;
for example, student mobility is an important factor — a factor usually out of the
academics’ control.

2.5.7 Managerial Power Regarding Teaching and Research

As regards teaching, more than 40 % of both professors and junior academics at
universities consider themselves strongly exposed to regulations and expectations
beyond the usual regulations about teaching, load and curricula: for example, being
encouraged to improve their instructional skills and being expected to spend a cer-
tain time on student consultation is named by more than four tenths of the academ-
ics surveyed. Similarly, somewhat more than 40 % of professors and junior staff
each report that the university or the department management have major sway over
various teaching issues. Finally, again, more than 40 % each report that their depart-
ment managers evaluate their teaching performance.

As regards research, no questions had been asked which were similar to the first
theme regarding teaching. As regards the second theme, again more than 40 % of
professors and junior staff report that the university or the department management
hold major sway over various research issues. Finally, again about 40 % each of the
academics report that their department managers evaluate their research
performance.

According to these findings, the university and departmental management exert
power and influence on teaching and research more or less to the same extent. As
research has been viewed in the past as being substantially less regulated than teach-
ing, these findings let us draw the conclusion that rules, regulations and supervision
as well as incentives and sanctions in the area of research have caught up with regu-
lations concerning teaching in recent years, amidst a growing power of institutional
management.
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2.6 Concluding Observations

A close relationship between teaching and research can be called the Credo of the
academic profession. Ever since the call for a “unity of teaching and research”
(Einheit von Forschung und Lehre) as one of the core elements of the foundation of
the University of Berlin in 1810, this has been reiterated as the core element of a real
university, even though the interpretations of this concept vary dramatically and
even more so the realities. This close relationship has created a unique “selling
point” for universities, as some PR-oriented actors would say today. It has also been
a reason for pride among the academic profession, distinct from research institutes
and research and development activities outside universities on the one hand and
from predominant teaching institutions on the other hand.

There have been substantial tensions in the relationships between teaching and
research from the outset of the emerging popularity of the concept of “unity of
research and teaching”. And there are many indications that these tensions have
grown in recent years. For example as a consequence of a dramatic trend towards
specialisation in research (which has not been matched by a corresponding speciali-
sation in teaching); of a growth of research funds amidst economizing pressures in
the area of teaching and learning; and of increasing competition for visibility as a
world-class university, whereby research achievements are put primarily in the
limelight and teaching achievements are hardly registered, etc.

An analysis of the views expressed by university professors and junior staff in a
recent comparative survey of the academic profession shows that most academics at
universities in various European countries continue to believe in the virtue of a close
link, and they also continue to believe that such a close link works properly. There
is hardly any difference in this belief between countries, on the one hand, where
academics spend one and a half times as much time on research across the whole
year and, on the other hand, countries, where time devoted to research hardly sur-
passes time devoted to teaching and related activities. Only about one quarter of the
academics surveyed consider teaching and research as hardly compatible.

What will happen in the future? Will the concept of the unity of research and
teaching become a slogan without any substantial basis and eventually erode? Or
will academics preserve their credo irrespective of the growing tensions between
teaching and research? Or will there be a revival of a close link between teaching
and research?
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Chapter 3

A Bastion of Elitism or an Emerging
Knowledge Proletariat? Some Reflections
About Academic Careers with an Economic
Slant

Pedro N. Teixeira

3.1 Introduction

The increasing influence of economic and management ideas in higher education is
associated with changing perceptions of the roles that higher education should play.
In recent decades, societies and governments have evolved their views about the
social role of higher education, with significant implications for the Identity of HEIs
and the Organization of the HE Sector (Scott 1995; Geiger 2004). Educational deci-
sions have been increasingly perceived as motivated by economic factors and edu-
cational institutions as economic institutions (Bok 2003; Winston 1999). Moreover,
the social contribution of the activities of higher education and science organiza-
tions has been increasingly linked to a variety of ways of assessing their economic
relevance (Slaughter and Leslie 1997). Hence, policy-makers and institutional man-
agers have been exploring ways to steer individual and institutional behaviour
through incentives that are consistent with an increasing influence of economic and
management ideas in higher education and research.

This changed view about HEIs and the way they should manage their academic
resources has had significant implications for the academic reward structure (see
Teichler 2007). A major driver of this change has been the growing influence of a
number of economic concepts, such as human capital analysis, based upon the view
of academics as rational individuals that try to maximise their returns (both financial
and non-pecuniary). In this text we reflect on some major trends in the academic
profession by adopting a labour market perspective, and explore the contributions
and limitations of this perspective for understanding this constituency. We will start
by looking at changes in labour economics and the way this field has come to look
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at academic careers. Then we will briefly present some major trends that led to a
growing influence and political legitimacy of economic ideas in higher education
policy and management. This is followed by a look at the impact of marketization
on certain aspects of academic careers. In our analysis we will focus our attention
on the attraction of new researchers and the evolution of pecuniary and non-
pecuniary returns to academic careers and to what extent these changing percep-
tions have contributed to an increasing inequality in the financial and working
conditions of academics. We will conclude this text with some reflections and spec-
ulations about possible future trends.

3.2 Academic Careers and the Economics of the Labour
Market

The way economists approach labour issues has changed significantly over time.
The developments have tended to emphasise the economic dimensions of labour
relations over other legal, sociological, and political aspects (McNulty 1986).
Moreover, economists have become increasingly more confident in applying eco-
nomic tools of analysis in their attempt to explain certain trends and features of
labour markets. One of the main issues of debate among labour researchers is to
what extent the labour market is a peculiar type of market (Kerr 1993).! There are
those that believe that the neoclassical model of markets needs to be adjusted in
order to take into account the specificities of this commodity and the institutional
framework affecting labour relations. Furthermore, there were those that considered
that this institutional dimension and the non-economical character of the so-called
labour supply and demand pose major limitations to the use of a market framework
and question its explanatory effectiveness. This includes the development of unions
and other forms of workers’ organisations, which have introduced a mixture of eco-
nomic and political dimensions in labour relations and in employees’ behaviour.
The different views of the labour market and its protagonists do necessarily
shape the way labour economists see the wage determination process. Whereas
some will regard labour markets as analogous to other types of competitive markets
and therefore see the process of wage determination as not very different from the
one defined by competitive market theory, others express doubts about the competi-
tive assumption underlying the view of wages as a market price. According to the
former view, although some forces may, to a minor extent, delay or limit the impact
of competitive markets, by no means should this be considered a central aspect in
terms of wage determination. This applies to issues such as collective bargaining or

' A market mechanism is usually presented in economics as a resource allocation mechanism based
on a multiplicity of individual decisions that operates through the interaction of supply and demand
forces. A market system is normally associated with a significant degree of competition between
individuals, a high degree of freedom for each agent, and a strong economic motivation of indi-
viduals to obtain gains from those activities.
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labour market legislation, which are recognised as interfering with wage-setting
(and other aspects of the labour market), though without challenging the competi-
tive market as the benchmark for wage determination, and hence for labour research.

Hence, the prevailing view among most economists is one that may identify cer-
tain common features across labour relations by using a market analytical frame-
work (supply-demand-price) (see for instance, Ehrenberg and Smith 2003; Borjas
2010). Moreover, and despite some variations, labour markets are regarded as
essentially competitive, meaning that the so-called imperfections of real labour
markets are not crucial for the determination of the general picture of the labour
market and do not challenge the main predictions of the competitive labour model.
Accordingly, one would start from a basic market model and successfully introduce
certain peculiarities of certain types of labour markets, aiming to reach a balance
between analytical simplicity and relevance.

This view is somehow challenged by an alternative view that emphasises the
variety and the peculiarities of specific labour markets. According to this view, the
analysis of labour relations should talk about labour markets, rather than a single
labour market (see Reynolds et al. 1991). This would accommodate and underline
the national, regional, and sectorial particularities of specific labour markets.
Although many would recognise the usefulness of a market as an analytical simpli-
fying device, they also point out that in reality there is a multiplicity of markets
divided by occupation, skills, location, and regulations (Kaufman and Hotchkiss
1999). This view, normally closer to industrial relations and to economic sociology,
underlines the fragmentation of the labour market and expresses a more cautious
view of the possibility of generalizing the study of labour markets, especially if one
is interested in paying attention to those aspects that make each market particular
and distinct.

The analysis of academic careers is a clear example of this aforementioned ten-
sion. On the one hand, the issue of academic labour markets has become one of
increasing interest and visibility for labour and educational economists (see
Ehrenberg 2002). The expansion of higher education professionals and the political
and organizational changes pervading higher education has given greater promi-
nence to the use of economic analysis in the study of academic careers (more on this
below). This has certainly legitimised an economic approach to academic careers by
taking into account the basic market framework. On the other hand, higher educa-
tion researchers studying the academic profession have tended to emphasise the
peculiarities and the regulatory features of this professional group and the non-
competitive and non-market features governing academic employers’ and employ-
ees’ decisions and behaviour.

The purpose of this text is not to settle this debate, but rather to illustrate some of
the insights that can be drawn by adopting certain tools of economic analysis for
studying academic careers. The analysis will attempt to show the extent to which
certain major features are an effect of the increasing legitimization of market ratio-
nales in higher education, which tended to play down the specificities of this occu-
pational group and to make it more similar to other groups of workers analysed by
labour economics. On the other hand, the analysis will point out some of the obvi-
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ous limitations of relying exclusively on an economic market approach, notably if
one envisages capturing the multidimensional and complex nature of academic
labour markets (see Musselin 2005). In the next section we analyse the growing role
of market forces in higher education, while the subsequent section addresses the
impact that these market rationales have had on certain major dimensions of aca-
demic careers.

3.3 Markets in Higher Education and Changes
in the Academic Profession

In many countries, particularly in Europe, higher education has been regarded as a
bastion of public service and a priority for government intervention in the areas of
public funding, regulation, and provision. Regardless of the current financial diffi-
culties (be it those linked to the current financial crisis or to more structural financial
imbalances), one could arguably say that this remains the case among most policy-
makers and the public opinion at large. These views are usually strengthened by the
widespread perception that this has long been the case in European history, where
universities have traditionally been regarded for as a public responsibility. Thus,
many Europeans regard with scepticism the possibility that market forces and pri-
vate ownership could potentially make significant inroads in this sector.

Despite significant social and political resistance, European higher education has
been experiencing growing influence from marketization forces (Teixeira et al.
2004; Teixeira and Dill 2011).2 For instance, they have seen competition strengthen
(nationally and internationally) for students, for financial resources, and for aca-
demic staff. This strengthening of competition was often stimulated by regulatory
forces and has been associated with an increasing institutional autonomy, in a drive
to make European HEIs more capable of responding to those competitive chal-
lenges. On the other hand, the influence of marketization has also resulted from an
increasing privatization of higher education. This privatization has been taking
place not only as a result of the development of private sectors, but also and quite
significantly through the adoption of private-like rules and practices in public HEIs,
driven by a desire to increase flexibility while at the same time improve efficiency.

The recurring use of market forces in European higher education has been the
result of some important trends associated with the massive expansion of higher
education over the latter part of the twentieth century. The so-called massification of
higher education has created huge challenges to which institutional leaders and
policy-makers tried to respond in multiple ways, not least by trying to find the addi-
tional financial and human resources necessary to adequately keep fulfilling the
missions allocated to higher education. The massification of higher education has

2Since some of the main elements of a market system are complex to be applied to higher educa-
tion, one usually speaks of quasi-markets, meaning the partial presence of market elements in a
specific higher education context (see Teixeira et al. 2004).
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meant that it was necessary to attract a growing portion of the labour force to aca-
demic and research positions and efforts had to be made to fund those positions in
such a way that those careers were sufficiently attractive, both in terms of financial
rewards and employment conditions.

On the other hand, the expansion of higher education has led to a move from an
expanding sector to a mature industry (Levine 2001). In an expansion phase, growth
is seen as a sign of improvement and HE manages to keep public and social actors
satisfied by managing to accommodate larger numbers of students. In a mature
phase, the external stakeholders become more demanding and will not be satisfied
just by adding more activities or expanding existing ones. The rising costs of higher
education caused concern among policy-makers and public opinion and attracted
increased political and social scrutiny (Clotfelter 1996; Geiger 2004). Thus, the
pressure has mounted for HEIs to find ways to reduce costs and since personnel
represents, by far, the largest share of costs, institutions have been under pressure to
find ways to make savings in their costs with academic and research staff.

The increasing influence of the marketization of European higher education is
associated with changing perceptions of the roles that higher education should play.
In recent decades, societies and governments have evolved their views about the
social role of higher education, with significant implications for the identity of
higher education institutions and the organization of the higher education sector.
Educational decisions have been increasingly perceived as motivated by economic
factors and educational institutions as economic institutions. Moreover, the social
contribution from the activities of higher education and science organizations has
been increasingly linked to a variety of ways of assessing their economic relevance
(Bok 2003). Hence, policy-makers and institutional managers have been exploring
ways to steer individual and institutional behaviour through incentives that are con-
sistent with an increasing influence of economic and management ideas in higher
education and research.

These aforementioned trends of increasing marketization of the European higher
education landscape have had very important consequences both at the system and
institutional levels. One of the major impacts has been in academic careers. Although
the academic profession continues to be significantly regulated by government and
professional forces, there have been important advances in the influence of market
forces, though its impact has varied across countries, institutions, disciplines, and
professional status. In the following section we focus our attention on the influence
that those market forces have been playing in the academic profession in Europe.

3.4 Market Forces and Changes in the Academic Profession

The influence of market forces may be felt in several instances of the academic
profession. One of the first aspects to analyse is the way the profession is attracting
new academics and the extent to which economic factors are relevant in explaining
patterns of attractiveness and recruitment in the academic profession. The second
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aspect deserving attention refers to the pecuniary and non-pecuniary rewards to
academics and the extent of which an increasing influence of market forces may
shape the evolution in the salaries and other employment conditions of academics,
especially vis-a-vis other occupational categories. Finally, we will analyse the
extent to which marketization has been stimulating a greater differentiation in the
reward structure of academics. The analysis will inevitably be very general, to some
extent even superficial, and mostly concerned with identifying a number of emerg-
ing trends associated with a growing influence of market forces in academic careers.

3.4.1 The Labour Market Conditions for New Academics

A labour market approach to individual choices regarding the capacity of a sector to
attract new candidates is largely focused on the potential rewards associated with
that occupational choice vis-a-vis the costs incurred. Contemporary economic
views regarding advanced training and occupational careers have been significantly
influenced by the development of human capital theory (Becker 1993). Accordingly,
individual decisions are largely determined by an analysis of expected costs and
benefits, most of which will occur over several years. Thus, individuals have rather
imperfect information about several of those elements and their calculus is per-
formed under conditions of significant uncertainty which can affect it (Ehrenberg
1992), either by underestimating or overestimating several of those expected costs
and benefits. Among the major costs are not only the direct costs borne by prospec-
tive doctorates, but also the opportunity costs of pursuing an advanced degree
instead of entering the labour market.

These choices have become even more complex in recent years due to the devel-
opment of cost-sharing in higher education and the development of loan mecha-
nisms in many higher education systems (Teixeira et al. 2006). This means that
many bachelor and master graduates will conclude their education with significant
levels of debt that need to be repaid. This may become an important deterrent for
potential candidates to a doctoral degree, especially since we are dealing with
degrees that are often viewed as being an uncertain investment due to high drop-out
rates and long average times to completion. The continuation of training at an
advanced level will also be affected by mechanisms of financial support available
for doctoral students. For instance, evidence for the US has pointed out that students
who receive financial assistance (fellowships, research assistanceships) have higher
completion rates and take, on average, less time to complete their doctoral degrees
(Ehrenberg and Mavros 1995).3

3The discussion on financial support to doctoral students in the framework of the EHEA raises
additional issues such as the issue of portability of financial assistance within the area. Currently,
most European countries seem to take a rather cautious approach, namely regarding direct mecha-
nisms of support (Vossensteyn 2004). With the expected increasing integration of higher education
systems and greater inter- and intra-degree mobility of doctoral students, it will be interesting to
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Despite the interest of cost-benefit analysis, most of the studies have been
focused on undergraduate higher education. Not many studies cover the rates of
return to doctoral education, and the few that do exist have mostly been applied to
non-European labour markets and often do not refer to recent data. Moreover, most
of the studies do not provide detailed information on the differences per field and on
the impact of institutional and individual characteristics (Ehrenberg 1991, 1992).
Despite those limitations, the results of the available studies converge in obtaining
a positive rate of return, though lower than that found for undergraduate education.
The existing studies tend to focus on science and engineering, where the public and
private demand for doctoral graduates is likely to be more significant. It would be
important to analyse data for doctorates in social sciences and humanities, where in
several cases it is admissibly possible that very low or even negative rates of return
may exist for graduate education.

The attractiveness of academic careers should not be assessed on the grounds of
pecuniary returns. If, on the one hand, financial incentives do not seem to be par-
ticularly strong, the results obtained by rate of return studies indicate that the eco-
nomic analysis implicit in the decision-making process of future PhDs is not
restricted to pecuniary issues. In fact, it has for a long time been assumed in eco-
nomic and social analyses of the economic profession that non-pecuniary issues
may be particularly relevant as determinants of decisions to enrol in a doctoral
degree and in pursuing a research career (Williams et al. 1974). Hence, any reflec-
tion upon the attraction of new academics needs to pay attention to the evolution of
issues such as workload, flexibility, and degree of autonomy, especially when com-
pared with other highly qualified professions.

Moreover, the expansion of doctoral training across many higher education sec-
tors in Europe (and elsewhere) suggests the existence of no lack of potential candi-
dates for doctoral training and, at least in part, for an academic career. In fact, from
a labour market point of view, this steady expansion of new doctors has the poten-
tial to reduce their market value when considering an academic career, unless there
is a significant expansion in the number of positions available. Although some
countries expect a certain degree of renewal in their academic structures due to the
fact that the early generations of academics from the massification phase are
approaching retirement, the current restrictions existing in the recruitment of new
workers in the public sector (which dominates the provision of higher education in
many countries) make that less likely to happen. This could be compensated by an
expansion of new non-public higher education institutions, though these are not
expected to compensate for the decline in the public sector due to the fact that the
former does not have either the size or the disciplinary breadth of the public sector
(Teixeira 2009).

see if governments will take a more flexible stance and prioritise the funding of the students regard-
less of the nationality of institutions in which they enrol, or rather if the financial restrictions will
prevail on a more reductionist approach. On the other hand, and as regards the attractiveness of
academic careers beyond Europe, there is the additional issue of under what conditions are non-
European candidates eligible for financial support provided by national and European agencies.
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Fig. 3.1 Scenarios regarding the evolution of the Labour Market conditions for new academics
under market flexibility

Figure 3.1 presents a simplified graphical analysis of several potential scenarios
facing new entrants to the academic profession. The basic conditions are that the
higher the average salary being offered, the larger the number of new potential can-
didates to a new position (though, as we have already mentioned, other factors will
also motivate those candidates, especially when considering other employment
alternatives). In contrast, the lower the salary, the larger the number of new posi-
tions that higher education institutions are willing to offer. The equilibrium situation
would be the one presented by EQ. An expansion in the number of individuals finish-
ing doctoral training means, all other things remaining equal, that we have an
increase in the number of available candidates for each position. If institutions have
the possibility to adjust their offers, this means that they will be able to fill their
positions by offering lower financial conditions, due to the tighter competition on
the supply side (E1). This negative trend could only be compensated by an increase
in the number of positions available and an expansion in the size of faculty (E2). By
contrast, a decline in the number of new positions will deteriorate even further the
conditions available to new candidates (E3). In many European countries, scenario
1 or even 3 are clearly the most likely, suggesting that the entrance conditions for
academic careers are expected to deteriorate significantly in the short term.

Surely, one could argue that this downward adjustment is significantly limited
by the fact that academic careers are highly regulated and that many universities
are unable to adjust the starting salaries for the academics they are recruiting.
Thus, in Fig. 3.2 we present the possible adjustments for a situation in which institu-
tions cannot offer a lower salary in order to profit from a greater number of appli-
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Fig. 3.2 Scenarios regarding the evolution of the Labour Market conditions for new academics
under significant rigidity

cants. In this case the academic labour market would be moving from EO to E2, in
which the number of applicants for that wage level clearly exceeds the number of
positions institutions are willing to hire, creating an excess of candidates that will
not be able to enter into the academic profession. That situation is nowadays highly
likely in many areas that have been producing a significant number of doctors but
that have not been expanding (for instance due to demographic or scientific retrench-
ment in those fields).

However, the argument about adjustment through quantity rather than through
adjustments in wages carries less weight than it may seem. On the one hand, the
strengthening of market regulation and of institutional autonomy has meant that
institutions may experience growing autonomy in this respect, therefore being capa-
ble of greater autonomy in managing their human resources policies (and their
recruitment procedures and conditions). On the other hand, we also know that insti-
tutions may have more subtle ways of making this adjustment even in more regu-
lated labour markets. For instance, the adjustment may be performed by hiring new
academics through less traditional routes that are less regulated and/or less well paid
than traditional ones (such as non-permanent posts or teaching positions) (see for
instance, Altbach 2003). In any case, the market trends paint an unfavourable pic-
ture regarding entry conditions into the academic labour market, especially if
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marketization trends are reinforced and/or if retrenchment continues to prevail in
many higher education sectors.*

3.4.2 Working Conditions in Academic Careers

The less attractive scenario that has been drawn regarding new entrants into the
academic profession has some implications for the academic profession as a whole,
though most of its current members are somehow protected from this situation in
what labour economists would call the covered or protected sector of the academic
labour market. Thus, an expansion in the number of newly trained academics has a
limited impact on the salary and working conditions of existing academics.
Nonetheless, the marketization trends may help disseminate some of those effects
even among the established members of the academic profession, notably through
public sector reforms and the associated overhaul of the existing labour agreements
and regulations that has been taking place in many areas of the public sector.

Much of the economic literature on academic labour markets assumes that fac-
ulty needs to be incentivised to perform research and that the reward structure needs
to steer them towards greater productivity (especially in research dimensions).
Moreover, the increasing influence of economic rationality and managerial prac-
tices in higher education institutions has given increasing visibility to the idea that
productivity needs not only to be stimulated and rewarded, but also monitored. This
contrasts with those holding the view that there is an intrinsic motivation among
academics that leads them to commit to research, based on values associated with
personal fulfilment (Reskin 1977) derived from knowledge discovery and solving
problems, and that this motivation may be more relevant than financial and other
extrinsic rewards. This is one of the main reasons that have historically justified a
great degree of autonomy in the development of research work.?

“The analysis would have to be further complicated by the fact that the academic labour market is
to a large extent a series of non-competing groups, since the qualifications and the stock of human
capital accumulated by a candidate in a certain field hinders their capacity to compete with other
potential candidates. Thus, we may have very different situations across disciplines, with insuffi-
cient supply in some fields and excess of new candidates in other fields, with the academic labour
market largely unable to internally reallocate those candidates from a field in which there is an
excess to another where there is scarcity. This information may be relevant for subsequent cohorts,
but it will also take time to adjust since a lengthy period is necessary to train (or retrain) highly
specialised human capital.

SThere is limited quantitative empirical work in this regard. One of the aspects that has been
explored is the extent to which the pattern of research productivity is affected by the approach of
points in the academic career where faculty is assessed, for instance the assessment point for tenure
or promotion. If research output increases significantly before those moments and declines visibly
afterwards, then the idea that external incentives are more important than intrinsic values and
motivations will gain additional strength. Some work has been carried out on this front, though the
evidence seems to be inconclusive regarding the relative importance of either (Tien and Blackburn
1996). However, this may indicate that incentives play a necessary role in promoting higher
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One of the critical issues regarding the attractiveness of academic and scientific
careers refers therefore to the financial rewards, both in absolute and in relative
terms. On the one hand, universities and research organizations aim to attract highly
qualified and competent individuals. On the other hand, they are likely to be increas-
ingly competing with other public and private organizations that may offer them
attractive financial packages. This may be particularly felt in certain disciplines.
Thus, we need to find evidence of the evolution of academic and scientific salaries
and their relative positions in the labour market, though unfortunately we know
relatively little about the latter.® Over the last two decades we have seen a signifi-
cant increase in the wage premium for more educated workers in most western
labour markets (Levy and Murnane 2004). Although academic salaries may have
benefited at least in part from this trend (Archibald and Feldman 2010), there are
signs of deterioration of the academic financial position in relative terms (Huisman
et al. 2002).

The evidence available for some countries suggests that faculty salaries do not
seem to follow the increases in other highly qualified professions (Martinello 2006)
and that the increase was more concentrated in certain groups of academics. In a
recent study for the UK, Walker et al. (2010) compared academic salaries for a
range of occupational groupings considered as similar, in terms of unobserved char-
acteristics, to academics. These authors concluded that higher education teaching
professionals had lower earnings than most public sector graduates and that the
former did particularly poorly compared to most other comparable professionals,
though they did better than some groups of public sector workers. Although their
results cannot be easily generalised to the rest of Europe, it should be noted that the
study refers to that system in the European higher education system that has argu-
ably faced the longest and deepest marketization trends over recent decades and
therefore may be signalling forthcoming trends in other systems.

Monitoring the evolution of academic and research salaries becomes even more
important in view of the current economic crisis and the impact that current and
future restrictions in public expenditure may have for them. The evidence from
some countries suggests that faculty salaries tend to be positively correlated with
government expenditure in higher education. This is hardly surprising. Since in
most countries the majorities of academics are hired by public institutions and that
personnel expenditures represent a large chunk of universities’ costs, the expansion
of public funding for higher education is likely to allow more generous financial
conditions for academics. In contrast, academic salaries seem to be negatively cor-
related with the expansion of other sources of funding, since institutions do tend to
feel a stronger pressure to diversify their funding base in times of financial retrench-
ment and stronger restrictions to public expenditures (Johnstone 2006). Thus, the

research productivity, though they are not a sufficient explanation for it and do not capture the
complex array of motivations that explain differences in productivity in research careers.

°For a recent international comparison of academic salaries see Rumbley et al. (2008), though
unfortunately they provide very little data about the relative positioning of those salaries within
each national context, especially as regards to other qualified occupations.
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current trends towards diversification of funding may represent a context of increas-
ing financial rigour and cost containment that could reflect negatively on academic
salaries.

Another critical issue when discussing the financial rewards of academic careers
refers to potential differences across disciplines. For some time differences in the
reward structures of disciplines have been documented in several instances, namely
in the US (Tuckman et al. 1977). These differences seem to be particularly relevant
regarding women, whose less favourable position is the result of several significant
trends (Bellas 1994).” There is limited information about the differences regarding
different disciplines, though this information is particularly relevant and may indi-
cate the existence of more acute problems in certain fields or in certain countries
where the competition from non-academic careers is felt more strongly (Huisman
et al. 2002). Analysing data for the US higher education sector, Ehrenberg et al.
(2006) observed that average faculty salaries differ widely across fields and that the
magnitudes of these differences in salaries have been growing over time.?

As mentioned above, the analysis of the benefits associated with academic and
research careers should not be restricted to pecuniary issues, but also include the
evolution of non-pecuniary advantages associated with that type of occupation. In
addition, the outlook is not very favourable on this front for the attractiveness of
academic careers. There are some indications that the workload is increasing
(Huisman et al. 2002) and that a part of that is related to increasing bureaucratiza-
tion and assessment of academic work. Furthermore, the degree of autonomy
enjoyed by academics seems to be declining, not only due to more explicit mecha-
nisms of assessment, but also to the influence from research priorities and strategies
of economic motivations and funding concerns.’ The decline in academics’ auton-
omy seems to mirror wider trends in the labour market to which several labour
economists have been paying increasing attention. In a recent study, Green (2005)
found that in several Western countries the decline in workers’ autonomy was indi-
cated by respondents as by far the largest source of dissatisfaction among them.
This clearly superseded concerns with employment stability or even financial
rewards.

"First, disciplines where more women are present tend to be associated with salaries below the
average for academic work. Second, women are concentrated in disciplines with worse labour
market conditions. Finally, women have lower human capital in characteristics that are valued in
the labour relationship such as education, experience and publication output. However, these fac-
tors do not explain all the wage differences, thus suggesting that, like in the labour market as a
whole, there is persistent discrimination in the academic labour market.

81In their study they have also found that differences in the quality of faculty present in different
fields at a university, measured by differences in national ratings of graduate programs, were
important predictors of the field differences in average faculty salaries that exist at the full profes-
sor level.

°For an illustration of those trends, even in a context of dominant public provision of higher educa-

tion and highly regulated academic labour markets, see the analysis of Teichler (2007) and Vabo
(2007) covering the German and Norwegian experiences respectively.
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The apparent negative evolution as regards non-pecuniary dimensions of the
labour relationship in academia is even more striking bearing in mind the consider-
ations made above regarding their role in explaining the attractiveness of these
occupations. If the cost-benefit studies that point out that a large part of the attrac-
tiveness of academic positions are to be taken seriously, then a decline in the non-
financial rewards such as autonomy, flexibility, or prestige, is even more relevant in
the context of academia then in other occupations. The significance attached to
those by academics means that deterioration in those aspects will be felt more
strongly in academia and may be a major force in explaining signs of dissatisfaction
among academics.

3.4.3 A More Unequal Academic Labour Market? — Trends
and Challenges

Several of these trends signal an increasing differentiation of academic positions,
especially in those contexts where the degree of marketization has been stronger
and been developing over a longer period.! There are reports that Europe has
reflected the trend observed for some time in North-America, with growth in tem-
porary and non-tenured positions (Ehrenberg 2002). However, whereas in the US
these positions tend to be mostly used for teaching purposes, it seems that in Europe
they are being extensively used for research work (Huisman et al. 2002). Moreover,
these positions are becoming a common entry point for many young academics and
researchers (Robin and Cahuzac 2003). However, there are indications that some
can stay in that kind of situation for long periods, suggesting the existence of signifi-
cant barriers in moving to more stable employment relationships in academic and
research work (Musselin 2005). These trends indicate the possibility of increasing
segmentation of academic and research labour markets, following the work of some
labour economists for the labour market at large (Cain 1976). Thus, we need to
obtain much more information not only about the relative magnitude of this type of
more precarious contract, but also on the professional paths of those that entered the
research labour market under such circumstances.

This trend towards increasing diversity of staff contracts is the result of some
already implicit tendencies resulting from the influence of economic and manage-
ment rationales in higher education institutions. The search for greater economic
and administrative flexibility is largely responsible for that, since it helps institu-
tions to adjust to changes in external demands (Bland et al. 2006). This differentia-
tion of employment arrangements within the institution also belies an attempt to
contain costs. Since the dominant portion of the costs supported by higher education
institutions are those related to personnel with academic staff representing a very
large portion of that group many institutions have been trying to make savings on

0For analysis of the UK experience in this respect, see Brennan et al. (2007).
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that front, especially when faced with the many signs indicating that emphasis on
research intensity does seem to contribute to rising costs (Geiger 2004; Clotfelter
1996). Faced with significant financial pressures, institutions are using their increas-
ing administrative flexibility and autonomy to differentiate employment and salary
arrangements.

This widening of salary conditions is also relevant to the upper end, since it high-
lights the competition of institutions for the best staff. This trend has been observed
in systems where the influence of marketization trends has been felt for longer
(Ehrenberg 2002) and is likely to become more visible in Europe as well, especially
with the emphasis on research productivity in institutional profiles and academic
careers. One of the possible explanations has to do with institutional concerns with
prestige and the contribution that each academic may give in that respect (Melguizo
and Strober 2007). In a context of increasing institutional competition, the fact that
institutions are willing to reward those faculty members that contribute more sig-
nificantly to the institution’s external reputation and research (yet again...) seems to
be highly significant in this respect. Moreover, it seems that this pattern, which
tends to be sustained by more research intensive institutions, tends to be emulated
by those parts of the system less focused on research, thus steering a large part of
the higher education sector in this direction.

The widening ranges of salaries at the upper level is also consistent with the
well-known reinforcement hypothesis developed by several sociologists of science,
suggesting that there is increasing inequality with age in the distribution of publica-
tions and citations (Allison and Long 1974; Reskin 1977).!! This cumulative advan-
tage of the best scientists in each field, also known as the Mathew effect (Merton
1973), is certainly favoured by particular departmental characteristics (Allison and
Long 1990), such as the facilities and resources available and the pecuniary and
non-pecuniary rewards of certain intellectual environments. This will tend to favour
disproportionately the best and wealthiest institutions which cannot merely attract
the best scientists and retain them through better salary and working conditions.
Hence, the strengthening of marketization will tend to promote increasing individ-
ual and institutional inequality among science rewards and outcomes.

This increasing diversity of labour relations within universities and research
organizations has some important consequences. One of the most important effects
of this use of different types of appointment relates to the degree of commitment
and the productivity of the staff hired through these less traditional routes. There is
evidence that tenure seems to have a very significant impact on the level of commit-
ment of faculty to an institution (Bland et al. 2006) and this will have spillover
effects onto long-term research performance. The comparison of non-tenured fac-
ulty with full-time faculty with tenure or on tenure track show significant differ-
ences regarding levels of productivity, not only in research but also in teaching. The

Tt should be noted that although citations are often regarded as a kind of non-pecuniary reward,
providing prestige and reputational rewards, it is also seen as a proxy for output (Diamond 1986).
Hence, it is often taken into account by institutions both for attracting scientists and academics and
also for promotion and for salaries.
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latter group is not only more productive, but also more committed to the institution
and works longer hours.!? Thus, it may be that institutions will in the long term pay
dearly for some of the savings they are making in the short term.

If many would doubt that current practices regarding incentives would have a
major positive effect on faculty’s productivity, especially regarding research activity
and publications, this increasing correlation between academic performance and
payment raises other types of concerns.'® The increasing willingness of academic
institutions to adjust financial rewards to productivity, especially research institu-
tions, leads to growing wage inequality among faculty. The possibility to do this is
still very diverse across Europe, though the trend towards greater privatization and
administrative institutional autonomy will create more opportunities to differentiate
academic salaries. This will certainly create tensions among academics, depending
on the perceptions of fairness and how these new reward systems will be consensu-
alized within the institution.

Higher education institutions should also devote more attention to this widening
of salaries and employment because of its potential impact on individual and insti-
tutional behaviour and the ways it may affect the organizational and social capital
of their institutions. For instance, some research has indicated that an environment
of greater pay inequality will lead to a reduction in faculty’s degree of satisfaction
and collaboration (Pfeffer and Langton 1993). This will tend to affect more those
employees without tenure, those that earn less and those that work in more recent
fields where issues of prestige and reputational rewards are less consolidated. Public
universities tend to be more affected by these negative effects since they run against
deeply entrenched organizational values and practices of homogenous pay scales.
Large universities also tend to be more affected by these effects, since knowledge
about pay scales is more transparent and more widespread.

Moreover, the concern with linking performance and rewards may create signifi-
cant institutional challenges. There is some evidence questioning the ability of aca-
demics to excel in both research and teaching and the detrimental effect to individual
and institutional performance of institutional or national policies that incentivise
both teaching and research and/or that promote the same profile across faculty
members. As Fairweather notes, “policies meant to encourage teaching productivity
and effectiveness might adversely affect individual research productivity, and vice
versa. More complex and potentially successful policies might reward teaching and
research productivity differently at distinct points in the faculty career. Alternatively,
rather than having a single broad institutional expectation for faculty work, aca-
demic policies might differentiate individual faculty responsibilities and allocate
rewards accordingly. In its most radical form, this alternative might lead to the
‘unbundling’ of faculty work responsibilities with differential work assignments,
expectations, and rewards. For most academic departments, the key to increasing
teaching and research productivity may lie in looking for group solutions rather than

2However, more studies need to be developed to assess if these groups are comparable or not, or
if institutions are sorting according to research potential.

3For a critical review of productivity rewards see Rhoades (2001).
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on relying on each faculty member to increase productivity levels in teaching and
research. Viewing faculty productivity as an aggregate across faculty members per-
mits department chairs and departmental committees to combine the efforts of their
individual members to achieve acceptable levels of productivity.” (2002, p. 44).
Thus, higher education institutions need to develop more policies that may support
both individual and institutional performance in a sustainable and effective way if
they want to thrive in an increasingly market-oriented higher education sector.

3.5 Concluding Remarks

The increasing influence of marketization has been pervading our views about
higher education and has had a growing influence on the labour arrangements that
European higher education institutions establish with academics and researchers.
Three major effects may be highlighted. First, and under the pressure of managerial
and financial concerns, higher education institutions have been increasingly differ-
entiating the types of contracts offered to academics, especially new ones, which
tend to be characterised by a much weaker institutional commitment. This trend
tends to be enhanced by the combination of a growth in the number of candidates
and an attempt to circumvent existing regulations. Second, institutions are more
attentive to patterns of productivity and tend to integrate this in their management
of academic resources. Third, institutions, (especially research institutions) have
been focusing on the financial rewards provided to academics and the way this may
reflect different patterns of output.

The influence of these trends seems to be contributing to the emergence of a very
different labour market for academics. On the one hand, there are signs of increas-
ing segmentation in the market, though we do not have strong evidence of how fluid
or how segmented mobility is between different employment situations and this
may vary across disciplines, types of institutions, and higher education systems. On
the other hand, Europe is likely to be replicating trends observed elsewhere with
increasing inequality among researchers — inequality not only with respect to stabil-
ity of employment, but also salaries and other non-pecuniary benefits. Although
European academic labour markets are still more regulated than those existing in
other regions of the world (see Altbach 2003), the trend towards greater institutional
autonomy and managerial flexibility will create more favourable conditions for the
emergent inequalities, entrenching their position. Hence, academic careers may be
evolving towards a situation where we will observe a growing coexistence of the
protected labour relations that characterise elite professions, with more precarious
and less favourable ones that one could ironically characterise the careers of what
could be termed a kind of intellectual proletarians.

Although the trends point to the strengthening of market forces and to the reduc-
tion in some government regulation, the overall picture may be more complex. Two
issues that deserve significant attention are, on the one hand, to what extent marketi-
zation trends in other aspects of higher education will reinforce each other and, on
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the other hand, how significant will national differences remain. The growing per-
vasiveness of marketization and privatization in aspects such as funding sources is
likely to have a major impact at the organizational level and in the management of
human resources, thus reinforcing those trends therein. Likewise, a more market-
oriented academic workforce is likely to enhance greater diversification of funding
streams.

The impact of these trends is likely to be shared to different degrees across the
EHEA. Moreover, the strong national identity of HE systems and the persistent
levels of government regulation should ensure that this would remain the case.
However, the growing integration within the EHEA will spur these trends across
national borders, especially for those institutions that have a higher degree of inter-
national integration (which are also often among the most prestigious in each coun-
try). Hence, despite national specificities, one may expect in the near future a
growing homogeneity in the degree of influence of marketization forces across the
EHEA. Overall, we hope that this text has helped draw more attention to the effect
that market forces are having in moulding the European academic labour markets.
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Chapter 4
Academic Strategy in the Emerging
University — A Transformational Perspective

Maria de Lourdes Machado-Taylor and Marvin Peterson

4.1 The Emergence of Transformational Change in Higher
Education Institutions

Emphasis is often placed on the environmental changes and the challenges that
HEIs are facing today (see Clark 1998; De Wit 2010; Dill 2003; Peterson et al.
1997; Simon and Pleschova 2012; Sporn 2001; Teichler 2006; Trowler 2002, among
others). The current changes and challenges are numerous and complex and include
changing demographics; reduced funding; internationalisation; the Bologna
Declaration; the European Higher Education area; a mixed profile in the student
population; the emergence of new post-secondary institutions; new competitors; the
invasion of market forces in higher education; the global knowledge economy; a
technology-driven society; increased scrutiny from the public, and increasing exter-
nal demands coupled with turbulent environments (see Altbach and Teichler 2001;
Clark 2005; De Wit 2010; Dill 2003; Johnstone 2004; Newman 2001 ; Peterson and
Dill 1997; Simon and Pleschova 2012; van der Wende 2001, 2003; Weber and
Duderstadt 2008). Other authors, such as Slaughter and Rhoades (2004), have
warned that higher education reflects a larger societal trend toward neoliberal phi-
losophies. Nevertheless, a highly competitive and ever increasing global
environment that is in a constant state of flux may impact the work of academics and
their careers as well. According to Altbach, Reisberg, and Rumbley (2009, p. xvii—
xviii) the trends for the period until 2030 are:
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* “the activities and roles of the academic profession will be more diversified and
specialized and subject to varied employment contracts;

e for many developing countries, the need for ever-expanding numbers of univer-
sity teachers will mean that overall qualifications, now rather low, may not
improve much, and current reliance on part-time staff in many countries may
continue; and

e [...] Cost-cutting practices at many universities will result in a deterioration of
quality. More part-time faculty are likely to be hired, class sizes increased, and
additional actions taken.”

Therefore, authors such as Coates & Goedegebuure (2010, p. 1) contend the
reconceptualization of the academic workforce and stated:

[...] partly because of the growing significance of academic work, and partly because of
diverse pressures facing universities and its professional workforce. The growing signifi-
cance of the academic profession is juxtaposed, almost in perfect counterpoint, by its
shrinking capacity.

Nevertheless, the authors stress:

Traditional approaches to academic work are being battered by new approaches to funding,
new epistemologies and ontologies, increasing competitiveness and internationalisation, poli-
cies seeking to measure research performance, institution-specific funding compacts, reshaped
tertiary architectures, stronger forms of quality control, and broader technological advances
and changes in the nature of professional work. Coates & Goedegebuure (2010, p. 6).

The findings from the Changing Academic Profession (CAP) study point out the
following issues surrounding the academic profession:

* a growing percentage of academic staff with higher degrees, especially
doctorates;

e an increased introduction of fixed-term appointments;

* high job satisfaction;

e increased cumbersome administrative processes and a top-down management
style;

* increased pressures on faculty, especially on young faculty in the research arena;
and

» feminisation, especially in countries such as the USA, the UK, Japan and Mexico
(Huang 2008; RIHE 2008).

Recent works on strategic planning and institutional strategy suggest an evolu-
tionary shift in how institutions are responding to their rapidly changing external
environments (Taylor et al. 2008). These changes, in turn, suggest that the academic
structure, work and academic careers are changing or may need to change in signifi-
cant ways. This chapter looks at those institutional changes, their implications for
the academic structure and for academic work and careers.
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The evolution of the literature on colleges and universities as organisations pro-
vides a context for this argument and reflects the changing nature of our institutions
in the relationship with their environment. Peterson (2007), in his analysis of the
evolutionary nature of our models of colleges and universities as organisations,
documents two important interrelated changes over the past half century. He argues
that the nature of our industry and our primary models of colleges and universities
as organisations have changed and that they are largely reflections of or are impacted
by the nature of our environment. During that period we have moved from our tra-
ditional view of a “higher education” industry in which colleges and universities
were essentially closed to environmental influences; to “mass higher education”,
where colleges and universities selectively responded to environmental pressures; to
“postsecondary education”, where institutions adopted an interactive or adaptive
response to the environment; and to what now is an emerging “postsecondary
knowledge industry”, in which institutions are interdependent with their environ-
ment and respond to it in more proactive or entrepreneurial ways.

This analysis compares our current “postsecondary knowledge environment” to
earlier eras and characterises it as one that is subject to more rapid change, turbu-
lence and unpredictable expectations (Taylor et al. 2008). Different authors have
identified numerous pressures in this environment, but they typically include ele-
ments such as: stress on student diversity, telematics (information and communica-
tion revolution), new non-traditional learning markets, external demand for quality,
contributions to economic productivity and globalisation, among others (see
Peterson 1999, 2007; Taylor et al. 2008).

During this transition, our views of the nature of our industry, our environment
and our models of institutions as organisations have not only shifted but so have our
views of planning — going from “planning” (creating plans of what we want to
become); to “long range planning”, where institutions plan for some predictable
future; to “strategic planning”, where institutions strategically interact with the
environment; and now to “contextual planning”, in which institutions partner with
segments of their environment or even try to exert external influence on it. According
to Peterson (1999), contextual planning incorporates strategic planning, but goes
further. The author defines contextual planning as

[...] anew strategy for or approach to planning that may be more appropriate for a turbulent
environment in which the character of the postsecondary system or industry is also in a state
of flux. Contextual planning deals with redesigning the context, both in the external envi-
ronment and within the organization (Peterson 1999, p. 60).

The research studies on “adaptive universities” by Barbara Sporn (1999a, b, c,
2001) and on “entrepreneurial universities” by Burton Clark (1998, 2005) charac-
terise the nature of new emerging models of universities that are highly responsive
to and interact proactively with their environment. In studying institutions that have
successfully adapted to the new postsecondary knowledge environment the authors
have identified some key organisational characteristics.
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Sporn (1999¢, 2001) argues that there is a link between the organisation and its
environment. In this relationship, colleges or universities are shaped and adapted.

One common response is to restructure, aiming at increased flexibility, efficiency and effec-
tiveness. This involves new procedures to manage the relationship with the environment
(e.g., fundraising, alumni relations, technology transfer), new authority structures within
universities, and new ways of resource allocation (Sporn 2001, p. 122).

