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Abstract 

This thesis is centred on a leading provider of vocational education and training (VET) 

in Victoria (hereinafter called ‘the Institute’) where, at the time of conducting the research, I 

was dean of one of its faculties. Like so many VET providers, the Institute was operating in a 

highly volatile, rapidly changing, complex environment, particularly following the advent of a 

market-driven system across the Victorian VET in the late 2000s, which raised a sense of 

urgency for the welfare and even survival of my faculty. From my position I was aware that 

the faculty, like the Institute as a whole, was functioning in a hierarchical, largely bureaucratic 

manner that was impeding its ability to respond to the constant changes. The focus of the 

study was therefore to examine how the faculty might recalibrate its ways of working so as to 

endure and even thrive in this environment.  

Using Eichholz’s (2014) adaptive capacity framework, the study aimed firstly to 

identify and evaluate the faculty’s existing level of adaptive capacity, then to deploy 

Eichholz’s five organisational dimensions of purpose, structure, strategy, culture and talent to 

design and implement a mechanism that could build the faculty’s capacity to harness potential 

opportunities arising from the constant change. Specifically, adaptive innovations were 

introduced via cycles of participatory action research, informed by the Eichholz framework, 

and exploring how to build adaptive capacity via interventions in real work issues.  

Three action cycles were conducted. The first captured the current adaptive capacity 

across the faculty, and thereby informed the other two cycles. For each of these, a team of 

staff recruited from all faculty departments and named the Learning and Teaching Committee 

(LTC) was brought together in a “holding environment” designed to enable them to engage in 

interdepartmental collaboration, networking, trust-building, a shared sense of purpose and 

responsibility. These conditions in turn provided a safe context in which the participants could 

take risks in experimenting and innovating adaptive work processes and procedures. 

Focus groups and surveys were used to gather data about the initial functioning of the 

LTC team, including gathering supplementary data to enhance and validate the primary data. 

After evaluating and reflecting on these, the third cycle was undertaken with semi-structured 

interviews conducted to gather a final phase of data for the study.  
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The findings affirmed that the structure of the LTC intervention broke down 

disciplinary silos between staff participating in this project as, although each participant 

demonstrated differing levels of adaptive capacity, the structure did provide them with 

autonomy to make their own decisions, generate ideas and experiment. Further analysis raised 

the emergence of key faculty cultural factors as a gap between the current and preferred 

adaptive capacity state.  

While the project was limited to a single Institute faculty at a particular point in time, 

the LTC continued to operate and improve adaptive practices well beyond the time period of 

the doctoral project, and also provided a model for a subsequent restructure of another 

Institute work unit on an ongoing basis. The model could also form a base for future research 

to be undertaken both in other Institute faculties and work units, and in the wider post-

secondary education sector. 

Keywords: Adaptive Capacity, Change, Organisation Structure, Silo Structure, Action Cycles, 

Collaboration 
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The Winds of Fate 

One ship drives east and another drives west 

With the self-same winds that blow. 

‘Tis the set of the sails 

And not the gales 

Which tells us the way to go. 

Like the winds of the sea are the winds of fate, 

As we voyage along through life, 

‘Tis the set of a soul 

That decides its goal 

And not the calm or the strife. 

Emma Wheeler Wilcox, 1910 
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Glossary 

Term Meaning 

Accredited course A vocational education and training (VET) courses assessed by ASQA as 

compliant with the Standards for VET Accredited Courses and the Australian 

Qualifications Framework. (ASQA website accessed 13 July 2021) 

Adaptive capacity The resilience of people and the capacity of systems to engage in problem- 

defining and problem-solving work during adaptive pressures and the resulting 

disequilibrium. (Heifetz et al., 2009, p. 303) 

Adaptive challenge The gap between the values people stand for (that constitute thriving) and the 

reality that they face (their current lack of capacity to realize those values in 

their environment). (Heifetz et al., 2009, p. 303) 

Adaptive organisation An organisation designed to keep up with rapid change by being able to learn 

and change fast in its environment. 

Adaptive work Holding people through a sustained period of disequilibrium during which they 

identify what cultural DNA to conserve and discard, and invent or discover the 

new cultural DNA that will enable them to thrive anew, i.e., the learning process 

through which people in a system achieve a successful adaptation. (Heifetz et 

al., 2009, p. 303) 

Adaptive work calls for using as much of people’s capacity as possible, allowing 

for their initiative, creativity, collaboration, frankness, questioning, and 

mindfulness beyond their technical expertise. (Eichholz, 2014, p. 23) 

Adaptive leadership The practice of mobilizing people to tackle tough challenges and thrive. (Heifetz 

et al., 2009, p. 14) 

Agility The capability to make timely, effective, and sustained organization changes. 

(Worley et al., 2014, p. 26) 

Australian Qualifications 

Framework (AQF) 

A united system of national qualification in schools, vocational education and 

training (TAFEs and private providers) and the higher education sector. 

(Department of Education and Training [DET], 2015, p. 13) 

Australian Skills Quality 

Authority (ASQA) 

The Australian national regulator for the vocational education and training 

(VET) sector to ensure the sector’s quality is maintained through the effective 

regulation of:  

• vocational education and training providers; 

• accredited vocational education and training courses; and 

• Commonwealth Register of Institutions and Courses for Overseas Students 

(CRICOS) providers, including those delivering English Language 

Intensive Courses to Overseas Students (ELICOS). 

(ASQA website accessed 21 May 2016) 

Capacity The ability to do things. 
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Term Meaning 

Council of Australian 

Governments (COAG) 

Is the peak intergovernmental forum in Australia to promote policy reforms that 

are of national significance, or which need co-ordinated actions by all Australian 

Governments. (COAG website accessed 21 May 2016) 

Department of Education 

and Early Childhood 

Development (DEECD) 

Victorian Government department responsible for education within the state. 

Known as Department of Education and Training (DET) to February 2015. 

Department of Education 

and Training (DET) 

Victorian Government department responsible for education from February 

2015. 

Department of Innovation, 

Industry and Regional 

Development (DIIRD) 

Victorian Government department responsible for portfolios such as business 

and economic development, innovation and policy, and industrial relations until 

December 2010. Now known as the Department of Jobs, Precincts and Regions. 

Disequilibrium The absence of a steady state, typically characterised in a social system by 

increasing levels of urgency, conflict, dissonance, and tension generated by 

adaptive challenges. (Heifetz et al., 2009, p. 304) 

Elephant in the room An issue that is not discussed in the organisation, thus prohibiting progress. 

Government Subsidised 

Course 

Attracts a level of funding or subsidy from the Victorian Government. (DET, 

2015, p. 13). 

Holding environment The cohesive properties of a relationship or social system that serve to keep 

people engaged with one another despite the divisive forces generated by 

adaptive work. Holding environments give a group identity and contain conflict, 

chaos, and confusion often produced when struggling with complex problematic 

realities. (Heifetz et al., 2009, p. 305) 

Intrapreneurship A way of working which empowers employees to develop new ideas and 

products within the boundaries of the organisation. (Eichholz, 2014) 

Intervention Any series of actions or a particular action, including intentional inaction, aimed 

at mobilizing progress on adaptive challenges. (Heifetz et al., 2009, p. 306) 

Learn Local Providers of skills for study, work and life by offering a range of pre-accredited 

training programs. (Learn Local website accessed 13 July 2021) 

Mixed Sector Institutions providing a range of educational qualifications from AQF level 1 

through to AQF level 9. See AQF above. 

Organisational capacity Attributes of an organisation such as structure, culture, procedures and 

processes, which uphold stability and predictability. 

Pre-accredited training Provides opportunities for adult learners in Victoria to gain the educational 

capacity and core skills they need for study, work and life. (Victorian 

Government website accessed 13 July 2021) 

Student Contact Hours Reflects the nominal hours allocated to training activity as reported by the 

provider. (DET, 2015, p. 13) 

Registered Training 

Organisation (RTO) 

An education provider registered by ASQA to deliver Vocational Education 

Training courses. (ASQA website accessed 13 July 2021) 
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Term Meaning 

Resilience The capacity of individuals and the holding environment to contain 

disequilibrium over time. (Heifetz et al., 2009, p. 307) 

Responsiveness What allows an organisation to respond to whatever change may represent a 

threat to the current equilibrium. (Eichholz, 2014, p. 30) 

TAFE Technical and Further Education. 

Technical problem Problems that can be diagnosed and solved, generally within a short time frame, 

by applying established know-how and procedures. Technical problems are 

amenable to authoritative expertise and management of routine processes. 

(Heifetz et al., 2009, p. 307) 

Technical work Problem defining and problem solving that effectively mobilizes, coordinates, 

and applies currently sufficient expertise, processes, and cultural norms. (Heifetz 

et al., 2009, p. 307) 

Tension What is felt when there is a gap between people’s aspirations and their current 

reality; the larger the gap the higher the disequilibrium, and the stronger tension 

is felt. (Eichholz, 2014, p. 27) 

Thrive To live up to people’s highest values. Requires adaptive responses that 

distinguish what is essential from what is expendable and innovates so that the 

social system can bring the best of its past into the future. (Heifetz et al., 2009, 

p. 307) 

Training package A set of nationally endorsed standards and qualifications developed by Industry 

Skills Councils (ISC’s) to meet the training needs of an industry, or a group of 

industries. They specify the skills and knowledge required to perform effectively 

in the workplace. (ASQA website accessed 21 May 2016) 

Vocational education and 

training (VET) 

Education and training to develop skills and knowledge relating to specific 

industry requirements. 
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Prelude: A Moment of Clarity in 2012 

I boarded my flight, found my seat and buckled my seat belt in readiness for our flight 

to Brisbane for an awards night. A colleague was across the aisle. We were both feeling a bit 

deflated after the announcements made earlier that day regarding State Government changes 

to the Victorian vocational education and training (VET) sector. I then looked up towards the 

front of the aircraft and noticed our Chief Executive walking down the aisle looking for his 

seat. His face was ashen and strained, with his shoulders slightly slumped. It was at that 

moment I realised we were in trouble - life in a Victorian TAFE would never be the same 

again.  

This was a Monday afternoon in May 2012. We had already endured extensive 

externally influenced changes to the VET sector in Victoria in 2009 with the introduction of a 

fully contestable funding model. However, this day in May 2012 saw an extreme blow to the 

TAFE sector, as the State Government announced further changes including a reduction in 

financial payments resulting in $300 million being removed from government training 

revenue from TAFEs across Victoria. This was a result of TAFE funding rates being reduced 

to the same hourly rate as private sector providers, which according to the Victorian 

Government was intended to boost competition and choice (Department of Treasury and 

Finance [DTF], 2012, p. 10). The estimated impact of this decision on the Institute was the 

equivalent of a funding reduction of $28 million, effective 1 July 2012. $28 million gone! 

This was funding to support services to students: counselling, libraries, learning support, 

academic skills support, facilities, security, property services, and teachers’ salaries. The 

terms and conditions for TAFE teachers were extremely different from those working in a 

private RTO. The variation between TAFE and private RTO hourly subsidy rate was to ensure 

that TAFE was able to provide equity and access for students across the community. 

The 2012-2013 Victorian Government budget announcements for skills training (DTF, 

2012, p. 10) highlighted a 50% increase in expenditure since the introduction of a contestable 

market in 2009, requiring the “cost blow out” to be “reigned in”. The budget solution was to 

increase the training subsidies for certificate courses targeted to fill urgent industry demand, 

such as early childhood, apprenticeships, and disability courses. However, there was to be a 

reduction in funding for oversubscribed diplomas and certificate courses in areas such as 

fitness, sport, outdoor recreation, business, hospitality, tourism and events. All these courses 
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were delivered in my faculty, with diploma courses accounting for more than half of our 

activity. Access to VET FEE HELP was available for diploma students, however, there was 

no financial support available for students accessing certificate level training. 

All these thoughts were flooding through my mind during the two-hour flight. What 

were we going to do as an Institute? What was I going to do within my faculty? Our past 

solutions would probably not assist now. I had already heard of other TAFEs considering 

dropping the low-funded courses. Campuses would probably close, staff would be retrenched. 

This chatter was happening only a few hours since the announcements. Later that night, after 

the awards ceremony, the CEO and other Institute colleagues had a frank conversation, at 

which I counselled not to react in the same ways as other TAFEs - let the year run out, give 

ourselves some time to think and generate solutions. How might we adapt, so that when a 

change occurs, it might be seen not so much as an obstacle as a potential opportunity? 
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Chapter 1: Introduction 

1.1 Challenges of global change 

The leaders of governments, businesses, institutions and communities around the world 

recognise the rapid pace of economic, social and technological change. The drivers of such 

change are increasingly unpredictable; according to Linsky in his foreword to Eichholz (2014, 

p. xiv) we: 

… [are] inundated with confusing and inconclusive data; endure rapid, 

significant change as a constant; and cope under conditions of great 

uncertainty, ambiguity, and unknown futures. 

These circumstances impact on all of us, with people and organisations across the globe 

searching for strategies to adjust to such rapidly changing circumstances and, if possible, 

anticipate what further changes are on the horizon to prepare in advance to meet them. As 

Heifetz et al. (2009, p. 2) put it: 

All human beings need to play a role in finding better ways to compete and 

collaborate, take the best from our past, leave behind the obsolete and 

innovate. These times call for new ways of doing the business of our daily lives 

as we take on these purposes with new, more adaptive solutions. 

1.2 The Institute in changing times 

The setting for this study is the Institute, a public provider of both Technical and 

Further Education (TAFE) and Higher Education (HE) located in Melbourne, Victoria, 

Australia. 

In the mid-1970s, changes within the vocational training sector led to the development 

of a state-based vocational system following recommendations from the Report of the 

Australian Committee on Technical and Further Education (1974) which established the 

concept of public Technical and Further Education (TAFE) colleges with a philosophy of 

providing access to vocational education for young people and ‘second chance’ opportunities 

for adult education (Noonan, 2016). The 1980s then saw the creation of governance systems 

and independence for TAFE (Goozee, 2001). During the 1990s change within the sector was 

again apparent, with the introduction of competency-based training via nationally accredited 

and standardised training packages focusing on industry-specified work skills and knowledge 

outcomes. This was a key factor in creating a national VET sector across Australia. A detailed 
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timeline of Commonwealth and Victorian Government Vocational Education and Training 

(VET) market reforms from 1974 through to 2019 is provided in Appendix A. 

The Institute commenced as a vocational trade training provider in 1982, and the 

changing face of VET through the 1980s and 1990s shaped it through its early establishment 

and growth. Then, following legislative changes in Victoria in 2003, the Institute commenced 

development of the first bachelor degree to be delivered in the Australian VET sector, and has 

since evolved to deliver a diversified range of educational courses, from upper secondary 

school to post-secondary vocational certificates and diplomas, through to higher education 

degrees. Domestic students could now choose full-time or part-time study for qualifications 

ranging from apprenticeships through to master’s degrees. Additionally, the 2000s saw a rapid 

increase in international students studying on a full-time basis. Funding arrangements were 

dependant on students’ eligibility to access a Victorian Government funded place, or ability to 

pay as a full-fee domestic or international student. A detailed example of course and student 

delivery in one faculty is provided in Table 10 (Chapter 3.1). 

Over the same period, other TAFEs and other privately owned registered training 

organisations (RTOs) across Australia have increasingly delivered bachelor and, more 

recently, postgraduate qualifications. However, until 2008 the changes were slow and 

measured, so the Institute and other Victorian TAFEs operated in a relatively stable 

environment which, by enabling relatively smooth processes of gradual innovation with no 

major threats of disruptive change, may have lulled the public VET sector in Victoria into a 

sense of complacency.  

Then in 2008 the Victorian VET sector entered an extended period of unprecedented 

change, due to shifts in government policies along with changes in the worlds of business and 

industry. A study by Keating (2008, p. 8) identified a lack of diversity within the VET 

training sector, along with limited capacity to be demand-responsive and innovative, largely 

because of limited deployment of market-based principles and mechanisms. In response, in 

2009 the Victorian Government introduced a new VET policy framework called Securing 

Jobs for Your Future - Skills for Victoria, commonly referred to as ‘Skills Reform’.  

At the forefront of this change was the introduction of a market-driven system in the 

Victorian VET sector. The government determined that the Victorian public training system 

could not afford to “stand still” (Department of Innovation, Industry and Regional 

Development [DIIRD], 2008, p. 6). The state faced a “number of challenges to our future 

economic prosperity: increased global competition; slowing productivity growth; an ageing 
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population; and intensifying skills shortages” (p. 6), and in response to these challenges, 

reforms to the VET system were proposed based on four objectives: 

• increasing training access to individuals and businesses to increase the skills of 

the Victorian workforce; 

• developing a VET sector that was easier for individuals and businesses to 

navigate; 

• ensuring the system was responsive and flexible to the meet changing skills 

needs of businesses and individuals; and 

• creating a stronger culture of lifelong learning. 

This introduction of reforms in Victoria towards a demand-driven system was the first 

in Australia. Known as the Victorian Training Guarantee (VTG), it enabled eligible students 

“to choose their course from any approved registered training organisation, public or private” 

(Bowman & McKenna 2016, p. 36), thus effectively uncapping the number of training places 

and moving VET sector funding in Victoria to a fully contestable model among the public 

sector TAFEs and the private RTOs (Leung et al., 2014, p. 17). As Bowman and McKenna 

(2016) note, “turbulence resulted” (p. 36). In 2008, for example, there had been 201 private 

training providers delivering government-funded training in Victoria, whereas by 2011 this 

had increased to 430 providers. By contrast, there were twelve Victorian TAFEs.  

This increase was also reflected in student enrolments. As shown in Table 1 below, 

private RTOs across Victoria boosted their government-subsidised student numbers from 

88,927 in 2010 to 259,723 in 2012 - a net increase of nearly 300% - before plateauing at 

around 250,000 in 2013 and 2014 then falling to 210,579 in 2015. In the same period, by 

contrast, government-subsidised enrolments in the Victorian TAFE sector fell from 204,922 

in 2010 to 118,908 in 2015, an overall net reduction of 42% (Department of Education and 

Training 2016, p. 99). By 2015, 31% of total enrolments across the sector were at TAFE, 

compared with 56% at private providers. Learn Local, a small not-for-profit community-based 

provider, experienced only minor changes in enrolments over the five-year period, with a 

stable market share at around 11%. 

Inevitably the Institute, along with the TAFE sector in general, experienced 

unprecedented reductions in revenue over this period, as its numbers of government-

subsidised students dropped (Institute Annual Report, 2015) and it was placed in a position of 

having to respond quickly to these changes. 
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Table 1 

 

Number and relative percentages of government-subsidised students in accredited and pre-accredited training 

by type of institution, 2010–2015 

 2010 2011 2012 2013 2014 2015 

Private RTO 88,927 

(26%) 

190,109 

(44%) 

259,723 

(51%) 

254,229 

(52%) 

253,998 

(57%) 

210,579 

(56%) 

Learn Local 45,377 

(13%) 

46,674 

(11%) 

57,414 

(11%) 

51,656 

(11%) 

47,851 

(11%) 

48,344 

(13%) 

TAFE 204,922 

(60%) 

193,497 

(45%) 

192,660 

(38%) 

178,880 

(37%) 

141,838 

(32%) 

118,908 

(31%) 

Source: Adapted from DET, 2016, p. 99 -100 

However, more disruptive reform was also in train as a result of the Commonwealth 

Government’s 2010 introduction of a demand-driven funding model for domestic students in 

Higher Education. Universities were able to offer more Commonwealth Supported Places for 

domestic students, who they attracted by lowering the Australian Tertiary Admissions Rank 

(ATAR) scores for entry into their undergraduate courses. Consequently, many prospective 

students who would previously have enrolled in VET Diploma and Advanced Diploma 

courses applied instead for undergraduate university places, and were accepted (DET, 2016, 

p. 40). As Figure 1 below shows, this saw enrolments in Victorian universities increase by 

26% from 2010-2014, where from 2005 to 2009 there had been an increase of only 6%. 

Figure 1 

 
Enrolment count by year - Domestic undergraduate enrolments in higher education, Victoria 2001–2014 

 

Source: Department of Education and Training - Higher Education Statistics Data Cube (uCube), 2015 enrolment data not yet 

available, cited in DET, 2016, p. 41 

This predicament was then further exacerbated by the Commonwealth Government’s 

2011 introduction of reforms to student visa eligibility requirements (Knight, 2011), resulting 
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in a dramatic reduction of international students seeking to study at Australian vocational 

educational institutions including the Institute. Table 2 below shows the impact of this policy 

change on the Institute, with a decrease of around 40% in annual international student contact 

hours in the years 2011 to 2015, compared with 2010 before the student visa reforms were 

enacted. 

Table 2 

 

Institute international student contact hours, 2009 - 2015 

2009 2010 2011 2012 2013 2014 2015 

4,498,908 4,347,628 3,597,867 2,564,489 2,851,105 2,763,434 2,569,489 

Note: Contact hours are used here because they are the Institute’s primary indicator of student load, considered more accurate 

for forecasting and budgeting than enrolment numbers 

Source: Institute Annual Reports, 2009 - 2015.  

In 2011, Skills Victoria commissioned Deloitte Access Economics to provide an 

analysis of jobs in demand, and those industries experiencing critical skill shortages. The 

report incorporated the views from 16 Victorian Industry Training Advisory Bodies (ITABs) 

covering the influence on employment of key issues such as regulatory changes, government 

policies, technological changes, environmental and sustainability issues, the ageing 

population of Australia and the impact of an elevated currency exchange rate. It also 

addressed changes in the demographics, economic trends and consumer demands (Deloitte 

Access Economics, 2011, p i-ii). The report found that change in employment levels and 

occupation types heavily influence the skills required for productive employment, and as such 

influences the training and education needed from the VET and Higher Education sectors. 

In combination, this onslaught of external reforms clearly indicated that the Institute 

could not continue to operate in what had been its largely bureaucratic ‘business as usual’ 

manner. As mentioned in the Prelude (p. xv), an even more serious blow for the Institute came 

in 2012, with the loss of $28 million that funded student amenities such as library services, 

student counselling and welfare, and language and numeracy support.  

In such circumstances the way the Institute adapted would be critical, given the 

government stipulation that the “competitive positioning of individual TAFE institutes – the 

extent to which their course and delivery offerings are able to meet the needs of their 

communities and industries” would be the key to their success (Department of Education and 

Early Childhood Development [DEECD], 2013, p. 100). We needed to respond and adapt 
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purposefully, resourcefully and innovatively to the new circumstances if we were to survive 

and, hopefully, continue to thrive.  

The urgency for finding such solutions suggested that the Institute’s staff needed to be 

upskilled in the field of organisational change management. This in turn presented me with a 

potential practical ‘real world’ research project for the University of Canberra Doctor of 

Education opportunity that was offered in 2013. 

1.3 Statement of problem 

By 2014, the Victorian Government appeared to be acknowledging at least some of the 

impact on the TAFE sector of all the policy changes of the previous six years. It conceded that 

TAFE institutes would “need to continue to develop their capabilities (and information 

sources) necessary to identify and respond to new market opportunities”, and that in such 

circumstances “attracting students and employers depends on being agile and responsive to 

changing student preferences … [and] … being innovative in product and delivery modes” 

(DEECD, 2014, p. 100). However, as a faculty Dean, I was hearing frequent staff comments 

along the lines of “not another change”, “what is it now?”, and “why can’t this stay the 

same?”. I understood that many in the Institute’s workforce were already change-fatigued and 

as yet not fully able to absorb and adjust knowledgeably and nimbly to all the changes since 

2008. The problem was, how could the Institute develop the responsiveness that the DEECD 

identified as necessary? With rapid change having apparently become the norm, what 

different business model could bring value to the Institute and all its stakeholders so that 

rather than being swamped by the dynamic environment, we might instead be able to embrace 

it for the potential opportunities it offered? To refer to Emma Wheeler Wilcox’s poem (p. v), 

how could we at the Institute reset not only our sails but also our soul to weather the gales of 

relentless change?  

The experience of the previous six years had demonstrated that the organisational 

design of the Institute fostered values of “formality, process, tradition, regularity, and order” 

(Eichholz 2014, p. 71) with staff labouring primarily within siloed workgroups in mostly 

routine ways, guided by well-established protocols and systems. It was essentially 

bureaucratic in nature.  Small challenges that emerged beyond the normal routine could 

generally be addressed by adjusting existing knowledge and skills. However, as a quote 

attributed to Albert Einstein famously states, we cannot solve our problems with the same 

thinking we used when we created them. Indeed, according to Eichholz (2014, p. 174), staff 
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who focus on protecting their silos or “fiefdoms” by concentrating “solely on the performance 

of their own team or results of their own department” will “kill many organisations”. Further 

discussion of siloed behaviour can be found in Chapter 3.1.  

The Institute therefore needed a new way of operating, with its leaders and its 

workforce committed to different behaviours and responsibilities, taking a multi-faceted 

approach to problem-solving rather than a siloed one, to engage in finding solutions by 

encouraging interconnectedness among workgroups for collaborative creative thinking 

towards adaptive ways to address the challenges. On this basis, the Institute’s adaptive 

capacity became the central concern of the present study, investigating how its organisational 

structures and processes might be impeding its capacity to adapt productively to constant 

change, and how they might be adjusted to reduce those impediments and build capabilities 

for ongoing adaptive responsiveness. The concept of adaptive capacity is developed in 

Chapter 2, where an adaptive framework for the study is introduced, and in Chapter 3, which 

documents that framework’s  deployment across one of the Institute’s faculties. 

1.4 Research focus – adaptive capacity 

The management literature offers several terms - such as agility, flexibility, resilience 

and adaptiveness - to address the ability of organisations to accommodate change. Each of 

these has slightly different connotations from the others: 

• agility is an organisational capability to move quickly and easily to make 

changes in response to a challenge, but does not necessarily imply that such 

capability becomes embedded on an ongoing basis (Worley et al., 2014; Good, 

2014); 

• flexibility implies openness to change with various methods used to achieve 

strategic objectives, but mostly seems to be aimed at internal efficiencies rather 

than external threats and opportunities (Wise et al., 2017; Good, 2014); 

• resilience focuses primarily on the ability of the workforce to bounce back from 

a crisis or adversity, but returning to a similar state to that before the disturbance 

occurred (Boin & van Eeten, 2013; Duchek, 2020); and 

• adaptiveness connotes an ability to successfully adapt to rapid and unexpected 

changes that occur in an organisation’s operating environment, on an ongoing 

basis (Eichholz, 2014, Park & Park, 2021). 
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Adaptiveness therefore seemed to be the most appropriate conceptual framework for my 

research, as explained below. In exploring it further I then came across the term ‘adaptive 

capacity’, an organisational concept encompassing the collaborative development of 

workforce trust to build a clear, shared sense of purpose that potentially involves adjustments 

to staff values and behaviours.  

Adaptive is defined as “having an ability to change to suit different conditions” 

(Cambridge University). Eichholz (2014, p. 9) cites a paraphrase by Megginson (1963) of the 

theory of biologist Charles Darwin:  

It is not the strongest of the species that survives, nor the most intelligent that 

survives. It is the one that is the most adaptable to change.  

Heifetz et al., (2009, p. 14) describe the human capacity to be adaptive as being evident 

through history, from the physical such as design of tools and strategies for hunting, right 

through to the development of societies and their attendant cultural, political, administrative 

and mercantile enterprises. Eichholz (2014), however, draws a key difference between species 

and organisations, in that species adapt and survive by “random chance”, whereas when 

organisations adapt and survive it is due to: 

… hard work; indeed, it is so psychologically and socially difficult and 

challenging that it may even become dangerous for those who promote it 

because of the resistance it generates. It is also purposeful work, which should 

be strategically designed and led with specific changes and goals in mind  

(p. 9).  

Eichholz’s (2014) comprehensive exegesis on the concept of organisational adaptive capacity 

became the frame of reference for the present study’s research, for reasons outlined in detail 

in Chapter 2. 

1.5 Purpose 

The purpose of this study was to: 

• appraise the Institute’s existing adaptive capacity, and likely impediments to the 

further development of such capacity, and 

• investigate, trial and evaluate organisational approaches that could assist the 

Institute to develop the adaptive capacity to productively respond to, and sustain 

itself in, the constantly changing economic, political and social conditions 

characteristic of today’s post-secondary education environment. 
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1.6 Significance of the study 

History shows that many organisations that have ignored or resisted changes in their 

business environments, instead of taking purposeful action to address and adapt to them, are 

no longer in business. As Eichholz (2014, p. 11) states, “organizations thrive when they face 

problems successfully. And when they avoid problems, they may not survive”. By 

implication, the inherent stability that had been an organisational strength of the Institute had 

now become a potential liability, as its size and complexity impeded its ability to adjust to 

market demands in timely and creative ways. By further implication, this lack of adaptive 

capacity might even potentially threaten the Institute’s very survival. 

The present study was therefore underpinned by a sense of urgent need - arising from 

the circumstances outlined earlier in this chapter - to evaluate existing organisational design 

and work practices in the Institute and investigate whether and how a purposeful shift in such 

design and practices might influence and enable the organisation not only to survive, but to 

thrive. The aim was to embed a recognition - at all levels from the executive to the 

departmental managers to the frontline teachers and administrators - that adaptive capacity 

was a key to competitive advantage (Lawler & Worley, 2006, pp. 298-299) in the contestable 

market that the VET sector had become, and consequently to develop workforce practices 

that, instead of resisting change, sought to leverage creative opportunities inherent in it. 

Arising from all these considerations, the research questions for the study were: 

1. What current adaptive capacity is demonstrated at the Institute?  

2. How can the Institute build its capacity to adapt to change?  

1.7 Scope of the study 

Although this research evolved from my perceptions and concerns regarding the 

capacity (or lack thereof) of the Institute to adapt to change, it was beyond the scope of a 

professional doctorate project to study the entire organisation, which consisted of five 

teaching and learning faculties with a variety of professional service departments supporting 

the educational delivery. The faculties, comprising: 

• Business and Information Technology, 

• Art and Design and Media,  

• Building and Construction,  
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• Health and Community Services, and 

• Education, Service Skills and Environment,  

accounted for around half of the personnel employed at the Institute. Because of this 

organisational size and diversity, the study was limited to a single faculty - with which I had 

both close familiarity and authoritative access on account of my position as its dean. 

Participants in the study were recruited voluntarily from this faculty, to represent all its 

disciplinary and administrative departments at both managerial and frontline staff levels. 

Their participation in the study was activated and documented via surveys, a reference group, 

focus groups and, centrally, the actions of a collaborative cross-disciplinary team of 

innovators dubbed the Learning and Teaching Committee (LTC), in which administrative 

staff, managers and teachers were all represented. 

1.8 Methodological framework 

As the project sought to transform the actions and practices of a diverse group of 

people, the methodology chosen for the research was participatory action research (PAR). 

Kemmis and McTaggart (1988) describe action research as a methodology that allows the 

action and research to be linked, whereby an idea or concept to improve practice can be 

designed, implemented and then reflectively evaluated by the participants to determine the 

effectiveness of the practice changes. Further ideas for improvement may then arise from the 

evaluations, leading to another cycle of design, implementation and evaluation. Primarily a 

qualitative research methodology, PAR promotes collaborative capacity-building among all 

who participate (McTaggart, 1991) via a collective process of self-reflective inquiry aimed at 

continuous performance improvement (Koch et al., 2002). It also aligns effectively with the 

Eichholz (2014) adaptive capacity framework, as will be detailed in Chapters 2  

and 3. 

PAR also allows an organisation to continue its normal activities while the research is 

carried out. Moreover, as Adler & Adler (1987) state, the study can be led by an insider 

researcher (a member of the group they are studying), an outsider researcher (not a member of 

that group), or a peripheral researcher (simultaneously occupying both insider and outsider 

roles). For the present study, given my roles both as core researcher and faculty dean, it was  

logical that I should adopt a peripheral researcher role, as further detailed in Chapter 3, p. 44 

and pp. 48-49.  
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1.9 Thesis outline 

This chapter introduces the Institute’s struggle to adapt to rapid externally induced 

change over an extended period, and its need to increase its productive responsiveness to such 

change if it is to continue to serve the community effectively. Chapter 2 details the context of 

the research, and reviews relevant literature applying to the Institute’s type of organisation, its 

organisational design and its adaptive capacity, especially in terms of Eichholz’s (2014) 

adaptive capacity framework which is considered in detail for its potential suitability as the 

model for application in the study. The methodology sits within Chapter 3, with a focus on the 

study’s research setting, its design and implementation via cycles of participatory action 

research, and its participants. Chapter 4 presents the data collected, together with findings and 

interpretations of that data. Finally, Chapter 5 presents the overall conclusions of the study, 

together with its limitations and delimitations, and its contributions to professional practice 

and possible future research. 
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Chapter 2: Contextual Literature Review 

This chapter comprises a review of published contextual literature in the fields of 

organisational change management, design and decision-making, and workforce culture. 

Contextual literature was the focus because, in keeping with the expectations of a professional 

doctorate, the primary aim of the study was to improve professional practice rather than to 

further contribute to organisational change management theory. The review was undertaken to 

determine an appropriate change model that could be applied in the faculty to support staff to 

become sufficiently resilient, flexible and (especially) adaptive to survive and thrive in the 

context of the constantly accelerating change outlined in Chapter 1. 

The notion of continuous change is of course nothing new. The Greek philosopher 

Heraclitus, for instance, is credited with coining the premise that “change is the only 

constant” around 2,500 years ago. Indeed, as Eichholz (2014, pp. 83-85) observes, major 

changes in human cultures had occurred long before that in Europe and the Eastern 

Mediterranean region, such as the transitions from hunter-gathering to farming, from Stone 

Age to Bronze Age, and from Bronze Age to Iron Age. These changes each took place 

relatively slowly over several centuries, with a quicker and more extensive change in 

relatively recent history with the Industrial Revolution during the eighteenth and nineteenth 

centuries. However, Eichholz (2014, p. 85) points to what he calls the Knowledge Revolution 

(also called the Digital Revolution and the Information Revolution) since the 1980s, which, 

with its attendant trend of globalisation, has seen humanity experiencing an unprecedented 

acceleration of change in just a few decades. 

However, just because change is inevitable does not mean that people welcome it. On 

the contrary, in the face of change people generally crave stability (Baumeister & Vohs, 2002, 

p. 609), as witnessed by the existence of social institutions such as governments, legal codes, 

professional and vocational ethics, standardised education systems and so on. People resist 

change because it may engender a loss of personal dimensions such as “loyalties, 

expectations, status, power, values, self-confidence, and trust” (Eichholz, 2014, p. 20), while 

their capacity to adapt to new circumstances is constrained by knowledge, skills and 

behaviours developed for previous circumstances but now outdated (Lawler & Worley, 2006, 

p. 162). Christensen and Overdorf (2000, p. 2) further assert that processes within 

organisations tend to be intentionally created in such a manner that employees “perform tasks 
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in a consistent way, time after time. They are meant not to change”. An organisation’s 

structure can therefore determine both its ability to encourage (and not hinder) change, and 

the speed of implementation of the changes. Moreover, such resistance is amplified by the 

number of people and perspectives involved, as well as the pace and magnitude of the change 

(Simoes & Esposito, 2014, p. 324), making it especially difficult for large and complex 

organisations to achieve a desirable synthesis where “stability and change are fundamentally 

interdependent - contradictory but also mutually enabling” (Farjoun, 2010, p. 202). 

Given these tensions it is understandable that since the 1980s change management has 

risen from an embryonic concern to being a central preoccupation of organisations and their 

leaders today (Bhatt, 2017, p. 34), spawning in the process a burgeoning consultancy industry 

as well as a new academic discipline with appreciable research output. Unsurprisingly the 

bulk of this research has focussed on private enterprises, where the potential competitive 

advantages of adaptability to change are readily tangible. By contrast, the complex attributes 

of public agencies, which “typically operate in an environment characterized by checks and 

balances, shared power, divergent interests and the political climate … make the 

implementation of organizational change … more difficult”, in consequence of which the 

public sector has received comparatively “little empirical investigation in … change 

management research” (van der Voet et al., 2015, p.290). Indeed, the public sector reform 

trend in liberal democracies has been to make it more like the private sector, with Australia 

emerging “as a notable reformer … in both the scale and scope of its privatisation … 

[especially] … across three key areas - divestment of public enterprises, outsourcing of the 

delivery of public services, and increases in cost recovery by government agencies” (Aulich 

& O'Flynn, 2007, p.153).  

The Australian post-secondary education sector has by no means been immune from the 

impact of such reforms (Dess & Picken, 2000; McAllaster, 2004). Nearly two decades ago 

Scott (2003) proclaimed that universities were “at a watershed” (p. 35). 

To survive in the increasingly uncertain, shifting and challenging environment 

now faced, universities need not only to identify an achievable number of 

‘good’ and carefully formulated change ideas, they must also make them 

happen consistently and sustainably in practice if they are to remain viable.  

In the same year, Billett (2004, p. 13) protested that, in its relationship with the 

vocational education sector: 

business has demonstrated a preference for ideological and naive imperatives 

that have proved inadequate. Along the way, the goals for vocational education 
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and standing of its institutions, practitioners and students have all been 

transformed, probably to their detriment.  

The following year Harris et al. (2005, p.2) observed that most colleges were “organised 

as weak bureaucracies composed of disciplinary silos” that obstructed the formation of 

adaptive workforce cultures. Yet despite such warnings, and the subsequent continuing 

disruption to the VET sector and its efforts to adapt to such change (as outlined in Chapter 1 

of this thesis), the Victorian Department of Education and Training could still advise VET 

providers that their success and longevity would be determined by their capacity to adapt and 

meet the changing needs of industry for current and future workforces (DET, 2016). Two 

years after that, Jones (2018, p. 1) was able to point to a crisis in Australian vocational 

education, describing the sector as still “trapped … in a … time-warp” (p. 1). 

In the context of revolutionary digital technologies, continued globalisation, 

population ageing and changes to work patterns such as the emergence of the 

gig and post-work economies, we are failing to repurpose our vocational 

education resources to develop the twenty-first century capabilities needed by 

individuals, communities and industries. 

It would therefore appear that, despite the considerable efforts of post-secondary 

institutions to respond to the continual substantial disruptions to their modes of operation in 

recent decades, the sector has been unable to build a sustainable capacity “to get smarter at 

both the ‘what’ of change (identifying change ideas that really make a difference for students) 

and the ‘how’ of change (making sure these ideas work in practice)” (Scott, 2003, p. 66). 

Indeed, Scott’s (2003) observations about the “how” of change remain relevant today, 

particularly his assertions that: 

• change is not an event but is a complex and subjective learning/unlearning 

process for all concerned (p. 71); 

• the change process is cyclical, not linear (p. 72); and 

• the most successful changes result from team efforts in which the most-

appropriate and best-positioned people are involved in a process of action 

learning (p. 72). 

Or as Eichholz (2014, pp. 87-88) put it a decade later, building adaptive capacity for success 

in rapid change involves deliberate acts to build a workforce who think, act and take 

responsibility when opportunities or problems present themselves.  
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However, the broader literature of organisational change presents a profusion of 

descriptive terms for various organisational characteristics, often with only pedantic nuances 

of difference between their meanings. For example, two terms very commonly used are: 

• organisational structure - “a way or method by which organizational activities 

are divided, organized and coordinated … to coordinate the activities of work 

factors and control the member performance” (Ahmady et al., 2016, p. 455); and  

• organisational culture - “the collective effect of the common beliefs, behaviours, 

and values of the people” within an organisation (Morcos, 2018, p. 1). 

In 1961, Burns and Stalker (1961) described two types of organisational structure: 

• mechanistic, which is a centralised, stable, hierarchical structure with leadership 

delegating roles and tasks to those below, and 

• organic, a flatter, decentralised structure, with workers encouraged to collaborate 

in horizontal clusters of teams. 

By 2007, Sherehiy et al. (p. 448) were noting that the label of ‘organic’ had largely 

fallen out of use in relation to structure, replaced by “the three notions of ‘adaptive 

organization’, ‘flexible organization’, and ‘agile enterprise’ … [as] … the most predominant 

and popular” (p. 445). They also noted that: 

some authors make a sharp differentiation between those concepts while others 

use them synonymously. However, in general all concepts were considered as 

possessing the ability to adjust and respond to change (p. 445) 

a view that was then later endorsed by Heifetz et al. (2009).  

Similar connections have also been observed between the terms ‘organisational 

structure’ and ‘organisational culture’. Perkins (2012, p. 2), for example, argues that managers 

need to simultaneously cultivate an organisational culture along with accompanying structures 

that encourage experimentation as something to be creatively managed rather than constrained 

and controlled, so that adapting to change becomes the norm.  

However, as the present study was mainly concerned with the selection and exploratory 

application of a suitable practice model by which to understand and build adaptive capacity in 

a faculty of a TAFE Institute as a specific kind of public sector organisation, there seemed to 

be little point in engaging with the literature at such an abstract theoretical level. The rest of 

this chapter therefore generally takes a contextual, synonymising approach to the terminology 

rather than a pedantic one, in surveying the organisational change literature to derive:  
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• a workable diagnostic framework through which to analyse the faculty’s current 

adaptive capacity (including identifiable constraints on such capacity) and 

identify areas for development (the ‘what’ of change); and  

• a cyclical, team-based action-learning process model to draw productively on the 

knowledge, skills and initiative of faculty staff members who are well-positioned 

to implement achievable change strategies (the ‘how’ of change). 

2.1 Towards a workable diagnostic framework for adaptive capacity 

As Table 3 below shows, the 2007 meta-analysis of organisational change research 

undertaken by Sherehiy et al. (2007, p. 445) builds on Burns and Stalker’s (1961) concepts by 

detailing contrasting design features – implicitly both structural and cultural - of mechanistic 

and organic organisations, with the organic likely to be more adaptive to change, and the 

mechanistic more resistant. 

On the mechanistic side of the ledger, Lawler and Worley (2006, p. 19) state that “most 

businesses have organised themselves in ways that inherently discourage change” because 

their strategy is to “institutionalize best practices, freeze them into place, focus on the 

execution, stick to their knitting, increase profitability, and get processes under control” 

(Lawler & Worley, 2006, p. 3). Organisations are thus designed to push towards a 

mechanistic equilibrium of “stable strategies, and bureaucratic structures” (p. 3). 

Table 3 

 

Characteristics of the organic and mechanistic design 

Mechanistic design Organic design 

Hierarchy of authority Less adherence to authority and control 

Hierarchical communication Network communication 

Centralized knowledge and control Decentralized knowledge and control 

Insistence on loyalty and obedience to organization Loyalty and commitment to project or group 

High degree of formality High degree of flexibility and discretion 

Formal and impersonal coordination Informal and personal coordination 

Many rules and procedures Few rules and procedures 

High task specialization Shared tasks  

Employee contribution to a common task 

Source: Sherehiy et al. (2007 p. 447) 

Therefore, when such organisations are faced with change – whether radical or slow-moving 

– there is likely to be structural inertia that will render any attempts at adaptive change 
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unlikely to succeed (Worley et al., 2014, p. 12). In such circumstances, state Lawler and 

Worley (2006, p. 21), managers should take an integrated approach to leading change across 

all sections of the organisation via “a series of temporary designs that create short-term 

advantages” for the workforce and therefore promote a culture of being “ready, willing and 

able to change”.  

Lawler and Worley (2006, p. 162) further point out that the extent of workforce 

resistance is also influenced by the level of trust staff feel for the organisation and its 

management. However, management strategies to simply retrain the workforce to respond to 

change as it occurs may not succeed in the long term, because each time there is a disruption 

the cycle needs to be repeated, and resistance takes place (Lawler & Worley, 2006, pp. 12-

13). Organisational leaders, they say, must first change their own culture by bringing 

themselves to believe “that the ability to change is the key to competitive advantage”, and 

developing their own organic capacities to “determine the willingness to change” across the 

organisation, and “to execute planned organizational changes” (Lawler & Worley, 2006, pp. 

298-299). Sherehiy et al. (2007, p.447) add that the willingness to change will be influenced 

by the level of diversity within the organisation, with greater diversity enabling “multiple 

courses of action and quick changes from one course to another as the environment changes”.  

Heifetz et al. (2009, pp. 54-55) focus on structural inertia, stating that the formal 

organisational structure - “the playing field and rules for all activities” (p. 54) - can take on a 

“life of its own, selecting, rewarding, and absorbing members into it who then perpetuate the 

system” (p. 50). Organisations can thus become bogged down by past practices that prevent 

them from “adapting, from learning to thrive in the new context” (p. 51). In such 

circumstances, say Christensen and Overdorf (2000, p. 12), management need first of all to 

consider whether the “very capabilities that make their organizations effective also define 

their disabilities”, and if so, to find the resources, processes and values from which to build 

change strategies to succeed.  

Waddell et al. (2002) approach the topic from the perspective of organisational culture, 

which they define as the “pattern of assumptions, values and norms shared by organisation 

members”, and which needs to be diagnosed in order to enable “necessary alterations in the 

basic assumptions and values that underlie organisational behaviour”. An earlier researcher, 

Schein (1996, p. 6), also drew attention to the existence of subcultures within the overall 

organisational culture and argued that an organisation’s capacity to change is influenced by 

the level of alignment between subcultures and the overall culture.  
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Taking a slightly different angle, Heifetz et al. (2009) state that organisations are 

complex, with their structures and culture defined by the people within them, and patterns of 

behaviour over time becoming entrenched as “how things are done around here” (p. 44). They 

consider an organisation as a “set of subsystems” (p. 54) which “powerfully shape how people 

respond” (p. 54) to change. Over time, they add, these mechanistic behaviours become 

“deeply engrained, self-reinforcing and very difficult to reshape” (p.51) and may even serve 

the organisation well and underpin its success at times of relative environmental stability - as, 

indeed, occurred with the Institute in the period in which it established itself as a leader in the 

Victorian VET sector. However, when there are disruptive changes such as economic 

downturns, financial crises, new competitors or government policy changes, the “system’s 

tenacity can prevent it from adapting, from learning to thrive in the new context” (Heifetz et 

al., 2009, p.51). This is what appears to have happened when the Institute faced change 

challenges on an unprecedented scale from 2009 onwards, moving the “game faster than we 

can learn it” (Perkins, 2012, p. 2). 

2.1.1 Agility factor 

Worley et al. (2014) propose another name for organisational adaptiveness: agility, 

which they define as “the capability to make timely, effective, and sustained organization 

changes” (p. 26).  However, a point of some difference from other researchers is their 

emphasis that agility can only be achieved if there is a solid foundation of good management 

practice at its base. Good management, they assert, derives from leadership in “planning, 

organizing, directing, leading, and controlling an organization”, and “is a necessary condition 

for survival” (Worley et al., 2014, p. 26). It is also the foundational platform on which the 

“capabilities of the ability and capacity of an organization to get things done” are built, and 

from which arises a state of organisational agility - the ability of an organisation “to do things 

differently when and where this creates a performance advantage” (p. 28) that potentially 

leads to sustained performance. A visual depiction of the Worley et al. (2014) agility concept 

in the form of a pyramid is shown in Figure 2 below. 
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Figure 2 

 

The agility pyramid 

 

Source: Worley, Williams and Lawler, (2014, p. 28) 

Represented in this way, agility comprises a dynamic capability, with the organisation 

capable of sensing and responding to new environments by rapidly reallocating resources, 

building new capabilities, and removing assets or products “that no longer create value” (p. 

19), thus enabling it “to adapt, over and over again, in meaningful ways to support above-

average performance over long periods of time” (p. 19).  

Overall, the organisational research reported by Worley et al. (2014), together with that 

of the other researchers reviewed here, construct well-reasoned templates for scrutinising 

organisations to identify structural and cultural characteristics that may affect their capacity to 

respond well to changes in their operating environments. However, their analysis is primarily 

derived from private sector enterprises and, as stated earlier in this chapter, tends for present 

purposes to be mutually interchangeable despite pedantic differences in terminology and 

rendition. Furthermore, their focus is chiefly diagnostic - conceptualising what are the 

organisation’s existing adaptive capabilities and what is needed to improve them - with little 

attention given to how these improvements might be implemented. Their frameworks also 

seem to imply that the endgame of adaptive capacity building is wholesale transformation of 

the organisation from mechanistic to organic. However this may not always be possible, 

especially in public sector enterprises such as Victorian TAFE Institutes, which have operated 

predominantly in mechanistic mode since inception, largely on account of:  

• government-imposed governance and policy structures and accountabilities; and  
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• the requirements of the industries whose workforces are sustained by the flow of 

graduates from the Institutes, and whose conservative occupational cultures 

induce similarly conservative subcultures in their cognate departments within 

each Institute, resulting in siloed thinking and habits whereby employees with 

similar values and behaviours address problems using only methods that are 

familiar to them. 

These external factors are unlikely to diminish in the foreseeable future, so some degree 

of mechanistic operation will remain a necessary part of the Institute’s operation. As alluded 

to in the Prelude and Chapter 1.2, the vocational education sector in Victoria has, over the 

years, become a predominantly bureaucratic system (DEECD, 2014) with mechanistic 

elements, especially because of compliance requirements from both the Commonwealth and 

the State governments. As a provider of vocational education and training, the Institute must 

be registered as a training organisation and comply with national regulator the Australian 

Skills Quality Authority’s (ASQA’s) quality requirements for training and assessment 

delivery of national Training Package courses, and the issuing of qualifications. Additionally, 

accessing Federal and State government funding to support partial costs of training delivery 

requires additional government oversight and reporting. For the Institute, this has resulted in 

what Sherehiy at al. (2007) would characterise as a highly hierarchical structure. However, if 

the Institute is to respond productively to continual change it will be crucial to introduce more 

organic ways of operating, and to find ways to synthesise these proficiently with the 

unavoidable mechanistic practices. 

According to Eichholz (2014, p. 175), the way to achieve such a synthesis is to foster 

open and generous collaboration across the organisation’s whole workforce. He also argues 

(pp. 64-65) that while any contemporary organisation needs to develop adaptive structures, 

the challenge is not so much to be an adaptive organisation per se, as to be more adaptive 

within its own structural type. Different departments within an organisation may have 

different levels of adaptive capacity, and they may not need to be equally adaptive. In other 

words, it may be sufficient for organisations “to increase their adaptive capacities within the 

limits of their nature” (Eichholz, 2014, p. 64) so that overall, their adaptive capacities reflect 

their own organisational type. 

Eichholz (2014, pp. 55-57) proposes a framework of four fundamental organisational 

types: 

• communal - existing in stable environments where much of the work is adaptive; 
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• innovative – existing in unstable environments where the work is adaptive; 

• bureaucratic – existing in stable environments where the work tends to be 

technical; and 

• action-driven – existing in unstable environments where work tends to be technical. 

Technical work in this context means the use of existing knowledge and current processes or 

systems to solve routine problems. This usually works well in a relatively stable environment, 

but tends to be ineffective when the organisation is challenged by changing external pressures 

that threaten its viability. Such disruptive circumstances require adaptive work, which 

requires new thinking and learning to determine what “new assumptions, values, loyalties, 

attitudes, competencies or habits are required to carry out the work ahead” (Eichholz, 2014, p. 

21), and how these can then be effectively put into practice.  

The four fundamental organisational types are, in turn, cross-referenced with two 

further orientations: whether the organisation is more hierarchical or participatory, and 

whether its focus is more internal or external, as shown in Figure 3. 

Figure 3 

 

Four types of organisation 

 

Source: Eichholz (2014, p. 56) 

Importantly, Eichholz (2014) stresses that the four types of organisations “must be 

thought of more as archetypes than as pure realities” (p. 56), with most organisations 

displaying some mix of the characteristics. For example, even if an organisation is essentially 

bureaucratic, it - or some of its departments or sections – may have some communal or 

innovative elements, so may still be able to build some adaptive capacity. The important 

thing, states Eichholz (2014, p. 56), is to “define where an organization as a whole lies on this 

chart and where it should aim to be”. To demonstrate this, he offers a chart of his estimations 
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of where various representative types of organisations might have been on the chart at the 

time of writing his book, as shown in Figure 4. 

Figure 4 

 

Representative industries on the chart of four types of organisations 

 

Source: Eichholz (2014, p. 58) 

Refreshingly, as Figure 4 shows, Eichholz’s (2014) frame of reference is not confined to 

private enterprises, but also embraces a wide range of organisational types including not-for-

profit ventures, public transport providers, public schools, and even universities. This gave me 

confidence to investigate his approach to adaptive capacity in more depth, because the 

Institute, while not a university as such, is a provider of post-secondary education not only in 

technical and further education, but also in higher education. It also seemed to be capable of 

addressing the two key elements of my research: to identify adaptive challenges facing the 

Institute, and to design a process to meet them.  

2.2 Identifying the Institute’s adaptive challenges 

2.2.1 The Institute’s organisational type 

As outlined in Chapter 1 and further detailed in Chapter 2, in the last decade or so VET 

providers have been continuously change-challenged to keep up with the skill and knowledge 

demands of industries that, in turn, have been confronted by their own rapid changes. Yet as a 

TAFE in the Victorian VET sector, the Institute is highly regulated by the Commonwealth 

Government, through national qualifications, training packages, and quality assurance via the 

Not-for-profit 
associations 

Political 
parties 

TV programs 
producers 

University Education Universities 

Ad agencies IT 

Video & music 
Newspapers consumption 

Public Wiki 
schools organizations 

IRS 

Judiciary 

Religious 
institutions 

Audit 
firms 

Public 
transportation 

Utilities 

Law 
firms 

Hospitals 

Manufacturing 

Post 

Investment 
banks 

Brokers 

Insurance 

TV Networks 

Telcos 

eCommerce 

Banks 

Energy 

Real estate 
developers Retail 

Airl ines 

Franchises 

Military 



 

24 Chapter 2: Contextual Literature Review 

Australian Skills Quality Authority, and by the Victorian State Government, which provides 

funding and therefore regulates performance against providers’ annual contracts. These well-

established processes and policies are necessary to ensure consistency and quality across the 

VET sector, and are unlikely to be reduced in the foreseeable future. So while in Figure 4 

above Eichholz (2014) locates universities primarily in the Innovative Organisation quadrant, 

my estimation of the Victorian VET sector, and the Institute in particular, at the time of 

commencing the present research was that it is belonged primarily in the Bureaucratic section, 

but potentially transitioning towards the Innovative, as shown in Figure 5. 

Figure 5 

 

The Institute’s position in the four kinds of organisations 

 

Source: Adapted from Eichholz (2014, p. 56) 

My estimation was based on perceptions, as an insider senior manager, that the Institute 

was still operating largely in an internally focused, hierarchical, bureaucratic, “paternalistic 

way, by assuming responsibility and making people feel safe” (Eichholz, 2014, p. 110), and 

approaching challenges in a largely technical way even though the environment was 

increasingly unstable. However, there was also increasing acknowledgement by the senior 

management group that this was unsustainable. In some departments, staff had begun to look 

outwards and collaborate with each other to challenge the status quo by experimenting with 

new, more adaptive ways of working – possibly indicating a promising trajectory of evolution 

towards becoming a more innovative organisation, with more adaptive ways of working. I 

further perceived that the fact that the Institute provides adult education meant that it lacked 

both the relative stability and the parental and community involvement that classify primary 
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and secondary schools as communal organisations. Nor did it operate – or seem likely to need 

to operate – primarily in the rapid technical response fashion of action-driven organisations.  

Not only did Eichholz’s classifications help me crystalise my impressions of what type 

of organisation the Institute was at that point, but they also provided a framework that could 

be deployed to calibrate those impressions with purposeful research to indicate just what 

levels of adaptive capacity already did exist in the Institute. What is more, the extended 

Eichholz framework also included detailed structures and processes that could be applied in 

the conscious and deliberate development of Institute’s capacity to be able to work within the 

continuing bureaucratic environment while also building pockets of adaptive capacity and so 

moving further towards the Innovative Organisation type in the upper right quadrant of  

Figure 5.  

2.2.2 Cultivating adaptive capacity 

Agile responses to contemporary disruptions require a leadership model that engages 

and mobilises multiple levels of the workforce to offer and implement solutions to the 

collective problems. As Heifetz, Grashow & Linsky (2009, pp. 2 -3) put it, organisations 

today need to find forms of “improvisational expertise, a kind of process expertise that knows 

prudently how to experiment with never-been-tried-before relationships, means of 

communication, and ways of interacting that will help people develop solutions that build 

upon and surpass the wisdom of today’s experts”. They further argue that it is vital to 

understand an organisation’s challenges, its adaptive capacity, and the type of leadership that 

can diagnose what is happening, and then take appropriate action. Similarly, Eichholz (2014, 

p. 43) argues that the success of the organisation requires leaders to be across the organisation 

at all levels - a leadership model that engages and mobilises all people within the organisation 

to provide solutions to the collective challenges by “generating disequilibrium and tension 

instead of providing comfort and safety” (pp. 43-44). As Eichholz (2014) puts it, the classical 

way of exercising authority by “making decisions and giving instructions … doesn’t work as 

it used to” (p. 37), so the time for   

heroes, saviours, alpha males, and charismatic prophets seems to be coming to 

an end. Today that style of false leadership only generates distrust. The sooner 

authorities and people realize this and undertake the tough adaptive work that 

needs to be done, the sooner we will be able to mutually forge and live by the 

rules of a new, more effective and satisfying social contract. (p. 44).  
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This new form of leadership is based on asking questions rather than providing 

solutions, and is exercised with the workforce rather than on it, to shepherd them through 

what Eichholz (2014, p. 94) identifies as the three stages of a change process to increase 

adaptive capacity. 

• Stage 1 – Defining the challenge: getting all staff on board to identify the nature 

and cause of the challenge, and create a narrative explaining what change is 

necessary and why, and how it connects with all staff and their values and 

emotions. 

• Stage 2 – Deploying the solution: motivating staff to adjust their values, 

priorities, attitudes, or behaviours, to move away from technical work to 

adaptive work that addresses the challenge identified in Stage 1. 

• Stage 3 – Achieving sustainability: normalising the new values and adaptive 

behaviours, competencies, practices, dynamics, processes, and systems so that 

staff model the main adaptive traits that embody the change. 

When a new challenge arises, the process returns to Stage 1. If this is managed well, the 

more adaptive work that is performed, the greater will be the adaptive capacity of the 

organisation. A virtuous cycle is thus created (see Figure 6 below), meeting Scott’s (2003, p. 

72) requirement that change should be cyclical, not linear. 

Figure 6 

 

The change process cycle 

 

Source: Adapted from Eichholz (2014, p.94) 

In such a scenario, a challenge becomes less of a threat, and more of an opportunity. At 

times of little challenge the organisation and its staff can be in a state of equilibrium, until 

external or internal forces generate challenges. Staff then begin to feel tension because of the 
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gap between their predetermined aspirations and the state of disequilibrium that is now their 

new reality. “The gap, the degree of tension felt, prompts people to move and theoretically 

change. The larger the gap, the higher the disequilibrium, and the stronger the tension we feel” 

(Eichholz, 2014, p. 27). It is this disequilibrium and its accompanying tension that determines 

the level of staff responsiveness to the adaptive challenge, as they seek to return as quickly as 

possible to a state of equilibrium. Achieving such a new equilibrium does not, after all, mean 

that a habit of adaptive work is permanently embedded in the organisation at such a moment. 

The new equilibrium may only last for a short time, until the gap widens as a new challenge 

arises requiring further adaptive work, and so the virtuous cycle continues. A sustainable 

process of organisational change is therefore one of navigating cyclically through surges of 

disequilibrium “from one state of equilibrium … to another” (Eichholz, 2014, p. 94). 

In addition to tension and disequilibrium, for Eichholz another key concept affecting the 

level of adaptive capacity is the holding environment, which Heifetz et at. (2009) - from 

whom Eichholz acquires the term - define as the “cohesive properties of a relationship or 

social system that serve to keep people engaged with one another in spite of the divisive 

forces generated by adaptive work” (p. 305). The harder the adaptive work, the stronger the 

holding environment needs to be to constrain such divisive forces. Eichholz (2014, p. 32) 

states that the holding environment can be strengthened in a number of ways: 

• pacing the adaptive work; 

• infusing change with meaning, showing the benefits of the future;  

• providing context; 

• engaging people in conversations and new definitions;  

• acknowledging losses; 

• having change agents as allies; 

• leveraging partial results; 

• hearing employees’ concerns; 

• giving credit to the good things that have been done in the past; 

• creating a sense of belonging; 

• expressing affections; and  

• building trust in the system.  
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A strong holding environment is a co-requisite for staff responsiveness to an adaptive 

challenge, in that organisations can increase their adaptive capacity only as long as their 

holding environment gets stronger, or their responsiveness gets enhanced, or both (Eichholz, 

2014, p. 32). Enhancing responsiveness can be achieved through such tactics as:  

• protecting dissident voices; 

• encouraging employees to pay attention to and reflect on external and internal 

activities; 

• encouraging employees to take some responsibility; 

• discouraging negative behaviour by sharing information; 

• allowing smart risk taking; and 

• exposing mistakes rather than hiding them. (Eichholz, 2014, p. 32) 

Figure 7 below provides a visual representation of the relationship between the holding 

environment and workforce responsiveness on the one hand, and disequilibrium and adaptive 

capacity on the other. If the levels of disequilibrium and resulting tension are too much for the 

holding environment, the organisation can potentially be threatened with destruction, while on 

the other hand the level of workforce responsiveness may be stifled if the magnitude of the 

challenge is perceived to be overwhelming. 

Figure 7 

 

Disequilibrium and adaptive capacity 

 

Source: Eichholz (2014, p. 31) 
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For change to occur, states Eichholz (2014), a purposeful “determination to create 

disequilibrium is critical, and so is the ability to sustain it, because adaptive change takes 

time” (p. 106). For the adaptive change to succeed, the disequilibrium must therefore be 

counterbalanced by a strong holding environment that enables the workforce to build their 

responsiveness “to accept and work with change” (p. 29). Frontline workers are rarely in a 

position to purposefully build their own holding environment or set major organisational 

change in motion, so any change process “must have a top-down design” (p. 104). In other 

words, it must be guided, validated and verified by the organisation’s leaders, but in a way 

that is “not linear, but systemic” (p. 104), and fosters team efforts to build alliances and win 

over any factions that oppose the change. Heifetz et al. (2009, p. 17) state that mobilising 

people requires persistence, with “significant change” being achieved through “incremental 

experiments that build up over time”.  

What is more, Eichholz (2014, p. 106) states that  “No two change processes are the 

same”, so leadership – in the present study, myself as Dean and core researcher - must support 

and create bespoke team change processes for their particular circumstances. This provoked 

personal reflection on my leadership style, and also on how subliminally frustrated I had been 

working for many years in a predominantly bureaucratic organisation without the systematic 

knowledge or tools to initiate changes. I was therefore heartened to discover Eichholz’s 

(2014) conceptual models for building adaptive capacity within a public post-secondary 

education organisation, and to discern the inclusive, workers-as-partners, cyclic nature of 

Participatory Action Research (PAR) as a compatible methodology for implementing them. 

Further details of the use of PAR in the study are elaborated in Chapter 3. 

2.2.3 Determining adaptive capacity in a bureaucratic organisation  

As stated previously, at the time the present research was conducted I perceived that the 

Institute was primarily a bureaucratic organisation. Even though there were encouraging signs 

among my fellow members of the executive and some other staff of an acceptance of the need 

for change towards a more innovative, adaptive way of operating, evidence of the extent of 

such acceptance was uncharted. Therefore, part of my research was aimed at generating such 

evidence, using the bureaucratic organisation type as the baseline. 

Figure 8 below shows how strengthening the holding environment and enhancing the 

responsiveness of a bureaucratic organisation can enable it to countenance higher levels of 

disequilibrium and take timely measures to grapple with the disruption by moving away from 

technical work towards adaptive work.  
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Figure 8 

 

How strengthening the holding environment and responsiveness works to increase a bureaucratic organisation’s 

adaptive capacity 

 

Source: Eichholz (2014, p. 73) 

This in turn requires a greater focus on “people-orientated values like collaboration, meaning, 

and diversity, or an outcome-orientated values like anticipation, efficiency and results” 

(Eichholz, 2014, p. 73). Shifting towards such values will potentially enable a bureaucratic 

organisation to raise the holding environment line in Figure 8, and correspondingly lower the 

responsiveness line, thereby increasing the capacity to tolerate the elevated levels of 

tension/disequilibrium, building a strong holding environment where staff feel safe and 

encouraged to be creative, collaborative and flexible to generate and experiment with new 

ideas. Adaptive capacity should increase accordingly, while the impact of any destructive or 

avoidance behaviour should diminish.  

2.3 Adaptive capacity framework – dimensions and variables 

Once an organisational threat is recognised and its accompanying tension and 

disequilibrium firstly acknowledged then co-opted to develop a strong holding environment, 

the next requirement is to establish mechanisms to assist with understanding “how to design 

and conduct a process” (Eichholz 2014, p.5) to tackle the challenges faced by the 

organisation, and to frame and analyse the progress and outcomes of that process. To address 

this requirement, Eichholz (2014) discerns five crucial dimensions – purpose, strategy, 

structure, culture and talent - that an organisation must address to improve its adaptive 

capacity, and which “together form the organic whole” (p. 5) of the organisation. He 

continues the organic theme by describing the five dimensions metaphorically using human 

characteristics, as shown in Figure 9 below. 
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Figure 9 

 

Framework for addressing an organisation’s adaptive capacity 

 

Source: Adapted from Eichholz (2014, p. 113)  

Eichholz (2014, p. 123) also assigns to each dimension a range of more detailed variables 

that can be used as criteria both to evaluate and to enhance adaptive capacity. These are shown 

in Table 4. 

Table 4 

 

Variables of organisational dimensions 

Dimension Variables 

Purpose 1. The difference the organisation makes in the world  

2. The practice of hiring people with purpose. 

3. The organisation as a legacy 

4. The organisation’s connection with the community  

5. An overarching narrative  

Strategy 1. Awareness of changing circumstances that may affect the organisation  

2. Reflection on these circumstances and on the response options available  

3. Involvement of a broad range of staff in developing and testing strategy ideas  

4. Continual experimentation with new strategic directions 

5. Simplicity, which makes strategy easy to communicate, understand, and follow  

Structure 1. Decentralisation of decision making 

2. Flexibility in procedures and activities 

3. The use of steering/stirring committees to engage people in adaptive work  

4. The encouragement of intrapreneurship 

5. The use of external networks rather than relying only on internal sources  

Culture 1. The exercise of independent judgment by those within the organisation  

2. A sense of shared responsibility for the organisation 

3. Openness to disagreement within the organisation 
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Dimension Variables 

4. A high capacity for learning, especially from mistakes and failure  

5. Trust, both among employees and between employees and the authorities  

Talent 1. A system for identification of employees who will enhance your adaptive capacity  

2. A readiness to support the ripening process in employees as they grow and develop  

3. A system and a culture that supports the provision of honest feedback  

4. A determination to provide constantly changing challenges for talented employees  

5. Model staff who represent the kinds of talent the organization needs  

Source: Eichholz (2014, pp. 123, 138-139, 154, 170, 186) 

These dimensions and their accompanying variables provide a rubric “to dissect the 

whole [organisation] into a series of separate dimensions, enabling us to intervene where 

necessary while never losing sight of the connections among the dimensions” (Eichholz, 

2014, p. 117). Applying the variables can thus assist management to reduce the gap between 

the organisation’s current and desired adaptive capacities. Notably, Eichholz (2014, p. 117) 

highlights the importance of keeping sight of the connections among the dimensions and 

variables, and urges that, for any given adaptive challenge, not all variables will necessarily 

be applicable. Indeed, in the present study three variables where not included; these, and the 

rationale for their exclusion, are explicated in Chapter 4.1.1, Chapter 4.1.2 and Chapter 4.1.5. 

However, the functions of all five dimensions and all their associated variables are elaborated 

in the following sections. 

2.3.1 Purpose dimension 

According to Eichholz (2014), this dimension is about articulating why the organisation 

exists and what impact it makes in society, and whether those are sufficient to attract to its 

workforce people with purpose, who wish to contribute positively to that impact by 

approaching their work with a level of motivation to do more than simply acquit their jobs 

well in a technical way. Attracting and keeping people with purpose requires the organisation 

to support and encourage them to unleash their full potential, through safe collaboration with 

colleagues, to do work that can make a difference to the lives of others and the wellbeing of 

the community. A strong purpose can inspire its workforce to align themselves closely with 

the organisation, and therefore foster a safe and trustworthy working habitat that will in turn 

contribute to building a strong holding environment. 

Table 5 below shows how each of the purpose variables can influence adaptive capacity by 

either building a strong holding environment or enhancing organisational responsiveness, or both.  
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Table 5 

 

Dimension of purpose – functions of the variables 

Variable Promotes adaptive capacity by Why? 

The difference Strengthening holding 

environment 

People want to be part of an organisation that 

improves lives of others 

People with purpose Enhancing responsiveness Purpose driven people willingly accept challenges 

The organisation as a 

legacy 

Strengthening holding 

environment 

People want to be part of a lasting endeavour that 

will endure beyond their time 

Connection with the 

community 

Strengthening holding 

environment and enhancing 

responsiveness 

The more connections with the community (not 

just clients and customers), the more staff will 

feel held and safe, and the more responsive they 

will become.  

An overarching 

narrative 

Strengthening holding 

environment and enhancing 

responsiveness 

The narrative bolsters the holding environment by 

building shared values and enhances 

responsiveness by making people aware of the 

challenges faced.  

Source: Adapted from Eichholz (2014) 

2.3.2 Strategy dimension 

“If purpose is about why,” states Eichholz (2014), “strategy is about what (that is, vision 

and goals) and how (that is, means)” (p. 136). He also asserts that, in unstable environments, 

organisational strategy should foster a capacity for short-term responsiveness that will in turn 

promote longer-term sustainability (p. 137). The strategy, therefore, cannot be allowed either 

to stagnate in irrelevance, or to be so circumscribed as to be a barrier to responsiveness. 

Rather, it should be purposefully designed and clearly articulated to encourage and empower 

staff to recognise challenges, anticipate associated potential opportunities, and dedicate 

resources to leveraging them. Developing and revising strategy should therefore: 

• be “constant, not a once-a-year exercise” (p. 137); 

• involve not only leaders and managers, but frontline staff as well (p. 141); and  

• encourage all to challenge assumptions and contribute their ideas and experience 

to experiment with new ideas and ways of working (p. 142).  

Table 6 below demonstrates how each of the five variables of strategy can affect 

adaptive capacity by either building a strong holding environment or enhancing organisational 

responsiveness, or both.  
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Table 6 

 

Dimension of strategy – functions of the variables 

Variable Promotes adaptive capacity by Why? 

Awareness Enhancing responsiveness Builds understanding of changing circumstances. 

Reflection Enhancing responsiveness Drives managers and staff to grapple with what is 

going on, as interpretations are presented and debated. 

Involvement  Strengthening holding 

environment and enhancing 

responsiveness 

Staff are more involved when their opinions are 

listened to and valued, leading to more people 

providing more insights.  

Experimentation Strengthening holding 

environment and enhancing 

responsiveness 

Inviting staff at all levels to test new ideas to address 

challenges as they arise. 

Simplicity Strengthening holding 

environment 

Staff can clearly see that their contributions are valued 

and make a difference. 

Source: Adapted from Eichholz (2014) 

2.3.3 Structure dimension  

Every organisation requires a structure that is designed to meet its operational 

requirements “based upon its industry, its stage of development, the external realities it faces, 

the strategy it employs, and especially its people and culture” (Eichholz, 2014, p. 154). The 

challenge is to achieve the most effective balance of a “necessary degree of control with as 

little rigidity as possible” (p. 151). Different workgroups within an organisation will have 

different work functions; for example, a finance section, where the work is usually technical, 

will require more rigid, centrally controlled structures than a sales and marketing section, 

where the work is more likely to need to be flexible and adaptive (p. 153), and therefore 

require a more decentralised structure. However, it is important to note that a more 

decentralised structure does not automatically mean that it will be more innovative. A rigidly 

bureaucratic organisation, for example, will generally suppress individual staff autonomy, but 

may still have a high level of decentralised decision-making of the kind where “everything is 

predefined and people at lower levels simply apply the prescribed norms to any decision with 

no discretion at all” (p. 162).  

Table 7 below shows how each of the variables of structure can shape adaptive capacity 

through either building a strong holding environment or enhancing organisational 

responsiveness, or both.  
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Table 7 

 

Dimension of structure – functions of the variables 

Variable Promotes adaptive capacity by Why? 

Decentralisation Enhancing responsiveness Involvement of staff in distributed decision-

making in areas of their specialist expertise. 

Flexibility Strengthening holding 

environment and enhancing 

responsiveness 

Encouraging freedom of action, sufficiently 

constrained to limit risk while not inhibiting 

creativity.  

Steering/stirring 

committees 

Strengthening holding 

environment and enhancing 

responsiveness 

Bringing staff together, especially from different 

departments, to find points of commonality, 

discuss differences, and learn together to resolve 

clashes. 

Intrapreneurship* Enhancing responsiveness Forming self-organised, cross-departmental 

teams, to take collaborative initiative to improve 

process and services and create new ones.  

External networks Enhancing responsiveness Harvesting widely distributed know-how of other 

organisations to enable rapid identification of, 

and responses to, looming challenges. 

Source: Adapted from Eichholz (2014) 

2.3.4 Culture dimension 

Each organisation, whatever its type, has its own particular culture, manifested by the 

attitudes and behaviours of its people, and driven by values and norms which may be 

explicitly conceived and articulated - often by senior management who then impose them 

unilaterally on their workforce - but which may also be implicit, especially in small 

organisations or particular sections of large organisations. An organisation’s culture has a 

direct effect on its adaptive capacity.  

Organisations that are primarily bureaucratic tend to have cultures that shrink from 

disequilibrium and tension, and so are averse to tackling challenges other than those that can 

be dealt with by technical work, “because their very nature is to be defensive, acting only 

under duress” (Eichholz, 2014, p. 177). Furthermore, their leaders may even tend to disparage 

the consequences of organisational culture on the premise that “what cannot be measured does 

not exist” (p. 179). Eichholz (2014) goes on to warn against: 

• conflating culture with identity, which may reinforce the differences between 

those within the organisation and those outside, “making it more self-oriented 

and blind to external changes” (p. 180); 

 

 
* Eichholz describes intrapreneurship as creativity and innovation within and across teams, within an 

organisation. 
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• mistaking culture for organisational climate, which is concerned with the mood 

of the workforce “in a specific period of time” (p.180); 

• assuming that matters of culture are the province of the human resources section, 

when in fact culture needs to be modelled by the behaviour of the organisation’s 

senior leadership (p. 180); 

• believing that a positive culture can be achieved by simply declaring a suite of 

values for the organisation, which unless developed consultatively may not 

achieve a sense of positive ownership by the workforce (p. 180); and  

• thinking that staff training will develop positive cultural awareness and affinity 

without taking “a systemic approach that would identify and address concrete 

and well-defined cultural challenges” (p. 180). 

By contrast, what is needed is a culture “that lives with disequilibrium and tension” and 

therefore “requires a strong holding environment” (Eichholz, 2014, pp. 169-170) to empower 

the workforce to face adaptive challenges. A high level of trust is required under these 

circumstances, because if trust is lacking “people fall back on intense individualism, limiting 

collaboration, creativity, learning, and responsibility” (p. 170).  

Table 8 below illustrates how each culture variable can influence adaptive capacity by 

building a strong holding environment, enhancing organisational responsiveness, or both.  

Table 8 

 

Dimension of culture – functions of the variables 

Variable Promotes adaptive capacity by Why? 

Independent 

judgement 

Enhancing responsiveness Encourages people to express considered points of 

view instead of leaving this to management 

Shared 

responsibility 

Enhancing responsiveness 

Strengthening holding 

environment 

Removes silos and promotes mutual understanding of 

perspectives, and a feeling of belonging via open 

collaboration and generous interaction amongst teams.  

Openness to 

disagreement 

Enhancing responsiveness Encourages frank but respectful airing of differences 

so that divergent voices and perspectives can be 

considered.  

Learning, 

especially from 

mistakes and 

failure 

Enhancing responsiveness Allows team members to absorb and apply lessons that 

come from considered experimentation. 

Trust Strengthening holding 

environment 

Promotes bonding and therefore to listen to, 

understand and collaborate with others, and affirms 

staff identification with organisational purpose. 

Source: Adapted from Eichholz (2014) 
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2.3.5 Talent dimension 

For an organisation to increase its adaptive capacity it must purposefully create 

conditions in which its staff also increase their own adaptive capacities by themselves 

embodying the characteristics of an adaptive organisation in each of the other dimensions, in 

addition to the technical skills required for their specific work function (Eichholz, 2014,  

p. 192). For Eichholz, therefore, the word ‘talent’ refers specifically to those people who have 

these attributes, and should not be confused with the broader use of the word by human 

resource departments to collectively cover all the organisation’s staff members. Talent in 

Eichholz’s terms is therefore fundamental to adaptive capacity, because: 

an organization will not become more adaptive simply because the top 

management establishes a purpose, devises a strategy, designs a flexible 

structure, and defines new cultural values. This technical work is important, 

but even more important is the adaptive work of developing people who act 

with purpose, reflect, are flexible, and face challenges instead of avoiding them 

(p. 192). 

Acquiring and nurturing such people requires sustained effort, which is why “increasing 

an organization’s adaptive capacity is a gradual process that must be consciously driven” (p. 

192). Eichholz (2014) also cautions that, when addressing the dimension of talent, it is 

important to avoid: 

• developing standardised staff performance evaluations that focus solely on 

salary increments and promotions rather than providing individualised feedback 

to “help talents grow and ripen” (p. 195); 

• staff training programs that attend only to development of technical skills, with 

no focus on the organisational context including any challenges (p. 196); 

• career and succession planning focused on job security rather than “challenging 

opportunities that let talent strive and grow” (p. 196); 

• tagging only some select people as talent as an indication that the talent 

dimension is being addressed, but also sending “equivocal signals to those who 

were not labelled as talent” (p. 196); and 

• senior management deferring talent development to HR departments rather than 

themselves taking responsibility for it (p. 196). 

Table 9 sets out how each talent variable can influence adaptive capacity by either building a 

strong holding environment, enhancing organisational responsiveness or both. 
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Table 9 

 

Dimension of talent – functions of the variables 

Variable Promotes adaptive capacity by Why? 

Identification  Enhancing responsiveness Developing staff who proactively seek 

opportunities and marshal resources to address 

them. 

Ripening process Strengthening holding 

environment 

Providing staff with time and support to learn 

and grow. 

Feedback Enhancing responsiveness Providing constructive commentary to staff, 

especially about their behaviour, to enable them 

to reflect and identify gaps for improvement. 

Challenge Enhancing responsiveness Locating talent in positions where they can push 

themselves and the organisation ahead to evolve 

with new projects and initiatives. 

Models  Strengthening holding 

environment 

Motivating staff by developing, at all authority 

levels, leaders who embody the adaptive 

attributes to which the organisation aspires. 

Source: Adapted from Eichholz (2014) 

2.4 Eichholz and the Institute 

Overall, Eichholz (2014) provides a systematic template for investigation of 

organisational change, and distils a thorough framework that can be deployed both to identify 

and analyse such adaptive capacity as might already exist in an organisation, and to equip the 

workforce with the skills and dispositions both to address existing adaptive challenges and to 

meet further ones as they arise. Furthermore, for the purposes of my research study, the 

framework appeared comprehensive enough to be eminently applicable to the Institute as a 

largely bureaucratic public sector organisation with considerable rigidity in its governance, by 

challenging it to become more organic and less mechanistic in design. It offered mechanisms 

by which to develop greater flexibility around such entities as job roles and procedures to 

encourage decentralised involvement in decision-making, and to create spaces for people to 

hatch and collaboratively nurture creative ideas not only within their teams but also 

networked across boundaries. It also seemed to be sufficiently fine-grained to enable 

comparisons among various kinds of workgroup cultures in the Institute. For instance, the 

administrative workgroups had their processes and policies to follow, probably suggesting a 

conservative subculture based on primarily technical work, while the teaching workgroups 

appeared to offer opportunities for adaptive work in their approaches to delivering the 

training, even though this might potentially be in tension both with their technical work in 
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meeting the standards of centralised national training packages, and with the cultures of the 

occupations for which their students were being prepared. 

Importantly, the Eichholz model also offered the option not to apply all the variables of 

dimensions in every case. This was an advantage for my intended study in that, to be 

manageable within the scope of a professional doctorate project, it would be applied not to the 

Institute as a whole, but to the single faculty of which I was dean at the time, at which level 

some of the variables were not applicable. This is further elaborated in Chapter 3. 

Another advantage of the Eichholz framework for my research was that in addition to 

carrying the expectation of broad workforce engagement, it is designed to be applied 

cyclically. This combination led me to select Participatory Action Research as the study’s 

methodology, via which “communities of inquiry and action evolve and address questions and 

issues that are significant for those who participate as co-researchers” in more or less 

systematic “cycles of action and reflection” (Reason & Bradbury, 2008, p. 1). In turn, this 

methodology offered me personally - as the lead researcher working in insider-researcher 

capacity - the opportunity to reflect systematically on my own workplace values, norms, 

disequilibrium and tensions, and to analyse my own adaptive capacity and challenge myself to 

enhance it for the benefit of the Institute. I was fortunate to be able to question, listen, observe 

and reflect on behaviours of staff, as exemplified in Table 11, Chapter 3.3.1, to edify my 

thoughts when exploring the intervention phase. These observations highlighted the factors I 

would consider in my personal reflective processes. 

Such procedural factors are explored in the next chapter, where a research design is 

developed, and the methodology described to achieve some of the aims espoused by Eichholz 

et al. as described in this review of the contextual literature. An overview of the research 

design is shown below in Figure 10.  

  



 

40 Chapter 2: Contextual Literature Review 

Figure 10 
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Chapter 3: Research Design and Methodology 

This chapter details the research methodology for the study. It further frames the 

research context, the research roles (both of this researcher and other participants), the chosen 

method of participatory action research (PAR), its alignment with the Eichholz (2014) 

adaptive capacity framework, and its fit for the Institute’s - and more particularly the faculty’s 

- context. It also describes the methods for collection, analysis and validation of data. Ethical 

matters are also considered. 

3.1 Research context 

The Institute’s Faculty of Education, Service Skills and Environment (ESSE) was the 

specific setting for this study. At the time, it was the largest faculty in the Institute (as 

measured by student contact hours), offering a broad selection of courses across seven 

teaching departments. Table 10 shows the seven departments, their associated industry and 

course disciplines, the courses and their Australian Qualifications Framework (AQF) levels, 

and the modes of delivery.  

The higher education courses are shown as a separate group in the table even though, 

operationally, they were spread across different departments - or example, the Bachelor of 

Early Childhood Teaching in the Early Childhood Education department; the Bachelor of 

Sports Media and Bachelor of Sport Business in the Department of Sport and Recreation; and 

the Bachelor of Hospitality Management in the Department of Hospitality, Cookery and 

Bakery. This was appropriate for this study because each higher education course runs 

independently from the VET courses within each department. 

Table 10 

 

Teaching departments in the Faculty of Education, Service Skills and Environment 

Department Industry &Course 

Discipline 

Australian 

qualification 

level 

Mode of 

delivery 

Full or 

Part 

Time 

Students 

Early Childhood 

Education  

Early Childhood 

Education and Care 

Education Support 

 

Cert. 3 & Dip. 

Cert. 4 

 

BD  

C 

 

FT, PT 

PT 

 

Local, INT 

Local 

Hospitality, 

Cookery and 

Bakery 

Hospitality 

 

Cookery 

Patisserie 

Bakery 

VETiS & VCAL 

Cert. 2, Cert. 3, 

Dip. & Ad. Dip. 

Cert. 3& Cert. 4 

Cert. 3& Cert. 4 

Cert. 3 

Cert. 2 

BD 

 

C, AC AW 

C 

C, AC AW 

C 

FT, PT 

 

FT, PT 

FT, PT 

FT, PT 

PT 

Local, INT 

 

Local, INT 

Local, INT 

Local 

Year 11 & 12  
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Department Industry &Course 

Discipline 

Australian 

qualification 

level 

Mode of 

delivery 

Full or 

Part 

Time 

Students 

Tourism and 

Events  

Tourism 

Travel 

Events 

Live Production & 

Staging  

Guiding 

VETiS & VCAL – 

Tourism & Events 

Dip 

Cert. 3 & Cert.4 

Cert. 3 

 

Cert. 3 

Cert. 3 

 

Cert. 2, Cert. 3 

BD 

BD 

BD 

 

BD 

 

BD 

BD 

FT, PT 

FT, PT 

FT, PT 

 

FT, PT 

 

PT 

PT 

Local, INT 

Local, INT 

Local, INT 

 

Local, INT 

 

Local 

Year 11 & 12  

Sport  

Outdoor 

Recreation 

Fitness 

Sport Development 

Outdoor Recreation  

Tourism & Guiding 

Fitness 

 

VETiS & VCAL –  

Sport & Outdoor  

Dip. 

Cert. 4 & Dip. 

Cert. 3 Cert. 4 

Cert. 3, Cert. 4, 

& Dip.  

Cert. 2, Cert. 3 

BD 

BD & off site 

BD 

BD 

 

BD & off site 

FT 

FT 

FT 

FT, PT 

 

PT 

Local, INT 

Local, INT 

Local, INT 

Local 

 

Year 11 & 12 

Complementary 

Health  

Remedial Massage 

Naturopathy & 

Western Herbal 

Dip. 

 

Ad. Dip 

BD 

 

BD 

FT 

 

FT 

Local, INT 

 

Local 

Environment Horticulture 

Conservation land 

management 

Landscape Design 

Parks & Gardens 

Landscape 

Sport Turf 

Nursery 

Floristry 

Grave Digging 

Animal Studies 

Cert. 4 & Dip. 

 

Cert. 4 & Dip. 

Dip.  

Cert. 3 

Cert. 3 

Cert. 3 & Dip.  

Cert. 3 

Cert. 3 

Cert. 3 

Cert. 3 

BD 

 

BD & off site 

BD 

AC, C 

AC 

AC 

AC 

C 

Workplace 

C 

FT, PT 

 

FT, PT 

FT 

PT 

PT 

PT, FT 

PT 

FT 

PT 

PT 

Local, INT 

 

Local 

Local, INT 

Local 

Local 

Local 

Local 

Local 

Local 

Local 

Higher Education Early Childhood 

Teaching 

Sport Media 

Sport Business 

Hospitality 

Management 

 

Bach. Deg.  

Bach. Deg.  

Bach. Deg.  

Bach. Deg 

 

 

BD, workplace 

BD, workplace 

BD, workplace 

BD, workplace 

 

FT, PT 

FT, PT 

FT, PT 

FT, PT 

 

Local, INT 

Local, 

Local 

Local, INT 

C = Classroom – on campus (face to face teaching) Cert. 2 = Certificate II =AQF 2 

BD = Blended Delivery (mix of face to face & online materials) Cert. 3 = Certificate III = AQF 3 

AC = Apprenticeship teaching delivered on campus Cert. 4 = Certificate IV = AQF 4 

AW = Apprenticeship teaching delivered in the workplace  Dip. = Diploma  = AQF 5 

VETiS = VET in Schools Ad. Dip. = Advanced Diploma AQF 6 

VCAL = Victorian Certificate of Applied Learning Bach. Deg. = Bachelor Degree = AQF 7 

PT = Part Time 

Local = Domestic Victorian student 

FT = Full Time 

INT = International student 

 

Yet another level of complexity derived from the hierarchical nature of the faculty and 

the siloed disposition of its departments, is shown in Figure 11.  
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Figure 11 
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active workforce while carrying on its usual business, but with myself also deeply involved in 

that business as its leader, I could not position myself as a completely detached observer 

(outsider researcher), but neither could I relinquish my leadership role to be a fully engaged 

participant (insider researcher). This was one of the reasons that my chosen method became 

action research, with myself situated as a “peripheral member researcher” (Adler & Adler, 

1987). A broader rationale for these choices follows in Section 3.2.3 of this thesis.  

3.2 Research methodology and design 

This section details the ways in which the research methodology and design were 

sequenced and deployed. Participatory action research (PAR) was selected for its strengths as 

a method for improved action in complicated and complex real-world situations, and its 

alignment with the Eichholz (2014) framework to answer the research questions about 

organisational adaptive capacity. Also, as stated above, it had the methodological flexibility to 

encompass insider researcher leadership. Using qualitative methods, the data was collected 

and analysed across three action research cycles. The first and second cycle were conducted 

concurrently, with their subsequent analysis leading to recommendations for further actions 

that comprised Cycle 3. A typical iterative action research cycle process is shown in Figure 

11, while Figure 12 shows these cycles overlaid with Eichholz’s (2014) change process. Each 

involve sequential cycles, however an additional benefit of action research lies in its ability to 

encompass concurrent cycles, as shown in Figure 13.   

3.2.1 Methodology - participatory action research 

Participatory action research is a category of action research, which Kemmis and 

McTaggart (1988) describe as a problem-centred change process forming a link between 

action and research. Action researchers identify a practical problem, form an idea to intervene 

in it to create change, then implement that idea, then reflect on the outcomes and impact of the 

resulting change, all with a focus on increasing knowledge to improve practice. From such 

reflection then come ideas for further intervention for change, which form the basis for further 

cycles of action and reflection. Figure 12 below shows this cyclical nature of action research.  
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Figure 12 

 

Action research cycles 

 

Source: Velasco (2013) as cited in Posner (2016) and Narawati & Ridwan (2020) 
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current practices are the product of one particular set of intentions, conditions, and 

circumstances, other practices may be produced and reproduced under other intentions, 

conditions, and circumstances that the researchers themselves can influence. Furthermore, 

PAR is sufficiently flexible to allow a primary researcher such as myself to work in 

partnership with the participating community (Baum et al., 2006). It was thus a natural 

methodological fit for the study, as well as for the practice-focused requirements of a Doctor 

of Education project (Gillham et al., 2019). 

The list quoted in full below from Crane and O’Regan (2010, p. 3) sums up PAR as a 

process through which the participants are can:  

• reflect on and seek to improve their own work and/or situation; 

• tightly interlink their observations, reflections, plans and actions;  

• make their learning public through a process of sharing, so others can make use 

of it; 

• involve stakeholders who are most affected by proposed change;  

• enable stakeholders to participate in identifying questions, answering them and 

making decisions about action;  

• involve stakeholders in gathering data about their own questions;  

• work in a collaborative way that shares power with stakeholders;  

• encourage stakeholders to take responsibility for their own critical analysis, 

evaluation and management;  

• support stakeholders to learn progressively and publicly by testing action ideas; 

and 

• progressively enables stakeholders to ask and answer the bigger questions. 

While the cycles may overlap, success of the process resides in participants having a “strong and 

authentic sense of development and evolution in their practices, their understandings of their 

practices, and the situations in which they practice” (Kemmis & McTaggart, 2007, p. 277). 
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3.2.2 Participatory action research in building adaptive capacity 

The stages of a PAR cycle - defining the real-world issue, planning an intervention, 

intervening, then analysing and reflecting on the intervention - align well with the three stage 

process Eichholz (2014) prescribes for building and sustaining an adaptive workforce with 

capabilities in line with business needs: defining the challenge, deploying the definition and 

achieving sustainability (as previously shown in Figure 6 and explained further in Figure 9). 

Both rely on engaging with the workforce to bring about change by intervening to engender 

calculated disequilibrium and building a strong holding environment empowering the 

participants to have a genuine say in the nature and scope of the intervention without fear of 

negative consequences. These conditions then lead to outcomes that are ‘owned’ by those 

participants, who have a strong stake in seeing them sustained.  

This alignment, represented in Figure 13 below, proved opportune for this study by 

providing a combined methodology that enabled the identification of underlying adaptive 

challenges in the faculty, and a process to address those challenges. 

Figure 13 

 

Action research cycles overlaid with Eichholz (2014) change process to build adaptive capacity 

 

Source: Synthesised from Eichholz (2014) and Velasco (2013) as cited in Posner (2016) and Narawati & Ridwan (2020) 
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This is not to imply that a PAR process is inherently unimpeachable. Any planned 

intervention is implemented in the complex real-time situation of an active place of communal 

activity, so unforeseen complications may of course occur. For example, as Macdonald (2012) 

observes, participants (including the project leader(s)) may have preconceptions that impede 

their capacity to make sufficiently objective observations, or that make it difficult for them to 

develop and/or maintain their commitment to the research. There may also be wide 

divergence among participants’ values and abilities, frustrating the ability to achieve group 

consensus. Furthermore, conflicts may arise as a consequence of power imbalances among 

participants, as well as uncertainty and lack of agreement over the project’s directions. 

However, a strength of the PAR model is that it is sufficiently flexible that any such 

challenges arising in the process can potentially be addressed in subsequent cycles. Moreover, 

by contributing meaningfully to the cyclical processes - especially the intervention strategies - 

participants develop valuable personal and collaborative skills that potentially make for more 

harmonious collaborations in later cycles. Such outcomes also resonate with Eichholz’s 

(2014, p. 111) assertion that his strategies can create a virtuous cycle, as the more that 

adaptive work is performed across the organisation, the more the organisation’s adaptive 

capacity increases.  

3.2.3 Insider researcher undertaking action research  

Having worked at the Institute in senior roles for over ten years, I had deep-seated 

experiential knowledge about the organisation’s “everyday life” and its “critical events and 

what they mean” (Coghlan, 2007, p. 296). Therefore, my role in leading the study was 

inevitably as an insider researcher. This was potentially a benefit because, as Mercer (2007, 

pp. 6-7) states, an insider researcher can have more impact on the research process than an 

outsider researcher, through their knowledge and familiarity with workgroups, and by having 

greater access to participants to collect data and share information. Gray (2009, p. 314) 

acknowledges that insider researchers also have the advantage of knowing the organisation’s 

culture, jargon and personal networks, while for Coghlan (2007), being an insider researcher 

allows for real problems or concerns for the organisation to be researched in real time, 

generating “actionable knowledge” (p. 293) that can lead to effective action and learning 

across the organisation.  

This also aligns well with the Eichholz (2014) adaptive capacity framework, for which 

understanding the cause of an organisation’s problems is critical to building its adaptive 

capacity (p. 180). Causes often relate to values and behaviours - the organisational culture - 
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and, as a knowledgeable insider, I felt I was in a position to cultivate interventions that would 

build trust to allow the participants to raise sensitive issues pertaining to that culture, and 

provide the means to bring people with “divergent views and perceptions together so that they 

can collectively formulate a joint construction” (Gray, 2009, p. 318). However, I was also 

aware of pitfalls that might potentially emerge from my insider position, such as getting 

distracted by familiar day-to-day tasks and problems like people wanting my attention to 

solve problems and keep me focused on emails, phone calls, deadlines and tasks to be 

completed, or being obstructed by people who might have no interest in change and so would 

work to maintain the status quo. (Heifetz et al., 2009; Eichholz, 2014). 

Indeed, Mercer (2007, pp. 6-7) points to other potential risks associated with insider 

research in organisations, such as the workers not being willing to share information due to a 

fear of being judged, or having known the researcher for so long as to have formed 

preconceived ideas about the research, or misunderstanding or misinterpreting data, while 

Coghlan (2007, p. 297) lists others such as being too close to the data, not probing enough 

when gathering information, or being impeded by hierarchical boundaries. Indeed, the focus 

of the present study was shaped as much by my experiences of organisational blockages at the 

Institute as it was by my perceptions of potential opportunities for it to adapt to change. All 

this clearly meant that I was unable to take a fully detached observer role, yet nor could I be a 

fully immersed participant, so I adopted the role of a “peripheral member researcher”, who, 

according to Adler and Adler (1987), is one who “does not participate in the core activities” 

of the study, but rather conducts the research “from a distance” (p. 55).  

Taking this position required finding an appropriate balance between being an 

“effective driver of change” and an “astute political player” (Coghlan, 2007, p. 296-298), so I 

decided to remove myself as much as possible from direct contact with the other participants, 

to ensure them the autonomy to operate without my influence. However, as their senior 

manager I could not surrender my responsibilities for the members of the participant group, 

and for the impacts of its work in terms of the wider faculty. Therefore, following the 

suggestion of Acker (2000) to find “a way to work creatively within the tensions” (p. 62) and 

work at “arms’ length” (p. 62), I engaged a colleague to be my ‘eyes and ears’ and to make 

adjustments or decisions as she deemed appropriate, and also created a Validation Group, 

described further later in this chapter.  
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3.2.4 Qualitative research design  

Data collection and analysis for this study was conducted by qualitative methods. 

Action research, since Kurt Lewin first coined the term in 1944, has traditionally been 

considered to be a qualitative methodology (MacDonald 2012, p. 34), which Creswell (2013, 

p. 32) describes as an exploration of a social or human problem where the data is generally 

collected in the participant’s settings, with the researcher then analysing it to identify 

emergent themes and patterns. A key feature of qualitative research is that its primary aim is 

to describe and understand rather than to predict and control (Streubert & Carpenter, 1995).  

Predicting and controlling is usually the aim of quantitative research, which Creswell 

(2013, p. 32) describes as the testing of objective theories by examining the relationship 

among variables measured with numbered data and then analysed statistically. Creswell also 

acknowledges the value, in appropriate conditions, of mixed methods research combining 

qualitative and quantitative methods, as this may potentially provide a greater understanding 

of the research problem than quantitative or qualitative methods alone (2013, p. 48), and can 

also help reduce limitations and bias by allowing data collected using one method to assist, 

develop or inform data collected via the other method (2013, p. 15).  

Given such exigencies, in recent decades there has been an increased propensity to 

apply mixed methods in action research. For example, Ivankova (2015, p. 65) systematically 

reviewed 108 published mixed-methods action research studies to conclude that the most 

common rationale for mixed methods was “triangulation of quantitative and qualitative data 

sources to ensure the breadth and depth of the study and to enhance the study validity”.  

Surveys and questionnaires are the most common technique for collecting the quantitative 

data in mixed methods action research (Marti 2016, p. 169). However, the inclusion of 

surveys does not automatically signal a mixed methods approach. This depends on whether 

the numerical data is descriptive - describing behavioural variables - or inferential – 

predicting trends and behaviour patterns (Shi-Nash & Hardoon 2017, p. 331). 

In the present study, while the research instruments did include surveys along with more 

customary qualitative methods, the data collected via the surveys was descriptive in nature. 

All the research was therefore qualitative rather than mixed methods. One survey was 

designed both to moderate and to formalise my informal observations regarding the adaptive 

challenges facing the Institute. Focus groups were held to generate group interaction and elicit 

participants’ insights about and attitudes to the interventions. Another survey, along with 

semi-structured interviews, provided participants with an avenue to describe their personal 
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perceptions freely, openly and in their own words. Details of the design of the interventions, 

processes and instruments used can be located throughout Chapter 3.3 and Chapter 4.  