Moreover, this author states

An adaptive university would consists of academic units like departments or institutes with
redefined and differentiated roles and responsibilities. Academic freedom would be used to
meet needs and expectations of external and internal constituencies, and serve the institu-
tion rather than the discipline. Through shared governance, professional management and
committed leadership, a ‘triangle of partnership’ could be formed between administration
and faculty. Administration increasingly uses management techniques to run the institution
and to support core academic activities. Through wide-ranging participation of all major
groups in a model of shared governance, important and critical decisions can be made and
implemented more easily. Committed leaders provide necessary financial and visionary
support for change and adaptation (Sporn 2001, p. 132).

In his renowned book, Creating Entrepreneurial Universities: Organizational
Pathways of Transformation, Burton C. Clark (1998) identified five elements neces-
sary for the transformation to an entrepreneurial and really innovative university.
These are: a strengthened steering core; an expanded developmental periphery; a
diversified funding base; a stimulated academic heartland; and an integrated entre-
preneurial culture.

Other authors, such as Slaughter and Leslie (1997), see universities functioning
increasingly as market organisations with the academics becoming entrepreneurs.
The authors argue that globalisation is destabilising patterns of university professo-
rial responsibilities and state that “academics, at least in publicly funded universi-
ties, are employed by the public sector but they are actually performing the role of
capitalists who strike for extra resources for their working institutions. In this sense,
therefore, academics are simultaneously state-subsidized entrepreneurs.” (Slaughter
and Leslie 1997, p. 8). The authors continue to state that the faculty see entrepre-
neurial work as an “[...] extension of the research in which they were traditionally
engaged or, in the case of intellectual property, as a justifiable extension of that
work.” (Slaughter and Leslie 1997, p. 20).

Interestingly, most of the above analysis and the research of Sporn and Clark
have only marginally touched on the implications for the academic structure, work
and careers. The change and the pressures that HEIs are facing today suggest the
need for some reflections on the analysis of academic careers. For instance,
Slaughter and Leslie (1997, p. 1) argue that “[...] higher education as an institution
and faculty as its labour force face change unprecedented in this century.” However,
it is possible to examine these changes and to infer some important changes in these
areas that are already emerging. The next two sections address these areas.
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4.2 Transforming the Academic Structure

Examining the nature of our new postsecondary knowledge environment and
changes already occurring in our institution allows us to identify several dimensions
of the academic structure that are changing or may be substantially different from
our traditional views of the academic structure. The following table identifies some
of these dimensions (Table 4.1).

4.2.1 Knowledge Structure

The global trends are forcing higher education at the national and institutional levels
to adapt and evolve in order to respond to pressures.

According to Arimoto (2008, p. 3), there is “a transition from knowledge-based
society 1 (KBS1), where university and society were clearly separated from each
other, to kbs2, where university and society have become borderless on the basis of
a shift from mode 1 to mode 2”. The transition implies a ‘strategic reconstruction’
(see Fig. 4.1).

There are new providers of higher education; the new ways to deliver higher
education and new interconnections and networks between divergent institutions
are leading to the transformation of HEIs and, consequently, their faculty roles
(Peterson 1999; Peterson and Dill 1997).

An increasing mobility of scholars and students attempt for internationally rec-
ognised standards between the national higher education systems. At the same time,
one cannot ignore today the greater mobility of human resources and the natural
appetite that individuals have for knowledge, which translates into various types of
demands from young people (traditional students), and others such as adults, busi-
nesses seeking for permanent training of their staff members, governments looking

Table 4.1 New perspectives of academic structure

Academic area Traditional Adaptive/entrepreneurial
Knowledge Disciplines Interdisciplinary areas
Structure Professions Problems/challenges
Educational Teaching Learning outcomes
Process Content Mastery and Skills

Research Role

Disciplinary

Cross disciplinary emphasis

and Emphasis

Theory/Methods

and Integration

Educational Objective Student Learning improvement
Performance and Program Outcomes assessment
Measures
Faculty academic Individualised Team/Interdisciplinary
Performance Traditional Flexibility
Measures Initiative




54 M.d.L. Machado-Taylor and M. Peterson

| Modern HE system ||:>| 21st Century HE system

Nation state
Industrial society
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Fig. 4.1 Knowledge, society and university (Source: Arimoto, A. (2008). International
Implications of the Changing Academic Profession in Japan. In RIHE, The Changing Academic
Profession in International Comparative and Quantitative Perspectives. RIHE International
Seminar Reports, no. 12. Hiroshima University: Research Institute for Higher Education)

for new information and individuals who are going to other countries for specific

specialisations.
As stated by Winckler (2008, p. 73),

Universities are key players in Europe’s future and for the successful transition to a
knowledge-based economy and society. The knowledge-based economy will also dramati-
cally change the role and the manner of research and teaching: scientists will be able to
work worldwide, not necessarily located at a particular university and a large amount of
data and research tools will be freely available through the net (a good example for ongoing
developments are free economic and census data as well as free analysis programmes). In
the framework of these ongoing developments, the role and the definition of a scientist will
change. More people will be engaged in the “production of knowledge”. Universities are
well advised to take these developments into account.

According to Kezar and Maxey (2015), HEIs are under increasing public pres-
sure facing economic challenges and uncertain revenue. Nevertheless, the student
population is becoming more diverse. Therefore, academic leaders want greater
assurances that faculty members conduct academic work in ways that meet institu-
tional missions and goals. As a result, a tendency to search for human resources
with superior academic degrees and high qualifications is anticipated.



4 Academic Strategy in the Emerging University — A Transformational Perspective 55
4.2.2 Educational Process

The necessities of the employment market in modern times demand education pro-
grams, which are more directed toward a reality where information is increasingly
available, a reality of new structures of learning, new models of evaluation and
change in didactic methods (Simon and Pleschova 2012). Given the tendency
towards a more diversified student population in search of continuing education,
HEIs tend to refresh courses, improve and deepen distance learning methods. The
initial scientific, technical and cultural education needs to address the degree to
which the expectations of the students with diplomas were satisfied after their inte-
gration into the labour market. In the adaptive/entrepreneurial university, the opin-
ion of the employers should be taken into consideration with regard to curriculum
structures. Courses and learning services should be appropriately innovative,
reviewed, validated and developed to meet stakeholders’ requirements. As stressed
by Altbach, Reisberg and Rumbley (2009, p. xv),

It has been said that the traditional university will be rendered obsolete by information
technology, distance education, and other technology-induced innovation. The demise of
the traditional university will, in our view, not take place any time soon. In many developing
countries new technologies are often considered the key for increasing access to higher
education.

Another educational process is the distance education, which “[...] represents an
area of enormous potential for higher education systems around the world strug-
gling to meet the needs of growing and changing student populations” (Altbach
et al. 2009, p. xvi).

Today, quality issues are on the policy agenda in many national higher education
systems. Postsecondary education has to prepare graduates with new skills, a broad
knowledge base and a range of competencies to enter a more complex and interde-
pendent world. The globalisation drives more and more students to require from the
“post-secondary” education the compatibility of educational qualifications.

An increasingly diverse student body also creates pressure to put in place new
systems for academic support and innovative approaches. There is a progressive
seeking from the active population coming back to ‘college’. Moreover, one can
observe an increasing international mobility of international students (Altbach et al.
2009; Giiriiz 2008).

Furthermore, as stressed by Winckler (2008, p. 72),

The Bologna Process should also enhance the vertical mobility of graduates in the sense
that one earns a Bachelor’s degree in country A, a Master’s degree in country B and a Ph.D.
in country C. The cross-border employability of graduates has to follow the increased inter-
nationalization of economies in Europe which can be witnessed by increased foreign direct
investment and the high export and import ratios of GDP.
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4.2.3 Research Role and Emphasis

The expenditure in research in the European Union has increased over the last years.
However, according to Altbach et al. (2009, p. xiv),

The three missions of the modern university — teaching, research and public service — live

in constant tension with each other at different levels. Universities, to the extent that they

enjoy autonomy to develop their own plans and programs, must make hard choices in set-
ting priorities and allocating resources.

There is a shift from disciplinary based research to interdisciplinary examples —
either examples of how different interdisciplinary researches are or what different
types of units are emerging — e.g., studying climate change requires academics from
very different disciplines to work together — probably in research teams from differ-
ent departments or new interdisciplinary units dedicated to climate change research.

4.2.4 Educational Improvement Performance

In Macfarlane’s book (2012) Intellectual leadership in higher education: Renewing
the role of the university professor, the author observes that academic identity is
more aligned with subject discipline, rather than with institutional objectives.

While it is difficult to generalize globally, the mission of most institutions in most countries
today is to teach less of the basic disciplines and offer more in the way of professional
programs to a far wider range of students than in the past. Questions about curriculum and
higher education’s purpose are particularly salient in developing regions where emerging
economies require both specialists trained for science and technical professions as well as
strong leaders with generalist knowledge who are creative, adaptable, and able to give
broad ethical consideration to social advances (Altbach et al. 2009, p. viii).

The previous paragraph speaks of the shift from disciplines to applied or profes-
sional programs. However, is there a concern for focusing on what students learn
(outcomes) and on assessment of that learning, and not just on content or on what
they study?

A significant concern about the involvement of faculty-students and students’ has
increased (Pascarella and Terenzini 1995). To foster good student development fac-
ulty need to create conditions for an active learning and to become more involved
than ever (Colby et al. 2003; Sorcinelli et al. 2006).

4.2.5 Faculty Academic Performance

What is changing in what faculty does?
Faculty cannot operate just as individuals in much of their work, but rather as
parts of teams, i.e., they cannot be just experts in their own disciplines who primarily
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Fig. 4.2 Environmental change of the academic profession (Source: Arimoto, A. (2008).
International Implications of the Changing Academic Profession in Japan. In RIHE. The Changing
Academic Profession in International Comparative and Quantitative Perspectives. RIHE
International Seminar Reports, no. 12. Hiroshima University: Research Institute for Higher
Education) (Arrow a — to identify (the development of knowledge-based society orientation, glo-
balisation, and marketization in the international, national and regional societies); Arrow b — the
functions that the academic profession contributes to society; Arrow ¢ — to identify the effects that
national government (mainly through higher education policy and plans on budgets, academic
affairs, evaluation, etc. and on the governance of the university) impose on the academic profes-
sion; Arrow d — the functions that the academic profession contributes to the government. Arrow
e —to identify the effects that knowledge (differentiation and integration of knowledge, reconstruc-
tion of knowledge, the international scientific community and research network related to indi-
vidual discipline) provides for the academic profession; Arrow f — the contributions that the
academic profession makes to knowledge through academic work; Arrow g — to identify the effects
that university (system, sector, section, hierarchy) has on the academic profession; Arrow h — the
functions that the academic profession gives to the university)

interact with their own types, but need to have an openness to other ways of structur-
ing knowledge and of using different disciplines in an interdisciplinary manner to
address both teaching topics and research topics.

Several authors emphasise the effects of changes that are occurring and the need
for academics to reconstruct roles and functions (see Arimoto 2008, Fig. 4.2).

Moreover, as stressed by Altbach et al. (2009, xiii), “In terms of accountability
and assessment, the professoriate has lost much of its autonomy. The pendulum of
authority in higher education has swung from the academics to managers and
bureaucrats, with significant impact on the university”. Macfarlane (2012) sees the
pressure on academics to perform and be judged by a set of metrics that is leading
to the “commercialization and corporatization of academic labor.”

On the other hand, research on faculty job satisfaction, motivation and well-
being is perceived to play a major role in faculty productivity and commitment with
institutional objectives (Blackburn and Lawrence 1995; Machado-Taylor et al.
2013; Santiago et al. 2014).
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Fig. 4.3 Impact of faculty and institutional characteristics on the essential elements (Source:
Gappa, J. M. (2010). Rethinking Faculty Work and Workplaces. In Gordon, G. & Whitchurch, C.
(Eds.), Academic and Professional Identities in Higher Education: The Challenges of a Diversifying
Workforce, New York and London, Routledge)

According to Gappa (2010, p. 216), there are five essential elements of faculty
work:

e “Employment equity;

e Academic freedom and autonomy;
e Flexibility;

e Professional growth;

e Collegiality” (see Fig. 4.3).

Nevertheless, according to authors such as Dill and Helm (1999) faculty partici-
pation in strategic policy making is desirable and should be incremented. When all
the essential elements are incorporated, academics tend to have greater commit-
ment. On the other hand, institutions that incorporated the essential elements should
expect to attract and retain excellent and diverse academics. (see Gappa 2010).

Clearly the emerging adaptive and entrepreneurial forms of academic structure
suggest very different modes of organising and viewing the academic offerings of
an institution and suggest a different agenda for academic planning.

4.3 Some Implications for Academic Work and Careers
in the Transformed Institution

The emergence of a transformed structure in entrepreneurial and adaptive HEIs
clearly has important implications for academic work and careers of faculty. Several
are either explicit or implicit in the preceding discussion.
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4.3.1 While Disciplinary Departments are Likely to Continue,
Many Faculty are More Likely to Work in Academic
Structures, Centres or Programs that are Problem
Centred

The management of human resources constitutes one of the principal keys to the
performance of the HEI. Academic staff unequivocally forms the nerve centre of an
organisation. The functioning and results of an institution depend, in the final analy-
sis, on the manner in which academics respond to what is expected of them and their
contribution to the pursuit of determined goals. The primary task of all faculty
should be to satisfy the stakeholders by meeting their requirements and exceeding
their value expectations.

Gappa et al. (2007), in their book Rethinking Faculty Work: Higher Education’s
Strategic Imperative, emphasise that promoting recruitment and retaining talented
faculty members optimises the utilization of human and intellectual capital.
Moreover, the authors believe that improving faculty work conditions, such as
equity, academic freedom, ensuring flexibility, promoting collegiality and the pro-
fessionalism of faculty helps to promote institution’s goal attainment.

As stressed by Kezar and Maxey (2015, p. 8),

The erosion of a strong and well established academic profession, in the absence of new
visions to replace the status quo, has implications for a broader deterioration of the higher
education enterprise as a whole; how can our institutions continue to produce high-quality
research, learning outcomes, and leadership for society without maintaining and supporting
a robust academic profession?

4.3.2 The Focus on Learning, Rather than on Teaching, will
Alter the Nature of Academic Work

The focus on learning, rather than on teaching, will alter the nature of academic
work and requires more emphasis on how students learn and guide their learning,
rather than more common directive teaching methods.

Authors such as Trigwell and Prosser (1997, p. 250) stated that “teachers do not
experience the same world, and students do not experience the same world as that
which teachers have designed”. Other authors, such as Barnett (2000, p. 157),
stressed that we need to prepare our students for an “unstable” world, “where one’s
assumptions are challenged daily” and where “changing standards and the global-
ization of problems dislodge any felt security over one’s inner frameworks”.
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Fig. 4.4 Strategic construction of an academic career (Source: Strike, T. (2010). Evolving
Academic Career Pathways in England. In Gordon, G. & Whitchurch, C. (Eds.), Academic and
Professional Identities in Higher Education: The Challenges of a Diversifying Workforce,
New York and London, Routledge)
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Fig. 4.5 First emergent academic career model: Unitary, exclusive, linear traditional career model
(Source: Strike, T. (2010). Evolving Academic Career Pathways in England. In Gordon, G. &
Whitchurch, C. (Eds.), Academic and Professional Identities in Higher Education: The Challenges
of a Diversifying Workforce, New York and London, Routledge)

In turn, Newby (2008, pp. 57-58) reminds us that

Today’s universities are expected to engage in lifelong learning (not just “teaching”),
research, knowledge transfer, social inclusion (via widening participation or “access” for
non-traditional students), local and regional economic development, citizenship training
and much more inclusion (via widening participation or “access” for non-traditional stu-
dents), local and regional economic development, citizenship training and much more.

4.3.3 The Making of Formal Procedures to Hire Academics

In the strategic model the organisational strategy influences the human resources
strategy as developed by the human resources director. The new academic career
structure is, then, subject to consultation. Policymakers proceed with assistance
from the human resources department (see Fig. 4.4).

However, according to Strike (2010), there are emergent career models such as
the one pictured in Fig. 4.5.
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4.3.4 Faculty Educational Performance will More Likely
Be Judged Based on Assessment of Student Learning
and Improvement than Traditional Grading Practices

More and more the quality of a HEI is based on the quality of its products, rather
than on its reputation or its resources. The quality is closely connected to institu-
tional performance. The quality of the students and the quality of the institution are
crucial factors of the reputation of an institution.

Quality needs to be a systematic approach to the search for excellence; it should
aim for a continual increase of customer satisfaction, perhaps even exceeding their
expectations. Simon and Pleschova (2012) discuss how quality assurance practices
influence classroom teaching and tend to influence faculty behavior.

The search for efficiency in the use of resources, the examination of organisa-
tional effectiveness, the improvement of the internal functional conditions — all
these functions are linked, in some way, to the improvement of productivity, prod-
uct, processes, and quality of the management of the organisation. The development
of accurate measurement of productivity helps the organisation become distinctive
and competitive.

4.3.5 Similarly Faculty Selection

Similarly faculty selection (and therefore preparation) may emphasise interdisci-
plinary preparation and experience, capacity to work in teams, study of or knowl-
edge of student development, learning and assessment to a greater degree.

International mobility makes advisable a policy of continuing qualification of the
teaching staff. The qualification of the faculty must become a key strategy; for the
HEIs faced with the evolution of scientific and technological knowledge, the need
of training teachers is most urgent. Also research should be encouraged as a means
of generating new knowledge and of positioning the HEI as a permanent production
centre of innovation.

Moreover, authors such as Kezar and Maxey (2015, p. 33) contend that, in our
days, higher education leaders

[...] developing a plan for redesigning the faculty, involves a more complex process. It
entails that campus leaders identify the type of faculty that is needed to meet the outcomes
and goals generated through the examination of institutional and community priorities. We
believe that this redesign process requires reflecting upon and articulating four main
considerations:

Core elements for professionalism in all faculty roles;
Institutional needs and mission;

Stakeholder input and institutional accountability; and,
Consideration of the higher education landscape and context.

Rl S e
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4.3.6 Multiple Academic and Institutional Cultures

Clark (1983) refers to the multiple academic and institutional cultures found within
a HEIL Sporn (1996, p. 41) commented that “although most authors agree on the
influence of culture on academic institutions it is not clear how university culture
functions.” Furthermore, the author refers to cultural diversity as a challenge for
higher education institutional management. More recently, Salminen (2003) distin-
guished four categories of culture and values: academic, entrepreneurial, bureau-
cratic and managerial. The author states that

[...] the academic dimension consists of such things as freedom, criticism and substantive
rationality. The entrepreneurial culture values profit-making, fair play, and private and indi-
vidual initiative; the bureaucratic model likes values of legalism, neutrality and formal
rationality; and the managerial model embraces values of efficiency, results orientation and
goal rationality (Salminen 2003, p. 65).

One of the shifts commonly observed within the cultural and internal environ-
ment of HEISs is the tension between academic values and governmental and admin-
istration values (Gornitzka et al. 2003).

4.3.7 Globalised Academic Labour Market and Increasing
Influx of Academics is Noticed

A “brain drain” from many countries, including many professionals from Europe
who are seeking higher salaries in other higher education systems, is a challenge
(see Altbach et al. 2009). For instance, Winckler (2008) stressed that “An attractive
Higher Education and Research Area has to be created: attracting scientists and
students from over the world — avoiding brain drain.” Moreover,

The European education and research system should be diversified at all levels, as well as
on the grant system level. The diversification should not be ordered from above, but should
be the outcome of a bottom-up process, driven by appropriate incentive schemes (Winckler
2008, p. 73).

4.3.8 The Demographic Developments

HEIs and academic staff should be prepared for a different and diversified body of
students. We do have older (not necessarily “elderly”) students, more part time stu-
dents, more practically inclined students, more minority students — all these are
issues that faculty face today. The students are no longer the traditional 18-22 year
old, full time students. These have implications for what and how faculty teach.
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4.4 Conclusion

Higher Education, both on the national and institutional levels, is increasingly con-
fronted with the following dilemma: how to reconcile structures in change, scarce
resources and strategies that implement adequate policies in order to respond to
diverse demands put on it by individuals, by the economy and by a society with new
needs of an economic, political and social nature. Clearly the emergence of a post-
secondary knowledge industry and the new challenges and pressures that it brings
to HEIs has extensive implications for our institutions’ academic structure and for
the nature of faculty work and their careers.

Guiding these changes in the decade ahead will require that institutional leaders
and policy makers give more attention to faculty academic work and career patterns,
as well as to the institutional strategy, and to examine the nature of the academic
work force in HEIs institutions. They need to adapt to the new reality by re-
examining objectives, structures, functions and strategies related to academic work
and careers in order to make a better contribution to economic, social and political
development.

The emergence transformational change of HEIs clearly has important implica-
tions for academic work and careers of faculty. HEIs will need to respond to this
challenge by endeavoring for quality. Though, the importance of faculty role have
already been recognized. Faculty is a key resource in strategy delivery and support
for activities the HEIs wants to develop. Therefore, HEIs should develop policies to
foster faculty career development, which addresses the entrepreneurial agenda and
is tailor made for their own key goals.
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Chapter 5

Academic Job Satisfaction and Motivation:
Perspectives from a Nation-Wide Study

in Public Higher Education Institutions

in Portugal

Maria de Lourdes Machado-Taylor, Virgilio Meira Soares, Rui Brites,
J. Brites Ferreira, Minoo Farhangmehr, Odilia Gouveia,
and Marvin Peterson

5.1 Introduction

The work of academics is influenced by global trends such as accountability, mas-
sification, deteriorating financial support, scientific progress and managerial con-
trols (Altbach and Chait 2001; Galaz-Pontes et al. 2007; Henkel 2010). Authors
such as Kogan and Teichler (2007, p. 9) stressed “[...] the academic profession has
come under enormous pressure potentially endangering the survival of the core
identity of academics and universities... Increased expectations and work roles

from society and notably the perception of knowledge as the most vital resource of

contemporary societies have both expanded the role of the academy and challenged
the coherence and viability of the traditional academic role”. Changes in the
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academic career are emphasized by Henkel (2007, p. 201) “Most academics now
work in a multi-functional organizations, in which the definitions of work and
responsibilities have expanded and become more varied, for them and for others,
and organizational principles have been incorporated.” Also Gappa (2010, p. 209)
argues “The effects of changes in faculty work, appointments, and demographics in
their colleges and universities are being felt by faculty members, who are experienc-
ing declining autonomy in their work, escalating workloads, an increasingly diverse
student body, and, for some, a change in the nature of the academic community.”
Many authors will describe other trends including for instance

e “[...] as a threat to academic autonomy as one of the central tenets of university
life” (Brennan 2007, p. 20);

e “Traditions of academic freedom, professional autonomy, and allegiance to dis-
ciplinary fields continue to characterize what means to work in higher education.
An extensive literature points to the survival of these values as being critical to
the future of academic work™ (Gordon and Whitchurch 2010, p. XVII);

e “Academic faculty find themselves working with and to a broader range of stake-
holders and in more national and international sites than before [...]” (Marginson
2009, p. 105);

e “[...] on-going evolution of the academic profession: the transformation of aca-
demic activities” (Musselin 2007, p. 185);

e “[...] increasing influence of institutional leaders (be they ‘academic’ or not) in
decision-making processes that affect the individual careers of faculty members”
(Musselin 2010, p. 125);

e “democratization of knowledge in “knowledge societies”” (Henkel 2007, p. 191);

e “[...] the authority of academic knowledge is no longer taken for granted”
(Henkel 2010, p. 11);

* “From the standpoint of the Academic Estate, the significance of new specialized
and technical functions on the margins of academia is central. It engages the
crucial issue of how boundaries of Academia may be defined in the future.”
(Neave 2009, p. 12);

e “But the majority of academics believe that higher education these days is being
exposed to excessive instrumentalist pressures.” (Teichler 2009, p. 65).

Hence, we assisted to the rapid change of the academic workplace and the neces-
sity to manage the tensions within the academic profession. On this note, Altbach
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(2003) argued that with the era of mass higher education the conditions of academic
work have deteriorated everywhere. Moreover Kogan and Teichler (2007, p. 11)
argue “One view would see a victory of managerial values over professional ones
with academics losing control over both the overall goals of their work practices and
their technical tasks”.

Thus, HEIs have to manage their resources and human resources in particular in
order to be proactively positioned to seize opportunities and confront threats in an
increasingly competitive environment. Therefore more and more importance is
placed on the satisfaction of the constituent groups of HEIs, namely the academic
staff, among others (Machado et al. 2011).

The importance of work for us and for our satisfaction is evident. “Work plays a
prominent role in our lives. It occupies more time than any other single activity and
it provides the economic basis for our lifestyle. Therefore, job satisfaction is a key
research area for numerous specialists and is a heavily researched area in the recent
years” (Santhapparaj and Alam 2005, p. 72).

According to Silva (1998), being in the market today is being in a permanent
evaluation of competitive ability. It becomes clear in this context the importance of
the human factor and its “involvement” in the objectives of the organization.

The centrality of the faculty role makes it a primary sculptor of the institutional
culture. The performance of academic staff as teachers and researchers determines
much of the quality of the student satisfaction and its impact on student learning and
thus the contribution of the HEISs to society (Ambrose et al. 2005; Capelleras 2005;
Gappa et al. 2007; Hagedorn 2000; Hohle and Teichler 2011). Therefore the contri-
bution of academic staff within an HEI has implications for the quality of the insti-
tution (Altbach 2003; Enders 1999; Teichler 2009). However, HEIs are extremely
complex social organizations. One must examine a multitude of factors and their
numerous interactions even to approach an understanding of its functions. HEIs are
now in a time of globalization, traversed by profound contradictions, uncertainties
and doubts. Those concerns are due not only to a lack of resources or quality of
resources, but also are conceptual in nature and concern with the extension and
amendment of the HEI mission with reflections on the academia (Burbules and
Torres 2004; Morgado and Ferreira 2006), with consequences also for the job of
professors (Hargreaves 1998, 2003; Tardif and Lassardi 2008).

Serious research reveals that the concept of job satisfaction is a complex collec-
tion of variables that interact in a myriad of ways. Furthermore, the precise arrange-
ment of these factors differs across segments of the job market. There are intrinsic
variables related to personal growth and development, and extrinsic factors associ-
ated with security in the work environment. There are global trends that impact
professors and universities — notably accountability, massification, managerial con-
trols, and deteriorating financial support (Addio et al. 2007; Hagedorn 2000; Stevens
2005). There is also ample and somewhat obvious evidence that job satisfaction
relates to employee motivation. Job satisfaction is important in revitalizing staff
motivation and in keeping their enthusiasm alive. Well motivated academic staff
can, with appropriate support, build a national and international reputation for
themselves and the institution (Capelleras 2005) in the professional areas, in
research and in publishing. Such a profile may have an impact on the quality of
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HEI. In this context, institutions and their leaders who understand the intricate tap-
estry of organizational culture have an opportunity to tap the multiple resources at
their disposal and thus manage job satisfaction and employee motivation more
effectively (Machado et al. 2011).

Over the recent years, there have been many changes in Portuguese higher educa-
tion. These include, among others: the implementation of the Bologna Process, which
was given particular visibility; the approval of a new legal regime for the HEIs, which
paved the way for the existence of the foundational regime and the approval of new
statutes relating to the academic career in the public HEIs. Thus, the changes affect
and will continue to affect academic careers (Machado-Taylor et al. 2010).

One important point to note about previous studies of satisfaction is reported by
Changing Academic Profession (CAP) project. According to this study, Portugal is
among the countries with lower levels of overall satisfaction. For instance, only
South Africa showed a lower level of overall satisfaction among academics
(International Database of the CAP Project (Dias et al. 2013). Also, the EUROAC
survey reports that Portuguese junior academics are among the less satisfied (Hohle
and Teichler 2011).

This chapter will provide a diverse range of information on multiple dimensions of
the faculty job satisfaction in public Portuguese higher education institutions. The find-
ings of a nationwide study on satisfaction and motivation are extensively analyzed.

5.2 The Academic Career in Portugal: Issues and Challenges

In this section we present and analyse the structure of the academic career in Portugal.
We start by describing the evolution of the career since 1970, highlighting the changes
that took place with the stabilisation of the democratic life after the revolutionary period
and other changes that occurred as an adaptation to the recent evolution in European
Higher Education including the application of the Bologna Process in Portugal.

First we briefly describe the evolution of the organisation of the Portuguese
Higher Education (HE) system since 1970 until 2012. In particular we underline the
reforms experienced in 1973, the introduction of the Polytechnic subsystem in the
late 70s, the expansion of the HE system, including a brief analysis of the emer-
gence of the private sector.

In the second section the evolution of the academic career is presented and a
detailed description of the present legislation regulating is also included.

5.2.1 Evolution and Organization of the Portuguese Higher
Education

The higher education system in Portugal is a binary system, including universities
and polytechnics, initially planned in the early’1970s. It was mainly from the sec-
ond half of the 1970 that the growth and the dissemination of higher education
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started, after the democratic revolution in 1974. Until the early 1970s the Portuguese
HE system was an elite system, it was attended by a small number of members of
society, mostly from upper classes. There was a situation of great inequality based
on the socio-economic origin (Cabrito 2006). Thus, the HE system was not a demo-
cratic one and this fact was the consequence of the very political system itself. After
1974, as a consequence of the democratization of the country the social demand for
HE increased very much (Cabrito 2006).

Since then, many changes in higher education took place, namely: the implemen-
tation of the binary system; the distribution of higher education institutions (HEI)
across the country; the approval of the statutes of the university academic career, in
1979, and of polytechnic academic career, in 1981; the approval of the Education
System Act in 1986 (Law 46/86 of October 14); the approval of the laws of auton-
omy of the universities and polytechnics (Law n° 108/88 of September 24 and Law
n° 54/90 of September 35, respectively); the emergence of the private sector in the
80s; and the massification of higher education. More recently, in the last decade,
there were also other major changes in higher education. Among them it should be
noted the amendment of the Education System Act, by the Law n°® 49/2005, of
August 30, in order to implement the Bologna Process, which was also followed by
other important changes, including the approval of a new legal regime of the HEI
(Law n°® 62/2007 of September 10), the approval of the legal assessment of higher
education (Law 38/2007) and the approval of amendments to the statutes of the
academic careers in higher education in 2009 (Decree-Law n° 205/2009 and Decree-
Law n° 207/2009, amended, respectively, by the Law n° 8/2010 and Law n° 7/2010,
both of May 13).

Until the early’1970s, higher education was an elitist system, enrolling only a
small number of students. There were only four universities, one in Coimbra, and
one in Porto and two in Lisbon. In the early’1970s, there were important changes in
the educational system, particularly in higher education. In 1971 the Catholic
University was established. In 1973, a legal framework was approved (Law n° 5/73,
of July 25), defining the basis of the educational reform. According to this law,
higher education was provided by Universities, Polytechnics, Higher Normal
Schools and other similar establishments (Base XIII, n°. 3). In the same year, by the
Decree-Law n° 402/73 of August 11, the network of higher education was approved,
creating new Universities, Polytechnics and Higher Normal Schools.

The aim was to modernize, expand and diversify the higher education, “so as to
reach a rate of 9 % for the age group 18-24 years” (target set out in the preamble of
the Decree-Law n°® 402/73). As stated by Amaral et al. (2006, p. 41), the question
was the necessity of “bringing the country closer to European standards, coupled
with the influence of international organizations like the OECD, the World Bank
and International Monetary Fund, which led that the government policies reflect an
increasing number of ‘functionalization’ of education in general and in particular,
higher education in relation to aspects of the country economic development”. The
plan was ambitious, compared to what previously had been the policy of higher
education. The implementation of this plan was interrupted with the establishment
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of democracy in 1974 and the days of the revolution that followed, and that changed
the political agenda, including higher education (Magalhaes and Santiago 2012).

In the late’1970s, the agenda of higher education was the subject of particular
attention, in particular in what regards the diversification and the creation of poly-
technic institutions. In 1977 the “short-term higher education” was introduced
(Decree-Law n° 427-B/77), and was formally replaced by “polytechnic higher edu-
cation”, in 1979 (Decree-Law n° 513-T/79). The professional scope of polytechnic
education was emphasized against the “more conceptual and theoretical character-
istics” of university education. The Word Bank played an important role in the
development of polytechnic subsystem, being responsible for several projects car-
ried out until the integration in EU.

In the early’1980s, there were public higher education institutions in all districts.
At the end of the 1970s, the Law on Private and Cooperative Higher Education was
approved (Law 271/79), although its implementation has occurred, particularly in
the second half of the 1980s and 1990s (Teixeira 2012). In 1986, the year Portugal
joined the EEC, the Education Act (Law 46/86 of October 14) was approved, con-
solidating the binary system. According to this law, universities could confer all
degrees (“bacharel”, “licenciado”, mestre e “doutor”!), while polytechnics could
confer only a bachelor’s degree. This situation changed in 1997 (first amendment of
Education Act — Law n° 115/97, of September 19) and from this date, polytechnics
grant also the degree of “licenciado”. In 2005, the Education Act was amended in
order to implementing the Bologna Process (Law 49/2005, of August 30). The law
maintained the binary system. The number of higher education degrees was changed
from four (“bacharel”, “licenciado”, “mestre” e “doutor”) to three (“licenciado”,
“mestre” e “doutor”). Actually, universities grant all degrees while polytechnics
grant the degrees of bachelor and master. The amendment of 2005 was followed by
other changes, including the adoption of a new legal regime of the HEI (Law n°. No.
62/2007 of September 10) and the approval of legislation regulating accreditation
and evaluation of higher education institutions and study programmes (Law n°
38/2007 of August 16).

Only after democratization in 1974, a significant expansion of higher education was
initiated. In 1978 the total number of students enrolled in higher education was 81,582
(77,501 in the public sector and 4081 in the private sector). In the following years this
number has been increasing, reaching in 1990 the total number of 157,869 (119,733 in
the public sector and 38,136 in the private sector). At this time, higher education was
already present in many cities and counties, although some of HEI have small size. In
the following years, this number has continued to grow and in 2003 it reached 400,831.
However this growth was different by subsystem and type of education.

In the private sector, the number of students reached the highest number in 1997,
reaching 121,399 (96,163 in the universities and 25,236 in the polytechnics). Since
then it has been declining, reaching 78,699 in 2012 (55,147 in the universities and

'“Bacharel” was a degree achieved after 3 years at HEI before the changes introduced by the
Bologna process; “Licenciado” is the Portuguese term for Bachelor; “Mestre” is the Portuguese
term for Master; “Doutor” is the Portuguese term for PhD.
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23,552 in the polytechnics). Private universities reached the maximum number of
students in 1997. Since then it has been continuously decreasing. The private poly-
technic subsystem reached the highest number in 2003 and since then it has also
been decreasing.

In the public sector, the trend has been different. The number of students reached
the highest number in 2012, total of 311,574 (197,912 in the universities and
113,662 in the polytechnics). The public university subsector has always grown,
except for the period 2004 to 2009. The public polytechnic subsector reached the
highest number in 2011.

From 1997 to 2012 the private sector has lost 42,700 students, mostly in the uni-
versity subsector. In the same period, the public sector has grown 98,848 (50,563 in
universities and 48, 285 in the polytechnics) (Table 5.1).

The establishment of the binary system in the late 70s and its development in the
following decades, aimed at the existence of two sub-systems with different goals
and philosophies. The main idea was to expand higher education in the country and
regional development, locating the polytechnics and their schools especially in cit-
ies where there were no universities. Its education programmes would be of short

Table 5.1 Students enrolled in higher education: total and by sub-system and type of education

Public Private
Total Total University | Polytechnic | Total University | Polytechnic

1990 | 157,869 | 119,733 95,746 23,987 38,136 | 32,756 5380

1991 186,780 | 135,350 |103,999 31,351 51,430 42,239 9191

1992 218,317 | 149,667 | 112,592 37,075 68,650 | 55,067 13,583
1993 246,082 164,433 | 120,307 44,126 81,649 | 64,814 16,835
1994 269,982 176,202 | 126,996 49,206 93,780 | 75,701 18,079
1995 290,348 | 186,286 | 132,199 54,087 104,062 | 84,895 19,167
1996 | 313,415 198,774 | 139,101 59,673 114,641 |91,540 23,101
1997 334,125 212,726 | 147,349 65,377 121,399 | 96,163 25,236
1998 | 347,473 226,642 | 153,951 72,691 120,831 93,914 26,917
1999 356,790 | 238,857 | 158,850 80,007 117,933 89,361 28,572
2000 | 373,745 |255,008 | 164,722 90,286 118,737 | 88,190 30,547
2001 | 387,703 |273,530 | 171,735 101,795 114,173 | 82,979 31,194
2002 | 396,601 |284,789 | 176,303 108,486 111,812 | 79,908 31,904
2003 | 400,831 |290,532 | 178,000 112,532 110,299 | 77,109 33,190
2004 | 395,063 |288,309 | 176,827 111,482 106,754 | 73,708 33,046
2005 | 380,937 |282273 | 173,897 108,376 98,664 | 67,157 31,507
2006 |367,312 |275,521 | 171,575 103,946 91,791 |61,740 30,051
2007 | 366,729 |275,321 | 169,449 105,872 91,408 60,659 30,749
2008 | 376,917 |284,333 | 175,998 108,335 92,584 61,221 31,363
2009 | 373,002 |282,438 | 175,465 106,973 90,564 | 60,755 29,809
2010 | 383,627 |293,828 | 183,806 110,022 89,799 60,174 29,625
2011 396,268 |307,978 | 193,106 114,872 88,290 60,452 27,838
2012 390,268 |311,574 |197.912 113,662 78,699 | 55,147 23,552
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duration or up to 3 years of an applied nature and would be designed to meet the
needs of work in the regions where they were deployed. There had been planned
research activities for the polytechnic system. The research activities were taking
place in universities and it was also these institutions that formed the faculty of
polytechnics. In this sense, it can be said that the training of teachers of polytechnics
was dependent on the universities. This situation has been changing and went to a
growing rapprochement between the two subsystems, namely in terms of research.
In fact, there are today research units in polytechnics.

The current system of higher education includes: 14 public universities, the
Catholic University and a non-integrated public University Institute (institutions
awarding university degrees, but not having the necessary conditions to be universi-
ties), all represented in the Portuguese Rectors’ Conference (CRUP); 15 public
polytechnics, represented in the Council of Portuguese Polytechnics (CCISP), and
five schools not integrated in polytechnics (polytechnic institutions awarding
degrees, but not having the necessary conditions to be polytechnics); and six public
schools of higher education, depending on both the Ministry of Science and
Education and other Ministry (Military Schools and Police Academy). Higher edu-
cation includes also 99 private institutions, including 39 university institutions (uni-
versities and non-integrated institutes or schools) and 60 polytechnic institutions
(polytechnics institutes and non-integrated polytechnics schools) (http://www.dges.
mctes.pt/DGES/pt/Estudantes/Rede/Ensino+Superior/).

5.2.2 The Academic Career

The higher education system in Portugal, being a binary system, is characterised by
the existence of different academic careers. The legal framework of academic
careers is quite different in public and private institutions. The government defines
the size of the teaching staff and creates the rules for career advancement within
public institutions. The academics of public institutions are civil servants, as
opposed to those that work in private institutions (Meira Soares 2001, 2003; Meira
Soares and Trindade 2004).

The main regulatory frameworks of academic careers date back to 1970 (Decree-
Law n° 132/70, March 30), 1979/80 (Decree-Law n° 448/79, November 13, and
Law 19/80, July 16) and 1981 (Decree-Law n° 185/81, July 1). Recently, in 2009,
the statutes of academic careers were subject to changes, after they have been in
force for three decades. In the following pages, we cover the main changes in the
academic career from the’1970s to the present day.

5.2.2.1 Shaping the Academic Career in the Early 1970

Until 1970, matters relating to university academic career appeared associated or
integrated in the Statute of University Education. In 1970, the academic career was
treated in a specific regulation (Decree-Law 132/70, dated March 30). There was
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not binary system of higher education in Portugal. According to this normative the
academic career focused on two major areas, teaching and research, although they
also set out some administrative functions. In the introduction of this normative
some issues were reported regarding higher education, namely the difficulties of
recruiting qualified academics to cope with the increase of school population, salary
and career conditions offered. Furthermore, the need to create conditions for achiev-
ing the doctoral degree was also raised, because the system was facing a lack of
professors and unattractive conditions for the academic career.

The university career was divided into two phases: “the first one, especially
devoted to the preparation for teaching and learning methods of research and the
second one devoted to the full exercise and training of researchers.” The first phase
included the assistants and the second one the professors. Thus, the academic career
was structured into two main groups: professors (full professor, extraordinary pro-
fessor and auxiliary professor) and teaching assistants (readers, assistants, junior
assistants and monitors). It was the structure shaping the academic career over four
decades, until the changes introduced in 2009.

In the normative, more emphasis was given to teaching and research and after to
the administrative tasks. Referring to this period, Caraca et al. (1996) say that the
dominant model of the university up to 1970s gave priority to education and that
only in the 80’s emphasis to the research university was given, a trend reinforced in
the following decades with the development of postgraduate programmes and the
evolution of the university towards a greater openness to the outside society and the
productive system.

5.2.2.2 The Diversification of Academic Careers in Higher Education

The expansion and diversification of higher education was the subject of particular
attention from the late 70s and was followed by the approval of the university aca-
demic career legislation in 1979 (Decree-Law n° 448/79 and Law 19/80) and the
polytechnic academic career legislation in 1981 (Decree-Law n° 185/81). Analysing
this legislation we are faced with two different realities.

In the case of university, the structure of academic career designed in 1970 con-
tinued. The introductory of the new legislation was focused on a diverse set of
issues, namely: a lack of qualified academic staff, the need to “make the career more
attractive and dignified”’; the need to provide means for assistants to obtain the doc-
toral degree; improving the quality of universities for international competition; the
creation of conditions for graduates professionals to “neutralise or mitigate the
effects of centrifugal [...] requests from the private sector and even the public sec-
tor”; the idea that the university is not a “simple factory graduate” but “a
comprehensive institution, dedicated to undergraduate and graduate teaching, to
fundamental and applied research and to providing highly specialised services of
undeniable social interest’’; the full realization of the academics and of the universi-
ties, the creation of conditions to decrease bureaucracy and more autonomy; a more
professional career with more employment stability.
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In the case of polytechnic the main aim was to approve the creation of a new
career, for the recently created subsystem (Decree-Law no. 185/81). In that sense,
the creation of a new academic career was considered fundamental to the develop-
ment of polytechnic education. On the introductory part of the decree-law, it was
reported that this career was in line with “the teaching of higher level, targeted to the
technicality and specificity of the various professional activities, claimed by modern
societies”. It was the desired connection between polytechnics, professional activi-
ties and regional development, which was emphasised in legal texts regarding poly-
technics, namely the Decree-Law n°® 427-B/77, the Decree-Law n° 513-T and
Decree-Law n° 513-L1/79.

There were two different agendas for academic careers. In the case of the univer-
sity the academic career was faced with the need for universities to modernise and
respond to new demands and challenges, coming from both inside and outside the
country, including increasing massification, which would deeply influence the end
of the century and the beginning of the next. In the case of polytechnics, the purpose
was to diversify higher education, developing a different subsystem and disseminat-
ing it over the country and, at the same time, creating a different academic career.
This diversity of careers continued until the recent changes in 2009.

The university career (Decree-Law n° 448/79) had the following sequence:
Assistente Estagidrio (junior assistant), Assistente (assistant), Professor Auxiliar
(auxiliary professor), Professor Associado (associated professor) and Professor
Catedrdtico (full professor). Access to the lower rankinvolved the undergraduate
degree, starting in the position of Assistente Estagidrio, which remained for 2 years.
After this period, the person was promoted to Assistente, which involved the acqui-
sition of the master’s degree. His/her career continued as Assistente for 6 years,
during which he/she should acquire a doctoral degree to be promoted to the next
category: Professor Auxiliar. This new situation did not guarantee, by itself, a per-
manent academic career. Indeed, after 5 years of service in this category, an appli-
cant had to submit a very detailed “curriculum vitae” to the Scientific Council of the
Institution, which, upon evaluation of academic performance, decided in favour (or
not) of changing a temporary contract to final contract. Access to the next category,
Professor Associado, required submission to a public competition, and implied a
minimum period of service in the category of Professor Auxiliar, the condition for
permanent appointment in this category not being required. In practice, access to a
permanent appointment in the university academic career meant 13 years of service.
Access to the rank of Professor Catedrdtico, the highest cumulative depended on
three conditions: to be Professor Associado, the title of Agregado (may be com-
pared with German notion of Habilitation) and submit to a public competition.

A career in polytechnic (Decree-Law no. 185/81, 1 July) included fewer catego-
ries: — Assistente (1st and 2nd triennium), Professor Adjunto and Professor
Coordenador. Access to the rank of Assistente required a suitable higher education
qualification (bachelor’s or graduate). To progress to the next category, Professor
Adjunto, it was necessary to obtain the master degree and to be a candidate in a
public competition. Access to this category did not imply, by itself, a permanent
appointment. This occurred only after a period of provisional appointment of
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3 years, after which the candidate had to submit a detailed report to the Scientific
Council and only with the approval of this body the appointment became final.
Access to this category could also be done through public examination in the case
of candidates without a master’s degree. In practice, access to a permanent appoint-
ment in the polytechnic academic career meant 9 years of service. To access to the
next category, Professor Coordenador, the Professores Adjuntos should be candi-
dates in a public competition.