As the peripheral member researcher, I excluded myself from contributing to all data 

collection procedures, in recognition of the fact that they would be conducted within a cultural 

context, and so could potentially be tainted by my preconceptions. The focus groups and 

semi-structured interviews were therefore conducted by external people - one from a different 

faculty within the Institute, the other external to the Institute altogether - thus enabling the 

interviewers to be flexible and adaptive to develop a rapport with the participants and to 

answer any questions they had, and also ensuring that participants’ responses would be 

anonymous so they could speak freely. All interviews were audio-recorded, with the 

recordings sent to an external company for transcriptions that were returned to me de-

identified. 

3.2.5 Study research participants 

Members of the faculty staff were the participants in this study. My initial 

impressionistic data was gathered by me during interactions I had with staff, in formal 

meetings, or casual conversations in offices or hallways, or in the cafeteria or library etc.. 

Details of this data can be found in Table 11. I used these observations and reflections to 

inform my thinking about the type of action research intervention I would introduce in this 

study. 

The managers within the faculty, also known as Heads of Department, contributed by 

validating the data and directing the Learning and Teaching Committee intervention.  For the 

purposes of this study, this group was known as the Learning and Teaching Committee 

Reference Group (LTCRG), about which further details are given in Chapter 3.3.2. All faculty 

staff were invited to participate in a faculty survey that comprised Concurrent Cycle 1 of the 

study (more details are provided in Chapter 3.3.3).  

Volunteer faculty staff formed the core action research intervention - the Learning and 

Teaching Committee (LTC) - contributing primary data through a focus group which was 

enhanced by supplementary data collected via a supplementary focus group and and LTC 

effectiveness survey. (More details of this cycle are located in Chapter 3.3.4.) The LTC also 

participated in a third cycle, whereby data was collected from individual participants via 

semi-structured interviews (as described in more detail in Chapter 3.3.5). The LTCRG also 
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contributed to the data collection of Cycle 2, via a separate focus group as well as responding 

to the effectiveness survey (see Chapter 3.3.4 p. 69 for more details). 

Following MacDonald (2012), ethical considerations for PAR required that I, as the 

researcher, communicate with and brief all participants of the study. This involved meeting 

and communicating regularly during the LTC selection process, (see Chapter 4.2), and 

attending the first LTC meeting to reiterate the study purpose as well as benefits to the 

participants, and most importantly to emphasise that they, the LTC members, were to design 

and be responsible for their own innovations in their workgroups. The LTC was the 

mechanism for their projects to be developed, and to allow suggestions from other members, 

and to be visible to LTC members. Additionally, consultation regarding the study and its aims 

and interventions took place with the Heads of Departments before the LTCRG was formed. I 

valued this initial input and their ongoing involvement throughout the data collection phase.    

3.2.6 Study cycle design 

The two action research cycles comprising the first phase of the study were enacted 

concurrently, an approach that allows the qualitative data collection to be “conducted 

independently from each other … at the same time … within the same phase in the study 

process” (Ivankova, 2015, p. 129). The researcher then “integrates the information in the 

interpretation of the overall results” (Creswell, 2013, p. 44).  

Stage 1 thus comprised one cycle deploying a faculty survey as the intervention to 

collect qualitative data, while a roughly simultaneous cycle comprised the recruitment of the 

participants for the LTC action intervention, from whom the focus groups and interviews 

collected qualitative data. The evaluation/reflection phases of these two concurrent cycles 

recommended refinements, which in turn formed the basis for a second action research cycle - 

Stage 2. Parallel to both stages, I also established the LTCRG validation group drawn from 

management colleagues in the faculty, who agreed to meet with me periodically to receive 

progress reports, scrutinise my processes and data, offer constructive critical feedback, and 

thus help to assure the quality of the study.  

Thematic data analysis was the method used to identify and analyse patterns from the 

qualitative data. As Vaismoradi. et. al (2015, p. 100) state, qualitative thematic analysis is a 

set “of techniques used to analyse textual data and elucidate theme[s].” This was undertaken 

after reading the transcripts and survey data, then coding the material to “reduce the amount 

of raw data” and to “break the data down to manageable sections” (Vaismoradi. et. al (2016, 
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p. 104). Comments from the participants evinced common themes that were then aligned 

against Eichholz’s (2014) five dimensions of adaptive capacity – purpose, strategy, structure, 

culture and talent, as described in Chapter 2.3. Such  coding allowed for the data analysis to 

follow and to be mapped to Eichholz (2014). 

The configurations of the study’s three action research cycles (including the two 

concurrent ones) through the two stages are visaulised in Figure 14 below. Their 

implementation is then described in detail in Section 3.3. 

Figure 14 
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3.3 Research implementation 

In this section, the description of each step of the research implementation is aligned 

with the process boxes shown in Figure 14. Each box describes a phase of the journey from 

my initial observations and reflections about how the Institute could build adaptive capacity 

of its workforce, through all the iterations of the action research cycles.  

3.3.1 Initial observations and reflections 

The observation phase was instrumental in helping 

me to fashion the nature and configuration of the first 

cycles. I separated myself from direct involvement in the 

business activities of the faculty’s workgroups so that I  

 

could spend time listening, asking questions and observing the behaviours of the staff in these 

workgroups as objectively as possible, in a process that Heifetz et al. (2009, pp. 32-33) liken 

to getting “off the dance floor and onto the balcony”. This allowed me to gather observations 

around who was talking to who, who was responding to who, relationships and alliances 

between people, different views, the existence of myths and speculation, and how the 

organisation’s history, structure and culture were impacting how people went about their work 

and solved problems. 

As Heifetz et al. (2009, pp. 33-35) assert, when interpreting observations, a researcher 

must resist any urge to jump into action without taking the time to think through them 

thoroughly to ensure that they are as accurate as possible. Nonetheless, interpretations may 

still involve some educated guesswork, as having sufficient data to form a complete picture is 

generally impossible, so as well as listening to what people are saying, Heifetz et al. (2009) 

also recommend watching “body language and emotion” (p. 34) and noticing what people are 

not saying. They recommend considering what the “underlying values and loyalties are at 

stake” (p. 35), particularly whether people within the workgroups are approaching a problem 

as technical work (applying familiar organisational practices) rather than as an adaptive 

challenge.  

I recorded the data by hand, transferred it to a spreadsheet and totalled it at the end of 

the observation phase. Table 11 below reflects this data at a point in time, with the 

observations categorised according to Eichholz’s (2014) adaptive capacity variables linked in 

turn to the five organisational dimensions, and each column showing the observations judged 

at that level of capacity as both a number and a percentage of the total number of observations 

Observe: 

Researcher 

reflections 
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(N). (N) is varied as it reflects the number of observations made in each category. Higher 

percentages in the ‘minimum awareness level’ categories indicated lower levels of adaptive 

capacity, indicating that the design of the intervention needed to be targeted particularly at 

those variables.  

Table 11 

 

My initial informal staff observations mapped back to Eichholz (2014) 

Dimension Observed adaptive capacity variables 

Minimal 

awareness 

level 

Medium 

awareness 

level 

High 

awareness 

level 

N 

Purpose 

Staff view of customer service, assisting 

students 
32 (25%) 68 (53%) 28 (22%) 128 

Quality teaching and quality resources 21 (46%) 18 (41%) 6 (13%) 45 

Seeking out external “know how”, 

collaboration within own workgroup and 

other workgroups 

23 (59%) 16 (41%) 0 (0%) 39 

Shared purpose, shared values 19 (49%) 13 (33%) 7(18%) 39 

Strategy 

Awareness of change – internal and external 

influences 
13 (33%) 18 (46%) 8 (21%) 39 

Speed of identifying and implementing 

industry change into teaching 
28 (56%) 12 (24%) 10 (20%) 50 

Taking responsibility, sharing information 25 (63%) 10 (25%) 5 (13%) 40 

Innovative, new ideas, experiment, “have a 

go” 
21 (57%) 9 (24%) 7 (19%) 37 

Structure 

Take responsibility, and accountability 51 (65%) 15 (20%) 12 (15%) 78 

Make decisions or participate in making 

workgroup decisions 
64 (89%) 8 (11%) 0 (0%) 72 

Speed to respond to change 82 (64%) 29 (22%) 18 (14%) 129 

Working with others outside the Institute 0 (0%) 0 (0%) 12 (100%) 12 

Level of intrapreneurship  59 (60%) 24 (25%) 15 (15%) 98 

Culture 

Shared sense of responsibility 74 (59%) 38 (30%) 14 (11%) 126 

Learn from mistakes and failures 31 (41%) 17 (22%) 28 (37%) 76 

Trust amongst the workgroup and managers 41 (30%) 53 (39%) 42 (31%) 136 

Micromanaging by managers 7 (11%) 11 (19%) 41 (70%) 59 

Safe environment, able to speak freely 0 (0%) 58 (46%) 68 (54%) 126 

Talent 

Professional development activity – internal 

or external facing 
14 (48%) 0 (0%) 15 (52%) 29 

Support fellow work colleagues 13 (33%) 14 (36%) 12 (31%) 39 

Note: Percentages have been calculated by rounding to the next whole number when the first digit after the decimal point is 5 

or greater.  
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Observations included staff considering and “solving” a challenge/problem with a 

technical solution, along with comments such as “this is how we have always done it” or “we 

have done it this way for 20 years” or “industry don’t want any changes to what we do” or 

“no need to interact with other workgroups, they can’t help” or “we’ll be right, eventually 

everything always works out, and we just do what we do”, “there is too much change, we will 

keep doing this the same way, it worked before, it will work again”. The workforce was 

extremely comfortable in dealing with any problem using past solutions, and used minimal 

interaction outside their own workgroups, either inside or outside the faculty. For example, at 

the teacher level there was minimal interaction or collaboration between departments, with 

teachers from some departments and even the administration group reluctant to engage with 

teachers from other departments and faculties. While this might perhaps have been partly 

attributable to clashing timetables and/or to the physical distance between the departments on 

separate campuses, some workgroups did manage to overcome these hindrances and interact 

quite freely, both within the faculty and with others from outside it.  

Another clear variable was that, while all workgroups had strong industry connections, 

there was much less evidence of them having strong connections with the strategic purpose 

and position of the Institute itself. For example, when a cycle of staff redundancies was 

implemented in 2012/2013 across two departments of the faculty, staff from another 

department were oblivious to the impact this had on individuals and their work in the affected 

departments.  

As intended, observations from the observation and reflection phase provided the 

groundwork for the next phases: defining the fundamental issue(s) and the intervention(s) to 

address the study’s underlying research questions. 

1. What current adaptive capacity is demonstrated at the Institute? 

2. How can the Institute build its capacity to adapt to change? 

3.3.2 Defining the issue 

My position as Dean afforded me the scope to design and 

implement interventions that were based on the Eichholz (2014) 

adaptive capacity framework, and were seeking to foster an 

organisational culture in which staff would feel motivated to:  

• collaborate and network among each other and across silos; 

Define the issue: 

Need to 

identify/increase 

staff adaptive 

capacity.  
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• be self-sufficient and make their own decisions; 

• be responsible and accountable for their actions;  

• recognise work commonalities among themselves; 

• accept and espouse agile responsiveness to change; 

• trust each other through the intervention cycles and more broadly in the faculty; 

and 

• come together and share experiences and ideas. 

To generate data to assist in answering the two research questions, two interventions 

were initially enacted in concurrent cycles. One consisted of a faculty-wide survey aimed 

primarily at answering research question 1. The other, addressing research question 2, 

comprised the establishment and mobilisation of an action group named the Learning and 

Teaching Committee, to devise and trial ways of empowering workgroups to network, 

collaborate and learn together to build frontline leadership and decision-making capability.  

Each of these cycles is documented in detail in later sections of this chapter. However, 

through the process of framing these prospective interventions, it also became apparent to me 

that, in my position as an insider researcher, I would benefit from the assistance of others to 

serve as ‘critical friends’ who could scrutinise and give advice about the research processes, 

and thus provide a measure of dispassionate validation of the study. This gave rise to the 

formation of a validation group -  the Learning and Teaching Committee Reference Group. 

Validation group 

Ivankova (2015) suggests that any unique dilemmas arising from 

insider researchers studying their own organisations may be addressed 

by engaging a validation group which meets regularly “to review the 

study process and provide input to all its critical aspects” (p. 273). In 

this spirit I formed such a group - which I named the Learning and 

Teaching Committee Reference Group (LTCRG) - consisting of all the 

Heads of Departments (as shown in Figure 11), and chaired by the 

Head of Teaching and Learning. I was also part of this group in my 

peripheral insider research role, and relied heavily on the Head of 

Teaching and Learning to be a moderator between my expectations of   
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the research participants and my duty of care, as Dean, for their welfare.  

The formation of the LTCRG created an ongoing mechanism to monitor the formation 

and operations of the Learning and Teaching committee, especially to: 

• test the assumptions or the accuracy of predictions made during the creation 

phase of the LTC; 

• predict and pre-empt potential practical problems with its operation; 

• provide an avenue for engaging the participating workgroups with the study; and 

• provide a platform for additional concepts or views to be proposed, tested and 

possibly embedded into the study. 

The LTCRG was set up not to control the study but to guide it, and in particular to act as a 

buffer between myself and the LTC, and so reduce my direct influence and any perceived bias 

or preconceptions I might inadvertently bring to the research. Once established, this cohort of 

full-time faculty managers did indeed make recommendations for modifications of the LTC 

regularly throughout the study period, and also reviewed and provided input into all data 

collection methods. Regular LTCRG meetings were conducted with an agenda and minutes 

taken, covering the LTC intervention. Agenda items and consequent actions affecting the LTC 

operation were implemented by the Head of Teaching and Learning on behalf of the LTCRG. 

The LTCRG also contributed to the data collection in the second concurrent cycle, (refer to 

Chapter 3.3.4). 

3.3.3 Concurrent Cycle 1: faculty survey 

The task of planning and designing 

actions that could potentially address the 

adaptive capacity of the faculty suggested 

a need to capture a current faculty-wide 

snapshot of the attitudes and aptitudes. The 

first intervention cycle therefore took the 

form of a faculty-wide survey. The survey 

questions were based on Eichholz’s (2014) 

five organisational dimensions - purpose, 

strategy, structure, culture and talent - to  

Concurrent Cycle 1 

intervention:  

faculty survey 

Evaluate/Reflect 

on faculty 

adaptive capability 

levels 

Plan and design: 

intervention 

faculty survey 

Action: 

Conduct 

faculty 

survey 
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enable comparison of any differences of perception among the separate departments and their 

individual workgroups, as indicators of their different levels of adaptive capacity at the time. 

The survey, as shown in Appendix B, was designed to diagnose the influence, if any, the sub-

culture of each workgroup (department) had on maintaining the siloed status quo across the 

faculty. The survey also served as a means of moderating and amplifying my own initial 

observations  (previously mentioned in Chapter 3.3.1, Table 11), from going out into the faculty 

to hear what staff where thinking and what they were experiencing.  Concurrent Cycle 1 and 

Concurrent Cycle 2, (see Chapter 3.3.3 and Chapter 3.3.4) were designed to provide 

complementary data collected by different means to explore the research questions in Chapter 

1.6.   

Designing the survey 

The study’s application of the Eichholz (2014) 

framework necessitated that the survey prompts should be 

designed to determine judgments of values and attitudes 

rather than assertions of objective facts. Likert scale   

method was therefore used, with prompt statements designed to ensure simplicity and avoid 

any ambiguity. Closed statements were provided, against which the participants were asked to 

indicate their level of agreement. The responses of the survey were scored from left to right as 

Strongly Agree, Agree, Disagree and Strongly Disagree. All statements used the same scale, 

with all questions given equal weighting. A “Not Sure” or “Don’t Know” response was not 

offered, with the survey explicitly designed for respondents to report their attitude and 

perceptions from each of the statements. Alwin and Krosnick (1991) found responses were no 

more reliable when a “not sure” or “don’t know” response was offered than when one was not 

offered (p. 167). 

As can be seen from the full copy of the survey instrument available at Appendix B and,  

the front page (Appendix II) provided the participants with an estimation of the time needed 

to complete the survey, together with privacy and consent statements, a definition of 

‘workgroup’, and a request for respondents to identify which of the nine identified 

workgroups they belonged to (for analysis purposes, the Heads of Department were later 

added as a distinct workgroup). Also provided - in the distribution email (Appendix JJ) - was 

a statement providing potential participants with an overview of the study and its intended 

purposes. Further survey design decisions are elucidated in Chapter 4.1.   

Plan and design 

intervention: 

faculty survey 
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Two kinds of prompt statement were used:  

• 45 requiring an agreement response by selecting strongly agree, agree, disagree 

or strongly disagree, with no neutral middle prompt so that respondents had no 

option but to record meaningful attitudes and perceptions for each statement 

(Alwin & Krosnick, 1991), and 

• 15 soliciting an importance response by selecting very important, moderately 

important, slightly important, or not important – again, with no neutral option. 

Prompt statements in this importance group were worded to paraphrase 15 key 

prompts from the ‘strength of agreement’ group of 45, following the suggestion 

of Likert himself (1932) to include some overlapping statements as a way of 

checking respondent consistency.  

In addition, a free format question at the end of the survey gave respondents an opportunity to 

provide further comments. However these comments did not add to the data collected during 

the survey, and therefore are not reported in Chapter 4.    

Before the survey was distributed to all faculty staff, the LTCRG held a face-to-face 

meeting to assess its structure, the number and clarity of the prompt statements, and the 

estimated completion time. This resulted in some unanimous suggestions for minor wording 

changes, which were actioned immediately.  

Once the survey was closed, it became clear that the data collected from 14 of the 

importance statements did indeed prove to mirror their equivalents in the agreement group. 

They were therefore removed from the study, leaving only the responses to the 45 agreement 

statements included in the data analysis (see Chapter 4) and one importance statement - 13d. 

Conducting the survey 

According to Cohen et al. (2000, p. 100) there are four key 

factors in sampling: the sample size, the representatives and 

parameters of the sample, access to the sample, and the sampling 

strategy. The survey was therefore offered to all faculty employees  
 

(N=186), and, to enable comparison between workgroups, the prompt statements were 

identical for all. 

The survey (details at Appendix B) was enacted via the web-based platform Survey 

Monkey, chosen for its cost efficiency, ease of administration and distribution, and inclusion 

Action: Conduct 

faculty survey 
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of functions that enable both the scheduling of follow-up reminder notices as a means of 

encouraging strong participation rates, and the easy transfer of the response data to 

spreadsheets for analysis. It has also been shown in comparison studies to be as reliable as 

more traditional survey methods (Bentley, Daskalova & White, 2017). The survey was 

initially opened for two weeks, but was later extended for a further week, with a reminder sent 

to all faculty staff to encourage more of them to respond. 

There were 72 respondents, well above the 30 respondents that Cohen et al. (2000, p. 

100) propose as a minimum sample size to permit meaningful analysis. Moreover, following 

the further assertion by Cohen et al. (2000) that the exploration of subgroups requires a higher 

sample to accurately represent the population, this study’s response rate across the whole 

faculty proved sufficiently high to obviate any need to apply a sampling strategy. 

Figure 15 identifies the percentage of respondents by workgroup relative to the total 

number of respondents. Noting the assertion of Cohen et al. (2000, p. 101) that if the sample 

size for any group is not large enough to provide reliable statistical analysis, consideration 

should be given to abandoning that data, responses from the three workgroups each 

representing less than 5% of the total respondents were disregarded for the purpose of 

comparative analysis. However, they were retained in the analysis of the aggregated faculty-

wide responses. The remaining six workgroups for analysis, plus the addition of a distinctive 

HOD workgroup, are coded for discussion purposes as shown below in Table 12. 

Figure 15 
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However, in keeping with the survey advice to all respondents that they would remain 

anonymous for reporting purposes, the survey findings for each workgroup in Chapter 4 and 

the appendices C-X have been de-identified. Demographic data was collected in Part 1 of the 

survey (see Appendix B), however once it was collected I discovered that using the 

information in questions 1-6 could possibly identify some participants. I therefore refrained 

from publishing this information, however question 7 was generic enough to allow inclusion 

of its data. Four of the workgroups were teaching and learning workgroups, with the 

remaining three being administrative and support workgroups.  

Table 12 

 

Workgroup by discipline and descriptive code  

Workgroup name Disciplines within this workgroup 
Workgroup 

descriptive code 

Administration Administration was centralised for all teaching and 

support departments. 

ADMIN 

Early Childhood 

Education 

Teaching department as per Table 10 ECE 

Faculty Support E Learning staff, Store staff FS 

Environment Teaching department as per Table 10 HORT 

Hospitality, Cookery & 

Bakery 

Teaching department as per Table 10 HCB 

Tourism & Events Teaching department as per Table 10 TES 

Heads of Department Managers of a teaching department HOD 

 

To aid data comparison between workgroups, a percentage agreement (PA) scoring 

measure was used rather than the weighted average measure (WA). The PA measure was 

considered preferable as it allowed for scores to be between 0 to 100, making the data 

uncomplicated to code and analyse. The PA for each Likert prompt statement per respondent 

and workgroup was calculated as a percentage against the total responses for each particular 

workgroup, resulting in each of the 72 respondents’ data for 45 prompt statements being 

converted to a PA. This then allowed those responses for which the percentage choosing 

‘agree’ or ‘strongly agree’ totalled 75% or higher PA per question to be classified as 

indicating a higher adaptive capacity. The survey results in their entirety can be found in 

Appendices C to X.  
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Scores for each prompt statement were then categorised against the five Eichholz (2014) 

organisational dimensions and associated 23 variables, enabling comparison of the scores of 

each workgroup. Chapter 4 .1 details the prompt statements used to describe and interpret the 

views and perceptions of the faculty staff at that point in time .  

Evaluating and reflecting on faculty survey results 

Detailed analyses of the survey results are presented 

in Chapter 4.1 of this thesis. Suffice to note here that they 

provided strong corroboration of the results of the first 

Learning and Teaching Committee cycle (run concurrently  

with the faculty survey), and thus contributed cogently to the later choice and design of the 

second Learning and Teaching Committee cycle that subsequently ensued. The survey results 

and interpretations, as shown in Chapter 4.1, were evaluated to determine the adaptive 

capacity of the participants against Eichholz’s (2014) 23 variables. In essence, the 23 

variables were themes, to identify the strength of the holding environment and the level of 

responsiveness referenced in Chapter 2.2.2. 

3.3.4 Concurrent Cycle 2: Learning and Teaching Committee Round One 

As mentioned in Chapter 2, 

organisations are designed to push towards 

stability and equilibrium (Worley et al., 

2014; Eichholz, 2014), so my intervention 

had to have an organic design focus 

(Sherehiy et al, 2007; Burns & Stalker, 

1961) rather than a mechanistic design 

reflecting the current (at the time) 

hierarchical structure and control. 

Reviewing my initial observations against 

the framework of Eichholz’s (2014) five 

adaptive capacity dimensions led me to 

design an intervention based on the  
 

establishment of a cross-departmental working party as a collaborative, practical way to 

address my research question about how to build adaptive capacity in the faculty. The 

working party was given the name of the ‘Learning and Teaching Committee’ (LTC). 
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The purpose of the LTC was to provide a space to bring together faculty academic, 

administrative and support staff from different departments and industry backgrounds. 

Creating a place to build, trial and evaluate a series of new projects provided these staff with a 

space to build their problem-solving capabilities, allow for ideas to be discussed, solutions 

and projects to be generated; and to be heard in one place. The LTC was thus a ‘space’ to 

encourage the sharing of knowledge and ideas to build new knowledge, staff to own and make 

decisions, and to take responsibility within a setting designed to empower people to share and 

collaborate. To ensure a balance of participants, representation from all departments was 

required, along with a variety of job functions. However there were no faculty management 

members. The LTC had a flat structure with no hierarchy, and as such, by its design allowed 

for conversations around ideas to flourish.  

They were to work in an unaccustomed, autonomous environment, as part of a team of 

people they had not worked with before, thereby purposefully increasing tension to move into 

a state of productive disequilibrium. This, in turn, was intended to build participants’ 

responsiveness at both individual and team levels, leading to an increase in their adaptive 

capacity. Chapter 4.2 provides insight into how the LTC was formed, including selection of 

its participants.  

Planning and designing the Learning and Teaching Committee 

The LTC, comprising 12 staff representing teaching 

and administration areas across the faculty, was created to 

pilot interventions for change. The LTCRG supported the 

concept, with an additional member - the faculty’s Head of   

Teaching and Learning - co-opted to be the committee’s Facilitator, thus taking the 

membership to 13. 

The Terms of Reference for the Learning and Teaching Committee - framed by 

Eichholz’s (2014) five organisational dimensions - were reviewed by the LTCRG and 

approved as a platform to support the development of agile and adaptive staff by: 

• providing a forum for cross-department ideas and discussion; 

• fostering and supporting the development of student-focused learning and 

teaching; 

• encouraging the sharing, adaptation and adoption of good learning and teaching 

and related administrative practices across the faculty; 
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• providing advice and making recommendations to the Dean for innovations in 

assessment practices, learning spaces and technology; and 

• making recommendations for professional development activities for staff. 

A copy of the Terms of Reference is provided at Appendix AA. 

By thus encouraging the participants to cross boundaries and perceived barriers between 

their departments, workgroups and even campuses, formation of the LTC created both 

physical and intellectual space at their fortnightly meetings to enhance their understanding of 

the challenging political and economic environment in which the Institute was operating, and 

to experiment with ways of addressing those challenges. This was intrapreneurship in action - 

something previously unheard of in the Institute - and which became known across the faculty 

as the “ripple effect” whereby the LTC members, when discussing or introducing their LTC 

project to their workgroup colleagues, would create a “disturbance” to the status quo and 

spark the interest of others, creating a multiplier influence. Furthermore, because the LTC 

comprised ‘real life’ work involving actual staff of the faculty, it also formed a data collection 

source for the study.  

Actioning the Learning and Teaching Committee 

The LTC concept was introduced to faculty staff via email 

and other internal communications modes, initially with a call for 

volunteers to provide an expression of interest in joining the LTC 

by a brief response to questions (as shown in Appendix CC).  

These questions were designed to elicit the applicants’ reasons for wishing to join the LTC, 

what they saw as current challenges to adaptive, responsive learning and teaching, and their 

views on constraints to resolving challenges. This resulted in eight applications, so the 

remaining four places were filled by direct requests from the Head of Teaching and Learning 

who, with my assistance, identified seven staff to approach from work areas and job functions 

not represented by the eight volunteers. Four of those seven then joined the LTC, with the 

final mix of job functions comprising seven teachers (two from HCB, one from ECE, one 

from TES, one from HORT, one from CH and one from SFR), two senior educators (one each 

from HCB and ECE) for the vocational educational and training (VET) departments, one 

faculty administrator, one teaching department support person, and one HCB lecturer from 

Higher Education (HE). 
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As the study’s primary researcher, I attended the first LTC meeting, with my role being 

limited to sharing information about the project as a whole - including my role as peripheral 

member researcher - and to answer questions. The facilitator chaired the meeting and 

explained the LTC’s working parameters: that participants were to be engaged in adaptive 

rather than technical work, pursuing projects and developing and experimenting with new 

ideas and approaches addressing impediments to workplace adaptiveness, in new teams, with 

new alliances, and making their own decisions quarantined from manager input unless they 

themselves requested it. Within those guidelines, the LTC participants were free to work on 

projects of their own choosing, in which they were empowered to think, act and take 

responsibility for improving a situation or solving a problem that they themselves deemed 

worthy of such attention.  

The projects that subsequently emerged were: 

• individual project: comparison of different models of student industry 

placements across the Institute; 

• team project among LTC members: development of faculty staff 

orientation/induction package on the Institute’s Learning Management System 

(LMS); 

• individual project: LMS books - building a webpage of electronic guidance 

resources for use by everyone in the faculty; 

• individual project: development of an administration tool to collect feedback 

data from students; 

• individual project: a pilot program for transitioning students from VET to HE 

courses; 

• individual project: building good teaching practice; 

• team project among LTC members: establishing regular open forums with topics 

of teaching and learning to presented to faculty staff; and 

• individual project: professional development project focusing on teaching and 

learning design to assist students with diverse needs.  

As it turned out, the projects were not only mechanisms for the LTC participants to 

build their own adaptive capacity but also, by sharing, the adaptive capacity of colleagues 

who also became involved in their projects. On reflection it also became clear that, to all 
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intents and purposes, each project was itself an action research project led by the LTC 

participant(s) with their own workgroups. However, it was beyond the scope of this study to 

delve into the cycles of each participant’s project, other than to record the participants’ own 

self-reporting about them via the LTC data collection instruments. 

Evaluating and reflecting on the Learning and Teaching Committee  

This phase involved data collection in two parts: 

primary, and supplementary. The primary part consisted of 

two focus groups: one with the members of the LTC and 

the other with the validation group - the LTCRG. Each 

group was provided with a participant information sheet, 

(see Appendices Y and Z). However, this primary part  

 

elicited a lower than expected response, so the supplementary part - comprising a second LTC 

focus group and an LTC and LTCRG participant effectiveness survey - was added to 

corroborate and enrich the primary data. All Cycle 2 data was gathered by people external to 

the faculty. Additional ethics approval was sought and granted before the supplementary data 

collection was undertaken, as it fell outside the terms of the original ethics approval for the 

project. Both focus group sessions were recorded, with transcriptions subsequently made by 

an external paid agency.  

Further reflective observations came from reviewing and interpreting the LTC and 

LTCRG meeting minutes, which then contributed to the learnings and change actions 

throughout cycle 2, leading to some identified limitations in the LTC being addressed in the 

next cycle. The cyclic nature of PAR allows for - indeed encourages – such continuous 

improvement. 

On reflection, conducting data collection in December - after completion of the teaching 

year - decreased the opportunity for LTC members to participate in the focus groups. The 

timing prevented the development and implementation of early interventions to resolve 

problems as they were raised, and this in turn may have impeded the progress of some LTC 

members. This is an example of an ethical tension I encountered, as I was unable to intervene 

in my role as Dean to guide the LTC members. Further reflections on this can be found in 

Chapter 4.4. 
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Primary data  

I chose the focus group (see Appendix DD) as a method because reportedly it would 

provide a safe context for a variety of views to emerge, and for group dynamics to influence 

or generate new perspectives (Gray, 2009). I engaged an external facilitator to conduct it, 

using questions mapped to the five organisational dimensions of the Eichholz (2014) 

framework - purpose, strategy, structure, culture and talent, as shown in Table 13.  

Table 13 

 

LTC focus group questions mapped to the five Eichholz’s (2014) dimensions 

LTC focus group prompts Purpose Strategy Structure Culture Talent 

Within your workgroup, how would you 

describe your current process for changes 

in teaching and learning (teachers) or 

administrative practices (administrators)? 

✓ ✓ ✓ ✓  

How do you go about reviewing or 

reflecting on your own teaching practice 

(teachers) or administrative practices 

(administrators)?  

✓ ✓  ✓  

Are you encouraged and supported to 

initiate or influence innovation within your 

workgroup?  

 ✓ ✓ ✓  

If so, what type of support do you receive 

from your manager to allow this creativity 

and innovation to flourish within your 

workgroup?  

   ✓ ✓ 

Does your manager engage all members of 

your workgroup to solve problems, or are 

problems solved individually? 

✓ ✓ ✓ ✓ ✓ 

Do you reach out to other workgroups, 

either within the faculty or within the 

Institute to seek assistance or guidance to 

resolve teaching and learning or 

administrative problems? 

 ✓ ✓ ✓  

Are opportunities available for you to 

influence the teaching or administrative 

practices within your workgroup? 

  ✓ ✓ ✓ 

Do you see the Learning and Teaching 

Committee as being a mechanism to extend 

and grow an adaptive learning and teaching 

culture across the faculty? 

 ✓ ✓  ✓ 

 

The questions were designed for comparative purposes against the original expression 

of interest questions asked of applicants to join the LTC, seven months prior to the focus 

group. This was designed to elicit insight into the participants’ perceptions about the LTC’s 

potential to influence change around top down or bottom up management, and also about their 
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ability to freely network, consult and engage outside their original workgroup, experiment 

without judgement, and to support and encourage participants’ ideas.  

As it happened, only four of the 12 frontline members of the LTC attended the initial 

focus group event, and the LTC Facilitator did not participate either, in the expectation that 

this would allow members to speak freely. With hindsight this was possibly another reason 

that December was not the best time for such an activity, with teaching staff marking 

assessments and administrative staff processing results as well as the next year’s enrolments. 

This factor thus prompted me to seek supplementary data for this concurrent action cycle. The 

findings and interpretation of the primary focus group and the following supplementary focus 

group are detailed in Chapter 4.2.3.  

Supplementary data  

The supplementary focus group, (see Appendix EE), was conducted by the LTC 

Facilitator, as it appeared that the external facilitator’s lack of an embodied insider knowledge 

of the project had reduced their capacity to sufficiently probe the responses of participants in 

the initial focus group. The questions were similar in theme to those put to the primary focus 

group (see Appendix DD), and participation was again voluntary. Six of the 12 chose to 

participate this time, thus boosting confidence in the reliability of the combined data from the 

two groups.  

However, as a way of gathering further data to triangulate with the combined focus 

group data, I also asked the LTC Facilitator to design a “participant effectiveness survey” (see 

Appendix FF), for distribution not only to the LTC members but also, for comparative 

purposes, to the members of the Learning and Teaching Committee Reference Group. The 

LTC Facilitator and I discussed the topics to be covered by the survey, but the Facilitator 

designed the questions without my involvement, to diminish any likelihood of bias or 

influence by me.  

The survey was distributed to the 12 LTC participants and the five LTCRG members 

via Survey Monkey, with assurances that responding was voluntary and responses would be 

anonymised not only to me but to the Facilitator as well. Seven of the 12 LTC members 

responded, along with two of the five LTCRG members. The survey data, as collated by the 

LTC Facilitator, is presented in Chapter 4.  

The combination of all the data was analysed (as reported in Chapter 4) to address the 

first research question. The outcomes of that analysis then formed the basis for the definition 
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of the issues to be addressed in the next action cycle of the study, addressing the second 

question: How can the Institute build its capacity to adapt to change? 

To aid in the de-identification of the participants, once data was gathered for each 

collection method it was coded, for example Learning and Teaching Applications were given 

the coding APP. To differentiate between individual participants, a reference number from 

one to eight was allocated to each LTC applicant. The coding format for all data collection 

methods for analysis across all cycles have the participants coded as per Table 14 below, for 

reporting use in Chapter 4.  

Table 14 

 

Learning and Teaching Committee participants de-identification coding 

Data collection method Participant coding 

Learning and Teaching Committee applicants APP1 to APP8 

Researcher Learning and Teaching Committee focus group  RFG1 to RFG4 

Researcher Learning and Teaching Committee Reference Group focus group RLFG1 to RLFG5 

Supplementary Learning and Teaching Committee focus group P1 to P6 

Researcher Learning and Teaching Committee semi-structured interviews LTCSS1 to LTCSS13 

 

Monitoring/reflections 

Building a strong adaptive culture includes reflecting on the 

processes and outcomes of the action, intended or unintended, and 

according to Coughlan and Coughlan (2002), reflection is required 

to review the effectiveness of the intervention/s so that the next 

cycle is informed by the experience. Thus, “continuous 
 

planning, implementing and evaluation taking place over time” (pp. 233- 234), leading to 

continuous learning. 

The data collected from Cycles 1 and 2 related to the first research question: What 

current adaptive capacity is demonstrated at the Institute? Both concurrent first cycles were 

linked together to identify the level of adaptive capacity of the faculty workgroups by cross-

mapping the survey data to the influence of the LTC on each individual participant. The 

survey result for each workgroup’s current or potential adaptive capacity was compared with 
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the degree to which individual LTC participants evinced similar levels of adaptive capacity to 

the whole department.  

Reflection on the data from Cycles 1 and 2 also assisted me with the planning and 

design phase in Cycle 3, which related to the second question: How can the Institute build its 

capacity to be adapt to change? All concurrent Cycle 1 and Cycle 2 participant 

recommendations were distributed to the members of the LTCRG for review, reflection and 

insight into potential adjustments of the second LTC intervention. This review included both 

the membership make-up of the LTC, and their LTC projects. The minutes of LTC and 

LTCRG meetings reflect the interactive discussions that took place, along with 

recommendations for change leading into Cycle 3. 

3.3.5 Cycle 3: Learning and Teaching Committee Round Two 

Although the data analyses from LTC 

Round One are reported in detail in Chapter 

4, the recommendations that were adopted 

from them are previewed here because of 

their intrinsic function in informing the 

planning and design of Cycle 3 of the study, 

consisting of a second round of the LTC with 

modified terms of reference. 

 

Planning and designing the LTC Round Two 

Recommendations for improvement to the LTC were 

identified by the LTC Round One participants and supported by 

the LTCRG. As it happened, one of the suggestions was in fact 

to amalgamate the LTC with the LTCRG, so that the latter’s 

members - the faculty’s departmental managers - could be   

more directly engaged as insiders, thus strengthening the LTC’s capacity to implement the 

other Round One recommendations by virtue of their additional authority and influence. For 

example, the additional workload of LTC Round One participation was identified as a 

significant concern to its members, with a potential solution of involving the managers who 

had the delegations for workload allocation. However, this had not eventuated, as the LTCRG 

members were required at that stage to maintain their role as ‘critical friends’ to the process, 
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to assist with me remaining as a peripheral researcher without direct influence over the LTC. 

Therefore the LTCRG did not amalgamate with the LTC in this Cycle.  

The other adopted Round One recommendations were as follows: 

1. Changes to projects to focus more on teaching and learning. 

2. Review (prompted by withdrawal of some members from the LTC) of:  

a. the strategy to attract staff to LTC membership, and 

b. the mix of department representation on it. 

3. Better sharing of information from the LTC group back into their own departments 

and across the faculty, to create a “ripple effect” to engage interest from others by 

building and sharing knowledge. 

These recommendations informed the actions taken in the next phase of Cycle 3, Round Two 

of the LTC.  

Actioning the LTC Round Two 

Only 10 of the original 13 members were still on the LTC when 

Round Two was due to commence in February 2016. Six faculty staff 

were therefore approached by the Head of Teaching and Learning to 

volunteer to join the LTC. Three of these were  recruited, bringing the 

mix of job functions for Round Two to six teachers (two from HCB, 
 

one from ECE, one from TES, one from HORT and one from SFR), and two senior educators 

(one each from HCB and ECE) for the vocational educational and training (VET) 

departments, one faculty administrator, one teaching department support person, and now two 

Higher Education (HE) lecturers, one from HCB and one from ECE. 

The other key recommendations from Round One were then actioned as follows. 

1. The departmental managers negotiated with members to allow for a reduction in 

other duties so that time could be formally dedicated to their LTC work. 

2. Mechanisms for LTC members to share information and ideas with their own 

workgroups were arranged with their managers, including incorporation of an LTC 

update as a regular agenda item at department meetings. 

3. “Ripple effect” sharing of ideas and outcomes from the Round One projects across 

the faculty was fostered by:  
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a. the introduction of a monthly LTC “open lecture” style series for LTC members 

to present their project activities to faculty staff; 

b. a standing invitation to “bring a friend to the LTC” being put in place, to 

encourage members’ colleagues to hear, see and participate in the Committee’s 

regular monthly meetings; and 

c. a “drop in forum” concept, whereby any staff member from across the faculty 

could pay a visit to an LTC member and have a discussion on a range of topics, 

including ones of their own choosing. 

Evaluating and reflecting on the LTC Round Two 

As the primary data collection mechanism for the LTC Round 

Two, all participants including the facilitator received an email in July 

2016 inviting them to attend one-on-one semi-structured interviews, 

(see Appendix GG). This method was chosen because, according to 

Gray (2006), by granting the interviewer opportunities to change the 

order of the questions according to the direction of the interview, and   

not ask all questions to all participants, it permits the probing of their responses to stimulate 

deeper explanation of their views and opinions. 

This requires respondents to feel safe to speak freely, so a confidentiality statement was 

attached to the invitation email advising prospective interviewees that I had hired an external 

facilitator to conduct the interviews, and that the recordings would then be transcribed and de-

identified by an external company. The invitation email also distributed a participation form 

reiterating the aim of the study and participant involvement expectations, and a copy of the 

interview questions. The questions were mapped to Eichholz’s (2014) five organisational 

dimensions of purpose, strategy, structure, culture and talent, as shown in Table 15. 

Table 15 

 

Learning and teaching semi-structured interview prepared prompts mapped to five of Eichholz’s (2014) 

dimensions 

Prepared prompts Purpose Strategy Structure Culture Talent 

Has the Learning and Teaching 

Committee (LTC) provided a platform 

for you to try new ideas with teaching? 

✓ ✓ ✓   

In what way has the LTC encouraged 

you to do something different? 

✓  ✓   

Your project allowed you to engage 

other members from your workgroup. 

 ✓  ✓  
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Prepared prompts Purpose Strategy Structure Culture Talent 

How did you go about this? What 

strategies did you use to gain their 

support? 

Did you experience any resistance 

from workgroup members? If you did, 

what did you do to overcome this 

resistance? If not, how did you ensure 

“buy in” from your workgroup from 

the start? 

   ✓ ✓ 

Were you encouraged to seek 

assistance from other workgroups from 

different departments to assist with the 

success of your project? 

 ✓  ✓  

What support did you receive from 

your manager/supervisor? 

  ✓ ✓  

Did you take on a leadership role 

within your workgroup to get the job 

done?  

   ✓ ✓ 

Did your workgroup engage in the 

decision-making process?  

  ✓ ✓  

Did you find the LTC and your 

department a place to take action 

quickly, or were you slowed down by 

seeking approvals or compliance 

issues? 

 ✓  ✓  

When you have another creative idea, 

how would you go about getting the 

idea off the ground? What would you 

do to remove any obstacles?  

  ✓ ✓  

Overall how would you rate this 

experience? Would you continue 

operating on new ideas without the 

LTC around you? 

✓ ✓ ✓ ✓ ✓ 

 

The evaluation of, and reflection on, the combined interview responses from Round 

Two of the LTC comprised not only the final phase of Cycle 3, but also the last action of the 

final action research cycle for this study. A limitation in Cycle 3 again proved to be scant 

knowledge of the subject matter on the part of the external facilitator, resulting in lack of 

depth in some of the LTC member responses. Further details of this can be found in Chapter 

4.4.2.  However as also reported in Chapter 4.5, the overall response was generally positive 

and constructive - sufficient to the extent that LTC and LTCRG were continued post-study 

into 2017, and then again into 2018 and beyond, although with changed nomenclature and 

format. More details of this are provided in Chapter 5.   
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3.4 Ethics  

All research commenced after approval from the Human Ethics Research Committee at 

the University of Canberra. As the participants were Institute employees, approval was also 

sought from and granted by the Institute’s Ethics Review Panel. All participation in the 

research by internal faculty staff was voluntary. A Participant Information Form was 

distributed to all potential participants prior to commencement, detailing the title of the 

project, my particulars and role as researcher, an overview of the project, its aims and 

potential benefits, statements regarding confidentiality, anonymity, and how the gathered data 

would be stored, and contacts for any queries or concerns. A consent form was also 

distributed, for signature when agreed by the participant.  

Questions asked in the focus groups and semi-structured interviews were provided to 

the participants in advance, enabling them to seek clarification and make informed decisions 

about whether to participate. In the audio recordings, participants were identified by numbers 

rather than names, and the recordings were transcribed by an external professional service. 

When the de-identified transcriptions were returned to me, I provided copies to the Head of 

Teaching and Learning for distribution to the participants. All the data was stored on the 

Institute network drive in a manner to securely keep it for a minimum period of eight years. 

Engaging the Head of Teaching and Learning to be the conduit between the LTC 

members and myself reduced the likelihood of my presence having adverse effects on the data 

collection process. Additionally, the LTC members and their projects operated independently 

from the members’ day-to-day work, thus reducing potential tension or conflict between the 

members and their department managers. As previously mentioned in Chapter 3.3.2, the 

LTCRG was formed to also assist as a buffer between myself and the LTC. The Head of 

Teaching and Learning was also the conduit between the LTC members and the LTCRG. The 

LTC and LTCRG members knew me well, so although I had little interaction with the LTC 

members in their day-to-day work, the actions described above were taken to reduce any 

influence I or the LTCRG might have had over the responses they provided. The Head of 

Teaching and Learning conducted regular meetings with the LTC members, and took any 

issues raised therein to the formal LTCRG meetings to seek resolution. (For further discussion 

of ethical considerations, see Chapter 3.2.3 and 3.2.4.) 
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On the other hand a challenge I experienced throughout the study was keeping my 

distance and not intervening, as previously discussed in Chapter 3.2.3. In essence, as the core 

researcher I ‘owned’ the project. The intervention concept, design, implementation strategy, 

reflections and review for improvements were mine, so relinquishing control to others created 

for me an unintended consequence of having to refrain from interfering, supporting or 

influencing the group. Although the Head of Teaching and Learning provided my ‘eyes and 

ears’ with the LTC members, along with the support and guidance of the LTCRG, I had to be 

constantly mindful of limiting my involvement, especially as I had frequent,, unavoidable 

work dealings with many of them. Being a peripheral insider researcher therefore weighed 

heavily on my shoulders, as taking on PAR methodology involved real people working in real 

jobs and participating in an intervention that was in addition to their day-to-day work. Further 

discussion of this can be found in Chapter 3.2.2 and 3.2.3 and Chapter 5.5 and 5.6.   

3.5 Chapter summary 

This chapter provides a case for the selection and deployment of the chosen 

methodology - Participatory Action Research – as appropriate for the research context of the 

Institute and the faculty facing disruptive organisational change. PAR is a method designed to 

enable practical interventions in real world situations, and aligned well with Eichholz’s (2014) 

organisational adaptive capacity framework. Both encompass ‘virtuous cycles’ through 

defining a problem, planning an intervention, deploying and taking action, then analysing and 

reviewing the results before re-engaging and moving onto another cycle. There were three 

action research cycles, with Cycles 1 and 2 concurrent, and with their findings forming the 

base for Cycle 3. Strategies were put in place to mitigate any potential issues regarding the 

collection and reliability of the data, including ethical considerations such as participant 

confidentiality and my role as an “insider researcher”. The next chapter, Chapter 4, discusses 

the findings and interpretations from the study. 
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Chapter 4: Findings and Interpretations 

This chapter presents the findings and interpretations of data collected from the 

various instruments deployed with staff in the Institute’s Faculty of Education, Service Skills 

and Environment in relation to this study’s research questions concerning the Institute’s 

adaptive capacity to change. The data are derived from three action research cycles – two of 

them concurrent with each other – that garnered the participants’ perceptions of their 

contributions to: 

• observing and implementing the Institute’s organisational vision;  

• engagement in teamwork in their workgroups;  

• collaboration with members of other workgroups; and 

• gathering data as objective evidence for decision-making; 

along with their views on safety and trust within the workplace. This data was evaluated and 

interpreted against Eichholz’s (2014) five organisational dimensions of purpose, structure, 

strategy, culture and talent.  

Eichholz (2014) acknowledges that seeking to increase an organisation’s adaptive 

capacity is not an exact science, and counsels that applying the five dimensions holistically as 

a lens on organisational structure can be cumbersome and unproductive. Therefore, for the 

purposes of this study, the dimensions were broken down into smaller variables provided by 

Eichholz, to underpin the interventions of the three action research cycles. 

1. The faculty survey in Concurrent Cycle 1 gauged the current adaptive capacity of 

the faculty at the departmental level. 

2. Concurrent Cycle 2 established the LTC to investigate whether and how the 

purposeful creation of such a group structure could foster a culture to build 

adaptive capacity. 

3. Cycle 3 combined the findings from Concurrent Cycles 1 and 2 as a basis from 

which to probe: 

a. the extent to which adaptive capacity at the workgroup level reflected 

adaptive capacity at the individual level; and, 
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b. if the LTC design could influence the wider adaptive capacity of the faculty 

workforce. 

This application of Eichholz’s (2014) dimensions from varied perspectives was 

designed to reveal (using his terms) the: 

• disequilibrium and consequent tensions felt by staff in the face of disruptive 

organisational change, 

• existence and strength of a holding environment for staff, ensuring that a wide 

range of organisational issues and ideas could be safely and respectfully 

expressed; and,  

• degree of responsiveness of the workgroups as demonstrated by their ability to 

recognise problems and threats, and to formulate adaptive responses to them.  

4.1 Concurrent Cycle 1 – faculty survey 

The faculty survey was designed to corroborate, adjust and refine my initial insider-

researcher observations regarding what adaptive capacity was demonstrated in the faculty at 

the time (Research Question 1). The research questions were formulated following the 

Eichholz (2014) framework, against which the responses were then collated and analysed to 

derive the level of tension or disequilibrium required to bring about changes in respondents’ 

attitudes and behaviours to build their adaptive capacity.  

The survey was distributed by email to all 186 current faculty staff, of whom 165 opened 

it and 72 (44%) completed it. Table 16 shows the number of respondents by department.  

Table 16 

 

Number of faculty survey respondents by department 

Department Emails opened Responses % of responses 

ADMIN 9 6 66% 

ECE 35 17 49% 

FS 6 4 66% 

HCB 53 25 47% 

HORT 21 9 43% 

SRF, CH & HE 31 6 19% 

TES 10 5 50% 

Total 165 72 44% 
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As reported in Chapter 3 (see page 61), the SRF, CH and HE workgroups were omitted 

from analysis on account of their low response rates. An extra workgroup named HOD 

(comprising the faculty’s departmental managers) was formed and surveyed after the original 

distribution, to provide further data from a leadership perspective. The data presented in this 

chapter therefore encompasses seven workgroups: ADMIN, ECE, FS, HORT, HCB, TES, and 

HOD.  

The faculty survey data findings and interpretations are presented below, in relation to 

Eichholz’s (2014) five organisational dimensions and associated variables.  

4.1.1 Organisational dimension - purpose  

The data collected was grouped according to the four variables applicable to the 

dimension of purpose (Eichholz, 2014): 

• the difference the organisation makes in the world; 

• the practice of hiring people; 

• the organisation’s connection with the community; and, 

• an overarching narrative. 

Following Eichholz’s dispensation that not all variables may need to be addressed for any 

particular challenge, the building a legacy variable was not applied in this study because its 

domain required an extended timeframe beyond the scope of the timeline of a doctoral 

research project. 

The difference the organisation makes in the world 

To ascertain the strength of the holding environment and the level of responsiveness 

with respect to this variable, the survey asked the staff to address three prompt statements. 

• My workgroup strives to achieve a high standard of customer service. 

• People in my workgroup respond promptly to student queries. 

• People in my workgroup are committed to delivering high quality teaching and 

learning. 

Appendix C shows all responses to these prompts from the seven workgroups. The key 

finding was that six of the seven workgroups (all except ECE) were generally aligned with the 

Institute’s strategic emphasis on customer service, including delivery of high-quality teaching 

and learning, thereby signalling a potentially strong holding environment as a foundation for 
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building adaptive capacity. The responses of the ECE workgroup, on the other hand, indicated 

that they lacked a culture of high customer service. Furthermore, the fact that they were the 

only workgroup in the faculty evidencing such a lack suggested that this cohort was working 

in isolation, not collaborating with other workgroups or otherwise purposefully contributing 

to the realisation of the Institute’s strategic vision. This signified that the ECE workgroup 

probably would have weak adaptive capacity. 

Interpretative summary 

The promising responses from six of the seven workgroups in relation to this variable 

indicated a positive potential for the ECE group to be brought into coordinated connection 

and collaboration with the other workgroups in relation to the value of customer service and 

quality student engagement and learning experiences. 

People with purpose 

Purpose-driven people are more adaptive, in that they actively seek and grapple with 

personal and organisational challenges rather than take a technical work approach following 

established practices and procedures with no exercise of discretion (Eichholz, 2014, p.124). 

The survey prompt statements for this variable were therefore designed to detect the degree to 

which the staff in each workgroup were in fact people with purpose. 

• My workgroup is able to communicate quickly and act effectively with any 

changes in strategic direction. 

• My manager uses their knowledge of the workgroup’s capabilities to resolve 

problems. 

• I seek out external "know how" to increase our workgroup’s skills and 

knowledge. 

Appendix D shows all the responses for this variable, from which it is apparent that three of 

the workgroups at the time - ADMIN, ECE and HORT - exhibited a weak holding 

environment, signifying a low potential for purposeful disequilibrium and thus a likely low 

adaptive capacity.  

Interpretative summary 

This outcome suggested a need for an organisational mechanism to cross-fertilise these 

staff with those in the four purpose-driven workgroups FS, HCB, TES and HOD, to increase 

the tension and build their adaptive capacity. 



 

Chapter 4: Findings and Interpretations 81 

Connection with community 

Applying the principles of Eichholz (2014), the building of organisational adaptive 

capacity can be enhanced by fostering a culture whereby staff connect and share ideas and 

problem-solving skills both within their own workgroup community and with other workplace 

communities. In this survey, therefore, four prompt statements elicited perceptions about the 

level of support and cooperation among members of the internal community of their own 

workgroup, and between their workgroup and the external communities of the faculty and the 

Institute as a whole: 

• I provide help and support to other people in my workgroup. 

• Our workgroup works together to implement changes. 

• My manager encourages collaboration between different workgroups. 

• Collaboration is encouraged across the faculty. 

The response data (presented in full in Appendix E) indicated that three of the seven 

workgroups - HCB, TES and HOD - perceived productive connections among themselves and 

with other workgroups, while the other four - ADMIN, ECE, FS and HORT - revealed only 

limited such connections. Significantly, the same four workgroups also perceived that their 

managers did not encourage collaboration - a factor that might restrain any propensity of 

individual staff members to initiate meaningful community connections.  

Interpretative summary 

These perceptions suggest that the managers might require professional development to 

increase their own disequilibrium and subsequently, by association, the disequilibrium of their 

teams to shift them from their comfort zones and engage in adaptive work. 

Overarching narrative 

The overarching narrative variable addresses the need for narrative that explains why 

change is necessary and “how it touches every person within the organization” (Eichholz, 

2014 p. 95), connecting to their values and emotions to provide meaning during 

disequilibrium. Traditionally, an organisation’s narrative is formulated by its executive 

leadership group, and employees are required to demonstrate commitment to it at times of 

recruitment and performance review. This was certainly the case at the Institute, so the survey 

contained a single prompt statement for this section. 
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• People in my workgroup are aligned to … [the Institute’s] … values and 

objectives. 

As the response data in Appendix F shows, the ADMIN, ECE, FS, HCB, TES and HOD 

groups expressed a strong alignment to the Institute’s values and objectives The only 

exception was the HORT group. 

Interpretive summary 

These responses indicate that all workgroups except HORT would more likely than not 

be able to face organisational challenges through adaptive rather than technical work, 

provided that the values and objectives were themselves designed to promote response and 

adaptation to disruptive challenges. For the HORT group, on the other hand, the adaptive 

challenge seemed likely to involve building a clear purpose for them to better connect and 

associate themselves with the Institute’s narrative. 

Overall summary of adaptive capacity - purpose 

Table 17 provides a summary of the workgroups’ adaptive capacities as indicated by the 

participants’ responses to the prompts aligned to the purpose dimension.  

Table 17 

 

Organisational dimension: purpose – interpretative summary of the adaptive capacity 

Variable Promotes adaptive capacity by Interpretative Summary from seven 

workgroups 

More likely than not 

have adaptive 

capacity 

More likely than not 

have low adaptive 

capacity 

Difference the 

organisation makes 

Strengthening holding 

environment 

ADMIN, FS, HORT, 

HCB, TE, HOD  

ECE  

People with 

purpose 

Enhancing responsiveness FS, HCB, TE, HOD  ADMIN, ECE, HORT  

Connection with 

the community 

Strengthening holding 

environment and enhancing 

responsiveness 

HCB, TE, HOD  ADMIN, ECE, FS, 

HORT  

An overarching 

narrative 

Strengthening holding 

environment and enhancing 

responsiveness 

ADMIN, ECE, FS, 

HCB, TE, HOD  

HORT  

Three workgroups - HCB, TE and HOD - demonstrated alignment across all four 

variables. At the other end of the scale, the ECE and HORT workgroups demonstrated low 

potential for adaptive capacity for three out of the four variables, while ADMIN and FS 

showed more mixed alignments. 
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4.1.2 Organisational dimension – strategy  

The data collected for the strategy dimension was grouped according to the four 

variables applicable for the purposes of this study. 

• Awareness of changing circumstances that may affect the organisation. 

• Reflection on these circumstances and on the response option available. 

• Involvement of a broad range of people in developing and testing strategy ideas.  

• Continual experimentation with new strategic direction. 

Wholesale revision of the Institute’s strategic plan was beyond the scope of the study’s 

investigation of a single faculty, so Eichholz’s simplicity variable was omitted from the 

survey. However, its inclusion would be likely to be beneficial in any future Institute-wide 

strategic approaches that might be expanded from this study’s more limited focus. 

Awareness of changing circumstances 

According to Eichholz (2014), an organisation’s adaptive capacity is more likely to 

increase when more people are explicitly aware of the changing environment and its potential 

implications. To ascertain the level of faculty workforce understanding of the impact of the 

constant changes in technology, student preferences, industry skills requirements, government 

policies and regulations, competitors’ products, and national and global economic trends on 

the Institute, the staff of the seven workgroups were asked to rate their views in response to 

three prompt statements. 

• I am aware of external forces that are driving change within our industry 

environments. 

• My manager encourages our workgroup to be responsive to the changing needs 

of students. 

• I identify and promote how our department can implement new industry trends 

in teaching and learning practice. 

The response data (shown in full in Appendix G) indicated that a strong holding environment 

and high responsive capability may exist for five of the workgroups - ECE, FS, HCB, TES 

and HOD. However, for the other two workgroups - ADMIN and HORT - over 30% of the 

respondents indicated an underwhelming awareness of changes influencing their work, the 

Institute or industry, because while they agreed quite positively with the two “I” statements, 
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they disagreed strongly with the prompt referring to the manager’s encouragement of 

responsiveness to student needs.  

Interpretative summary 

The negative responses probably indicated that the managers of those workgroups were 

not paying attention to the external environment, or that these staff members felt unsupported 

or discouraged from making changes affecting student needs, or indeed both. Either way, this 

data implied an opportunity to increase the adaptive capability of the ADMIN and HORT 

workgroups by increasing communication between managers and workers about changes 

happening inside and outside the organisation, and encouragement to be more responsive to 

the changing needs of students.  

Reflection on these circumstances and on the response option available 

While awareness of changing circumstances is important, it is unproductive without an 

accompanying capacity to interpret the changes, challenge any underlying assumptions about 

them, and identify and take advantage of positive opportunities that may arise from them 

(Eichholz, 2014). The survey therefore also included two prompt statements addressing this 

capacity. 

• People within my workgroup have the ability to absorb and filter relevant 

information and make high quality decisions. 

• I am encouraged to participate in our workgroup issues and be involved in the 

decisions. 

As the data in Appendix H shows, 50% of participants within the ADMIN, ECE, FS, and 

HORT workgroups considered that they had little capacity or encouragement to analyse, 

interpret and contribute to decisions about how to deal with changing circumstances. 

Interpretative summary 

These outcomes suggested that an opportunity might exist to enhance responsiveness by 

introducing adaptive work around communication skills for the workgroups. To balance the 

disequilibrium thus induced, the holding environment would also require strengthening by 

building the respondents’ capacity for reflection and analysis.  

Involvement of a broad range of people in developing and testing strategy ideas  

As stated previously, the Institute’s executive team had always been responsible for 

developing organisational strategy. According to Eichholz (2014) however, removing barriers 



 

Chapter 4: Findings and Interpretations 85 

between the development and the implementation of an organisation’s strategy by seeking 

input from frontline staff is likely to generate practical adaptive solutions while also 

increasing the holding environment for these staff. Accordingly, the faculty survey asked the 

staff of the seven workgroups to rank their views in response to three prompt statements to 

ascertain their level of involvement in developing and testing strategy. 

• My workgroup takes responsibility for problems and focuses on solutions rather 

than waiting for a solution or blaming others. 

• My workgroup openly shares opinions and critical information. 

• My manager rarely micromanages and encourages my workgroup and 

individuals to find worthwhile solutions. 

As the data in Appendix I shows, the respondents from the HCB, TE and HOD 

workgroups responded positively to these prompts. However, four of the workgroups - 

ADMIN, ECE, FS and HORT - expressed high disagreement with all of them, indicating their 

perception that they had little involvement in strategy development and testing, and were 

likely micromanaged by their managers.  

Interpretative summary 

These responses suggested a workgroup culture based primarily on technical rather than 

adaptive work, which in turn signified a weak holding environment for building adaptive 

capacity. It therefore appeared advisable that for these four workgroups, their managers be 

asked to undertake professional development to realign their management styles to be more 

consultative and inclusive of the experiential insights of their staff.  

Continual experimentation with new strategic direction  

Another way to increase an organisation’s adaptive capacity, according to Eichholz 

(2014), is to develop a workplace ethos that encourages all employees, regardless of position, 

to propose new approaches and safely experiment with them. Such experimentation promotes 

continuous organisational learning, and allows employees at all levels to feel responsibility 

for, and ownership of, the organisation’s success. In the Institute’s case, such experiments 

might include (but not be limited to), new course design and delivery, acquisition of new 

resources, and new ways of engaging with each other, with students, and with industry. 

Accordingly, the faculty survey asked the workgroup members to respond to three 

prompt statements. 
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• My workgroup is encouraged to experiment with new ideas, try new ways. 

• My manager creates a safe environment for the workgroup to take risks to find 

solutions to complex problems. 

• I can innovate and experiment without reprisal. 

For the first of these prompts, participants from four workgroups – ADMIN, ECE, FS 

and HORT – indicated, by their level of disagree or strongly disagree response as shown in 

Appendix J, that they were not encouraged to experiment with new ideas or try new ways. 

This suggests that these workgroups likely perceived that the responsibility for adapting to 

change belonged to someone else, and that their response to any unavoidable change would be 

approached via technical rather than adaptive work.  

In terms of how safe staff felt in getting involved in problem-solving experiments, three 

workgroups - ADMIN, HORT and HOD - registered high disagreement responses, indicating 

a likely reluctance to engage with such ventures even if they were offered.  

For the prompt statement about staff members’ perceived ability to experiment without 

reprisal, the ADMIN, ECE, HORT and HOD workgroups all responded negatively. This 

indicates not only that these did staff not feel safe to propose new ways of responding to 

change, but also that they feared negative consequences if they did so - possibly from their co-

workers, their managers, people in the wider Institute, or perhaps even all of these.  

Interpretive summary 

Overall, this response data indicated that five of the seven workgroups - ADMIN, ECE, 

FS, HORT and HOD - were operating at least to some extent in a weak holding environment, 

for which productive tension needed to be generated to a level to generate adaptive work, 

while also strengthening the holding environment via safe, inclusive consultation processes 

actively seeking and valuing their frontline wisdom.  

Summary of adaptive capacity - strategy 

Table 18 provides a summary of the workgroups’ adaptive capacity according to the 

participants’ responses to the statements aligned to the strategy dimension. 
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Table 18 

 

Organisational dimension: strategy – interpretative summary of the adaptive capacity 

Variable 
Promotes adaptive 

capacity by 

Interpretative Summary from seven workgroups 

More likely than 

not have adaptive 

capacity 

More likely than not have low 

adaptive capacity 

Awareness of 

change 

Strengthening holding 

environment and enhancing 

responsiveness 

ECE, FS, HCB, 

TE, HOD  

ADMIN & HORT  

Reflection Enhancing responsiveness HCB, TE, HOD  ADMIN, ECE, FS, HORT  

Involvement Strengthening holding 

environment and enhancing 

responsiveness 

HCB, TE, HOD  ADMIN, ECE, FS, HORT  

Experimentation Strengthening holding 

environment and enhancing 

responsiveness 

HCB, TE  ADMIN, ECE, FS, HORT, HOD  

 

Overall, this response data indicated that four of the seven workgroups - ADMIN, ECE, 

FS and HORT – seemed to be entrenched in a weak holding environment, for which 

productive tension needed to be generated to a level to foster adaptive work by engaging staff 

purposefully in safe, inclusive consultation processes actively seeking and valuing their 

frontline wisdom. Even the HOD workgroup indicated a need for some development in 

experimentation, while only HCB and TE indicated strong overall adaptive capacity for these 

variables. 

4.1.3 Organisational dimension - structure 

The data collected was grouped according to the five variables applicable to the 

organisational dimension of structure;  

• decentralisation of decision making; 

• flexibility in procedures and activities; 

• the use of steering/stirring committees to engage people in adaptive work; 

• the encouragement of intrapreneurship; and, 

• the use of external networks rather than relying only on internal sources 

Decentralisation of decision-making 

According the Eichholz (2014), a relaxation of managerial rigidity and control by 

delegating some decision-making to frontline staff is likely to broaden the number of 
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perspectives considered, and reduce reliance on a few individuals to make decisions. 

Accordingly, the faculty survey asked staff to rank their response to three statements in 

relation to this variable. 

• My workgroup is encouraged to take responsibility and accountability for 

decisions made within the group. 

• My faculty encourages delegation of decision-making throughout all levels 

within the faculty. 

• My manager rarely micromanages and encourages my workgroup and 

individuals to find worthwhile solutions. 

Based on the response data presented in Appendix K, only two of the workgroups - TE 

and HOD - responded positively to these prompts, while five - ADMIN, ECE, FS, HORT, and 

HCB - perceived decision-making as something done by their managers, with no delegation to 

themselves of any appreciable responsibility and accountability for workgroup decisions. The 

Eichholz (2014) framework deems that such workgroups as these latter ones would benefit 

from an increase in purposeful tension, with their hands-on knowledge valued via 

authorisation to make independent decisions where appropriate, and to provide input into 

processes for cross-workgroup decision-making.  

Interpretative summary 

In order to enhance responsiveness, develop a stronger holding environment and 

increase adaptive capacity, variations might be warranted in the Institute’s organisational 

structure, especially with regard to delegations. 

Flexibility in procedures and activities 

According to Eichholz (2014), all organisations need rules to guide their operations and 

the activities of their staff. If the business environment is relatively stable, a procedure-driven 

work culture can function satisfactorily, even efficiently, with staff doing technical work. 

However, when circumstances change, especially if such changes are rapid and unpredictable, 

flexibility is required to ensure that the organisation does not hamper its potential because of 

locked-in procedures and circumscribed activities.  

To investigate this variable, the faculty survey included two prompt statements seeking 

respondents’ perceptions both of their personal procedural flexibility and that of their 

workgroup. 
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• Our workgroup can realign to respond quickly to change. 

• I demonstrate flexibility with implementing changes quickly. 

The response data presented in Appendix L shows that respondents from five of the 

workgroups - ADMIN, ECE, HCB, TE and HOD - considered themselves and their 

workgroups to be generally flexible and responsive to change. However, respondents from FS 

and HORT perceived their workgroups as struggling to respond quickly to change. While it is 

possible that the Institute’s proliferation of policies and procedures at the time may have 

contributed to this, the relative flexibility of the five other workgroups suggests that it may 

not have been the main inhibitor.  

Interpretative summary 

More likely than not the constraints were either personal or imposed by their managers 

or the faculty structure. Either way, some adjustments to procedures and standards, to 

authorise and encourage more staff input and ability to modify procedures to address 

emerging problems, would likely strengthen their holding environment to a point at which 

they could tolerate more disequilibrium and so better placed to respond quickly to changes as 

they arise.  

The use of steering/stirring committees to engage people in adaptive work 

As Eichholz (2014) observes, staff meetings are a common form of communication 

across organisations. Some meetings inevitably focus on technical work such as simply 

sharing information or identifying tasks to be undertaken, but these are usually short and to 

the point. On the other hand, meetings addressing adaptive work need more time for what 

Eichholz calls stirring, to purposefully encourage the airing of issues and differences, and the 

synthesis of expertise and ideas to work through and resolve problems. So, to ascertain the 

strength of the holding environment and the level of responsiveness for this variable, the 

survey asked the workgroup members to respond to two statements. 

• I engage in meetings to share information and collectively respond to problems. 

• I am happy to share my expertise with our workgroups. 

As the data presented in Appendix M shows, most respondents perceived that they did 

share information and responded to problems collectively. This general positivity seemed to 

indicate that managers were allowing for active member participation at workgroup meetings. 

This in turn seemed to suggest a strong holding environment, a conclusion strengthened by 
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the fact that the responses from all workgroups including ADMIN indicated their agreement 

with the two prompt statements regarding sharing expertise within their workgroups.  

Interpretative summary 

This high level of positive response indicated both a strong holding environment and 

significant potential responsiveness in terms of this variable. However, such a conclusion 

needs in this instance to be treated with some caution, as I realised in hindsight that none of 

these prompt statements specified whether the type of work undertaken in the meetings was 

technical or adaptive.  

Encouragement of intrapreneurship 

An organisation will enhance its adaptive capacity if it encourages and resources 

intrapreneurship (creativity and innovation within and across workgroups teams) and has 

sufficiently flexible structures and procedures to allow it to flourish (Eichholz, 2014). So, to 

ascertain the level of engagement with this variable, the survey prompted workgroup 

members to respond to four statements.  

• Departments across the faculty share information and cooperate with each other. 

• My workgroup openly shares opinions and critical information. 

• My manager encourages collaboration between different workgroups. 

• Collaboration is encouraged across the faculty. 

The response data, as reported in Appendix N, showed that four of the workgroups - FS, 

HCB, HOD and TE - perceived some level of intrapreneurial potential, though not strongly.  

However, the level of disagreement was high for the other workgroups - ADMIN, ECE and 

HORT - with some respondents indicating that there was no sharing of information at all, 

even within their own workgroups let alone across department boundaries.  

Interpretative summary 

Given the importance of organisational structure in encouraging or inhibiting creative 

collaboration and innovation, this low level of intrapreneurship compatibility could have 

reflected the Institute’s bureaucratic structure at the time, including a high level of managerial 

control. 

These responses seemed to suggest that some restructuring of the faculty and its 

processes and procedures might be worth pursuing, to build and hold tension to a level of 
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purposeful disequilibrium whereby workgroups were empowered to work creatively in cross-

functional “stirring committee” collaborations drawing on their combined knowledge and 

skills to generate adaptive solutions to the Institute’s problems. A starting point for such a 

restructure could be an analysis, adaptation and wider adoption of the holding environment 

conditions of the two workgroups HCB and TES, whose responses indicated that they already 

had some level of intrapreneurial culture. 

The use of external networks rather than relying only on internal sources 

Eichholz (2014) suggests the use of external networks as another way to increase 

adaptive capacity by increasing responsiveness. No single organisation, according to Eichholz 

(2014), can design and produce everything in one place. Reaching out to tap into external 

expertise and create alliances will increase adaptive capacity.  

The survey prompted workgroup members to respond to two statements on this topic.  

• I seek out external "know how" to increase our workgroups skills and 

knowledge. 

• Developing and engaging with professional networks outside my workgroup 

assists with solutions to problems. 

For this topic, the second statement asked participants to rank the level of importance rather 

than their level of agreement, and was the only such statement used under survey questions 

13, 14 and 15. The reasons for this have been canvassed in Chapter 3.  

All but one workgroup, ADMIN, perceived that they sought out knowledge and 

expertise externally to their workgroup, as shown in Appendix O. The ADMIN group, in 

contrast, had a high disagreement rate of 50%, indicating that they did not engage and learn 

easily with others, whether in the faculty or the wider Institute.  

Interpretative summary 

The set of circumstances for the ADMIN group could be due to a lack of opportunity 

created by managers to encourage outward thinking and or support for them. All other 

workgroups responded very positively, however the data should be taken with caution as the 

statements did not clearly articulate whether the problems required technical or adaptive 

solutions, or even both.  
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Summary of adaptive capacity - structure 

Table 19 below shows that overall, there is likely a low adaptive capacity for ADMIN 

in relation to four of the five variables, HORT for three variables and ECE and FS for two 

variables. All four of these workgroups would therefore be likely to benefit from a reduction 

of barriers between all groups, with more flexible structures and procedures to foster cross-

workgroup collaboration and networking, empowering staff to participate in creative 

innovation and problem-solving. Some of this could potentially be learned from analysis of 

the current intrapreneurial activities of the other three groups - HCB, HOD and TE - although 

all groups appeared likely to benefit from purposeful disequilibrium to foster a culture of 

intrapreneurship in a way that would genuinely value and empower them, and thus build and 

maintain a strong holding environment. 

Table 19 

 

Organisational dimension: strategy interpretative summary of the adaptive capacity 

Variable Promotes adaptive capacity by 

Interpretative Summary from seven workgroups 

More likely than not 

have adaptive capacity 

More likely than not 

have low adaptive 

capacity 

Decentralisation Strengthening holding 

environment and enhancing 

responsiveness 

TE, HOD  ADMIN, ECE, FS, 

HORT, HCB  

Flexibility Strengthening holding 

environment 

ADMIN, ECE, HCB, 

HOD, TE  

FS, HORT  

Steering/stirring 

committees 

Strengthening holding 

environment and enhancing 

responsiveness 

ECE, FS, HORT, HCB, 

HOD, TE, ADMIN  

 

Intrapreneurship Enhancing responsiveness FS, HCB, HOD, TE  ADMIN, ECE, HORT  

External 

Networks 

Strengthening holding 

environment and enhancing 

responsiveness 

ECE, FS, HORT, HCB, 

HOD, TE  

ADMIN  

4.1.4 Organisational dimension – culture 

Eichholz (2014, p. 170) nominates five variables for the organisational dimension of 

culture, including: 

• the exercise of independent judgement by those within the organisation; 

• a sense of shared responsibility for the organisation; 

• openness to disagreement within the organisation; 

• a high capacity for learning, especially from mistakes and failures; and 
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• trust, both among employees and between employees and the authorities.  

The data for the first four of these variables - independent judgement, shared responsibility, 

openness to disagreement, and learning - pertain primarily to the level of purposeful tension 

needed to bring people together to face challenges as they arise. On the other hand, the fifth 

variable, trust, is what keeps people together despite any difficulties in “openly 

acknowledging and exploring problems and the discomfort this behaviour may create” (p. 

175). It is, therefore, crucial in building a strong holding environment.  

Independent judgement 

As Eichholz (2014) puts it, the organisation’s adaptive capacity is enhanced by 

increasing staff responsiveness in relation to this variable, with individuals able to “express 

their points of view and concerns rather than defer to authorities” (p. 171). Accordingly, the 

workgroups were asked to respond to three prompt statements to ascertain their levels of 

encouragement to exercise independent judgement. 

• My faculty encourages delegation of decision-making throughout all levels 

within the faculty. 

• My manager rarely micro-manages and encourages my workgroup and 

individuals to find worthwhile solutions. 

• I am encouraged to participate in our workgroup issues and be involved in the 

decisions. 

As the data reported in Appendix P shows, the responses to the first prompt about 

delegation of decision-making showed a high proportion of the respondents in five 

workgroups - ADMIN, ECE, FS, HORT and HCB - perceiving that independent judgement 

was not encouraged in their contexts. This may have been at least partially due to the 

Institute’s structure at the time being unconducive to cross-functional collaboration.  

However, regarding the second prompt about micro-management, a third of respondents 

overall judged that they were not encouraged to act without instruction to find solutions, with 

two of the groups - ADMIN and HORT – indicating high levels of managerial control, and 

inhibition from taking independent initiatives.  

For the third prompt about encouragement to participate in workgroup issues and be 

involved in decisions, the workgroups ADMIN, HORT and ECE reported significantly more 

negatively than their counterparts in the other groups.  
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Interpretative summary 

These outcomes suggested that some adjustments in the organisational structure of the 

faculty, along with targeted professional development particularly of managers but also of 

frontline staff, might strengthen the holding environment and in turn enhance the potential 

adaptive capacity of not only ADMIN, HORT and ECE but the others as well.  

Shared responsibility 

According to Eichholz (2014) the existence of groups who do not share information, 

goals, tools, priorities and processes with other groups can constitute “a disease that has 

helped to kill many organisations” (p. 171). Such a siloed mentality can create a culture of 

avoidance of challenges, and of blaming others. In contrast, open interaction and collaboration 

between employees and workgroups allows them to develop a mutual sense of belonging and 

understanding of the impacts each has on the organisation and each other, thereby increasing 

potential for adaptive capacity by both strengthening the holding environment and enhancing 

responsiveness (p. 172). Accordingly, the survey asked the respondents for their views on six 

prompts. 

• People in my workgroup have a strong sense of commitment and shared purpose 

to the Institute's organisational priorities. 

• People in my workgroup are aligned to the Institute's values and objectives. 

• There is a strong sense in the faculty that we win together and we lose together. 

• My workgroup takes responsibility for problems and focuses on solutions rather 

than waiting for a solution or blaming others. 

• Departments across the faculty share information and cooperate with each other. 

• My manager encourages collaboration between different workgroups. 

As shown in Appendix Q, all workgroups except HORT signified a fair degree of 

shared purpose and focus on the big picture of the organisation, as elicited by the first two 

prompts. However, this seemed to be somewhat contradicted by the responses to the other 

prompts, such as the high number of “disagree” responses from ADMIN, ECE, FS, and HCB 

to the “we win together and we lose together” prompt, and the responses from ADMIN, ECE, 

HORT and HCB indicating that information-sharing and cooperation among workgroups was 

limited and unsupported by their managers.  
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Interpretative summary 

All in all, the results for the shared responsibility variable suggested that while there 

was some sense of commitment to the Institute’s mission and values, this commitment was 

not backed by a sense of shared responsibility for the organisation as a whole. Most of the 

faculty workgroups were operating in siloed isolation, most likely with weak holding 

environments and low responsiveness. Once again, this seemed to suggest a need for some 

modification of the faculty’s - and possibly by extension the Institute’s - organisational 

structures and procedures, facilitated by related professional development for all staff, 

especially the managers.  

Openness to disagreement 

According to Eichholz (2014), an encouragement of divergent voices - valuing openness 

and encouraging diversity of opinions among different groups of people - will enhance 

organisational responsiveness and lead to greater adaptive capacity. An ethos of respectful 

safety needs to be established so that staff can acknowledge the ‘elephants in the room’ and 

constructively debate possible courses of action. Accordingly, the faculty survey prompted 

workgroups to respond to four statements. 

• I am recognised for the contribution I make. 

• My workgroup openly shares opinions and critical information. 

• Differing viewpoints and perspectives are encouraged in my workgroup. 

• People within my faculty show respect for a diverse range of opinions, ideas and 

people. 

As shown in Appendix R, four workgroups - ADMIN, ECE, FS and HORT - perceived 

that they were undervalued for the contribution they made. For the remaining three prompt 

statements, which elicited respondents’ perceptions about how their workgroups and faculty 

value “frankness, disagreement, and diversity” of ideas (Eichholz, 2014, p. 173), HORT, ECE 

and ADMIN registered low levels of encouragement to voice their views, and none for 

sharing and discussion of diverse views and ideas.  
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Interpretative summary 

Such a lack of collegial discourse would likely reduce the potential richness of ideas and 

suggestions that might be derived from frontline staff, and even cultivate a practice of 

avoiding adaptive challenges. As with the other variables, therefore, it appeared that 

adjustments to organisational structures and procedures were needed, along with targeted 

professional development for staff. 

Learning 

Eichholz (2014) argues that an ability to experiment with new ideas is a valuable trait to 

foster within an organisation, along with a concomitant ability to learn from these 

experiments, especially when they fail. Implementing what has been learnt in these ways 

“increases the adaptive capacity of an organisation by enhancing its responsiveness” (p. 175). 

However, he also acknowledges that it is difficult to create a culture of learning that embraces 

failure as a learning opportunity instead of a reason for apportioning blame. Individuals 

within the organisation, he asserts, need to be both “open and humble enough to learn from 

others” and “generous and vulnerable enough to share their own learning with others” (p. 

174). The survey therefore asked participants to respond to five prompt statements connected 

with learning practices. 

• My workgroup openly shares opinions and critical information. 

• Our workgroup anticipates changes and takes appropriate action. 

• My workgroup is encouraged to experiment with new ideas, try new ways. 

• My workgroup takes responsibility for problems and focuses on solutions rather 

than waiting for a solution or blaming others. 

• I can innovate and experiment without reprisal. 

The responses (reported fully in Appendix S) indicate that participants from ADMIN, 

ECE, FS and HORT perceived their workgroup culture as characterised by unwillingness to 

share opinions and critical information. These same workgroups, together with HCB, also 

showed negative perceptions about their workgroups’ abilities to anticipate change and act, 

and to engage in experimentation. Only the TES and HOD workgroup respondents showed 

positive perceptions in response to these three prompt statements. The HOD participants did, 

however, join those from ADMIN, ECE, and HORT in recording significant levels of 

disagreement with the prompt statement about their workgroups’ mandates to innovate and 
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experiment without reprisal. The ADMIN, ECE and FS responses to the remaining prompt 

indicated a perceived tendency in these workgroups to blame others for problems and wait for 

solutions, rather than taking responsibility for them.  

Interpretative summary 

Overall, five of the seven workgroups perceived a lack of support to experiment with 

new ideas and solutions to problems, and to learn from such experiments, especially any 

failures. This suggested an opportunity to increase purposeful disequilibrium by applying 

strategies to bring staff together to share their experiences and knowledge and from that, to 

develop and try new ways of working to solve challenges.  

Trust 

As stated earlier in this chapter, while tension is a stimulus for an adaptive work culture, 

it can be unproductive unless it is contained within a strong holding environment of trust. 

Eichholz (2014, p. 176) distinguishes two kinds of trust: 

• vertical trust, whereby the values and cultures of workgroups are aligned with 

those of their managers and executives, and  

• horizontal trust, whereby people within the workgroups are mutually bonded and 

supportive.  

Both vertical and horizontal trust are “critical in providing the holding environment necessary 

when disequilibrium is high and adaptive work is needed” (Eichholz, 2014, p. 176). To address 

the trust variable, therefore, the faculty survey asked participants to respond to three prompt 

statements, with the first two focussing primarily on the vertical, and the third on the horizontal. 

• I can innovate and experiment without reprisal. 

• My manager creates a safe environment for the workgroup to build commitment 

and trust. 

• I provide help and support to other people in my workgroup. 

The response data (reported in full in Appendix T) shows three of the seven workgroups 

- ADMIN, HORT and HOD - generally disagreeing with the vertical trust prompts about 

innovating and experimenting without reprisal, and also about their managers creating a 

trustful environment. This was especially the case with the ADMIN group. On the other hand, 

the ECE, FS, HCB and TE groups generally responded favourably for both vertical trust 

indicators. Moreover, the levels of horizontal trust (indicated by responses to the third prompt 
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statement) were quite strong across all the workgroups. Combined, the responses to the three 

prompts suggest that the holding environments across the faculty might generally be quite 

strong, except for vertical trust in the HORT, HOD and especially the ADMIN groups.  

Interpretative summary 

The overall holding environment might therefore be enhanced if the four higher-trust 

groups could share their trust-building strategies and practices with the other three. Some 

intervention from upper management might also be required, along with appropriate 

professional development that could benefit all the workgroups, not just those with lower trust 

levels. Without such reinforcements and enhancements of trust culture, the diminished 

holding environment would be likely to adversely affect the workgroups’ development of 

adaptive capacity. 

Summary of adaptive capacity – culture  

Table 20 below indicates at least some sub-optimal adaptive capacity for most 

workgroups across all variables used to identify the culture dimension. In particular, the 

ADMIN, ECE, FS, HORT and HCB groups might benefit from some procedural restructuring 

and professional development to strengthen the holding environments so that purposeful 

disequilibrium could potentially lead to greater adaptive capacity.  

Table 20 

 

Organisational dimension: culture – interpretative summary of the adaptive capacity 

Variable 
Promotes adaptive capacity 

by 

Interpretative Summary from seven workgroups 

More likely than 

not have adaptive 

capacity 

More likely than not have low 

adaptive capacity 

Independent 

judgement 

Enhancing responsiveness HOD & TE  ADMIN, ECE, FS, HCB, HORT  

Shared 

responsibility 

Strengthening holding 

environment and enhancing 

responsiveness 

HOD & TE  ADMIN, ECE, FS, HCB, HORT  

Openness to 

disagreement  

Enhancing responsiveness HCB, HOD &TE  ADMIN, ECE, FS, HORT  

Learning  Strengthening holding 

environment and enhancing 

responsiveness 

HOD & TE  ADMIN, ECE, FS, HCB, HORT.  

Trust Strengthening holding 

environment 

ECE, FS, HCB & 

TE  

ADMIN, HORT, HOD  
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4.1.5 Organisational dimension – talent 

Eichholz (2014) asserts that the organisational dimensions of purpose, strategy, 

structure, and culture are “only abstract concepts without people to make them real” (p. 183). 

The pursuit of adaptiveness requires staff (talent) “who can infuse meaning, who think, who 

encourage flexibility, and who tackle the challenges they face” (p. 183). The more of this type 

of staff there are, the more likely it is that the organisation will be adaptive. The talent data 

collected by the faculty survey was therefore framed and analysed according to the four 

Eichholz variables of talent. 

• A readiness to support the ripening process in employees as they grow and 

develop. 

• A system and a culture that supports the provision of honest feedback. 

• A determination to provide ever-changing challenge for talented employees. 

• Models who represent the kinds of talent the organisation needs. 

Eichholz’s fifth variable - “a system for identification of employees who will enhance 

adaptive capacity” - was beyond the scope of this study. However, identifying the right talent 

when seeking to hire new employees would possibly be beneficial in any future study to 

define the traits required to build adaptive capacity within the workforce.  

Ripening 

To be adaptive, organisations require people who “evolve by facing adaptive challenges 

… [while recognising that they] … never get it right immediately” (Eichholz, 2014, p. 188). 

There is a “ripening” process that takes some time “before they start seeing the fruits” (p. 

188), during which they need to be assigned adaptive challenges in safe holding environments 

to develop their talent, supported by coaching, mentoring and peer to peer support. These 

conditions will consequently enhance their adaptive capacity and with it, the adaptive capacity 

of the organisation. Accordingly, participants were asked to respond to a single prompt 

statement for this variable. 

• My manager creates a safe environment for the workgroup to take risks to find 

solutions to complex problems. 

As reported in full in Appendix U, two workgroups, ADMIN and HORT, indicated that 

safe circumstances for the nurturing and ripening of their adaptive capacity were not provided 

by their managers.  
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Interpretative summary 

This again indicated a need for purposeful professional development both of managers 

and of staff in these workgroups, to engender a culture of support in which talent could ripen 

most effectively. Such training might perhaps be delivered by organisational experts, but 

might also usefully call upon and systematise the skills of staff in the other workgroups who 

perceive they already have safe ripening conditions for tackling adaptive challenges. 

Feedback 

The feedback variable relates to a culture in which people in the organisation feel free 

and safe both to give and to receive honest, straightforward feedback in relation to ideas and 

proposals for meeting adaptive challenges. Such feedback is valuable as it allows staff to 

identify shortfalls both in organisational behaviour and in their own conduct, to question such 

deficits and to put forward ideas to amend them (Eichholz, 2014, p. 189). This in turn both 

bolsters the holding environment and increases responsiveness. To address this, a single 

prompt statement was put to the workgroups concerning the feedback variable. 

• Differing viewpoints and perspectives are encouraged in my workgroup. 

As shown by the response data in Appendix V, ADMIN and HORT had more than 50% 

of respondents’ record that they were not encouraged to provide differing viewpoints and 

perspectives.  

Interpretative summary 

These responses indicated that for those two workgroups, honest and straightforward 

feedback was not encouraged, with opportunities to boost talent consequently limited. 

Similarly to the ripening variable, this situation seemed to call for targeted training and 

adjustments to workgroup procedures, to open-up safe feedback practices that would 

contribute to both the holding environments and the responsiveness of their staff.  

Challenge 

A continuously evolving organisation values innovation and initiative, and so 

challenges its talent to make the best adaptations to circumstantial change. It is therefore 

beneficial for organisations to purposefully involve their talent in adaptive challenges and 

equip them accordingly, as otherwise they may leave the organisation (Eichholz, 2014). The 

workgroups were, therefore, asked for their responses to three prompt statements to rank how 
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they perceived their involvement in the Institute’s response to change, and whether they felt 

encouraged to engage with challenges faced by their workgroups. 

• I volunteer to be part of faculty or department change strategies. 

• I seek out external "know how" to increase our workgroup’s skills and 

knowledge. 

• I am encouraged to participate in our workgroup issues and be involved in the 

decisions. 

As the data in Appendix W shows, respondents from FS, HCB, HOD, and TE perceived 

that they had sufficient scope and opportunity to engage with their workgroups’ challenges, 

while the ADMIN, ECE and HORT responses were considerably more tepid in this regard.   

Interpretative summary 

The ADMIN, ECE and HORT workgroups could benefit from strategies to enhance 

their level of responsiveness by increasing expectations of, and opportunities for, their 

engagement with challenges.  

Models 

According to Eichholz (2014), positions across an organisation should be strategically 

filled with people who possess “the qualities of a more adaptive organisation” (p. 191) and 

with an ongoing process in place to increase the proportion of people with such qualities. To 

gauge perceptions of modelling behaviour in the workgroups, participants were asked for their 

responses to two prompt statements. 

• I provide help and support to other people in my workgroup. 

• I demonstrate flexibility with implementing changes quickly. 

The responses to these prompts (reported in full in Appendix X) indicated that 

participants in ADMIN, ECE and HORT perceived that those qualities were not modelled in 

their workgroups, while those from FS, HCB, HOD, TE seemed to believe that their groups 

were already modelling such qualities. However, Eichholz (2014, p. 192) cautions that 

modelling behaviours are correlated with, and dependent upon, positive practices in relation 

to the other talent variables of ripening, feedback and challenges, so it is possible that 

modelling of adaptive qualities is not significantly practised in some of them notwithstanding 

the respondents’ perceptions.  
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Interpretative summary 

ADMIN, ECE and HORT in particular, but probably all of the groups, would likely 

benefit from strategic identification, placement and/or development of people committed to 

practising and modelling adaptive practices. 

Summary of adaptive capacity – talent  

Overall, the responses for the talent dimension indicated that ADMIN, HORT and, to a 

lesser extent, ECE were struggling to engage in change, support each other, and give and 

receive take feedback from their peers or management.  

Table 21 

 

Organisational dimension: talent interpretative summary of the adaptive capacity 

Variable Promotes adaptive capacity by 

Interpretative Summary from seven 

workgroups 

More likely than not 

have adaptive capacity 

More likely than not 

have low adaptive 

capacity 

Ripening Strengthening holding 

environment  

ECE, FS, HCB, HOD, 

TE  

ADMIN and HORT.  

Feedback Enhancing responsiveness ECE, FS, HCB, HOD, 

TE. 

ADMIN and HORT  

Challenges  Enhancing responsiveness FS, HCB, HOD, TE. ADMIN, ECE & 

HORT  

Modelling Strengthening holding 

environment  

FS, HCB, HOD, TE. ADMIN, ECE & 

HORT  

4.1.6 Overall interpretative summary of concurrent Cycle 1 – faculty survey 

The responses to the faculty survey questions captured the different degrees of 

tension/disequilibrium and associated levels of likely responsiveness across the seven faculty 

workgroups. Against the five organisational dimensions, ADMIN, ECE and HORT, and to a 

lesser extent FS, exhibited signs of working in internally-focused silos and thus limiting 

cross-workgroup interactions and reducing their opportunities to build knowledge and skills 

when faced with problems. This is not particularly surprising in that ADMIN and ECE had 

experienced relatively low levels of technological change, and the industry discipline of ECE 

was heavily subsidised and therefore regulated by the Federal Government.  The attitudes and 

behaviours of these workgroups indicated weak holding environments, and therefore low 

levels of likely responsiveness to change.  
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In contrast, the staff in workgroups HCB and TE came from industries directly 

influenced by trends in external economic and social conditions as well as government 

decisions, and constantly changing and adjusting to highly competitive service markets with 

evolving work practices. The HOD group were already, by their very nature, required to 

operate in a more cross-institutional, externally focused manner.  

Overall, the data supported observational evidence that some workgroups operated 

within strong holding environments and tended to be more responsive than others when 

confronted by challenges. It also provided evidence to support modifications to the structural 

design of the faculty to reduce silos and foster cross-workgroup collaboration. The findings 

from the faculty survey intervention therefore not only helped to determine the current 

adaptive capacity of the Institute and thus answer the first research question, but comprised 

informed groundwork for the action research interventions for Cycles 2 and 3 of the study - 

the establishment and enactment LTC – as the vehicle to answer the second research question. 

4.2 Concurrent Cycle 2 – Learning and Teaching Committee Round One 

The LTC was formed as an intervention into the normal, generally siloed organisational 

structure of the faculty. It introduced an alternative trans-workgroup holding environment into 

which tension and disequilibrium could be purposefully introduced, and allowed investigation 

into whether and to what extent it resulted in increased responsiveness and adaptiveness 

among its members. Therefore, this section reports findings indicating whether the LTC 

members, in conducting their respective diverse projects, felt empowered in this new holding 

environment to network and cross-pollenate with their colleagues to find solutions for their 

own projects, and help others find theirs. The focus of the research was therefore not directed 

towards the nature and success of the specific member projects, but to the level to which the 

existence of the LTC itself, with its cooperative “stirring committee” mandate, enhanced the 

adaptive capacity of its members.  

This in turn might provide a model that, beyond the scope of the present study, could 

potentially be adapted and applied in the future within other faculties, and perhaps also scaled 

up to the interfaculty level and across the Institute as a whole. 

4.2.1 Formation of the Learning and Teaching Committee 

The LTC concept was devised to test a system of distributed decision-making by 

bringing frontline staff together from different parts of the faculty, under conditions in which 

they could communicate freely with each other in the development and trial of adaptive 



 

104 Chapter 4: Findings and Interpretations 

responses to institutional challenges, with minimal influence from their supervisors or from 

management more broadly. The concept was approved by the LTCRG, which also then 

approved the selection process to determine the LTC’s membership. The Head of Teaching 

and Learning was appointed ex officio as the committee’s facilitator, while all other faculty 

staff were invited to submit formal expressions of interest which included responses to four 

priming questions. 

1. Why do you wish to join the Learning and Teaching Committee? 

2. What do you believe are the key features and characteristics of those who 

effectively lead and support others? 

3. What do you see as challenges to learning and teaching practices in the faculty, 

now and into the future?  

4. What do you think might be possible ways to foster and support a student focus 

that meets and resolves the challenges you described for the previous question? 

Eight staff members applied - a senior educator, six teachers and one administrative 

staff member. However, some of the workgroups were unrepresented in this initial volunteer 

group, so the Head of Teaching and Learning approached some staff members from the absent 

groups, resulting in four more agreeing to join. This brought the LTC to 13 members 

(including the Head of Teaching and Learning as not just facilitator but also as an active 

participant, following PAR principles). However, because the four additional members were 

drafted directly, they did not complete the application questions, and nor did the Head of 

Teaching and Learning whose position was attained by invitation rather than application. The 

following data therefore represent only the views of the eight who did actively apply to be a 

member of the LTC. Their responses are de-identified using the code APP followed by a 

reference number between 1 and 8 allocated to each applicant.  

4.2.2 Responses to Learning and Teaching Committee application questions 

Question 1 

In response to the question about why they wished to be involved, all members 

expressed a general desire to connect with their community and collaborate innovatively with 

colleagues, as exemplified by this excerpt from APP6:  

I want to be part the future direction of our department and faculty … to be 

part the collaboration, development and implementation of new practices.  



 

Chapter 4: Findings and Interpretations 105 

However, five of the responses were more specifically detailed about changing 

circumstances in their own domains, and the opportunities to benefit personally while also 

supporting the needs of the faculty. For example, APP3 expressed it as an:  

opportunity to be involved in a program that will help sharpen my knowledge 

and understandings of the field. It will also help me to apply my learning, to 

influence and create better pedagogical practice, and to learn from other 

educationalists involved within the program. 

APP7 was keen to also measure this cooperative learning against the Institute’s Strategic Plan 

and benchmark it with other post-secondary colleges, by seeking to: 

… research the programs and networks of other institutions and organisations 

and how they relate to … [the Institute’s] … vision.  

One applicant (APP4) felt that they understood the challenges ahead, however, were primarily 

keen to share and learn from like-minded people. APP4 may have been connecting with their 

community - their department - however the LTC provided an opportunity to link with 

outsiders who potentially could offer alternative viewpoints, thereby increasing their adaptive 

capacity by stretching them to engage with others outside of their community.  

I believe being part of this committee would provide me the opportunity to 

share some ideas and learn from others with a similar view. (APP4) 

Question 2 

Asking this question allowed some insight into the respondents’ potential to use the 

LTC as an enabler of frontline leadership across the faculty. The eight responses all 

encompassed similar themes, covering the need for leaders to be reliable, reasonable and self-

reflective, and to be able to look ahead to provide future direction, as illustrated by this 

response from APP3: 

I believe that leadership style needs to be flexible ….. They are a coach and a 

mentor, developing skills and inspiring attitudes; and at times they need to be 

coercive, pressing the staff into work situations when required. … one of my 

key observations while carrying out this role, was that while this flexibility in 

leadership style was important, so too was consistency in character. 

APP4 further contended that leadership qualities are not derived only from a designated 

workplace management role: 

‘I believe leadership is something learned and developed through experience in 

all aspects of life, not just work. Just because an individual holds a position 

that requires them to demonstrate leadership does not automatically make 

them a good leader.  
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Question 3 

This question about perceived current and future learning challenges sought to identify 

potential pain points for each applicant, which in turn might prompt ideas for projects to be 

performed within the LTC once established. The responses were promisingly diverse, 

covering matters of change, capacity and capability of staff, communication, compliance and 

quality, and diversity of students. Some areas of commonality were evident, but with APP3, 

APP4, and APP7 all identifying problems with conflicting agendas such as the training 

packages being a “one size fits all” model despite widely differing needs of industry, and 

compliance requirements restricting capacity to provide productive student learning 

experiences. APP3 was also emphatic that one of the greatest challenges was lack of time:  

‘Time, time, time!  I believe that teachers would willingly try new things but 

are limited by the pressures they are currently under  

while for APP4, a key challenge was “little consultation and communication between process 

and policy creators and teaching staff”. 

Question 4 

In responding to this question seeking suggested strategies to meet the challenges 

identified by Question 3, there was a consensus that improvement could be achieved through 

staff development at both frontline and management levels. APP4 considered that the 

Committee could provide “greater scope to share information and challenges” faced by 

teaching departments, with “a far better chance at finding logical, workable solutions and 

strategies going forward”, while also being “a communication channel between those creating 

process and policy and those working with it”. This latter stipulation was supported by APP3, 

who advocated that: 

Managers will need to work at creating transformational opportunities where 

teachers will be able to experience ownership, empowerment. 

Applicant selection 

Given that each of the voluntary applicants demonstrated constructive levels of 

willingness to actively participate in and lead change, and saw potential value in networking 

with people outside their regular workgroups, all eight were selected to join the LTC. The 

Head of Teaching and Learning and I sought and received approval from the newly formed 

LTCRG to formally recruit them, along with the four informally appointed candidates. Once 

they had all accepted, the group came together to establish protocols for how they would 
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meet, communicate, and work together and with others, as well as what projects would be 

created and worked on, and what timelines they would follow.  