5.2.2.3 The Academic Career in the 2000s

The legislation concerning academic careers in public institutions of higher educa-
tion has remained unchanged, or nearly so, over the last three decade, despite repairs
and criticism over the years (Meira Soares and Trindade 2004). Changes arrived in
2009 by the approval of amendments to the statutes of academic careers in higher
education, both public universities and polytechnics (Decree-Law n° 205/2009, n°
206/2009 and n° 207/2009, amended by the Law n° 7/2010 and n°® 8/2010), after the
amendment of Education Act in 2005 (Law 49/2005), in order to implement the
Bologna Process. These changes in the statutes in 2009, occur in a national context
characterised by a binary system already implemented and disseminated throughout
the country and after other major changes for Portuguese higher education were
approved, including the adoption of the new legal regime of the HEI governing
regulations (Law 62/2007) and of the new HEI’s evaluation system (Law 38/2007).

In 2009, a new legal framework changed the academic careers regulations. Under
this new regulations, the academic careers in public HEI’s were changed, although
the main structures remain very similar. According to the new legal framework, aca-
demics of university and polytechnic public institutions continue to have different
careers. Nevertheless, with the recent changes, there has been an approximation
between the two sectors. Unlike what was published in 1979 and 1981, the preambles
of the statutes in 2009 are very similar, sharing largely the same text, a sign that the
issues of higher education are now largely common to both subsystems. The differ-
ence between them does not appear as 30 years before. Confining ourselves to the
question of academic careers, the preambles of the diplomas focus largely on a com-
mon agenda. They are focused on issues such as: the modernization and strengthen-
ing of the vital contribution of higher education for the development of the country;
the new challenges that higher education is called to respond to today; changes in the
legal framework of employment of academics; changes in the careers of both subsys-
tems, namely in the rules of the access to the academic career and of the public
competitions to fill vacant positions; autonomy of HEI to produce regulations regard-
ing the management, recruitment and assessment of performance of academic staff.
The jury judging the filling a post through a public competition (always international
for the filling of university positions) must have a composition with a majority of
external members. With these new legislations in-breeding becomes more difficult,
internationalisation is favoured and mobility is encouraged.
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Table 5.2 Basic categories Until august 31, 2009 ‘ After august 31, 2009

of academic staff in public Universiti

oo niversities

institutions — —
Professor Catedratico Professor Catedratico
Professor Associado Professor Associado
Professor Auxiliar Professor Auxiliar
Assistente

Assistente Estagidrio

Polytechnics

Professor Coordenador | Professor Coordenador Principal
Professor Adjunto Professor Coordenador
Assistente 2° triénio Professor Adjunto

Assistente 1.° triénio

Source: Decree-Law n° 448/79; Decree-Law n° 185/81;
Decree-Law n° 205/2009; Decree-Law 207/2009

As noted above, the academic careers remained unchanged over the past three
decades. Amendments in 2009 refer mainly to the career structure, the access and
mobility, the recruitment and the academic work. In The following table (Table 5.2)
shows the professional categories of both subsystems, before and after the amend-
ments made in 2009, with reference to legislation on the public sector.

In university career, a doctoral degree was required to access to the categories of
professor. In the case of polytechnic education, the degree required for access to the
categories of professor was a master’s degree, but you could access these categories,
without a master’s degree, through the provision of public exams. With the changes
of 2009, the degree required to access the categories of professors in both subsys-
tems, is the doctoral degree. However, in the case of polytechnic education the title
of specialist was also created, and can be obtained through public examination in
which it is necessary to prove “the quality and the particular importance of the pro-
fessional curriculum in a particular area for the performing functions of the poly-
technic teachers” (Decree-Law n° 206/2009). Moreover, these experts, provided
they meet certain requirements, may also apply to “professor coordenador”, but not
to the Professor Coordenador Principal. Access to this category, created in 2009,
implies that in addition to other conditions candidates must be holders of the
Agregado. The other categories provided for in previous legislation, no longer exist
or remain in a transitory existence, according to new legislation. In addition, there
remains the possibility of hiring teachers in HEISs situation of guests.

5.2.2.4 Academics’ Functions

The approval of the statutes of the academic careers of 2009 brought closer the two
careers also in respect to general functions of academics. One remaining difference
between the two careers is the weekly teaching load, which is higher in polytechnics
(9-12 h) than in universities (6-9 h). With regard to functions, in general, for
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Table 5.3 Academics’ functions

Functions of university academics (Article Functions of polytechnic institutes academics
4th) (Article 2nd)

(a) to conduct scientific research, cultural (a) to carry out the teaching duties assigned to
creation and technological development; them and to guide and supervise students;

(b) to carry out the teaching duties assigned (b) to conduct research, cultural creation and
to them and to guide and supervise students; | experimental development;

(c) to participate in activities related to the (c) to participate in extension tasks of
university, of scientific dissemination and disseminating science and technology and of
economic and social valuation for economic and social valuation for knowledge;
knowledge;

(d) to participate in the management of the (d) to participate in the management of the
university; polytechnic institute;

(e) to carry out other duties assigned by the (e) to carry out other duties assigned by the
competent bodies, falling under the activity competent bodies, falling under the activity of
of a faculty member. an academic in polytechnic higher education.

Source: Decree-Law n° 205/2009; Decree-Law 207/2009

academic staff in both subsystems in public higher education, they show small dif-
ferences (Table 5.3). The main differences appeared in the regulations adopted by
each HEI concerning the provision of teaching since this matter became the respon-
sibility of each HEL

The changes in 2009, increases the quantity and diversity of tasks required to
academics, and can be systematised into five groups of activities: (a) Research and
development (scientific research, cultural creation, technological and experimental
development); (b) Teaching (teaching service, monitoring and mentoring of stu-
dents); (c) Participation in activities related to the scientific and technological dis-
semination and economic and social value of knowledge; (d) Participation in the
management of institutions; (e) Participation in other duties assigned by the compe-
tent bodies, in the institution.

The first two groups are activities with a tradition in the academy. The following
two formulations did not appear so explicitly in the previous statutes. The final
group adds new responsibilities, whose definition is at the discretion of each
HEI. From the classic teaching and research, the function and tasks of academics
are moving to “other activities”, which also means some ambiguity. Only the regu-
lations of the HEI, in particular regarding with the provision service and perfor-
mance evaluation, are likely to clarify the meaning of “other activities”

5.2.3 Coping with the Changes

In a few decades, Portugal changed from a system of higher education of elites to a
system of mass higher education, showing signs of stabilization in the last decade.
With the expansion of higher education, there was also an increase in the number of
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Table 5.4 Teaching staff in higher education: total, by sub-system and by type of education

Sub-system and type of education
Public Private
Timeline | Total Total University | Polytechnic | Total University | Polytechnic
2001 35,740 24,296 | 14,455 9841 11,444 7518 3926
2002 36,191 |24,570 | 14,521 10,049 11,621 | 7464 4157
2003 36,402 24,794 | 14,590 10,204 11,608 | 7418 4190
2004 36,773 125,368 | 14,858 10,510 11,405 | 7244 4161
2005 37,434 26214 | 14,984 11,230 11,220 | 7084 4136
2006 36,069 25415 | 14,738 10,677 10,654 | 6660 3994
2007 35,178 24,831 | 14,566 10,265 10,347 | 6372 3975
2008 35,380 24,728 | 14,466 10,262 10,652 | 6519 4133
2009 36,215 25,092 | 14,803 10,289 11,123 | 6899 4224
2010 38,064 26,410 | 15,506 10,904 11,654 | 7195 4459

Data source: www.pordata.pt (accessed 30 May 2012)

academics, rising from 2726 in 1971 to 9097 in 1981, an increase that occurred
mainly in the public sector. In the following decades, from 1981 to 1991 and from
1991 to 2001, growth continued to be very high. Since 2001 we are seeing some
stabilization (Table 5.4).
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In the 2000s, there was an improvement in the academic qualifications. The num-
ber of PhDs increased from 9465 in 2001 to 16,771 in 2010 and the total number of
non-PhD decrease in the same period from 26,275 to 21,393 (GPEARI/MCTES).
Another fact to be noted is the increasing feminisation in higher education. In the
period from 2001 to 2010, the number of female teachers increased from 14,571 to
16,650. In the same period, there was a decline in male teachers, whose numbers
rose from 21,169 in 2001 to 20,459 in 2009. The percentage of female teachers is
higher in the polytechnic than in university education. In 2010, the percentage was
43.7 % in polytechnics and 40.2 % in universities. Throughout the first decade of
this century there was certain stability in the number of academics. But in terms of
age, there is some aging. Indeed, from 2001 to 2010, the number of teachers in the
age-groups <30 years and 30-39 years decreased and the number of teachers in all
other groups increased.

5.2.4 Challenges

There are various challenges academics and HEIs are currently facing, namely: the
evaluation and accreditation, the developments of the Bologna process and the
implementation of the European Area of Higher Education, the future development
and reorganization of higher education network and its relation with the decreasing
number of students and the economic anxieties.

Issues of evaluation and accreditation in higher education are some of the main
concerns of both politicians and academics. One of the recent changes was the
adoption of a new system of evaluation and accreditation of HEI (Law n°® 38/2007,
August 16), which led to the creation of A3ES.? The accreditation and evaluation of
programmes of study, now under A3ES, is taking its first steps. The creation of pro-
grammes is now dependent on prior accreditation by A3ES. In addition, programmes
are subject to periodic review, consisting of a set of guidelines that HEI's should
take into account when implementing their programmes and self-assessment
processes.

Study programmes are evaluated every 5 years and the process is based on a self-
assessment (where students’ opinions are included), followed by an external evalu-
ation carried out by academic peers (domestic, external and foreign experts). In the
previous evaluation system, there was not a link between direct and immediate
results of evaluations and recognition of study programmes or other any conse-
quences.® Actually, the process of accreditation has immediate consequences,
namely non-accreditation. The implementation of the process of evaluation and
accreditation is one of the main challenges that HEI and academics are faced with.
Not accredited study programmes no longer work, which has consequences for the
HEI. At the same time, this process also has an impact on academic work and may

2 Agéncia de Avaliacdo e Acredita¢do do Ensino Superior.
3They were predicted, but never applied.
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lead to termination of employment contracts of academics. These policies have
important effects on the working conditions of academic staff and are related with
quality assurance of HEL

Another important challenge for higher education institutions and academics is
the creation of the European Higher Education Area, created by the Bologna
Declaration. The amendment to the Education Act in 2005 (Act 45/2005), has pro-
vided the implementation of the Bologna Process in Portugal. However, it has been
a process that has not always received the consensus of the academic community.
Actually, the system of degrees and diplomas in HE is organised according to the
Bologna Process. However, in certain cases, the previous degree programmes have
been replaced by new ones, merging undergraduate and master’s degree (integrated
masters), as is the case in various engineering, pharmacy, medicine. Identical proce-
dures were not adopted in all areas of education and training. The introduction of
the ECTS credit system happened but it needs yet some developments, particularly
in terms of curriculum and teaching methods. On the other hand the concept of
learning outcomes is not yet well known by the academics. It is also not clear to
many students, academics and institutions that the acceptance of the principles of
Bologna force them to change their attitudes regarding teaching and learning. It is
difficult to predict the effect of these developments in the academic career. We
believe that these changes are being reflected in the academic work. However, it is
still early to say whether these effects are positive or negative for the academic
career. The decrease in the number of training hours also resulted in a decrease in
the number of teachers and in budget of HEIs.

As was already mentioned, in a few decades, Portugal passed from a higher edu-
cation system of elites to a system of mass higher education. In the last decade, it is
showing signs of stabilization and even some decrease in the number of students,
which has led to increased competition between HEISs in attracting students. In this
sense, the reorganization of the HE network is unavoidable. This reorganization
may be the result of different options, including administrative (governmental)
intervention, negotiation processes between institutions, market logics and so on.

HETI’s have been confronted with the decreasing number of students each year, a
decrease that is not evenly distributed among different scientific disciplines. As a
result, in some areas, there will be excess of teachers while in other areas, there may
be a need to increase their number, although not many. As mentioned above, the
number of teachers in the first decade of the 2000s showed signs of some stability.
Simultaneously, there has been an increase in the level of their qualifications, given
the high number who acquired a PhD degree. This is beneficial to the quality of
human resources and also has the effect of increasing competition among academ-
ics seeking a job or a position in an academic career. Moreover, as noted above,
during the first decade 2000s there has been some aging on the academic staff.
Furthermore, the laws of work and social security have also been altered, so that
reforms are of lower value and occur later than previously. This also makes it more
difficult the rejuvenation on the academic staff. Moreover, labour laws making
employments more precarious and dismissal easier.
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All these “ingredients” associated with budget constraints increase pressure on
public institutions. The autonomy of institutions is greatly reduced. It is still unclear
how they will deal with these situations and what will be the effect in academic
career. Some people argue, rightly, that there are study programmes in the country
offered by institutions geographically very close to each other, making cooperation
between them desirable in order to reduce costs. This argument is correct, and solu-
tions can be implemented in this direction. However, the implementation of those
solutions may be insufficient, given the fact that teachers are already in institutions
and the savings will not be felt in the short or medium term, except in what concerns
administrative costs. Moreover, HE is still distant from goals of 2020.

The problems of the private institutions are not minor. It is a fact that they
invested mainly in study programmes that are less expensive, such as law, manage-
ment, information technology, teacher training and alike. Some of these programmes
are still the most preferred by the candidates to HE. The demographic recession is,
however, bringing problems. Moreover, the taxes in private education are much
higher than those of public institutions. Therefore, it is expected that financial prob-
lems will profoundly affect these institutions. Probably the merging processes will
continue and some institutions will have to close, bringing additional problems to
the academic community of these institutions. As a result unemployment among
academics is indeed a threat the country faces, both at the university and at the poly-
technic subsystems.

These data, as well as those mentioned above, show that there are many factors
that influence the work of academics. Moreover, they also show that these factors are
not unrelated to the times of change, uncertainty and instability on academic work.

5.3 Models for Examination of Academic Job Satisfaction

5.3.1 Some Models of Faculty Satisfaction

The literature on job satisfaction of academics is limited. However, authors such as
Santhapparaj and Alam (2005, p. 72) stressed that “Work plays a prominent role in
our lives. It occupies more time than any other single activity and it provides the
economic basis for our lifestyle. Therefore, job satisfaction is a key research area for
numerous specialists and is a heavily researched area in the recent years”. In fact,
the “concept of job satisfaction is an important one for study because every indi-
vidual has a variety of needs and values and much of a person’s activity in a work-
place is directed towards the acquisition of means and ways to fulfil these needs and
values” (Egbule 2003, p. 158). In this context, Gappa et al. (2007, cited in Gappa
2010) argued that faculty members value equity, collegial relationships (with col-
leagues and administrators), security in employment, professional development,
autonomy, access to the resources they need to do good work, support from depart-
ment chairs and institutional administrators and recognition for their work. These
are factors that, according to these authors, lead to high levels of satisfaction.
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Job satisfaction is multi-dimensional, with both intrinsic and extrinsic qualities.
The former include ability, achievement, advancement, compensation, co-workers,
creativity, independence, moral values, social service, social status and working
conditions. The latter involves authority, policies and practices, recognition, respon-
sibility, security and variety (Weiss et al. 1967).

For instance, Herzberg et al. (1959) distinguish Motivators or Intrinsic Factors —
Achievement, Recognition, The work itself, Responsibility, Advancement, Growth;
and Hygiene Factors or Extrinsic Factors — Company Policy, Supervision,
Relationship with Boss, Work Conditions, Salary, Relationship with Peers.
According to Herzberg et al. (1959) intrinsic factors relate to job satisfaction when
present but not to dissatisfaction when absent. The extrinsic factors are associated
with job dissatisfaction when absent, but not with satisfaction when present.
Motivating job characteristics are associated with job satisfaction, intrinsic motiva-
tion and work effectiveness (Winter and Sarros 2002).

Nyquist et al. (2000), presenting their model for faculty job satisfaction, sug-
gested that organizational factors, job-related factors and personal factors affect
self-knowledge, social knowledge and satisfaction. Organizational factors are avail-
able resources, collegial relations among colleagues, perceived opportunity for pro-
motion and advancement, adequacy of mentoring, decision-making abilities and
commitment to the organization. Job-related factors integrate autonomy and aca-
demic freedom, clear and consistent job duties, job security, stimulation from work,
workload, income, resources available and work-related time pressures. Personal
factors include -perceptions of role conflict and interference of work responsibilities
with home. The model shows that institutional context and individual characteristics
influence faculty satisfaction (please see Fig. 5.1).

An adaptation of Hagedorn (2000) illustrates another model. L. Hagedorn (2000)
wrote about faculty job satisfaction using the “Conceptual Framework of Faculty
Job Satisfaction”, being her mission to sort and categorize the factors that contribute
to job satisfaction. This model hypothesizes two types of constructs that interact and
affect job satisfaction. These constructs are triggers and mediators. A trigger is a
significant life event that may be either related or unrelated to the job. A mediator is

Organizational

Factors

o Reled eItk od QOutcomes

ob-Relate elr-knowledge Productivit

Factors > Social Knowledge ¢ ’ Retention Y
Satisfaction Satisfaction

Personal /

Factors

Fig. 5.1 Conceptual model 1 of academic staff job satisfaction (Adapted from: Nyquist et al.
(2000)
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Table 5.5 Conceptual model 2 of academic staff job satisfaction

Mediators Triggers
Achievement Gender Collegial Relations Life Stage
Recognition Ethnicity Student Quality Personal/Family
Work itself Institutional Type Administration Rank/Tenure
Responsibility Acad. Discipline Climate/Culture New Institution
Advancement Perceived Justice
Salary Emotional State

Adapted from: Hagedorn (2000)

a variable or situation that influences or moderates the relationships between other
variables or situations producing an interaction effect. The mediators represent situ-
ations, developments and extenuating circumstances that provide the context in
which job satisfaction must be considered. The conceptual model presented by
L. Hagedorn (2000) is composed by six triggers and three types of mediators, form-
ing a framework in which faculty job satisfaction may be scrutinized (please see
Table 5.5).

To measure the job satisfaction of university teachers, Oshagbemi (1997) used a
questionnaire comprising eight basic job elements. The job elements were listed in
Fig. 5.2. Respondents were asked to indicate the level of satisfaction or dissatisfac-
tion with which they derived from each of the aspects considered.

Verhaegen (2005) analysed the recruitment and retention of academic talent, as
the most important factors for the success and competitiveness of a business school.
With respect to faculty, the most important factors from both recruitment and a
retention perspective were academic freedom, research time, geographic location of
the school and opportunities for professional development. The important factors
for faculty were institutional factors, specifically reputation of the school, innova-
tiveness and progressiveness of the school and international orientation. In the case
of deans, the most important factors for recruitment of faculty were reputation of the
school in the academic community, innovativeness and progressiveness of the
school, stimulating peer community and research time. For retention, the most
important factors were academic freedom, recognition of research achievements
and career opportunities (please see Table 5.6).

According to Verhaegen (2005, p. 815), the results of academic job satisfaction
“[...] could not only help the school in identifying its main bottlenecks in the
recruitment and retention of academic talent, but it can also help the school to assess
its competitive position and identify its unique selling points and help to design an
effective profiling strategy”.

Another conceptual model is that of Houston et al. (2006) (please see Fig. 5.3).
The figure shows a clear relationship between some dimensions of academic staff
job and their job satisfaction.
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Teaching

Research

Administration and management
Present pay

Promotions

Co-workers’ behaviour

Other aspects of job

Head of department’s supervision/behaviour

Physical conditions/working facilities

Academic Staff
Job Satisfaction

Fig. 5.2 Conceptual model 3 of academic staff job satisfaction (Adapted from: Oshagbemi (1997)

Table 5.6 Categories and factors used in the Verhaegen’s survey

Categories

Factors

The school’s culture and values

Academic freedom

Stimulating peer community

Participation in decision-making processes

Identification with school’s mission and strategy

Availability of resources for new initiatives

Innovativeness and progressiveness of the school

The school’s reputation and position

Reputation of the school in the academic community

Reputation of the school in the business community

Prestige/reputation of the department/discipline

Composition of the program portfolio

International orientation of the school

Partners in the school’s network

Conditions of employment

Remuneration

Career opportunities

Job security

Non-financial reward systems

Resources for professional activities

Opportunities for sideline activities or additional jobs

Personal and professional
development

Balance between work and life

Opportunities to work with people outside the school

Opportunities and facilities for family

Opportunities for personal growth and development

Opportunities for professional development

Opportunities to pursue cross-disciplinary scholarship

Teaching climate

Teaching time

Recognition of teaching achievements

Auvailability of teaching support

Availability of teaching facilities

Quality of students

Participation in executive education

(continued)
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Table 5.6 (continued)

Categories Factors

Research climate Research time

Recognition of research achievements
Financial resources for research

Availability of research support

Availability of research facilities

Research climate within the school

Work environment Geographic location of the school

Necessity to speak local language
Professional opportunities for partner

Campus quality

Office quality

Competency of administrative staff and support
services

Adapted from: Verhaegen (2005)

Dimensions
Freedom to choose your own method of working
The recognition you get for good work
The amount of responsibility you are given
Your salary or rate of pay
Your chance for advancement
The amount of variety in your job

Now taking everything into consideration, how do you feel about your job as a whole?

4 L

Academic Staff Job
Satisfaction

Fig. 5.3 Dimensions of satisfaction — Houston et al. (2006) (Adapted from: Houston et al. (2006)

5.3.2 Suggested Model for Faculty Satisfaction

In our study, the research team proposed a conceptual model derived from some of
the best known models in the literature, such as those described above. Figure 5.4
shows the model, in which it was hypothesized that some dimensions — teaching
climate, management, colleagues, non-academic staff, physical work environment,
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/ Teaching Climate \

Management

Colleagues
Non Academic Staff
Physical Work Environment
Conditions of Employment
Personal and Professional Development

Institutions’ Culture and Values

K Institutions’ Prestige /

Academic Staff Satisfaction

ags

Academic Staff Motivation

Fig. 5.4 Conceptual model of the study

conditions of employment, personal and professional development, institutions’
culture and values, institutions’ prestige and research climate — have an impact on
academic staff satisfaction. Moreover, the conceptual model shows the relationship
between satisfaction and motivation. This relationship was demonstrated by several
authors. The literature also shows that job satisfaction is closely connected to
employees’ motivation. Herzberg et al. (1959) have already stressed the need to
strengthen motivators in order to engender career satisfaction. In like manner,
Dinham and Scott (1998, p. 362-363) stated that “Satisfaction and motivation are
[...] inextricably linked through the influence each has on the other.” Higher levels
of motivation have been considered as a positive outcome of job satisfaction (Sledge
et al. 2008).

5.4 Methodological Approach

A nation-wide study emerges in the context of the Project PTDC/ESC/67784/2006 —
An Examination of Academic Job Satisfaction and Motivation in Portuguese Higher
Education, financed by the Foundation for Science and Technology.



5 Academic Job Satisfaction and Motivation: Perspectives from a Nation-Wide Study... 91

In this chapter, we present results derived from quantitative data gathered through
an on-line survey (please see Appendix 2). Before the application of the survey, the
research team applied three Focus Groups to ascertain the factors of satisfaction/
dissatisfaction and motivation/amotivation* of academic staff. The information col-
lected was used in the construction of the questionnaire. Thus, the survey gives rise
to the literature review for this theme and from the preoccupations expressed by
faculty members/participants in the Focus Groups. The on-line survey was accessi-
ble to all faculty members, including all sub-groups (professor, researcher, part-
time, full-time, etc.) for all institutional types of Portuguese HEIs public-private,
university-polytechnic, etc.). Here we will only present results about academics in
public higher education institutions.

The satisfaction dimensions considered were: Teaching Climate; Management of
the Institution/Department/Unit; Colleagues; Non Academic Staff (administrative
staff, technical and laboratory staff); Physical Work Environment; Conditions of
Employment; Personnel and Professional Development; Institutions’ Culture and
Values; Institutions’ Prestige; and Research Climate. Those dimensions to examine
the academic staff job satisfaction were defined accordingly to the literature review.
The aspects mentioned by academics during the Focus Groups were also covered by
these dimensions. Therefore, each satisfaction dimension is composed of factors of
satisfaction/dissatisfaction identified in the literature review and considered by the
academics in the Focus Groups. The instrument was available to all Portuguese
academics on the website http://questionarios.ua.pt/index.php?sid=19766&lang=pt.
This address was sent to all Portuguese HEISs in year 2010 and all academics invited
to participate:

In order to have a vast divulgation of the survey among the faculty members,
several efforts were pursued. Therefore, all the faculty members were invited to
participate in many different ways:

1. Communiqués were sent to the Council of Rectors of Public Universities
(CRUP), Council of Presidents of Public Polytechnics (CCISP) and Portuguese
Association of Private Higher Education (APESP) informing them about the
study and requesting their help in the dissemination of the study;

2. A letter was sent to all Rectors and Presidents of both public and private univer-
sities as well as polytechnic institutes requesting that the link to the survey was
sent to the faculty members in their institutions;

. Also the link to the survey was sent to the three faculty unions;

4. All the steps above were repeated thrice in order to increase the response rate.

[O8]

On average, the response time was 25 min. Because the questionnaire was long,
some people gave up halfway through the fill which is often common in online sur-
veys. In Portuguese higher education, according to the last statistics available at the
time the survey was launched (2009), there were 36215 academics (PORDATA
2011; GPEARI 2011). The response rate obtained was about 12.5 % — a total of

“The concept of amotivation is used by Vallerand et al. (1992).
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Table 5.7 Academics by institutional type and academic rank in the sample and in the population

Sample Population®
N % N %
Public universities Seniors 379 27.5 3578 24.2
Juniors 973 70.7 11,225 75.8
NA 25 1.8
Total 1377 100.0 14,803 100.0
Public polytechnic institutes Seniors 117 10.0 764 7.4
Juniors 1016 87.1 9525 92.6
NA 34 2.9
Total 1167 100.0 10,289 100.0
Total Seniors 496 15.5 4342 17.3
Juniors 1989 58.4 20,750 82.7
NA 59 26.1
Total 2544 100.0 25,092 100.0

Source:*GPEARI (2011)

4529 academics participated in the study, a response rate that is much higher than
usual in a study of national dimension and administered online.

The results relate only to the academics that work in public higher education
institutions (universities and polytechnics) and agreed to answer the online ques-
tionnaire (the total of 2544 academics). The response was free and spontaneous.

Most respondents to the survey work in public universities 54.1 %. With regard
to age groups, respondents are concentrated in age groups “41-50 years” (38.2 %),
“31-40 years” (28 %) and “51-60 years” (23.7 %). It should be noted that, on aver-
age, the age of respondents were 45 years with the mode range of 44 years.
Considering the distribution of the respondents by gender, we can verify that 50.7
% of them are men and 49.3 % are women. There are, therefore, slightly more men
than women among the respondents. Finally, with respect to the academic rank in
Portuguese higher education, a higher proportion of respondents are “Juniors” (58.4
%). Only 15.5 % of the academics respondents are “Seniors”. With respect to aca-
demics by institutional type and academic rank, the sample and the population pres-
ent the following configuration: (Table 5.7)

As noted, there are marked and statistically significant differences between the
sample and the population, preventing, therefore, to generalize any conclusions.’
That is, comparisons between academic ranks and institutional type, which we pro-
ceed to in this work, do not reflect more than the opinions and attitudes of academ-
ics who responded to the questionnaire.

3 According to Malhotra and Birks (2007), although no conclusions can be inferred for the popula-
tion when working with non-probability samples, as it is the case, it is always possible to draw
some conclusions about the behaviour of the population and, therefore, to assume some conclu-
sions regarding the research questions. Please, see Malhotra, N. K., & Birks, D. F. (2007).
Marketing research: An applied approach. 3rd Edition. Harlow, England: Prentice Hall.
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5.5 Results

5.5.1 Satisfaction with Teaching Climate by Institutional Type

With regard to satisfaction with Teaching Climate in public polytechnic institutes
and in public universities, only the indicator “training of students” records mean
below the centre of the scale (5) which is interpreted, therefore, as dissatisfaction.
The “degree of autonomy in teaching practice” is the indicator with which academ-
ics are more satisfied (Fig. 5.5). Research shows that autonomy and academic free-
dom have been particularly expensive for teachers, although some have referred to
it with a sense of nostalgia (Ylikoji 2005), and others referring to the major con-
straints that have been felt in academic work and on professional autonomy (Barrier
and Musselin 2009). Moreover, the previous preparation of students as well as the
way on how it occurs in the transition from secondary education to higher education
have been considered crucial to the success of students at the beginning of higher
education (Brites Ferreira et al. 2011, 2012a, b; Seco et al. 2006).

(means)

7.7
Degree of autonomy in teaching practice _ 7.7

7.8

6.6
Results of the work as a faculty member _ 6.7

Organization of schedules

Behavior of students in class time

Distribution of teaching service for _ 59

department/organizational unit 57

Class sizes

Teaching facilities (eg classrooms,
laboratories, etc.) 5.4

54
Recognition from peers _ 5.6
Training of students 4.0

4.1
. . R . —Scale: O=strongly dissatisfied;
B Total = Public Polytechnic Public University 10=strongly satisfied

Fig. 5.5 Satisfaction with teaching climate by institutional type
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5.5.2 Satisfaction with Management of the Institution/
Department/Unit by Institutional Type

The satisfactory means with the Management of the Institution/Department/Unit is
higher in public polytechnic institutes, when compared with satisfaction in public
universities. In public universities, academics are dissatisfied with almost all indica-
tors: with the ability of managers to innovate, with management’s response to fac-
ulty needs, with time that managers take to respond to these needs and to
communicate with managers. The satisfaction with the managers of the department/
organizational unit registers the highest values but around the centre of the scale, as
shown in the following figure. With respect to this dimension and with consider-
ation of the satisfaction levels of the academics, it seems to us that the data suggest
that there is quite some way to go with regard to possible improvements in the man-
agement of the institutions, their departments and their units (Fig. 5.6).

5.5.3 Satisfaction with Colleagues by Institutional Type

Regarding satisfaction with Colleagues, the indicators “interaction between faculty
members of different courses” and “cooperation with colleagues from different
departments/units” record lower values, especially in public universities. The

(means)

5

department/organizational unit

Management positions in the _52 ;

institution

5.2
Communication with managers _ 5.7
Time that those in management 4.8
positions take to respond to the needs 5.2

of faculty 45

Management's response to faculty _4'75 |

needs

4.4
. . . 4.7
Ability of those in positions of _ 5.1

management to innovate 43

Scale: O=strongly dissatisfied; 10=strongly satisfied
m Total mPublic Polytechnic = Public University

Fig. 5.6 Satisfaction with management of the institution/department/unit by institutional type



5 Academic Job Satisfaction and Motivation: Perspectives from a Nation-Wide Study... 95

satisfaction with scientific quality, skills and pedagogic quality of the faculty regis-
ters the highest values, as was shown in the following figure. These results suggest
that improvements are possible, particularly in terms of cooperation and interaction
between academics of different departments or disciplines. Although the data may
also reflect competition among academics or between areas and departments in
which they are; this is related to managerial trends that have been felt in higher
education (Lima 2012; Magalhaes and Santiago 2012) (Fig. 5.7).

5.5.4 Satisfaction with Non Academic Staff (Administrative
Staff, Technical and Laboratorial Staff...)
by Institutional Type

The satisfaction with cooperation, with administrative staff and technical and labo-
ratory staff registers the highest values. Academics express less satisfaction with the
adequacy of the number of non academic staff to the amount of existing work. In
public universities, they are dissatisfied with this aspect (mean is below the centre
of the scale) (Fig. 5.8).

Scientific quality of the faculty of the
department/organizational unit

Skills of faculty of the _ 6667

department/organizational unit

6.5
Pedagogic quality of the faculty of the 66'56
department/organizational unit 6.4
Openness to change shown by faculty >3
. . 5.6
of the department/organizational unit 51
Interaction between faculty members of _ 5'51 4
different courses 49
Cooperation with colleagues from _ 5501
different departments/units 2 é

Scale: O=strongly dissatisfied; 10=strongly satisfied
m Total mPublic Polytechnic = Public University

Fig. 5.7 Satisfaction with colleagues by institutional type
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(means)
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institution )
6.5

6.4
Performance of non academic staff in the
L 6.5
1nstitution
6.2
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Fig. 5.8 Satisfaction with non academic staff (administrative staff, technical and laboratorial
staff...) by institutional type

5.5.5 Satisfaction with Physical Work Environment
by Institutional Type

Regarding satisfaction with Physical Work Environment, only the indicators “exis-
tence of an area to monitor the students” and “equipment available to faculty and
their families” record means below the centre of the scale (5) and are interpreted,
therefore, as dissatisfaction, especially in public universities. The “cleanup of the
institution” and the “size of classrooms” are the indicators with which academics
are more satisfied (Fig. 5.9). From these results emerges the fact that HEIs cannot
dispose of support facilities, including kindergartens. Academics spend a lot of time
in institutions or in classes or meetings and administrative work with obvious preju-
dices family (Forest 2002). Still, another reason for dissatisfaction of the academics
is lack of spaces for student attendance. The authors of this book for personal
knowledge supports this evidence. Many faculty share offices (sometimes there are
3, 4 or more teachers per cabinet) which naturally complicates the personalized
attention to the student.

5.5.6 Satisfaction with Conditions of Employment
by Institutional Type

Regarding satisfaction with Conditions of Employment, in public universities and
public polytechnic institutes, the satisfaction mean is below the centre of the scale of

the three indicators (“remuneration”, “job security” and “career opportunities”). This
means that academics are dissatisfied with this dimension, and more dissatisfied in
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Fig. 5.9 Satisfaction with physical work environment by institutional type

particular with career opportunities (indicator that registered the lowest mean: 3.7)
(Fig. 5.10). Indeed, Portuguese academics are overall more satisfied with intrinsic
aspects of job and dissatisfied with the extrinsic aspects of the job, such as the char-
acteristics of employment considered in this study. This dissatisfaction with extrinsic
aspects of the job is well documented in scientific literature (Ward and Sloane 2000).

5.5.7 Satisfaction with Personal and Professional Development
by Institutional Type

Academics in public universities and public polytechnic institutes seem to be rea-
sonably satisfied with the dimension “Personal and Professional Development”
(means registered are close to the centre of the scale) (Fig. 5.11). These data confirm
that, despite its importance, it is not always easy to reconcile the professional
aspects of career development with personal life or family (Santos 2007; Brites
Ferreira et al. 2011, 2012a, b).
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(means)
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Fig. 5.10 Satisfaction with conditions of employment by institutional type
( means)
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Fig. 5.11 Satisfaction with personal and professional development by institutional type

5.5.8 Satisfaction with Institutions’ Culture and Values
by Institutional Type

Academics are more satisfied with the academic freedom they have. Academics in
public universities are dissatisfied with the ability to innovate in the institution
(mean = 4.8) and with the participation of faculty in decision-making processes
(mean = 4.6) (Fig. 5.12). As a result of the research, academic freedom is highly
valued by academics. However, if we consider the other two indicators mentioned,
we may wonder if we are not before some critical attitude towards innovation of
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Fig. 5.12 Satisfaction with institutions’ culture and values by institutional type

institutions and participation of the academic staff in decision-making processes.
With regard to the latter aspect, it is important to note that the legal regime of IES,
approved by Law no. ° 62/2007 of 10 September, has provided conditions for the
existence of more uninominal bodies, to the detriment of collegial bodies and
elected bodies.

5.5.9 Satisfaction with Institutions’ Prestige
by Institutional Type

With respect to satisfaction with Institutions’ Prestige, all indicators (“prestige of

ELIY3 9% <«

the institution”, “efforts of the institution to improve its image”, “international part-
ners of the institution”, “national partners of the institution”) registered satisfaction
means slightly above the centre of the scale, which means that academics in public
higher education institutions are satisfied but not very satisfied with this dimension

(Fig. 5.13).

5.5.10 Satisfaction with Research Climate
by Institutional Type

Regarding satisfaction with Research Climate, in public universities and public
polytechnic institutes, only the indicator “research outputs” records means above
the centre of the scale (5) in both institutional types. This is, therefore, the indicator
with which academics are more satisfied. Dissatisfaction is higher with financial
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Fig. 5.13 Satisfaction with institutions’ prestige by institutional type
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Fig. 5.14 Satisfaction with research climate by institutional type (Only researchers)

resources to do research, but academic staff is also dissatisfied with logistical condi-
tions to do research, research time, recognition by the institution of the research
work and opportunities to do research (Fig. 5.14).

Research in higher education in Portugal was “marginal” before the Revolution
of April 1974. The relationship between research and teaching was reinforced by
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law (Decree-Law 448/79) in universities. It then becomes clear that academics have
assumed the three traditional missions of the university: teaching, research and ser-
vices to society, together with duties in terms of institutional governance and aca-
demic management at all organizational levels. Later, a similar law was approved
for the polytechnic institutes (Decree-Law 185/81) (Santiago et al. 2013). Thus,
research is a relatively recent requirement in the academic career. On the other hand,
we must associate the current state of economic and financial constraints that have
been reflected in research funding.

5.5.11 Opverall Satisfaction by Institutional Type

Overall Satisfaction of academics were higher with the indicators “adequacy of
skills to the teaching practice” and “job”, in public universities and public polytech-
nic institutes. Less satisfaction (but not dissatisfaction) was expressed by academics
with the “institution”. The satisfactory means are higher in public polytechnic insti-
tutes, except with respect to the indicator “opportunity to update knowledge” as
shown in Fig. 5.15. The literature shows, similar to what happens in our study, posi-
tive levels of satisfaction among teachers (Oshagbemi 1999; Ward and Sloane
2000).

(means)
Adequacy of 6.9
skills to the 7.0
teaching... 6.9
Job 6.7
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Fig. 5.15 Overall satisfaction by institutional type
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Fig. 5.16 Overall motivation by institutional type

5.5.12 Overall Motivation by Institutional Type

Regarding Overall Motivation, academics are more motivated to teach and to remain
as faculty members in higher education in public universities and public polytechnic
institutes. They are less motivated to serve the community and to participate in the
governing bodies in public universities and public polytechnic institutes.
Demotivation to participate in the governing bodies was shown by academics in
public universities (only this indicator records a motivation mean below the centre
of the scale in public universities, interpreted as demotivation) (Fig. 5.16). These
results are similar to those of several studies which indicate that the preferences of
the academics are primarily for teaching activities, then to research and ultimately
to management (Mclnnis 2000a, b; Oshagbemi 2000; Verhaegen 2005).

5.5.13 Satisfaction with Teaching Climate, Management,
Colleagues and Work environment: A Structural
Equation Model

As shown in the following figure, the indicators are well explained by their latent
dimensions, all are statistically significant and the correlations between the dimen-
sions (latent variables) are high (rs>=0,7), positive and statistically significant
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(Fig. 5.17). More information is provided on Appendix 1 (please see Tables 5.8, 5.9,

5.10,5.11,5.12,5.13,5.14, 5.15,

5.5.14 Synthetic Indexes

5.16,5.17,5.18, and 5.19).

The dimensions of satisfaction and motivation are synthetic indexes constructed
using a Principal Component Analysis (PCA) with a single dimension.® The facto-
rial scores - standardized values, after unstandardized” — are the individual index
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RMSEA: 0,076; p<0.,001,

Fig. 5.17 Satisfaction with teaching climate, management, colleagues and work environment a
structural equation model (RMSEA: 0,076; p < 0,001.)

¢See Saris, W., available at http://surveymethodology.eu/conferences/warsaw-2009/sessions/106/).
"As suggested by Vaus, D. (2004). Analyzing social science data. London: Sage, reprinted, p. 112.
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scores. Based on the respective indicators, we have constructed the following
dimensions of satisfaction and motivation:

— Satisfaction with Teaching Climate®

— Satisfaction with Management of the Institution/Department/Unit’

— Satisfaction with Colleagues!®

— Satisfaction with Physical Work Environment'!

— Satisfaction with Non academic staff (administrative staff, technical and labora-
torial staff...)"?

— Satisfaction with Conditions of Employment'?

— Satisfaction with Personal and Professional Development!*

— Satisfaction with Institutions” Culture and Values'

— Satisfaction with Institutions’ Prestige!¢

— Opverall Satisfaction!’

— Opverall Motivation'®

As can be observed, only academics in public polytechnic institutes reveal satis-
faction values above the mean, in the dimensions Physical Work Environment and
Management of the Institution/Department/Unit, and also Overall Motivation is
above the mean (Fig. 5.18).

Regarding synthetic indexes by academic rank, there are not significant statisti-
cal differences between juniors and seniors with respect to their overall motivation
and their overall satisfaction. The significant statistical differences are only between
seniors and juniors with respect to their satisfaction with conditions of employment;
personal and professional development, being seniors more satisfied than juniors
and with respect to their satisfaction with management and colleagues, being juniors
more satisfied than seniors (Fig. 5.19).

Regarding synthetic indexes by gender, there are not significant statistical differ-
ences between men and women with respect to their overall satisfaction, their satis-
faction with institutions’ culture and values, conditions of employment, non
academic staff and physical work environment.

There are significant statistical differences between men and women with respect
to their overall motivation, their satisfaction with teaching climate, management,

$Cronbach’ Alpha: 0,84; Explained Variance: 44,4 %
Cronbach’ Alpha: 0,95; Explained Variance: 80,8 %
10Cronbach’ Alpha: 0,92; Explained Variance: 71,9 %
Cronbach’ Alpha: 0,90; Explained Variance: 48,3 %
12Cronbach’ Alpha: 0,86; Explained Variance: 72,7 %
13Cronbach’ Alpha: 0,79; Explained Variance: 70,5 %
4Cronbach’ Alpha: 0,91; Explained Variance: 84,6 %
15Cronbach’ Alpha: 0,83; Explained Variance: 74,6 %
1Cronbach’ Alpha: 0,93; Explained Variance: 82,1 %
17Cronbach’ Alpha:0,89; Explained Variance: 68,8 %
'8 Cronbach’ Alpha: 0,83; Explained Variance: 54,8 %
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(means of standardized values)

Overal Motivation

Overal Satisfaction

Satisfaction with Institutions: Prestige

Satisfaction with Institutions: Culture
and Values
Satisfaction with Personal and
Professional Development

Satisfaction with Conditions of
Employment

Satisfaction with Non academic staff

(administrative staff, technical and...

Satisfaction with Physical Work

Environment

Satisfaction with Colleagues

Satisfaction with Management of the
Institution/Department/Unit

_ IJ1JJJJJJ1

Satisfaction with Teaching Climate

m Public Polytechnic © Public University mean

Fig. 5.18 Synthetic indexes by institutional type

Significant statistical differences in Teaching Climate (#(2407) = —2.901; p < 0.05);

Significant statistical differences in Management (#(2292) = —7.417; p < 0.05);

Significant statistical differences in Colleagues (#(2339) = —2.946; p < 0.05);

Significant statistical differences in Physical Work Environment (7 (1127) = —3.545; p < 0.05;
Significant statistical differences in Non academic staff (#(1940) = —2.719; p < 0.05);

No significant statistical differences in Conditions of Employment (#(2468) = 0.798; p > 0.05);
No significant statistical differences in Personal and Professional Development (#(2493) = 0.094;
p>0.05);

Significant statistical differences in Institutions’ Culture and Values (#(2429) = —2.371; p < 0.05);
Significant statistical differences in Institutions’ Prestige (#(2351) = 2.247; p < 0.05);

No significant statistical differences in Overall Satisfaction (#2376) = —1.517; p > 0.05);
Significant statistical differences in Overall Motivation (#(2390) = —5.648; p < 0.05)

colleagues, personal and professional development, institution’s prestige (please
see Fig. 5.20).

5.5.15 Satisfaction and Motivation

The following figure shows the relationship between the dimensions of satisfaction
and academic motivation (Fig. 5.21).
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(means of standardized values)

Overal Motivation

Overal Satisfaction

Satisfaction with Research (only researchers
N=2190)

Satisfaction with Institutions: Prestige

Satisfaction with Institutions: Culture and Values

Satisfaction with Personal and Professional
Development

1.__1.

Satisfaction with Conditions of Employment

Satisfaction with Non academic staff
(administrative staff, technical and laboratorial...

Satisfaction with Physical Work Environment

Satisfaction with Colleagues

Satisfaction with Management of the
Institution/Department/Unit

Satisfaction with Teaching Climate

H Juniors Seniors mean

Fig. 5.19 Synthetic indexes by academic rank

Significant statistical differences in Teaching Climate (#(2042) = 2.169; p < 0.05);

Significant statistical differences in Management (#(2248) = —2.603; p < 0.05);

Significant statistical differences in Colleagues (#(2287) = —2.096; p < 0.05);

No significant statistical differences in Physical Work Environment (#(1108) = —1.153; p > 0.05);
No significant statistical differences in Non academic staff (#(1902) = —0.132; p > 0.05);
Significant statistical differences in Conditions of Employment (#(2411) = 12.013; p < 0.05);
Significant statistical differences in Personal and Professional Development (#(2437) = 5.167; p <
0.05);

No significant statistical differences in Institutions’ Culture and Values (#(2377) = 0.936; p > 0.05);
No significant statistical differences in Institutions’ Prestige (1(2299) = 0.795; p > 0.05);

No significant statistical differences in Overall Satisfaction (#(2326) = 1.148; p > 0.05);

No significant statistical differences in ©*!' Motivation (¢ (2339) = —0.334; p > 0.05)

The model explains that 35 % of the variation are motivated to teach, 41 % of the
variation are motivated to work in the institution and 50 % of the variation are moti-
vated to remain as a faculty member in higher education. Only the relationship
between ““Satisfaction with Physical Work Environment” and “Motivation to Work
in the Institution” is not statistically significant.



5 Academic Job Satisfaction and Motivation: Perspectives from a Nation-Wide Study... 107

(means of standardized values)

Overal Motivation

Overal Satisfaction .
Satisfaction with Research (only researchers...

Satisfaction witm

Satisfaction with Institutions: Culture and Values |

Satisfaction with Personal and Professional... I

Satisfaction with Conditions of Employment .
Satisfaction with Non academic SF

Satisfaction with Physical Work Environment 1

Satisfaction withm
satisfaction with NSTEOTIOHEORNEN

B Male Satisfaction with Teaching Climate I

Female mean

Fig. 5.20 Synthetic indexes by gender

Significant statistical differences in Teaching Climate (#(2383) = —2.162; p < 0.05);

Significant statistical differences in Management (#(2271) = 2.684; p < 0.05);

Significant statistical differences in Colleagues (#(2317) = 2.187; p < 0.05);

No significant statistical differences in Physical Work Environment (#(1116) = 0.060; p > 0.05);
No significant statistical differences in Non academic staff (#(1921) = —0.408; p > 0.05);

No significant statistical differences in Conditions of Employment (#(2443) = —0.368; p > 0.05);
Significant statistical differences in Personal and Professional Development (#(2470) = —4.433; p
< 0.05);

No significant statistical differences in Institutions’ Culture and Values (#(2406) = —0.013; p >
0.05);

Significant statistical differences in Institutions’ Prestige (1(2328) = 2.606; p < 0.05);

No significant statistical differences in Overall Satisfaction (#(2354) = —1.139; p > 0.05);
Significant statistical differences in Overall Motivation (#(2367) = 2.648; p < 0.05)

5.6 Interviews

In the survey cited above, interviews were also made with policy makers, (including
former ministers, former directors, former presidents and current presidents and
rectors of HEI) and human resource managers of HEI. Some questions and answers
were directly related to academic work and academic career. Despite the diversity
of responses, there are issues that reappear throughout the interviews, particularly
when they are about motivation and satisfaction of the academics.

Talking about what motivates academics, respondents refer mainly the following
aspects: research, teaching, good environment, exchange with other communities,
international acknowledgement and appreciation, freedom and autonomy, social
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Satisfaction with Management
of the Institution/Department/Unit

Motivation
to Teach

Satisfaction with
Teaching Climate

Motivation to
Work in Institution

.56 .35

Satisfaction with
Colleagues

Motivation to Remain as a
Faculty Member in Higher Education

i

Satisfaction with
Physical Work Environment

RMSEA: 0,044; p>0,05

Fig.5.21 Academic staff satisfaction and motivation a structural equation model (RMSEA: 0,044;
p > 0,05)

position, self-motivation, working conditions, payment. On other hand, referring to
what discourages academics, respondents highlight the following aspects: uncer-
tainty, job insecurity/lack of stability, excessive administrative work, lack of real
conditions for career progression, lack of time and conditions for research, poor
organizational climate, increased bureaucracy, difficulties to create research teams,
and lack of commitment to student success, reward, no recognition of bureaucratic
work.

Regarding the existing dissatisfaction of academics, respondents report that it is
due mainly to the following reasons: too much bureaucracy, contract instability,
payment, difficulties in promotions/career, differential treatment, not recognizing
the merits of teaching, lack of research funding, lack of resources, lack of techno-
logical resources, lack of student motivation. On other hand, in relation to the satis-
faction, they report the following aspects: recognition/appreciation of the work
results/merit, research, good working conditions, organizational support, stability in
employment, payment, flexible timetable work, training support, career progres-
sion, freedom and autonomy, exchange and dialogue between communities, merit
awards performance, student’s success and/or motivation of students.

There are several studies related to academic work and satisfaction on several
professional roles that characterise the academic work (Dowd and Kaplan 2005;
Hagedorn 2000; Hermanowicz 2003; MclInnis 2000a, b; Rosser 2005; Ssesanga and
Garrett 2005; Stevens 2005; Taylor 2008; Teichler 2012; Verhaegen 2005; Winter
and Sarros 2002; Ylikoji 2005). In general, these studies indicate high levels of sat-
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isfaction with aspects intrinsic to academic work, such as the content of academic
activities (with particular reference to the case of research), freedom and autonomy
in planning and organizing the work itself. Dissatisfaction appears associated with
material and financial conditions of work, as well as dimensions related to the work
in this heightened competition among colleagues and the deterioration of relations
of collegiality, lack of human and material support for performing an increasing
number of administrative tasks. These studies also warn the degradation of working
conditions of academics and a general increase in stress levels in the academic
career. These constraints and unrealistic expectations in terms of performance of the
various professional roles are aspects mentioned by a large number of academics, as
relevant to the decreased quality of life at work.

The present statutes of academic career enunciate explicitly functions of teach-
ing, research, service to the community and management. Moreover, they allow a
number of other tasks that are regulated by each HEI. Thus, academics are facing
changes and challenges. On the one hand, these changes and challenges refer to the
complementarity between the various activities. On the other hand, the question of
competition between the activities is also present. Indeed, these activities have a
different value in the organization and management of academic careers. As stated
by the authors such as McInnis (2000a, b); Taylor (2008) the perception of the
importance of different professional roles for the promotion system shapes the
everyday working practices and career planning by academics.

Given the diversity of roles currently assigned to academics and the changes that
have been happening in higher education it will be natural that the academic profes-
sion in Portugal, will be faced with moments of uncertainty, insecurity and
challenges.

5.7 Analysis

5.7.1 Dimensions of Job Satisfaction

Academic staff expresses more satisfaction with “Non academic staff (administra-
tive staff, technical and laboratory staff)”, “Teaching Climate” and “Colleagues”.
On the contrary, academics reveal less satisfaction or dissatisfaction with “Research
Climate” and “Conditions of Employment”. These results are similar to Ssesanga
and Garrett (2005) conclusions — academics were relatively satisfied with the co-
worker behaviour and intrinsic factors of teaching. Also Ward and Sloane (2000)
have stated similar results: academics were most satisfied with the opportunity to
use their own initiative, with the relationship with their colleagues and with the
actual work; they were least satisfied with promotion prospects and salary.
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5.7.2 Indicators in Each Dimension of Job Satisfaction

Some indicators included in each dimension deserve to be highlighted. With respect
to satisfaction with Teaching Climate academics are dissatisfied with the indicator
“training of students”. The “degree of autonomy in teaching practice” is the indica-
tor with which academics are more satisfied. As argued by Teichler (2010) the aca-
demic profession is a free profession and academic freedom is a value appreciated
in academia.

With respect to the dimension Colleagues, the indicators “interaction between
faculty members of different courses” and “cooperation with colleagues from dif-
ferent departments/units” record lower values, especially in public universities.
Thus, it seems very important to pay more attention to these aspects especially in
public universities.

Because academics express less satisfaction with the “adequacy of the number of
non academic staff to the amount of existing work”, this is the indicator in the
dimension Non academic staff that needs more attention by policy makers and insti-
tutional leaders. Dissatisfaction is evident with “existence of an area to monitor the
students” and “equipment available to faculty and their families” in the satisfaction
dimension Physical Work Environment. In public universities, academics are dis-
satisfied with the ability to innovate in the institution and with the participation of
faculty in decision-making processes (indicators in the dimension Institutions’
Culture and Values). Therefore, as argued by Evans (1999), it is important to give
professors a voice, by effective consultation and sharing of decision-making. This is
a factor to improve and to work.

Academics are dissatisfied with remuneration, job security and career opportuni-
ties in the dimension Conditions of Employment and with financial resources to do
research, logistical conditions to do research, research time, recognition by the
institution of the research work and opportunities to do research in the dimension
Research Climate. These two dimensions need very urgent attention to work,
because dissatisfaction is more pronounced here.

Moreover, analysing why academics are less motivated to serve the community
and to participate in the governing bodies is an important task to be undertaken, in
order to work these two indicators of the dimension Motivation.

5.7.3 Job Satisfaction and Motivation by Institutional Type

Academics seem to be more motivated and more satisfied in public polytechnic
institutes, when compared with academics in public universities, but this result has
to be interpreted with precaution, because the results of this study relate only to the
academics who agreed to answer the online questionnaire, the sample is not repre-
sentative of the population.
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5.7.4 Job Satisfaction and Motivation by Gender

In our study, we found that there were no significant statistical differences between
men and women with respect to their overall satisfaction. Moreover, with respect to
satisfaction with institutions’ culture and values, conditions of employment, non
academic staff and physical work environment, there were no significant statistical
differences between men and women. Similarly, authors such as Ward and Sloane
(2000); Santhapparaj and Alam (2005) and Stevens (2005) found that women
expressed similar levels of satisfaction when compared with men.

There were significant statistical differences between men and women with
regard to their overall motivation, their satisfaction with teaching climate, manage-
ment, colleagues, personal and professional development and institutions’ prestige.
Women are more motivated than men and are more satisfied than men with institu-
tions’ prestige, management and colleagues. Men are more satisfied than women
with teaching climate and, not surprisingly, with personal and professional develop-
ment. In a study by Monroe et al. (2008), this was the most intractable problem
derived from the tension between career and family. It was notable that almost every
woman with children lamented the difficulty in balancing the two roles.

5.7.5 Job Satisfaction and Motivation by Academic Rank

Seniors are more satisfied than juniors (significant statistical differences) with
respect to their satisfaction with conditions of employment and personal and profes-
sional development. This is not surprising, considering that seniors when compared
with juniors have a stable career. Moreover, as shown by EUROAC survey, in all
countries juniors are less satisfied than seniors (Hohle and Teichler 2011).

5.7.6 Motivation and Satisfaction

The relationship between the dimensions of satisfaction and academic motivation
was statistically demonstrated in our study. Thus, this finding is similar to some
other findings in other studies in the literature. Dinham and Scott (1988, p. 362—
363) stated that “Satisfaction and motivation are ...inextricably linked through the
influence each has on the other.” Higher levels of motivation have been considered
as a positive outcome of job satisfaction (Sledge et al. 2008).
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5.8 Conclusion

The academic careers in Portugal have been heavily regulated by the government,
and academics are covered by much of the general law on civil servants. For nearly
30 years, the legislation of academic careers remained almost unchanged. The
changes introduced in this millennium occurred at the same time as changes in the
legal status of HEIL in a context strongly influenced by changes in labour
legislation.

Additionally, those changes allow each institution to regulate academic work.
The implementation of the new statutes of HEISs is just in the beginning. The imple-
mentation of this process will clarify the future academic career in the next years.
However, in the cases already known, it is clear the growing influence of market in
the approved regulations.

After a period of strong growth in higher education, in Portugal, academics are
faced today with much weaker employability opportunities than in the recent past.
Moreover, there is more competition for the same positions than in the past. It is a
context of uncertainty, increased competition and deterioration of working condi-
tions threatening the future of academics in higher education. For the near future the
academic career will strongly depend on the financial condition, framed in the logic
of increasing performance assessment and accountability and immersed within
European higher education area. Additionally, the financial sustainability of HEIs
will put greater pressure on academics, towards raising research and in service
delivery revenue for. Furthermore, financial constraints are having negative effect
on his career, devalued during of the last years. In short, the career is subject to
increasing uncertainty.

The changes observed in the statutes of the academic careers, as well as the cur-
rent conditions of employment, have increased the difficulty of academic and career
development, while creating conditions for greater mobility between HEIs. In the
past, the transfer of a public higher education institution to a private one was not
very popular in Portugal, due to the anchored ancient belief that the state provides
security for life and the private sector does not. However, the current situation is
different. The tenure has become more difficult and the uncertainty and job insecu-
rity increased. Job mobility was very low in higher education but may increase in
the new situation.

Academic career is today, in a time of globalization, characterised by uncertain-
ties, not only due to lack of resources on higher education. As a matter of fact, HEI's
and academics are faced today with pressures, changes and uncertainties, due to
multiple factors that are reflected in areas of academic work and in the mission of
HEI (Alves and Possamai 2010; Barrier and Musselin 2009; Brites Ferreira et al.
2012; Ferreira et al. 2012; Machado et al. 2011; Burbules and Torres 2004; Forest
2002; Morgado and Ferreira 2006; Teichler 2012; Welch 2005). The reflection
raised by authors such as Altbach (2000, 2003); Deem (2006) and Enders (2000)
continues to be necessary. The changes in the academic profession have been
accompanied by the increasing loss of socioeconomic status. Changes like these
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have been presented with some frequency, as efficiencies contrasting with the con-
sciousness of impoverishment and decreasing resources. Moreover, there is a dete-
rioration of wages and working conditions.

This chapter has considered the study on academic job satisfaction and motiva-
tion within the Portuguese academia. The academic profession is highly important
in a society often characterized as a ‘knowledge society’, because it is responsible
for the enhancement of systematic general knowledge (Cavalli and Teichler 2010).
Job satisfaction is viewed as a predictor of positive attitudes at work, productivity,
and, consequently, good results for the organization (Clark 1997). The study of job
satisfaction can contribute to identifying organizational areas that deserve particular
attention, as well as to understand and improve HEIs in relation to its main func-
tions, such as teaching and researching (Fontes 2002). Job satisfaction in organiza-
tions has received growing attention because it reduces employee turnover,
absenteeism and lateness (Chimanikire et al. 2007). Job satisfaction is essential for
the organization as its absence will lead it toward laziness and will reduce the dedi-
cation to the organization (Moser 1997). Moreover, job satisfaction has an impact
on worker health (Rego 2001; Marqueze and Moreno 2005). Thus, it’s undeniable
the importance of academic staff satisfaction, in order to attain all these positive
consequences for academics and for HEIs.

The findings of this chapter are similar to Ssesanga and Garrett’s (2005) that
found out academics to be relatively satisfied with co-worker behaviour and intrin-
sic factors such as teaching and also similar to Ward and Sloane (2000) found aca-
demics were least satisfied with promotion and salary. The findings also confirm
Herzberg et al.’s Two Factor Theory (1959) as the intrinsic element of the job-
“Teaching climate” was associated with satisfaction and academics were less satis-
fied with extrinsic elements as “The Conditions of Employment” and interpersonal
relationships with “Non academic staff” and “Colleagues” is not related with
dissatisfaction.

Moreover, these set of results shows similar trends noticed in other studies devel-
oped in the topic, notwithstanding, the specificities of the Portuguese academics’
career and the momentum of Portuguese higher education (Bentley et al. 2013; Dias
et al. 2013; Machado-Taylor et al. 2013; Teichler 2012).

Nevertheless, the impact of funding cuts, of increased accountability measures
and wide-scale change in teaching processes and technologies have left the aca-
demic staff de-motivated. The faculty career in public higher education are not
changing in the last years in the direction of the academics request, particularly
since 2004 with the exception of 2009. The development of strategic responses on
people issues must consider the huge changes and trends that are occurring. Besides,
HEISs need to identify not only what motivates existing academics, but also potential
academics — knowledge workers who can meet desires elsewhere (Dunkin 2005).
This identification is crucial, because today the business environment is extremely
competitive and, consequently, continuous improvement has become a necessity
(Machado et al. 2011; Machado-Taylor et al. 2010).

To attain this improvement each HEI must work with and for their human
resources. In this case, institutional leaders and policy makers must take into account
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the findings of this study and others in order in which they can contribute to the
attraction of academic talents and to the improvement of quality of HEIs. Given the
diversity of roles currently assigned to academics, the current changes in higher
education and the influence of the contexts in which it falls it is natural that the
academic profession will go through moments of tension, ambiguity and uncer-
tainty, marked by some haziness as to their future, which, in itself, justifies a thor-
ough reflection on academic work.
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Appendices
Appendix 1
Table 5.8 Satisfaction with teaching climate
Standard
N Mean deviation
Distribution of teaching service for teachers of department/ 2544 59 2,56
organizational unit
Recognition from peers 2544 5.4 2,57
Teaching facilities (e.g. classrooms, laboratories, etc.) 2544 5,6 2,57
Behaviour of students in class time 2544 6,0 2,23
Training of students 2544 4,1 2,19
Results of the work as a faculty member 2544 6,6 1,80
Degree of autonomy in teaching practice 2544 7,7 1,91
Class sizes 2544 5,7 2,65
Organization of schedules 2544 6,3 2,51
Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
Table 5.9 Satisfaction with management of the institution/department/unit
Standard
N Mean | deviation
Management positions in the institution 2513 5.4 2,75
Management positions in the department/organizational unit 2491 5,8 2,80
Communication with managers 2419 52 2,79
Management’s response to faculty needs 2486 4,7 2,68
Ability of those in positions of management to innovate 2433 4,7 2,76
Time that those in management positions take to respond to the | 2433 4.8 2,74
needs of faculty

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
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Table 5.10 Satisfaction with colleagues

Standard

N Mean | deviation
Skills of faculty of the department/organizational unit 2508 | 6,6 2,09
Scientific quality of the faculty of the department/organizational 2500 6,6 2,22
unit in comparison with faculty of other similar institutions
Pedagogic quality of the faculty of the department/organizational | 2473 6,5 2,17
unit in comparison with faculty of other similar institutions
Interaction between faculty members of different courses 2491 |51 2,50
Cooperation with colleagues from different departments/units 2465 15,0 2,49
Openness to change shown by faculty of the department/ 2478 |53 2,60
organizational unit

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied

Table 5.11 Satisfaction with non academic staff (administrative staff. technical and laboratorial

staff...)
Standard
N Mean deviation
Cooperation of administrative staff in the institution 2449 6,7 2,16
Cooperation of technical-lab staff in the institution 1996 6,5 2,24
Performance of non academic staff in the institution 2425 6,4 2,14
Adequacy of the number of non academic staff to the 2378 4.8 2,69
amount of existing work
Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
Table 5.12 Satisfaction with physical work environment
Standard
N Mean | deviation
Quality of office 2454 6,1 2,84
Adequacy of laboratory equipment to the needs 1999 5,5 2,67
Adequacy of computer facilities to the needs 2502 16,0 2,76
Adequacy of reviews and books in the institution to carry out 2502 |5.8 2,76
the work
Food service (restaurant/bar/canteen) 2447 5,4 2,67
Cleanup of the institution 2486 |63 2,43
Equipment available to faculty and their families (eg, gym, 1961 2,9 2,80
nursery, living spaces...)
Existence of an area to monitor the students (eg, ask questions) 2353 4.4 291
The fact of having to share the office 1924 59 3,00
Existence of space/s to hold meetings 2449 5.8 2,87
Size of classrooms 2468 6,3 2,51
Availability of parking for faculty 2357 6,3 3,36

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
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Table 5.13 Satisfaction with conditions of employment

N Mean Standard deviation
Remuneration 2518 4,6 2,70
Career opportunities 2497 3,7 2,82
Job security 2494 4.4 3,08

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied

Table 5.14 Satisfaction with personal and professional development

N Mean | Standard deviation
Conditions for balance between work and family 2517 54 2,68
Conditions for personnel development 2508 |52 2,66
Conditions for professional development 2525 5,1 2,72

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied

Table 5.15 Satisfaction with institutions’ culture and values

Standard
N Mean deviation
Academic freedom you have 2514 6,9 2,33
Participation of faculty of the institution in decision-making | 2468 4,8 2,66
processes
Ability to innovate in the institution 2481 4,9 2,58
Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
Table 5.16 Satisfaction with institutions’ prestige
N Mean | Standard deviation
Prestige of the institution 2515 5,9 2,45
International partners of the institution 2406 5,6 2,43
National partners of the institution 2399 5,5 2,36
Efforts of the institution to improve its image 2491 5,7 2,66
Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
Table 5.17 Satisfaction with research climate
N Mean Standard deviation
Research time 2190 3,6 2,59
Recognition by the institution of the research work 2141 4,0 2,70
Financial resources to do research 2148 3,0 2,62
Logistical conditions to do research 2156 3,5 2,72
Research outputs 2126 5,8 2,34
Degree of internationalization of the research work 2070 |54 2,65
Opportunities to do research 2141 4,3 2,71
Number of publications/presentations 2115 4,8 2,65

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied
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Table 5.18 Overall Satisfaction

N Mean Standard deviation
Job 2515 6,5 2,02
Institution 2502 5,5 2,46
Opportunity to update knowledge 2522 5,7 2,46
Adequacy of skills to the teaching practice 2522 6,9 2,22
Social prestige of the job 2456 6,2 2,39

Scale: 0 = strongly dissatisfied; 10 = strongly satisfied

Table 5.19 Overall motivation

N Mean Standard deviation
To teach 2528 7,7 2,12
To do research 2477 7.3 2,34
To serve the community 2504 6,7 2,30
To participate in the governing bodies 2513 5,0 2,78
To work in the institution 2524 6,8 2,54
To remain as a faculty member in higher education 2523 7,6 2,47

Scale: 0 = strongly demotivated; 10 = strongly motivated

Appendix 2

Survey on Faculty Job Satisfaction in Higher Education — CIPES —
Centre for Research in Higher Education Policies

This survey was designed to collect information on your satisfaction and
motivation as a faculty member. Your personal identity is not known to par-
ticipate in it. This questionnaire is applied under the Project PTDC/
ESC/67784/2006 — An Examination of Academic Job Satisfaction and
Motivation in Portuguese Higher Education (ESMAESP), funded by the
Foundation for Science and Technology (FCT). If you work in more than one
higher education institution, please answer reporting your major contract.

A Note on Privacy

This survey is anonymous. The record kept of your survey responses does not con-
tain any identifying information about you, unless a specific question in the survey
has asked for this. If you answered a survey that used an identifying token to allow
you access, you can be assured that the identifying token is not kept with the
answers. It is managed in a separate database and will only be updated to indicate if
you completed or not this survey. It is not possible to relate the tokens of identifica-
tion with the answers to this survey.
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1. What is your degree of satisfaction with the following aspects of your job as a

faculty member?

1.1. Teaching climate

Strongly

0

dissatisfied

Strongly
satisfied

9110

With the distribution of teaching service for

teachers of your department/organizational
unit

With the recognition from your peers

With teaching facilities (e.g. classrooms,
laboratories, etc.)

With the behaviour of your students in
class time

With training of students

With the results of your work as a faculty
member

With your degree of autonomy in your
teaching practice

With class sizes

With the organization of schedules

1.2. Management of the Institution/
Department/Unit

Strongly
dissatisfied

0

Strongly
satisfied

9110

With those in top management positions
in your institution

With those in top management positions
in your department/organizational unit

With communication with managers

With the management's response to
faculty needs

With the ability of those in positions of
management to innovate

With the time that those in management
positions take to respond to the needs of
faculty

1.3. Colleagues 0

Strongly
dissatisfied

Strongly
satisfied

10

With the skills of faculty of your
department/organizational unit

(continued)
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1.3. Colleagues

Strongly

0

dissatisfied

Strongly
satisfied

10

With the scientific quality of the
faculty of your department/
organizational unit in comparison
with faculty of other similar
institutions

With the pedagogic quality of the
faculty of your department/
organizational unit in comparison
with faculty of other similar
institutions

With the interaction between faculty

members of different courses

With the cooperation with colleagues

from different departments/units

With the openness to change shown

by faculty of your department/
organizational unit

1.4. Non academic staff Strongly
(administrative staff, dissatisfied

technical and laboratorial
staff...) 0

Strongly
satisfied

Not
applicable

10

11

With the cooperation of
administrative staff in your
institution

With the cooperation of
technical-lab staff in your
institution

With the performance of
non academic staff in your
institution

With the adequacy of the
number of non academic
staff to the amount of
existing work

Strongly
dissatisfied

1.5. Physical work environment

0 1

Strongly
satisfied

Not
applicable

10

11

With the quality of the office

With the adequacy of
laboratory equipment to your
needs

With the adequacy of computer

facilities to your needs

(continued)
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Strongly
dissatisfied

1.5. Physical work environment | 0

Strongly
satisfied

Not
applicable

819/10

11

With the adequacy of reviews
and books in your institution to
carry out your work

With food service (restaurant/
bar/canteen)

With the cleanup of the
institution

With the equipment available to
faculty and their families (eg,
gym, nursery, living spaces...)

With the existence of an area to
monitor the students (eg, ask
questions)

With the fact that you have to
share the office

With the existence of space/s to
hold meetings

With the size of classrooms

With the availability of
parking for faculty

Strongly
dissatisfied

1.6. Conditions of employment 0

Strongly
satisfied

10

With your remuneration

With the career opportunities

With job security

1.7. Personnel and professional

Strongly
dissatisfied

development

0

Strongly
satisfied

10

With the conditions you have to
balance work and family life

With the conditions you have for
your personnel development

With the conditions you have for
your professional development

1.8. Institutions’ culture and values

Strongly
dissatisfied

0

Strongly
satisfied

10

With the academic freedom you have

With the participation of faculty of
your institution in decision-making
processes

(continued)
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Strongly Strongly
dissatisfied satisfied
1.8. Institutions’ culture and values 0 10
With the ability to innovate in your
institution
Strongly Strongly
dissatisfied satisfied
1.9. Institutions’ prestige 0 1 10
With the prestige of your institution
With the international partners of
your institution
With the national partners of your
institution
With the efforts of your institution to
improve its image
1.10. Research climate
Strongly Strongly
(ANSWER ONLY IF YOU DO dissatisfied satisfied
RESEARCH) 0 10
With the time you have to do research
With the recognition by the institution of
your research work
With the financial resources to do research
With the logistical conditions to do
research
With your research outputs
With the degree of internationalization of
your research work
With the opportunities you have to do
research
With your number of publications/
presentations
Strongly Strongly
dissatisfied satisfied
1.11. General satisfaction 0 1|2 10
With your job

With your institution

With the opportunity you have
to update knowledge

With the adequacy of your skills
to your teaching practice

With the social prestige of your
job




122

M.d.L. Machado-Taylor et al.

All things considered, how do you rate your overall satisfaction:

Strongly
dissatisfied

0

Strongly satisfied
9 110

With your teaching activity

With the research you do

2. Would you advise other people to work in your current and primary institution?

Yes ‘ O ‘ No

0

0

3. In your opinion, how important is each of these aspects for students’ academic

success?

Not important

Very I have no
important | opinion
10 11

Your knowledge as a
faculty member

Your skills as a faculty
member

Your motivation as a
faculty member

Your satisfaction as a
faculty member

4. Given the mission and objectives of your institution, what is the importance you

give to each of the following aspects?

Not important

Very I have no
important | opinion
10 11

Your teaching activity

The research you do

The support you provide
to the community

Your participation in
governing bodies

I1. Motivation

5. What is your level of motivation for each of the following aspects?
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Strongly
demotivated

0 11234567 8

Strongly
motivated

9 10

To teach

To do research

To serve the community

To participate in the governing
bodies

To work in your institution

To remain as a faculty member in
higher education

I11. Satisfaction, Motivation and Performance

6. What is the importance you give to each of the following aspects for faculty

performance?
Not important Very I have no
at all important | opinion
0 112345678910 11

The faculty motivation

The faculty satisfaction

IV. Academic Decision at Your Institution

7. Distribute 100 points among the options available to characterize the decision-

making process in your (main) institution of higher education.

In these fields only should be introduced numbers
The total must be 100 points

collegial: There are widespread opportunities to participate meaningfully in
decision making.

formal/rational: Decision making is formally structured. Problems are analysed.

Decisions are made in a logical and reasoned manner.

autonomous: Academic and professional units function with a good deal of
freedom in a decentralized or loosely coordinated environment.

autocratic: Decisions are made by higher level administrators with little or no
consultation with faculty or lower level academic units.

T

(continued)
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political: Different people or groups move in and out of the decision making | 0
process, wielding varying amounts of power at different times.

Remaining: | 100
Total: | 0

8. What influence do you have, personally, in the formulation of key academic poli-
cies at the level of your unit?

Much influence

Some influence

Little influence

o|o|0 0O

No influence

9. What influence do you have, personally, in the formulation of key academic poli-
cies at the level of your institution?

Much influence

Some influence

Little influence

No influence

o|0|0 0O

V. The New Regulation for Faculty Careers (Answer Only If
You Are Professor of Public Higher Education)

10. Do you know the new regulation for faculty careers (Decree-Law No. 205 -
university higher education; Decree-Law No. 206 — polytechnic higher edu-
cation; Decree-Law No 207 - polytechnic higher education, of 31, August,
2009)?

Yes ‘ O (go to question 10.1.) ‘ No ‘ O (go to question 11)

10.1  What is your degree of satisfaction with the following aspects of this new

regulation?
Strongly Strongly
dissatisfied satisfied
0 1 123 /4/5/61|7 /89 10

Evaluation and Performance

Hiring Process

(continued)
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Strongly Strongly
dissatisfied satisfied
0 11213 41|51/6 789 |10

Advancement in the Academic
Career

The new regulation for faculty
careers in general

10.2  In your opinion, to what extent the new regulation for faculty careers
(Decrees-Law No. 205, 206 and 207 of 31, August, 2009) contributes to facil-
itate the mobility of faculty between higher education institutions?

Doesn’t contribute
Contributes little
Contributes

Contributes a lot

o|o|0|0|0

I have no opinion

Does the new regulation for faculty careers promote inbreeding?

Yes ‘ (6] ‘ No ‘ O ‘ I don’t know ‘ (6]

What is your degree of satisfaction with the practice of “inbreeding”?

Strongly dissatisfied Strongly satisfied
0 1/2/3/4/5/67/8/9/10

Degree of satisfaction

VI. Academic/Professional Context

If you work in more than one higher education institution, please answer
reporting your major contract.
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Teaching

12. Academic position

Full Professor

Associate Professor

Assistant Professor

Invited Assistant Professor

Invited Associate Professor

Invited Full Professor

Visiting Assistant Professor

Visiting Associate Professor

Visiting Full Professor

Assistant

Junior Assistant

Invited Assistant
Reader
Monitor

Coordinator Professor

Adjunct Professor

Professor Equiparado-Coordinator, Adjunct, Assistant
Other (please specify)

O|0|0|/0 /0 0|0|0|0/000|0|0|0|0|0|0

13. Type of contract

Indefinite contract with experimental period

Indefinite contract without experimental period
Fixed term contract

Administrative contract (Contrato administrativo de provimento)

o|o|0|0 |0

Other (please specify)

14. Validity of your contract

Less than 1 year (0]
Between 1 and 3 o
years

More than 3 years (0]

15. Are you with an exclusive regime?

Yes 0 No 0
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16. Working regime

Part-time (¢}
Full-time O
Other (please specify) (0]

17. How many hours do you usually teach per week:

At night (after 8 pm)
During the day
Saturday

18. Besides the hours you teach during a week, how many hours do you work per
week in average considering all aspects of education (orientation, lesson
planning, assessment, monitoring of students...)?

19. Is the work at night (teaching) rewarded at the primary institution where you
teach?

Yes ‘ (6] ‘ No ‘ O ‘ I don’t know ‘ O

20. In which area/s do you teach?

General Programs

Education

Arts and Humanities

Social Sciences, Commerce and Law

Science, Mathematics and Computer

Engineering, Manufacturing Industries and Construction
Agriculture

Health and Social Protection
Services

O|0|0|0|0 0 0|0|0|0

Unspecified

21. Is there correspondence between the area/s you teach and your area/s of aca-
demic education?

Yes ‘O ‘No ‘O
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22.  Does your teaching activity cause stress to you?

Yes 0 'No 0

23.  For how many years, including this year, are you teaching in higher education?

Less than 1 year O

Please indicate the years:

24.  For how many years, including this year, are you teaching in your current
institution ?

Less than 1 year (0]

Please indicate the years:

25.  Ifyou have the opportunity, will you move to another institution?

Yes ‘ O ‘ No O

25.1. Ifyes, why?

Select all that apply

I would like to have better working conditions (e. g. space, workload)

I would like to work in another geographical location

I would like to work in another type of institution (e.g. public, private)

I would like to work in another institution with better reputation

I would like to have research opportunities
I am not satisfied with my position

I am not satisfied with my salary

I am not satisfied with the quality of my students

O|0|0|0 /0 0O|0|0|0

Other (please specify)

Teaching management

26.  Are you responsible for the management of any program?

Yes ‘ O ‘ No (@)
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26.1. If yes, what is/are the academic degree/s?

Select all that apply

Undergraduate

Master

PhD

Advanced Training Courses

o|0|0 |0

Management

27.  What management positions have you been holding in the last five years?

Select all that apply
Coordinator/Director of Department O
President/School Director o
School Vice-President (¢}
School Vice-Director (0]
Rector/President O
Vice-Rector/Vice-President (¢}
Pro-Rector O
I have not held management responsibilities (0]
Other (please, specify) (0]
Research
28.  Over the last five years have you been responsible for:
any research centre?
Yes ‘ (0] ‘ No ‘ (6]
any funded research project?
Yes 0 'No 0

any unfunded research project?
Yes ‘ O ‘ No ‘ O
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29. If you have research tasks/responsibilities, what is the main scientific area in

which you do research?

Mathematics

Computer and information sciences

Physical sciences

Chemical sciences

Earth and related environmental sciences

Biological sciences

Other natural sciences

Civil engineering

Electrical engineering, electronic engineering, information

engineering

|00 |0 |0|0|0|0|0

Mechanical engineering

Chemical engineering

Materials engineering

Medical engineering

Environmental engineering

Environmental biotechnology

Industrial Biotechnology

Nano-technology

Other engineering and Technologies

Basic medicine

Clinical medicine

Health sciences

Health biotechnology

Other medical sciences

Agriculture, forestry, and fisheries

Animal and dairy science

Veterinary science

Agricultural biotechnology

Other agricultural sciences

Psychology

Economics and business

Educational sciences

Sociology

Law

Political Science

Social and economic geography

Media and communications

Other social sciences

History and archaeology

Languages and literature

Philosophy, ethics and religion

Art (arts, history of arts, performing arts, music)

Other humanities

C|O0|0|0 /000|000 0000|0000 |0|0|0|0|0|0|0|0|0|00|0|0|0|0
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29.1. On average, how many hours do you spend per week with that research
activity?

All Activities in Higher Education

30.  Approximately, what percentage of time do you spend , during an academic
year, in the following activities (including your national and international
involvement)?

In these fields only should be introduced numbers
The total must be 100 points

Teaching activities (Including preparations, teaching, ‘ 0
evaluation)

Academic and educational advising ‘ 0
Orientation of works/thesis/dissertations ‘ 0
Research ‘ 0
Committee work (national and/or international) ‘ 0
Administrative duties ‘ 0
Professional development ‘ 0
Consulting ‘ 0
Service to the academic community ‘ 0
Community Services ‘ 0
Other ‘ 0
Remaining: ‘ 100
Total: ’07

31.  Approximately, what percentage of time would you like to spend , during an
academic year, in the following activities (including your national and inter-
national involvement)?

In these fields only should be introduced numbers
The total must be 100 points
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Teaching activities (Including preparations, teaching, | 0
evaluation)

Academic and educational advising | 0
Orientation of works/thesis/dissertations | 0
Research | 0
Committee work (national and/or international) | 0
Administrative duties | 0
Professional development | 0
Consulting | 0
Service to the academic community | 0
Community Services | 0
Other | 0
Remaining: | 100
Total: | 0

32. Please tell us the following:

Does your professional activity has an impact on your family life?
Positive Impact (Please describe)

Negative Impact (Please describe)

VII. General Information

33. Sex

Female O
Male O
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34.  Marital status

Single
Married
Divorced
Widow/er
Separated

o000 0|00

Unido de facto (living together
for more than two years)

34.1. Does your partner/husband/wife work? (If you have partner/husband/wife)

Yes ‘O ‘No ‘O

34.2. Is your partner/husband/wife an academic? (If you have partner/husband/
wife)

Yes 0 'No 0

35.  Year of birth
36.  Type of institution

Public University
Public Polytechnic
Private University

O|o|0|0

Private Polytechnic

37.  Inwhich institution do you teach? (answers in attachment)

38.  Approximately, what is your net salary per month? (The answer is optional)

39.  Which of the following descriptions comes closest to your feeling about the
current income of people living in your house?

The current income allows you to live comfortably

The current income is enough to live

It's difficult to live with the current income

It is very difficult to live with the current income

You don’t know

o|0|0|0|0




134

40. What is your degree of education?

M.d.L. Machado-Taylor et al.

Undergraduate (6]
Master O
PhD (0]
Specify the area
Mathematics

Computer and information sciences

Physical sciences

Chemical sciences

Earth and related environmental sciences

Biological sciences

Other natural sciences

Civil engineering

Electrical engineering, electronic engineering, information
engineering

O|0|0|0|0|0|0|0 |0

Mechanical engineering

Chemical engineering

Materials engineering

Medical engineering

Environmental engineering

Environmental biotechnology

Industrial Biotechnology

Nano-technology

Other engineering and Technologies

Basic medicine

Clinical medicine

Health sciences

Health biotechnology

Other medical sciences

Agriculture, forestry, and fisheries

Animal and dairy science

Veterinary science

Agricultural biotechnology

Other agricultural sciences

Psychology

Economics and business

Educational sciences

Sociology

Law

Political Science

Social and economic geography

Media and communications

Other social sciences

O|O|0O|O|0|0|0|0|0|0|0|0|0|0|0|0|0|0|0|0|0|0|0|0 00|00

(continued)
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History and archaeology
Languages and literature

Philosophy, ethics and religion
Art (arts, history of arts, performing arts, music)

[elielieliele]

Other humanities

Specify the year of conclusion of your highest academic degree

GENERAL COMMENTS
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Chapter 6
Academic Careers During the Massification
of Austrian Higher Education

Radical change or persistence of long-standing
traditions?

Hans Pechar and Elke Park

6.1 Introduction

Academic careers at Austrian universities are structured along the Germanic pattern
with a hierarchical division between full professors and academics below professo-
rial status. Starting with the massification of higher education this pattern was sub-
ject to major changes. The central theme of this paper is the balance between radical
change and the persistence of long-standing traditions in the structure of Austrian
academic careers. It will also be shown how academics’ working conditions and
career progression have ultimately been shaped and determined by the surrounding
legal framework and socio-political context.

Over the last five decades Austria has experienced a series of higher education
reforms. From an analytical point of view, two reform cycles are visible, each with
very different underlying policy paradigms. Both periods implemented a variety of
measures, following a coherent background philosophy (see Fig. 6.1). These reform
cycles also represent transitional periods separating distinct organisational models,
or incarnations, of the university: the ‘chair-university’ (up to 1975), the ‘group
university’ (from 1975 to 1993/2002) and the ‘managerial university’ (from
1993/2002 up to the present day).

* The Ist reform cycle had its peak in the mid-1970s and can be characterised as
an inclusion of higher education under the umbrella of welfare state policies. The
policy catchwords referred to the ‘opening-up’ and ‘democratisation’ of higher
education (emphasising student participation, integrating junior faculty into
decision making, and broadening the fields of research).
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Fig. 6.1 The two reform cycles in Austrian higher education, 1960-2010

* The 2nd cycle follows the international policy trends that emerged in the 1990s
and has peaked with a governance reform transforming universities from state
agencies to ‘public enterprises’. The buzzwords of this cycle are ‘deregulation’
and ‘efficiency’.

Reforms regarding the career structure of academics reflect the background
philosophy of these two reform cycles. We will summarise the changes in the
academic workplace during the post-war period that culminated in an improvement
of the legal status and the employment conditions for the “middle rank™ of Austrian
academics (Mittelbau). We will then discuss the changes during the 2nd reform
cycle — these reforms led to a radical break with the long-standing tradition in
Austrian higher education, with the government leaving behind its philosophy of a
‘cultural mission’ in favour of a contractual relationship with universities. One
implication of the change is that academics are no longer civil servants but now have
private employment contracts with their universities.

6.2 The Chair Structure and the Dominance
of the Academic Oligarchy

In the period after 1848 Austria adopted the Humboldtian concept of the research
university, including the organizational structure of the chair system. The university
was basically an assembly of chair holding professors, each in charge of their own
specialized field of research. Originally, no other academic staff were employed by
the university. Private docents who had already completed their habilitation (the
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second thesis that serves as a gatekeeper to the professoriate) had no regular salary
but did receive income from the fees of students enrolled in their lectures.

The growth of laboratories and other service intensive research infrastructure
together with an increase in student enrolments meant that the chair system in its
original form could not be maintained. Professors increasingly needed ‘helping
hands’ which they found in the new category of ‘assistants’ who were increasingly
employed by universities (Busch 1963). Since their employment conditions were
rarely satisfactory, social rights issues emerged for this new category of academic
staff (Bruch 1984). Chair-holders for the most part reacted in a very hostile manner
towards this union like movement, which they considered a threat to the German
tradition of the research university. Consequently, the different academic status
groups developed their own organizations representing particular interests.!

Over the years, academic staff below the professoriate were able to successfully
increase their social rights and the conditions for their academic work. However,
they remained a kind of ‘foreign body’ in the chair structure that only recognized
the full professor as a true academic position. Hence, they were not represented in
collegial bodies and could not participate in collegial decision-making. We will now
explore the situation of academic staff in more detail with a special focus on attempts
to establish a ‘middle-rank’ of academic staff and to develop appropriate career
paths for sub-professorial positions.

6.2.1 Status and Working Conditions of ‘Middle-Rank’
Academics

The first phase of post-war higher education in Austria (1955-1975) is characterised
by a revival of the traditional ‘Ordinarienuniversitit’ (chair-university). The HE
Organisation Act of 1955 (HOG 55) did not bring about structural change but rein-
stated and consolidated the traditional, pre-war chair-system characterised by
strongly hierarchical structures and the dominion of ordinary professors (academic
oligarchy) within the university. Professors held the decision-making monopoly
(Preglau-Hammerle 1986, p. 223) at universities and they ruled via collegial bodies
(in ‘professorial commissions’ and the senate). This restoration of traditional power
and personnel structures was not to change until the mid-1970s. University staff in
this period consisted of two main groups: the professoriate on one side, and their
‘assistants’ on the other.

'Contrary to this development, at the same time academics in the United States founded the
American Association of University Professors, encompassing all academic ranks. The driving
initiative came from established professors; this was unlike the German speaking countries, where
junior academics were fighting for their social rights. “The fact that this initiative was assumed by
the academic elite in this country points to the special context in which the call for professional
unity arose. Here professors were not members of autonomous guilds or of a high and privileged
stratum of the civil service; they were employees of lay governing boards in private and public
institutions.” (Metzger 1987, p. 168).
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Until 1972/1975 there were two types of professors at Austrian universities: ordi-
nary and ‘extraordinary’ professors. Both were considered ‘chair holders’ and followed
the same appointment procedures (a competitive ‘call’). Their civil servant positions
differed only in terms of remuneration and benefits. Also, extraordinary professors,
despite belonging to the ‘professorial estate’ in professorial commissions (the collegial
decision-making bodies below the senate), were not eligible for membership of the
senate (as the senate was comprised of deans which could only be recruited from the
group of ordinary professors). However, these extraordinary professors only made up a
small part of the professoriate and their numbers continued to decline until 1972.2

Alongside — or better, below — the professoriate existed the second and by far the
largest group of academic staff in this first phase of university organisation in
Austria: the group of so-called ‘university assistants’. This reflected a two-tier
structure, with no direct means of progression from one tier to the other.

In 1948 and then 1962, the University Assistants Act laid down and codified the
role, career path and obligations of university assistants. The Act, which remained
in force until 1988, foresaw a supporting role for assistants in relation to the profes-
soriate. They were to aid and support professors in carrying out their duties in teach-
ing, research and administration. While they were to ‘participate’ in professors’
lectures, their job profile did not extend to an independent teaching (and/or research)
function, although teaching duties could be assigned to them by the professoriate
via externally remunerated lecturing contracts. Assistants were also not represented
in collegial decision-making bodies.

With growing student numbers, and thus increased teaching responsibilities, this
setup became increasingly problematic. Assistants had to take on an ever-growing
workload (exploitation without representation) and personal allegiance often
demanded that they would carry out teaching assignments for professors without
extra remuneration. The administrative workload was also increasingly devolved to
university assistants: in 1969, for example, 23 % of all departments had no admin-
istrative support staff and thus had to rely on the work of university assistants alone
(see Hochschulbericht 1969). In the ‘take-off” phase of HE massification (from the
1960s to the mid-1970s, see Preglau-Hdmmerle 1986, p. 202), public interest,
investment and expenditure in HE — along with student numbers — all grew. The
tasks at hand increased drastically and so did the numbers of university assistants
(1955: 1456, 1962: 1720, 1969: 3353, 1972: 4484). In the 5 years between 1962 and
1969 their numbers almost doubled, over the period from 1955 to 1972 they tripled.
Still, the legal framework acknowledging the contributions and work of assistants
was not changed to increase their independence or participatory rights.