4.2.3 Reflect on / evaluate primary and supplementary data - Learning and Teaching 

Committee Round One 

The primary data collection method for this first round of the LTC intervention was a 

focus group, facilitated by the Head of Teaching and Learning, to which all LTC members 

were invited to attend. All primary and supplementary data collection questions in the 

forthcoming section were designed for comparison with my initial informal staff observations 

(see Table 11) and to determine if the LTC intervention adequately embodied and enacted the 

Eichholz (2014) framework to assist with answering the second research question of this study.  

Primary data - Learning and Teaching Committee focus group 

Of the 13 participants in the LTC, only four – other than the facilitator - managed to 

attend this focus group session. Participant responses were de-identified using the code RFG 

followed by a reference number between one and four allocated to each participant, so that it 

was impossible to identify from the transcripts which workgroups they each represented. The 

prompts included some contextualising ones to establish the existing cultures of their 

workgroups, before then canvassing the effectiveness of the LTC as a means of enhancing 

adaptive capacity. In analysis, each participant’s response was classified according to 

Eichholz (2014) five organisational dimensions of purpose, strategy, structure, culture and 

talent.  

Prompt 1 

The first prompt asked participants to describe any current processes for change within 

their workgroups (not the LTC), particularly linking with the organisational dimensions of 

purpose, strategy, structure and culture, and probing whether change was generally instigated 

from the “top down” or the “bottom up”, to indicate the current states of tension/disequilibrium 

and the strength of their holding environments. 

Only one (RFG4) asserted that if a sub-optimal process or behaviour was identified in 

their workgroup they would propose a change to management, with the implicit invitation to 

them to consult, trial, review and improve.  

… processes are proposed to management for change.  So we can have trials.  

We basically do consultation, trial, review and improve. (RFG4) 
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In contrast, the other three respondents perceived that change in their workgroups was 

customarily driven by management, and indicated that they would wait for this top-down 

process to occur rather than initiate it themselves.  

…management generally will look at those processes (RFG1)  

As Table 22 below summarises, participant RFG4 was therefore the only respondent 

who felt they belonged to a workgroup that valued staff input, making it a strong holding 

environment. This in turn suggested that the workgroups of respondents RFG1, RFG2, RFG3 

would likely benefit from purposeful but prudent disequilibrium to encourage more staff to be 

innovative and creative, and therefore build adaptive capacity.  

Table 22 

 

Interpretative Summary LTC focus group participants prompt 1 building adaptive capacity 

 Purpose Strategy Structure Culture 

Within your workgroup, how would you describe your current process for changes in teaching and 

learning (teachers) or administrative practices (administrators)? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1     

RFG2     

RFG3     

RFG4 ✓ ✓ ✓ ✓ 

Prompt 2 

This prompt probed for links to the three Eichholz (2014) organisational dimensions of 

purpose, strategy and culture, by encouraging the group members to reflect on and review 

their own professional practices as teachers or administrators. The prompt did not specifically 

ask them to do this in the context of organisational change, but they did so anyway because of 

their knowledge of the overall objectives of the research project and the LTC within it. They 

also responded to the prompt with perceptions not only about their own individual practices, 

but also about collective reflection practice opportunities in their workgroups. 

RFG2, RFG3 and RFG4 all attested to reflecting regularly on their own practices, with 

RFG3 affirming that this was personally a daily habit involving writing notes and tracking 

their own performance, as well as periodic “catch up” meetings with their manager to “throw 

ideas out and to bounce things off”, and RFG4 describing a similar personal custom to “meet 

up with one of their managers daily” to resolve problems and to review their own personal 

performance. 
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RFG1, however, focused only on workgroup review, stating that when their workgroup 

had been encouraged to reflect on their implementation of many “new things” throughout the 

year, “to see how confident and … agile our staff have become”, this had been “pushed aside” 

because of perceived impacts on already-stretched capacity and time. This impression was 

also reinforced by RFG2, especially in relation to other teachers:  

I’ve found resistance from the teachers when there’s a change of any process. 

They just throw up their hands and say “Oh what?”, and there’s a couple of 

staff who are just really, really resistant to any change whatsoever.  

Table 23 below provides a summary of the respondents more likely to indicate adaptive 

capacity. RFG 2, RFG3 and RFG4 indicate a strong holding environment enabling 

responsiveness when engaging in reflective practice and communication with managers, even 

while claiming limited confidence in engaging with workgroup peers in exploring their ideas. 

Therefore, RFG2, RFG3 and RFG4 show the highest likelihood of adaptive capacity in 

relation to this prompt. 

Table 23 

 

Interpretative Summary LTC focus group participants prompt 2 building adaptive capacity 

 Purpose Strategy Culture 

How do you go about reviewing or reflecting on your own teaching practice (teachers) or administrative 

practices (administrators)? 

Likelihood of 

participant to build 

their adaptive 

capacity.  

RFG1    

RFG2 ✓ ✓ ✓ 

RFG3 ✓ ✓ ✓ 

RFG4 ✓ ✓ ✓ 

Prompt 3 

This prompt covered somewhat similar ground to Prompt 2 but focused more on the 

internal peer dynamics of the workgroups, seeking the participants’ views of how they fitted 

into their groups, and the influence they perceived they had on the group to take action to 

resolve problems.  

All the respondents stated that their capacity in this regard was dependent on the nature 

and size of the problem, and the willingness of the group. Two of them - RFG2 and RFG3 – 

did feel supported by their managers to be creative and innovative within their workgroups, 

but for them and the others this was still dependent both on the nature of the problem:  

some are solved at a different level or some are discussed in a different forum.  

It would depend on the problem. (RFG2) 
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and any perceived time conflicts: 

… there’s a lot of time constraints on certain things. Trying to find time to talk 

to people one-on-one can be difficult. (RFG3) 

In a similar vein, RFG1 described constraints from within the department “in terms of 

processes and those external impacts” hindering staff who were consequently feeling that they 

“don’t have the capacity or time” to engage with external influences. RFG1 also complained 

that on occasions when their workgroup did attempt to solve problems, they engaged in “too 

much discussion about stuff rather than let’s just get on with it”. However they offered no 

solutions to this dilemma.  

By contrast, RFG2 claimed that in such circumstances of resistance by colleagues they 

would put into action some “lateral thinking” to “encourage them to be more flexible”.  RFG4 

also considered themselves as being well able to “identify gaps”, and “problem solve”, and 

having a lot of “outlets” to discuss ideas, including the LTC. This latter point was supported 

by the other three respondents, as exemplified by RFG1’s assertion that the LTC was one of 

few initiatives in the faculty promoting support of each other and freedom of discussion and 

experimentation for their workgroups. 

Table 24 below reflects the respondents’ indicative levels of adaptive capacity deriving 

from this prompt, with RFG2, RFG3, RFG4 already demonstrating sufficiently strong holding 

environments to permit as level of responsiveness for adaptive capacity development in their 

workgroups. RFG1’s workgroup might have benefited from purposeful measures to carefully 

increase tension and disequilibrium to build greater adaptive capacity. 

Table 24 

 

Interpretative Summary LTC focus group participants prompt 3 building adaptive capacity 

 Purpose Strategy Culture 

Are you encouraged and supported to initiate or influence innovation within your workgroup? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1    

RFG2 ✓ ✓ ✓ 

RFG3 ✓ ✓ ✓ 

RFG4 ✓ ✓ ✓ 
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Prompt 4 

This prompt, which was a follow-up to Prompt 3, asked participants what kinds of 

support they received from their managers to allow them and their workgroups to be creative 

and innovative. All participants acknowledged they received support, with statements along 

the lines of: 

I feel very supported to initiate change (RFG2), 

with one feeling even wider support with: 

complete 100 percent support from all managers (RFG3). 

They all expressed this support in differing ways, with RGF1 somewhat lukewarmly 

stating “my direct manager is not shutting me down when I want to actually do something” 

while, more positively, RFG3 stated that being “accessible” to their manager was something 

they valued and RGF4 felt they had “open dialogues” with their manager, with: 

‘almost a collaboration there between us to try and find out whether it’s best to 

move with this idea or not.’ 

Table 25 below therefore indicates that all workgroups had some support from their 

managers, suggesting strong holding environments for safe and encouraging dialogue and 

practice, and a promising level of responsiveness to build adaptive capacity.  

Table 25 

 

Interpretative Summary LTC focus group participants prompt 4 building adaptive capacity 

 Culture Talent 

If so, what type of support do you receive from your manager to allow this creativity and innovation to 

flourish within your workgroup? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1 ✓ ✓ 

RFG2 ✓ ✓ 

RFG3 ✓ ✓ 

RFG4 ✓ ✓ 

Prompt 5 

All participants were asked if their manager engaged all members of their workgroup to 

solve problems individually or as a group. All respondents concurred that it was dependant on 

the size of the problem and willingness of the group. The nature of this question crosses all 

Eichholz (2014) organisational dimensions, as it was asked to gather the participants views of 

how they fitted into the workgroup, and the influence they perceived they had on the group to 

take action to resolve problems. RFG1 stated that some problems required the workgroup to 
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be involved when “we’ve got to work with staff to fix a particular issue”. Two participants, 

RFG2 and RFG4, noted that the nature of the problem would determine whether their 

manager would involve them, and also raised time constraints once more.  

‘some are solved at a different level or some are discussed in a different forum.  

It would depend on the problem.’ (RFG2) 

 ‘…there’s a lot of time constraints on certain things, trying to find time to talk 

to people one on one can be difficult’ (RFG4) 

RFG3 acknowledged the value of being from a small workgroup where problems were 

resolved together, while RFG1 engaged assistance from “experts” to “articulate” the message 

to colleagues, ensuring that there was clear communication of goals and objectives. One 

workgroup was described by RFG2 as having a “culture of resistance” requiring RFG2 to 

gather the group into a “working party” when solving problems. RFG4 therefore preferred 

“one on one so you can get feedback and have a discussion”.  

The data collected in response to Prompt 5 suggests limited engagement of all members 

within each workgroup when solving problems. Nonetheless, each respondent had formulated 

a way to engage with some members of their workgroup when solving problems. The holding 

environment and responsiveness were therefore at varying levels across the workgroups, 

suggesting that there was room to increase tension and create measured disequilibrium to 

build added adaptive capacity. However, the data also showed no cross-over between 

workgroups to assist each other or seek ideas from others.  

Table 26 

 

Interpretative Summary LTC focus group participants prompt 5 building adaptive capacity 

 Purpose Strategy Structure Culture 

Does your manager engage all members of your workgroup to solve problems, or are problems solved 

individually? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1 ✓ ✓ ✓ ✓ 

RFG2 ✓ ✓ ✓ ✓ 

RFG3 ✓ ✓ ✓ ✓ 

RFG4 ✓ ✓ ✓ ✓ 

Prompt 6 

Addressing the three organisational dimensions of strategy, structure and culture, this 

item probed whether the participants ever reached out for assistance and guidance to 

colleagues in other workgroups, either within the faculty or across the Institute more broadly 

(but not the LTC). The responses - exemplified by RFG4’s assertion that their workgroup 
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tended to “work [things] out amongst our own” - indicated that all the represented 

workgroups tended to work in isolation, except perhaps to ask an external person “where they 

should go” (RFG2) for assistance. Both RFG1 and RFG3 voiced concern about not using 

external voices: RFG1 was troubled by not having connections with different people outside 

their immediate workgroup and from outside the faculty; RFG3 indicated that workgroups 

maintained their silos with an “us and them” mentality, and did not engage with external 

resources available to them. RFG4, by contrast, described connecting informally with 

different departments on a “daily basis”, often touching on the matter of desirable 

organisational changes. However, working out how to make any such changes was generally 

confined to the respondents’ own workgroups.  

Table 27 reflects the responses as a whole, suggesting weak holding environments and 

limited responsiveness for these participants’ workgroups, with little or no adaptive capacity 

demonstrated.  

Table 27 

 

Interpretative Summary LTC focus group participants prompt 6 building adaptive capacity 

 Strategy Structure Culture 

Do you reach out to other workgroups, either within the faculty or within the Institute to seek assistance or 

guidance to resolve teaching and learning or administrative problems? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1    

RFG2    

RFG3    

RFG4    

 

Prompt 7 

Supporting the dimensions of structure, culture and talent, this prompt probed 

participants about whether they felt there were opportunities available to them to influence the 

teaching and administrative practices within their own workgroups. While only RGF4 

responded unreservedly in the affirmative, opportunities appeared to be opening up in the 

other workgroups, as exemplified by RFG1’s assertion that their workgroup had recently 

moved from a “reactionary” approach to a more focused team effort, “getting momentum 

now” to address “planning and improvements … to focus on the more innovative things”. 

RGF1 felt that within their own group there was not an “us and them” mindset, while RFG3 

observed that in their workgroup, staff even seemed “to have a lot of fun” in introducing ideas 

for practice improvements.   
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However, all the respondents also acknowledged that teachers in their workgroups were 

restricted by a lack of available time with which to give sufficient attention to improving 

processes and practices, especially where there were “a lot of changes within the department - 

staff leaving and gaps where there have been no staff in the role” (RFG2). They also 

identified a lack of knowledge of others’ practices as a further constraint. 

Table 28 below shows all the respondents as having some likelihood of having adaptive 

capacity according to this prompt, even though the conditions described might constrain them 

to some degree. The data suggested that there could be opportunities to continue to strengthen 

their holding environments while purposefully increasing their tension, to capitalise on their 

positive outlooks toward innovation and build their momentum for change.  

Table 28 

 

Interpretative Summary LTC focus group participants prompt 7 building adaptive capacity 

 Structure Culture Talent 

Are opportunities available for you to influence the teaching or administrative practices within your 

workgroup? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1 ✓ ✓ ✓ 

RFG2 ✓ ✓ ✓ 

RFG3 ✓ ✓ ✓ 

RFG4 ✓ ✓ ✓ 

 

Prompt 8 

This final prompt for this focus group sought participants’ perceptions of the LTC as a 

mechanism to extend and grow an adaptive culture across the faculty in learning, teaching and 

administration. All responded positively, as exemplified in these comments: 

I think it’s a really good place, for me anyway, to have ideas, to sort of tie them 

to something, to develop new ideas with discussions and to see people from 

different departments, different levels and that sort of thing. (RFG4) 

I think everyone in there [LTC] is also an influencer. They’re not just leaders 

doing it but they’re actually influencers within their departments, within their 

areas which I think helps as well with what we’re trying to achieve. … I guess 

it stops a top down approach where everything has to be the manager said this, 

but it’s actually staff members, like my fellow peer says, “Try this way” or can 

help sell that message as well and help us gain some more traction with the 

different areas. (RFG3) 

I really love the collaborative approach that is here…  It certainly gives the 

opportunity for innovation to occur. (RFG2) 
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RFG4 went further to suggest improvements to the LTC’s scope of activities to include 

more structured dissemination of information, and to diversify projects to involve colleagues 

who were not actual members of the LTC. 

Table 29 

 

Interpretative Summary LTC focus group participants prompt 8 building adaptive capacity 

 Strategy Structure Talent 

Do you see the Learning and Teaching Committee as being a mechanism to extend and grow an adaptive 

learning and teaching culture across the faculty? 

Likelihood of participant 

to build their adaptive 

capacity.  

RFG1 ✓ ✓ ✓ 

RFG2 ✓ ✓ ✓ 

RFG3 ✓ ✓ ✓ 

RFG4 ✓ ✓ ✓ 

 

Interpretative Overall Summary for LTC Round One focus group 

The four respondents who attended this focus group indicated that their adaptive 

capacity had probably shifted positively over the course of their involvement in the LTC. 

Respondents RFG3 and RFG4, who were already communicating collaboratively within and 

beyond their workgroups, demonstrated more adaptive capacity than RFG1 and RFG2, who 

seem to be entrenched in weak holding environments with low responsiveness. However, the 

responses indicated that all groups could benefit from strengthening the holding environment 

to support a safe increase of tension in a way that would foster communication, participation, 

collaboration, experimentation and networking, especially with a more external orientation.  

Encouragingly, all the responses affirmed the participating members’ perceptions that 

the LTC itself was shaping into a strong holding environment model for faculty workgroups - 

a place where members could safely experiment with innovative ideas and intrapreneurial 

work to build members’ adaptive capacities without the constraints of managerial oversight. 

This latter outcome in turn suggested that it would be important to gain the perspectives of the 

workgroup managers regarding the LTC’s first cycle of operation. 

Primary data interpretation - Learning and Teaching Committee Reference Group 

focus group  

Given that the LTCRG had been instrumental in creating the LTC, I felt it would be 

valuable to elicit members’ evaluations of the influence, if any, of the LTC within their 

departments, together with their ideas for any changes for the next cycle. All LTCRG 
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members were invited to attend this separate focus group, to respond to prompt questions 

similar to those provided to the LTC members but adjusted to accommodate the managerial 

perspective. Five of the seven LTCRG members attended the focus group, with one on annual 

leave at the time, and the other - myself - staying out of it to remove any likelihood of 

researcher influence and thus safeguard the integrity of the data. An external facilitator was 

engaged to facilitate, with responses then de-identified using the code RLFG followed by a 

reference number between 1 and 5 allocated to each participant. 

Prompt 1 

This prompt asked the LTCRG members to describe their current processes for 

identifying and responding to the need for changes to teaching and learning at the Institute. 

Four of them stated that they already had weekly meetings between teachers and the Head of 

Department to discuss student support and course curriculum matters, while one admitted that 

there were no such formal processes in their department. One member further reported that 

some of their staff already took opportunities to network with other staff of other institutes to 

discuss teaching and learning matters, but the other four admitted that, to the best of their 

knowledge, their staff did not actively participate in external networking. One member’s team 

sought and considered feedback from students, however the remaining four identified no such 

processes.  

When mapped against Eichholz’s (2014) organisational dimensions - particularly 

strategy and structure - these responses indicated an ad hoc approach that left significant gaps 

between current practices and what would be needed to build adaptive capacity.  

Prompt 2 

The LTCRG participants were asked to share their views about the formation of the 

LTC from frontline staff across the faculty - whether they encouraged their staff to join it, and 

whether they then supported these staff once it was formed. In general, their responses 

indicated that they did encourage staff, although two stated that there was some concern 

expressed that the twelve-month commitment was too long. Two others also stated that as far 

as they were concerned, operational (technical) work still needed to take priority over the 

LTC’s (adaptive) work. No LTCRG respondent identified any assistance they had given their 

staff to resolve these clashes (such as making time allowances for them to attend LTC 

meetings), although one mentioned that their staff members did ameliorate the time-demand 

issue somewhat by organising to attend the LTC meetings by telephone instead of face-to-
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face. One LTCRG respondent also stated that they recognised the need to encourage shyer or 

newer staff members to join “as they had a lot to offer” (RLFG5). 

Prompt 3  

Four of the five LTCRG members indicated that from their knowledge there was little 

or no flow of information between their LTC representative and their broader department. 

RLFG4, on the other hand, felt that their workgroup did benefit from feedback between their 

LTC members and their other staff, with “opportunities given to push information … outside 

the group.”  

A supplementary prompt invited the participants to identify possible blocks to 

communication between LTC members and their workgroup colleagues, and what might be 

done to overcome such blocks. Time constraints were regarded as a blocker by three of the 

five LTCRG members, but all five agreed that this could be addressed by amending the LTC 

participants’ work plans for the next cycle of the research, which was scheduled to take place 

after completion of the Institute’s annual work-planning process.  

One LTCRG respondent (RLFG1) expressed some concern about the level of 

contribution their LTC representative might be able to make in relation to others in the LTC, 

conjecturing that this was dependent on “the value of the people around the table.” A 

somewhat similar issue was raised by RLFG3, who felt that one of the blockers was “getting a 

handle on what it [the LTC] would actually do” and wondered about the confidence of the 

LTC representatives to communicate and share information about the projects back to their 

workgroup. This latter point was elaborated by RFLG5, who suggested that a blocker for their 

staff was that the LTC tended to be dominated by members from particular departments: 

… so they try and put their point of view or ideas, whatever, but they still feel 

this overpowering comes, so of course you try that once, twice, three times, and 

then you start to feel a bit frustrated and perhaps withdraw a bit. I think it’s 

probably the numbers within are probably lopsided with the departments. 

(RLFG5) 

RLFG3 did, however, acknowledge that it was important to look at how the LTC members’ 

abilities to hurdle these potential blockers could “be strengthened and supported”. 

These “blockers” articulated by the LTCRG members indicated their perception of gaps 

between the intent and the reality of the intervention, although it also revealed that some of 

the LTCRG members perhaps underestimated the capacity of their staff to offer frontline 
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leadership in building adaptive capacity. Either way, this assisted with identifying challenges 

to be addressed in the next action cycle.  

Prompt 4 

This prompt asked respondents if they felt there was value and a place for an initiative 

such as the LTC as a driver of adaptive change within the faculty. One member perceived that 

it offered staff useful opportunities for professional development, while two others suggested 

that it was an avenue to build capability and share ideas, knowledge and learning. The group 

generally concurred that dissemination of projects and ideas to, and feedback from, the wider 

faculty would be imperative to the success of the LTC by reducing  

… the silo effect that we’ve had across the faculty where people are all caught 

in their own departments, and therefore a good idea to one department doesn’t 

go to another because osmosis doesn’t work that way. But this allows for good 

ideas to be communicated across a broader spectrum. (RLFG1) 

However, one member raised the caveat that “getting a shift in that mentality … [via] … 

divergence and ideas and pushing out … will be scary for some” (RLFG3).  

Prompt 5 

The LTCRG participants were asked whether, in retrospect, they felt they could have 

benefited from more engagement opportunities with the LTC, and if so, how. The main 

suggestion was for the LTC members to give presentations of their project ideas and 

outcomes to their workgroups including their managers, to say things like: 

… this is what we’ve achieved. This is an idea we’d like to take off. (RFLG2) 

The others all agreed that further success was potentially achievable if LTCRG “buy in” was 

apparent to the LTC members.   

Prompt 6 

The LTCRG respondents were asked for specific suggestions for improving the structure 

and/or processes of the LTC, to which they responded: 

... put forward ideas electronically’ (RLFG2) 

... present everything on Brightspace [LMS] prior to the meeting. …then bring 

their ideas and collaborate further on it at the meetings’ (RLFG5) 

... we may need to look at membership and how that all works (RLFG1). 

Three members also acknowledged that they needed both to provide more support to the 

LTC and to communicate that support to the members, so as to build “confidence to take it 
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and run” (RLFG3). RLFG5 again raised the perception that some LTC members were feeling 

isolated, but also admitted that one LTC member of whom they were aware had gained 

confidence about sharing ideas. Overall, however, the LTCRG attitude seemed broadly 

positive, as summed up by RLFG1’s assertion that the LTC had: 

… come a long way in six months. There was a concept and it was brought 

together and it developed and evolved and I think that’s part of the process, 

and that by actually showing that we’re going through that process, actually is 

what this is all about anyway in the review.’ (RLFG1) 

Prompt 7 

Responses were again broadly positive when the LTCRG participants were asked if 

they considered the LTC to be a potentially productive vehicle via which to extend and grow 

an adaptive learning and teaching culture across the faculty. RLFG2 summed it up this way: 

... [as] the whole group evolves, people … will want to join it because of the 

great culture that has been established, and … by seeing good learning 

practice and new ideas come out, and seeing that presented at a wider 

audience, then I think it will change a lot of the culture within departments as 

well as the faculty as a whole. 

RLFG1 agreed that the LTC was a “vehicle in which people can express ideas and get 

around that day-to-day humdrum of compliance and everything else”, and also an opportunity 

for participating staff to “push upwards”, observing that: 

We don’t have a very good succession planning program … and I see this as 

an opportunity for people who are wanting to stand up, put their hand up to 

participate in something and demonstrate their leadership capabilities. We’re 

giving them a tool that they can actually use.  

RFLG3 agreed, stating that: 

I think the fact that it exists in some form is something that needs to continue, 

because this is an opportunity to push up, rather than push down or push 

sideways … 

while also adding the caveat: 

… we need to be careful that … it doesn’t become another management 

variant. … It’s not that we’re trying to push you up in management, it’s that 

you are a leader amongst your peers.  

Interpretative Overall Summary 

The responses to these prompts by the LTCRG respondents added weight to the verdicts 

previously provided by the LTC Cycle 1 respondents, by broadly supporting the LTC concept 

as a place for staff to express innovative ideas and push them up the hierarchy. However, the 
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LTCRG responses also revealed significant gaps between current (at the time) and desirable 

adaptive capacity levels that could help meet the faculty’s challenges. As the management 

group within the faculty, some of their attitudes towards their LTC members could possibly 

be interpreted as a desire to maintain silos, as there was little evidence of any open and 

generous interactions amongst the managers themselves – for instance, collaborating to solve 

problems such as the identified “blockers” experienced by the LTC members as they arose. 

Yet while the LTCRG focus group responses suggested grounds for this group to 

connect and engage more with the LTC members, the very reason for separating the LTC and 

the LTCRG was to limit the influence management had on the LTC members. I therefore felt 

it would be useful to delve more deeply into this ambivalence, and at the same time capture 

input from more participants. This led to the implementation of two supplementary data 

collection instruments: an additional focus group for LTC members (with the hope that it 

would also attract a higher participation rate than the first one) and an LTC and LTCRG 

effectiveness survey.  

Supplementary data– additional Learning and Teaching Committee focus group 

This supplementary focus group was facilitated by the Institute’s Head of Learning and 

Teaching, who had it transcribed professionally then provided me with a de-identified 

transcript (see Appendix EE for the prompt questions). I was not privy even to the raw 

recording data, as this could have enabled me to identify staff by voice.  

Six LTC members chose to participate this time and their responses were de-identified 

using the letter P followed by reference numbers from one to six. I was unable to ascertain if 

any of these six participants (P1 to P6) had attended the previous focus group session (RFG1 

to RFG4). 

Prompt 1 

This prompt asked participants if the LTC functioned as they expected. Their responses 

showed a common thread to the effect that the initiative met expectations in terms of 

membership diversity that allowed good discussion and encouraged collaboration and 

reflection. However, one participant perceived that even though each LTC member had 

chosen and implemented their own project, the self-managed group meetings tended to focus 

primarily on only a few of them. Three others also stated that they would appreciate some 

more specific focus on teaching and learning. 
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Prompt 2 

The participants were asked whether they felt able to go back and engage their 

workgroup colleagues with any of the LTC ideas or initiatives, and if there had been any 

constraints that restricted such engagement. Four of them indicated that they felt generally 

unconstrained, while two did identify some level of impediment derived from perceived low 

prioritisation:  

I’ve taken it to the managers of the different departments, and I’ve made my 

suggestions.  I’m waiting to hear back from them’ (P5), 

and from project complexity: 

… there were many… not constraints … but many things to think about … to 

consider with the project I was working on, with trials, and times, and 

rostering (P1). 

Prompt 3 

To this prompt about whether participation in the LTC had given them time to think 

about how they could change, innovate, and/or reinvigorate current work practices, the 

respondents expressed appreciation of the time it had given them to connect with people about 

such matters, for example:  

I think just having the time set aside is good, to meet up and talk and discuss 

ideas, to set aside the time with people from different areas. And I look forward 

to more of that’ (P5) 

…  a good outlet to discuss things and get different opinions.  It was good to 

have somewhere to put ideas, not just have them floating around and not really 

sure where they belonged (P1).   

However, two participants (including P1) felt that, before they could fully evaluate this 

topic, they needed further time to see the outcomes of their as-yet-uncompleted projects. Two 

(including P5) also perceived a need for clearer direction and structure at LTC meetings.  

Prompt 4 

This prompt sought participants’ perception about whether and how their LTC 

membership had facilitated the sharing of their project concepts with other departments, and 

to what effect. Three participants’ responses were strongly positive about this:  

I think with the LTC it’s helped me personally look at areas that have 

interested me, and be able to ask the questions to different LTC members, and 

have their views on it (P4). 
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… there was collaboration in terms of idea sharing, and learning more about 

other departments which could go beyond LTC … beyond our projects.  I’ve 

seen it, anyway, outside of the committee (P1). 

I think the discovering and learning has certainly been interesting, sharing 

with other departments, and looking at different projects and processes that 

we’ve been working on, or working towards (P6). 

However, five of the six also perceived that it was possibly too soon to identify 

definitively whether the LTC’s projects had influenced any change within their departments - 

or indeed within themselves - as exemplified by this response:  

… it’s just too early, really, for a lot of those questions, or those topics.  They 

deal with change, fundamental change with the way you see your workplace, 

the way you think.  You have to adapt your behaviour, I guess.  It’s pretty 

reflective stuff. (P5)  

Prompt 5 

The prompt asked the participants if they saw the LTC as a mechanism to support, 

stimulate, and grow a creative, adaptive learning and teaching culture within the faculty. All 

of them responded positively to this question, and four provided additional suggestions to 

enhance the LTC’s potentiality in this regard. P4 envisaged it as a mechanism to bring 

departments together from across the faculty to focus specifically on enhancing teaching and 

learning quality. P3 suggested further efforts to raise awareness of the LTC and its work as a 

step towards making it more collaborative rather than each member undertaking their own 

individual project. P5 agreed that more project collaboration would be beneficial and 

proposed a possible rotation of people through the LTC via a “bring a friend” mechanism to 

canvas wider interest in potential collaboration. P1 supported this proposal and suggested 

developing workshops or brainstorming sessions as potential ways of developing 

collaborative partnerships.  

Prompt 6 

This final prompt provided participants with an open opportunity to give further 

comments on their experience with the LTC. P3 felt it gave them the “time away from other 

things” to reflect and consider things they would otherwise not have time to ponder. P2 

appreciated the chance to explore different aspects of other department’s needs, as well as the 

ability and freedom to search for solutions to current issues. The others all endorsed these, 

while P2 also relished “the freedom to have an idea and work through it to change current 

practice”. Three of the participants extended this by characterising the LTC as a space to 

allow themselves and others the freedom to take calculated risks and learn even from failure, 



 

Chapter 4: Findings and Interpretations 123 

with constructive feedback among members. P5 valued the LTC as a place requiring a change 

of mindset to “increase interactiveness” and embrace “big changes, internal changes”.  

Reflective summary 

The feedback from the six participants indicates that the LTC initiative did generally 

meet expectations in providing a place for good discussion to take place encouraging 

collaboration and time to explore new ideas. Four participants indicated that they felt largely 

unconstrained, although three of them also constructively urged that more time could have 

been productively focused on teaching and learning, and others advocated a greater effort to 

raise awareness of the LTC’s work to the wider faculty constituency.  

Supplementary data – effectiveness survey of Learning and Teaching Committee and 

Learning and Teaching Committee Reference Group 

All the focus groups to this point had been facilitated either by an external facilitator or 

the LTC facilitator – the Head of Teaching and Learning. To allow for further triangulation of 

data, the LTC effectiveness survey (shown in Appendix FF) was conducted in December 

2015 to allow LTC participants and the LTCRG to respond freely without influence from 

colleagues. The effectiveness survey ascertained the members’ views on the current and 

potential effectiveness of the LTC as a mechanism to support continued building and 

consolidating of the adaptive capacity of the faculty. This included the faculty’s ripple effect 

strategy – the sharing of ideas and strategies generated by the LTC to flow across the faculty, 

engaging interest from others, and further building and sharing the knowledge. The survey 

deployed a five-point Likert agreement scale to seek responses to prompts that were, as usual, 

framed by Eichholz’s (2014) five organisational dimensions: purpose, strategy, structure, 

culture and talent. The five-point Likert agreement scale was used here after two faculty 

survey respondents from Cycle 1 questioned why the “don’t know” or “neither agree nor 

disagree” point was missing from the survey, and PAR methodology permits such variations 

based on participant input. It was distributed via Survey Monkey to all 12 members of the 

LTC and all six members of the LTCRG, reaping a 50% overall response rate comprising 

seven of the LTC and two of the LTCRG. All responses were anonymised, so in the 

compilations below, numbers without brackets represent LTC members, while numbers in 

brackets denote LTCRG members.  
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Purpose dimension 

As Table 30 below shows, the responses to prompts in the Purpose dimension indicated 

that most participants felt at least some degree of alignment with the LTC/faculty ripple effect 

strategy and its potential impact in their primary workgroups.  

Table 30 

LTC effectiveness relative to adaptive capacity dimension: purpose 

Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

The ripple effect strategy has value.    5 (1) 2 (1) 

The ripple effect strategy has the 

potential to change the culture of the 

faculty workforce. 

  1 5 (1) 1 (1) 

I make my association with the LTC 

a priority. 

  3 (1) 3 (1) 1 

I have created space to focus on 

LTC related concepts, activities and 

projects. 

  2 (1) 5 (1)  

Note. All responses were anonymised in this table and therefore numbers without brackets represent LTC members, while 

numbers in brackets denote LTCRG members. 

These responses suggested that most LTC participants were generally purpose-driven, and 

had some endorsement from their managers, implying the emergence of a reasonably strong 

holding environment from which to catalyse adaptive capacity across their workgroups.  

Strategy dimension 

For this dimension, Table 31 indicates high levels of participant agreement that the LTC 

was an appropriate intervention and strategy for building adaptive capacity of the workforce 

to face new challenges and unpredictable changes and circumstances.  

Table 31 

 

LTC effectiveness relative to adaptive capacity dimension: strategy 

Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

The LTC is a mechanism that can 

grow and strengthen an agile and 

adaptive faculty workforce. 

   5 (1) 2 (1) 

The LTC is a forum for discussion 

and ideas. 

   4 (2) 3 
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Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

I identify my assumptions about 

learning, teaching, assessment and 

administrative work practice. 

  1 5 (2) 1 

Note. All responses were anonymised in this table and therefore numbers without brackets represent LTC members, while 

numbers in brackets denote LTCRG members. 

Structure dimension 

For this dimension, the responses charted in Table 32 below indicate generally high 

levels of agreement that the LTC was a perceived as a suitable platform from which 

participants could build capability and freedom both to take responsibility for workplace 

problems, and to mobilise the responsiveness of their workgroups - thus fostering an 

environment for adaptive work. 

Table 32 

 

LTC effectiveness relative to adaptive capacity dimension: structure 

Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

The LTC is helping to build the 

breadth and depth of staff capability. 

  1 4 (1) 2 (1) 

The LTC supports and encourages 

adapting practice to enhance and 

improve the student learning 

experience. 

   4 (1) 3 (1) 

I question aspects of current practice 

and work to find alternative options. 

  1 4 (2) 2 

I identify my assumptions about 

learning, teaching, assessment and 

administrative work practice. 

  1 5 (2) 1 

LTC members encourage and 

initiate conversations about practice 

and new ways of doing things. 

   5 (2) 2 

I feel more able to be flexible and 

adaptive in my work practice as a 

result of open discussions about 

practice. 

  2 4 (2) 1 

I am able to adapt my practice to 

different contexts and welcome 

change. 

   5 (2) 2 

Note. All responses were anonymised in this table and therefore numbers without brackets represent LTC members, while 

numbers in brackets denote LTCRG members. 
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Culture dimension 

As the data in Table 33 below shows, there was some disparity among respondents in 

relation to this dimension. While all agreed that they had the freedom to fail - implying a high 

capacity to learn from such failures - one respondent strongly discounted any sense of shared 

accountability, while two others indicated no development of reflective leadership and self-

awareness. While it is possible that these negative perceptions may have been influenced by 

the fact that the LTC had only been active for six months, it is also possible to infer from 

them that the purposeful tension in the LTC holding environment might need to be increased 

to enhance the levels of responsiveness and thus improve adaptive capacity.  

Table 33 

 

LTC effectiveness relative to adaptive capacity dimension: culture 

Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

I have the freedom to fail when 

trying something new. 

  3 (1) 4 (1) 

I expect to initiate action and lead 

teams to improve practice in my 

workgroup. 

 1 2 2 (1) 2 (1) 

I and my colleagues expect to be 

held, and actively hold, each other 

accountable. 

1  1 4 (2) 1 

Being associated with the LTC has 

encouraged me to reflect on and 

recognise strengths and weaknesses 

in my current practice and to work 

to strengthen my weaker areas. 

 1 2 (1) 3 (1) 1 

Note. All responses were anonymised in this table and therefore numbers without brackets represent LTC members, while 

numbers in brackets denote LTCRG members. 

Talent dimension 

For this dimension, the respondents indicated that there was still work to be done to 

inform and engage with their own departments for the ripple effect to be happen productively. 

Table 34 below displays seven of the nine respondents acknowledging that their departments 

knew of the work the LTC is doing, although two of the nine also indicated that they were not 

sure if their department was aware of their LTC member, and indeed three respondents 

showed that they knew that other members of their workgroups were unaware of the identity 

of their LTC member. Five of the nine agreed that the LTC members supported and 
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developed the adaptive capabilities of staff, indicating that these five may have been 

modelling the intrapreneurial talent the faculty needed. 

Table 34 

 

LTC effectiveness relative to adaptive capacity dimension: talent 

Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

My department is aware of and 

supports the role and activities of the 

LTC. 

 1 1 4 (2) 1 

My department is aware of the LTC 

member(s) in my department. 

 3 1 (1) 2 (1) 1 

LTC members support and develop 

the adaptive capabilities of staff. 

 2 1 (1) 2 (1) 2 

Note. All responses were anonymised in this table and therefore numbers without brackets represent LTC members, while 

numbers in brackets denote LTCRG members. 

To gain further insight in the final question in Table 34, the participants were also invited 

to respond to an open question as to what specific LTC practices supported and developed the 

adaptive capabilities of staff. The respondent quotes below are not attributed a participant 

number, as the participants were not identified in this survey. Four of the five respondents who 

had agreed or strongly agreed to the statement referred particularly to:  

Taking the time to look at practice, compare it with other departments looking 

at better ways to work, and better teaching and learning and procedural 

options, and to work collaboratively. 

Starting conversations. 

Opportunity to be collaborative with other departments and different roles 

within the faculty. Differing viewpoints are informing and strengthening staff 

members. The progress and finalisation of projects will demonstrate that 

action and innovation can be achieved. The communication of this will have a 

flow-on effect to the rest of the faculty. 

Presentation and discussion on ideas/concepts. 

Those respondents who disagreed were also asked an open response question; in what 

ways could LTC members support and develop the adaptive capabilities of staff? Their 

responses were: 

By introducing new ideas and trialling new projects while emphasising the 

benefits of change. 

By working with the staff and changing the perception of what LTC is about.  

Having the ideas from the team members and reporting back to the person who 

brought the idea forward. 
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LTC members could be more visible, presenting to other departments apart 

from their own. 

The final question in the survey prompted the respondents to reflect on whether the 

LTC itself was “trapped by tradition”. This question was designed to ascertain if change was 

met with resistance in the form of staff pushing to maintain the status quo equilibrium, by 

asking whether the LTC members felt that they were free to behave and work in ways that 

differed from those of their department colleagues. 

Table 35 

 

LTC effectiveness relative to trapped by tradition 

Statement 
Strongly 

disagree 
Disagree 

Neither 

agree nor 

disagree 

Agree 
Strongly 

agree 

The LTC is ‘trapped by tradition’. 1 3 3 (1) (1)  

Note. All responses were anonymised in this table and therefore numbers without brackets represent LTC members, while 

numbers in brackets denote LTCRG members. 

One participant maintained that the LTC was trapped by tradition because: 

There are many staff that take for granted that the LTC members will carry the 

workload of change and teaching and learning development for them. 

When asked how this situation might be ameliorated, the same respondent suggested 

that: 

The LTC members could be scheduled to present new ideas twice per year to 

departments that they would normally not have regular contact with. 

However, four of the remaining eight respondents perceived that the LTC was not 

trapped by tradition. The evidence they proffered included: 

The fact that staff with different positions from within the faculty have the 

opportunity to propose and act upon ideas and projects. The LTC offers a 

different outlet for ideas … [and] … staff can explore if ideas are feasible 

before introducing the concept to their manager. 

Willingness to have open discussion and work collaboratively for changes to 

improve practice. 

Ability to discuss, generate and adapt new ideas. 

Open for discussions of new and innovative ideas. 

One participant expressed some ambivalence, based on uncertainty as to interpretation 

of the term “tradition”: 

I’m unsure of the question’s application of the term. As a committee, they have 

no tradition to speak of. Or, if it is referring to a tradition of departmental 



 

Chapter 4: Findings and Interpretations 129 

management practice that preserves the status quo, I would say no. I think that 

there is plenty of evidence of ongoing change and adaptation within the TAFE 

setting. If anything, people may be resisting change in an effort to catch their 

breath. 

Overall, the responses to this question suggested that the LTC members tended to be 

more satisfied than not that they had the freedom to innovate, collaborate and engage with 

other staff inside and outside their departments, thereby supporting the LTC concept as a 

mechanism for change.  

A further open question in the survey sought participants’ discernment as to which 

aspects of their involvement with the LTC and its activities and projects they had found most 

stimulating. This time six of the respondents again favoured its usefulness as a place for 

discussing new ideas, networking with others and learning about what was happening in other 

workgroups, as well as simply meeting new people and having the ability to implement an 

idea rather than just talk about it.   

The final open response question sought suggestions as to how the functioning of the 

LTC could be improved. Six of the nine provided individual recommendations, including one 

in considerable detail: 

Not all projects are applicable to all departments; an alternative style of LTC 

could be proposing projects to a single body, with those projects put out to the 

faculty and those interested can choose to participate. More structure with 

meetings to develop projects (i.e. stages of development whereby meetings are 

designated for brainstorming, discussion, workshops, etc.). Timelines and 

deadlines, task delegation. 

More departmental staff involved for wider range of opinions 

More members outside of the hospitality and childcare areas 

Clearer communication regarding deadlines 

Once a month meetings, attracting fresh members on a rotational basis. 

Time - growing its position in the teaching community and being seen to make 

a difference. 

In summary, the respondents generally indicated their support for the LTC as a platform 

for them to have the freedom to discuss and actively innovate to bring their projects to life. 

While some members showed some uncertainty about the clarity of the LTC’s role, operating 

procedures and activities, they nonetheless provided thoughtful, constructive and actionable 

feedback on how to change this, thereby implying in principle support.  
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4.3 Interpretative Summary of concurrent Cycle 1 and Cycle 2 

Using the informal staff observations (previously discussed in Chapter 3.3.1 and 

depicted in Table 11) fashioned the shape of the LTC intervention; without them, I would 

have found it difficult to design a concept that would motivate the participants to experience 

shared purpose, take personal responsibility, share information, respond to change, and make 

individual and/or workgroup adaptive decisions. I was delighted that the preliminary 

observational groundwork set this scene, even though I was then not altogether surprised 

when the data from Concurrent Cycle 1 disclosed that four workgroups -  ADMIN, ECE, 

HORT and FS - had weak holding environments and low responsiveness rates, and so were 

more likely to work in silos than the workgroups HCB, TE and HOD. 

This outcome suggested a need for an intervention to reduce siloed behaviour and so 

increase adaptive capacity by increasing shared responsibility across the faculty. A 

practicable, not-too-daunting intervention that emerged was the LTC, which was put into 

action in Concurrent Cycle 2, with support from the LTCRG. Data then collected from LTC 

and LTCRG respondents for Concurrent Cycle 2 generally supported the LTC as a platform to 

break down siloed behaviour by providing a place to engage, collaborate, share and support 

each other, increasing the sense of belonging (and thus the holding environment) amongst the 

workforce.  

Indeed, the fact that the LTC as a concept to create a strong holding environment for 

staff was generally so well-regarded was an agreeable surprise to me, as I had had trepidations 

about my role as a a peripheral researcher - totally relinquishing control during a very 

complex change process in a way that was foreign to my previous ways of working, as 

discussed previously. However this disquiet was mollified by the fact that my general 

responsibility to my staff remained thoughout, and I was able to take professional satisfaction 

from the twofold success of the interventions, both for the purposes of this study and as a 

platform for post-study improvements in adaptive capacity  across the wider faculty (see 

Chapter 5.6.1 for more discussion of the latter).  

However, although siloed behaviour was thus replaced with collaboration, learning and 

sharing amongst the participants in Concurrent Cycle 2, on reflection there remained lost 

opportunities to disseminate the LTC model and the activities of its participants across the 

wider faculty, because of the length of the time it took to complete cycle 2. Fulfilment of 

these opportunities had to wait until after completion of the present study (see Chapter 5 for 

further discussion).  
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4.3.1 Reflections and recommendations for Cycle 3 

The focus group recommendations (see page 73 for more detail) were presented to the 

LTCRG for their approval for implementation in Cycle 3. In summary, the recommendations 

were as follows: 

1. Three new members chosen to maintain breadth in the mix of representation. 

2. Negotiations between the LTC members and managers to allow for a reduction in 

other duties so LTC members could dedicate time specifically to LTC work. 

3. LTC activity updates to be shared with workgroups as an agenda item for 

department [workgroup] staff meetings. 

4. Sharing ideas and outcomes from Cycle 1 and 2 projects to promote the ripple 

effect across the faculty by: 

a) introduction of a monthly LTC “open lecture” style series; 

b) invitation to “bring a friend to the LTC”; and, 

c) a “drop-in forum” concept, where faculty members could pay a visit to an 

LTC member to discuss a topic of their choice.  

These recommendations for improvement to the LTC were approved by the LTCRG, and 

subsequently informed the plan and design phase of Cycle 3. 

4.4 Cycle 3 - Learning and Teaching Committee Round Two 

4.4.1 Observations, planning action, intervention 

Of the original 13 LTC members only 10 remained when the second cycle was to 

commence in February 2016, so three new ones were recruited from the faculty, adding 

breadth to the mix of the LTC’s membership. Recommendations arising from the earlier 

cycles were fully adopted into Cycle 3, with the expectation that they would strengthen the 

holding environments both of LTC members and their respective workgroups, and so 

potentially increase responsiveness. The timeframe for Cycle 3 was aligned with the 2016 

teaching calendar, so the LTC reconvened in February 2016.  

4.4.2 Data collection - Learning and Teaching Committee semi-structured interviews 

Each of the 13 members of the Learning and Teaching Committee (LTC) attended an 

individual semi-structured interview in July 2016, to ascertain each participant’s perception of 

the extention to which the LTC enabled their development to build their adaptive capacity. 
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The semi-structured interview method was chosen in this instance to foster more open-ended - 

and thus potentially more detailed and in-depth - responses than surveys, and to counter any 

likelihood that some LTC participants might have been reluctant to state all their views in 

front of colleagues in the focus groups. 

In compliance with the project’s ethics approval, an external facilitator was engaged to 

conduct the semi-structured interviews. All interviews were audio-recorded and then emailed 

to an external transcription service. I received only a typed transcript of each interview. For 

analysis purposes, participant responses were de-identified using the code LTCSS followed 

by a reference number between one and 13 allocated to each participant. The prompts are 

documented in Table 15. 

Unfortunately, the external facilitator’s knowledge of the study was rather limited, 

notwithstanding both a detailed briefing from me, and my own involvement in formulating 

the starter prompt questions. This resulted in a considerable lack of depth in some of the 

improvised follow-up questioning of the LTC respondents seeking further detail, clarity or 

interpretation of their responses.  

Prompt 1 

The external facilitator commenced each semi-structured interview with some general 

ice-breaker questions to clarify the respondent’s involvement in the LTC, and what they had 

expected from it. Linking to the organisational dimensions of purpose, strategy and structure, 

participants were asked if the LTC had provided them with a platform to try new ideas and/or 

get a new project up and running. All respondents observed that the LTC was a platform for 

ideas to be shared, with three of them - LTCSS4, LTCSS5 and LTCSS8 - adding that there 

was particular strength in the LTC’s membership diversity, and consequently the diversity of 

ideas and projects generated.  LTCSS4 summed up this viewpoint by characterising the LTC 

dynamic as “lots of different viewpoints and ideas coming from very different areas …and 

perspectives”. Several respondents perceived that the LTC was a supportive environment, as 

well as a “wonderful vehicle for improving the quality of delivery in teaching and with 

teachers” (LTCSS2). LTCSS1 further articulated a common thread across the group, that 

“there were some good ideas, able to see a few different projects others were working on, and 

their skills… to use with my group”. A further supportive comment from LTCSS8 highlighted 

the LTC as a place for people to be proactive, to have open conversations about their ideas, 

and to “get staff to think”. 



 

Chapter 4: Findings and Interpretations 133 

Table 36 

 

Interpretative Summary for prompt one - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not 

have adaptive capacity 

More likely than not have 

low adaptive capacity 

Purpose Strengthening holding environment 

and enhancing responsiveness 

LTCSS1 through to 

LTCSS13 

 

Strategy Strengthening holding environment 

and enhancing responsiveness 

LTCSS1 through to 

LTCSS13 

 

Structure Strengthening holding environment 

and enhancing responsiveness 

LTCSS1 through to 

LTCSS13 

 

 

Feedback of this nature suggests that each of the 13 participants found the LTC as 

having a strong holding environment, with a judicious level of tension permitting a level of 

responsiveness sufficient to build adaptive capacity.  

Prompt 2 

This prompt, linked to the organisational dimensions of purpose and structure, was 

intended as an invitation for respondents to reveal specific ways in which the LTC 

encouraged them to do something different. Eight of them responded in the affirmative. A 

common response thread for eight of the participants was along the lines of having freedom to 

take the initiative - to “pick and choose a few projects” (LTCSS1) and feeling encouraged to 

pursue their ideas (LTCSS5 and LTCSS12). LTCSS3 considered that the LTC encouraged 

“further reflection on my teaching and also the project”. Another, LTCSS13, appreciated the 

LTC for allowing them to engage with people from other workgroups to “network and tease 

out the person’s idea”. LTCSS5 felt that the LTC gave them “confidence to voice [their] 

ideas” and allowed them to “know what to expect” when working on a faculty program. 