Assistants were strongly dependent on and hierarchically subordinated to profes-
sors. They had to rely on the professoriate (especially on the one professor they
were assigned to) for positive assessment and thus career advancement (‘unbearable
personal dependencies’, see Pechar 2005). However, if in turn they were supported

2Chair-holders in 1955: 336 ordinary and 121 extraordinary professors; in 1964: 502 ordinary and
113 extraordinary professors; in 1970: 806 ordinary and only 100 extraordinary professors at all
Austrian universities; Source: BMWF, Hochschulberichte.)
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Fig. 6.2 Student numbers, HE public expenditure (as a percentage of total public expenditure) and
total academic core staff at universities, 1955-1972; Index 1955 = 1 (Source: Austrian Federal
Ministry of Science and Research, Report on Higher Education 1969, 1972 and 1975)

and rewarded by their professors, their career path was quite clear and stable. Once
a professor had selected a university assistant for a position, their career followed a
pre-determined path. All assistant positions were first offered on a fixed-term basis
for a period of between 10 (2 + 4 + 4) and 14 years; during this phase prolonging the
contract was merely a formality if the assistant showed ability and progress. If the
assistant had completed his habilitation (or an equivalent achievement) at the end of
this period, he or she could apply for a tenured position as a university assistant and,
following approval of the collegial bodies in charge (i.e. the professoriate), the con-
tract was made permanent. This led to obtaining tenure and a ‘definitive’ (civil ser-
vant) employment status as a ‘university assistant’. Thus, habilitation practically
provided the entry ticket to permanent civil servant status and lifetime of tenured
employment. The existence of a ‘track’ below the professorial level is a peculiar
feature of the Austrian HE system within the Germanic pattern. With growing num-
bers of assistants and budget restraints, this quasi-automatic career progression
would prove increasingly problematic in later years. However, public expenditure
and investment in HE grew rapidly in the years between 1955 and 1972 and the
university budget continued to increase steadily.

6.2.1.1 Quantitative Developments 1955-1975

From 1955 to 1972, student numbers in Austria tripled (with especially high growth
rates in the early 1960s and early 1970s) along with public expenditure for higher
education in this period (measured both as a percentage of the total national budget
as well as a percentage of GDP, see Fig. 6.2). Academic staff numbers also increased.
However, the new teaching burden was mostly absorbed by a drastic increase in
assistant positions: Although professorial positions grew mildly, assistant positions
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Fig. 6.3 The quantitative development of different categories of academic staff at Austrian univer-
sities, 1955-1972 (Source: Austrian Federal Ministry of Science and Research, Report on Higher
Education 1969, 1972 and 1975)

tripled from 1955 to 1972 in line with student numbers and budgetary expendi-
ture (see Fig. 6.3). This was how the traditional chair university coped with the
demands of mass education.

In 1969, the ministry’s HE Report deplored ‘the lack of an institutionalised
middle-rank’ to be able to officially and independently take on increased teaching
obligations, and highlighted the necessity of creating a ‘true middle-rank’ between
assistants and professors. The attempt to define and establish a middle-rank, to deter-
mine its role and function and to identify its position in the hierarchical structure of
the university (as a status group) is ultimately the central issue of Austrian university
staff reforms in the last 50 years. There have been various attempts and phases of
reform designed to restructure the professional division of labour at universities: on
the one hand, by steering away from the traditional chair university while, on the
other hand, adamantly refusing to give up the specific status and role of the (ordinary,
full) professor. What followed in the next 40 years were various attempts to establish
and integrate the ‘middle-rank’ into the structure of the university, without abandon-
ing the distinct and detached role of the professoriate: the direct link between a full
professorship and other academic positions — and thus a true career track that allows
for regular promotion — has never been established in Austria.

6.2.2 The ‘Group University’: The Status Increase of Middle-
Rank Academics

The governance reform of the 1st reform cycle brought a radical change to the
decision-making patterns of the chair system. The University Organisation Act of
1975 (UOG 75) established a collegial decision-making system based on the tiered
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participation of students and ‘middle-rank’ academics (assistants with and without
habilitation).

The UOG 75 represented a stark departure from the chair university and the
dominance of ordinary professors within the institution. It aimed to increase staff
participation and initiated a certain democratization within universities by integrat-
ing all three newly defined ‘status groups’ into the decision-making process (hence
‘group university’): ordinary professors, university assistants and the student body
were all represented and had to cooperate in newly defined collegial bodies (albeit
with different voting powers). Also, the institutional levels below the senate (i.e. the
‘faculty assembly’ and the so-called ‘institute’s conference’), gained in influence
(especially regarding decisions on personnel or open positions).

6.2.2.1 Academic Career Structures 1975-1993

The increased necessity acknowledged by policy makers to create a middle-rank
with independent teaching duties had ultimately led to the creation of a new type of
associate professor in 1972 (§10a professor). This amendment to the HOG in 1972
was later incorporated into the University Organisation Act of 1975(UOG 75) as the
Act’s ‘new associate professor’ (§31). Both the 1972 amendment and the UOG 75
stipulated that these associate professors should concentrate mainly on teaching in
order to ease the increased teaching load. In addition, he or she can be assigned
research and — with limitations — management tasks (for example, acting as substi-
tute to the head of the institute). In carrying out his/her teaching duties, the associate
professor enjoys the same professional autonomy as ordinary professors. The cre-
ation of this new position, as an independent academic teacher, is also significant as
it changed and challenged the ‘chair’ principle: previously only professors as chair-
holders were able to teach independently. For the first time, the new Act allowed
permanent positions to exist outside the chair system (i.e. not directly linked to a
chair-holder) for university assistants with habilitation.

However, the appointment procedures for these positions differed from those
of full (or ordinary) professors, thus maintaining a clear delineation between
ordinary and associate professors. A competitive call and professorial appoint-
ment procedure was not foreseen for associate professors. A university assistant
with habilitation could apply for a position — if a vacancy arose — and was pro-
moted to associate professor after a hearing. Associate professors were merely
‘nominated’ (‘ernannt’), no longer ‘appointed’ or ‘called’ (‘berufen’) in the
sense of the chair tradition.

In establishing the various groups, the UOG integrated all formerly ‘extraordi-
nary’ professors into the group of ordinary professors, as their equals. The new
associate professors occupied an intermediary position: while they became part of
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Fig. 6.4 The quantitative development of the different categories of academic staff at Austrian
universities, 1972-1993 (Sources: Austrian Federal Ministry of Science and Research, Report on
Higher Education 1975, 1982, 1984, 1987, 1990, 1993 and 1996)

the (voting) group of full professors at the faculty® and institute* level, in the univer-
sity senate they still belonged to the group of university assistants as only ordinary
professors could be part of the professorial status group in this top ranking collegial
body. Thus, the UOG75 associate professor was situated between the professoriate
and university assistants.

6.2.2.2 Quantitative Developments 1972-1993

After a rapid expansion in the first years, associate professorships doubled between
1975 and 1993. As such, they grew more rapidly than ordinary professorships.’
However, the group of associate professors still made up only a minority within the
professoriate and the growth of both positions stagnated during the 1980s. The con-
tinuing rise in student numbers during the late 1970s and 1980s was absorbed by a
different group which had already seen a drastic increase in the years leading up to
the UOG 75: the group of external lecturers. From 1972 to 1993 their numbers
increased almost fivefold (see Fig. 6.4). HE reports in the second half of the 1970s
and then again at the end of the 1980s made frequent reference to the problem sur-
rounding the situation of external lecturers and the increasing reliance that the sys-

3The faculty assembly was composed of: 50 % professors (all associate and ordinary professors of
the faculty), 25 % assistants and 25 % students; this body decided the demand for new staff and
sanctioned the creation of new posts.
*The three groups (professoriate, assistants and students) were represented in equal numbers in the
so-called institutional conference.
3 Associate Professors UOG 1975: 172 in 1973; 305 in 1975; 540 in 1986; 608 in 1993;

Ordinary Professors: 1093 in 1975 to 1201 in 1993, Source: BMWEF, Hochschulberichte.
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tem placed on them. The further student increase in the late 1980s was also
accompanied by an increase in assistant positions.

Student numbers continued to climb at a rapid pace throughout the 1970s and
1980s (in 1977 there were around 100 000 students, hitting around 200 000 in
1991). This second phase was characterised by unabated growth in student numbers
while the numbers of core staff increased only slightly and budgetary expenditure
remained relatively stable (see Fig. 6.5). As a result the teacher-student ratio dete-
riorated: in 1969 there were 55 students per professor and 14 students per assistant.
In 1986 these numbers increased to 92 students per professor and 31 per assistant.
This trend has continued until today: in the year 2000 there were around 120 stu-
dents per professor, rising to 147 by 2011 (three times as many as in 1969); mean-
while the ratio of assistant positions to students has remained the same since 1986
(around 30 students per assistant).

The independence and responsibilities of university assistants as teachers and
researchers was strengthened in 1975. However, it took until 1988 that legislation
newly regulating their career path finally passed following more than 12 years of
heated debates on the subject.

Now, after a fixed-term entry period of 4 years, a ‘provisionally permanent’
period of 6 years was introduced. After 4 years (mostly leading up to the doctorate)
the assistant was moved to a ‘provisionally permanent’ tenured contract and had a
clear employment prospect if he or she fulfilled certain criteria (apart from habilita-
tion, experience and other professional criteria were added). The appraisal and
review of the candidate thus shifted to an earlier stage, in practice taking place after
the first 4 years (as opposed to after 10 years in the old system) before entering the
‘probationary’ or ‘provisional’ period. After completing the doctorate, university
assistants had a clear perspective regarding their future employment situation. They
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were on a track leading to tenured sub-professorial employment. In the words of a
contemporary: ‘if you were in [even at a pre-doctoral stage] you were in’.% This
quasi-automatism of promotion or advancement into a tenured civil servant contract
eventually led to an increase of permanently tenured (assistant) staff. In 1969,
around 6.5 % of university assistants were permanently or ‘definitively’ employed
as civil servants, in 1980 this had risen to 14.8 %, standing at 14.7 % in 1986 — by
1990 the numbers of permanently employed university assistants had climbed to
31.4 % of all university assistants.

As aresult, this kind of ‘career automatism’, enjoyed by all those junior academ-
ics who were successful in getting a foot into the university, led to a significant split
between insiders and outsiders: Insiders enjoyed a high level of job security without
necessarily being academically evaluated in a rigorous manner. Since all available
positions were occupied by insiders, young researchers who were not already part
of internal networks had little chance to get an academic position. This began to be
problematic in the late 1990s.

6.3 The Managerial University: Radical Change

6.3.1 UOG 93 - Transition to Managerialism

While the unions were successful in further increasing the job security of junior
faculty during the 1980s, the shift of power moved in the opposite direction during
the 2nd reform cycle. This wave of reform began to gain momentum in the early
1990s and eventually culminated in a fundamental governance reform that was to
change the legal nature of universities (University Act of 2002).

As a first step in that direction, the University Organisation Act 1993 (UOG 93)
strengthened and encouraged university autonomy. However, the new Act did not
contemplate any drastic departures from the previous model in terms of academic
careers and career progression. In fact, in the period leading up to 2001, the above
mentioned career automatism leading to tenured employment even expanded.

The 1993 Act evolved the position and role of associate professors, following a
similar pattern to that observed with the changes of the 1975 Act compared to the
HOG 55. All associate professors under §31 UOG 75 were from now on to be inte-
grated with ordinary professors in all collegial bodies. Both were to carry the new
title of ‘university professors’, (old) associate professors were thus (again) inte-
grated into the full professoriate. In a similarly repetitive mode, the UOG 93 created
its own, new type of associate professor. However, these new associate professors
no longer belonged to the group of professors in any collegial assembly; they were
represented only in the group of university assistants. In fact, they were university

®Quote from an interview with an Austrian associate professor in the framework of the EuroAc
project: http://www.uni-kassel.de/einrichtungen/en/incher/research/research-area-change-of-
knowledge/euroac-academic-profession-in-europe.html
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assistants, as from now on all (permanent) university assistants with habilitation
(having thus successfully completed the ‘provisionally permanent’ period) were to
carry the official title of ‘associate professor’. The career automatism at Austrian
universities was at its height: it was now possible to advance directly from doctoral
student to associate professor. Even if a candidate did not complete habilitation,
there was still the possibility of remaining a tenured ‘assistant’, carrying the title of
‘assistant professor’. The intermediary position held by associate professors (of the
type envisaged under the UOG75) was thus dissolved, reviving the old division
between ordinary professors and assistants, albeit with different titles.

Including staff in ‘provisionally permanent’ positions, 63.4 % of university
assistants were tenured civil servants in 1999 (excluding provisionally permanent
staff this number was 45 %). By the year 2000, UOG 93 associate professors had
outnumbered ordinary professors. The increase in permanently employed positions
was the main development during this time, in fact somewhat counteracting the
trend the UOG 93 envisaged. Progression often became a formality and staff were
able to stay at the same institution for an entire career.

This pattern of automated, non-competitive career advancement into tenured
civil servant positions continued until the late 1990s. It then became clear that the
relatively easy access to tenured positions and a subsequent increase in permanent
civil servant positions meant that departments were increasingly ‘blocked’ to young
researchers, with funds failing to keep up with the growth in student numbers and
staff.

As a strong- reaction to this quasi-automated career progression at one institu-
tion the government passed the Provisional Employment Act in 2001 at the height
of the controversy about the new governance structure. The Act eliminated all per-
manent positions below the professoriate. All sub-professorial staff and thus the
entire middle-rank was to be employed on a fixed term basis.” The entry position, as
an ‘assistant in training’ (pre-doctoral), was limited to 4 years; the following posi-
tion as a postdoc university assistant was limited to 6 years. After a maximum of 10
years, career progression within the same institution could go no further and a
change of location was required. At this point, the academic could either apply for
a position as a (full) university professor (competitive call) or a fixed-term ‘contrac-
tual” professorship (Vertragsprofessur) limited to 6 years. The ministry thus con-
structed different ‘career pillars’ and the transition to the next career pillar required
a new application.

Further, civil servant positions were entirely abolished and new personnel were
hired by the State on a contractual basis (VBG).

The ministry argued that immediate action was necessary in order to prevent an
increase in the number of civil servants from blocking the academic career path for
the younger cohorts. The Act was to last for only a few years until universities could
act as full legal employers. It was also suggested that the regulations of the provi-
sional employment act should be regarded as a model for future collective agree-

"With the (minor) exception of the so-called ‘staff scientist’, a permanent non-professorial aca-
demic position.
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Fig. 6.6 Quantitative development of different categories of academic staff at Austrian universi-
ties 1993-2002 (Source: Austrian Federal Ministry of Science and Research, Report on Higher
Education 1993, 1996, 1999 and 2002)

ments between universities and unions. The ministry thus clearly signalled its
preference for strictly limited term employment contracts and its rejection of a con-
tinuous career model. Obviously, it was convinced that permanent academic posts
below the professorial level are inherently problematic.

The Provisional Employment Act broke with the established conditions of aca-
demics at Austrian universities in two ways: Firstly, public employment contracts
were abolished and substituted by private contracts. Secondly, the new act ended the
possibility of perpetual employment contracts for all academic positions below the
professoriate (Fig. 6.6).

The Provisional Employment Act was met with stiff opposition by the large
majority of academics. The unions and the representatives of junior academics were
opposed due to the obvious negative effects felt by the groups they represented.
However, even many professors, who basically agreed that employment conditions
should be changed in order to allow more competition, argued that the Act took the
wrong approach. A frequent objection was that job security and status as an indepen-
dent academic was granted too late. The most productive period of many academics
would thus be impeded by insecurity and personal dependence on professors.

6.3.2 UG 2002 — The Breakthrough of Managerialism

The Provisional Employment Act came into force in 2002; however, its reign was
short-lived as the same year the most radical reform of Austrian higher education to
date took place with the approval of the University Act of 2002 (UG 2002) which
overthrew most previous regulations. What was tentatively initiated by the UOG 93
now took full shape: Universities were de-coupled from direct state control and
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acted as autonomous entities under public law. At the same time, institutional man-
agement (i.e. the rectorate) was strengthened at the expense of academic self-
governance in collegial bodies. The UG 2002 transformed public research
universities from state agencies to public enterprises. Consequently, academics are
no longer civil servants — they now have private employment contracts with the
university. Existing contracts, however, were not changed; academics that already
had a public employment contract retained civil service status.

Academics of all ranks predominantly considered the change from public to pri-
vate employment contracts as a severe deterioration in their working conditions.
The civil service status was attractive for two reasons:

* High job security: civil service status can be considered as the traditional
European equivalent to ‘tenure’ in the US-American sense. Most academics
feared that private contracts would result in a ‘hire and fire’ philosophy that
would endanger academic freedom (Pechar 2005).

» Attractive pension schemes: academics saw this benefit as compensating for the
low starting salaries of civil servants. However, there was little hope that future
junior academics would get higher starting salaries.

The new University Act had the strongest impact on junior academics, postdocs,
and graduate students who strived for an academic career. Professors who already
had employment contracts as civil servants were affected in a different way: the new
managerial structures challenged the traditional forms of collegial decision-making.

Universities which are fully independent legal entities are now employers of all
academic and non-academic staff. Under the new governance regime, universities
are autonomous, self-governed organisations, which are responsible for the guidance
and monitoring of academic work. Even in large and complex universities, the insti-
tutional management will be much closer to the basic academic units and their work
than the bureaucracy of the government; closer in terms of space, professional com-
petence and shared academic values. This means that the ‘principal’ comes closer to
the ‘agent’, possibly close enough to effectively influence the work of academics.

Not surprisingly, there is a lot of suspicion among academics of the organisa-
tional change and the corresponding decision-making structures. Rectors were
regarded as primus inter pares, now they are ‘bosses’, ‘superiors’; this is at odds
with the traditional concept of academic autonomy implying no subordination, no
formal responsibilities, in particular for the members of the guild, the chair-holders.
Many academics think that the new legislation has imposed the decision-making
structures of the corporate world onto universities. They fear and expect an overt
hierarchy, possibly prejudicing academic freedom; an authoritarian mode of leader-
ship, which will not allow appropriate faculty influence.

These tensions are aggravated by an interesting side effect of the new relation-
ship between the government and the higher education institutions. Formerly, the
ministry served as an outside adversary, absorbing much of the frustration of
academics. Now many conflicts, which formerly were fought between the univer-
sity and the ministry, are internalised. From one perspective, the loosely united
community of scholars has lost a powerful external enemy. Some issues previously
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treated as conflicts between the government and academia now re-emerge as con-
flicts between the rector (the management) and the academic staff. Such ‘re-
labelling” most frequently occurs with issues of budget (typically prompted by the
internal distribution of resources). In general, competition between academics and
between different academic units has increased. Some academics fear that this could
adversely affect the cohesion and productivity of the organisation.

The most fundamental change of the new legislation covers the normative dimen-
sion of the relationship between the State and higher education. The new gover-
nance model implied a break with the long-standing tradition of the State following
a cultural mission and introduced the philosophy of new public management. The
controversies surrounding these different aspects will be summarised briefly below.

6.3.2.1 Academic Career Structures and A Quantitative Overview

While the UG 2002 explicitly regulated access to professorial positions, it remained
vague as to the organization of sub-professorial positions (this also highlights the
importance placed on professorial positions). It was left to the universities to develop
a ‘Collective Agreement’ to establish new personnel structures for the middle-rank.®
The Collective Agreement came into force in 2009, representing an agglomeration
of previous models and specific Austrian elements. However, it is also infused with
new reform ideas, most importantly incorporating notions of the American tenure-
track system. On the sub-professorial level, the Collective Agreement foresaw that
all assistant positions were fixed-term (4 years at the pre-doctoral level, 6 years at
the post-doctoral level, a continuation of the Provisional Employment Act). Further,
as in all large reform cycles before, the Collective Agreement introduced its own,
new version of the associate professor, this time in the shape of a ‘tenure-track’.
The Austrian version of a ‘tenure-track’ begins with a position as an assistant
professor. Candidates for such positions can be competitively recruited, however,
the position can also simply be ‘offered’ to promising assistants already at the insti-
tution (internal recruitment, reminiscent of career patterns of civil servant university
assistants in earlier periods). By taking up the position of assistant professor, the
candidate concludes a so-called ‘Qualification Agreement’, with the university out-
lining obligations or criteria to be fulfilled at the end of the ‘probationary’ period.
Examples of such demands may include a certain number of international publica-
tions, successful acquisition of external funding or, in most cases, the long-standing
requirement of habilitation; the content and conditions of the qualification agree-
ment are ultimately left to the university. If at the end of the assistant professorship

8 During the interim or transitional period between 2002 and 2004 (when the University Act entered
into force), it is hard to statistically trace the various co-existing positions and legal arrangements.
For this reason, this chapter leaves out the years between 2002 and 2004. Even after 2004, when
the new staff-reporting regulations of the University Act applied, thus rewriting a (new) statistical
basis, there was still considerable confusion regarding how positions were defined. This situation
was only fully resolved in 2009, when new positions that were codified in the collective agreement
were ultimately categorised and defined by the universities.
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the candidate fulfils the pre-set criteria, they are promoted to associate professor
with permanent tenured employment.

This tenure-track model, or ‘quasi tenure-track’, was certainly inspired by the
American model, and while it offers a permanent employment prospect if the can-
didate is promoted, it is ultimately not comparable to it. Firstly, internal recruit-
ment —and an entire career at one institution — is still possible in the Austrian system
and, secondly, the track does not lead to full professorship as it does in the US. The
new Austrian associate professor remains part of the middle-rank and belongs to the
status-group of university assistants in collegial decision-making bodies.

As mentioned above, it should be noted that academic self-governance — the role
and influence of the academic profession on the decision-making process at univer-
sities — was seriously curtailed in the last cycle of university reform. Previously,
either only ordinary professors took decisions in ‘professorial commissions’ (as in
the HOG 55 framework or ‘chair university’), or separate status groups jointly help-
ing steer the institution (as envisaged by the UOG 75 or the ‘group university’). The
academic senate, for example, lost much of its influence, and is now mostly limited
to dealing with curricular matters; similarly the faculty and institutes also suffered.
At the same time, university leadership gained influence and power, especially con-
cerning the opening of new, permanent positions. It could thus be argued that repre-
sentation (within a certain status group) has lost some of its significance (as the
most pressing issues are not decided any longer by the academics themselves in
collegial decision making bodies). The assignment of the new associate professor to
the middle-rank, the status group of university assistants, thus does not entail the
same consequences as it would have in the framework of the group university. NPM
inspired governance structures somewhat favour flatter hierarchies (see Pechar
2004, 2005). Ideally, the development of a faculty model would probably fit better
with current governance structures, however, at Austrian universities today the
‘unbridged disjunction’ (Ben-David 1991, p. 198) between the professoriate and all
other academic staff still remains, with the associate professor again occupying an
intermediate position.

At this time, 2 years after the Collective Agreement came into force, only a few
tenure-track positions have as yet been established. However, there is substantial
growth (369 positions in 2010, 633 in 2011). While the numbers of older associate
professors (civil servants, UOG 93) are slowly fading due to ongoing retirements,
they will probably be replaced by new tenure-track positions. So far, universities
have only reluctantly handed out these coveted positions. It is not yet foreseeable if
these new positions will turn into ‘elite-positions’ or into a way of keeping univer-
sity assistants at the university, a new old version of the Austrian associate
professor.

Looking at the recent developments in the numbers shown in Figs. 6.7 and 6.8
shows us that while student numbers again continued to climb, following a brief
decline caused by the introduction of tuition fees in 2001, the numbers of both full
professors and associate professors remained relatively stable. While older UOG 93
associate professors are slowly being replaced by new ‘tenure-track’ positions,
assistant positions, on the other hand, continue to increase.
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Fig. 6.8 Student numbers, HE public expenditure (as a percentage of total public expenditure) and
total academic core staff at universities 1955-2011; Index 1955 = 1 (Source: Austrian Federal
Ministry of Science and Research, Report on Higher Education 1969, 1972,1975, 1982, 1984,
1987, 1990, 1993, 1996, 1999, 2002; since 2005: Uni:data Warehouse, available online at
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Summarizing our observations on academic career structures over the last 55
years of Austrian university reform, each reform cycle brought about its own ver-
sion or type of ‘associate professor’, a position between the mass of university assis-
tants and the (full) professoriate. Since 1955, there have been four types of associate
professor, each with its own specific dimension and strategic focus. While attempts
to regulate and stabilize the middle-rank and to establish intermediary positions
between assistants and full professors were taken throughout this period, the gap
between the status group of professors and other academic staff was never bridged,
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an ‘unbridged disjunction’ remains, with different career patterns and participation
rights based on different recruitment procedures for each group. The professoriate
remains a detached estate in Austrian higher education to this day.

While the numbers of ordinary professors quadrupled in this 55-year period of
higher education massification, the enormous growth in student numbers saw a ten-
fold increase, and assistant positions rose ninefold. The massification of higher edu-
cation in Austria was thus absorbed by an increasing reliance on university assistants
and sub-professorial staff.

6.3.2.2 A Farewell to the ‘Cultural State’

The new University Act was not just another change in employment conditions but
also a dramatic change to the long-standing normative foundation of higher educa-
tion. The new governance model abolished the assumption that the State has a cul-
tural mission. Instead, the government embraced the new public management model
that established a contractual relationship between the State and the universities.

For the past 150 years, the educated elite saw it as an obligation of the government
to be a benevolent patron of higher culture in general and universities in particular.
The State’s duty was to protect the integrity and autonomy of universities and secure
academic freedom from outside pressures by supporting academics as civil servants
with life tenure. The government, according to this concept would subsidize higher
learning with no instrumental or utilitarian strings attached. According to the neo-
humanist model, the State ‘would become a vehicle, a worldly agent of form for the
preservation and dissemination of spiritual values. Indeed, it would seek its legiti-
macy in this action, and it would be rewarded by finding it there. The State earns the
support of the learned elite, who would serve it not only as trained officials but also
as theoretical sponsors and defenders.” (Ringer 1969, p. 116). The autonomous uni-
versity, protected by the enlightened government against interference from particu-
laristic interests (meaning utilitarian goals), gives legitimacy to the State and trains
its civil servants and teachers. Accordingly, academic freedom does not need to be
defended against the government, but is guaranteed by the government.

The real conditions for autonomous scholarly work under the umbrella of the
cultural State were not as conducive as the Humboldtian saga suggests. According
to Max Weber, academic freedom existed ‘only within the limits of officially
accepted political and religious views’. (cf. Ringer 1969, p. 143). Meritocratic prin-
ciples of promotion and appointment were often violated by racial (predominantly
anti-Semitic) discrimination and political pressure. Discrimination was practiced
partly by the government that declined to appoint unwanted academics; and partly
by the collegial bodies of the universities, that would not promote them. No defining
difference existed in that respect between German and Austrian universities. The
latter, during the last decades of the nineteenth century, became a battlefield of vio-
lent nationalist conflicts and were dominated by Pan-Germanic movements (Cohen
1996, p. 127). Between the two world wars, Austrian universities became a centre
for antidemocratic and anti-Semitic movements (Hoflechner 1989). Interference
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with academic autonomy continued during the first decades of the 2nd Republic,
when higher education policy was dominated by a soft version of Political
Catholicism. During the 1950s, ideological reservations led education ministers to
decline the appointment of professors with a Darwinist or Positivist background
(Kleiner 2011, p. 164).

The advent of mass higher education gradually changed the relationship between
the State and universities. On the one hand, the expansion of the professoriate
eroded the hegemony of conservatism among the academic oligarchy and gave way
to a greater pluralism of different political orientations. Governments no longer
interfered in academic affairs for ideological reasons. On the other hand, policy
makers adopted a utilitarian approach to higher education that was at odds with the
Humboldtian tradition. After all, the government increased funding for universities
because it expected them to contribute to economic growth. This new utilitarian
approach required a stricter legal regulation of academic affairs, which were for-
merly left to internal academic decision making. For example, in 1966 the govern-
ment established for the first time a legal basis for study courses (AHStG — General
Act on Higher Education Study Courses). In the commentary to this Act (that was a
major step towards formalizing and harmonizing the curriculum under federal law),
the government explained that higher education has become too important to soci-
ety as to be left to academics (Gotz 1993, p. 35).

As a response to the tightened legal framework, academics started to complain
about the overregulation of Austrian higher education. During the 1980s, demands
for more autonomy for universities increased. When the government came forward
with first drafts of the new governance reform it promised to give more autonomy to
universities. However, autonomy can be interpreted in totally different ways by dif-
ferent actors. Academics still saw the notion of autonomy within the conceptual
framework of the Humboldtian tradition — individual autonomy for full professors —
while the government was determined to increase institutional autonomy. This con-
cept of institutional autonomy was rejected by all academic camps, by students,
junior faculty, and the academic oligarchy; the government was seen to be abandon-
ing its financial responsibility to universities.

The University Act of 2002 was probably the most far-reaching reform since
1849 when Austria embraced the Humboldtian model. It made Austria a leader in
the ‘managerial revolution’ on the European continent. Controversies that arose
with this reform are still being settled 10 years after the Act was passed.

6.4 The Managerial University: Persisting Traditions

6.4.1 The Persistence of ‘Academic Estates’

The UG 2002 makes a distinction between ‘members’ and ‘employees’ of the uni-
versity (§ 94). Membership refers to the traditional concept of the academic corpo-
ration. Members are not only employees, but also students, holders of scholarships,
and retired professors. Employees are divided into academic and non-academic
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staff. Academic staff are again divided into two categories: professors and non-
professorial academic staff, with the latter group comprising all levels of junior
faculty including academics with habilitation.

The distinction between these two categories of academics is of the utmost
importance because it is the legal foundation for two distinct ‘academic estates’.
Professors are separated from other academic staff by an ‘unbridged disjunction’
(Ben-David 1991, p. 198). Historically they were defined as chair-holders, and this
definition inherently limited their number. The basic structure of the chair system
remains, although the term ‘chair’ went out of fashion and is no longer used.

The organizational reform of 1975 officially abolished the chair system and
instead introduced the new structure of ‘institutes’. These new institutes were sup-
posed to be larger academic units that foster cooperation among academics of the
same discipline. However, the academic oligarchy’s resistance against this reform
was strong and basically successful. The majority of institutes contained just one
professor — the former chair-holder —and his/her academic and non-academic sup-
port team. In other words, the Institute structure was predominantly a slightly mod-
ernized chair system.’

The traditional justification for the split between academic estates is that junior
academics are still trainees, and hence constitute a different category of staff.
However, a closer look at the structural conditions of academic careers in German
speaking countries reveals that a large part of the ‘middle-rank’ never progress
beyond the trainee position. This is a characteristic of the traditional chair system
that has — together with the habilitation as a gatekeeper for the professoriate — sur-
vived the dramatic changes of two reform cycles described in the previous section.

6.4.2 Habilitation Versus Tenure Track

The peculiar characteristics of the Germanic career structure become obvious if one
compares it with the American tenure track system. Such a comparison is not arbi-
trary; after all the Humboldtian university served as a role model for the American
research university. However, as Ben-David (1991) explains, the US — a country
lacking the feudal past and guild tradition of Europe — did not adopt the chair system
and the division of academic estates. Instead, the American research university
developed a tenure track system, making rigorous academic demands on junior fac-
ulty, but at the same time allowing a reasonable calculation of risks and chances to

Burton Clark has pointed to problems associated with mass higher education systems where the
chair structure is preserved: ‘As academic enterprises and systems have grown, the chair, compared
to the department, has been an increasingly inappropriate unit for swollen disciplines. Systems that
have both kept the chair as primary unit and have grown much larger have exhibited overload and
extreme fragmentation. Most important, the chair system has a weak capacity to correct errors,
particularly in the crucial area of equity appointments. When a mistake is made in selecting a
mediocre person to fill a chair, the affect is long lasting, through the rest of the academic life of the
incumbent and beyond.” (Clark 1983, p. 48).
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proceed with an academic career. The Germanic system, on the contrary, has main-
tained until this day some features that provoked Max Weber to characterise pursu-
ing an academic career as a hazardous occupation.!®

There are several similarities between the career structure in the US and the
Germanic systems.

* Firstly, both systems subject junior academics to a rigorous evaluation upon
completing their doctorate. In Germanic systems, the habilitation (the second
thesis after the doctorate) is the crucial gatekeeper for a successful academic
career. In the US, assistant professors who are on the tenure track but do not yet
have tenure, are evaluated at the end of their probation period (‘up or out’). This
evaluation has some parallels with the habilitation (Kreckel 2008, p. 179).

* Secondly, both systems expect a positive predisposition towards inter-institutional
mobility during the academic career. As a safeguard against inbreeding, academ-
ics are expected to leave — at least temporarily — their home institution where
they have completed their research training. They should prove themselves in a
new environment, independent from their old networks and their academic
mentors.

Irrespective of these similarities, the differences between the two systems are
impressive.

 Firstly, the PhD in the American system is an explicit research training based on
a professional model (a formalized system outside the private discretion of indi-
vidual mentors). It is assumed that PhD’s have completed their research training
and that the next step of their career is to accumulate experience (as postdocs)
and ‘stand the test’ as independent academics on the tenure track. The doctorate
in the Germanic systems has mixed functions: it is not only a research training
but it is also used as a signal of professional and managerial talent (Frank and
Opitz 2007). Doctoral training has been undergoing major change in recent
years, but the traditional form is based on the apprenticeship model that gives
huge discretion to the individual mentor. Would-be academics who have com-
pleted their doctorate and are working on their habilitation are still considered to
be trainees. Even if they have an employed position as an assistant professor they
are not considered to be independent academics (like their American counter-
parts). They are not considered to be in a probation phase, but still in their
qualification phase.

e Secondly, young academics leave their home institution at different stages in
their career. In the American system, inter-institutional mobility is compulsory
after completion of the PhD. When they apply for their first tenure track position,

19“For it is extremely hazardous for a young scholar without funds to expose himself to the condi-
tions of the academic career [...] The question whether or not such a private lecturer, and still more
an assistant, will ever succeed in moving into the position of a full professor or even become the
head of an institute. That is simply a hazard. Certainly, chance does not rule alone, but it rules to
an unusually high degree. I know of hardly any career on earth where chance plays such a role.’
(Weber 1947a, p. 129f.).
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junior academics are on average in their early 30s. They start their academic
career in a new environment detached from their academic mentors. In the
Germanic system, academics are supposed to move when they get a ‘call’ for a
professorship. On average, academics are then in their mid-40s. In other words,
mobility takes place 10—15 years later in the Germanic academic life cycle com-
pared with their American counterparts. This has important implications. Firstly,
mobility may be much more disruptive for the family life of academics when it
takes place at a later period in the life cycle. Secondly, junior academics in
Germanic systems spend the first 10—15 years of their career within the familiar
networks of their academic mentors. This is not necessarily a blessing, because
in the Germanic context the term ‘assistant’ usually carries the implication, that
young academics will assist their mentors. After all, they are not yet regarded as
being independent academics, but seen as passing through their qualification
phase.

e Thirdly, there is an important difference in the procedure for attaining a profes-
sorship. Since the professoriate in the US is a professional career, not an aca-
demic estate, once academics are promoted to associate professors with tenure,
they can be promoted to full professors after another period of probation.!! In
Germanic systems, the cleavage between the lower and the higher academic
estate is irreconcilable. A promotion from a junior position to full professor is not
possible. Professors are ‘called’, and such a ‘call’ requires a vacancy in the pro-
fessorial estate of a certain university. The higher academic estate is by nature —
in terms of quantitative availability of positions — significantly smaller than the
lower estates. The concept of a ‘call” carries connotations alien to an application.
Originally, private docents could not apply actively for a professorial position.
Firstly, these positions were not advertised, but more importantly, the normative
assumption was that candidates have two wait for an invitation,'? the quasi-sacral
act of a ‘call’.

To summarise, the Germanic structure of academic careers has still preserved
important features of the chair system. Most importantly, recruitment at the early
phases takes place internally. It is a usual pattern that professors offer assistant posi-
tions to talented graduate students (even if these posts formerly have to be adver-
tised). In many cases, these assistants have not yet completed their PhD, and even if
they have done so, they are not regarded as independent academics but as part of the
auxiliary network of their professorial mentors. Once assistants have completed
their habilitation, they meet the formal qualification for the professorship. However,
since a ‘call’ for a professorship requires a vacancy in the professorial estate, a large
part of ‘middle-rank’ academics with habilitation has no chance of being promoted.

"'"The typical situation in the US is the ‘appointment of more than one professor in the same field,
and a regular graded set of salaried academic ranks that together comprised the academic career.
Moreover, in the United States a full professorship became the normal expectation of every
academic man or woman, as the terminal grade of the career.” (Trow 2010, p. 323).

12Tt was a widespread metaphor in the 1800s to compare the situation of a private docent who was
waiting for a ‘call” with a young woman eager to get married (cf. Schmeiser 1994, p. 66).
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The quantitative relations between the different academic status groups illustrate the
opportunity structures for junior faculty to end up as a full professor: for each pro-
fessor there are approximately two assistants with habilitation and almost six assis-
tants without habitation. This steep hierarchical structure is in contrast to the
American system where the quantitative relations between the different status
groups are more or less even.

The key factor for the persistence of academic estates in the Germanic system is
the ‘unbridged disjunction’ (Ben-David 1991, p. 198) between the professor and all
other academic positions. Some scholars (Ben-David 1991; Schmeiser 1994; Clark
2006) have used Max Weber’s concept of ‘charisma’'® to characterise the role of the
professor in the chair system. The outstanding position of the professor is thus due
to the fact that research requires exceptional qualities, a divinely conferred talent.'
The concept of a gradual promotion within a career scheme is not compatible with
the notion of academic charisma.

Charisma cannot be learned, trained, or gradually acquired. It has to reveal itself
in an appropriate setting. The academic oligarchy in the Germanic pattern consid-
ered (and to a certain degree still considers) the unsecured situation of young would
be academics as an appropriate ‘charismatic mode of selection’ (Schmeiser 1994,
37) for the academic career. Only if young researchers are really devoted to that
career, only if they feel an ‘inner calling’, will they be ready to make the hazardous
choice that Weber refers to. And only if they show total devotion — demonstrated by
their willingness to shoulder economic sacrifices'> — do they deserve a ‘call’ for a
chair position.

6.4.3 The Austrian Version of a Tenure Track

Comparing the American and the Austrian career structure at universities is appeal-
ing as the American tenure track system has recently served as a role model in
Austrian higher education reform. The collective agreement between the Association
of Universities and the unions explicitly refers to that model and even borrows the
American terminology: it distinguishes (in English language) between the career

13 ‘Charisma is a certain quality of an individual personality by virtue of which he is set apart from
ordinary men and treated as endowed with supernatural, superhuman, or at least specifically excep-
tional powers or qualities. These are such as are not accessible to the ordinary person, but are
regarded as of divine origin or as exemplary...” (Weber 1947b, p. 358).

14In the late 1800s, when tensions between ordinary professors and the lower ranks of academics
intensified, professors defended their social position by referring to these exceptional qualities. For
example, the psychiatrist Emil Kraepelin states: “With some talent, effort, and persistence one can
become a competent civil servant; one is a researcher by grace of God.” (cf. Schmeiser 1994,
p. 35).

'5Up to the early 1900s, sacrifices were not just economic in nature — a willingness to postpone
marriage was also considered a sign of devotion (cf. Schmeiser 1994, p. 39).
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steps of an assistant, an associate, and a full professor. However, even this Austrian
tenure track model is shaped by the persisting notion of academic estates.

There are two important characteristics of this Austrian tenure track that point to
path dependency within the Germanic pattern.

 Firstly, the Austrian model sticks with the tradition of internal recruitment at the
early stages of the academic career. §27 of the collective agreement defines the
assistant professor as a position with whom the university has concluded a ‘qual-
ification agreement’. Universities may ‘offer’ such an agreement to promising
young graduates with either a master’s or a doctoral degree. It is obvious that the
definition of an assistant professor and the recruitment procedure for that posi-
tion is very different from the standards of the American tenure track.

e Secondly, the Austrian tenure track ends with the position of the associate pro-
fessor. Again, this model sticks with the tradition of two irreconcilable academic
estates that does not allow for a regular promotion. The only way to attain the full
professorship is the ‘call’ to the higher academic estate.
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Chapter 7
The Academic Profession in Germany

Ulrich Teichler, Ester Ava Hohle, and Anna Katharina Jacob

7.1 Introduction

The frequent use of the term ‘academic profession’ in international discourse to
describe the people in charge of the core tasks of higher education — certainly teach-
ing and research, but possibly others — suggests that the people in charge of these
tasks have much in common across all the segments of higher education: positions
and career stages, institutional types, disciplines, etc. The political will to create a
system of tertiary education within Europe with high international convergence may
lead to the notion that the activities and attitudes of academics of different European
countries might become increasingly similar over the years. In contrast to the con-
cept of growing isomorphism of organizations within a comparable institutional
framework, it may be argued also that organizations such as universities show an
entrenched resistance to such efforts of change. Based on national traditions and on
specific contexts as prerequisites of political options, the said convergence may turn
out to be merely claimed rather than to exist in reality. Following that assumption,
the ‘persistency of divergent models’ (Teichler 1990a) of university systems would
result in characteristic differences within the field of the academic profession that
might exhibit a degree of stability over the years (see the overview in Enders 2006).
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Bearing this in mind, one has to draw attention to the fact that it is not given that
there should be a solitary and consistent concept of the academic profession within
a country (in the context of this paper: Germany). Instead, the German language does
not even offer a single term for the ‘academic profession’: ‘Hochschullehrer’ and
‘wissenschaftliche Mitarbeiter’ are the terms employed most frequently (i.e. terms
suggesting a division based on rank). In addition to this division between senior and
junior academics, professors at universities and at ‘Fachhochschulen’ have orga-
nized separate professional bodies. Moreover, the sector of public research institutes
outside higher education, which is larger in Germany than in most other European
countries, might be a source for an additional division of identity and practice. In
contrast, academics are assumed widely to be one of the most internationalized pro-
fessions; therefore, one might expect that they are similar in their views and activities
across countries. The research project ‘The Academic Profession in Europe:
Responses to Societal Challenges’ (EUROAC) provides the opportunity to compare
12 national questionnaire surveys of the academic profession undertaken from 2007
to 2010 and thereby to examine whether these assumptions are appropriate (Teichler
and Hohle 2013). In this article we intend to identify the extent to which academics
in Germany vary according to career status and institutional home in their views and
activities and the extent to which academics in Germany are similar or different in
their views and activities to their colleagues in other European countries.

7.2 The Conventional View and Perceived Recent Changes

In the first place, it is widely believed that university professors in Germany can be
traditionally thought of as being strongly research-oriented. Second, they seem to be
protected by a high degree of academic freedom to pursue knowledge for its own
sake or to opt individually for other emphases in research and teaching. Third, profes-
sors in Germany traditionally are relatively powerful in the internal decision-making
processes within universities. Fourth, they tend to be relatively well-supported as
chair-holders with personnel and material resources (see Teichler and Bracht 2006).

With respect to academic careers, research on higher education in Germany as
well as on the situation of junior academics point to three traditional characteristics.
First, the existence of a comparatively large number of relatively young junior aca-
demics: Universities in Germany employ large numbers of graduates soon after
graduation — short-term and often part-time to conduct research and concurrently
work on their doctoral dissertation; more than half of doctoral candidates are
employees at universities — either paid through university positions, with the help of
research grants or scholarships. Second, a long period of high selectivity and depen-
dence: Junior academics are expected to survive a long period of dependence and
social uncertainty before becoming independent and socially secure scholars (Hohle
2016). Third, late formal qualification for the professoriate: The Habilitation, an
academic qualification based on several years of academic work beyond the doctor-
ate, is in Germany and some other European countries the traditional entry qualifi-
cation for the university professoriate.
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It is certainly indicative of the status gap between professors and junior academ-
ics that the German terminology on higher education does not provide any equiva-
lent term to describe the ‘academic profession’. Rather, there are distinct terms for
senior academics — ‘Hochschullehrer/innen’ — and junior academics — ‘wissen-
schaftliche Mitarbeiter/innen’. Only recently, the ‘Hochschulverband’, the major
association of university professors, began accepting members in ranks lower than
those corresponding to an associate professorin U.S. terms, namely’ Juniorprofessors’
(a new category introduced in 2004). Moreover, professors at other institutions of
higher education are excluded and are still members of a different association.

In describing the German system of higher education (cf. the overviews in
Teichler 1990b, 2005; Kehm 1999, 2006; KMK 2003), there is a tendency to refer
to the ‘idea’ of the university put forward by Wilhelm von Humboldt at the begin-
ning of the nineteenth century. First, the ‘unity of teaching and research’ is most
frequently cited because it has spread throughout the world and, accordingly, con-
tributed to the belief that professors at ‘real universities’ are in charge of both teach-
ing and research and that this link has a ‘cross-fertilization” effect both on the
quality of teaching and research. Second, ‘solitude and freedom’ is reflected in the
widespread claim that academic freedom in the pursuit of knowledge is the best way
of guaranteeing high quality academic work and, possibly, of ultimately contribut-
ing to the social relevance of research and teaching. Third, the concept of a ‘com-
munity of teachers and learners’ has achieved less resonance world-wide and has
undergone a broad range of re-interpretations, both in Germany and in other
countries.