LTCSS7, taking their first step into a management role, stated that being part of a team “to 

make decisions which will impact to grade up [the faculty] is exciting”.  

However, there was less enthusiasm in response to this prompt from four respondents - 

LTCSS4, LTCSS6, LTCSS9 and LTCSS10. Respondent LTCSS9, for example, reflected that 

although they had attended meetings, they had decided that their idea and project, compared 

with those of other workgroups, “didn’t seem to hold any relevance”, and so they “pretty 

much did it by myself in my own department.” LTCSS11 appeared to feel somewhat 

overwhelmed by the “tremendous” burden of expectation of participants in “coming up with 

an idea of any sorts and running with it”. 
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Overall, the response for prompt two, which is summarised in Table 37 below, 

generally presented eight of the participants as valuing the LTC as a mechanism to enhance 

their adaptive capacity. Of these, five strongly endorsed it as a vehicle for actively networking 

with colleagues outside the LTC, drawing on support and collaboration with others, and 

building their confidence to experiment.  

Table 37 

 

Interpretative Summary for prompt two - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not 

have low adaptive 

capacity 

Purpose Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 LTCSS2 LTCSS3 

LTCSS5 LTCSS7 LTCSS8 

LTCSS12 LTCSS13  

LTCSS4 LTCSS6, 

LTCSS9 LTCSS10 

LTCSS11 

Structure Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 LTCSS2 LTCSS3 

LTCSS5 LTCSS7 LTCSS8 

LTCSS12 LTCSS13 

LTCSS4 LTCSS6 

LTCSS9 LTCSS10 

LTCSS11 

 

Prompt 3 

Probing the organisational dimensions of strategy and culture, this question prompted 

the respondents to reveal if their project allowed them to engage with other members from 

their workgroup, and if so, what strategies they had used to gain such engagement. All but 

two respondents, LTCSS6 and LTCSS7, engaged with colleagues in at least one workgroup - 

their own, another one from the faculty, and/or the LTC, with a common thread that one way 

they made such connections was via staff meetings.  

Otherwise, their connecting strategies varied considerably. Formal and systems-

integrated ones included making presentations at staff meetings, to openly seek the support of 

colleagues for the project. In one such case, LTCSS3 found it “wonderful” that the group 

were “very happy to be part of it” as the project “stood for itself”. Another respondent, 

LTCSS12, stated that they communicated with another workgroup rather than their own, and 

“showed people the idea and commenced sharing resources”. Yet another, LTCSS13, stated 

that they did not “experience any barriers to getting the project going”, but went on to disclose 

that they had “only shared the project with a limited number of trusted members” of their 

workgroup, and “took on advice” from this group.  
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Others used less formal methods for connecting, such as one-on-one conversations with 

colleagues that might be, as LTCSS2 expressed it, “tacked onto the end of a session that we 

were having on some of our teaching materials” or “in a session in a PD day - introduced it to 

them, planted the seed”. LTCSS10 also talked about one-on-one conversations, but of a more 

spontaneous nature such as “lunch-time chats” and sending text messages. 

All of these showed considerable evidence of making productive connections that could 

help develop adaptive capacity. The fact that there were any exceptions - LTCSS6 and 

LTCSS7 – was something of a surprise, given that even though they were recent recruits, they 

might at least have been expected to find engagement and support within the LTC itself. 

Further probing by the facilitator might have elicited more positive responses in this regard, 

but as stated previously, such follow-up probing was generally not undertaken in these 

interviews. 

Table 38 

 

Interpretative Summary for prompt three - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not 

have low adaptive 

capacity 

Strategy Strengthening holding environment 

and enhancing responsiveness 

LTCSS1 through to LTCSS5, 

LTCSS8 through to LTCSS13 

LTCSS6, LTCSS7 

Culture Strengthening holding environment 

and enhancing responsiveness 

LTCSS1 through to LTCSS5, 

LTCSS8 through to LTCSS13 

LTCSS6, LTCSS7 

Prompt 4 

This prompt - linked with the organisational dimensions of culture and talent - sought 

respondents’ perceptions about any resistance on the part of workgroup colleagues, and what 

actions, if any, that they took to overcome such resistance.  

Two of the thirteen respondents, LTCSS3 and LTCSS13, reported meeting no resistance 

when working on or seeking assistance with their projects. 

Seven respondents reported that their colleagues wanted to be involved but resisted on 

the grounds of not having available time on top of their normal assigned duties. LTCSS5, for 

example, stated that “it was adding a bit too much to their [teaching] workload”, while along 

similar lines LTCSS10 said “I think my colleagues are open to new ideas but don’t have the 

time to explore them or to take them on board”. LTCSS1 stated that some “teachers spend a 
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lot of time off campus”, while LTCSS2 asserted that there “simply isn’t time to develop 

[resources] … from more jaded teachers”.  

Four other respondents who did manage to make successful connections still met with 

some degree of resistance that they attributed to constraints related to prioritisation of time 

demands. For example, LTCSS4 remarked that “if you don’t communicate, if you’re not 

repetitive about something that exists, then it can get forgotten about”. 

In this instance, the external facilitator did ask follow-up questions of some respondents 

(LTCSS9, LTCSS10, LTCSS11 and LTCSS12) regarding the recurrent claims about lack of 

time, such as (to LTCSS9): 

The word ‘time’ is bandied around, and I’d like a dollar for every time I heard 

‘time’ mentioned yesterday. Do you think there are any other reasons? … Is it 

just bandied around because it’s kind of easier to bring that up?  

LTCSS9 responded with the reflection that there “may be a resistance between looking 

at it that it’s not a teacher’s role to be doing this additional work”, and adding that “it’s not 

just my department, but I think a lot of people will say ‘that’s not my role as a teacher to 

attend these meetings, that’s more a management or a senior educator’s role’”. LTCSS10 

suggested that changing the name of the LTC might make a difference, as a way to encourage 

teaching staff to join and engage with it. They did not, however, record any suggestion for 

such an alternative name.  

Overall, this prompt indicated that 11 of the 13 participants and their workgroups were 

to some extent operating in a weak holding environment. This would need to be strengthened 

before purposeful tension could be generated across the workgroups to enable meaningful 

adaptive work to take place.  

Table 39 

 

Interpretative Summary for prompt four - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not have 

low adaptive capacity 

Culture Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS3, LTCSS13 LTCSS1, LTCSS2, LTCSS4 

through to LTCSS12. 

Talent Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS3, LTCSS13 LTCSS1, LTCSS2, LTCSS4 

through to LTCSS12. 
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Prompt 5 

This prompt addressed the organisational dimensions of strategy and culture by probing 

the respondents’ levels of confidence to seek assistance from workgroups from other 

departments. Three participants responded favourably, with LTCSS11 stating that they 

“presented the idea [project] to a couple of departments”, seeking data and information on 

how other workgroups managed student work placements/internships within courses. 

LTCSS8 sought feedback from the Learning and Teaching Committee Reference Group 

(LTCRG), while LTCSS13 sought and received feedback from the Heads of Department and 

myself as the Dean.  

Three of the other respondents, apparently misunderstanding the prompt question, 

identified the LTC itself as their workgroup from which they sought encouragement and 

support. However, the facilitator did not follow this through with the respondents to 

emphasise the distinction between the LTC and departmental workgroups, so for the purposes 

of this analysis they are characterised as likely to have low adaptive capacity. The remaining 

seven participants reported no confidence in seeking support from workgroups from other 

departments.  

Table 40 below therefore shows only three participants as likely to have a viable level 

of adaptive capacity, with the remaining ten apparently operating in holding environments 

that were too weak to accommodate the required tension for them to generate an appreciable 

level of adaptive work. 

Table 40 

 

Interpretative Summary for prompt five - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not 

have adaptive capacity 

More likely than not have 

low adaptive capacity 

Strategy Strengthening holding environment 

and enhancing responsiveness 

LTCSS8, LTCSS11, 

LTCSS13 

LTCSS1 through to LTCSS7, 

LTCSS9, LTCSS10, LTCSS12 

Culture Strengthening holding environment 

and enhancing responsiveness 

LTCSS8, LTCSS11, 

LTCSS13 

LTCSS1 through to LTCSS7, 

LTCSS9, LTCSS10, LTCSS12 
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Prompt 6 

Dealing with the organisational dimensions of structure and culture, this prompt directly 

asked the respondents about the support provided to them by their manager or supervisor. It 

was phrased in an open-ended way, to accommodate a potentially wide range of support such 

as advice on their projects, time allowances to attend meetings and/or work on their projects, 

or assisting them in communicating with their colleagues.  

Ten of the respondents acknowledged that they did receive support. For instance, 

LTCSS7 stated that they felt “well supported by [their] manager and encouraged to try new 

things”, while LTCSS11 stated that they were not only supported by their direct manager, but 

they also received support from other managers by being welcomed to present information 

about their project to colleagues from other workgroups.  

By contrast, LTCSS1 highlighted a lack of support when they asked for it to promote 

their project or the LTC in general, while LTCSS6 was disappointed for being continually 

“rostered to teach at the same time the LTC meetings occurred, and therefore unable to attend, 

even though the Head of Department … [was] … aware of the LTC meetings”. LTCSS10 also 

reported resistance from their manager apparently stemming from differing views regarding 

their job role: “I had an idea and I went to the person who I would address that idea with, and 

I was informed that it [the idea] probably wasn’t my area to work on”.  

Table 41 below therefore shows the 10 participants supported by their managers, 

signalling a supportive holding environment with a sharing and inclusive culture conducive to 

promoting the trust, experimentation, learning and responsiveness required for building 

adaptive capacity. The manager or mangers of LTCSS1, LTCSS6 and LTCSS10 would 

probably themselves have benefitted from collaborative mentorship by the managers of the 

other participants.  

Table 41 

 

Interpretative Summary for prompt six - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not 

have low adaptive 

capacity 

Structure Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS2 through to LTCSS5, 

LTCSS7 through to LTCSS9, 

LTCSS11 through to LTCSS13 

LTCSS1, LTCSS6, 

LTCSS10 
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Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not 

have low adaptive 

capacity 

Culture Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS2 through to LTCSS5, 

LTCSS7 through to LTCSS9, 

LTCSS11 through to LTCSS13 

LTCSS1, LTCSS6, 

LTCSS10 

Prompt 7 

This prompt, related to the organisational dimensions of culture and talent, sought 

participants’ perceptions as to whether they took on a leadership role within their workgroup 

to get their projects done. Six of them acknowledged that they did exercise some form of 

leadership, either in the LTC or in their workgroups, or with their individual projects. 

LTCSS4, for example, stated that they were a “driver” of their project, creating task lists, 

delegating tasks and setting deadlines, while LTCSS7 and LTCSS13 took similar leadership 

roles as the prime movers of their projects. LTCSS9 felt that they had taken on an “accidental 

leadership” role, and LTCSS10 described their role as a “collaborative leader”.  

However, the other seven respondents had experienced no sense of personal leadership 

in either their workgroups or the LTC. LTCSS1, for instance, felt that the LTC sometimes 

“had a lack of direction”, while LTCSS6 and LTCSS9 raised concerns about strong 

personalities dominating the LTC group such that the conversations “centred around a few 

people” and so their own voices were not heard. LTCSS6 considered themselves a team 

player and thus “more a follower than a leader” – a sentiment echoed by LTCSS12. 

Table 42 below therefore shows these seven respondents as apparently manifesting a 

low adaptive capacity, and therefore likely to benefit from strategies that modelled adaptive 

behaviours to increase their level of responsiveness and engage with challenges.  

Table 42 

 

Interpretative Summary for prompt seven - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not 

have adaptive 

capacity 

More likely than not have low 

adaptive capacity 

Culture Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS4, LTCSS7, 

LTCSS9, LTCSS10, 

LTCSS13 

LTCSS1 through to LTCSS3, 

LTCSS5 through to LTCSS6, 

LTCSS8, LTCSS11 through to 

LTCSS12. 
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Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not 

have adaptive 

capacity 

More likely than not have low 

adaptive capacity 

Talent Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS4, LTCSS7, 

LTCSS9, LTCSS10, 

LTCSS13 

LTCSS1 through to LTCSS3, 

LTCSS5 through to LTCSS6, 

LTCSS8, LTCSS11 through to 

LTCSS12.  

Prompt 8 

This prompt addressed the organisational dimensions of strategy and culture by probing 

the respondents about whether they involved their workgroups in their decision-making. Four 

of them answered in the affirmative, with LTCSS3 stating:   

Yes, absolutely. We talked through different ideas, and I respect their thoughts 

and ideas because they’ve had experience with projects before, so we made 

decisions together. 

LTCSS7 identified the LTC itself as their workgroup and stated that, although this was 

the first time they had been part of a self-managed team, they felt positive about it:  

Being part of decision making which will impact [the Institute] is exciting, it’s 

scary, but it’s a good process.  

LTCSS8 referred in a similar way to their involvement in decision-making with the 

LTCRG, but again made no reference to any engagement with their normal faculty 

workgroups. LTCSS13 did engage with colleagues in decision-making, but only with 

“trusted” ones. 

The remaining nine respondents admitted that they had not established any mechanisms 

by which to engage others from their workgroups in any decision-making, generally because, 

as LTCSS9 stated, they “did [the] project on [their] own”. 

Overall therefore, as Table 43 below indicates, only four of the respondents were able or 

even willing to establish workgroup relationships with a culture of trust and confidence for a 

holding environment strong enough to permit independent judgement and shared 

responsibility for problem-solving. The remaining nine respondents could probably have 

benefitted from professional development in teamwork skills to strengthen their workgroups’ 

holding environments and, in turn, their capacity for responsiveness.  
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Table 43 

 

Interpretative Summary for prompt eight - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not have 

low adaptive capacity 

Structure Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS3, LTCSS7, 

LTCSS8, LTCSS13 

LTCSS1, LTCSS2, LTCSS4 

through to LTCSS6, 

LTCSS9 through to 

LTCSS12 

Culture Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS3, LTCSS7, 

LTCSS8, LTCSS13 

LTCSS1, LTCSS2, LTCSS4 

through to LTCSS6, 

LTCSS9 through to 

LTCSS12 

Prompt 9  

This prompt, addressing the organisational dimensions of strategy and culture, sought 

respondents’ perceptions about how quickly the LTC or their departments took action in 

approving and supporting their projects, and whether those processes were impeded by 

established systems or compliance issues.  

Overall, all but two participants – LTCSS13 and LTCSS3 - encountered resistance of 

some nature, resulting in a slower than anticipated completion of projects. LTCSS13 

experienced no resistance with compliance issues or obtaining approvals, with all happening 

in a timely manner. Similarly, LTCSS3 stated that “it all went quite smoothly actually”.  

LTCSS4, however, felt that the project had gone smoothly in the first stage, but slowed 

in the second stage because the LTC meetings tended “to get bogged down”. LTCSS1 had felt 

hesitant to promote new ideas because the “first two words” raised in response by their 

manager were “compliance and audit”, leading to some ideas being “blocked”. LTCSS12 was 

similarly told that their project needed far greater “structure … resources … [and] … time, 

and we don’t have these in spades”. The time factor was also referenced by LTCSS2, 

LTCSS4, LTCSS5, LTCSS6, LTCSS7, LTCSS10, and LTCSS12, with the lack of it 

identified as the main hindrance to any action or involvement by the workgroups.  

I think they’re all keen to do something, it’s just whether they can have the time 

to do it or whether they find time to do it. (LTCSS7) 

This indicates that the holding environments for these groups were too weak to foster 

sufficient responsiveness to develop adaptive capacity. LTC participants in these 

circumstances could possibly have benefitted from more purposeful cross-sharing of 
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successful experiences within the LTC itself, as models which the other members could apply 

in their own workgroups to solve these problems by focussing on their internal dynamics.  

Table 44 

 

Interpretative Summary for prompt 9 - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not 

have adaptive capacity 

More likely than not have 

low adaptive capacity 

Strategy Strengthening holding environment 

and enhancing responsiveness 

LTCSS3, LTCSS13 LTCSS1, LTCSS2, LTCSS4, 

LTCSS5 through to LTCSS12 

Culture Strengthening holding environment 

and enhancing responsiveness 

LTCSS3, LTCSS13 LTCSS1, LTCSS2, LTCSS4, 

LTCSS5 through to LTCSS12 

Prompt 10 

This prompt, linked to the organisational dimensions of structure and culture, asked 

respondents to consider how they would go about activating a creative idea and what would 

they do to surmount any obstacles that might arise. 

Many differing views were expressed. LTCSS2 had no response to give, whereas 

LTCSS1 communicated a process whereby, after presenting their idea to colleagues and being 

armed with their feedback, they would present it again to a senior educator or their workgroup 

manager, and if it were blocked at that level, they would escalate it to the faculty executive to 

move it forward. LTCSS3 declared that this prompt was a “hard question to answer because it 

depends on what the idea is”. LTCSS4 felt that the LTC could be a lengthy process, but stated 

that if they encountered an obstacle, they “aired” it with the manager, which enabled them to 

gain support “from the top” and from “across departments”. They did, however, find that this 

tended to involve a lengthy process. Similarly, LTCSS12 stated that they would probably 

“just [go to] my manager, because I guess we’re all siloed”, and indeed a total of six 

respondents indicated that they would seek initial support from their workgroup or manager. 

Five also favoured consulting with fellow LTC members to overcome any obstacles because it 

“LTC has a “round table” approach” (LTCSS7) and “would certainly … be my sounding 

board” (LTCSS10). 

In summary for this prompt, all but LTCSS2 considered either their workgroup 

(including their manager) and/or the LTC as providing a strong holding environment for 

introducing fresh ideas and surmounting obstacles and, therefore, a place to build 

responsiveness and the adaptive capacity of its members.   
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Table 45 

 

Interpretative Summary for prompt 10 - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not have 

low adaptive capacity 

Structure Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1, LTCSS3 through 

to LTCSS13 

LTCSS2 

Culture Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1, LTCSS3 through 

to LTCSS13 

LTCSS2 

Prompt 11 

The final prompt allowed the respondents the opportunity to rate their experience of the 

LTC, and whether they would be likely to introduce and promote new ideas if they did not 

have the LTC as their platform. This prompt addressed all Eichholz (2014) organisational 

dimensions of purpose, strategy, structure, culture and talent.  

Most respondents viewed their LTC experience positively, as these comments show:  

I think it [LTC] is great, it’s a great initiative and I want to take advantage of it 

… to listen to what other people do particularly because you tend to become 

very isolated within you own industry area … [and] … to have the LTC is just 

something that I find quite astounding and I want to take advantage of it. 

(LTCSS2) 

very collaborative and everyone involved in it … because we wanted to get it to 

an end point … great platform for people to introduce ideas ... it’s a great 

initiative, rapt that it’s here (LTCSS4) 

a good sharing committee or a good sharing community (LTCSS7) 

It is interesting hearing what the others are doing ... I’ve learnt a lot about the 

other departments as far as their ideas and how they run (LTCSS9) 

I have a good sense of belonging so I really feel part of that team (LTCSS10) 

LTCSS10 was more equivocal, having enjoyed the “bouncing of ideas off each other” 

aspects of the LTC while also reflecting on the “not so positive aspects” of the experience 

such as not being able “to put into practice” their idea because of resistance from 

management. 

LTCSS12 was the only participant who could find nothing positive to say in response to 

this prompt, stating that the LTC “not kind of working for me” as they “struggled” with 

feelings that the meetings were a “talk-fest” which only “talked out ideas and fluffy stuff” and 

“not a lot was achieved”.  
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Apart from this one exception, therefore, all the respondents felt they could at least to 

some degree use the LTC as a platform for introducing new ideas either before or after 

discussion with their workgroups and/or managers. As LTCSS4 put it, “if you’re going to 

watch change happen you can’t complain about it afterwards if you haven’t been part of it”. 

This appears to have been the case even for those participants who found that, to complete 

their individual projects, they needed to work on them at least partly in their own time. 

Table 46 

 

Interpretative Summary for prompt 11 - adaptive capacity of LTC participants 

Variable Promotes adaptive capacity by 

Interpretative Summary from 13 participants 

More likely than not have 

adaptive capacity 

More likely than not have 

low adaptive capacity 

Purpose Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 through to 

LTCSS11, LTCSS13 

LTCSS12 

Strategy Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 through to 

LTCSS11, LTCSS13 

LTCSS12 

Structure Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 through to 

LTCSS11, LTCSS13 

LTCSS12 

Culture Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 through to 

LTCSS11, LTCSS13 

LTCSS12 

Talent Strengthening holding 

environment and enhancing 

responsiveness 

LTCSS1 through to 

LTCSS11, LTCSS13 

LTCSS12 

4.4.3 Overall interpretative summary of LTC semi-structured interviews 

With the group consistently holding the LTC as a place to share, learn, collaborate and 

encourage independent decision making, it was surprising to hear that all members still felt at 

least to some extent this work was undertaken in isolation from their primary jobs, and 

generally unsupported by their managers. Although the LTCRG members had committed to 

uphold the Cycle 2 recommendations to have improved LTC communication strategies and to 

incorporate the workload into the LTC members’ annual work plan, the latter appears not to 

have eventuated for all members, especially for the two who struggled to attend at all during 

Cycle 3. 

Overall, the evidence from the responses of participants in the one-on-one semi-

structured interviews in cycle 3 indicates that all LTC participants evinced some level of 

adaptive capacity even though those levels varied considerably. However, they all still faced 
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some gap between their current adaptive levels and the required or desired levels for the 

faculty. Although the respondents reported an increase in their confidence and communication 

strategies to share information across their workgroups (as noted in response to Prompt 3), 

resistance to getting involved and supporting the work in the LTC projects was evident from 

most of their workgroup colleagues (as elicited in Prompt 4). Three LTC members sought and 

received assistance from other workgroups, and all but three members acknowledged strong 

support from their manager. Overall, therefore, Cycle 3 responses by the LTC members 

indicated that the LTC design could influence and build adaptive capacity of its members, 

which in turn would be more likely than not to build the adaptive capacity of the organisation.  

4.5 Chapter summary 

This chapter presented the findings from data collected during the three action research 

cycles relating to the faculty’s capacity to adapt, as evaluated and interpreted against 

Eichholz’s (2014) five organisational dimensions. Concurrent Cycle 1 presented the data 

from, and interpretations of, the faculty survey in response to the first research question. The 

second research question was answered from the data findings and interpretations from the 

LTC intervention deployed through both Concurrent Cycle 2 and Cycle 3.  

The faculty survey revealed different adaptive capacity levels in each department 

workgroup, exposing siloed organisational structures and departmental subcultures as 

obstacles to achieving a more adaptive balance between “freedom and rigidity” among the 

faculty’s functions (Eichholz 2014, p. 153). 

In response to the findings of the survey, the LTC was the intervention created for this 

study, and introduced in Concurrent Cycle 2. It was a mechanism by which to bring people 

from different workgroups together to generate freedom for the participants to engage 

collaboratively in more adaptive work through project/s of the members’ own choice, for the 

purpose of “stirring the pot”, as Eichholz (2014, p. 157) puts it. All operational/technical work 

remained outside of the LTC, therefore testing if this type of model could foster adaptiveness 

of staff. All participants acknowledged the concept as one where they were able to achieve 

this, albeit not without challenges and issues as highlighted throughout this chapter. During 

Concurrent Cycle 2 and Cycle 3, the data showed a positive further shift in the adaptive 

capacity of all LTC members, although the extent of the shift varied among participants. 

Overall, 12 out of 13 LTC members sought to continue in the LTC. Members had a 

variety of reasons to continue such as: a place to develop the team, encourage ideas and work 
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on ideas across the group without necessarily having to seek approval from management, by 

“going up in the system.” LTCSS13 found the LTC as a place to be exposed, be interactive 

with other people with ideas and be given the autonomy to act. LTCSS13 and LTCSS11 

supported the LTC being a distributed leadership opportunity; to push ideas and make 

decisions from the bottom up. Interestingly, three of the 12 wishing to continue with the LTC 

stated they were confident to develop ideas without the LTC being around them.  

The LTC therefore proved to be a strong enough holding environment for LTC 

members to offer each other support, hear each other’s project issues (including external 

issues regarding time and management support), create a sense of belonging and build trust. 

Consequently, each of the 13 members experienced an increase in tension (disequilibrium), 

which in turn drove adaptive behaviour when each member in this study worked on a project. 

Each project was a place to stretch the participants, increasing tension for them to build 

adaptive capacity. As Eichholz (2014, p. 28) states “a degree of responsiveness to tension is 

crucial for adaption to take place.” LTC participants were able to receive live feedback from 

colleagues to move each other away from their equilibrium - their comfort zone - so as to 

“react sooner to the problem you are facing, in this way eventually adapting” (p. 29). As 

participant LTCSS2 summed up the value of the LTC to its members, “it is something that I 

find quite astounding, and I want to take advantage of it.” 
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Chapter 5: Conclusion 

In the context of a public Institute of Technical and Further Education (TAFE) provider 

located in Melbourne (the Institute) experiencing problems with responding to disruptive 

changes in its operating environment, the purpose of this study was to investigate how the 

Institute might be able to pro-actively change itself not only to weather the turbulence but 

perhaps to take advantage of opportunities inherent in it, so as to sustain itself and even 

prosper in this ‘new normal’. Extant organisational change management literature in 

workforce resilience, agility and adaptiveness suggested several models that could potentially 

be applied to the Institute in terms of organisational change. However, the literature, while 

extensive, was mostly derived from and applicable to private profit-seeking enterprises, with 

relatively little directly related to public organisations and even less with reference to the 

public post-secondary education sector. Most literature applying to this sector was based on 

universities.  

The contextual literature review therefore focussed primarily on publications relating to 

private sector organisations in search of a model that could be adaptable to a large, multi-

faceted public organisation such as the Institute. This led me to newly published (at the time†) 

Juan Carlos Eichholz’s (2014) Adaptive Capacity which, although reporting primarily on 

private sector case studies, addressed a wide variety of organisational forms including some 

that could potentially be applicable to the Institute. In adopting Eichholz’s framework - 

including his key term ‘adaptive capacity’ - two research questions emerged to guide this 

study: 

1. What current adaptive capacity is demonstrated at the Institute? 

2. How can the Institute build its capacity to adapt to change?  

The current chapter encapsulates the study’s learnings in response to these key 

questions. The selection of the Eichholz (2014) framework as a template for addressing the 

Institute’s adaptive problem is reviewed, as is the choice and application of Participatory 

 

 
† The doctoral research project reported in this thesis was commenced in early 2014 and conducted mostly on a 

part-time basis while I continued to work full-time in my leadership role at the Institute. Implementation and 

data-collection were conducted mainly in 2015 and 2016. The data analysis and thesis write-up phases were then 

impeded by a series of unforeseen interruptive events requiring my full focus elsewhere – including the ‘Black 

Summer’ firestorm of 2019 and the impacts of the COVID19 pandemic since early 2020. 
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Action Research as the methodology for the study, which focused on a single faculty of the 

Institute in order to keep its scope manageable within the parameters of a professional 

doctorate project. Key findings are evaluated for their effectiveness in generating an 

understanding of the adaptive capacity of the faculty’s workforce at the commencement of the 

study, and devising measures to increase that adaptive capacity. The impact of this study on 

the operations of the faculty is considered, together with opportunities for further research 

arising from it. Some limitations of the study are also acknowledged in context. 

5.1 Finding the framework 

Chapter 1 backgrounds the contemporary global experience of constant, rapid, even 

accelerating disequilibrium, from which the VET sector and especially public TAFE colleges 

such as the Institute have not been immune. The research problem for this study was to find a 

way for the faculty to adjust so as to thrive in this new environment, while also continuing to 

meet community expectations by delivering high quality educational experiences leading to 

industry-ready qualifications for students.  

The contextual literature review in Chapter 2 suggested, among other things, that 

organisations like the Institute are typically designed with a propensity for stability and 

equilibrium (Lawler and Worley, 2006; Heifetz et al., 2009; Worley et al., 2014). Such 

organisations tend to be staffed mainly by people whose preference is to perform tasks in a 

consistent way (Christensen & Overdorf, 2000; Heifetz et al., 2009), although some maybe 

more willing than others to look to the future and embrace change. Eichholz (2014), however, 

asserts that an organisation’s potential to remain viable and competitive in the face of rapidly 

changing times is not so much about its ability to predict the future as about its capacity to 

adapt to the changes as they materialise. A conceptual model is required to reflect the 

organisation’s current adaptive capacity as a baseline from which to build enhanced 

capabilities in a challenging operating environment. 

Organisations are of course more complex than any conceptual model, however some 

level of simplification is needed to be able to comprehend their key characteristics. In this 

vein, Eichholz (2014) argues that essentially there are two essential work types in 

organisations: 

• technical work - where people apply current know-how to solve problems and 

perform their work, usually in a directive, controlled management system; and 
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• adaptive work - where people actively challenge their assumptions, values, 

competencies and habits to creatively solve workplace problems that arise; 

and four fundamental structural types of organisation: 

• communal - existing in stable environments, internally orientated and where 

much of the work is adaptive; 

• innovative – existing in unstable environments, externally orientated and where 

the work is adaptive; 

• bureaucratic – existing in stable environments, internally orientated and where 

the work tends to be technical; and 

• action-driven – existing in unstable environments, externally orientated and 

where work tends to be technical. 

Eichholz (2014) acknowledges that this framework, while useful, is hardly definitive. 

The structures of most organisations - especially larger ones – tend to manifest a mixture of 

more than one of these four types, even where one type is dominant; not all sections of an 

organisation need to be equally adaptive, so different workgroups within them can have 

different levels of adaptive capacity. Such a recognition and inclusion of complexity led to the 

choice of Eichholz’s framework as the basis for the present study, drilling down into the 

faculty workforce for insights into its current level of adaptive capacity, and to generate ideas 

for new ways of working that might develop that capacity further. 

At the commencement of this research, my perceptions from experience in executive 

leadership of the faculty was that it was primarily bureaucratic in structure, with most staff 

performing mainly technical work. Yet some interesting departures from this pattern emerged 

sporadically. This suggests that at least some colleagues had recognised the need to depart 

from the bureaucratic disposition characterised by safety, formality, process, tradition, 

regularity and order, towards a more innovative inclination characterised by anticipation, 

creativity, collaboration and flexibility.  

Harnessing and encouraging this impulse seemed to be a useful starting point for a 

wider move to build adaptive capacity. However, the likely success of such a move would 

depend on recognition that the pervading disequilibrium was causing raised levels of tension 

among the staff, a situation that required a strengthening of the holding environment - the 

“cohesive properties of a relationship or social system that serve to keep people engaged with 
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one another in spite of the divisive forces generated by adaptive work” (Heifetz et al., 2009, p. 

305) - to foster a safe environment in which staff could experiment freely, allowing ideas to 

flourish without fear. This in turn would stimulate staff responsiveness - their ability to adjust 

positively and quickly to the problem causing the disequilibrium and consequent rise in 

tension (Eichholz, 2014).  

The method that I developed for creating a strong holding environment for the study 

was to establish a group of volunteer staff members from across all departments in my 

faculty. This group, called the Learning and Teaching Committee, comprised the core 

contributors to the second and third action cycles of the study, discussed below. 

5.2 Methodology 

This study was conducted using a participatory action research (PAR) methodology. It 

quickly became clear that, as the leader of the faculty, I should position myself neither as an 

outsider researcher detached from it, nor as an insider researcher fully immersed in it. The 

most ethically sustainable position was to be a peripheral member researcher, which Adler 

and Adler (1987, p. 36) describe as one that conducts the research from a distance, 

inconspicuously framing, guiding, observing and documenting the core activities without 

actually participating in or directly influencing the outcomes. 

The cyclic characteristics of PAR aligned well with Eichholz’s framework, which 

advocates “virtuous cycles” of action “because an organization with high adaptive capacity is 

permanently evolving, … [so] … new projects, initiatives, and challenges will continually 

emerge” (2014, p. 190) within active workplaces while continuing their everyday business.  

The data was collected across three PAR cycles: 

• Concurrent Cycle 1: the faculty survey;  

• Concurrent Cycle 2: the Learning and Teaching Committee intervention Round 

One; and 

• Cycle 3: the Learning and Teaching Committee intervention Round Two, 

with each cycle comprising four phases: defining the issue, planning an intervention, 

implementing it and gathering data from it, and analysing the data and reflecting on it.  
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The methodology also permitted the use of Eichholz’s (2014) organisational dimensions 

and their associated variables (values and behaviours) to inform the design of questions both 

for the faculty survey to diagnose the current adaptive capacity, and for the focus groups and 

semi-structured interviews with LTC members to evaluate the interventions in Cycle 2 and 

Cycle 3. The five organisational dimensions, each with related variables, are: 

• purpose - recognising, mobilising and aligning the workforce to the 

organisation’s vision, via: 

− the difference an organisation makes in the world; 

− the practice of hiring people with purpose; 

− the organisation’s connection with the community; and 

− an overarching narrative. 

• strategy – adjusting goals and objectives in response to the operating 

environment, via: 

− awareness of changing circumstances that may affect the organisation; 

− reflection on these circumstances and on the response options available; 

− involvement of a broad range of your people in developing and testing 

strategy ideas; and 

− continual experimentation with new strategic directions. 

• structure – reducing rigidity and increasing flexibility, via: 

− decentralisation of decision making, 

− flexibility in procedures and activities,  

− the use of steering/stirring committees to engage people in adaptive work; 

− the encouragement of intrapreneurship; and 

− the use of external networks rather than relying only on internal sources.  

• culture – adjusting values and norms that drive workforce attitudes and 

behaviours, via: 

− the exercise of independent judgement by those within the organisation; 

− a sense of shared responsibility for the organisation; 

− openness to disagreement within the organisation; 

− a high capacity for learning, especially from mistakes and failure; and 

− trust, both among employees and between employees and the authorities. 
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• Talent – attracting and developing staff who embody the qualities of 

adaptiveness, including: 

− a readiness to support the ripening process in employees as they grow and 

develop; 

− a system and a culture that supports the provision of honest feedback; 

− a determination to provide ever-changing challenge for talented employees; 

and 

− models who represent the kinds of talent the organisation needs. 

It is important to note that there can be considerable overlap among dimensions and variables, 

which potentially allows a richer picture of adaptive capacity to be formed (Eichholz, 2014). 

5.2.1 Research Question 1 – Diagnosing current adaptive capacity  

The questions in the faculty survey were designed to address all five dimensions and all 

22 variables to evaluate the responses of all seven faculty workgroups to capture the strength 

of their holding environments and their levels of responsiveness, and therefore their current 

adaptive capacity. The seven workgroups, identified for analysis purposes as ADMIN, ECE, 

FS, HORT, HCB, HOD and TES, comprised a mixture of academic and administrative 

departments. 

Faculty survey 

The data analysis in Chapter 4 generally confirmed earlier experiential impressions that 

all the workgroups were generally operating in bureaucratic silos, with three consistently 

working mostly in isolation, maintaining their distance from other workgroups and therefore 

limiting the influence that “outsiders” could have on how they worked and addressed 

problems. However, the data also indicated that the four other workgroups showed at least 

some level of readiness to engage in different ways of working and problem solving - again 

confirming my earlier impression that some pockets of staff within the faculty were frustrated 

by the constraints of bureaucracy and willing to address their challenges more collaboratively. 

This polarisation in departmental work disposition presented a potential opportunity to 

leverage the amenability of the more flexible and collaborative groups with an intervention to 

share their expertise with the more rule-bound groups, and thereby strengthen the holding 

environment to a level sufficient to soften the bureaucratic silos and empower cross-

workgroup learning, collaboration, and intrapreneurship, to the benefit of all. The Learning 
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and Teaching Committee (LTC) was the intervention that was designed to harness this 

opportunity, for action learning in Cycles 2 and 3 of the study.  

5.2.2 Research Question 2 - Addressing the Institute’s capacity to adapt to change.  

My central role in designing and implementing the LTC as the intervention is justified 

not only through my role as researcher, but also as dean of the faculty. As Eichholz (2014, p. 

104-105) asserts, an organisational change process will not happen unless people with formal 

power get involved not only in communicating a strategy, but also in creating the conditions 

and mobilising staff for adaptive change to occur. Drawing on my first-hand knowledge of the 

faculty’s ways of working, I perceived the LTC as a strong cross-departmental holding 

environment in which the Institute’s externally induced disequilibrium and associated 

workforce tension could be reoriented as opportunities for creative and collaborative problem-

solving, by: 

• providing a forum for development and discussion of cross-departmental ideas; 

• fostering and supporting the development of student-focused learning and 

teaching; 

• encouraging the sharing, adaptation and adoption of good learning and teaching 

practices across the faculty; 

• providing advice and recommendations to faculty leadership for innovations in 

assessment practices, learning spaces and technology; and 

• making recommendations for professional development activities for staff. 

Applying Eichholz’s (2014) five organisational dimensions, the LTC was a mechanism 

through which to recruit staff talent to identify and address issues of their choice in relation to 

the faculty’s purpose, strategy, structure and culture, by each bringing a project (addressing a 

problem) that they wished to pursue either individually or in collaboration with other LTC 

members, and could refer to the LTC as a whole for suggestions and feedback. The projects 

comprised a range of initiatives - including development of a more student-friendly LMS site 

design, improved inclusive teaching for student diversity, better systems for synchronisation 

of student industry placements, and regular faculty-wide forums for sharing good teaching 

practices - but these were not encompassed as cycles of the present study, the focus of which 

was on the LTC itself as a means of enhancing adaptive capacity. 
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LTC membership comprised 12 frontline staff, with at least one from each of the 

faculty’s teaching and administrative areas. Eight of them were enlisted in response to a call 

for expressions of interest; the other four by personal invitation from their departmental 

managers. A thirteenth member was the faculty’s Head of Teaching and Learning, who I 

engaged as my arms-length “eyes and ears” to coordinate the LTC’s operations and facilitate 

the associated data-gathering. The latter consisted of focus groups, semi-structured interviews 

and a survey conducted with the LTC participants. They were also conducted with a reference 

group named the Learning and Teaching Committee Reference Group (LTCRG) and 

comprised of the managers of all seven faculty departments, that I formed as a validation 

group (Ivankova, 2015) to provide advice and review the study process at key stages. 

Following PAR participant/observer principles, the Head of Teaching and Learning was also 

counted as an LTC member, and thus able to contribute perceptions and views via the data 

collection avenues.  

5.3 Cycle 2 intervention: Learning and Teaching Committee Round One  

The Cycle 2 data collection consisted of two parts: primary and supplementary. Primary 

data collection consisted of separate focus groups with each of the LTC and the LTCRG. 

These elicited a lower-than-expected response rate, so a supplementary part was enacted 

comprising a second LTC focus group and a combined LTC/LTCRG participant effectiveness 

survey, to corroborate and enrich the primary data. Both primary and supplementary 

collection parts were mapped to the five organisational dimensions of the Eichholz (2014) 

framework – purpose, strategy, structure, culture and talent.  

5.3.1 Primary data – Learning and Teaching Committee focus group 

Of the 13 LTC members, only four attended the primary focus group, likely because it 

was held during a period of peak workload for frontline staff. There were eight prompts 

canvassing the effectiveness of the LTC as a means to build adaptive capacity, by asking 

respondents to reflect retrospectively on their LTC participation had engendered any positive 

outcomes regarding: 

• whether change processes in faculty work processes could be initiated and 

driven by frontline staff or by management; 

• whether and to what effect they felt able and supported to engage in reflective 

practice both personally and in communication with their managers; 
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• how they fitted into the group, and particularly the influence they felt they had 

with colleagues to freely discuss problems and experiment with solutions in their 

workgroups; 

• the level of support they received from their managers to be creative and 

innovative in addressing and solving problems; 

• their ability and encouragement to reach out beyond their own silos to other 

workgroups for collaborative assistance, guidance and/or support; 

• opportunities within their workgroup to influence improvements in teaching and 

learning practices; and 

• the LTC itself as a mechanism to extend and grow an adaptive culture across the 

faculty. 

Overall, the responses from these four LTC members indicated that their adaptive 

capacity had made a positive shift over the course of their involvement in it. Two respondents 

in particular were communicating collaboratively within and beyond their workgroups, 

indicating a stronger holding environment with associated responsiveness. However, there 

also appeared to be further scope to increase tension via targeted disequilibrium so that all 

respondents might benefit from increased communication, participation, collaboration, 

experimentation and networking, especially with other workgroups outside their own.  

The four respondents also affirmed that the LTC was a safe place to foster 

experimentation of new ideas and intrapreneurial work to build adaptive capacity of its 

members, thus indicating that it was shaping into a strong holding environment model. 

5.3.2 Primary data – Learning and Teaching Committee Reference Group focus group 

As the LTCRG members were instrumental in supporting the creation and operation of 

the LTC, I felt it important to hear their individual views about any influence the LTC had 

had within their departments. Five of the seven members were available to join the focus 

group, which was conducted by an external facilitator. The question prompts were the same as 

for the LTC but were asked in a way to elicit the respondents’ perceptions from the specific 

perspective of being a manager of an LTC participant.  

Four of the five respondents stated that regular meetings were held between themselves 

and their staff to discuss student support and course curriculum matters, although one 

conceded that they had no formal structure in place for such meetings. Only one respondent 
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reported an awareness that some of their staff participated in regular external networking, and 

only one other reported seeking feedback from students.  

Given that a key issue raised by the LTC focus group had been a lack of time provided 

by their managers for them to fully commit to the LTC, it was revealing that in response to a 

question about providing support for their staff, two LTCRG members stated that as far as 

they were concerned operational (technical) work took priority over the LTC (adaptive) work, 

and none of the respondents mentioned providing any assistance to their LTC member to 

resolve the time-demand conflict. This indicated a lower than anticipated level of capacity for 

solving adaptive challenges by the faculty management team.  

Four of the LTCRG respondents for the next question perceived little if any flow of 

information between their LTC representative and the rest of their workgroup, with three of 

the five respondents citing “time constraints” as the cause of this barrier – an echo of the LTC 

respondents’ similar assertion about time being a constraint for them. Two LTCRG 

respondents also expressed concern about the skill and confidence levels of their LTC 

representatives to communicate and share information. However, after much discussion one 

LTCRG respondent did acknowledge the importance of supporting the LTC members to rise 

over potential “blockers”, and all five agreed to allocate time for ongoing LTC work in the 

LTC members’ work plans. 

Regarding the LTCRG respondents’ perceptions of the value of the LTC as a driver of 

adaptive change within the faculty, one suggested that it offered staff useful professional 

development, while two others characterised it as an avenue to build capability and share 

ideas, knowledge and learning. However, all four concurred that communication of the LTC 

projects and activities to the wider faculty audience would potentially reduce the silo effect 

and promote inter-workgroup sharing and collaboration.  

In broad terms all LTCRG members were supportive of the LTC, acknowledging that it 

had come a long way in its first six months of operation. One specifically credited it as being 

a place to promote good teaching and learning practice and the evolution of ideas, with 

another affirming that it was an opportunity for frontline staff to “push upwards”. When asked 

for suggestions on improvements to the LTC, three LTCRG respondents admitted that they 

needed to provide more support, and to communicate this support to the LTC members.  

Overall, the LTCRG responses suggested recognition of a need for greater connection 

and engagement with their LTC members, to strengthen it as a holding environment in which 
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to generate adaptive responses for potential wider beneficial application. However, some of 

the LTCRG respondents conceded that there had been little communication about the LTC 

between themselves and their LTC representative, suggesting lost opportunities for 

partnership to solve problems including the same blockers identified both by them and the 

LTC. To be fair, this may have resulted from the fact that the LTCRG comprised the 

managers of the LTC members, and so may have set limits on their involvement with and 

influence on their LTC representatives to avoid biasing the outcomes.  

A desire to delve deeper into the views of the LTC and LTCRG members resulted in the 

following two supplementary data collection sections taking place.  

5.3.3 Supplementary data – Additional Learning and Teaching Committee focus group 

The relatively small sample size of the first LTC focus group, together with the 

ambivalence of some of the aggregated responses, prompted the formation of this second 

focus group. This one was conducted by the Head of Teaching and Learning, and as 

participant confidentiality was guaranteed, I was unable to ascertain if any of the six 

participants were the same as the four from the first focus group session.  

There was a common thread across all participants’ responses to the effect that the 

initiative met expectations in terms of membership diversity that allowed robust discussion 

leading to useful collaboration and reflection. Four of the six participants specifically stated 

that they were not constrained when engaging with their work colleagues about the ideas or 

initiatives generated from the LTC. However, one other respondent perceived that their LTC 

work was given low prioritisation by their manger, while two participants pressed for clearer 

structure and procedures in LTC meetings.  

Three respondents were confident that their membership in the LTC had facilitated the 

sharing of their project concepts with other workgroups. One, for example, perceived that 

they had learnt a lot about other departments’ work, while another appreciated their ability to 

question colleagues from other workgroups and gather their view on issues. However, five of 

the six also perceived it was too early in the life of the LTC to identify whether any projects 

had significantly influenced any lasting change within their departments or even themselves.  

Nonetheless, all participants viewed the LTC as a positive mechanism to support, 

stimulate and grow an adaptive learning and teaching culture within the faculty. One, for 

example, felt that their experience with the LTC had allowed them time to think, reflect and 

consider things they would otherwise not have had time to do. Three participants 
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characterised the LTC as a space to allow themselves and others the freedom to take 

calculated risks and learn from failure, while one other valued it as a place requiring a change 

of mindset to increase “interactiveness” and to embrace “big changes”.  

Overall, the six supplementary focus group participants provided generally positive 

responses about their LTC experience. Three participants urged for more time to be spent 

specifically on teaching and learning enhancement, but also acknowledged that the control of 

the LTC agenda was in fact in their own hands.  

However, to offset any possibility that the focus group participants might have felt 

inhibited by having to state their views in the presence of their LTC colleagues, I decided to 

further supplement the focus group data with an “effectiveness survey” to allow LTC 

participants and the LTCRG to respond freely without any risk of influence from colleagues.  

5.3.4 Supplementary data – LTC effectiveness survey of Learning and Teaching Committee 

and Learning and Teaching Committee Reference Group 

The Head of Teaching and Learning facilitated this survey, to which seven LTC 

members and two LTCRG members responded. Most questions were framed against 

Eichholz’s (2014) five organisational dimensions, with additional more broadly focussed 

questions at the end. All responses were de-identified for analysis.  

Responses to purpose dimension questions indicated that participants felt a strong 

alignment with the LTC strategy and the potential impact of its primary work, indicating that 

the members were generally purpose-driven, with the LTC emerging as a strong holding 

environment for the push for adaptive capacity across the workgroups.  

The strategy dimension questions elicited answers indicating that all members of the 

LTC and LTCRG agreed that the LTC was an appropriate intervention and strategy for 

building workforce adaptive capacity to face new challenges and unpredictable changes. 

The answers to the structure dimension prompts showed all respondents perceiving the 

LTC as a suitable platform to assist with building the breadth and depth of staff capability, 

encouraging members to welcome change, initiate conversations about new ways to do things, 

and adapt their practice to different contexts.  

The responses to the culture dimension questions revealed some disparity among the 

respondents: while all agreed that they had the freedom to fail, one of them strongly 

discounted any sense of shared accountability, while two indicated no development in 
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reflective leadership and self-awareness. This inferred a potential need to strengthen the 

holding environment with targeted disequilibrium and tension to increase responsiveness.  

Talent dimension answers indicated that while seven of the nine respondents 

acknowledged that their workgroups were aware of the LTC’s existence, only five were 

confident that their workgroups were aware that its remit was to support and develop the 

adaptive capacity of the staff.  

An additional question sought insight into what the respondents felt were the specific 

LTC practices and projects practices that supported and developed adaptive capabilities. The 

answers included looking at better ways to work, working collaboratively, starting 

conversations and listening to differing viewpoints.  

A final question asked the respondents to reflect on whether the work of the LTC might 

have been constrained in any way by resistance in the form of staff pushing to maintain the 

current status quo, and therefore “trapped by tradition”. Four of the eight respondents felt that 

this was not the case, underpinned by assertions that the LTC offered a different outlet for 

innovative ideas, and an ability to discuss and adopt new ideas, and to work collaboratively.  

Overall, the respondents generally indicated support for the LTC as a mechanism to 

freely discuss, actively innovate and bring ideas and projects to life. The areas of disparity 

amongst the respondents suggested opportunities to fine-tune the LTC’s operations and 

communications towards becoming a holding environment strong enough for all LTC 

members to embrace the disequilibrium and associated tension as opportunities for innovative 

adaptive capacity-building. These opportunities were framed as recommendations for 

adjustments to LTC practices and procedures, which were then adopted for Cycle 3 of the 

study – the second round of the LTC. 

5.4 Cycle 3 intervention: Learning and Teaching Committee Round Two 

The four recommendations for changed practice and procedures for Round Two were to: 

1. Bring in new members to broaden the mix of representation; 

2. Formally create conditions for LTC members to negotiate with their managers for 

a reduction of other duties to allow more time to dedicate to the LTC; 

3. Require members to provide regular LTC updates to workgroup colleagues at 

department meetings; 
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4. Share outcomes and insights from Round One projects via: 

a) a monthly LTC “open lecture” series; 

b) encouraging members to “bring a friend” to observe the LTC in operation; 

and 

c) a “drop in forum” concept, where any faculty member could visit an LTC 

member to discuss their topic. 

These recommendations were adopted for the LTC Round Two, in the likelihood of 

strengthening the LTC’s holding environment and increasing its responsiveness, thus 

increasing its potential to enhance adaptive capacity not only for LTC members, but also their 

associated workgroups.  

Of the 13 original LTC members, only 10 elected to continue into Round Two. Three 

new members were therefore recruited from the faculty, bringing not only three new projects 

but also fresh perspectives and breadth to the membership mix of the group. Thus refreshed, 

the LTC continued its work for several further months before the next phase of reflection and 

data collection. 

5.4.1 Primary data – Learning and Teaching Committee Round Two 

A semi-structured interview method was chosen in this instance, with a view to 

fostering more open-ended and detailed dialogue than had emerged from the focus groups and 

surveys of the previous cycles. In compliance with the project’s ethics approval, an external 

facilitator was engaged to conduct the interviews, for which the initiating questions were 

mapped to the five dimensions of the Eichholz (2014) framework - purpose, strategy, 

structure, culture and talent. I also briefed the facilitator on the context and aims of the overall 

research, the interim results to that point, and the objectives of these interviews. 

All thirteen LTC members participated in this process, and I received de-identified 

transcripts of each interview. The external facilitator commenced each interview with a 

general prompt to act as an “ice-breaker” and to clarify the respondents’ involvement in, and 

general view of, the LTC. All thirteen respondents responded that they supported the LTC as 

a platform to share ideas, pointing to the strength it derived from its diversity of membership 

that led in turn to a diversity of ideas and projects, and from its standing as a place to be 

proactive, have open conversations about ideas, and “get staff to think”. Such feedback 

suggested that the LTC’s holding environment had increased in Round Two. 
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The next question and associated discussion segment sought to explore what triggered 

the respondents to do something different from their normal work habits. Overall, eight of the 

thirteen respondents indicated that their trigger was the value of the LTC as a mechanism to 

enhance their personal adaptive capacity, while for others the trigger was the ability to focus 

on networking with colleagues outside the LTC to gain support and collaboration and build 

their confidence in their projects. The common threads for eleven respondents to connect with 

their workgroups were through staff meetings and via a variety of communication strategies 

such as presentations, one-on-one conversations, sessions at a professional development 

events and even lunchtime chats with colleagues. Again, these responses showed 

improvements from Round One, especially in the capacity for non-siloed collaborations to 

address adaptive challenges.  

The third segment considered the respondents’ perceptions of any resistance to the LTC 

and its projects from their workgroup colleagues. Despite the recommendation from Round 

Two that LTC members be formally allocated work hours for LTC activities, seven Round 

Two respondents recounted some colleagues wanting to be involved but resisting due to lack 

of available time, while only two experienced no resistance, and the other four experienced 

resistance generated from a feeling among colleagues that it wasn’t their role to do “this 

additional work”, but rather “more a management or a senior educator’s role”. This segment 

therefore indicated that there was still a significant problem with workload planning for 

existing and potential LTC members, along with some residual clinging to bureaucratic silos. 

The next segment probed whether and how members had sought connections with staff 

in other workgroups, to which only three responded in the positive. One had presented results 

from their project to improve the management of student work placements/internships to other 

workgroups, while another had sought feedback from the LTCRG, and another had sought 

feedback from the me as the Dean. This lack of achievement in cross-workgroup connections 

from the remaining ten participants indicated that this would be an important topic for any 

future action cycles aimed at enhancing adaptive capacity beyond the completion of the 

present study. 

The next segment probed participants about the support they received from their 

manager. Ten of them acknowledged that they felt supported by their managers, with one 

even adding that they also felt supported by other workgroup managers - signalling a 

supportive, sharing and inclusive culture promoting experimentation, learning and trust, and 

therefore conducive to building adaptive capacity. The other three felt generally un- or under-
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supported, with one expressing disappointment in not receiving support to promote their 

project, while another was frustrated by finding their teaching roster continually clashing with 

LTC meetings. While overall this was an improvement on the management support perceived 

by members in Round One, it also suggested a need for targeted professional development 

and support of managers in any future enhancement cycles. 

The next segment probed whether the respondents felt that they had taken on any 

leadership role because of their LTC involvement. In reply, six of them affirmed that they had 

participated as a leader within either the LTC or their workgroup, although their conceptions 

of leadership differed, with one respondent, for example, stating that they delegated tasks and 

set deadlines, while another felt that they were a collaborative leader. However seven of the 

thirteen respondents identified as not taking on any leadership role, even though at least one 

of them felt that the LTC sometimes lacked direction. Two others felt that their voices were 

not heard because of dominating personalities within the LTC, although one of these also 

characterised themself as more of a follower than a leader.  

The next segment explored whether and to what effect members had been able to 

engage with workgroup colleagues in cooperative decision-making. Four of the thirteen 

responded positively with, for example, one stating that they made decisions together with 

trusted workmates, and another affirming involvement in decision-making even though it was 

something new for them and at times “scary”, while another mentioned making team 

decisions with LTCRG members. However, the remaining nine declared that they had no 

mechanisms in place to engage with other members of their workgroup in decision-making. 

Again, while this was a small improvement from the Round One results, it indicated a need 

for further attention to this topic in any future action cycles of the LTC or its equivalent. 

The next question/discussion segment canvassed the members’ views regarding whether 

the LTC and/or their workgroups were constrained by matters of institutional process or 

compliance. All but two disclosed that they had indeed encountered such constraints in some 

form, with most reiterating the workload planning/time issue, and one professing to feeling 

blocked by their manager. Both issues had already been raised in other segments, but their 

appearance again in this segment testified to their possible intractability and therefore the 

need to prioritise attention to them in any future action cycles. 

Generally brighter responses were elicited in the next question/discussion segment, 

which sought members’ views as to how they might go about getting another project off the 

ground, including removing any obstacles that arose. Six of them indicated that they would 
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seek initial support from their workgroup colleagues and/or manager, while another five 

stated that they would seek support from the other LTC members. This implied that the 

majority of members perceived either their workgroups or the LTC as potentially strong 

holding environments providing safety to experiment and innovate. 

The final segment asked members for an overall rating of their experience with the 

LTC. Apart from one member, all the responses were broadly positive, as demonstrated by 

this sample of their comments: 

it’s a great initiative 

a place to listen 

very collaborative 

great platform for people to introduce new ideas 

a good sharing community 

I’ve learnt a lot about the other departments as far as their ideas and how they 

are run, 

I have a good sense of belonging 

and a final word from one respondent that “If you’re going to watch change happen you can’t 

complain about it afterwards if you haven’t been part of it”. In contrast, however, the single 

dissenter from this strongly positive trend stated that they felt that the LTC was “not kind of 

working for them”, and that they “struggled” with the LTC meetings. 

On the whole, the responses to these Round Two semi-structured interviews confirmed 

and, in several areas, improved the LTC’s generally positive Round One participant ratings, in 

the following aspects: 

• The structure allowed the LTC group the autonomy to make their own decisions 

and work on a project of their choice. New relationships formed and 

interdepartmental collaboration was achieved, albeit it at varying levels among 

the participants.  

• The LTC was a place to hear, see and learn how other departments worked 

through problems, via networking and collaboration.  

• The members valued the format of the LTC as a largely self-managing avenue 

for sharing information and experimenting with projects with trust and support 

for fellow members engaged on similar trajectories.   
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• A major LTC strength was its diversity of members sharing and working open-

mindedly through diverse views and ideas.  

• The LTC promoted confidence in most members to seek assistance from their 

home workgroup colleagues or, in some cases, from workgroups other than their 

own.  

• The LTC provided five members the opportunity and experience of working in a 

leadership role.  

However, Round Two appeared to have little positive impact on two areas identified as 

generally negative in Round One: 

• The problem of time remained a major weakness of the LTC, with insufficient 

time allocated in workload planning for members to participate in the group and 

with their workgroup colleagues to the required level for full effectiveness.  

• Limited connections with and support from member’s managers may have 

limited the adaptive capacity growth of some members.  

Ultimately the design and enactment of the LTC, as an intervention structure allowing 

for cross-workgroup interactions and collaboration, learning from each other and accepting a 

sense of shared responsibility for the faculty (and by implication the Institute), answered 

Research Question 2 by trialling a way of building adaptive capacity in the Institute. It 

developed a strong holding environment that empowered staff to collaborate and experiment 

freely without fear of failure, breaking down departmental silos to build a shared sense of 

responsibility. In such a setting, the participants were able to improve, albeit at varying 

degrees, their responsiveness to adaptive challenges and thereby enhance the adaptive 

capacity of the faculty in a particular but promising way - in Emma Wheeler Wilcox’s terms 

(see p. v), to reset its soul. The LTC was also demonstrated to be a flexible model that was 

itself adaptable to further action cycles in response to emerging adaptive challenges. 
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5.5 Limitations and delimitations 

One limitation applying to this study was the time constraint on completion of multiple 

action research cycles. Following my selection of the research topic, familiarisation with 

doctoral degree expectations and processes, review of the literature and design of the study, 

the actual implementation of the three cycles was conducted over a one-year timeframe 

through which I was still undertaking all my regular work duties. This limited the time to 

complete, obtain feedback, review and introduce identified changes, and therefore limited the 

scope of the study to three action research cycles. This was partly offset by delegating 

collection of the supplementary data by the Head of Teaching and Learning. 

Another time-related limitation involved maintaining the LTC participants’ level of 

enthusiasm and motivation to continue with their projects in the face of competing priorities. 

This limitation was partly offset by the Head of Teaching and Learning introducing a system 

of recording of monthly LTC meetings and storing the recordings on the network drive, 

allowing all LTC members to access it at their leisure. The Head of Teaching and Learning 

also offered check-in meetings to the LTC members on a one-on-one basis, especially during 

busy teaching assessment periods. 

Another limitation was introduced by staff resignations and reassignments within the 

Institute over the study period, although this was compensated for by the fact that the 

processes of the LTC were flexible enough to allow members to leave the group and for new 

members to join it. An unexpected reassignment was my own move from the faculty to 

another executive role at the Institute, although this came just after the end of the third cycle 

of the study and provided opportunities for further post-study cycles described later in this 

chapter. 

A further potential limitation revolved around the very nature of the research topic: 

responding to the volatility of the vocational education sector within Victoria in the face of 

changes in Commonwealth and State Government policies. This prompted some LTC 

members to change their project topics based on currency and their personal interest; for 

example, changes to the Language, Literacy and Numeracy requirements for all entrants into 

the VET training prompted a participant to design a program to update faculty teaching staff 

on how to address these requirements for their students in their own learning environments. 

However, this flexibility also demonstrated a strength of the LTC as an adaptive strategy and 

structure in and of itself. 
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The delimitations of the study include the fact that the study took place in one mixed-

sector (vocational and higher education) institute. Moreover, the research focused only on one 

faculty within the institute. However, the range of course delivery and qualification levels 

within this faculty provided sufficient complexity and diversity to be meaningful while 

remaining within the scope of a doctoral research project. 

Another delimitation involved constraining the study’s theoretical foundations to the 

adaptive capacity framework of Eichholz, and then applying only 22 of the 25 variables of its 

five dimensions. However, these unused variables were excluded as they were deemed not to 

be applicable at a faculty level, although they might be more appropriate if the whole 

organisation was studied.  

5.6 Researcher reflections 

Introducing an intervention such as the LTC to increase adaptive capacity posed 

something of a conundrum for the faculty, as no such distributed change plan involving even 

partial relinquishment by management of control of workgroups had occurred in the past. 

“Management” in this case included myself as peripheral insider researcher, maintaining a 

separation from the LTC members to ensure I had no undue influence over their choices and 

activities, even though Eichholz (2014) states that an organisational change process requires 

its instigators – usually organisational leaders - to be directly engaged, present, accessible, 

committed and supportive. This was potentially risky and may have been detrimental to the 

project. To meet the ethics requirements for an “arm’s length” approach, as referred to in 

Chapter 3.4, I engaged the Faculty Head of Teaching and Learning to be an intermediary 

between myself and the group, and as the data shows, the managers of the faculty departments 

- my reference group the LTCRG – also tended to distance themselves during the deployment 

and operational phase of the change process, generally relying on the LTC members to self-

manage. Although self-management was part of the design of the LTC, the responses from 

some members of the LTC across Cycles 2 and 3 indicted their disappointment and frustration 

with the limited interaction between themselves and their managers. This is an example of the 

dilemma I encountered, taking into account the ethical considerations for the study as opposed 

to assisting and guiding the LTC members as their Dean. 

Also because of ethics approval requirements, I recruited the services of two people 

who were external both to the research and the faculty to conduct the focus groups and semi-

structured interviews in both Cycle 2 and Cycle 3. Neither of them had any connection with 
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the faculty or stake in the research, so despite detailed briefings of them about what kind of 

data I was seeking, the data that was actually collected showed that opportunities were missed 

to ask additional questions and delve more deeply into the participants’ answers. This then 

necessitated the collection of supplementary data by the faculty’s Head of Teaching and 

Learning, who also had no direct stake in the research but at least was familiar with the 

faculty and the research context and aims.  

Yet even at arm’s length, action research methodology integrated with the Eichholz 

(2014) framework allowed me to create and test an organisational mechanism where siloed 

behaviour was replaced by collaborative behaviour, and follow it through two cycles of 

reflective development - an adaptive challenge for me in itself, in that my own adaptive 

capacity was increased. I was absorbed in leading the study, and had to learn to relinquish 

control and trust the processes I had put in place to allow the LTC participants to self-direct 

and solve problems. This was a tension I encountered throughout the study, taking into 

account the ethical considerations for the study as opposed to assisting and guiding the LTC 

members as their Dean. However, once I had accepted that new reality, I found it inspiring to 

watch how these staff members changed over this period in ways such as building their 

confidence, embracing collaboration with colleagues, feeling free and safe to experiment with 

new ideas and practices, building a greater connection with the Institute’s purpose, values and 

strategies, and appreciating the work of departments other than their own.  

5.6.1 Learning and Teaching Committee legacy 

Although the PAR Cycles for this study finished in July 2016, the LTC continued to 

operate even after I was appointed to a different executive role within the Institute and 

therefore ceased to have any appreciable input into its activities. With the support of the new 

faculty dean and with a new name – the Learning and Teaching Group (LTG) - it carried on 

with individual and team projects including further development of the faculty open forum 

presentations that had begun as part of LTC Cycle 3 Round Two. The action research 

methodology was maintained in an informal manner through further cycles of staff-led 

learning and innovation. When the Head of Teaching and Learning also took on a new role 

elsewhere in the Institute, they made this very positive testimonial: 

I personally learnt a lot from the LTC in terms of my own growth and areas to 

work on in a leadership capacity as well as motivations and the importance of 

having clear roles and responsibilities, and recognising that for new initiatives 

to continue and be sustainable, personnel and champions are key to keeping 

the initiative going until it becomes the norm and accepted practice, 
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However after they themselves left the Faculty, the LTC/LTG languished without such 

enthusiastic executive sponsorship and support, and eventually disbanded at the end of 2017. 

I, on the other hand, was fortunate that my new leadership position allowed me to 

design and implement a team structure that followed the LTC model in a different context, as 

the group is a management group comprised of professional administrative staff. Finding on 

arrival that little interaction or collaboration was occurring between either the managers or the 

members of their workgroups, I again deployed the cyclic processes of PAR in combination 

with the Eichholz framework. A structure was created for these managers to interact with each 

other and understand the contribution that each of their teams brought to the Institute, and find 

collaborative opportunities for problem-solving among themselves to build the adaptive 

capacity of the group. This structure has subsequently normalised collaboration and 

networking both internally and externally among the teams, and developed a shared sense of 

understanding and responsibility for their contribution to the Institute. They operate across 

many disciplines, manage their own teams, and consistently face and solve adaptive 

challenges - most recently, those that arose because of the COVID19 pandemic in early 2020.  

5.7 Contribution to professional practice  

In the context of persistent and unrelenting change in the post-secondary sector in 

Victoria over more than a decade, as outlined in Chapter 1, an urgency still exists to find 

solutions not only to combat reductions in student enrolments and funding, but also to 

develop both staff and student capabilities to move beyond old habits of resistance to a new 

appreciation of the changes as potential industry and market opportunities, and to find 

creative, innovative, adaptive ways to leverage those opportunities.  

This study has provided insights into how people perceive change, and how a relatively 

small adjustment to create a strong holding environment and replace barriers and siloed 

behaviour with considered collaborative risk-taking - as achieved with the Learning and 

Teaching Committee (LTC) - can establish conditions for adaptive behaviours to transpire. 

Although the LTC was limited in scope, the concept generated an understanding of how to 

build adaptive capacity that has already been replicated in another Institute department as 

noted earlier in this chapter, and could be further emulated in other vocational educational 

settings. Future practice would benefit by engaging all staff, including the executive and 

department managers, in projects of this kind.  



 

Chapter 5: Conclusion 169 

5.8 Future research 

Even though the outcomes of this study are unique to it and were conducted at a point in 

time when critical changes (e.g. in government policies, industry technologies and practices, 

and student requirements and expectations) had already occurred from 2008 to 2014, there has 

been no let-up in the rate of change since then. Indeed, it has accelerated further - most 

notably with the arrival of the COVID19 pandemic. These circumstances have exposed 

adaptive problems and underlined a need for adaptive capacity development and leadership 

across the nation, but more pertinently in the context of this thesis, in the post-secondary 

education sector.  

The outcomes of the present study do not, of course, provide a “magic bullet” to 

instantly increase adaptive capacity and solve all the challenges faced by post-secondary 

institutions. However, its research framework and design could be adapted and up-scaled 

relatively straightforwardly for further formal studies with other cohorts of participants in 

other post-secondary contexts. Such future research might include: 

• picking up the legacy of the LTC at the Institute and adapting and refining it 

over further cycles, as a form of longitudinal research, and 

• undertaking similar studies based on similar processes at other institutions both 

for their own impact and as a form of comparison study. 

Such future research might ultimately be aimed at growing institutional adaptive 

capacity to a point at which it becomes embedded in all institutional endeavours, including the 

curriculum. This in turn could potentially create a ripple effect whereby the potential adaptive 

capacity of students would also be enhanced as part of their preparation for their future work.  

These would indeed be virtuous cycles. 
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(Skills for Victoria Independent Review, 2020, p. 14) 

TIMELINE OF SELECTED VET MARKET REFORMS 

1974 
Kangan Report 
• Establisheo o 

notional identity for 
technical eoucotion 

• lntroducea 'T AFE 
• Introduced 

ComJY1onweolth 
rocurrnnt ond 
capitol funding to 
TAFE 

1990 

1989-19901 
National Train ing i~~=:s,onda 
• Development of a 

notional training 
rr,orl<et 

• Competency-based 
training 

• lndustry-oriven 
system (rather than 
indiviaual-drivcn) 

• Industry -bosed 
corr,petcncy 
standards (later 
beco!T'e training 
packages) 

• Notional framework 
for Recognition of 
Training 

Dovoson roport 
• Industry training balanced with 

VET as a community service 
• Recommended market

type competition for greater 
oiversity of choice, etticiency, 
responsiveness and quality 

l 
19808 - early 19908 
TAFE 

• one public TAH 
system run by 
state government 

Victoria 

I 

1992 - 2005 
VITFundingAct 
1992 
• Established 

notional training 
system 

• Enabled Cwth to 
proauce funding 
to the States and 
J erritories for VI: T 

1998 
User choice 
funding 
arrangements 
• Apprentice and 

err-player can 
choose RTO 

1994 - 1997 
competitive 
tondoring 

2001 - 2011 
Improved quality 
arrangomont8 

• TAfEs& 
private RTOs 
can bid for 
delivery of a 
lirr"ited portion 
of publicly 
funoed 
training 

• Australian Quality 
Training Framework 
(200'.) 

• Australian Skills 
Quality Authority 
(2011) 

• Notional Standards 
for RTOs (20'5) 

I 
2000 
t< lrbyRovlcw 

i I 
l 

• Increasing participation of young 
people in post compulsory education 
and training 

• TArEdeliveryofVCE 
• Restating the role of TAFF as public 

provider of further education & 
training 

• Regional planning networks 

2002- 2008 
Growing Victor/a Together policy 
framowork 
• Innovation funding for lAFEs 
• Extcnoed 3 year performance 

agreements for r AFE 
• Specialist Centres for some industries 
• Allow T AFES to offer degrees in niche 

areas 
• Targets for TAFF to increase FFS 

revenue 

r- 2005 
SkllllngAustrat/a's 
Worldorco Aet ZOH 
• Enabled Cwth to continue 

funoing to the States and 
Territories for VCT {to 2017) 

2009 - curront 
National Agreement 
on Skills and 
Workforce 
Development 
• Part of new 

Intergovernmental 
Agreement on 
federal financial 
Arrangements 

• Income-contingent 
loans (VFT FFf-HEIP) 
for higher level 
qualifications 

2009 
Victorian Training 
Guarantee 
• Introduction 

of contestable 
funding for training 
subsidies 

2008 
securing Jobs For 
Your Futuro- Slcil,
tor V/ctor/o policy 
statomont 
• Del'Y'ana driven 

system 
• Reforrr"ed tuition 

fee structure 
• Additional TAFE 

funding 

2012 - 2017 
National Partnership of Skills Reform 
• Notional minimum training entitlement 
• Introduction of oer,,ano-driven 

contestable market funoing 
• VET FEE-HELP expanded to broader 

range of public and private proviaers 

l 
2014 
TAFE roscuo 
• Immediate 

support, 
beginning with 
most vulnerable 
TAFE institutes 

2012 
Refocusing VET 
• Expansion of the vcr 

mark.et 
• Rerrioval of most 

T AFE specific funding 
("Level playing 
field") 

2015 
Mackonzio VET 
Funding Review 
• Review of Quality 

Assurance 
• 'Blitz' on poor 

auality providers 

2017 

Commonwealth 

2019 
Joyce Review 
• Maintain contestable 

funding system, 
allocated competitively 
to ouality assured RIOS 

• lntroaucc nationally 
consistent subsidies 

VET Studont LOanc 
• Replaced VEI FEE-HELP 

2017 
SltiUs,.-,,... 

2019 
FrccTAFE 
• For priori ty courses 
• 42 non

apprenticeship 
courses 

• 20 apprenticeship 
pathway courses 

• Smaller, higher quality, 
managed market 

• Al ignment of training to 
industry need 

• Targeted funding strearr,s 
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Appendix B: Building an adaptive, agile and flexible faculty survey 

Question  

  PART 1 

  Please complete the following: 

1 Gender   box - tick Male Female 

2 What is your age range? Tick boxes 18 - 30 / 31 - 45/ 46 - 55 / 56 and over 

3 Do you work full time or part time? Tick Full time or part time box 

4 What is your current employment status? Tick Boxes - Ongoing /  Fixed Term / Sessional / 

Casual 

5 How many years have you been employed at the Institute? Box -  enter numbers of years 

6 Which of the following categories best describes your current position? Tick Boxes - vocational 

teacher, higher education teacher, faculty administration, stores person, manager, head of 

department, senior educator, course leader 

7 Which workgroup do you work in? Tick a box , Horticulture /  Hospitality, Cookery, Bakery / 

Tourism, Events, /Fitness, Sport, Outdoor Recreation / Complementary Health / Early 

Childhood Education / Administration / Higher Education and Industry / Faculty Support 

  PART 2  

  Please read each statement and indicate the extent to which you agree and disagree, based 

upon your experience or observation in your department over the past six months. 

8 Strongly disagree       Disagree       Agree         Strongly agree 

a My workgroup strives to achieve a high standard of customer service 

b People in my workgroup respond promptly to student queries 

c People in my workgroup are committed to delivering high quality teaching and learning 

9 Strongly disagree       Disagree       Agree         Strongly agree 

a People in my workgroup have a strong sense of commitment and shared purpose to the 

Institute's organisational priorities  

b People in my workgroup are aligned to the Institute's values and objectives 

c People in my workgroup agree on a strategic path when confronted with complex problems 

d My workgroup is able to communicate quickly and act effectively with any changes in strategic 

direction  

e My workgroup takes responsibility for problems and focuses on solutions rather than waiting 

for a solution or blaming others  

f As a workgroup we always look for new ways of doing work and work together to implement 

changes  

10 Strongly disagree       Disagree       Agree         Strongly agree 

a My workgroup openly shares opinions and critical information  

b Differing viewpoints and perspectives are encouraged in my workgroup 

c I am recognised for the contribution I make 

d I provide help and support to other people in my workgroup 

e My workgroup is encouraged to take responsibility and accountability for decisions made 

within the group 

f My faculty encourages delegation of decision making throughout all levels within the faculty  

g Our workgroup works together to implement changes 
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Question  

h My workgroup is confident in taking on new challenges and achieving tasks 

  PART 3  

  Please read each statement and indicate the extent you agree and disagree, based upon 

your experience or observation in your department over the past six months. 

11 Strongly disagree       Disagree       Agree         Strongly agree 

a My manager knows the strengths and weaknesses of all workgroup members 

b My manager uses their knowledge of the workgroups capabilities to resolve problems 

c My manager creates a safe environment for the workgroup to build commitment and trust 

d My manager creates a safe environment for the workgroup to take risks to find solutions to 

complex problems 

e My manager encourages our workgroup to be responsive to the changing needs of students 

f My manager encourages collaboration between different workgroups 

g Change is best instigated by managers 

h My manager rarely micro manages and encourages my workgroup and individuals to find 

worthwhile solutions 

12 Strongly disagree       Disagree       Agree         Strongly agree 

f I am encouraged to participate in our workgroup issues and be involved in the decisions 

i Our workgroup is able to find effective solutions even for new complex problems 

j Our workgroup can realign to respond quickly to change 

k Our workgroup anticipates changes and takes appropriate action 

l I provide creative input within my workgroup 

m I can innovate and experiment without reprisal  

  How important do you believe the following statements are required for you to perform 

your current role? 

13 Not Important           Important          Very Important           Don't know 

a I participate in the decision making process to solve problems 

b Being transparent, honest and building trust within the faculty 

c Understanding how other workgroups across the Institute operate and solve different problems 

d Developing and engaging with professional networks outside my work group to assist with 

solutions to work through problems 

e Seek out diverse opinions and views to assist my decision making 

f Wait for permission from my manager to change my delivery and assessment strategy 

14 Not Important           Important          Very Important           Don't know 

a Actively seek out new and emerging industry trends 

b Continually update my industry knowledge and implement changes into my teaching practice 

c Regularly review other training organisations delivery approaches 

d Engage in technology professional development to diversify teaching and learning for students 

e Initiate professional development in teaching and learning currency each year 

15 Not Important           Important          Very Important           Don't know 
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Question  

a Take on new challenges and respond quickly to change 

b Provide ideas and be actively involved in designing new teaching methodologies 

c Identify new opportunities and create a workgroup to assist with implementing these 

opportunities   

d Calling on expertise from in and outside my workgroup to ensure best practice 

  Please read each statement and indicate the extent you agree and disagree, based upon 

your experience or observation in your department over the past six months. 

16 Strongly disagree       Disagree       Agree         Strongly agree 

a I demonstrate flexibility with implementing changes quickly 

b My workgroup is encouraged to experiment with new ideas, try new ways 

c Departments across the faculty share information and co-operate with each other 

d Collaboration is encouraged across the faculty 

e People within my faculty show a respect for a diverse range of opinions, ideas and people 

f There is a strong sense in the faculty of we win together and we lose together 

g I volunteer to be part of faculty or department change strategies 

h I am comfortable in making suggestions for improvement in teaching and learning 

i I identify and promote how our department can implement new industry trends in teaching and 

learning practice  

j I am aware of external forces that are driving change within our industry environments 

k I engage in meetings to share information and collectively respond to problems 

l I am happy to share my expertise with our work groups  

m I seek out external "know how"  to increase our workgroups skills and knowledge 

n People within my workgroup have the ability to absorb and filter relevant information and make 

high quality decisions 
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Appendix C: Results - Purpose (the difference the organisation makes in the world) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

 
Faculty survey prompt  

Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

8a My workgroup strives to achieve a high standard of 

customer service 
39% 51% 2% 8% 

8b People in my workgroup respond promptly to student 

queries 
39% 46% 15% 0% 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
58% 40% 2% 0% 

 Administration (ADMIN) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
50% 50% 0% 0% 

8b People in my workgroup respond promptly to student 

queries 
50% 50% 0% 0% 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
33% 67% 0% 0% 

 Early Childhood Education (ECE) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
0% 65% 0% 35% 

8b People in my workgroup respond promptly to student 

queries 
18% 47% 35% 0% 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
53% 47% 0% 0% 

 Faculty Support (FS) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
75% 25% 0% 0% 

8b People in my workgroup respond promptly to student 

queries 
50% 25% 25% 0% 

B3 People in my workgroup are committed to delivering 

high quality teaching and learning 
75% 25% 0% 0% 

 Horticulture (HORT) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
33% 56% 11% 0% 

8b People in my workgroup respond promptly to student 

queries 
22% 67% 11% 0% 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
78% 11% 11% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
44% 56% 0% 0% 

8b People in my workgroup respond promptly to student 

queries 
40% 48% 12% 0% 
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Faculty survey prompt  

Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
56% 44% 0% 0% 

 Tourism & Events (TE) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
100% 0% 0% 0% 

8b People in my workgroup respond promptly to student 

queries 
80% 20% 0% 0% 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
60% 40% 0% 0% 

 Head of Department (HOD) Response     

8a My workgroup strives to achieve a high standard of 

customer service 
60% 40% 0% 0% 

8b People in my workgroup respond promptly to student 

queries 
40% 60% 0% 0% 

8c People in my workgroup are committed to delivering 

high quality teaching and learning 
60% 40% 0% 0% 
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Appendix D: Result - Purpose (people with purpose) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

24% 56% 19% 1% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

28% 44% 18% 10% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

29% 61% 10% 0% 

 Administration (ADMIN) Response      

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

17% 83% 0% 0% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

0% 33% 50% 17% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

0% 50% 50% 0% 

 Early Childhood Education (ECE) Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

18% 41% 35% 6% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

23% 53% 24% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

24% 70% 6% 0% 

 Faculty Support (FS) Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

50% 25% 25% 0% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

50% 50% 0% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

11% 56% 33% 0% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

22% 12% 33% 33% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

67% 33% 0% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

20% 68% 12% 0% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

20% 64% 8% 8% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

20% 68% 12% 0% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Tourism & Events (TE) Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

40% 60% 0% 0% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

80% 20% 0% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

60% 40% 0% 0% 

 Head of Department (HOD) Response     

9d My workgroup is able to communicate quickly and 

act effectively with any changes in strategic direction 

20% 80% 0% 0% 

11b My manager uses their knowledge of the workgroups 

capabilities to resolve problems 

0% 80% 20% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

20% 80% 0% 0% 
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Appendix E: Results - Purpose (connection with community) 

Note: The first column shows the question number assigned to each 

Faculty survey prompt as reflected in Appendix B. Faculty 

survey prompt  

Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

10d I provide help and support to other people in my 

workgroup 
49% 49% 2% 0% 

10g Our workgroup works together to implement changes 24% 62% 10% 4% 

11f My manager encourages collaboration between different 

workgroups 
27% 47% 22% 4% 

16d Collaboration is encouraged across the faculty 19% 54% 21% 6% 

 Administration (ADMIN) Response     

10d I provide help and support to other people in my 

workgroup 
17% 83% 0% 0% 

10g Our workgroup works together to implement changes 0% 67% 0% 33% 

11f My manager encourages collaboration between different 

workgroups. 
0% 50% 33% 17% 

16d Collaboration is encouraged across the faculty 17% 50% 16% 17% 

 Early Childhood Education (ECE) Response     

10d I provide help and support to other people in my 

workgroup 
47% 47% 6% 0% 

10g Our workgroup works together to implement changes 6% 76% 18% 0% 

11f My manager encourages collaboration between different 

workgroups 
18% 47% 35% 0% 

16d Collaboration is encouraged across the faculty 18% 58% 24% 0% 

 Faculty Support (FS) Response     

10d I provide help and support to other people in my 

workgroup 
50% 50% 0% 0% 

10g Our workgroup works together to implement changes 50% 0% 50% 0% 

11f My manager encourages collaboration between different 

workgroups 
50% 50% 0% 0% 

16d Collaboration is encouraged across the faculty 50% 25% 25% 0% 

 Horticulture (HORT) Response     

10d I provide help and support to other people in my 

workgroup 
67% 33% 0% 0% 

10g Our workgroup works together to implement changes 34% 44% 11% 11% 

11f My manager encourages collaboration between different 

workgroups 
23% 33% 33% 11% 

16d Collaboration is encouraged across the faculty 22% 22% 56% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

10d I provide help and support to other people in my 

workgroup 
48% 48% 4% 0% 

10g Our workgroup works together to implement changes 24% 72% 4% 0% 
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Note: The first column shows the question number assigned to each 

Faculty survey prompt as reflected in Appendix B. Faculty 

survey prompt  

Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

11f My manager encourages collaboration between different 

workgroups 
20% 60% 16% 4% 

16d Collaboration is encouraged across the faculty 8% 68% 12% 12% 

 Tourism & Events (TE) Response     

10d I provide help and support to other people in my 

workgroup 
60% 40% 0% 0% 

10g Our workgroup works together to implement changes 60% 40% 0% 0% 

11f My manager encourages collaboration between different 

workgroups 
100% 0% 0% 0% 

16d Collaboration is encouraged across the faculty 60% 40% 0% 0% 

 Head of Department (HOD) Response     

10d I provide help and support to other people in my 

workgroup 
60% 40% 0% 0% 

10g Our workgroup works together to implement changes 20% 80% 0% 0% 

11f My manager encourages collaboration between different 

workgroups 
60% 40% 0% 0% 

16d Collaboration is encouraged across the faculty 0% 100% 0% 0% 
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Appendix F: Results - Purpose (overarching narrative) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt  
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
19% 69% 10% 2% 

 Administration (ADMIN) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
17% 83% 0% 0% 

 Early Childhood Education (ECE) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
29% 71% 0% 0% 

 Faculty Support (FS) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
25% 75% 0% 0% 

 Horticulture (HORT) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
0% 56% 44% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
8% 80% 8% 4% 

 Tourism & Events (TE) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
40% 60% 0% 0% 

 Head of Department (HOD) Response     

9b 
People in my workgroup are aligned to the Institute's 

values and objectives 
40% 60% 0% 0% 
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Appendix G: Results - Strategy (awareness of changing circumstances) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16j I am aware of external forces that are driving change 

within our industry environments 

42% 51% 7% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

31% 47% 19% 3% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

35% 50% 15% 0% 

 Administration (ADMIN) Response      

16j I am aware of external forces that are driving change 

within our industry environments 

17% 66% 17% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

0% 50% 33% 17% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

0% 33% 67% 0% 

 Early Childhood Education (ECE) Response     

16j I am aware of external forces that are driving change 

within our industry environments 

24% 76% 0% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

29% 53% 18% 0% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

29% 65% 6% 0% 

 Faculty Support (FS) Response     

16j I am aware of external forces that are driving change 

within our industry environments 

100% 0% 0% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

50% 50% 0% 0% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

25% 50% 25% 0% 

 Horticulture (HORT) Response     

16j I am aware of external forces that are driving change 

within our industry environments 

22% 67% 11% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

22% 22% 56% 0% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

33% 56% 11% 0% 

 Hospitality, Cookery & Bakery (HCB) Response      

16j I am aware of external forces that are driving change 

within our industry environments 

48% 44% 8% 0% 



 

192 Appendices 

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

20% 68% 8% 4% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

44% 44% 12% 0% 

 Sport, Recreation, Fitness, / Complementary Health 

& Higher Education (SFR, CH, HE) Response 

    

16j I am aware of external forces that are driving change 

within our industry environments 

66% 17% 17% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

50% 17% 33% 0% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

33% 50% 17% 0% 

 Tourism Events (TE) Response     

16j I am aware of external forces that are driving change 

within our industry environments 

60% 40% 0% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

100% 0% 0% 0% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

60% 40% 0% 0% 

 Head of Department (HOD) Response     

16j I am aware of external forces that are driving change 

within our industry environments 

40% 60% 0% 0% 

11e My manager encourages our workgroup to be 

responsive to the changing needs of students 

40% 60% 0% 0% 

16i I identify and promote how our department can 

implement new industry trends in teaching and learning 

practice 

20% 80% 0% 0% 
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Appendix H: Results -  Strategy (reflection on circumstances and responses) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

22.5% 54% 22.5% 1% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

31% 44% 19% 6% 

 Administration (ADMIN) Response      

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

17% 50% 33% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

0% 50% 17% 33% 

 Early Childhood Education (ECE) Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

18% 64% 12% 6% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

30% 35% 35% 0% 

 Faculty Support (FS) Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

50% 0% 50% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

75% 25% 0% 0% 

 Horticulture (HORT) Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

33% 23% 44% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

33% 22% 33% 11% 

 Hospitality, Cookery & Bakery (HCB) Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

12% 72% 16% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

20% 60% 16% 4% 

 Sport, Recreation, Fitness, / Complementary Health 

& Higher Education (SFR, CH, HE) Response 

    

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

17% 66% 17% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

33% 67% 0% 0% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Tourism Events (TE) Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

60% 20% 20% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

16n People within my workgroup have the ability to absorb 

and filter relevant information and make high quality 

decisions 

20% 60% 20% 0% 

12f I am encouraged to participate in our workgroup issues 

and be involved in the decisions 

20% 80% 0% 0% 
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Appendix I: Results - Strategy (involvement of people in developing and testing) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

21% 60% 18% 1% 

10a My workgroup openly shares opinions and critical 

information 

28% 50% 18% 4% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

21% 48% 24% 7% 

 Administration (ADMIN) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

0% 50% 50% 0% 

10a My workgroup openly shares opinions and critical 

information 

0% 66% 17% 17% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

0% 33% 50% 17% 

 Early Childhood Education (ECE) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

24% 41% 35% 0% 

10a My workgroup openly shares opinions and critical 

information 

18% 53% 29% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

6% 65% 29% 0% 

 Faculty Support (FS) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

50% 25% 25% 0% 

10a My workgroup openly shares opinions and critical 

information 

50% 25% 25% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

11% 67% 11% 11% 

10a My workgroup openly shares opinions and critical 

information 

0% 44% 34% 22% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

11% 34% 44% 11% 

 Hospitality, Cookery & Bakery (HCB) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

16% 80% 4% 0% 

10a My workgroup openly shares opinions and critical 

information 

44% 48% 8% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

20% 52% 16% 12% 

 Tourism Events (TE) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

40% 40% 20% 0% 

10a My workgroup openly shares opinions and critical 

information 

40% 60% 0% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

40% 60% 0% 0% 

10a My workgroup openly shares opinions and critical 

information 

0% 80% 20% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

0% 80% 20% 0% 
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Appendix J: Results - Strategy (experimentation with new strategic direction) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

26% 43% 27% 4% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

24% 53% 19% 4% 

12m I can innovate and experiment without reprisal  24% 53% 19% 4% 

 Administration (ADMIN) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

17% 33% 33% 17% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

0% 33% 50% 17% 

12m I can innovate and experiment without reprisal 0% 67% 0% 33% 

 Early Childhood Education (ECE) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

29% 42% 29% 0% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

18% 64% 18% 0% 

12m I can innovate and experiment without reprisal 18% 53% 29% 0% 

 Faculty Support (FS) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

75% 0% 25% 0% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

50% 50% 0% 0% 

12m I can innovate and experiment without reprisal 50% 50% 0% 0% 

 Horticulture (HORT) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

22% 11% 56% 11% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

11% 33% 56% 0% 

12m I can innovate and experiment without reprisal 33% 23% 44% 0% 

 Hospitality, Cookery & Bakery (HCB) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

12% 72% 16% 0% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

16% 68% 8% 8% 

12m I can innovate and experiment without reprisal 20% 56% 20% 4% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Tourism Events (TE) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

80% 20% 0% 0% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

80% 20% 0% 0% 

12m I can innovate and experiment without reprisal 60% 40% 0% 0% 

 Head of Department (HOD) Response     

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

40% 60% 0% 0% 

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

0% 80% 20% 0% 

12m I can innovate and experiment without reprisal 0% 60% 40% 0% 
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Appendix K: Results - Structure (decentralisation of decision making) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

25% 58% 14% 3% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

15% 40% 38% 7% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

22% 48% 24% 6% 

 Administration (ADMIN) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

0% 66% 17% 17% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

0% 50% 17% 33% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

0% 33% 50% 17% 

 Early Childhood Education (ECE) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

24% 64% 12% 0% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

18% 41% 41% 0% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

6% 65% 29% 0% 

 Faculty Support (FS) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

50% 50% 0% 0% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

50% 25% 25% 0% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

11% 56% 22% 11% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

0% 44% 56% 0% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

11% 34% 44% 11% 

 Hospitality Cookery & Bakery (HCB) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

32% 56% 8% 4% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

12% 36% 48% 4% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

20% 52% 16% 12% 

 Tourism & Events (TE) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

60% 40% 0% 0% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

40% 60% 0% 0% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

10e My workgroup is encouraged to take responsibility and 

accountability for decisions made within the group 

40% 60% 0% 0% 

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

0% 80% 20% 0% 

11h My manager rarely micro manages and encourages my 

workgroup and individuals to find worthwhile 

solutions 

0% 80% 20% 0% 
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Appendix L: Results - Structure (flexibility in procedures and activities) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

12j Our workgroup can realign to respond quickly to 

change 

21% 61% 15% 3% 

16a I demonstrate flexibility with implementing changes 

quickly 

36% 60% 4% 0% 

 Administration (ADMIN) Response     

12j Our workgroup can realign to respond quickly to 

change 

17% 67% 0% 17% 

16a I demonstrate flexibility with implementing changes 

quickly 

17% 50% 33% 0% 

 Early Childhood Education (ECE) Response     

12j Our workgroup can realign to respond quickly to 

change 

12% 64% 24% 0% 

16a I demonstrate flexibility with implementing changes 

quickly 

41% 53% 6% 0% 

 Faculty Support (FS) Response     

12j Our workgroup can realign to respond quickly to 

change 

25% 50% 25% 0% 

16a I demonstrate flexibility with implementing changes 

quickly 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

12j Our workgroup can realign to respond quickly to 

change 

33% 22% 33% 11% 

16a I demonstrate flexibility with implementing changes 

quickly 

44% 56% 0% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

12j Our workgroup can realign to respond quickly to 

change 

12% 80% 8% 0% 

16a I demonstrate flexibility with implementing changes 

quickly 

24% 76% 0% 0% 

 Tourism & Events (TE) Response     

12j Our workgroup can realign to respond quickly to 

change 

60% 20% 20% 0% 

16a I demonstrate flexibility with implementing changes 

quickly 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

12j Our workgroup can realign to respond quickly to 

change 

40% 60% 0% 0% 

16a I demonstrate flexibility with implementing changes 

quickly 

20% 80% 0% 0% 
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Appendix M: Results - Structure (the use of steering/stirring committees to engage 

people in adaptive work) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16k I engage in meetings to share information and 

collectively respond to problems 

40% 46% 11% 3% 

16l I am happy to share my expertise with our work 

groups  

56% 44% 0% 0% 

 Administration (ADMIN) Response     

16k I engage in meetings to share information and 

collectively respond to problems 

0% 50% 17% 33% 

16l I am happy to share my expertise with our work 

groups  

50% 50% 0% 0% 

 Early Childhood Education (ECE) Response     

16k I engage in meetings to share information and 

collectively respond to problems 

47% 41% 12% 0% 

16l I am happy to share my expertise with our work 

groups  

41% 59% 0% 0% 

 Faculty Support (FS) Response     

16k I engage in meetings to share information and 

collectively respond to problems 

50% 50% 0% 0% 

16l I am happy to share my expertise with our work 

groups  

50% 50% 0% 0% 

 Horticulture (HORT) Response     

16k I engage in meetings to share information and 

collectively respond to problems 

56% 33% 11% 0% 

16l I am happy to share my expertise with our work 

groups  

67% 33% 0% 0% 

 Hospitality Cookery & Bakery (HCB) 

Response 

    

16k I engage in meetings to share information and 

collectively respond to problems 

36% 52% 12% 0% 

16l I am happy to share my expertise with our work 

groups  

60% 40% 0% 0% 

 Tourism & Events (TE) Response     

16k I engage in meetings to share information and 

collectively respond to problems 

80% 20% 0% 0% 

16l I am happy to share my expertise with our work 

groups  

80% 20% 0% 0% 

 Head of Department (HOD) Response     

16k I engage in meetings to share information and 

collectively respond to problems 

80% 20% 0% 0% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

16l I am happy to share my expertise with our work 

groups  

40% 60% 0% 0% 
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Appendix N: Results - Structure (the encouragement of intrapreneurship) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16c Departments across the faculty share information and 

co-operate with each other 

11% 62% 19% 8% 

10a My workgroup openly shares opinions and critical 

information 

28% 50% 18% 4% 

11f My manager encourages collaboration between 

different workgroups 

26% 47% 23% 4% 

16d Collaboration is encouraged across the faculty 19% 54% 21% 6% 

  Administration (ADMIN) Response     

16c Departments across the faculty share information and 

co-operate with each other 

0% 50% 50% 0% 

10a My workgroup openly shares opinions and critical 

information 

0% 66% 17% 17% 

11f My manager encourages collaboration between 

different workgroups 

0% 50% 33% 17% 

16d Collaboration is encouraged across the faculty 16% 50% 17% 17% 

  Early Childhood Education (ECE) Response     

16c Departments across the faculty share information and 

co-operate with each other 

18% 58% 24% 0% 

10a My workgroup openly shares opinions and critical 

information 

18% 53% 29% 0% 

11f My manager encourages collaboration between 

different workgroups 

18% 47% 35% 0% 

16d Collaboration is encouraged across the faculty 18% 58% 24% 0% 

  Faculty Support (FS) Response     

16c Departments across the faculty share information and 

co-operate with each other 

25% 75% 0% 0% 

10a My workgroup openly shares opinions and critical 

information 

50% 25% 25% 0% 

11f My manager encourages collaboration between 

different workgroups 

50% 50% 0% 0% 

16d Collaboration is encouraged across the faculty 50% 25% 25% 0% 

  Horticulture (HORT) Response     

16c Departments across the faculty share information and 

co-operate with each other 

22% 22% 22% 34% 

10a My workgroup openly shares opinions and critical 

information 

0% 45% 33% 22% 

11f My manager encourages collaboration between 

different workgroups 

22% 34% 33% 11% 

16d Collaboration is encouraged across the faculty 22% 22% 56% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

16c Departments across the faculty share information and 

co-operate with each other 

4% 68% 16% 12% 

10a My workgroup openly shares opinions and critical 

information 

44% 48% 8% 0% 

11f My manager encourages collaboration between 

different workgroups 

20% 60% 16% 4% 

--'----------------

--'----------------

--'----------------
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

16d Collaboration is encouraged across the faculty 8% 68% 12% 12% 

  Tourism & Events (TE) Response     

16c Departments across the faculty share information and 

co-operate with each other 

20% 80% 0% 0% 

10a My workgroup openly shares opinions and critical 

information 

40% 60% 0% 0% 

11f My manager encourages collaboration between 

different workgroups 

100% 0% 0% 0% 

16d Collaboration is encouraged across the faculty 60% 40% 0% 0% 

 Head of Department (HOD) Response     

16c Departments across the faculty share information and 

co-operate with each other 

0% 80% 20% 0% 

10a My workgroup openly shares opinions and critical 

information 

0% 80% 20% 0% 

11f My manager encourages collaboration between 

different workgroups 

60% 40% 0% 0% 

16d Collaboration is encouraged across the faculty 0% 100% 0% 0% 

 

  

--~------------
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Appendix O: Results - Structure (The use of external networks rather than relying only 

on internal sources) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

29% 61% 10% 0% 

 Administration (ADMIN) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

0% 50% 50% 0% 

 Early Childhood Education (ECE) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

24% 70% 6% 0% 

 Faculty Support (FS) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

67% 33% 0% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

20% 68% 12% 0% 

 Tourism & Events (TE) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

60% 40% 0% 0% 

 Head of Department (HOD) Response     

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 

20% 80% 0% 0% 

 

 

 

 

 

     

 

Faculty survey prompt 
Very 

Important 
Important 

Not 

Important 

Don’t 

Know 

 Faculty Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

56% 40% 4% 0% 

 Administration (ADMIN) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

33% 50% 17% 0% 
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Faculty survey prompt 
Very 

Important 
Important 

Not 

Important 

Don’t 

Know 

 Early Childhood Education (ECE) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

59% 41% 0% 0% 

 Faculty Support (FS) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

67% 33% 0% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

67% 33% 0% 0% 

 Tourism & Events (TE) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

60% 20% 0% 20% 

 Head of Department (HOD) Response     

13d Developing and engaging with professional 

networks outside my work group to assist with 

solutions to work through problems 

80% 20% 0% 0% 
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Appendix P: Result - Culture (independent judgement) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

15% 40% 38% 7% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

20% 49% 24% 7% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

31% 44% 19% 6% 

 

Administration (ADMIN) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

0% 50% 17% 33% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

0% 33% 50% 17% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

0% 50% 17% 33% 

 Early Childhood Education (ECE) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

18% 41% 41% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

6% 65% 29% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

30% 35% 35% 0% 

 Faculty Support (FS) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

50% 25% 25% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

50% 50% 0% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

75% 25% 0% 0% 

 Horticulture (HORT) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

12% 22% 44% 22% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

12% 33% 44% 11% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

33% 23% 33% 11% 

 Hospitality Cookery & Bakery (HCB) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

12% 36% 48% 4% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

20% 52% 16% 12% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

20% 60% 16% 4% 

--~------------

--'----------------

--~------------
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Tourism & Events (TE) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