At the beginning of the twenty-first century, the nineteenth century concepts of
the university impact German higher education in various general respects, and the
conditions of the academic profession in particular; and this impact may continue
into the future. In other respects, we note major changes. Thus, we often observe a
debate in Germany about whether Humboldt is ‘dead’ or still ‘alive’.

As regards governance and steering (see the overview in Teichler 2011; cf. also
Kehm and Lanzendorf 2006), first, government tends to be viewed in Germany as
providing the major resources for higher education. Thus, it does not come as a
surprise that most institutions of higher education even today are public institutions
or, even if they are transformed into foundations, have a quasi-public character.
Professors, as a rule, are civil servants, even if their university is formally a founda-
tion. It should be noted, however, that most junior academic staff in public higher
education institutions are regular employees (i.e. similar to employees in the private
sector), and the majority of them do not have a permanent contract.

Second, government has a mixed function vis-a-vis the universities. On the one
hand, it is the ‘guardian angel’ of academic freedom. After World War II, the free-
dom of research for university professors even was embedded into the constitution
of the Federal Republic of Germany. On the other hand, government has strong
mechanisms of control over higher education. These were most pronounced in the
administration of resources, the rules of access and admission and the appointment
of professors. Until about 2000, higher education institutions in most German
Liander (federal states) had to present the government with a list of the three possible
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candidates for a professorship. The government in charge was free to appoint the
first, second or third candidate, or even to send the list back to the university for
reconsideration. Even after the right to choose one of the three candidates recom-
mended by the department and the senate was conferred on the university president,
government still had to confirm the final candidate in order to appoint him or her as
a civil servant, which could be refused. In contrast, the employment of individual
members of junior academic staff who, as a rule, are not ‘civil servants’ is, tradition-
ally, completely at the discretion of the individual higher education institution,
albeit highly regulated.

Third, a close link is clearly defined between research and teaching for university
professors in Germany. Almost all of them have an identical teaching load of 8-9 h
per week when classes are in session, and the university is obliged to provide some
basic funding for research. Junior staff paid by the university have a smaller teach-
ing load in order to have time for the research needed to prepare for a senior aca-
demic career; moreover, many junior academics are paid through research grants
and are only required to conduct research. Some academics employed by universi-
ties have a larger teaching load, if a close link of teaching with research is not con-
sidered essential, e.g. teaching for languages. Professors at Fachhochschulen
(translated as ‘universities of applied sciences’), established in the 1970s as a
response to the growth of student enrolment, have a teaching load which is more
than twice that of university professors. They may do research voluntarily and some
of them might be granted a reduction in their teaching load for research purposes.
Finally, many public research institutes in Germany are organized as a separate sec-
tor, although researchers from the institutes might have arrangements with universi-
ties to teach part-time.

Fourth, there is a tradition in Germany of mandatory career mobility, known as
‘Hausberufungsverbot’. Universities recruit professors from outside the institution.
Also, there is no internal promotion of professors from the lower to the upper pro-
fessorial rank. Only if a professor from the lower rank receives an offer of a higher-
ranking professorship at another university, his or her university might make a
counter-offer that may eventually lead to internal promotion.

Major changes have taken place in German higher education in the 1990s and the
first decade of the twenty-first century, either directly focused on the academic pro-
fession or primarily aimed at other areas which also have a strong impact on the
academic profession. Analyses of the academic profession in Germany tend to iden-
tify three major areas of change in recent decades (see Teichler 2011; cf. also Enders
2001, 2004; Janson et al. 2007; Teichler 2007; Jacob 2011).

First, we note substantial changes in the ‘power’ of the academic profession
within German higher education. Until the 1960s, universities were characterized
by the strong influence of both professors and the government on decision-making,
while university leadership was habitually weak. In the 1970s and the 1980s, a par-
ticipatory model prevailed in academic self-regulation, with around half the com-
mittee positions being filled by junior academic staff, administrative and technical
staff as well as students; concurrently, the power of government and university lead-
ership grew to some extent. Since the late 1990s, German higher education followed
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the trend, common to other countries, towards the ‘managerial university’, with an
increasingly powerful university leadership (and, in some cases, departmental lead-
ership) and towards the ‘evaluative university’ with a substantial rise in the assess-
ment of activities in teaching and research. This made possible both greater
self-reflection within the profession and the external control of academics. The
details of the changes in governance and management of higher education cannot be
described here because of the diversity and complexity of the arrangements. The 16
Linder of the Federal Republic of Germany are predominantly in charge of higher
education legislation as well as the supervision and funding of individual institu-
tions of higher education, while the national (Federal) level has supplementary
functions of coordination and funding.

Obviously, German higher education has moved somewhat cautiously, with the
‘evaluative’” approach and the ‘managerial university’ appearing at a comparatively
late stage. Most experts suggest that a combination of factors might explain this.
After the mixed results of the move towards the relatively radical model of the ‘par-
ticipatory university” around 1970, there was no inclination to be in the vanguard of
another administrative experiment. ‘Organisational quietness’ (Organisationsruhe)
became a slogan in the 1980s. Moreover, considerable energy was absorbed in cop-
ing with a substantial increase in student numbers as a consequence of a temporary
demographic spike amidst moderate resource growth. This conjuncture was com-
pounded by the unification of Germany after the collapse of the Eastern European
regimes, keeping all German higher education experts and key actors busy imple-
menting a new integrated system predominantly following the model prevailing in
the West. Obviously, ‘managerialism’ was viewed with mixed feelings, so that the
actual implementation of the new managerial system might have had a less pro-
found impact on higher education in Germany than in various other European
countries.

Second, the employment and work situation of junior academic staff at German
universities, for a long time having been the subject of heated debates and repeated
reforms, became a crucial area of reform (see BMBF 2008; Burkhardt 2008; Kreckel
2008; see also Enders and de Weert 2004). Many observers describe the traditional
relationship between junior staff and professors as creating a sense of dependency
and subordination to the powerful Ordinarius. Doctoral candidates were supervised
by individual professors, while the majority of them were employed either in a uni-
versity post or with the support of research funding. Mid-level staff with a doctoral
degree often clearly felt subordinated to professors, while their title and official
functions changed from ‘assistant’ to ‘assistant professor’ and back again to ‘assis-
tant’. The spread of doctoral programmes as well as the introduction of a ‘junior
professor’ position, together with a relativation of the Habilitation as typical entry
qualification into the professoriate, are viewed widely as major steps towards
strengthening the position of junior academic staff (Hohle 2015 ).

Third, the daily work of academics has become more regulated in recent years.
Various mechanisms of evaluation have spread since the mid-1990s (Schade 2004;
see also Schwarz and Westerheijden 2004). More recently, the remuneration system
was modified to include a stronger emphasis on incentives. In the past, salary scales
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dominated the scene with financial increments linked to age or years of service, so
that full-time junior academic staff earned about 50-60 % of what university profes-
sors earned, and lower ranking university professors as well as professors at univer-
sities of applied sciences earned about 80-85 %. Only full university professors
could negotiate higher salaries if they were offered a professorship from another
university or an equivalent job offer from outside. Now, professors no longer receive
increments based on their years of service; rather, their achievements are assessed
every 5 years, and their salary can be raised according such assessments as well as
for taking over specific functions and, as before, if they have been offered an attrac-
tive external position. However, this new system was only in force for a minority of
professors surveyed in 2007, because those already employed prior to the imple-
mentation of the new remuneration system could remain in the old system if they
wished and, in the event, the majority did not transfer.

It should be added that universities of applied sciences do not award doctoral
degrees (although this issue is being discussed) and are not in charge of training
junior academic personnel. Most academics employed there are professors.

7.3 A New Information Base: The Survey Undertaken
in 2007

This section seeks to examine the extent to which the academic profession in
Germany actually resembles the traditional image and the degree to which higher
education reforms have created a new situation for the academic profession. To this
end, the subsequent analysis will concentrate on the findings of a survey of the
German academic profession undertaken in 2007 (see Jacob and Teichler 2011).

The questionnaire was sent from January to July 2007 to more than 5700 regu-
larly employed, university-trained people, active in departments or special units in
charge of teaching and/or research within universities, public research institutes,
fine arts colleges and Fachhochschulen (FH) in Germany. Altogether, 1668 people
responded. By excluding people not reached or informing us that they do not belong
to the target group of the survey, we calculate a response rate of 32 % (i.e. an above
average rate compared to the countries included in the following analysis). The
analysis is based on the responses from 324 university professors (including those
from colleges of fine arts), 695 other academic staff at universities (junior staff,
mature staff not promoted to professorial positions) and 215 academics from FHs.
The academics employed at German public research institutes as well as the junior
staff at FHs are not included in the following analysis — the former because they
cannot be compared with those of other countries in the framework of this analysis,
and the latter, because they are a small and quite heterogeneous category.

The survey initially was undertaken as part of the comparative survey ‘The
Changing Academic Profession’ (CAP) which was initiated in 2004. The CAP sur-
vey comprised 18 countries — seven of which in Europe — as well as the Special
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Administrative Region of Hong Kong and has yielded altogether almost 26,000
responses (mostly in 2007, in a few cases in 2008 and in the case of the Netherlands
in 2010). In 2009, some European scholars initiated the project entitled ‘The
Academic Profession in Europe — Responses from Societal Challenges’ (EUROAC).
A further six European countries employed a slightly modified version of the CAP
questionnaire and undertook their own survey in 2010. While data for the different
disciplines in one of the countries remains incomplete, five further countries could
be included, and thus altogether providing 12 European countries in the final
EUROAC data, set based on more than 16,000 responses. The 12 countries covered
are Finland, Germany, Italy, Norway, Portugal and the United Kingdom surveyed in
2007 and Austria, Croatia, Ireland, the Netherlands, Poland and Switzerland sur-
veyed in 2010 (see Teichler and Hohle 2013).

The data presented in the subsequent analysis are not identical with those from
the initial comparative data set. Rather, they are weighted according to academic
rank, current academic discipline, institutional type, and gender. This weighting has
been undertaken in order to counterbalance under and over-representations of sub-
groups as a consequence of the lack of representativeness in the sampling and/or the
responses received. It should be noted, though that some publications prior to this
essay present slightly different data. This is because the 2011 data set presented here
has undergone various stages of weighting and data cleaning.

In the following analysis, the views and activities of the academic profession in
Germany are presented in comparison with those of their colleagues in other
European countries. In most cases, they will be compared with the average (country
mean) of all 12 European countries (or fewer if data are not available for all coun-
tries); only in a few cases will reference be made to other individual European
countries.

In order to measure change over time, the findings for the German academic
profession are occasionally compared to those of a survey undertaken in 1992. The
Carnegie survey had been part of a comparative project that was initiated in the
early 1990s by the Carnegie Foundation for the Advancement of Teaching (see
Boyer et al. 1994; Altbach 1996; Teichler 1996). While it comprised more than a
dozen countries, only Germany, the Netherlands and the United Kingdom are com-
prised both in the Carnegie study and in the EUROAC 12-country European study.
It was only occasionally possible to make comparisons over time, from the 1990s to
the recent past, as only some parts of the questions were identical or similar in both
questionnaires. The questionnaire was revised substantially over time as the schol-
ars involved became convinced that many issues of the academic profession have
undergone change (see Kogan and Teichler 2007; Locke and Teichler 2007) and that
some enhancements to the quality of the questionnaire were desirable.

The German 1992 survey (see Enders and Teichler 1995a, b) elicited about 2800
responses, but achieved a response rate of only 27 %. The increase in the response
rate from 1992 to 2007 is remarkable, given the growth in survey fatigue in many
countries. In contrast to 2007, East German higher education institutions had been
excluded from the 1992 survey, because the adaptation of Eastern German higher
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education to the Western model had only just begun at the time the survey was
conducted.

It should be mentioned that both German surveys were funded by the German
Ministry of Education and Research (BMBF). The EUROAC study has been sup-
ported by the European Science Foundation (ESF) as well as national research pro-
motion agencies, such as the Deutsche Forschungsgemeinschaft (DFG) in the case
of the German participation. In addition to the authors of this article, Oliver Bracht,
Florian Lowenstein and René Kooij were involved in the data analysis of the German
2007 survey (cf. the already available publication on Germany in Teichler and
Bracht 2006; Teichler 2007, 2008; Jacob and Teichler 2009, 2011; Teichler 2011);
moreover, Jacob (2011) investigated the employment relations at universities in
Germany and Norway by also using qualitative data from interviews with academ-
ics in the two countries. Hohle was active in multi-country comparative analysis (cf.
Hohle 2017).

7.4 Socio-biographic Characteristics

The average age of German university professors is 53 according to the recent sur-
vey. This is 1 year older than that of professors surveyed in the early 1990s, and it is
close to the European average of 52 years. However, the proportion of professors in
Germany under 40 — only 4 % — is among the lowest in the 12 European countries
surveyed (11 % on average). Professors at German Fachhochschulen are on average
1 year younger than university professors; across Europe, professors at other institu-
tions of higher education as well are 1 year younger than their colleagues at
universities.

Junior academics at German universities are 37 years old on average according
to the recent surveys; this is 2 years older than in the early 1990s. One quarter of the
respondents of this category in the recent survey is under 30, half between 30 and
40, and one quarter over 40. On average across Europe, junior academics are 39
years old. Various factors come into play: Germany belongs to those countries
where many academics are employed by their university already at the doctoral
stage. Moreover, many junior academics in Germany are employed short-term for
contract research; thus, the average chance to ‘survive’ for a long time in the higher
education system without having been appointed to a professorial position is cer-
tainly below the European average.

Only 18 % of the university professors in Germany are women according to the
recent survey. This is one of the lowest rates in the European countries surveyed: the
average rate across countries is 26 %. Similarly, the proportion of female professors
at German universities in the applied sciences is 20 % — clearly lower than the
European average of 34 %.

One has to bear in mind, though, that the share of women among academics at
German universities has increased relatively quickly from a low level. In the early
1990s, women comprised only 6 % of university professors and 22 % of junior
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academics. By 2007, 18 % of professors and 38 % of junior staff were women. This
shows that between these two points women had almost the same chance as men to
reach a position as professor and that the past trend does not indicate any ‘glass ceil-
ing’ in the growth of women in academia. In extrapolating this trend, we can predict
that women will comprise about one third or slightly more in the next generation of
university professors in Germany.

More than four fifths of the academics surveyed in Germany are married or live
in a permanent partnership (slightly more than in the early 1990s) — more so among
professors than among junior academics at universities. Female professors at uni-
versities or universities of applied sciences are much more likely to be single with
no children than their male colleagues. These findings confirm the general view that
it is easier to combine family and academic profession for male persons with a
higher income and a partner without professional engagement — this is typical of
findings in German society as a whole and not just for academics.

This finding may be contrasted with the situation in Scandinavia (e.g. Norway),
where affirmative action on behalf of the equal status of women and men has been
taken in the past. While it is still the case that the share of women declines with
increasing hierarchical position, this share is considerably higher than in Germany
(reaching exactly 50 % for junior staff at universities), and professional engagement
of the partner is considered the rule even for members of the top ranks. During the
course of 39 interviews held both in Germany and in Norway, it was unanimously
stated that the chances of combining career and family — not limited to, but includ-
ing academics — are more favourable in Scandinavia (see Jacob 2011).

7.5 Career Path

A doctoral degree is more or less a ‘must’ for an academic career in many economi-
cally advanced countries. Actually, 93 % of university professors in Germany hold
a doctoral degree, as compared to an average of slightly over 80 % in the 12
European countries surveyed. On average, current university professors in Germany
have obtained their doctoral degree at the age of 30; this is among the lowest in
Europe, where on average a doctorate is awarded at age 33 years, actually ranging
from 29 to 39 years.

In Germany, a post-doctoral degree — Habilitation — is viewed traditionally as the
normal entry qualification to the professoriate. A recent survey in Germany found
that 77 % of university professors hold such a degree; only a few other European
countries have widespread habilitation adoption: Austria (74 %), Switzerland (66
%) and Poland (52 %).

In contrast, the expected entry qualification to the professoriate at a German
Fachhochschule include a doctorate and 5 years of post-doctoral professional expe-
rience, at least 3 years of which should be outside academia. Actually, 86 % of
professors of this second type of higher education in Germany hold a doctoral
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degree (this is among the highest in Europe and far above the average), and 9 %
have completed a Habilitation.

There is a tradition of enforced inter-institutional mobility of academics in
German-speaking countries. As a matter of principle, academics will not be
appointed to a professor position at the institution that provided their immediate
prior employment (‘Hausberufungsverbot’). One could assume, therefore, that
inter-institutional mobility of university professors is quite high in Germany.
Actually, they report that they have been employed altogether at an average of 4.1
institutions since their first degree was awarded, with 0.8 of them outside academia.
This is in-line with the European average.

Professors at FHs in Germany have to be mobile as well, because they are
expected to be experienced in the professional area in which their students are likely
to be employed. However, being employed by a total of 3.6 institutions (on average)
they are in reality somewhat less mobile than both university professors and senior
academics of this institutional type across European countries (4.4).

Germany belongs to those countries in Europe where only a small proportion of
those taking their first academic steps eventually end up in a professorial position.
Statistics show that only about 15 % of academics employed at universities are in a
senior (as a rule professorial) position. By comparison: About 60 % of academics
employed at institutions of higher education with at least bachelor-level programmes
in the United States of America are full and associate professors. A recent study
estimated that about 10 % of graduates from German institutions of higher educa-
tion are eventually awarded a doctoral degree and that 8 % of those awarded a doc-
toral degree eventually become professor at a university or a university of applied
sciences. In contrast, selectivity in the U.S. is higher between the first degree and the
academic doctorate (only 45 % are awarded a PhD), while selectivity between the
PhD and the professoriate is lower (about 20 % of PhD holders become associate
and full professors) (see Janson et al. 2007).

Norway has still yet another career system. Selection also occurs quite early.
However, while the German system may be described as ‘competition-based’ —
positions (especially of the top ranks) are attributed to external applicants only after
going through the typical, tournament-like situation of being chosen by a jury and
appointed by official authorities — in Norway it is ‘competence-based’: an expert
jury assesses additional qualifications (especially in research), which, if evaluated
positively, can mean promotion to the next position in the hierarchy (‘kompetan-
seopprykk’), including professorships and chairs, even within the same institution
(cf. Jacob 2011).

7.6 Employment Conditions

The salary structure at German public institutions of higher education, which com-
prise about 97 % of the system, is relatively homogeneous across disciplines.
However, there are differences across disciplines for professors and to some extent



7 The Academic Profession in Germany 177

other academic staff, with opportunities for earning moderate supplementary
income from their higher education institution and substantial levels of side income
(cf. Teichler 2008). For other academic staff at universities, the difference between
those in full-time and those in part-time positions plays an important role.

The average gross annual salary (including supplements) of university professors
in Germany in 2007 was about €72,000 (€79,000 for the higher-ranking professors
and €61,000 for the lower-ranking professors). Senior academics at universities of
applied sciences in Germany earn slightly more than €57,000. Junior academics at
universities with a doctoral degree earn about €40,000 on average (including part-
timers) and €48,000 for full-time work; while those without a doctoral degree cur-
rently earn about €30,000 (including part-timers) and €37,000 for full-time work.

Weighted using consumer price levels, the income of university professors in
Germany is above the average of the 12 European countries included in the above
named survey. The weighted income is substantially lower than in Switzerland and
somewhat lower than in Norways; it is more or less equal to that in Austria, Finland
and the Netherlands, higher than in Italy, Portugal and the United Kingdom and
substantially higher than in Poland.

In counting all employed persons (including those employed half-time), we note
that junior academics at universities in Germany earn on average half of what a
professor earns. This difference is less pronounced than in Switzerland (about two-
fifths) and about the same as in Austria, but higher than in the other countries sur-
veyed: In half of them, junior academics earn on average about two-thirds as much
as senior academics.

As a rule, professors in Germany are employed permanently (mostly as civil
servants) and full-time. Actually, only 4 % of the professors at universities and 2 %
at FHs are fixed-term employed, and 1 % and 6 % respectively are not full-time
employed. Such a stable employment situation has been considered typical for pro-
fessors in Europe for a long time, but some countries have revised the employment
conditions in recent years; according to the recent study, more than one quarter of
university professors are fix-term employed in Finland, Poland and Switzerland and
part-time employed in the Netherlands.

Of the junior academics at German universities, only 65 % are employed full-
time and only 20 % are employed permanently. In those two respects, junior staff
find their employment situation to be less satisfactory in Germany than in most
other European countries.

Again, one has to bear in mind that the German universities offer many positions
for young staff to explore themselves on the first step within a highly selective
career. The comparison between Germany and Norway by Jacob (2011) shows that
confidence in life-planning is substantially lower among German young scholars
than among their Norwegian colleagues. This is because the ‘bottle-neck’ for
achieving a higher position or for continued employment is located at a later career
stages in Germany than in Norway, where selection is most evident when applying
for a doctoral fellowship. This factor — in conjunction with the overall favourable
economic situation — certainly contributes to the fact that those who have succeeded
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to get ‘their foot’ into Norwegian academe feel less insecure about their profes-
sional future.

It is not true, however, as often claimed, that until reaching a position as a profes-
sor, junior academics in Germany are in an exceptionally precarious employment
situation:

e Certainly, only 1 % of junior academics without a doctoral title employed during
the first 6 years after graduation are permanently employed, but — with many
fellow-colleagues having to leave academia — 55 % of junior staff with a doctoral
degree who have graduated more than 12 years ago are permanently employed.

* Only 46 % of the former category are employed full-time, but this rises to 69 %
for the latter category.

It has been frequently argued that fixed-term contracts for junior academics have
increased in recent decades in Germany as a consequence of a more incentive-based
and sanction-based personnel policy in academia and as a consequence of a growing
pressure on universities to raise external research grants. However, the two surveys
compared here, undertaken in early 1992 and recently, suggest that the rate of fixed-
term employment has remained more or less constant.

7.7 Working Time

The questionnaire surveys cited above asked academics to estimate the number of
hours they spend on various functions each week, both when classes are in session
and when classes are not in session. These estimates are helpful to establish the
extent to which academics — in their view — work beyond usual office hours, as well
as to examine how they allocate their working time to various tasks and functions.
The following data are estimates for the whole year based on the assumption that
classes are in session for six out of every ten working weeks. Moreover, the analysis
comprises only those academics employed full-time.

University professors in Germany work 52 h per week on average; this is the
highest figure in Europe (alongside Switzerland) while the average across Europe is
47 h per week. Full-time junior academic staff in Germany work 42 h; this corre-
sponds to the European average. Finally, senior academics at universities of applied
sciences also work 42 h — this is 2 h more than senior academics at other higher
education institutions across the various European countries. This habit and ethos of
working long hours, as Jacob (2011) has shown in her qualitative inquiries, are
deeply rooted within the self-perceived professional image of German academics.
Independent of whether this is seen as positive (taking additional working time as a
source of scientific productivity) or negative (as a threat to personal work-life-
balance), the German interviewees unanimously reported an implicit expectation of
working overtime within academe. This is a very different reality to the findings in
Norway, where meetings tend to be scheduled to prevent undue professional strain.
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University professors in Germany spend 28 % of their working time on teaching,
38 % on research and 34 % on other tasks and functions (e.g. service and adminis-
tration). This allocation of time is close to the average across the European countries
surveyed. Thus, over the course of a year, they spend about one and half times as
much time on research as on teaching — only marginally more when classes are in
session and substantially more when classes are not in session. Across Europe, time
spent on research varies from one extreme, where almost twice as much as time is
spent on research as on teaching, to the other extreme, where time is more or less
equally divided between research and teaching. On the one hand, university profes-
sors in Switzerland, Austria and Ireland lean more strongly towards research in their
time budgeting; on the other hand, those in Portugal, United Kingdom, Finland and
Norway do not spend substantially less time on teaching than on research.

It is interesting to note how the proportions of the time spent by university pro-
fessors in Germany have changed over time:

* The proportion of time spent on research has hardly changed from 1992 (39 %)
to 2007 (38 %), and

e the share of time devoted to teaching and related activities has declined from 33
to 28 %, while

* time absorbed by services, administration and other tasks has increased from 28
to 34 %.

The study undertaken in the early 1990s found that university professors in
Germany spent two and a half hours on teaching-related activities (preparation of
classes, examinations, guidance, curriculum development, etc.) per teaching hour.
As the teaching load has not declined during this period, teaching-related activities
per teaching hour seem to have declined to 2 h. As the student-teacher-ratio has
increased during this period and university professors in Germany tend to spend a
substantial time on examinations outside the classroom arrangements, time for
preparation, guidance and curriculum development certainly has declined even
more than one fifth.

Junior academics at German universities spend 51 % of their annual working
time on research, 21 % on teaching and 28 % on other tasks. Germany belongs to
those countries in Europe where junior academics on average have fewer teaching
hours than university professors. The distribution of time across these three func-
tions, however, is close to the average of the 12 countries surveyed.

Senior academics at German Fachhochschulen spend 41 % of their working time
on teaching, 20 % on research and 38 % on other tasks. From 1992, the proportion
of time spent on teaching has declined by 7 %, and the share of time spent on
research remained the same, while the time devoted to other tasks increased by 7 %.
In absolute numbers of hours, FH professors spend only about one-sixth more time
on teaching than university professors although their teaching load is twice as high.
Obviously, FH professors altogether spend less time on teaching-related activities
outside classes than university professors do, and they spend less than half as much
time on teaching-related activities per classroom hour.
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7.8 Teaching and Research

Universities are understood in Germany — as well as across Europe — to be institu-
tions more or less equally in charge of both teaching and research. It is widely
assumed, however, that the German university professor has a clear preponderance
for research and often considers teaching as an additional task of knowledge trans-
mission. The survey findings do not challenge this view completely, but certainly
call for a modification of this stereotype.

Some 83 % of university professors in Germany state that they are interested in
both research and teaching. Only 12 % point to a clear preference for research and
5 % for teaching. Among those expressing interest in both, however, 63 % lean
towards research and only 20 % towards teaching. Thus, altogether 75 % of profes-
sors at German universities are predominantly interested in research and 25 % in
teaching. This hardly differs from the European average across countries, where
73 % are predominantly interested in research and 27 % in teaching. There is an
increase, however, among university professors’ preponderance for research over
time: this share of German respondents grew from 65 % in 1992 to 75 % in 2007.

The preferences for research versus teaching among junior academics at univer-
sities in Germany do not differ substantially from those of university professors.
More of the former, however, show a clear preference for research instead of being
in favour of both teaching and research (those leaning towards research).

As one might expect, senior academics at German universities of applied sci-
ences place more emphasis on teaching than university professors. Only 1 %
expresses a clear preference for research and 22 % lean towards research. In con-
trast, 42 % express a clear preference for teaching and another 35 % lean towards
teaching. One could have expected a shift towards research from 1992 to 2007, but
this does not hold true. On the contrary, the proportion of FH professors predomi-
nantly interested in teaching rose over time (from 29 to 42 %).

Resources for academic work (classrooms, technology for teaching, laboratories,
research equipment, computer facilities, library facilities, office space and telecom-
munications) are on average rated as good by slightly more than half (54 %) of the
professors at German universities. This rating is slightly worse than the average
across European countries: clearly worse than in Switzerland (78 %), Finland
(69 %) and Austria (63 %), but the same as in Portugal and more positive, for exam-
ple, than in Italy and the United Kingdom (44 % each).

It is interesting to note that ratings of resources by university professors in
Germany are similar in 2007 to those 15 years before. In response to a question on
how the resources have developed in the last 5 years, however, the majority of uni-
versity professors — in Germany as well as in many other countries — note a deterio-
ration. Obviously, responses to such retrospective questions are influenced by
nostalgia.

Junior academics at German universities and senior academics at German FHs
rate the resources slightly more positively than university professors (57 % each).
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They might have somewhat lower expectations, but certainly they do not feel disad-
vantaged in this respect.

When asked to characterize their teaching approaches, three quarters of univer-
sity professors in Germany state that they emphasize practically oriented knowledge
and skills. The respective average across European countries is 60 %. Of course, a
practice-oriented approach to teaching is reported more frequently by FH professors
in Germany (93 % as compared to 77 % on average across Europe). Values and eth-
ics are not incorporated into the course content of as many university professors in
Germany — in this respect they take a similar approach (57 %) to many other
European academics (54 % on average across Europe).

Classroom lecturing is assumed to be the most frequent teaching method. But
other teaching methods are often viewed as highly valuable ways of motivating the
students and enhancing their competences. To this end, the academics participating
in the above named study were asked how frequently they employ seven other meth-
ods of teaching and instruction (individualised instruction, learning in projects,
practice instruction or laboratory work, ICT-based learning or computer-assisted
learning, distance education, face-to-face interaction with students outside class and
electronic communication — e-mail — with students). Professors at German universi-
ties on average only employ 2.8 of these teaching methods. This is second lowest
among the European countries (2.3 in Austria) and clearly below the average across
European countries (4.0). Junior academics have a smaller repertoire of teaching
methods in the countries surveyed than senior academics: Again, German junior
academics report clearly fewer methods (2.3) than the average across Europe (3.4).
Senior academics at FHs employ a broader range of teaching methods than academ-
ics at universities, but again German respondents (3.2) are clearly below the average
across European countries (4.5).

Asked about the functions of research and scholarship, most academics in
Germany and other European countries highlight that original research should be
generated and disseminated. However, only slightly more than 60 % of university
professors in Germany state that synthesising findings, applying knowledge and the
societal relevance of research should be emphasised as well. These scores do not
differ substantially from the average across European countries. Comparing senior
academics at German universities of applied sciences with university professors, the
former were more often found to place importance on synthesizing findings (72 %
as compared to 61 %) and substantially more often found to place importance on the
application of research findings (87 % as compared to 62 %).

Professors at German universities are quite active in writing and editing schol-
arly texts. Within 3 years they have

 authored or co-authored an average of 1.3 books,

e edited or co-edited 1.7 books,

e written 5.9 articles in books or journals,

e written 2.7 research reports,

e presented 6.1 papers at conferences, and

e written 4.2 professional articles for newspaper and magazines.
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In merging these various types of publication activities into a single publication
index, we note that professors at German universities (Index score 56) and their col-
leagues in Switzerland (55) publish more than their peers in other European coun-
tries: mostly around 40, but less in the United Kingdom (29), Norway (28) and by
far the fewest in Poland (14).

The respective index score for junior academics at German universities is sub-
stantially lower, i.e. 20. This corresponds to the average across countries (19). The
index score for senior academics at German FHs is about the same (19), and this
corresponds as well to the average across European countries surveyed.

7.9 Internationality

The recent study on the academic profession in Europe has addressed three themes
in the domain of internationality of higher education: border-crossing mobility, vis-
ible international activities and the use of foreign language in international activi-
ties. In these three areas, German academics in many respects seem to be less
international than the average for European countries involved in this study; in a
smaller number of areas, however, they are close the European average.

First, 21 % of the professors at German universities are migrants or have been
internationally mobile (in equal proportions) during the course of study or work on
their dissertation. The respective rate is 30 % on average for the 12 European coun-
tries surveyed. Only 1 % of university professors in Germany — compared to 7 % on
average across European countries — have undertaken their doctoral study abroad.
Among professors at German universities of applied sciences, 18 % are migrants or
have been mobile. Again, this is clearly below the average of 28 % across European
countries.

Second, asked whether they are internationally active in recent years, professors
at German universities respond affirmatively to an average of 4.3 aspects out of a
total of eight teaching and research aspects (international content of teaching, teach-
ing many international graduate students, teaching abroad, international scope of
research, international research collaboration, raising of international research
funds, joint publications with authors abroad, publishing abroad). This corresponds
to the European average. Junior academics at German universities are less interna-
tionally active than their European peers on average across countries (2.6 as com-
pared to 3.2). The same holds true for professors at German FHs (2.2 as compared
to 2.8).

Third, teaching and communicating in research activities in a foreign language
has substantially spread in recent years. Some 37 % of the professors at German
universities report that they teach at least one course in a foreign language. This
corresponds to the average across European countries (38 %). On average, fewer
junior academics at German universities teach in a foreign language (20 %) than
their colleagues in the European countries surveyed (26 %). This is true as well for
professors at German FHs (24 % as compared to 32 %).
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In Germany, 54 % of university professors report that they use a language other
than their mother tongue in their research activities, as compared 72 % of universi-
ties across European countries where English is not the dominant language. The
corresponding figures are 52 % (as compared to 63 %) for junior academics at uni-
versities and 28 % (as compared to 42 %) for senior academics at other institutions
of higher education.

Professors at German universities who have published during the previous 3
years report that 56 % of their publications are in a foreign language — fewer than
the respective proportion of university professors on average for European countries
where English is not the dominant language (63 %). Junior academics, however,
publish about as much as the European average in a foreign language (60 % as com-
pared to 62 %). Professors at German FHs publishing in recent years are substan-
tially less likely to do so in a foreign language (25 % of their publications) than their
colleagues on average across the European countries (45 %).

It would be questionable, though, to interpret these findings as a clear indication
that Germany is lagging behind in the internationalisation trend in higher education.
By and large, we note that academics in small European countries make more of an
attempt to study abroad, to communicate with scholars from other countries and to
employ a foreign language — notably English as the lingua franca.

7.10 Steering

The academic profession in Germany has experienced increasing efforts to steer
academic work — with the help of regulations, evaluations, incentives and sanctions,
as well as through growing managerial power in general. This occurred at least a
decade later than in some other European countries, e.g. the Netherlands and the
United Kingdom. It was only around the mid-1990s when momentum starting
building behind such efforts in German higher education. It could be concluded that
changes of this sort have not gone as far as they have in some other European coun-
tries. It may also be that academics in Germany are still tentatively reacting to these
changes. Finally, one could assume that German higher education has learned from
the trial and error in ‘managerialism’ in other countries and has moved toward a
more balanced solution from the outset.

Teaching and learning is most clearly regulated in Germany by defining the
weekly teaching load. But other regulations and institutional expectations as regards
teaching are also perceived to exist:

* Funding of departments is substantially based on the number of students, accord-
ing to the stated opinion of 50 % of the professors at German universities as
compared to 53 % on average for European countries (42 % as compared to 50 %
according to junior staff and 65 % as compared to 59 % at other institutions of
higher education)
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* Academics are encouraged to improve instructional skills in response to teaching
evaluations, according to 37 % of university professors in Germany as compared
to 39 % across Europe; the respective figures are 31 % and 40 % for junior staff
as well as 48 % and 41 % for senior academics at other higher education
institutions.

* Departmental funding is substantially based on the number of graduates accord-
ing to 33 % of university professors in Germany as compared to 35 % across
Europe. The respective figures are 21 % and 33 % for junior academics as well
as 41 % and 35 % for senior academics at other institutions of higher
education.

» Teaching quality is taken into consideration in personnel decisions according to
28 % of university professors in Germany as compared to 34 % across Europe.
The respective figures are 21 % and 20 % for junior academics as well as 51 %
and 38 % for senior academics at other higher education institutions.

In sum, we note that professors at German Fachhochschulen consider that their
teaching tasks are more strongly shaped by regulations and institutional expecta-
tions than their peers in other European countries. Professors at German universi-
ties, though, consider such regulations and expectations less influential than FH
professors; as such, their views are close to the average for university professors
across Europe. In contrast, junior academics at German universities clearly see less
of a role for such regulations and expectations when compared to professors and
also when compared to the average for junior academics across Europe.

With regard to research, academics have been asked whether certain expectations
could have undesirable side effects:

e 48 % of university professors in Germany are convinced that high expectations
of increased research productivity are a threat to the quality of research — clearly
fewer than on average across Europe (63 %). The respective figures are higher
among junior academics: 53 % in Germany as compared to 76 % across Europe,
but lower among senior academics at other institutions of higher education: 44 %
in Germany as compared to 60 % in the various European countries.

* 58 % (i.e. clearly more) professors at German universities believe that high
expectations to produce useful results are a threat to the quality of research —
exactly as many as across Europe. The respective figures are 54 % and 56 % for
junior academics. Finally, only 35 % of professors at German universities of
applied science see such a conflict, compared to 48 % for senior academics at
other institutions across Europe — a finding reflecting the emphasis FHs have on
applied research.

Thus, fewer academics in Germany across all three categories note a conflict
between academic productivity and research quality, and fewer FH professors note
a conflict between expectations of useful results and quality of research. In contrast,
academics at German universities perceive a conflict between expectations of useful
results and quality of research as often as their colleagues in other European
countries.
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Academics at German universities view the power of management at higher edu-
cation institutions to decide on a multitude of aspects related to academic activities
to be as pronounced as the average for the European countries surveyed. On aver-
age, across 11 aspects addressed in the questionnaire survey cited above (e.g. choos-
ing new academics, promotion, determining budget priorities, evaluating teaching,
setting internal research priorities, etc.), 46 % of professors and 51 % of junior staff
at German universities feel that the executive powers within the university (presi-
dents, deans, etc.) exert the strongest influence. These proportions are close to the
average for European countries (48 % and 46 %, respectively) but clearly lower than
in Austria and, in the case of professors, also somewhat lower than in the Netherlands.

The perspective of senior academics at German universities of applied sciences
(53 %) is similar to those at universities, but this is clearly a lower level than the
average across Europe at other institutions of higher education (61 %). On average
across Europe, the management at other institutions of higher education regulates
the academic life more strongly than the management at universities. In this respect,
the FHs in Germany seem to be closer to the universities.

Two examples might be provided showing how the academics perceive the pre-
vailing management styles at institutions of higher education:

* A top-down management style is reported by 43 % of university professors and
44 % of junior academics, but fewer FH professors in Germany (35 %). Across
Europe, top-down management seems more widespread than in Germany as
slightly more than half of the academics in all three categories respond affirma-
tively in this respect.

» Relative to those reporting top-down management, somewhat fewer academics
in Germany are convinced that top-level administrators provide competent lead-
ership. The respective proportions — 36 % among university professors, 30 %
among junior academics at universities and 37 % among FH professors in
Germany — are close to the average across Europe in all three categories.

As strong management does not automatically create constraints for the aca-
demic profession, the academics surveyed have been asked how influential they
consider themselves in shaping key academic policies. The responses show that:

* Professors at German universities consider themselves quite influential: 63 % at
faculty level (the second highest proportion in Europe and compared to an aver-
age of 35 % across the European countries surveyed) and 26 % at university level
(compared to 15 %).

* Professors at German FHs consider themselves to be as influential at their insti-
tution as university professors (66 % and 28 % respectively), and they also rate
their influence more highly than their colleagues across Europe (39 % and 24 %
respectively).

* As one might expect, junior staff at university consider their influence to be mar-
ginal. The statements by German respondents — 9 % at faculty level and 4 % at
university level — do not differ from the average across Europe (10 % and 4 %
respectively).
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In sum, to some extent Germany also seems to have developed a tendency for
strong institutional management in higher education. However, German academics
consider themselves to be exposed to a lesser extent to a top-down management
style as well as to a conflict between the prevailing efficiency-oriented and relevance-
oriented policies and academic quality, than academics across Europe. Additionally,
they also consider their influence on academic policies to be stronger than their col-
leagues (on average) across European countries.

7.11 Satisfaction

Professional satisfaction can be expressed in various ways:

* About half (48 %) of professors at German universities characterize their job as
a source of personal strain; this is more frequent than the average across Europe
(41 %). In contrast, junior academics at German universities (36 %) and senior
academics at German Fachhochschulen (34 %) consider their job a source of
personal strain notably less often than university professors in Germany, and also
slightly less often than their peers across Europe (41 % and 38 % respectively).

e 42 % of professors and 44 % of junior academics at German universities support
the view ‘This is a bad time for any young person to begin an academic career in
my field’, but only 22 % of senior academics at FHs in Germany hold such a
view. In all cases, these proportions are about 5 % lower than the average across
European countries.

* Only 17 % of professors and 19 % of junior academics at German universities
react affirmatively to the statement ‘If I was starting again, I would not become
an academic’. Again, satisfaction is higher among academics at German FHs
with only 7 % supporting such a view. The respective averages across Europe are
14 %, 19 % and 12 %.

Asked about their overall professional satisfaction, 71 % of university profes-
sors, 66 % of professors at universities of applied sciences and 55 % of junior aca-
demics at universities in Germany express a high degree of satisfaction; the average
score on a five-point scale is 2.2, 2.3 and 2.5 respectively. All these figures are close
to the average across the European countries surveyed (cf. Hohle and Teichler
2013).

It is interesting to note that German academics surveyed recently report higher
levels of satisfaction than those surveyed in the 1990s (the average rose 0.2 points
among professors both at universities and at universities of applied sciences). Junior
academics at German universities had been the least satisfied across countries in the
survey of the early 1990s. This has been interpreted as an indication that junior
academics have felt a lack of recognition as productive scholars (Enders and Teichler
1995b). In the recent survey, however, junior academics increased their job satisfac-
tion rating by 0.4 points, and they are now on par with the average of junior academ-
ics across European countries.
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7.12 The Academic Profession in Germany — Lessons
from Survey Research

There is a wealth of information on phenomena such as the academic profession,
and this information tends to be condensed into conventional wisdom. The available
literature provides us with certain characteristics of the academic profession in
Germany. The results of questionnaire surveys help us to get a more valid picture,
because representative surveys can overcome the sequences of anecdotes based on
an incomplete knowledge of the whole spectrum of people under consideration. As
such, questionnaire surveys might provide a better picture of the current views and
activities of academics. Moreover, a comparative survey of the academic profes-
sions allows us to control whether often-claimed characteristics, many times based
on implicit comparison, hold true explicitly as visible distinctions from other coun-
tries. We have to bear in mind, though, that survey questions might simplify issues;
moreover, they are only able to present the views and notions of facts as reported by
the academics themselves and thus might be subjectively biased. Altogether, how-
ever, we certainly can consider the academics’ views and notions as a valuable
source in this framework.

The previous survey on the academic profession in Germany, undertaken in the
early 1990s, has been already successful, at the same time both reinforcing and
challenging conventional assumptions on how academics in Germany think and act.
German university professors have turned out to be hard-working and productive
people. They are not for the most part completely geared to research, but most of
them appreciate the linkage between teaching and research, even if the majority lean
more strongly towards research. In turn, the pressure of student numbers has not
forced them to concentrate most of their time on teaching and related activities;
rather, time spent on research still exceeds time spent on teaching over the whole
year. Junior academics in Germany have expressed similar views to senior academ-
ics regarding the functions of higher education and what constitutes a desirable
academic, but they have clearly differed as far as employment conditions are con-
cerned and to a certain extent as well as regards work tasks. Academics at German
universities of applied sciences have to spend more time on teaching and, if they are
active in research, they are expected to emphasize applied academic work. Last, but
not least, the 1992 survey has shown that academics in Germany are not as highly
satisfied with their professional situation as academics in some other countries.
Notably, junior academics in Germany have been clearly less satisfied than senior
academics, and also somewhat less satisfied than junior academics in other European
countries surveyed.

The 2007 survey compared the situation of academics in 12 European countries.
The analysis of the academic profession in Germany, as reflected in the survey,
provides such a wealth of interesting findings that a brief summary is bound to
selective. Some findings, though, are certainly worth highlighting.

The share of women among university professors was quite low in Germany in
the early 1990s. However, the share of women among junior academics was three
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times as large at that time — this then translated to a similar share among university
professors 15 years later. We might assume that the share of women — less than one
fifth in the most recent survey — is likely to reach a third in the next generation.

Compared to professors, the employment situation (job security, remuneration)
of junior academics at German universities has not changed very much between
those two surveys. Yet the climate of appreciation of junior academics might have
changed: We note a clear increase in junior academics’ overall job satisfaction (as
compared to the moderate increase seen for professors at both universities and uni-
versities of applied sciences).

Academics in Germany have to change university when first promoted to profes-
sorships and again for any further promotion; professors at universities of applied
sciences must have been professionally active outside academia. The survey, how-
ever, shows that inter-institutional mobility of German academics is no greater than
the European average.

University professors in Germany spend much time on professional work and
publish more than their colleagues in most other European countries. Most of them
favour a close link between teaching and research, although the proportion of those
tending to lean towards research has increased in recent years. They activities
include only a relatively small range of teaching methods. Professors at German
universities of applied sciences, in contrast to popular opinion, are currently even
more strongly teaching-oriented than in the early 1990s.

Comparing the two surveys, professors both at universities and FHs in Germany
now spend about the same amount of work time on research, more work time on
other functions, and less work time on teaching. As the teaching load has hardly
changed during this period and the student-teacher ratio has grown, obviously time
spent on teaching-related activities, such as preparation and guidance, has become
scarce.

Academics in Germany are less international than the average for academics
across Europe, as judged by their mobility and migration, visible international
activities and use of a foreign language. The conclusion here is not necessarily a
lack of interest in the international dimension, but rather seems to be a normal per-
spective for a relatively large country.

Academics in Germany have noticed growing managerial power and an increase
in regulations, incentives and sanctions. However, both, professors and junior staff
in Germany continue to consider that their degree of influence on academic policies
at their department and university is higher than their peers across Europe.

Academics have remained sceptical of the growing expectations to be more vis-
ibly relevant and to be more visibly efficient in their academic work. About half of
all academics fear that such emphases are endangering the quality of academic
work. Such a critique of the visible relevance of academic work, however, is less
pronounced among academics at universities of applied sciences, as they have a
mandate to emphasize the application of knowledge.

Most public debates on higher education in Germany suggest a degree of dis-
satisfaction among the academic profession. Some reforms have met with strong
criticism. The student-teacher ratio grows. There are controversial debates regarding
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resources for teaching and research. The employment situation for junior academics
is often criticised as having de-motivating effects. However, this critique might
more accurately reflect the concerned voice of associations representing the inter-
ests of junior staff, professors and universities, than the actual academics’ views. As
already pointed out, the overall professional satisfaction of academics in Germany
has increased from the early 1990s to recent years.

At the time of the first survey discussed here, there was a widespread view that
the academic profession considered itself to be ‘a profession under pressure’: an
expectation existed to do more with less and academics were felt to be the ‘losers’
rather than the ‘winners’ from the growing role of higher education in society.
Recent years have seen a tendency for growth in strong external expectations and
managerial power, however, at the same time the opportunities and risks are becom-
ing more diversified and more individualized. As this may be, these observations are
also true for many European countries. Why academics’ views and working prac-
tices remain so different in a substantial number of areas (despite international dis-
course on similar studies across countries) provides an interesting topic for future
research.
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Chapter 8
Between Tradition and Transition:
The Academic Career in Italy

Massimiliano Vaira

8.1 Introduction

Several changes have affected the Italian university sector since the Second World
War. Political and societal conditions have impacted the system, which have chal-
lenged not only its structures and workings but also the main actors working inside
it: The academics.

In this chapter, I focus on a particular and crucial aspect of the academic profes-
sion — the recruitment and career system and how it has changed through time. The
civil servant status enjoyed by academics means that access to and career develop-
ment in the profession is regulated by the State. Thus, the main source of change
originates with centrally located policy making activities. At the same time, access
and career decisions within the regulative framework are largely dominated by the
academic community, in particular by full professors. These two structural features
create a particular type of structure of coordination, where the academic oligarchy
is able not only to influence the State and its regulative activities (Clark 1983), but
also to de-couple substantive decision making processes from regulations which
work as a legitimating formal framework for decisions, or in Meyer and Rowan’s
(1977) terms as a ceremony. This, in turn, is due to the organisational nature of the
university as a professional bureaucracy. On the one hand, the university depends on
formal mandatory rules of operation (the bureaucratic and formal side); on the other
hand, given its professional-based organisation, actors enjoy quite a large degree of
autonomy in their decisions and operations; as professional organisations, they are
necessarily based on a logic and practice of members’ cooptation.

M. Vaira (<)

Department of Political and Social Sciences and Interdepartmental Center of Study and
Research on Higher Education Systems (CIRSIS), University of Pavia, Pavia, Italy
e-mail: massimiliano.vaira@unipv.it

© Springer International Publishing Switzerland 2017 193
M.d.L. Machado-Taylor et al. (eds.), Challenges and Options: The Academic

Profession in Europe, The Changing Academy — The Changing Academic Profession

in International Comparative Perspective 18, DOI 10.1007/978-3-319-45844-1_8


mailto:massimiliano.vaira@unipv.it

194 M. Vaira

Special attention is given here to changes affecting the recruitment and career
system between the late 1990s and the first decade of the 2000s. This period saw the
institutional framework governing the recruitment and career system changed sev-
eral times, significantly altering its conditions and dynamics. This, in turn, has pro-
duced a challenging environment for academics and for the logic and the practice
governing recruitment and career advancement that characterises the academic pro-
fession. I will show how the academic community responded to those changes and
alterations in the period between 1999 and 2014, albeit the effects and responses of
2010 reform cannot be fully assessed, since the recruiting procedures are currently
ongoing (August 2014).

The chapter is organised in five sections. In the first section, I will sketch out a
historical perspective of how the Italian professoriate has evolved between the
Second World War and 2010. The second section will deal with the changes to the
institutional framework regulating the recruitment and career system in the same
period, highlighting the various regimes regulating and governing the academic pro-
fession and identifying their distinctive features. The third section considers the
process of institutionalisation of non-tenured and fixed-term academics; while vari-
ous precarious roles have always characterised the academic profession (especially
for new entrants), new regulations institutionalised this de facto state of affairs,
creating an academic periphery and a highly stratified profession. The fourth section
will focus on the academics’ responses to recruitment and career system reform in
the period 1998-2014. Here I will show how the traditional guild-type structure had
been combined with the new regulative environment and the financial constraints
introduced by the law. I will also discuss the effects this combination produced,
which were used as a legitimating argument to introduce a new wave of reforms.
Finally, in the last section I will deal with how academics perceive and evaluate the
conditions affecting their career opportunities and perspectives, drawing on the
Changing Academic Profession (CAP) survey.

8.2 The Historical Evolution
of the Professoriate — 1946-2010

The end of the Second World War allowed Italy to become a democratic republic.
On the Ist of January 1948, the republican constitution came into force and a pro-
cess started of dismantling the fascist era norms and administrative apparatus.

In 1958, a new law governing academic staff meant that professors were recruited
through a national public competitive exam and they were granted freedom in their
teaching and researching duties. Every detail of academic staff matters was regu-
lated centrally, bestowing civil servant status on the professoriate. The Italian uni-
versity system was able to preserve its historic elitist structure for the whole of the
next decade. Access to university at this time was reserved for those students com-
ing from academic oriented upper secondary schools (Lyceum) and strict limitations
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were placed on students coming from professional upper secondary schools (like
commercial schools) who could only enrol in study courses like economics and
agricultural science. This elite feature is reflected in the number of academic staff:
1809 full professors. Full professors were aided by various non-staff academics
(appointed by the Ministry of Public Education), some hired on fixed-term con-
tracts, some collaborating on a voluntary base (appointed by rectors) and others
under precarious forms of employment. The academic staff, appointed by the min-
istry and hired on fixed term contracts, that comprised the professoriate amounted
to less than 4000 up until the early 1960s, while enrolled students totalled some
335,000 (source: ISTAT 1997).

Although there were limits on intake, university enrolments kept growing con-
stantly over the decade, as the result of the expansion of upper secondary students.
The younger cohorts of society exerted growing pressure for an open-door system
for university access, which was finally instituted in 1969. This point marked the
beginning of the massification of the university system, albeit only in terms of
access and without changing its organisational features. This law affected university
and the academics dramatically: while the teacher/student ratio was 1/45 in the aca-
demic year 1966—1967, the ratio reached at 1/60 in the academic year 1970-1971
(ISTAT 1997). The response to this situation was to increase the number of full
professors and other academic non-tenured roles. However, the non-staffed and pre-
cariously employed academics were adding increasing pressure to be employed as
staff, backed by unions that exerted strong pressures on political and governmental
structures.

This state of affairs quickly became unsustainable, and by 1973 a law had been
passed resolving the problem of non-staff academics. This law was poignantly enti-
tled ‘Urgent provisions concerning academic staff’. Notwithstanding its stated
urgency, the law was implemented slowly and in a piecemeal fashion. This was a
result of ministerial delays in issuing the competitive exams for career promotion.
Thus, the few cases where upgrading to full professor took place made little change
to the situation. Only in the 1980s did things noticeably start to change.

In that year a limited university reform was approved instituting the doctorate
and departments as organisational units for research, alongside the faculty structure.
More importantly, it resolved the academic staff issue, which could no longer be
contained. This was tackled using two measures:

1. The academic career gained two new levels. The ‘associate professor’ was a new
level hierarchically below full professor and the category of ‘researcher’ repre-
sented the first step in the academic career. Researchers were not supposed to
have teaching duties, or where they did, they were very minimal. Both positions
were permanent. The professoriate was, as such, structured over three levels;

2. Law stated that the 15,000 full professors, 15,000 associate professors and
16,000 researchers would be hired, to be staggered over the following 4 years
after publication of the law. Moreover, this law stated that competitive exams for
recruitment and career advancement should take place every 2 years.
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At the end of the decade, the professoriate had reached around 41,000 academic
staff, while about 1,300,000 students were enrolled. Yet over this same period, the
number of competitive exams for both recruiting academics and career advance-
ment started declining and at the beginning of the 1990s they become notably infre-
quent. Two factors affected this trend: first, recruitment and career advancement
grew very quickly until the second half of 1980s, saturating the available positions
as fixed by law; second, university funding constrained the number of competitive
exams for new positions.

Thus, the 1990s saw the career dynamics of academic staff stagnate. Between
1990 and 1999 the professoriate grew only 4 %, reaching 49,000 academics by
1999. Meanwhile, student numbers grew remarkably in the same decade, register-
ing an increase of 21 % (from 1,381,361 to 1,685,000) (source: Ministry of
University and Research-Statistics Office).

Between 1996 and 2000, a centre-left government embarked on an overarching
university reform aimed at widening the institutional autonomy. As part of this
reform, a new law was passed in 1998 regulating the academic career and recruit-
ment process. Competitive exams were devolved to the institutional level: each uni-
versity was free (within its financial limits) to open a competitive exam for a
position; those who qualified for that position (up to three qualifications were
awarded for each position, except for the research position which awarded just one)
could use it to be hired by a national university. This law stimulated the sector (espe-
cially in terms of career advancement) and between 1999 and 2007 academic staff
became more dynamic. Academic staff growth over the period reached 22 % (rising
from 50,901 to almost 62,000), while student growth over the same time was less
than 6 %, (rising from 1,685,000 to 1,781,659) (source: Ministry of University and
Research-Statistics Office).

In 2001, the centre-right won the general election. The new government sought
to repeal the previous university reform. This goal was never to be fully accom-
plished, but over the next 5 years something did change, and that constituted the
starting point for what was to happen between 2008 and 2010. In general terms,
university sector policy-making became increasingly centralised and most univer-
sity issues were de facto governed by the Ministry of Economy. This represented a
new form of dirigisme and centralisation, leveraging control over public financing
and diminishing institutions’ autonomy.

A new reform of the juridical status of academic staff in this period — career and
recruitment system, duties and rights and salary — was issued in 2005 at the end of
the government’s term in office. This law, although never fully implemented, none-
theless had consequences for the evolution of the professoriate. A first consequence
was the reduction in the qualifications awarded by the competitive exams, from
three to two. Secondly, and more importantly, no competition exams had been held
since 2007, awaiting the full implementation of the new regulative framework for
recruitment and career advancement. As a result, the growth of the professoriate
turned negative, except for research positions which witnessed a small but quite
constant growth. From 2007 to the end of 2010, full professors decreased from
almost 20,000 to less than 16,000 (=24 %); assistant professors decreased from
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19,000 to about 17,000 (around —10 %); and researchers grew from just over 23,000
to almost 25,000 (around +6 %). In total, the professoriate decreased in this period
from almost 62,000 to less than 58,000, a decrease in percentage terms of 7 %
(source: Ministry of University and Research-Statistics Office).

In 2006, the centre-left won the general election, but it governed for only 2 years.
In 2008 a new general election was called and won by the centre-right. University
funding had been veritably attacked, with a financial cut of almost 1.5 billion euros
in 4 years; a new general reform was issued at the end of 2010 introducing strong
centralisation and dirigisme. While the reform changed again the juridical status of
academics, introducing a much more centralised as well as very baroque system
(with severe limitations) of competitive exams, natural wastage from retirement
continues to exceed new recruitments and career advancement: between 2006 and
2013 full professor decreased by 30 %, associate professors by 17 %; only researcher
increased slightly in the period, by 3 %. On the whole tenured academic decreased
by 14%; if we considered only the senior positions (i.e. full and associate profes-
sors) the decrease was equal to 36 % in the period (source: Ministry of University
and Research-Statistics Office). In early spring 2014 the first round of national qual-
ification for career advancement was accomplished and currently universities are
taken up in local procedures to select and hire qualified academics. Given the endur-
ing financial shortage and the constrains on personnel turn-over, those who will be
hired will be far less than enough to compensate retirements in full and associate
positions.

8.3 Changes in the Legal Framework of Academics

After the Second World War, the legal framework of the academic profession
changed over time. Changes affected the structure surrounding the positions, the
duties and, above all, the recruitment/promotion system.

From 1946 to 1980 only full professors enjoyed a tenured position, which cor-
responded to holding a chair in a given subject. As mentioned in the previous sec-
tion, there were other academic positions, but none of them had tenure. Academics
in such positions were subordinate to chair-holders who oversaw all activities
(teaching, researching, holding examinations, supervising thesis and so on), as well
as career perspectives. Non-tenured academics could gain a chair through a national
competitive exam where they were awarded the qualification that made them eligi-
ble to be hired by a university throughout the country. The Ministry of Public
Education established national competitions and the number of positions in each
disciplinary field, according to the financial resources available.

The 1980 law reformed the chair system, introducing a new professorship posi-
tion — the associate professor. Associate professors had and still have the same
duties of full professors (teaching and all related activities, research and organisa-
tional/administrative duties). Access to both positions was through national
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competitive exams. A third staffed position, the researcher, was also introduced. In
contrast to associate and full professors, the law stated that researchers’ duties are
limited to research activities; only a small portion of their time could be devoted to
teaching (small group seminars, practical work, support for laboratory experiments,
and similar). The professorship positions were also different in that positions for
researchers were awarded by a local competitive exam (rather than a national exam)
held by a faculty of an institution. Candidates’ were evaluated for the three positions
based on their research productivity (publication of articles and books) while a sim-
ulated lesson was also included for researchers being considered for an associate
position.

All three positions were subject to a 3-year probationary period where entrants
had to prove their quality (in particular, research productivity). At the end of this
period, a national commission carried out an evaluation; a positive evaluation meant
new entrants were ‘confirmed’; a negative evaluation meant that the candidate
would be granted a 2-year extension to prove their quality. If the second evaluation
was negative, they were expected to leave academia whereupon they may accept a
placement as an upper secondary school teacher or in a public administration insti-
tution as a civil servant.

Apart from the provisions regarding the staff positions, the law also instituted
doctoral courses that were, and still are, designed to be training courses for prospec-
tive academics. Access to doctoral courses was established by the Ministry, organ-
ised by individual university departments and subject to a public competition among
candidates.

Now let us turn to look at the economic aspect of the academic career. As civil
servants, the law determines academics’ salaries and their growth over time. Once
they have been ‘confirmed’, a ladder with different levels determines academics’
salaries (a salary scale), with each position linked to seniority. Every 2 years aca-
demics automatically shift to the next salary level. Each of the first six biennial
rungs on the ladder would increase an academic’s salary by 8 %. Subsequent salary
points increased pay by 2.5 %. The annual salary consists of 13 salary instalments
(that is, Italian academics receive two payments in December).

For full professors there are 24 salary levels (a minority of them reaches the high-
est levels, because most reach retirement age first); for associate professors and
researchers there are 20 levels (it is easier for them to reach the highest levels). Table
8.1 shows the salary scale and the gross salary corresponding to 4 of the total levels
(upon entrance, the first year after ‘confirmation’, after 10 years in the position and at
the end of the career. Data refer to full time academics and are correct as of 1/10/2010):

The university reform issued in December 2010 (law n. 240/2010), introduced a
major change to academics’ salary scale. The biennial automatic salary increases
linked to seniority gave way to triennial increases linked to a performance evalua-
tion focusing on research outputs and teaching quality (assessed by students). In this
case, salary increases are only awarded to those who have been positively evaluated.
Yet, this provision hasn’t been operative so far, because of salary increase freezing
since 2008 and currently ongoing due to financial laws aiming at reducing the pub-
lic spending and debt.
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Table 8.1 Salary scales and gross salary by position and seniority

Position Salary level Gross salary (€)
Full professor Upon entrance 56,840
First year after confirmation 60,158
80,173
Ten years after confirmation 120,000/133,000!
End of career
Associate professor Upon entrance 43,023
First year after confirmation 45,549
59,519
Ten years after confirmation 83,000/91,000!
End of career
Reseracher Upon entrance (first year) 24,135
24.,481-24,827
Upon entrance (2nd/3rd year) 34,897
44,982
First year after confirmation 63,000/67,000?

Ten years after confirmation

End of career

“The two values indicate the minimum/maximum salary at the end of career (25 years or more in a
given position)

The recruitment/career system underwent three major reforms in 1998, 2005 and
2010. The 1998 reform changed the recruitment/careers system from being national/
centralised to local/decentralised making institutions responsible for their own per-
sonnel policy, according to the goal of widening institutional autonomy. This
entailed institutions advertising competitions (on the request of their faculties and
within their financial limits), for each academic position; the responsibility for
organising exams and evaluating candidates fell to the individual faculty. The new
system awarded up to three qualifications for full and associate professors, while the
same system was used for researchers as defined in the 1980 law. Qualifications
allowed the holder to be hired by any Italian university.

The new system had been criticised for having created an excessive ‘localism’ in
recruitment and career promotions: It was almost always the local candidates that
were called by the institutions which opened the competition and those who gained
the qualification were hired by their ‘home’ institutions. Later, data and explana-
tions will be provided in respect of this phenomenon.

In 2005, a new reform of the juridical status of academics took place under the
centre-right government. Although this law was not fully implemented, it is none-
theless important because the changes it introduced to the system for recruiting and
promoting academics served as the basis for the 2010 reform. A first element of
change altered the system of competition exams for full and associate professors.
The new framework for career advancement was structured in two phases. The first
phase was a qualifying round, consisting of national competitive exams (participa-
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tion in the qualifying competitive exams was not subject to any restriction). Qualified
candidates from the first phase become eligible to participate to the second phase;
this was a comparative evaluation of eligible candidates carried out at the institu-
tional level. Thus, the new framework was a mix of national and local mechanisms
to evaluate and select those who aspire to promotion. Notably, universities contin-
ued to be allowed to hire eligible academics within their financial constraints (see
note 5).

The position of researcher underwent a major change. The old, permanent posi-
tion of researcher was abolished and a fixed-term position was introduced. Those
who enter the career are hired on a 3-year contract, renewable for a further 2 years.
If within 3 or 5 years a researcher has not gained the qualification for associate pro-
fessor, they have to leave the university for a post in public administration or the
school sector. To gain entry to the competitive exam for a research position, the
candidate needs a doctoral degree or to have been awarded a research grant, in addi-
tion to authoring an adequate number of scientific publications.

In December 2010, the centre-right government passed a new general university
reform. This reform had been carried out aggressively since 2008, when the Ministry
of Economy decided to dramatically cut university funding by an amount totalling
1.5 billion euros, (equal to 15 % of the total funding). This cut was to be progres-
sively implemented over 4 years. With a few exceptions, the reform of the recruit-
ment/career system for academics was largely based on the previous law from 2005.

The position of researcher was left relatively unaltered by the 2005 law, with one
new aspect: institutions could directly hire fixed term researchers (if their financial
resources allowed) once they had passed the national qualification. In other words,
the reform introduced something similar to a tenure-track system. On the contrary,
the ‘old’ researchers have to go through the national qualification process and then
pass the local evaluation and selection exams to be accepted for a position as an
associate professor, and thus they cannot enjoy the tenure-track system. Since 2011,
the recruitment of new researchers almost exclusively occurs with fixed term con-
tracts, while the ‘old’ researcher position exams have been abolished. The career
advancement procedures for full and associate professors continues to be covered
by the 2005 law. Another change introduced regulated the salary increases of pro-
fessors and ‘old’ researchers, as mentioned above, with the biennial automatic
increases according to seniority being replaced by triennial increases linked to an
academic’s performance evaluation. Finally, the law states that a doctoral degree is
a mandatory prerequisite for entry to the academic career.

These are the main changes and features of how the status of academics has
changed over time. A synopsis presented in Table 8.2 shows the main events from
1980 to the present day:
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Table 8.2 Changes to the juridical status of Italian academics 1980-2010
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Formal
Time Juridical | requirements | Recruitment/career formal
period | Positions status for entry system Salary
1980- | Full Civil None National competitive Determined by
1998 | professor servants exams, evaluating law.
Associate publications. m
professor Number of available posts | i, reases
Researcher fixed by the Ministry. defined by a
Teaching abilities were scale linked to
assessed only for those seniority.
researchers wishing to
become an associate
professor.
A competitive exam for
researcher positions, held
locally
1998- | Full Civil None Local competitive exams | Determined by
2005 | professor servants held by university faculties | law.
Associate evaluating publications. Biennial salary
professor Number of available posts | increases
Researcher fixed by each institution. | defined by a
scale linked to
Teaching abilities were seniority.
assessed only for those
researchers wishing to
become an associate
professor.
A competitive exam for
researcher positions, held
locally
Recruitment/career linked
to universities’ budget
limits.
2005- | Full Civil Doctorate or | National competitive Determined by
2010 | professor servants | research exams evaluating law.
Associate grant holder | publications to qualify for m
professor (up to 2010) | associate and .flllll increases
Researcher | Contracted | Doctorate professor.posmons and defined by a
Fixed-term | public (from 2010 local ch01.ce based on scale linked to
researcher | employees | on) comparative selection of seniority. (up to

eligible applicants.

2010).

No restrictions on
applying for qualification.

Researchers recruited on a
local basis and with a
fixed-term contract

Recruitment/career linked
to universities’ budget
limits.

Triennial
increases linked
to each
academic’s
performance
evaluation (from
2010 on).
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8.4 Non-Tenured Academics: From Patrimonialism
to Institutionalised Precarization

Italian university academic staff had historically been characterised by the presence
of non-tenured and non-staff positions. As noted in Sect. 8.1, these academics
served a support role to full professors, depending on them for all their activities and
for their academic career perspective. Following Weber ([1922] 1968), this system
of dominance has been labelled as patrimonialism by Giglioli (1979). Giglioli
described it as the personal and discretionary power of full professors, whom non-
tenured academics completely depended on: from the ‘call’ of the master to enter
the first step of the profession, to their socialization to profession, to their duties and
tasks, up to their career perspectives. In this sense, the patrimonialistic system was
a combination of the traditional guild system (Clark 1977) and personalism (Weber
[1922] 1968). It is manifest that these academics were exposed both to work exploi-
tation and to a high degree of uncertainty regarding their career. Non-tenured and
non-staff academics were increasingly hired through this system to cope with the
growing number of enrolled students since 1969 when the university system started
mass expansion. It is worth noting that this job and career insecurity was ‘regulated’
by the tacit norms of the profession based on the power of the chair-holders and the
principle of loyalty to the master.

Besides reducing precarization, the 1980 reform also sought to reduce the per-
verse effects of patrimonialism. Yet, the reform also allowed some auxiliary posi-
tions to be hired on a fixed-term contractual basis. Although this provision in the
law was not widely used, it is worth noting that it represented a first step towards the
formalisation and institutionalisation of non-permanent and precarious positions
inside academia. In other words, for the first time the law formally regulated this
kind of contracted academic position, which from the late 1990s grew more com-
mon, leading to the most recent developments.

Since the 1998 reform — which introduced grant-financed researchers —, the num-
ber of such fixed-term contracts for young academics has grown. These fixed-term
researchers also had some teaching functions, (albeit generally not formally recog-
nised), widely considered to be part of their socialization with the profession. This
growth was largely due to financial reasons: Universities can save money by hiring
these contracted academics whose costs are far less than tenured academics, and at
the same time, they are able to rely on this low-cost and flexible work force for
research and teaching purposes. Since 2008, the figure of a fixed-term researcher
has been added as a new academic position, reflecting the 2005 and 2008 reforms as
discussed above.

Table 8.3 shows this growth since 2003. It must be noted that contracted posi-
tions have been present since 1998, but ministerial data are not available for years
before 2003. The most recent report of the National Committee for Evaluation of
the University System (CNVSU 2011), highlights how about 50,000 young aca-
demics were hired since 1998 as grant-financed researchers.
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Table 8.3 Number of young academics with research fixed-term contracts

Type of

contract/years | 2003 2004 2005 2006 2007 2008 2009 2010
Post- n.a. n.a. n.a n.a. n.a. 3221 4649 6450
graduate

research

grants

Post 984 801 737 754 894 572 734 735

doc-grants

Research 9795 9872 9537 10,012 | 11,349 | 11,721 |15,748 | 17,459
grants

Fixed -term - - - - - 481 457 792

researchers

TOTAL 10,779 10,673 | 10,274 | 10,766 |12,243 | 15,995 |21,588 |25436

Overall, a growing academic periphery has been formally created and regulated.
This is bound to grow in time, with the abolition of the ‘old’ stable researcher posi-
tion and the introduction of the new fixed-term position. Data drawn from CNVSU
for the first half of 2011 show that 1094 fixed-term researchers were recruited, rep-
resenting a 38 % increase on the 2010 level over a period of 6 months. In 2010, this
academic periphery accounted for 44 % of all academic personnel. This state of
affairs is also generating a stratified structure in the academic profession, which can
be illustrated as follows:

1. tenured academics with a stable position (researchers, associate and full
professors);

2. new fixed-term researchers looking to attain a tenured position, although not
linked to a real tenure-track system;

3. grant-financed researchers, looking to attain a fixed-term researcher position.

This stratification is not only the result of different kinds of contractual status,
but mostly due to different degrees of uncertainty in the academic career paths —
both between and within the three categories. In turn, career uncertainty largely
depends on financial factors — the ability of an institution to recruit academics to
tenured positions (associate and full professors) — and to the still enduring patrimo-
nialistic logic which is still significantly affecting career prospects and paths.

8.5 Academic Responses to Recruitment and Career System
Reforms

As noted above, between 1998 and 2010 the recruitment and career system has been
reformed three times. It is not possible to assess the effects of the last two reforms
(2005 and 2010), because the 2005 reform was never fully implemented and the
2010 reform is currently in progress with the hiring procedures of qualified
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academics in the first round of national qualifications. As a result, competitive
exams for career advancement have been blocked since 2008 and the number of
academic staff is decreasing, as new recruits do not replace those that retire. Thus,
to assess the effects of and how academics responded to changes in recruitment and
the career system, I limit the analysis here to the period 1998-2004.

Considering the periods between 1997 (before the 1998 reform) and 2004 (before
the 2005 reform was approved) and between 2005 and 2014 (the period of the two
reforms) it is possible to identify four phases in recruitment and career
advancement:

1. stagnation phase (1997—-1998): This is the tail end of the wave of the hiring and
promotion of academics started in the late 1980s, and preceding the implementa-
tion of the 1998 reform. All positions show flat growth;

2. thawing phase (1999-2002): In the first part of this phase, following the imple-
mentation of the reform (1999-2000), universities favour career advancement
from positions as researchers to associate positions, in order to promote those
researchers hired during the early 1980s waiting for a career advancement. The
second part of the phase (2001-2002) is characterised by promotions from asso-
ciate professor to full professor, while quite considerable growth also occurred in
the two lower-ranking positions. This phase signals full implementation of the
reform, both for recruitment and career advancement. In the thawing phase,
growth in academics, in overall terms, was as much as 8.6 % (more than 4000
academics), the highest level since the early 1980s;

3. stabilisation phase (2003-2004): The rapid growth of the academic staff in the
previous phase meant that universities had to accommodate the expenditure in
their budget from promoting and recruiting academics. This meant that many
universities reached, or came very close to reaching, the expenditure limit for
personnel, thereby limiting further growth. In all positions, the number of retire-
ments still exceeded the new recruits and promotions;

4. shrinking phase (2005-2014): The 2005 reform entailed a strong slow down in
recruitment and career advancement dynamic. Figures in academic positions
start showing negative values given to retirements not compensated by new
recruitment and career advancements. In 2008 the financial cuts and the intro-
duction of severe limits to academic personnel turn-over produce a blockage.
The issue of the 2010 reform further worsened the situation: the professoriate
has been witnessing a relevant shrinking in number because of retirements. As
the first round of academics’ national qualification

For the second phase, it is worth noting that the growth of recruitment and pro-
motions in the three positions was strongly concentrated on promotions, none more
so than in the case of full professors: Full professors grew by 34.8 %, associates
grew by 15.9 % and researchers grew by 5.3 % (MIUR-Statistics Office). These
percentages show how the reform was largely used by universities and the academic
community to unlock career advancement, which had been blocked for about a
decade.
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Further, there are two, interrelated aspects that must be taken into account to
understand the academic staff dynamic in this period.

Firstly, without doubt, the reform brought recruitment and career advancement
closer to the actual development needs of the institutions. However, the reform
acted in a peculiar way, affecting organisational features of the Italian university.
From an organisational perspective, university had been historically a confederation
of faculties inside which there had been hegemonic disciplines with powerful full
professors garrisoning them. The institutional level had always been weak in all
strategic matters, among which recruitment and promotion were the most important
(Boffo et al. 2006; Clark 1977, 1983; Capano 1998, 2008; Rostan and Vaira 2011;
Vaira 2008). Thus, personnel policy has always been implemented at the faculty
level, while the institutional level serves to ratify decisions taken by faculties
through negotiations between powerful academics based on the logic of cooptation.
All together this enhanced faculties’ power, with the combination of decentralised
decision-making for personnel policy and the organisational features of the aca-
deme making recruitment and promotions an internal faculties’ affair.

Secondly, the reform sought to stimulate the inter-institutional mobility of aca-
demics. The idea of the competitive exam for full and associate professors granting
three qualifications, allowing the eligible academics to be hired by any other institu-
tion across the country, was meant to foster mobility, creating an academic labour
market (Rostan and Vaira 2011). Universities responded largely by choosing to pro-
mote their own academics (CNVSU 2007). Between 1999 and 2004, most newly
qualified full professors were hired by their own institutions (91 %); it is likely that
the remainder (less than 9 %) had to move to another institution. New associate
professors were slightly more mobile (around 25 %); three quarters of eligible
candidates were hired by their own institutions. Associate professors had always
been more mobile, although there was a tacit and informal agreement: after 3-5
years, those who moved away from the original institutions were called back by
their alma mater, often with the perspective of gaining a full professorship.

This academic endogamy has been interpreted — especially at the political
level — as a sign of academic familism based on the patronage system, strengthened
by the local competitive exam mechanism. The familism and patronage system is a
long lasting feature of the Italian university: for example, Clark (1977, 1983)
defined this cultural trait as academic oligarchy based on the guild model, while
Giglioli talked of academic patrimonialism (1979). Although true, this is just a part
of history, for two important economic reasons: (a) since 2001, public funding of
universities has been stable or received modest increases in nominal terms, while
decreasing in real terms and (b) the institutions are bound by budget constraints on
personnel expenditure. Those economic and financial factors combined make pro-
moting the local candidates more convenient, because their marginal costs are far
lower than a new full salary to be paid to candidates not belonging to the institu-
tion’s academic staff.

On the whole, the aspects dealt with so far produce a particular career pathway,
based on an internal labour market (Doeringer and Piore 1971; for the Italian case
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see Bianco 2002; Boffo et al. 2004; Costa 2001; Rostan and Vaira 2011). In general,
this kind of market works by promoting an organisation’s internal human resources
to occupy vacant positions instead of hiring them externally.

Although it is not yet possible to ascertain the effects of the 2010 reform on sta-
bilized statistical data, it is possible to forecast its likely effects on the internal
career dynamic, pondering whether it will be able to change the current state of
affairs. One of the reform’s main objectives is to reduce localism, introducing a
system evaluating the candidate on two levels. As shown in Sect. 8.2, the first evalu-
ation phase for the candidate takes place at the national level in a qualifying stage;
qualified candidates are then evaluated for recruitment at the local level. It is pre-
cisely this second phase which raises several doubts about the ability of the reform
to overcome localism. This is for a simple reason: institutions having to contend
with financial constraints, as well as with funding cuts, find it far more convenient
to hire the local candidates because of their lesser marginal costs. In other words,
economic convenience will most likely reaffirm localism. Moreover, fixed-term
researchers who qualified for promotion to associate professors will be hired
directly, without any further evaluation, by their home institutions. Overall, reform
will probably not be able to fulfil its purpose.

8.6 How Academics Perceive Their Career Conditions

Data from the Changing Academic Profession survey shows how Italian academics
perceive their career conditions and how this perception has changed since their first
appointment to a stable position. For the Italian case, data was collected between
late 2007 and early 2008. This is important to note, because the survey took place
before both the 2008 funding cut and the 2010 general reform that significantly
worsened the general conditions in Italian universities and recruitment and career
prospects in particular. Therefore, if the survey was repeated today, many interview-
ees’ judgments, perceptions and representations on the topic would likely be far
more negative than they were at the time.

Before discussing the data on the topic, it useful to present some basic back-
ground data related to the sample used as interviewees (shown in Tables 8.4 and
8.5). Table 8.4 shows how the sample compares to the whole academic population
(based on data published by the Ministry of University and Research-Statistics
Office on 31/12/2006); Table 8.5 provides data relating to the ages of the interview-
ees at different career points:

As Table 8.5 shows, academic careers take quite a long time to develop, particu-
larly to reach a senior position. Careers also largely progress inside the same institu-
tion, confirming on a more general scale what has been noted in the previous section.
These two aspects deserve further comment.

Firstly, the length of time needed for career development can be explained mainly
by the fact that recruitment and promotion had been severely affected by the reform
policies. This not only altered the institutional framework several times but also
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Table 8.4 COmpariSOn Samp]e Popu]ation
betweer} the samphle and the N 1701 61.743
academic population
Male 66.8 % 67.1 %
Female 332 % 329 %
Full Professor 30.4 % 32.0 %
Associate Professor 31.6 % 30.8 %
Researcher 38.0 % 372 %

Table 8.5 Average age and number of years at different points in the career for the sample studied

Years
Age when surveyed 50
Graduation age 25
Doctoral degree age (only those entering the academic 325
career from 1986 onwards)
Age when appointed to first stable position 32.5
Age when appointed to the current position at the current 41
institution
Years between graduation and current position
Senior position (Full + associate professors) 20.2
Junior position (Researchers) 10.3
Years at the current institution 16
Years at a different institution 1.5

created long periods when career progression was blocked (the late 1980s, through-
out the 1990s and from 2007 to the present). Financial shortages, both at a central
and institutional level, contributed to this panorama. Such conditions have made
recruitment and career progression a rather fragmented and drawn out process,
besides creating a high level of uncertainty. Secondly, the low degree of mobility
means that three features characterise the careers of Italian academics, namely: (i) a
tendency for in-breeding and endogamys; (ii) the predominance of an internal labour
market; and (iii) an engrained loyalty to the home faculty and powerful full profes-
sors acting as master and patron.

On balance, Italian academics are largely satisfied with their work conditions:
About two thirds show rather a high level of satisfaction; in contrast, only 16 % are
not satisfied. This judgement reflects the fact that the academic profession is expres-
sive and vocational by choice. Nonetheless, three quarters of the interviewees per-
ceive a sharp deterioration in the working conditions over time, notably so in the
most recent years (in particular, this was the opinion of the younger academics). The
financial situation is linked to this deterioration, directly impacting both work condi-
tions (teaching and, especially, research) and recruitment and career dynamics. Those
two opposing perspectives are only apparently a contradiction: On the one hand the
expressive nature of academics signifies that their jobs are appreciated and valued;
on the other hand, working conditions are the main source of frustration among aca-
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demics. This is particularly true for researchers who perceive a high degree of uncer-
tainty in their career development and, to a lesser extent, associate professors. In
other words, the degree of pessimism is linked to the academic position: the lower
the position, the higher the pessimism. This pessimistic outlook is also a result of the
continuous waves of reform, constantly changing the institutional framework of the
academic profession. Recruitment and career aspects were at the centre of these
reforms, creating very unstable, uncertain and unpredictable conditions.

The respondents indicated that control over recruitment and career advancement
is primarily in the hands of the faculties, where the main responsibility and deci-
sions are taken. More specifically the faculty dean and the faculty board are seen as
the major players in this area (about 33 % for both actors), followed by individual,
powerful full professors (almost 25 %). This latter group are seen as influential at
both the faculty (77 %) and department (58 %) levels, where decisions about recruit-
ment and career are taken. This confirms the third point discussed in the previous
section regarding the role of the faculty system and full professors.

The institutional level actors — the rector, academic senate and board of gover-
nors —have almost no role in such decisions (only between 2 and 3 % of respondents
assign them a role in academic staff policy). Thus, apical actors — as has been noted
in the previous section — act as ratifiers of faculty level decisions (within the univer-
sity’s budget availability and constraints). This reflects the traditional power struc-
ture in the Italian university, which has remained largely unaltered despite the
various changes that occurred in the university sector and legislation. Although this
argument is true, it should be remembered that universities are cooptative organisa-
tions everywhere, not only in Italy. As a result, those competent to judge who is
entitled to enter the academic profession and to advance on the career ladder must
be the academics themselves. This feature cannot be ignored when analysing aca-
demic recruitment and career progression.

However, it must be noted that the 2010 reform could potentially alter this state
of affairs, because it gives more power to the institutional level for strategic deci-
sions, including academic staff policies. At the time of writing (August 2014), it is
not possible to assess whether this is happening, since career advancement under
the new institutional framework is currently in its first stage of implementation, with
the qualification process for evaluating academics being carried out at the national
level. Yet, as noted in the previous section, the new reform will probably not be able
to tackle and overcome the problem of localism and endogamic careers, because the
financial cuts and constraints represent adverse conditions working against the
changes the reform was intended to produce.

8.7 Conclusion

Although several changes occurred (both in society and in the regulative framework
affecting universities, especially in the last three decades), recruitment and career
dynamics still seem to be rooted in the traditional logic and practices of the
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academic oligarchy. Nonetheless, changes — particularly those related to regulations
governing the recruitment and career system — have been, and are, a source of con-
sternation for the academic profession, which is experiencing a growing uncertainty
and instability as well as deteriorating general conditions under which it operates.

Italian academics — and the university as a whole — are currently in the middle of
the ford, between tradition and transition. In other words, they find themselves in a
liminal situation (Vaira 2014), where they experience a set of conditions which are
neither like those they were used to, nor are they so changed as to represent a new
and different environment. This is mainly due to the several reform waves charac-
terising the last decade, producing very unstable and ever-changing conditions,
recently aggravated by the dramatic funding cuts accompanying the reform
policies.

As far as recruitment and career issues are concerned, reform waves, especially
those between 2005 and 2010, and the adverse financial conditions, since 2008,
have produced not only instability, but also and more importantly, a blockage in the
recruitment and career dynamics. As mentioned, between 2006 and 2013 the profes-
soriate decreased by as much as 14 % with a peak equal to 36 % in the senior posi-
tions, while the current financing situation makes it likely that institutions will not
be able to compensate this loss in the academic ranks with new qualified recruits.

In this perspective, the real and most dramatic challenge that universities and
academics face is how to carry out their institutional goals effectively: education,
research and knowledge transfer to society.
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Chapter 9

The Societal Embeddedness of Academic
Markets: From Sex to Gender in the Swiss
Context

Gaéle Goastellec and Fabienne Crettaz von Roten

The last 10 years have been characterised by significant changes in the Swiss aca-
demic market. The system is becoming more international, the chair model is giving
way to a department-based model, and attempts are being made to integrate histori-
cally segmented sub-markets into a single national market. These transformations
have been substantial.

In this context, although the percentage of women has increased at all levels of
the higher education system (they represent more than 50 % of high-school gradu-
ates and university entrants), women remain largely under-represented in the aca-
demic profession, and a comparison of the positions that men and women occupy
shows evidence of both horizontal and vertical segregation. Indeed, a leaky pipeline
characterises academic careers: the higher the status in the academic hierarchy, the
less women there are, to such a degree that they represent only 17 % of the profes-
soriate (OFS 2011). What do these inequalities tell us about the Swiss academic
market, and, more generally, of the interplay between the different dimensions
underlying the market changes?

This work draws on several quantitative research studies looking at academic
careers (Goastellec et al. 2006, 2007, 2010, 2013) and the relationship between sci-
ence and society (Crettaz Von Roten 2011a). Framed in a societal perspective, this
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chapter identifies sex differences and the discrete barriers to gender equality. More
broadly, the gender issue (i.e. questions regarding the socially constructed nature of
gender) provides a starting point for analysing change in the Swiss academic market
and giving a broader perspective on transformations and barriers in academic mar-
kets in general.

In this perspective, we differentiate between sex and gender as categories of
analysis: ‘sex’ is used to describe differences between the way men and women are
represented in the academic career. ‘Gender’, reflects the social construction of such
differences, turning differences into inequalities: gender is considered here to be the
product of ‘Social forces (that) either have a causal role in bringing gendered indi-
viduals into existence or (to some substantial sense) shape the way we are qua
women and men. And the mechanism of construction is social learning.” (Mikkola
2011). More widely, we adopt the position of Mikkola (2011) that ‘Feminine and
masculine gender-norms, however, are problematic in that gendered behaviour con-
veniently fits with and reinforces women’s subordination so that women are
socialised into subordinate social roles’. As a result, although we do not consider
gender a unitary notion, we assume that collectively Swiss academic women are
more alike than different and thus constitute a relatively homogeneous group. By
focusing on the career of academic women, we thus attempt to characterise the
embeddedness of the academic market in society, as ‘institutions anchored in wider
political arrangements and cultural systems of meaning’ (Hamilton 1994).

To achieve these goals, the first part of the chapter draws on quantitative analyses
to describe sex differences in academic careers. The second part discusses these sex
differences by revealing gender barriers at societal, systemic, organisational and
individual levels. Finally, the concluding part builds on the ‘sex to gender’ issue
allowing a broader reflection on the societal embeddedness of academic markets
and its potential implications.

9.1 Sex Differences in Academic Careers

Sex differences in academic careers can be analysed from different angles. To start
with, we look at the actual composition of the academic profession, drawing on
statistics from the OFS (Federal Statistical Office) and the results of the EuroAC
research project.! This can be complemented by looking at the historical evolution

'The EuroAC research study entitled ‘The Academic Profession in Europe: Responses to Societal
Change’ took place between 2008 and 2011 in 10 European countries, employing a common sur-
vey to characterise the academic profession. The Swiss study was conducted in February and
March 2010, using an online questionnaire based on that used in the CAP (‘Changing Academic
Profession’) project, with minor alterations to reflect the Swiss context. All Swiss universities and
applied sciences universities (including teacher training universities) were asked to participate in
the project, with the questionnaire being distributed to approximately 18 000 academics. A total of
1471 complete questionnaires were returned, along with 2206 incomplete questionnaires. After a
detailed check of the completed questionnaires, 1424 were considered usable for further analysis.



9 The Societal Embeddedness of Academic Markets: From Sex to Gender in the Swiss... 213

of this series, and also by analysing the success of national instruments designed to
develop academic careers, including a target for improving the representation of
women in academia. The study of these instruments, implemented by the Swiss
National Science Foundation, is particularly revealing as they represent an excel-
lence criteria (for obtaining funding granted by external assessors), and, increas-
ingly, an unavoidable step in academic careers.

9.1.1 Different Instruments

Independent of the type of data analysed, women always appear under-represented
in the Swiss academe. The higher the academic position, the fewer women there are:
starting from 50 % of the student body, women represent 40 % of doctoral holders
and 16 % of the professoriate (OFS 2009).

The same applies to the percentage of women with Swiss National Science
Foundation (SNSF) fellowships. In recent decades, the SNSF has developed fund-
ing instruments for researchers, ranging from grants for doctoral students to support
for professorships. A large number of tools have been created, designed to support
the different stages of an academic career (from assistant to professor) and the mul-
tiple activities of faculty members (teaching and research), while also taking account
of the specific nature of different disciplines and institutions and the gender inequal-
ity issue. Six main categories of individual funding have been implemented by the
SNSF. The Marie Heim-Vogtlin programme (MHYV) provides specific support for
women whose career path has been slowed down or interrupted due to family con-
straints. The five other programmes specifically address each stage of an academic
career. For researchers starting out, the ProDoc programme funds doctoral students,
while a Fellowship prospective researcher award provides funding for the last stage
of the doctoral studies or for a first post-doctoral research position. A Fellowship for
advanced researcher award finances a second post-doctoral research abroad, while
an Ambizione grant then allows academics to return to Switzerland for 1-3 years of
research in a HEI other than the institution awarding the doctoral degree. Lastly, the
funding for Fellow Professors provides 4-6 years of funding with an autonomous
research team to develop original research in a Swiss Higher Education Institution.

Comparing the representation of women in the different fellowships also shows
that the more advanced the career fellowship, the less women there are: they repre-
sent 45 % of the doctoral candidates, one third of the prospective fellows, one fourth
of the post-doctoral fellows and 30 % of the advanced fellows (Table 9.1).

From a historical perspective, the representation of women has improved: as a
proportion of SNSF fellows,? women increased from 26 % in 1996-2000 to 37 % in

2SNSF Prospective researcher fellowships are aimed at supporting researchers at the beginning of
their career through a research stay abroad. This programme is targeted at doctoral candidates
nearing completion (6—24 months stay) and postdoctoral researchers (12-36 months stay abroad).
Fellowships are attributed through SNSF commissions based in each higher education institution.
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Table 9.1 The proportion of women among SNSF fellows (in %)

Women %

2003-2007
Fellows 36.2
Juniors 36.9
Doctoral candidates 47.7
Post-doc 29.6
Advanced 34.8
SNSF 33.9
Biology and Medicine foundation 40.5
Unsuccessful candidates 40.0
Juniors 46.0
Doctoral candidates 50.0
Post-doc 44.3
Advanced 33.8
SNSF 38.7
Biology and Medicine foundation 14.3
Total 37.0

Source: Goastellec et al. (2010)

2003-2007 (Goastellec et al. 2010). Similarly, they represented 23 % of the SNSF
fellow professors in 1999-2000, and 31 % in 2004-2005 (Goastellec et al. 2007).
Nevertheless, the proportion of women is higher among the unsuccessful SNSF fel-
low candidates than the successful ones (40 % versus 36.2 %). Furthermore, this
pattern is repeated for the less prestigious fellowships; unsuccessful candidates
always have a higher percentage of women compared to successful candidates. One
could thus hypothesise that women have to face academic handicaps right from the
beginning of their career, decreasing the probability of a first-level fellowship, and
subsequently leading them to perform self-censorship.

9.1.2 The Disciplinary Bias

The situation of women in the academic labour market differs largely depending on
the disciplinary fields. As revealed by the OFS (2011), the leaky pipeline in human
and social sciences, medicine and pharmacy means that women start to become
underrepresented between the time of their doctoral studies and reaching a profes-
sorship. However, in Law this process starts sooner, between the master’s and the

Advanced researcher fellowships also imply a stay abroad (12-36 months) but the candidate must
hold a doctorate, have at least a one year of post-doctoral activity, and present a project designed
to ‘deepen their knowledge’ and improve their ‘scientific profile’. In this case, fellowships are
attributed at the SNSF level.
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Fig. 9.1 Share of women (%) in the professorial body of universities with breakdown by field of
study (2010) (Source: Conférence des Universités Suisses, Federal Statistical Office (OFS 2010,
p-51)

doctorate. The situation is starker in exact and natural sciences, economics and tech-
nical sciences, where there are always more men than women.

As a result, the proportion of women with a position in the professoriate is high-
est in human and social sciences (28.1 %), followed by law (22 %), economic sci-
ences (14.7%), medicine and pharmacy (11.7%), exact and natural sciences
(11.5 %) and technical sciences (9.5 %) (Fig. 9.1).

When analysing the proportion of women by discipline in the different instru-
ments promoting academic careers, women are better represented in social and
human sciences than the ‘hard’ sciences (Table 9.2).

What inference can be drawn from the gender dimension of the disciplines?

The research of Thomas (1990) on ‘Gender and subject in higher education’
showed that ‘ideas about subjects, and ideas about gender, are, to a large extent,
mutually reinforcing’ (p. 172). Students in hard sciences (in this study we take hard
sciences to mean physics and physical sciences) tend to perceive their field as
‘objective’ and ‘value-free’, and tend to establish a hierarchy of academic disci-
plines: ‘The “harder”, the more “certain”, and the more “useful” a discipline’ then
the more important it was’ (p. 172). Meanwhile, students in the so-called ‘soft sci-
ences’ — here illustrated by disciplines of English and communications — define
their fields as ‘uncertain and subjective’ (p. 173). As for the choice of subject study
and further career, the author made the point that it was ‘framed by questions of
conformity and rebellion’ (p. 176). Men studying physics conformed to the image
of the ‘successful physicist’, while women in the same field were engaged in ‘an act
of non-conformity’ and ‘encouraged by single-sex schools or scientist parents’.
However, ‘the certainty of physics, so important to men, inspires less confidence in
women because it depends on a negation of femininity, of those qualities which are
socially acceptable but not intellectually acceptable’ (p. 177). The conflict appears
between being a ‘good physicist’ and an ‘ordinary women’. As a result, the societal
definition of the different disciplines, the type of qualities they are subjectively
associated with, the type of professions they lead to, and the different social expec-
tations towards men and women, lead to a subjective hierarchy of disciplines that
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Table 9.2 The success rates for women, by type of fellowship and scientific field

Number of requests Number of grants Success rate
Total | Women | Men
Total | Women |Men | Total | Women | Men | (%) (%) (%)
Assistant professors | 197 54 143 51 15 36 |26 28 25
Human and social| 70 30 40 17 8 9 24 27 23
sciences
Maths, natural 78 13 65 19 3 16 |24 23 25
sciences and
engineering
Biology and 49 11 38 15 4 11 31 36 29
medicine
Ambizione 89 40 49 37 12 25 42 30 51
Human and social, 18 9 9 11 3 8 |61 33 89
sciences
Maths, natural 30 12 18 16 5 11 |53 42 61
sciences and
engineering
Biology and 41 19 22 10 4 6 |24 21 27
medicine
ProDoc 106 17 89 71 14 57 167 82 64
Human and social, 61 11 50 38 8 30 |62 73 60
sciences
Maths, natural 29 1 28 20 1 19 |69 100 68
sciences and
engineering
Biology and 16 5 11 13 5 8 81 100 73
medicine
Fellowship 148 53 95 94 26 68 |64 49 72
(advanced)
Human and social| 57 32 25 33 13 20 |58 41 80
sciences
Maths, natural 14 4 10 10 2 8 71 50 80
sciences and
engineering
Biology and 71 17 60 | 51 11 40 |66 65 67
medicine
Fellowship (early) 542 1200 342 |1 430 | 160 270 |79 80 79
Human and social| 222 | 102 120 | 181 86 95 82 84 79
sciences
Maths, natural 136 24 112 | 110 20 90 |81 83 80
sciences and
engineering
Biology and 184 74 110 | 139 54 85 |76 73 77
medicine
Total (without 1082 | 364 718 | 683 | 227 456 |63 62 64
MHYV)

Source: OFS (2011). Femmes et hommes dans les hautes écoles suisses. Indicateurs sur les dif-
férences entre les sexes. Neuchatel: OFS
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comes with a subjective hierarchy of genders. Thus, the more gendered a society is,
with highly differentiated roles between men and women, the stronger the hierarchy
of disciplines and their gendered characteristic.

In the same vein, Barbara Crossouard (2011) studied the viva voce (the oral
examination of doctoral studies in the UK), looking at the ways the jury addressed
different academic subjects depending on the sex of the candidate, and identifying
the underlying ‘affective economies’. Crossouard’s work indeed finds that the doc-
toral viva process ‘involves the reproduction of gendered hierarchies’, suggesting
that even when women do access non-traditional disciplines, they are still subject to
substantive stereotypes.

9.1.3 The Swiss Academic Market in International
Comparison

By comparison with the European average, women represent 39 % of doctoral hold-
ers in Switzerland and 45 % in the EU27 (See figures 2009, p.49). Only seven coun-
tries have a lower percentage (the Netherlands, Norway, Belgium, Czech Republic,
Greece, Japan and Malta). Women account for 27 % of researchers in Switzerland
and 30 % in the EU27 — only six countries have a lower share of women researchers
(Malta, Austria, Denmark, Luxemburg, the Netherlands and Japan) (ibid., p. 28).
The same picture is visible in higher education governance. Only 13 % of institu-
tions in Switzerland have a woman at the helm, compared to 32 % in Norway or
27 % in Sweden (ibid., p. 97). Additionally, women make up only 19 % of commit-
tee members, compared to 49 % in Sweden and 45 % in Norway (ibid., p. 99).

The EuroAC results® show that women represent 17 % of university senior aca-
demics.* This is the lowest share amongst the 12 European countries studied (the
average is 26 %, and the maximum is found in Poland, with 38 %). University
juniors have a higher percentage of women (40 %), but this is still below the average
(46 %), and far from the maximum found in Ireland at 58 % (Goastellec and Pekari
2013).

Women are far better represented in the humanities and social sciences (52 %,
equal to the average for EuroAC countries) than in life sciences and medicine (43 %,
versus 46 % for the European average), business and law (35 %, versus 40 %) or
physics and engineering (20 %, versus 26 %).

Among senior academics, the proportion of women working full time® in
Switzerland is not considerably different to the proportion of men (92 % of the men

3The study included 12 countries: Austria, Switzerland, Treland, the Netherlands, Poland, Germany,
Finland, Italy, Norway, Portugal, the UK, and Croatia.

*To enable comparisons, analysis of the EuroAC survey data differentiated between senior aca-
demics (professors and other permanently employed academic staff) from junior academics (lower
status and non-permanent staff).

3The EuroAC research only took into account academics working at least 50 % of a full-time load.
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work full time compared to 86 % of the women — a difference of 6 %). However, this
difference is more emphatic among junior academics (24 %). Here again, these dif-
ferences between the sexes are above the European average (a 4 % difference for
senior academics and a 12 % difference for junior academics). Furthermore, other
things being equal, the probability of working full-time is negatively correlated with
having children at home (this is true for Switzerland as well as Austria and Germany)
(Goastellec and Pekari 2013).

The same trend is visible when looking at access to permanent employment:
Switzerland is amongst those countries where women are less likely to be perma-
nently employed. The gap between the sexes reaches 12 % for university senior
academics and 9 % for university junior academics. Those who are married are also
less likely to be permanently employed in Switzerland (Goastellec and Pekari
2013), testifying to the tension women face in managing both professional and fam-
ily life. Role models in Swiss society follow a general trend of gender differentia-
tion, with women being part of a subsystem bearing responsibility for childcare. As
a result, the assimilation model dominates in the academic world: to become suc-
cessful, women imitate men and adopt their characteristics.

9.1.4 Distribution Between Teaching and Research

The teaching-research nexus illustrates the assimilation model. Interestingly, Swiss
senior academic women that responded to the EuroAC survey were more likely than
men to say that their interest lies primarily in research (33 % versus 23 %). Still,
senior academic women estimate they spend an average of 19 h a week on teaching
related activities, where men spend 15 h. However, this does not seem to impinge on
time spent on research related activities, with women and men estimating that they
respectively dedicate an average of 19 hand 17 h a week to such activities (Goastellec
and Pekari 2013). Men, in contrast, are more likely to occupy roles in institutional
governance.

Swiss senior academic women are more often involved in scientific committees
(87 %) than their European counterparts (the EuroAC average is 57 % of women).
This can probably be linked to the strong internationalisation of the Swiss academic
market, but it may also reflect their limited numbers among Swiss academics.

Academics were also questioned as to their perception of the influence they have
on academic policies at the department level within their institution. Everything else
being equal (controlling for status, type of institution, discipline, age and part-time
work), women perceive themselves as having less influence than men do. This raises
the question of whether this is a consequence of the broader societal context of
gender inequalities.

In comparison with other countries, Switzerland has some of the highest differ-
ences between the sexes in academic careers, leading to gender inequalities for the
representation of women and differences in professional practices. Still, when com-
paring countries such as Switzerland (where the gender gap is the most notable
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amongst those accessing the most prestigious positions) with countries where the
academic labour market is more open to women, the latter appear more gendered in
terms of work related activities. Consequently, the EuroAC results rank Switzerland
as one of the most unequal countries in terms of access to the professoriate, but
amongst the least gendered when it comes to the work related activities of the pro-
fessoriate. This does not mean that the Swiss academic world is not gendered:
women appear to be disadvantaged from the beginning of the academic career
through part-time positions, and having to work harder than men do to justify their
worth in the academic community. One thus has to distinguish between the non-
gendered behaviour of the Swiss professoriate, illustrating the assimilation model at
play, and the gendered organisation of the academic career, echoing a strongly gen-
dered organisation of the society.

9.2 From Sex Differences to Gender Equality Resistance

Sex differences in the academic world are better understood in the light of societal
resistance to gender equality. Switzerland represents a society where the differentia-
tion of gender roles remains strong, and where gaining equality of rights between
men and women has been a long-running process.

9.2.1 The Product of History: Gender and Society

Several dimensions reflect the slow process through which women have obtained
status in the public sphere.

Until 1953, Swiss women would lose their nationality when they married a for-
eigner (Wanner 1998). They are the last in Europe to have obtained the right to vote
following a referendum among male voters (1971), while a majority of 70 % rejected
a first attempt in 1959. Ludi (2005, p. 53) provides an accurate picture:

[...] opponents of women’s vote understood the separation of male and female spheres at
once as the triumph of civilisation and the realisation of a naturally given order, women’s
suffrage, in turn, as a “denaturation” of femininity. They regarded political exclusion of
women as intrinsic to Switzerland’s national identity, its presumed exceptionality among all
other nations, of which they derived a feeling of superiority. Citizenship [...] fashioned
Switzerland’s gender regime beyond its explicit political implications. It drew the line
between public and private, between male and female in a particular way, finding its reifica-
tion through legislation, the welfare state and the organisation of the labour market.

This understanding of the Swiss societal model has not disappeared with wom-
en’s formal access to the political sphere. The gender role separation remains
visible.

For example, the federal office for gender equality was instituted in 1976, but it
was not until 1981 that an initiative put the principle of equal rights for both men
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and women on the agenda (the right to equal salary was introduced into the
Constitution in 1999). Moreover, it is only in 1984 that a woman obtained a position
as a Federal Councillor.® In the same vein, while the principle of maternity insur-
ance has been part of the Federal Constitution since 1945, it was only in 2004 that
the Swiss population agreed to implement a right to paid leave for working mothers
during the 14 weeks following childbirth. This partly explains why the fertility rate,
varying between 1.42 in 2005 and 1.54 in 2010 (OFS 2011), is amongst the lowest
in Europe. Additionally, foreign women (foreigners represent 22 % of the Swiss
resident population, (OFS 2009)) have a higher birth rate than their Swiss counter-
parts, suggesting not only structural resistance but also subjective resistance linked
to the early socialisation of Swiss women.

Indeed, conciliating work and family life remains difficult in Switzerland. For
example, statistics reveal that when the first child is born (typically when the mother
is around age 30), a large part of women reduce their working hours and another
large part temporarily stop working to concentrate on the family (OFS 2008). More
broadly, while a large share (72 %) of Swiss women work (compared with 65 % in
New Zealand and 61 % in Portugal — OECD 2004), the opposite is true when it
comes to full-time equivalent work (respectively 51 %, 52 % and 57 %). Additionally,
Swiss women tend to remain in part-time positions throughout their working life —
in other countries women are more likely return to full time positions once the
children have grown up (OECD 2004).

This situation is partly reinforced by the lack of collective structures for children.
This creates an extra difficulty, compounding the problems of conciliating family
and professional life, and may reflect an implicit belief by some in Swiss society
that women have to choose between a professional career and a family. This forced
choice may result from the historical gender division between the public and private
sphere (Ludi 2005) that also led to the federal policy ‘not to intervene at all with
respect to families with young children, as decisions in this area are considered by
a large part of the population to be of private matter’ (OECD 2004, p.16). Children
start school when they reach between 4 and 6 years old (depending on the Canton)
and very little early childhood care structures exist. Accordingly, a UNICEF study
of early childhood care structures and education ranked Switzerland amongst the
lowest quartile of all OECD countries (UNICEF 2008).

This tension is visible in the profiles of the fellows applying for a SNSF fellow-
ship: while women are on average slightly older than men are when applying (which
could imply a higher probability of women having children), men who apply for a
mobility fellowship are twice as likely to have children as women are. More widely,
this strong devolution of male and female roles between the private and public
sphere is concomitant with the invisibility of women in the media, and thus the lack
of women as role models for young girls considering an academic career (Durrer

°The Swiss government is comprised of 7 federal councillors that make up the Federal Council.
Each federal councillor is responsible for one department of the federal administration, and the
president of the confederation — considered a Primus Inter Pares — is elected annually from among
group of councillors.



9 The Societal Embeddedness of Academic Markets: From Sex to Gender in the Swiss... 221

et al. 2009; for the role models, Steinke 1997 and 2005). Differences in wages
(around 20 %) —which put women at a disadvantage— probably also negatively
weigh on the reproduction of the societal organisation.

During the last 10 years, there have been several initiatives to fight gender
inequalities in academic careers. One approach used specific tools, creating a
Federal Office for Equity between men and women (1988), progressively introduc-
ing an equity office in each university (from the 1990s until the 2000s), and institu-
tionalising gender studies. A second approach used generic tools, (federal
programmes for gender equality with mentoring, system incentives, etc.) with poli-
cies taking account of the gender dimension in the programmes supporting aca-
demic careers (set targets for female representation) such as the ‘academic body
renewal’, ‘SNSF fellows professors’ and ‘SNSF junior fellows’ programmes.
However, these initiatives faced discrete resistance to gender equality.

9.2.2 Resistance at a Structural Level

When analysing women'’s trajectories in Swiss academia, it appears clear that right
from the beginning of the career they are always disadvantaged by their professional
status: at the time of a SNSF candidacy they are more often declared to be ‘students’
or ‘other status’ than men, while men were more often ‘assistants’ or ‘scientific col-
laborators’. This illustrates the fact that, during the transition from the doctoral stud-
ies to post-doc, women are less professionally integrated into the academic
workplace than men are.

The same type of differences appear at the level of the Swiss academic labour
market: amongst university junior academics, women are much more often
employed part time than men are (42 % of women academics are employed full time
versus 66 % of men’). However, when candidates apply to an academic position, the
research expectations do not account for this type of potentially prejudicial differ-
ence in working conditions: women are expected to publish as much as men do,
even if they are hired on smaller, part-time contracts.

Higher education institutions probably play an important role in the creating
those inequalities. When we analyse the institutional implementation of national
programmes supporting academic careers, it appears that when universities are
responsible for the implementation of a programme, they tend to reproduce the
gender gap, in particular by employing women more often in part time positions and
in teaching oriented positions (Felli et al. 2006). At the institutional level, studies
have shown how nominating committees tend to focus on masculine criteria of sci-
entific excellence and judge men and women differently on the basis of the same
criteria, therefore reproducing the gender gap (Bureau de 1’égalité 2007) and how
the introduction of new roles tends to reproduce gender inequality (Bureau de
I’égalité 2011).

"Data from the EuroAC research study, 2010.
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Women who obtain a fellowship in order to improve their research record (before
applying for an academic position) find that while conditions are similar for both
men and women, there are visible inequalities in the benefits. The programmes sup-
porting academic careers do not have the same impact for both genders: after their
participation in the ‘academic body renewal’ programme, men were 2.6 times more
likely than women to obtain a secured professorship position (Felli et al. 2006). The
‘SNSF fellows professors’ programme led to a similar, although less flagrant, result
(Goastellec et al. 2007), while participants in the ‘SNSF fellows’ programme also
found that more men were likely to obtain a full-time, secured position than women
(Goastellec et al. 2010).

Moreover, when comparing the unsuccessful candidates for the SNSF fellows
programmes, men appear to have better professional outcomes than women do. This
trend is similar to that observed by Danell and Hjerm (2012) in the Swedish case,
where ‘women without a postdoctoral fellowship have a lower chance of becoming
professors compared to men who have not held a postdoctoral fellowship position.”
(p- 232). Thus, although fellowships have a greater impact on a man’s career, obtain-
ing a fellowship appears to be more important in defining the career path of women.

Two hypotheses stem from this:

First, we can reiterate Danell and Hjerm when they state that ‘as long as competi-
tion over resources and positions is transparent, competitive women fare as well as
men, but when men and women are allowed to compete over resources and net-
works in a more informal way, women are clearly worse off than men’. (2012,
p. 232). Finally, this underlines the decisive impact of having formalised interven-
tions and processes organising academic careers. The heart of the issue lies in the
mix of formal and informal processes. A mix of social mechanisms exists that rein-
forces privileges and mechanisms that help compensate the disadvantaged, while
formalised interventions have a more balanced mix of privileges, meritocracy and
compensation policies than informal systems do. The Swiss academic sphere, char-
acterised by a broad variety of different status levels and career paths, depending on
both the institutions and the disciplines, has long been characterised by the low level
of process formalisation. The SNSF incentives, illustrated by the introduction of
various fellowships, are designed to push institutions to increase the formalisation
and transparency of the processes. From a historical perspective, it seems that gen-
der equality has been pushed by the Confederation onto the institutions’ agenda. In
the Swiss context, formalisation and reinforcement of the national actor appears to
2o hand in hand.

Second, the hypothesis can be made that women have to provide more proof of
their legitimacy than men do to remain in the academic field: is this systemic resis-
tance or personal choice? Probably this is a combination of both factors, as the fol-
lowing dimensions can testify.
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9.2.3 Invisible Inequalities: Between Systemic and Individual
Resistance

— A higher education academic system resisting equality?

The system’s resistance to gender equality is not easy to grasp: of course, no
formal rule limits women’s access to a successful academic career. However, differ-
ent research results help to reveal some of the invisible resistance.

As an example, women who did not obtain a SNSF fellowship represent 41 % of
the non-fellows employed abroad, 30 % of the fellows employed in their alma mater,
and 17 % of the fellows employed in other higher education institutions. Do women
have to leave to succeed? Of the women that did not obtain a SNSF fellowship, 41 %
went on to find a position abroad compared with 39 % of men, while 35 % of both
women and men who obtained a fellowship later found a position abroad (Goastellec
et al. 2010, Table 52). Additionally, from those that took part in the ‘academic body
renewal’ programme, women represented a higher percentage of the group of fel-
lows that found a position abroad (41 %) compared to women as a percentage of
those finding national or local positions (Felli et al. 2007).

Discrete processes representing the reproduction of inequalities are probably at
play. For example, we know that organised recruitment reduces the probability of
women being hired. In particular, recruitment differences are known to depend on
the number of women on the committee (Van den Brink et al. 2006). Activities are
differently assessed for men and women: for example, the assessment of the scien-
tific dossier is full of male stereotypes (Bureau de 1’égalité 2007). Here, the small
number of women in the Swiss academic labour market means that it is unlikely that
women are well represented on recruitment commissions. Furthermore, differences
in recruitment also depend on the different assessment regimes used (Musselin
2003): women are less disadvantaged by recruitment processes that use standardised
evaluation criteria in comparison with more subjective criteria linked to personality.
Here again, the issue of formalisation appears central. Moreover, a recruitment pro-
cess that explicitly characterises the expected scientific profile, instead of making an
open call through a large competition, favours less gender bias. Lastly, women
always suffer less from inequalities in internal markets in comparison with external
markets, but in this case, their career is less successful than those in the external
market.

Besides the link between recruitment principles and gender inequalities, these
elements inform us that the principles limiting the reproduction of inequalities vary
depending on the higher education segment: the market for the scientific elites is
most gender neutral with respect to excellence. In the national marketplace, specify-
ing the scientific profile along with the expected activities is less gender discrimi-
nating than a totally open recruitment. Finally, internal markets are more favourable
than external ones because they put the knowledge one has of future colleagues
above the scientific profile.
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The structural temporality of careers also appears detrimental: the Swiss aca-
demic market is characterised by a historical chair system, with the ordinary profes-
sor being at the top of an academic ‘alimentary chain’ composed of multiple
successive status levels that are mainly short term and often part time. The articula-
tion of a precarious position makes it difficult to conciliate the reality of the biologi-
cal clock and the ideal temporality of an academic career (Fox 1995). An early
tenure favours more equality (Musselin 2003) because it does not pit professional
and private interests against each other. When comparing various academic labour
markets in the EuroAC study, we have shown that the fewer full time positions there
are in an academic labour market, the more men tend to occupy them (Goastellec
and Pekari 2013).

9.2.3.1 Introducing New Tasks with a Discriminating Filter?

The third mission attributed to researchers (engaging with society) generates differ-
ent mechanisms which create cumulative advantages for men. One advantage relates
to status (a variation on the Matthew effect) while another relates to gender (a varia-
tion on the Matilda effect). A study at the University of Lausanne found that the
media are less likely to contact people with lower academic status and women: a
gender difference exists in the level of engagement with society even after the
effects of status, age, and faculty are removed (Crettaz von Roten 2011b). Finally,
nomination committees for men value activities related to the third mission, while
the same committees consider such activities to undermine scientific quality for
women (Bureau de I’égalité 2007).

9.2.3.2 Societal Resistance

The Science and Technology Eurobarometers have introduced items related to
social roles. Results on such delicate questions need to be treated with caution since
they can be influenced by social desirability. The 2005 Eurobarometer has shown
that four out of five Swiss disagree when asked if a university education is more
important for a boy than for a girl. The same proportion consider that if jobs are
scarce, women have as much right to a job as men, and two out of three Swiss dis-
agree that men make better political leaders than women. We could consider that
Swiss society shows no gender resistance, but, by comparison the Nordic countries
(Denmark, Sweden, Finland), the Netherlands and France all support more gender
equality. Principles of gender equality are most widely upheld by Swiss women and
Swiss people with a university education.

In 2010, seven out of ten Swiss agreed that women are underrepresented in top
positions in research institutions and that government should support specific mea-
sures to improve women’s representation. Unsurprisingly, women agree with this
statement more than men (79 % versus 69 %). In addition, more educated people are
more likely to support this statement. By level of education, only those who stayed
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in full-time education until age 20 or over showed significantly different opinions
between the sexes, with women agreeing more. Finally, the desire for specific mea-
sures to improve women'’s representation is dependent on the age group. Some 79 %
of those aged between 15-24 and 76 % of those aged 55 or older were in favour of
such measures, implying that people midway through their professional career, and
thus directly confronted with marketplace issues, are less open to professional gen-
der equality.

Specific measures may respond to different objectives, including an improve-
ment in the way research is conducted. Two out of three Swiss think that it is true
that if women were better represented, research would improve. Unsurprisingly,
women agree more than men (69 % against 62 %). By level of education, there is a
significant difference only for people who stayed in full-time education until age 20
or over (at this level, women agree significantly more). Comparatively, Swiss agree
less than people from Cyprus and Greece (90 % and 79 %) and from Nordic coun-
tries (Sweden 76 %, Ireland 73 % and Denmark 70 %).

To sum up, Swiss society tends to show more resistance to gender equality than
some European societies and to show heterogeneity within the society.

9.2.3.3 Individual Filters Resisting Equality?

Systemic resistance goes hand in hand with individual resistance that expresses the
internalisation of social norms. When we study how women behave in application
processes, for example, it appears that women are more likely to contact the secre-
tary of the commission than men are (36 % versus 28 %), but men more often con-
tact the president of the commission than women do (24 % versus 18 %). Additionally,
we have previously seen that women that did not obtain a fellowship were less likely
than men to remain in the university sector (57 % versus 68 %), which can also be
interpreted as a choice influenced by the internalisation of social roles.

We have also previously seen that women applying for SNSF fellowships are
more often single and without children than men. Amongst the junior fellows, 54 %
of the women and 47 % of the men are single. Amongst advanced fellows, 31 % of
men and 25 % of women have children. This could indicate the internalisation of
women, taking on the necessary choice between a career and a family. Simultaneously,
when questioned on the role played by their partner in their candidacy, 40 % of
women saw it as important or very important, compared with only 17 % of men. The
same trend can be observed regarding the role attributed to family (15% versus
8 %). As aresult, a candidacy for a SNSF fellowship appears more often than not to
be subordinated to the partner’s support or to the fact that a woman is single. This
seems to illustrate a role conflict and public/private life tension.

Last, when it comes to their self-perception (as evaluated in the EuroAC
research — Goastellec and Pekari 2013), everything else being equal, academic
women are less likely than men to perceive themselves as influential in defining
their departmental policies.
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Individual resistance thus appears as intertwined with organisational, structural
and societal resistance. In 2010, during a workshop organised for female doctoral
students in a Swiss university as part of a mentoring programme for women, a doc-
toral student addressed the issue of the under-representation of women in the aca-
demic world. The student opined that “some professor positions should be adapted
to women’s needs”, i.e. part-time work to make academic life compatible with fam-
ily life... Her demand raised no response from her peers.

9.3 Conclusion: Changing the Sex of Universities, a Complex
Operation?

What does this analysis of the Swiss academic market through the gender prism
tells us about the interplay of dimensions hanging over change? Far from the image
of the ivory tower, higher education labour markets are societally constructed.

At the sex level, academic markets are told to be democratising: women must
increasingly be represented in academia. However, although research has shown for
some decades now a clear historical trend with women improving their access to
academic positions, barriers to equality are still at play. Yet, the academic market is
the object of a gendered division of labour. This occurs in an objectified state, with
gendered academic activities and status, and in an incorporated state, within the
perception academics have of their work, of the academic labour market and the
possible actions they have on it (Bourdieu 1998). However, this is also a representa-
tion of the social world: a likely conservative social conception of the necessary
differentiation of roles.

How can we explain these inequalities and what do they tell us about the aca-
demic market’s embeddedness? Gender resistance can be found at systemic, organi-
zational and societal levels. As Thomas (1990) emphasised, ‘Higher education does
not actively discriminate against women; rather, through an acceptance of particular
values and beliefs, it makes it difficult for women to succeed [...]. Caught in
between wanting to have highly valued social qualities and conforming to accept-
able social behaviour, women in higher education are engaged in a process of nego-
tiation and manipulation; their choices are, perhaps, based upon a more complex,
awareness of reality than those of men’s’ (p. 179).

At the system level, for example, there seems to be a correlation between the
proportion of women in a higher education system and their representation in the
various disciplinary fields: the higher the share of women at the system level, the
more equal their representation in the various disciplinary fields, including the his-
torically most masculine ones. As well, the more common full-time employment is,
the less inequalities structure gender relations. Still, increasing women’s access to
academic positions as a whole is a necessary requirement but not a sufficient condi-
tion to guarantee gender equality in accessing the most secure positions.
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At an organizational level, recruitment processes are under scrutiny. As research
has shown, the probability of a woman being recruited increases if there are women
in the recruitment committee (see for example Van den Brink et al. 2006), and when
recruitment criteria are standardized rather than being subjectively designed
(Musselin 2003). The organization also plays with career timing: the later tenure is
granted, the more women are disadvantaged. Precocious permanent employment
favours equality because it does not oppose professional and family life. In the same
vein, recruiting with tenure track instead of offering a straight full professorship
also favours the representation of women. In fact, the barriers that exist have differ-
ent configurations depending on the particular segment of the academic market: the
gender mechanisms that hinder equality of access to top academic positions are not
necessarily the same as those in less prestigious sectors, or in local markets.

At both systemic and organizational levels, the decisive dimension for equality
seems to lie in the formalization of the academic recruitment processes, career
stages and structures, etc. Formalized processes and policies have a more balanced
mix of privileges, meritocracy and compensation policies. In the Swiss academic
case, the current push towards formalization has largely been driven by the National
Science Foundation, alongside an attempt to integrate a historically very diverse
academic market.

This intervention by a national body in a system that has long been structured
around cantonal power can be perceived as a necessary measure to overcome soci-
etal resistances in the area of gender inequality. Indeed, societal explanations appear
important: a comparison of gender inequalities in European higher education sys-
tems shows that the largest inequalities occur in societies that have remained
strongly gendered — the division of social roles (and rights) seem to work against
equality. ‘There is a relationship between higher education and society, and soci-
ety’s different elements; families, industries, schools. This relation is not a straight-
forward one, because society itself is not straightforward: its organization is riddled
with contradictions and anomalies.” (Thomas 1990, p. 180)

Finally, resistance to gender equality in the transformation of the academic mar-
ket provides evidence of a strong societal embeddedness of academic markets. This
may be a facet of the overall organization of the higher education system — with the
career structures reflecting an elitist and reproductive view of the society — that
illustrates the strong resistance of the chair-system organization, in the organization
of processes such as recruitment. Or, this may reflect the self-perception men and
women have of the necessarily gendered organization of society, where the aca-
demic market is the product of a specific civilization, and attempts to reform it come
with strong internal, objective and subjective resistance. The understanding of
transformation in academic labour markets thus calls for a historical and societal
approach, in order to grasp these resistances and the broader requirements for over-
coming them.
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Chapter 10
From Academic Profession to Higher

Education Workforce: Academic Careers
in the UK

John Brennan, Rajani Naidoo, and Monica Franco

10.1 Introduction

The phrase ‘higher education workforce’ is taken from the title of a recent publica-
tion from the Higher Education Funding Council for England (HEFCE 2010). The
report considers such topics as shortages of certain specialists (professors of physics
and boiler maintenance engineers are both mentioned), training needs and career
trajectories of staff working in universities. It does not make the conventional dis-
tinction between ‘academics’ and ‘others’ usually made in discussions about staff
working in higher education, thus removing the sense of the professional distinc-
tions between different groups of university ‘workers’.

The use of the higher education workforce terminology could be regarded as yet
another example of the changing times which see universities being converted into
‘businesses’ like any other, subject to the overriding forces of markets and eco-
nomic pressures and drawing on the managerial techniques of the business world to
respond to these pressures (Bok 2003; Brown 2011; Slaughter and Rhoades 2004).
Such vocabulary contrasts rather starkly with terms such as ‘academic freedom’,
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‘institutional autonomy’, ‘independence’ and ‘critical creativity’. These terms
appear in some of the mainstream higher education literature of the last century (e.g.
Clarke 1983; Becher and Kogan 1992), reflecting the claims made by such authors
(and many others) for the ‘exceptionalism’ of universities as social institutions and
their immunity to the organisational (market or bureaucratic) pressures of busi-
nesses (private and public) of all kinds.

These are changing times for higher education and there are certainly many
changes occurring with major implications for the people who earn a living working
in universities and other higher education institutions. But it is perhaps best not to
be too apocalyptic in considering these changes. While it is true that universities as
institutions have been around for a very long time, this is not to say that they have
not changed over time, that there are no differences between universities, either as
individual institutions or as parts of different national systems and traditions. The
same can be said of the roles of academic and other staff who work in them.

The next section of this paper will summarise some of the distinctive features of
higher education institutions in the UK (while not ignoring the fact that there may
also be some important differences between the constituent nations of the UK) and
the roles of the different groups of academic staff within them. It will report on the
growing differentiation of institutional types, functions and roles of staff members.
It will report on the changing external relationships between universities and other
social institutions, including changes to their funding sources and methods and to
the expected ‘deliverables’ to the rest of society. It will then go on to consider the
implications of these changes for the roles and careers of academic staff who work
in universities. More specifically, this includes changes in identities and in power
distribution, shifts from ‘collegial’ to ‘competitive’ relationships between staff, new
roles and divisions of labour, greater ‘boundary’ crossing — between both institu-
tions and academic subjects — with all of these changes accompanied by new
‘insecurities’.

10.2 UK Higher Education and the People Who Work in It

In comparison at least with the situation in some other European higher education
systems, UK universities have long been characterised by strong levels of auton-
omy from government and the mechanisms of the state. While funded substantially
by the state, relationships were traditionally kept at arms’ length with individual
universities possessing substantial autonomy over their use of public funding, both
in relation to the ways they organised themselves institutionally and to the outputs
they delivered to the host society (Becher and Kogan 1992). However, the greater
authority at the level of the institution was not just a function of lesser state inter-
ference; it was also a function of a lower level of autonomy for academic staff, in
particular for university professors. The authority of the ‘professor’ within univer-
sities of the Humboldtian tradition (Anderson 2006) has never really been achieved
by the professoriate within UK universities while there are many individual
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exceptions, professors have generally been subject to the expectations and require-
ments of their institutions. UK academics are employed by their universities and
not by the state. They work in faculties, schools and departments which themselves
are generally subject to institutional frameworks and ‘rules’ which shape the work-
ing conditions of their staff (in some European countries, one still can hear facul-
ties referred to as the higher education ‘institutions’, with more or less strong direct
relationships to government departments and with the university itself taking only
an apparently fairly minor role in the shaping of academic matters). Of course, the
individual ‘basic units’, using Becher and Kogan’s (1992) terminology, of aca-
demic departments and schools remain crucially important in determining the life
of a higher education institution, but in the UK these units are probably more easily
‘invaded’ by institutional forces than they are elsewhere, even to the extent that
organisational restructurings can remove them altogether. For these reasons, the
arrival of a ‘new managerialism’ within higher education came sooner and more
comprehensively within UK universities than it did within many other systems
(Deem et al. 2007).

The traditions of institutional authority and autonomy relate to another feature of
UK higher education: the considerable differentiation of its institutions. This is an
area where generalisations are somewhat dangerous. Differentiation reflects above
all history. This is the case with the continued use of a pre-1992 and post-1992 dis-
tinction in much debate about universities (reflecting the previous ‘binary’ division
between universities and polytechnics in the preceding two decades). But in fact,
history is usually the key factor in distinguishing universities more generally with
groupings of Victorian ‘civics’, 1960s ‘plateglass’ to be identified (with others)
alongside the medieval ‘ancients’. These different groupings reflect both ‘vertical’
(i.e. reputational) differentiation and ‘horizontal’ (i.e. functional) differentiation
using the terms employed by Clark (1983) or Teichler (2007) in their descriptions of
different national higher education systems.

As in other systems, expansion has led to increased differentiation. In 1981, the
Conservative Government announced major cuts to university funding. While the
cuts were significant, they also undermined the equity principle by being highly
selective, protecting those institutions perceived as ‘the best’. The end of the binary
distinction between universities and polytechnics in the early nineties was accom-
panied by greater vertical differentiation between university institutions. In turn,
this differentiation was exacerbated by another of the main system developments
over the last 10-15 years: the growing marketization of higher education (Bok
2003; Brown 2011; Slaughter and Rhoades 2004). Ideologically, the trend has
moved away from forms of funding and regulation, which were based on the ‘social
compact’ that evolved between higher education, the state and society over the last
century. For example, the belief has been eroded that universities are required to be
relatively independent from political and corporate influence to function optimally
(in turn linked to the need for guaranteed state funding and professional autonomy).
These developments, together with more general retractions in public policy away
from frameworks based on Keynesian welfare state settlements, have resulted in the
implementation of frameworks employing neo-liberal market mechanisms. Such
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frameworks are based on the assumption that the contemporary higher education
system has become too large and complex for the state to sustain its position as sole
regulator and funder and that market competition within and between universities
will create more efficient and effective institutions. As such, there has been a decline
in state funding for research and teaching, the end of the ‘block grant’ and its
replacement by competitive and earmarked funding arrangements — plus, especially
for some institutions, a greater diversity of funding sources and declining reliance
on the public purse. Quasi-market principles have introduced major changes to the
organisation and control of academic work as indicated in our empirical data in
subsequent sections.

However, it is important to note that the increase in quasi-market frameworks in
the UK has not resulted in a reduction in state regulation. As Naidoo (2008) has
indicated, higher education continued to be regulated by the state while simultane-
ously opening up to market forces. Furthermore, rather than pulling in different
directions, increasing articulation between the two modes of co-ordination has
occurred. State intervention has helped establish the conditions for the operation of
a quasi-higher education market. More importantly, as Middleton (2000) has shown,
the relationship has also worked both ways. Rather than the state merely creating
the conditions for the market to function by reducing elements of state intervention
or providing market information, market mechanisms have been applied to further
the state’s agenda for change. In other words, we find a situation where the state
facilitates and manages the market at the same time as the state actively mobilises
market mechanisms to attain political goals. In this sense, the British state (in rela-
tion to higher education governance) may also be thought of as exhibiting the char-
acteristics of what Cerny (1997) has termed the ‘competition’ state. The competition
state is described as one that defines its primary objective as fostering a competitive
national economy. Policies are shaped to promote, control and maximise returns
from market forces in international settings, while abandoning some of the core
discourses and functions of the welfare state. The state is also described as steering
complex systems from a distance by devolving decision making down to institu-
tional sub-units while at the same time maintaining strong regulatory policy and
financial management frameworks which restrict the range of choices available to
the sub-units. At the same time, strong accountability mechanisms are implemented
to supply feedback to the centre.

The inevitable growing state and public interest in institutions, costing ever more
public money and engaging ever larger proportions of the population, has led to
various forms of accountability mechanisms and performance measures. In response
to the Secretary of State for education’s call for an efficiency analysis of universi-
ties, the Jarratt Report in 1985 recommended the use of performance indicators to
measure, assess and reward achievement (Townley 1993). As a result, resource allo-
cation became even less linked to equity, a trend which had already begun with the
1981 funding cuts. More and different groups within society expect more and dif-
ferent things of universities. In particular, the need for processes of elite reproduc-
tion and legitimisation to be implemented within what is now a ‘mass’ system mean
that elite segments need to be identified and justified within a larger mass system.
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The first research selectivity exercise, later to become the research assessment
exercise, was introduced in1986. This resulted in research funds being distributed to
different departments according to the funding body’s assessment of their level of
achievement. This further reinforced the shift to selectivity, especially since the
proportion of funding allocated to research by the research selectivity exercises
increased dramatically from 15% in 1986 to 100% in 1992. The terms of the
research assessment exercises (presently the research excellence framework) can
be seen to be reinforcing the teaching-research divide both within and across
universities.

There has also been growth in performance measures and institutional rankings
which have been developed partly to inform prospective students and their parents
in making their choices of university, but the rankings also ensure that ‘top’ students
and graduates can be readily identified and converted into ‘top’ professionals and
leaders of society. International rankings of research universities are increasingly
impacting on higher education. They contribute to the creation of a hierarchical
order in contemporary mass higher education and provide input for the construction
of the national and global institutional field of ‘world-class’ universities (Wedlin
2011). These result in governments and universities developing strategic actions
for improving the position of the country or the university in the various tables. As
Marginson (2009) has illustrated, rankings lead to templates which align closely
with the characteristics of elite research-intensive universities. The league tables
give prominence to research as well as certain subjects. These templates are used to
classify and judge very different types of institutions, leading to greater stratifica-
tion of institutions and less encouragement and reward for diversity.

Of course, this is something that is not limited to the UK system; however, the
strength of the institutional level of differentiation is worth noting (in contrast say to
the more subject level of differentiation in the French system) (e.g. Bourdieu 1996).
These mechanisms apply pressures which shape the nature and intensity of aca-
demic work and challenge traditional components of academic identities.

The above-mentioned changes link firmly with another major trend of recent
times, the growth of greater ‘managerialism’ within institutions, coupled with new
forms of control and surveillance from outside institutions. New Right thinking on
the academic profession grew during the post-1979 Conservative Government’s
reign, and academics were portrayed as out of touch, anti-business inhabitants of
ivory towers. A series of right-wing think tank publications argued that universities
were a government sponsored cartel, that would benefit from opening up to the
market (Griffith and Murray 1985) and that universities needed ‘perestroika’ from
bureaucracy (Kedourie 1991). The opposition of public-sector workers to Neo-
Conservative and New Right inspired reform contributed to the perception of the
sector as a threat which had to be managed in the ‘national interest’ (Politt and
Bouckaert 2004; Shattock 2010). By linking higher education reform to discourses
which argued against expert, hierarchical control and for devolved and democratic
governance at a local level, successive governments were protected from the accu-
sation of infringing on academic freedom and institutional autonomy. In 1988, life-
time tenure was removed by legislation for new academics and appraisals and
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performance related pay were introduced in 1988 and 1989 respectively as a condi-
tion of government funding. A particular outcome of this trend has been the intro-
duction of New Public Management (NPM) practices (Clarke et al. 2000) into
universities. This has resulted in a shift from more collegial and horizontal account-
ability to more vertical reporting through new layers of management and a greater
focus on performance measurement (Ferlie et al. 2007). Measurement processes
have been strengthened through the development of performance indicators and
performance management systems, along with the growing activities of audit and
regulatory bodies, such as the Higher Education Funding Councils and the Quality
Assurance Agency (QAA) in the UK.

The QAA’s approach to teaching, for example, has developed a code of practice
consisting of detailed guides prescribing the micro-processes at all levels and all
aspects of university education (QAA 2003). The code of practice has ten sections
covering all levels from undergraduate to doctoral study and various dimensions of
study including the admission of students, programme design, programme approval,
monitoring and review, assessment, student complaints and students with disabili-
ties. The QAA code of practice specifies the processes that institutions have to go
through in all these dimensions. The adopted strategy chose to devolve the function
of assessing and implementing academic quality to the individual institution. In
essence, the function of the QAA is to check the implementation and monitoring of
the established codes by the institutional quality structures and procedures.
Institutional audits are carried out by the QAA itself. The monitoring structures and
processes for quality assurance compliance are therefore pushed downward onto the
university. In addition, the Higher Education Funding Council also publishes per-
formance indicators, including throughput rates, staff-student ratios, widening par-
ticipation, programme specifications, entry qualifications, completion rates, library
facilities, student feedback and comparative tables of performance indicators. A
National Student Survey provides the basis for league tables of student ‘satisfac-
tion’, which receive considerable publicity and arouse considerable institutional
angst.

If we take the regulation of teaching as an example, we see that the QAA require-
ments have resulted in significant organisational restructuring at the level of the
university. There is an increase in the layers of bureaucratic procedures relating to
teaching at all levels, designed to monitor the compliance of educational pro-
grammes with QAA codes of practice, the development of new organisational struc-
tures and the creation of new administrative and management positions. While
quality assurance in teaching was historically minimal, now there are whole units
dealing with quality assurance and enhancement in all the various dimensions of
teaching and at all study levels. While curriculum development used to be largely
the responsibility of individual academics, it now has to go through formal pro-
gramme approval boards at Faculty and University level before being approved by
Senate. There is also a whole machinery associated with preparing the institution
for QAA audits, implementing QAA codes related to student admissions, student
assessment, new programme specifications, evaluation and monitoring of courses
and the development and implementation of equal opportunities policies, including
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disability issues. The QAA is also concerned that institutions demonstrate that pro-
cedures are in place not merely for quality assurance but also for quality improve-
ment or enhancement. This therefore involves more than just implementing policie