40% 60% 0% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

80% 20% 0% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

10f My faculty encourages delegation of decision making 

throughout all levels within the faculty 

0% 80% 20% 0% 

11h My manager rarely micro manages and encourages 

my workgroup and individuals to find worthwhile 

solutions 

0% 80% 20% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 

20% 80% 0% 0% 

 

  

--~------------



 

Appendices 211 

Appendix Q: Result - Culture(shared responsibility) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

26% 63% 8% 3% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

19% 70% 10% 1% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

18% 50% 25% 7% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

22% 58% 19% 1% 

16c Departments across the faculty share information 

and co-operate with each other 

11% 62% 19% 8% 

11f My manager encourages collaboration between 

different workgroups 

26% 47% 22% 5% 

 

Administration (ADMIN) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

50% 50% 0% 0% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

17% 83% 0% 0% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

0% 33% 67% 0% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

0% 50% 50% 0% 

16c Departments across the faculty share information 

and co-operate with each other 

0% 50% 50% 0% 

11f My manager encourages collaboration between 

different workgroups 

0% 50% 33% 17% 

 Early Childhood Education (ECE) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

29% 71% 0% 0% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

29% 71% 0% 0% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

18% 52% 24% 6% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

24% 41% 35% 0% 

16c Departments across the faculty share information 

and co-operate with each other 

18% 58% 24% 0% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

11f My manager encourages collaboration between 

different workgroups 

18% 47% 35% 0% 

 

Faculty Support (FS) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

50% 50% 0% 0% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

25% 75% 0% 0% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

25% 50% 25% 0% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

50% 25% 25% 0% 

16c Departments across the faculty share information 

and co-operate with each other 

25% 75% 0% 0% 

11f My manager encourages collaboration between 

different workgroups 

50% 50% 0% 0% 

 

Horticulture (HORT) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

0% 56% 44% 0% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

0% 56% 44% 0% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

22% 56% 22% 0% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

11% 67% 11% 11% 

16c Departments across the faculty share information 

and co-operate with each other 

22% 23% 22% 33% 

11f My manager encourages collaboration between 

different workgroups 

22% 34% 33% 11% 

 

Hospitality Cookery & Bakery (HCB) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

20% 68% 4% 8% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

8% 80% 8% 4% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

20% 44% 24% 12% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

16% 80% 4% 0% 

16c Departments across the faculty share information 

and co-operate with each other 

4% 68% 16% 12% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

11f My manager encourages collaboration between 

different workgroups 

20% 60% 16% 4% 

 

Tourism & Events (TE) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

40% 60% 0% 0% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

40% 60% 0% 0% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

20% 80% 0% 0% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

40% 40% 20% 0% 

16c Departments across the faculty share information 

and co-operate with each other 

20% 80% 0% 0% 

11f My manager encourages collaboration between 

different workgroups 

100% 0% 0% 0% 

 Head of Department (HOD) Response     

9a People in my workgroup have a strong sense of 

commitment and shared purpose to the Institute's 

organisational priorities 

20% 80% 0% 0% 

9b People in my workgroup are aligned to the 

Institute's values and objectives 

40% 60% 0% 0% 

16f There is a strong sense in the faculty of we win 

together and we lose together 

20% 60% 20% 0% 

9e My workgroup takes responsibility for problems 

and focuses on solutions rather than waiting for a 

solution or blaming others 

40% 60% 0% 0% 

16c Departments across the faculty share information 

and co-operate with each other 

0% 80% 20% 0% 

11f My manager encourages collaboration between 

different workgroups 

60% 40% 0% 0% 
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Appendix R: Result - Culture (openness) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

10c I am recognised for the contribution I make 16% 57% 17% 10% 

10a My workgroup openly shares opinions and critical 

information 

28% 50% 18% 4% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

21% 54% 17% 8% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

26% 49% 21% 4% 

 Administration (ADMIN) Response     

10c I am recognised for the contribution I make 20% 60% 0% 20% 

10a My workgroup openly shares opinions and critical 

information 

0% 68% 17% 17% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

0% 50% 33% 17% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

17% 50% 33% 0% 

 Early Childhood Education (ECE) Response     

10c I am recognised for the contribution I make 12% 64% 24% 0% 

10a My workgroup openly shares opinions and critical 

information 

18% 53% 29% 0% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

18% 58% 24% 0% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

18% 41% 41% 0% 

 Faculty Support (FS) Response     

10c I am recognised for the contribution I make 50% 50% 0% 0% 

10a My workgroup openly shares opinions and critical 

information 

50% 25% 25% 0% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

50% 50% 0% 0% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

50% 25% 25% 0% 

 Horticulture (HORT) Response     

10c I am recognised for the contribution I make 0% 45% 22% 33% 

10a My workgroup openly shares opinions and critical 

information 

0% 45% 33% 22% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

23% 22% 22% 33% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

11% 34% 44% 11% 

 Hospitality Cookery & Bakery (HCB) Response     

10c I am recognised for the contribution I make 16% 60% 16% 8% 

10a My workgroup openly shares opinions and critical 

information 

44% 48% 8% 0% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

20% 64% 8% 8% 

--'----------------

--'----------------

--'----------------
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

28% 64% 4% 4% 

 Tourism & Events (TE) Response     

10c I am recognised for the contribution I make 60% 40% 0% 0% 

10a My workgroup openly shares opinions and critical 

information 

40% 60% 0% 0% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

40% 40% 20% 0% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

60% 40% 0% 0% 

 Head of Department (HOD) Response     

10c I am recognised for the contribution I make 0% 80% 20% 0% 

10a My workgroup openly shares opinions and critical 

information 

0% 80% 20% 0% 

10b Differing viewpoints and perspectives are encouraged 

in my workgroup 

0% 80% 20% 0% 

16e People within my faculty show a respect for a diverse 

range of opinions, ideas and people 

20% 60% 20% 0% 

  

--~------------
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Appendix S: Result - Culture (learning) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

10a My workgroup openly shares opinions and critical 

information 

28% 50% 18% 4% 

12k Our workgroup anticipates changes and takes 

appropriate action 

24% 37% 36% 3% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

26% 43% 27% 4% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

21% 60% 18% 1% 

12m I can innovate and experiment without reprisal  24% 53% 19% 4% 

 Administration (ADMIN) Response     

10a My workgroup openly shares opinions and critical 

information 

0% 66% 17% 17% 

12k Our workgroup anticipates changes and takes 

appropriate action 

0% 66% 17% 17% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

17% 33% 33% 17% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

0% 50% 50% 0% 

12m I can innovate and experiment without reprisal 0% 67% 0% 33% 

 Early Childhood Education (ECE) Response     

10a My workgroup openly shares opinions and critical 

information 

18% 53% 29% 0% 

12k Our workgroup anticipates changes and takes 

appropriate action 

18% 53% 29% 0% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

30% 41% 29% 0% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

24% 41% 35% 0% 

12m I can innovate and experiment without reprisal 18% 53% 29% 0% 

 Faculty Support (FS) Response     

10a My workgroup openly shares opinions and critical 

information 

50% 25% 25% 0% 

12k Our workgroup anticipates changes and takes 

appropriate action 

50% 0% 50% 0% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

75% 0% 25% 0% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

50% 25% 25% 0% 

12m I can innovate and experiment without reprisal 50% 50% 0% 0% 

 Horticulture (HORT) Response     

10a My workgroup openly shares opinions and critical 

information 

0% 45% 33% 22% 

-~-~-----------

-~--------------

-~--------------
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

12k Our workgroup anticipates changes and takes 

appropriate action 

33% 11% 44% 11% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

22% 11% 56% 11% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

11% 67% 11% 11% 

12m I can innovate and experiment without reprisal 33% 23% 44% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

10a My workgroup openly shares opinions and critical 

information 

44% 48% 8% 0% 

12k Our workgroup anticipates changes and takes 

appropriate action 

20% 36% 44% 0% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

12% 72% 16% 0% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

16% 80% 4% 0% 

12m I can innovate and experiment without reprisal 20% 56% 20% 4% 

 Tourism & Events (TE) Response     

10a My workgroup openly shares opinions and critical 

information 

40% 60% 0% 0% 

12k Our workgroup anticipates changes and takes 

appropriate action 

40% 40% 20% 0% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

80% 20% 0% 0% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

40% 40% 20% 0% 

12m I can innovate and experiment without reprisal 60% 40% 0% 0% 

 Head of Department (HOD) Response     

10a My workgroup openly shares opinions and critical 

information 

0% 80% 20% 0% 

12k Our workgroup anticipates changes and takes 

appropriate action 

60% 20% 20% 0% 

16b My workgroup is encouraged to experiment with 

new ideas, try new ways 

40% 60% 0% 0% 

9e My workgroup takes responsibility for problems and 

focuses on solutions rather than waiting for a 

solution or blaming others 

40% 60% 0% 0% 

12m I can innovate and experiment without reprisal 0% 60% 40% 0% 

 

  

-~--------------
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Appendix T: Response - Culture (trust) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

12m I can innovate and experiment without reprisal 24% 53% 19% 4% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

28% 47% 21% 4% 

10d I provide help and support to other people in my 

workgroup 

49% 49% 2% 0% 

 

Administration (ADMIN) Response     

12m I can innovate and experiment without reprisal 0% 67% 0% 33% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

0% 33% 50% 17% 

10d I provide help and support to other people in my 

workgroup 

17% 83% 0% 0% 

 

Early Childhood Education (ECE) Response     

12m I can innovate and experiment without reprisal 18% 53% 29% 0% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

18% 64% 18% 0% 

10d I provide help and support to other people in my 

workgroup 

47% 47% 6% 0% 

 

Faculty Support (FS) Response     

12m I can innovate and experiment without reprisal 50% 50% 0% 0% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

50% 50% 0% 0% 

10d I provide help and support to other people in my 

workgroup 

50% 50% 0% 0% 

 

Horticulture (HORT) Response     

12m I can innovate and experiment without reprisal 33% 23% 44% 0% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

22% 23% 44% 11% 

10d I provide help and support to other people in my 

workgroup 

67% 33% 0% 0% 

 

Hospitality Cookery & Bakery (HCB) Response     

12m I can innovate and experiment without reprisal 20% 56% 20% 4% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

24% 56% 16% 4% 

10d I provide help and support to other people in my 

workgroup 

48% 48% 4% 0% 

 Tourism & Events (TE) Response     

12m I can innovate and experiment without reprisal 60% 40% 0% 0% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

80% 20% 0% 0% 

10d I provide help and support to other people in my 

workgroup 

60% 40% 0% 0% 

 Head of Department (HOD) Response     

12m I can innovate and experiment without reprisal 0% 60% 40% 0% 

11c My manager creates a safe environment for the 

workgroup to build commitment and trust 

0% 80% 20% 0% 

-~-~-----------

-~--------------
-~--------------

-~--------------
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

10d I provide help and support to other people in my 

workgroup 

60% 40% 0% 0% 
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Appendix U: Result - Talent (ripening) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

24% 53% 19% 4% 

 

Administration (ADMIN) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

0% 33% 50% 17% 

 

Early Childhood Education (ECE) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

18% 64% 18% 0% 

 

Faculty Support (FS) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

50% 50% 0% 0% 

 

Horticulture (HORT) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

11% 33% 56% 0% 

 

Hospitality Cookery & Bakery (HCB) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

16% 68% 8% 8% 

 

Tourism & Events (TE) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

11d My manager creates a safe environment for the 

workgroup to take risks to find solutions to 

complex problems 

0% 80% 20% 0% 
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Appendix V: Result - Talent (feedback) 

 Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

21% 54% 17% 8% 

 Administration (ADMIN) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

0% 50% 33% 17% 

 Early Childhood Education (ECE) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

18% 58% 24% 0% 

 Faculty Support (FS) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

22% 23% 22% 33% 

 Hospitality Cookery & Bakery (HCB) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

24% 60% 8% 8% 

 Tourism & Events (TE) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

40% 40% 20% 0% 

 Head of Department (HOD) Response     

10b Differing viewpoints and perspectives are encouraged in 

my workgroup 

0% 80% 20% 0% 
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Appendix W: Result - Talent (challenge) 

Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

 Faculty Response     

16g I volunteer to be part of faculty or department 

change strategies 
21% 57% 21% 1% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
29% 61% 10% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
31% 44% 19% 6% 

 

Administration (ADMIN) Response     

16g I volunteer to be part of faculty or department 

change strategies 
0% 67% 33% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
0% 50% 50% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
0% 50% 17% 33% 

 

Early Childhood Education (ECE) Response     

16g I volunteer to be part of faculty or department 

change strategies 
24% 47% 29% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
24% 70% 6% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
30% 35% 35% 0% 

 

Faculty Support (FS) Response     

16g I volunteer to be part of faculty or department 

change strategies 
25% 75% 0% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
50% 50% 0% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
75% 25% 0% 0% 

 

Horticulture (HORT) Response     

16g I volunteer to be part of faculty or department 

change strategies 
33% 67% 0% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
67% 33% 0% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
33% 23% 33% 11% 

 

Hospitality Cookery & Bakery (HCB) Response     

16g I volunteer to be part of faculty or department 

change strategies 
20% 60% 20% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
20% 68% 12% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
20% 60% 16% 4% 
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Faculty survey prompt 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 
 

Tourism & Events (TE) Response     

16g I volunteer to be part of faculty or department 

change strategies 
40% 40% 20% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
60% 40% 0% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
80% 20% 0% 0% 

 Head of Department (HOD) Response     

16g I volunteer to be part of faculty or department 

change strategies 
20% 80% 0% 0% 

16m I seek out external "know how" to increase our 

workgroups skills and knowledge 
20% 80% 0% 0% 

12f I am encouraged to participate in our workgroup 

issues and be involved in the decisions 
20% 80% 0% 0% 
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Appendix X: Result - Talent (modelling) 

 Note: The first column shows the question number assigned to each Faculty survey prompt as reflected in Appendix B.  

 
Strongly 

Agree 
Agree  Disagree 

Strongly 

Disagree 

 Faculty Response     

10d I provide help and support to other people in my 

workgroup 

49% 49% 2% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

36% 60% 4% 0% 

 Administration (ADMIN) Response     

10d I provide help and support to other people in my 

workgroup 

17% 83% 0% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

17% 50% 33% 0% 

 Early Childhood Education (ECE) Response     

10d I provide help and support to other people in my 

workgroup 

47% 47% 6% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

41% 53% 6% 0% 

 Faculty Support (FS) Response     

10d I provide help and support to other people in my 

workgroup 

50% 50% 0% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

50% 50% 0% 0% 

 Horticulture (HORT) Response     

10d I provide help and support to other people in my 

workgroup 

67% 33% 0% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

44% 56% 0% 0% 

 Hospitality Cookery & Bakery (HCB) Response     

10d I provide help and support to other people in my 

workgroup 

48% 48% 4% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

24% 76% 0% 0% 

 Tourism & Events (TE) Response     

10d I provide help and support to other people in my 

workgroup 

60% 40% 0% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

80% 20% 0% 0% 

 Head of Department (HOD) Response     

10d I provide help and support to other people in my 

workgroup 

60% 40% 0% 0% 

16a I demonstrate flexibility with implementing 

changes quickly 

20% 80% 0% 0% 
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Appendix Y: Learning and Teaching Committee Reference Group - participant 

information form 

 
 

May 2015 

 

Participant Information Form – The Learning and Teaching Committee 

Reference Group  

Project Title 

The Institute as an Adaptive Organisation: An investigation of leadership practices and 

organisational structure in a competitive education context.  

 

Researcher 

Suzanne McKinnon 

Dean, Faculty of Education, Service Skills and Environment.  

Holmesglen Institute, VIC 3109 

Phone: 039564 6234 

Email: Suzanne.mckinnon@holmesglen.edu.au 

 

Project Aim 

This project aim is to investigate elements to build adaptive leadership capability to lead 

change within faculty departments.  

Benefits of Program 

The purpose of this study is to identify a leadership model and organisational design needed 

to sustain a dynamic and innovative organisation. The project will be of immediate benefit to 

departments within the Faculty of Education, Service Skills and Environment at Holmesglen 

Institute with the introduction of the Learning and Teaching Committee. Within the faculty 

the LTC project is also referred to as the “Ripple Effect”: a strategy for leading and 

developing agile, adaptive staff.  

 

UNIVERSITY OF 
CANBERRA 

AUSTRALIA'S CAPITAL UNIVERSITY 

-
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Educators and administrators working within the vocational and higher education sector are 

experiencing rapid change in the education landscape through external and internal forces. As 

the current environment is so different from the past, this study will monitor educators and 

administrators’ current views and experiences on building an adaptive workplace and then 

testing the effectiveness of interventions, such as the leadership development program within 

the LTC, throughout the life of the project.  

 

It is hoped that the project will confirm a model for building adaptive, agile and innovative 

staff capacity and capability across the faculty and across the Holmesglen Institute.  

 

General Outline of the Project 

The project studied will shadow the faculty Learning and Teaching Committee (LTC) project 

called the “Ripple Effect”. Each department has a staff member as a representative on the 

LTC to focus attention on issues relevant to learning and teaching and being responsive to the 

industry needs of each department, now and into the future. The concurrent leadership 

program for your LTC staff member will build and strengthen your staff capacity to lead 

adaptive teams.  

 

As the educational environment is changing, how the Institute responds to this changing 

environment will determine the continued success of the Institute. This project, by focusing 

on staff capability and capacity to change and work in this new environment, will monitor if 

the LTC “Ripple Effect” program can be a measure of building adaptive, creative and 

innovative staff across the faculty.  

 

Participant Involvement 

Participation in this project will be in the capacity of your role as the Learning and Teaching 

Reference Group (LTRG) for the faculty Learning and Teaching Committee. Participation in 

this project will entail you being involved in a number of activities: 

1. Attend one focus group session with semi structured questions. This should take 

up to 2 hours, and to be audio recorded only with permission.  

2. Participation in a meeting to assist with creating and reviewing the questions and 

development of the questionnaires for the electronic survey of all faculty staff and 

-
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the semi structured questions for the LTC interviews and focus groups. This 

should take up to 3 hours.  

3. Attendance time for meetings and action diary notes is not measurable, however, 

the time allocated for this would form part of normal work duties.  

 

Participation in the research is completely voluntary and as a participant you may, without 

penalty, decline to take part or withdraw at any time without providing an explanation, or 

refuse to answer a question.  

 

The only potential risks to your participation relate to privacy and confidentiality. Please be 

assured that the data collected from you will be stored securely and only accessed by the 

researcher. Great care will be taken through the use of pseudonyms to ensure that any reports 

of the data do not identify you or any individual or their circumstances.  
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Appendix Z: Learning and Teaching Committee – participant information form 

 
 

 

May 2015 

 

Participant Information Form – Learning and Teaching Committee 

(Teachers and Senior Educators) 

 

Project Title 

 

Holmesglen Institute as an Adaptive Organisation: An investigation of leadership practices 

and organisational structure in a competitive education context.  

 

Researcher 

 

Suzanne McKinnon 

Dean, Faculty of Education, Service Skills and Environment.  

Holmesglen Institute, VIC 3109 

Phone: 039564 6234 

Email: Suzanne.mckinnon@holmesglen.edu.au 

 

Project Aim 

 

This project aims is to investigate elements to build adaptive leadership capability to lead 

change within faculty departments.  
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Benefits of Program 

 

The purpose of this study is to identify a leadership model and organisational design needed 

to sustain a dynamic and innovative organisation. The project will be of immediate benefit to 

departments within the Faculty of Education, Service Skills and Environment at Holmesglen 

Institute with the introduction of the Learning and Teaching Committee. . Within the faculty 

the LTC committee project is also referred to as the “Ripple Effect”: a strategy for leading 

and developing agile, adaptive staff.  

 

Educators and administrators working within the vocational and higher education sector are 

experiencing rapid change in the education landscape through external and internal forces. As 

the current environment is so different from the past, this study will monitor educators and 

administrators current views and experiences on building an adaptive workplace and then 

testing the effectiveness of interventions, such as your leadership development program, 

throughout the project.  

 

It is hoped that the project will confirm a model for building adaptive, agile and innovative 

staff capacity and capability across the faculty and across Holmesglen Institute.  

 

General Outline of the Project 

 

The project studied will shadow the Faculty Learning and Teaching Committee (LTC) project 

called the “Ripple Effect”. Each department has a staff member as a representative on the 

LTC to focus attention on issues relevant to learning and teaching and being responsive to 

your industry needs, now and into the future. The concurrent leadership program for you as a 

LTC member will build and strengthen your capacity to lead adaptive teams.  

 

As the educational environment is changing, how Holmesglen responds to this changing 

environment will determine the continued success of Holmesglen. This project, by focusing 

on staff capability and capacity to change and work in this new environment, will monitor if 

the LTC “Ripple Effect” program can be a measure of building adaptive, creative and 

innovative staff across the faculty. 

 

-

-

--
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Participant Involvement 

 

Participation in this project will entail you being involved in: 

 

1. 2 individual semi structured interviews, each taking up to 90 minutes. To be audio 

recorded only with permission.  

2. Attend one focus group session with semi structured questions. This should take 

up to 90 minutes, and to be audio recorded only with permission.  

 

The semi structured interviews and focus groups will be conducted by an external facilitator. 

Recorded sessions will be transcribed by an external person, with the transcript identifying 

participants by number. Participation in the research is completely voluntary and as a 

participant you may, without penalty, decline to take part or withdraw at any time without 

providing an explanation, or refuse to answer a question.  

 

The only potential risks to your participation relate to privacy and confidentiality. Please be 

assured that the data collected from you will be stored securely and only accessed by the 

researcher. Great care will be taken through the use of pseudonyms to ensure that any reports 

of the data do not identify you or any individual or their circumstances.  

 

Participants will have the opportunity to review specific comments to be included in the 

presentation of the findings. This will be made available via the external facilitator.  

 

Confidentiality 

 

Only the researcher will have access to information provided by participants. Privacy and 

confidentiality will be assured at all times. The names of research participants will not appear 

on any documents that are collected and stored for data analysis. In an effort to limit risks and 

protect the confidentiality of all participants in interviews and focus groups, no data will be 

reported, verbally or in writing, beyond the researchers in a manner that could be identify 

individuals without prior consent of those individuals.   
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Anonymity 

 

Participants will be coded numerically (e.g. Participant 1, Participant 2, etc.).  It will not be 

necessary to record the identity of various participants.  All reports of the research will 

contain no information that can identify any individual and all information will be kept in the 

strictest confidence. 

 

Data Storage 

 

The information collected will be stored securely on a password protected computer 

throughout the project and then stored at the University of Canberra for up to five years.  

 

Ethics Committee Clearance 

 

This project has been approved by the University of Canberra’s Human Research Ethics 

Committee. 

This project has been approved by the Holmesglen Institute Ethics Review Panel. 

 

Queries and Concerns 

 

Queries or concerns regarding the research can be directed to the researcher, Suzanne 

McKinnon, whose contact details are at the top of this form, or to Mr Hendryk Flaegel, 

Research Ethics & Compliance Officer, (02)62015220 or 

HumanEthicsCommittee@canberra.edu.au 

 

  

-
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From:  Suzanne McKinnon 
To: All ESSE Staff 
Date:  20/04/2015 2:54 PM 
Subject:   Expressions of interest – ESSE VET Teaching and Learning Committee  
Attachments: ESSE_VLTC_ToR_Final_1.docx; Expression of interest questions.docx 
 
 
Dear Teaching, Administration and Senior Educator staff 
  
"Rethink, Realign, Refocus" are the three themes of Holmesglen’s revised strategic plan.  
  
ESSE is forming a VET Learning and Teaching Committee (VLTC) whose overarching purpose is continual attention to issues 
relevant to VET learning and teaching within the ESSE Faculty, now and in the future, as part of our ‘Rethink, realign, refocus’  
strategy. The VLTC will: 
·  develop and embed a sustainable focus on learning and teaching in ESSE  
·  support and grow the flexible and adaptive capabilities of staff to meet the challenges of, and be 
responsive to, continually changing industry and VET environments. 
  
Ongoing and contract teaching, administration and senior educator staff are invited submit an expression of interest to become 
a representative member on the new VET Learning and Teaching Committee (VLTC) by responding to the questions on the 
attached "Expression of Interest" form and to submit your response to Alison Grindrod at alison.grindrod@holmesglen.edu.au 
 by 5pm, Friday, 24 April 2015.  
  
The VET Learning and Teaching Committee (VLTC) will be comprised of: 
- 8 teaching representatives (one from each teaching area) 
- 1 administration representative  
- 2 senior educators  
and the E-learning Manager and Head of Teaching and Learning.  
  
VLTC members will also participate in a leadership program to build and strengthen their capacity to lead, support and develop 
adaptive teams. The terms of reference of the VLTC is attached for your reference. 
  
The Faculty VLTC reference group will determine the representatives after reviewing the expressions of interest. 
  
We hope you take this opportunity to be a part of ESSE's learning and teaching "rethink, realign, refocus" strategy and look 
forward to working with you as we ‘discover, learn, adapt and do’ within and beyond the VLTC. 
  
We look forward to your application 
  
Suzanne 
 

 
Suzanne McKinnon 
Dean 
Faculty of Education, Service Skills and Environment 
Holmesglen Institute 
Phone: 03 9564 6232 
Fax:  03 9564 6333 
  
Courses in Early Childhood Education, Hospitality, Cookery, Bakery, Tourism, Events,  
Sport, Fitness, Naturopathy, Remedial Massage,  
Outdoor Recreation, Horticulture, Landscape and Floristry 
 
 
  

mailto:Alison.grindrod@holmesglen.edu.au
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Appendix AA: Learning and Teaching Committee Terms of Reference 

 
  

ESSE 

 

 
Faculty of Education, Service Skills and Environment 

 

 
 

Learning and Teaching Committee Terms of Reference 

Purpose 

The Learning and Teaching Committee (LTC) is responsible to the Dean, Faculty of Education, Service 
Skills and Environment, for enhancing learning and teaching in the Faculty.  

The LTC also ensures that there is continual attention, at Faculty level, to issues relevant to VET 
learning and teaching and shifting trends and innovations in learning and teaching practice. 

Membership 

LTC membership will be comprised of the Head of Teaching and Learning, E-learning Manager, 
teaching representatives from each Faculty department and an administration representative. 

Chair:  Head of Teaching and Learning 
Deputy Chair: Internally elected by the LTC from the LTC membership. 

The LTC may invite persons with particular expertise to inform discussion and co-opt persons to assist 
with particular needs, including inviting persons from, but not limited to, the following departments to 
attend, speak or otherwise provide information and advice to the LTC: Learning Commons, Student 
Services, Registrar, eLearning and Innovation, Technology Services Department. 

The Head of Teaching and Learning shall maintain a current listing and membership for this committee. 

Functions, duties and responsibilities 

The Learning and Teaching Committee will: 

• work within the faculty learning and teaching principles, focussing on excellence in everything we do 

• be a forum for discussion and ideas  

• foster and support the development of student focused learning and teaching practices and building of 
breadth and depth of staff capability 

• support the development of agile and adaptive staff 

• encourage the adoption of good practice and collaboration in learning and teaching across the faculty 
and facilitate learning/teaching initiatives being developed within and between departments 

• implement methods to enhance and improve the student learning experience, including physical and 
virtual environments 

• provide advice and make recommendations to the Dean on developments, including implications of 
changes for learning and teaching principles and practices for, and use within, the Faculty, in 

− learning, teaching and assessment practices  

− learning and teaching environments and learning spaces 

− technology and educational technology. 

• discuss and make recommendations for the professional development required for any implementation 
of learning and teaching strategies 

• consider student and staff feedback to assist with exploration of ideas for improvement 

• review the LTC functions and terms of reference annually through self-assessment and biennially 

through a 360 process involving the Dean, reference groups, faculty teaching staff and individual 
member self-assessment. Relevant stakeholders may be invited to contribute to this review. 

Meetings 

The Committee shall meet at least eight (8) times a year and when necessary to deal with matters of urgency 
that are referred to it.  

Minutes responsibilities will be shared by the LTC membership on a rotational basis. Minutes shall be 
circulated to the LTC membership and the Dean. 
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Appendix BB: : Learning and Teaching Committee expression of interest 

To express your interest in being a member of the VET Learning and Teaching Committee 

(VLTC), and undertaking the associated leadership program, please: 

• Provide a brief response to the questions below (maximum of 2 pages in total), and  

• submit to Alison Grindrod at Alison.grindrod@ravenhall.edu.au by Friday, 24 April 

2015. 

 

1. Why do you want to be a member of the VET teaching and learning committee? 

 

2. What do you believe are key features and characteristics of those who effectively lead 

and support others, and how have you demonstrated these characteristics? 

 

3. Provide at least two (2) examples of learning and teaching concepts and practices that 

have excited and interested you and which you would like to explore implementing in 

ESSE.  

 

4. (i) What do you see as the key challenges to adaptive, responsive learning and teaching 

practices in ESSE now and in the future. 

 

(ii) Given the constraints of the current environment, what strategies do you see as 

possible ways to foster and support student focusses learning and teaching practices 

that meet and resolve the challenges you described. 
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Appendix CC: Focus group questions 

 
 

1. Within your workgroup, how would you describe your current process for changes 

in teaching and learning? 

2. How do you go about reviewing or reflecting on your own teaching practice?  

3. Are you encouraged and supported to initiate or influence innovation within your 

workgroup?  

4. If so, what type of support do you receive from your manager to allow this creativity 

and innovation to flourish within your workgroup?  

5. Does your manager engage all members of your workgroup to solve problems, or are 

problems solved individually? 

6. Do you reach out to other workgroups, either within the faculty or within the Institute 

to seek assistance or guidance to resolve teaching and learning problems? 

7. Are opportunities available for you to influence the teaching practices within your 

workgroup? 

8. Do you see the Learning and Teaching Committee as being a mechanism to extend 

and grow an adaptive learning and teaching culture? 
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Appendix DD: Supplementary focus group questions 

Definition: Workgroup:  Who you work with (department and across departments) 

1. In what ways has the Learning and Teaching Committee (LTC) functioned as you 

expected? 

− In what ways hasn’t the LTC functioned as you expected? 

2. In what ways have you been able to go back and engage your workgroup in ideas and 

initiatives? 

3. Have there been any constraints that have restricted you in doing this? If so, what? 

4. What benefits have you gained from the leadership program’s ‘Integrity and Values’ 

profile and debrief session? 

− Has your behaviour changed after undertaking the Integrity and Values’ 

profile and debrief or are you working towards changing your behaviour in 

light of the feedback from the profile and debrief? 

− Why are you working to make this change? 

You do not have to say what you are working on changing, but you can 

volunteer it if you wish. 

5. In what ways has being part of the LTC given you space to think about how you 

could change, innovate and/or re-invigorate current work practice in your area? 

6. How, if at all, has being involved in the LTC encouraged/helped you to ‘discover, 

learn, adapt, do? 

− explore what other departments do in their teaching, learning and 

assessment practice, share this with your workgroup and adapt it to your 

department’s areas of expertise 

− search for solutions to current issues and try new things in your work 

practice 

− do something differently 

− give yourself, and others, the freedom to have an idea and work it through to 

change current practice  

− allow yourself and others the freedom to fail when you or others try 

something new 

− given you the impetus to. 
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− increased your adaptiveness and openness of practice and encouraged others 

to do the same. 

− embrace change and encourage others to do the same 

7. Do you believe being part of the LTC has given you more of a voice in your 

department regarding teaching and learning practices? Why/why not? 

8. Do you see the LTC as being a mechanism to support, stimulate, extend and grow 

a creative, adaptive learning and teaching culture within the faculty?  

− If so, why and in what way?  

− If not, why not? 

9. In your view is the LTC ‘trapped by current faculty/department traditions’?  

− In what way? 

10. What impact has being part of the LTC had on you and your workgroup? 
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Appendix EE: Supplementary Learning and Teaching Committee effectiveness survey 

(The following questions will be administered through and formatted within Survey Monkey) 

Completing this survey 

This survey will take approximately 15 minutes to complete. 

Survey statement 

The purpose of this survey is to gain feedback in relation to the effectiveness of the Learning and Teaching 

Committee (LTC) and the leadership program initiatives that are elements of the ESSE Ripple Effect strategy.  

The information collected through this survey will be used to support the continued growth and strengthening of 

staff capabilities and the Learning and Teaching Committee. 

The survey consists of 28 – 41 questions. The number of questions can vary as your responses to some questions 

determine what your following questions will be and so you will not necessarily be answering all 41 questions. 

Responses are collected anonymously ensuring that individual responses are non-identifiable. 

This survey will be open until 9am, Tuesday, 1 December 2015. 

 

1. By ticking this box I am agreeing I have read and signed the 

consent form and agree to participate in this survey. 

Yes     

2. I am a member of the Learning and Teaching Committee Yes    No    
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3. The ripple effect strategy has value.      

4. The ripple effect strategy has the potential to change the 

culture of the ESSE workforce. 

     

5. The LTC is a mechanism that can grow and strengthen an 

agile and adaptive ESSE workforce. 

     

6. The LTC is a forum for discussion and ideas.      

7. The LTC is helping to build the breadth and depth of staff 

capability. 

     

8. The LTC supports and encourages adapting practice to 

enhance and improve the student learning experience. 

     

9. I make my association with the LTC a priority.      

10. I have created space to focus on LTC related concepts, 

activities and projects. 

     

11. I question aspects of current practice and work to find 

alternative options. 

     

12. I identify my assumptions about learning, teaching, 

assessment and administrative work practice. 

     

13. LTC members encourage and initiate conversations about 

practice and new ways of doing things. 
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14. I feel more able to be flexible and adaptive in my work 

practice as a result of open discussions about practice. 

     

15. I am able to adapt my practice to different contexts and 

welcome change. 

     

16. I have the freedom to fail when trying something new.      

17. I expect to initiate action and lead teams to improve practice 

in my workgroup. 

     

18. I and my colleagues expect to be held, and actively hold, each 

other accountable. 

     

19. Being associated with the LTC has encouraged me to reflect 

on and recognise strengths and weaknesses in my current 

practice and to work to strengthen my weaker areas. 

     

20. My department is aware of and supports the role and activities 

of the LTC. 
     

21. My department is aware of the LTC member(s) in my 

department. 
     

22. The LTC members support and develop the adaptive 

capabilities of staff. 

If ‘Agree or Strongly agree’, go to Q 23:  

If ‘neither agree/disagree, disagree or Strongly disagree’, go to Q 

24.  

     

23. In your view, in what ways have LTC members supported and developed the adaptive capabilities 

of staff? (open response question) 

After this question, go to Q 25 

24. In your view, in what ways could LTC members support and develop the adaptive capabilities of 

staff?  (open response question) 

After this question, go to Q 25 

25. The LTC is ‘trapped by tradition’ 

If ‘Agree or Strongly agree’, go to Q 26  

If ‘neither agree/disagree, disagree or Strongly disagree’, go to Q 

28.  

     

26. Why you think the LTC is ‘trapped by tradition’?  (open response question) 

After this question, go to Q 27 

27. In your view, how could the degree to which the LTC is ‘trapped by tradition’ be reduced? (open 

response question) 

After this question, go to Q 29 

28. In your view, what demonstrates that the LTC it is not ‘trapped by tradition’: (open response 

question) 

After this question, go to Q 29 

29. The aspects of being involved with the LTC and/or associated activities and projects I have found 

most stimulating are: (open response question) 

 

30. The functioning of the LTC could be improved by: (open response question) 

 

31. I have been a participant in the leadership program Yes    No    

 If Yes, go to Q 32  

 If No, go to end of quiz. 
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32. The leadership program has increased my awareness of my 

leadership capabilities 

      

33. The leadership program has been behaviour changing.       

34. I would pay to do the Integrity and Values profile and debrief.       

35. I would encourage others to pay to do the Integrity and 

Values profile and debrief. 

      

36. I have shared insights gained from doing the profile and 

feedback session. 

      

37. The profile and debrief element of the leadership program has 

started to have a Ripple Effect in my workgroup. 

      

38. The team dynamics report has influenced me to reflect on the 

impact my behaviour has on my interactions with colleagues. 

      

39. The team dynamics report has stimulated me to adapt my 

behaviour in my interactions with colleagues. 

      

40. The Teach once / Learn twice element of the program 

developed and strengthened my leadership capabilities. 

      

41. The Teach once / Learn twice element of the leadership 

program has started to have a Ripple Effect in my workgroup. 

      

42. The aspects of the leadership program I have found most useful and beneficial are: (please provide 

the reason/s why you found it useful) (open response question) 

 

 

 

43. The leadership program could be improved by: (open response question) 

 

 

 

 

Thank you for your time and consideration in completing this survey.  
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Appendix FF: Semi-structured interview questions 

 

1. Has the Learning and Teaching Committee (LTC) provided a platform for you to try 

new ideas with teaching? 

2. In what way has the LTC encouraged you to do something different? 

3. Your project allowed you to engage other members from your workgroup, how did 

you go about this? What strategies did you use to gain their support? 

4. Did you experience any resistance from workgroup members? If you did, what did 

you do to overcome this resistance? If not, how did you ensure you achieve “buy in” 

from the start? 

5. Where you encouraged to seek assistance from other workgroups from different 

departments to assist with the success of your project? 

6. What support did you receive from your manager/supervisor? 

7. When you have another creative idea, how would you go about getting the idea off 

the ground? What would you do to remove any obstacles?  

8. Did you take on a leadership role within your workgroup to get the job done?  

9. Did you find the LTC and your department a place to take action quickly, or where 

you slowed down by seeking approvals or compliance issues? 

10. Overall how would you rate this experience? Would you continue operating on new 

ideas without the LTC around you? 
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Appendix GG: Consent Form – Faculty Staff – Focus Group 

 
 

 

Project Title 

 

Holmesglen Institute as an Adaptive Organisation: An investigation of leadership practices and 

organisational structure in a competitive education context.  

 

Consent Statement 
 

I have read and understood the information about the research. I am not aware of any condition that 

would prevent my participation, and I agree to participate in this project. I have had the opportunity to 

ask questions about my participation in the research. All questions I have asked have been answered to 

my satisfaction. 

I consent to being audio recorded in my participation in a focus group. □ Yes   

Please indicate your agreement to participate by signing below: 

Name……………………………………………………………………….……………………........… 

 

Signature………….........................................................…………………… 

Date …………………………………. 

A summary of the research can be forwarded to you when completed. If you would like to receive a 

copy of the research, please include your email address below. 

 

Name…………………………………………………………………………….…………….....………. 

 

Email Address………………………………………..……………………………………….………………….. 
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Appendix HH: Consent Form – Faculty Staff – Interview Group 

 
 

Project Title 

 

Holmesglen Institute as an Adaptive Organisation: An investigation of leadership practices 

and organisational structure in a competitive education context.  

 

Consent Statement 

 

I have read and understood the information about the research. I am not aware of any 

condition that would prevent my participation, and I agree to participate in this project. I have 

had the opportunity to ask questions about my participation in the research. All questions I 

have asked have been answered to my satisfaction. 

I consent to being audio recorded in my participation in an interview.  □ Yes   

Please indicate your agreement to participate by signing below: 

 

Name……………………………………………………………………….…………………… 

 

Signature………….........................................................…………………… 

 

Date …………………………………. 

 

A summary of the research can be forwarded to you when completed. If you would like to 

receive a copy of the research, please include your email address below. 

 

Name…………………………………………………………………………….…………….... 

 

Email 

Address………………………………………..……………………………………….……… 
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Appendix II: Participant Information on opening page of Faculty Survey 

 

Building an Adaptive, Agile and Flexible Faculty survey. 
 

Completing this Survey 

This survey will take approximately 20 minutes to complete.   
Collection Statement 
This survey is open to all staff across the Faculty of Education, Service Skills and Environment.  I am currently undertaking a 
study on leadership practices and organisational structure within Holmesglen Institute. The purpose of this survey is to 
investigate current leadership capabilities and the capacity to lead change within our faculty and/or influence changes across 
Holmesglen.     
Part of this study is the faculty "Building and Adaptive, Agile and Flexible Faculty" survey. The survey is designed to obtain 
your views and perceptions on leadership within the faculty and how the faculty is structured. There are no right or wrong 
responses. The information gathered will be used to develop future professional development opportunities for our faculty 
staff and review the design of the faculty.  

The survey consists of 15 Questions, with some questions having multiple questions, and will take no longer than 20 minutes 
to complete. All responses will be kept confidential. Individual responses will not be identified.  

The survey is live from 04 November 2015 to 20 November 2015. By ticking this box you are agreeing to participate in this 
survey. (BOX TO TICK ACCEPTANCE WILL BE ON THIS PAGE. IF THE BOX IS NOT TICKED THEN THE PERSON IS UNABLE TO 
ACCESS THE SURVEY.)  

Survey Definitions 

 
Workgroup:        the team or department you work in 

Manager:             your immediate supervisor or person who supervises or manages your workgroup 

Organisation:    Holmesglen Institute 

Faculty:               Education, Service Skills and Environment  
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Appendix JJ: Faculty Survey email distributed to Faculty staff 

 
 

 

 

Page 1 of 1 

Suzanne McKinnon - "Building an Adaptive, Agile and Flexible Faculty" survey 

From: Suzanne McKinnon 

To: All ESSE Staff 

Date: 4/11/2015 5:31 PM 

Subject: "Building an Adaptive, Agile and Flexible Faculty" survey 

Dear faculty staff members 

aking a study on leadership practices and organisational structure within 
The study aims to investigate current leadership capa · Te 

capacity to lead change within our faculty and /or influence changes across 

Part of this study is the faculty "Building an Adaptive, Agile and Flexible Faculty" survey. The 
survey is designed to obtain your views and perceptions on leadership within the faculty and 
how the faculty is structured. There are no right or wrong responses. The information 
gathered will be used to develop future professional development opportunities for faculty 
staff and review the design of the faculty. 

The survey consists of 17 questions and will take no longer than 20 minutes to complete. All 
responses will be kept confidential. Individual responses will not be identified by name with 
only the data provided to me. 

I invite you to participate in this survey. Your input is valuable and allows you an opportunity 
to influence the direction of the faculty. 

The survey will be live until 20th November 2015. 

If you have any questions about the survey please contact me on 9564 6234 or email 
suzanne.mckinnon@ ■ 

Please click on the link below to commence the survey 

https://www.surveymonkey.com/r/98FH62K 

Thank you for participating in this opportunity to provide feedback about the future of our 
faculty. 

Kind Regards 

Suzanne 

Suzanne McKinnon 
Dean 
F cul of Education Service Skills and Environment 
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Page 1 of 1 

Suzanne McKinnon - re: "Building an Adaptive, Agile and Flexible Faculty" survey 

From: Suzanne McKinnon 

To: All ESSE Staff 

Date: 20/11/2015 5:07 PM 

Subject: re: "Building an Adaptive, Agile and Flexible Faculty" survey 

Dear faculty staff members 

A big thank you to all staff who have participated in this survey. 

As you are aware from my email dated 4 November, I ·ng a study on 
leadership practices and organisational structure withi The study 
aims to investigate current leadership capab· · · ity to lead change within 
our faculty and /or influence changes across 

The response rate is below what I would like it to be, so I have left the survey open 
until Monday 30th November 2015. 

The information gathered will be used to develop future professional development 
opportunities for faculty staff and review the design of the faculty. Your views are an 
important part of determining what we implement within our faculty. 

The survey consists of 17 questions and will take no longer than 10-15 minutes to 
complete. All responses will be kept confidential. Individual responses will not be identified 
by name with only the data provided to me. 

I invite you to participate in this survey. Your input is valuable and allows you an 
opportunity to influence the direction of the faculty. 

If you have any questions about the survev please contact me on 9564 6234 or email 
suzanne.mckinnon@ 

Please click on the link below to commence the survey 

https://www.surveymonkey.com/r/98FH62K 

Thank you for participating in this opportunity to influence how we operate within our 
faculty. 

Kind Regards 

Suzanne 

Suzanne McKinnon 
Dean 
Faculty of Education, Service Skills and Environment 
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Appendix KK: University of Canberra Human Ethics Approval 

 
 

 

2 September 2015 

APPROVED - Project number 15-123 

 

Ms Suzanne McKinnon 

Faculty of Education, Science, Technology & Maths 
University of Canberra 
Canberra ACT 2601 

Dear Suzanne, 

The Human Research Ethics Committee has considered your application to conduct research with human  
subjects for the project titled Holmesglen Institute as an Adaptive Organisation: An investigation of 
leadership practices and organisational structure in a competitive education context. 

 

The following general conditions apply to your approval. 

 

These requirements are determined by University policy and the National Statement on Ethical Conduct in 

Human Research (National Health and Medical Research Council, 2007). 
 
 

Monitorin
g: 

You must, in conjunction with your supervisor, assist the Committee to monitor the conduct of approved 
research by completing and promptly returning project review forms, which will be sent to you at the end of 
your project and, in the case of extended research, at least annually during the approval period. 

Discontin
uation of 
research: 

You must, in conjunction with your supervisor, inform the Committee, giving reasons, if the research is not 
conducted or is discontinued before the expected date of completion. 

Extension 
of 
approval: 

If your project will not be complete by the expiry date stated above, you must apply in writing for extension of  
approval. Application should be made before current approval expires; should specify a new completion date;  

should include reasons for your request. 

Retention 
and 
storage of 
data: 

University policy states that all research data must be stored securely, on University premises, for a minimum 
of five years. You must ensure that all records are transferred to the University when the project is complete. 

Contact 

details 
and 
notificatio
n 
of 
changes: 

All email contact should use the UC email address. You should advise the Committee of any change of 

address during or soon after the approval period including, if appropriate, email address(es). 

 

Yours sincerely 

Human Research Ethics Committee 
 
 
 

Approval is granted until 15 May 2016. I 

UNIVERSITY OF 
CANBERRA 

AUSTRALIA'S CAPITAL UNIVERSITY 

I 
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Extension to conduct research - email 

 
 
From: Hendryk.Flaegel <Hendryk.Flaegel@canberra.edu.au> on behalf of Human Ethics 
Committee <HumanEthicsCommittee@canberra.edu.au> 
Sent: Wednesday, 20 April 2016 12:16 PM 
To: u3124707 <u3124707@uni.canberra.edu.au> 
Cc: Mike.Gaffney <Mike.Gaffney@canberra.edu.au>; 
suzanne.mckinnon@holmesglen.edu.au <suzanne.mckinnon@holmesglen.edu.au>; Human 
Ethics Committee <HumanEthicsCommittee@canberra.edu.au> 
Subject: RE: Extension to conduct research - Approval project number 15-123  
  
Dear Suzanne, 
  
I am happy to advise that your request for an extension until 31 July 2016 has been 
approved. 
  
All the best, 
Hendryk  
  
From: u3124707 [mailto:u3124707@uni.canberra.edu.au]  
Sent: Monday, 18 April 2016 7:21 PM 
To: Hendryk.Flaegel 
Cc: Mike.Gaffney; suzanne.mckinnon@holmesglen.edu.au 
Subject: Extension to conduct research - Approval project number 15-123 
  
Dear Hendryk 
  
  
Currently I have approval to conduct research with human subjects until the 15 May 2016. I 
am seeking an extension of time to conduct research until the end of July 2016. Phase 1 of 
the research has been completed. After implementing an intervention, the Learning and 
Teaching Committee, I require more time to pass allowing for the intervention 
to generate more meaning. As this is an action research project, more time will allow 
another cycle to take place.  
  
My student number is 3124707.  
  
Kind regards 
  
Suzanne 
 

  

--

-

mailto:Hendryk.Flaegel@canberra.edu.au
mailto:HumanEthicsCommittee@canberra.edu.au
mailto:u3124707@uni.canberra.edu.au
mailto:Mike.Gaffney@canberra.edu.au
mailto:suzanne.mckinnon@holmesglen.edu.au
mailto:suzanne.mckinnon@holmesglen.edu.au
mailto:HumanEthicsCommittee@canberra.edu.au
mailto:u3124707@uni.canberra.edu.au
mailto:suzanne.mckinnon@holmesglen.edu.au
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Appendix LL: Holmesglen Institute Ethics Review Panel 

 

Ethics Research Certificate of Approval 

This is to certify that the project below was considered by the Ethics Review Panel (HERP). The 
Panel was satisfied that the proposal meets the requirements of the National Statement on Ethical Conduct 
in Human Research and approval has been granted. 

Project Number: 

Project title: 

Chief Investigator: 

Approved: 

02112015 

as an Adaptive Organisation: An investigation of leadership 
practices and organisational structure in a competitive education context 

Suzanne McKinnon 

12 October 2015 

Terms of approval (Failure to comply with the terms below is in breach of your approval and the Australian Code for 
the Responsible Conduct of Research) 

1. The Chief Investigator is responsible for ensuring that permission letters are obtained, and if relevant, 
to copy and forward to the HERP before any data collection can occur at the specified organisation. 

2. It is responsibility of the Chief Investigator to ensure that all investigators are aware of the terms of 
approval and to ensure the project is conducted as approved by HERP. 

3. You should notify HERP immediately of any serious or unexpected adverse effects on participants or 
unforeseen events affecting the ethical acceptability of the project. 

4. Amendments to the approved project (including changes in personnel): require the submission of a 
request for amendment to HERP and must not begin without written approval from HERP. Substantial 
variations may require a new application. 

5. Further correspondence: Please quote the project number and project title above in any further 
correspondence. 

6. Final Report: A Final Report should be provided at the conclusion of the project. HERP should be 
notified if the project is discontinued before the expected date of completion. 

7. Monitoring: Projects may be subject to a review or any other form of monitoring by HERP at any time. 

8. Retention and storage of data: The Chief Investigator is responsible for the storage and retention of 
original data pertaining to a project for a minimum of five years. 

The Holmesglen Ethics Review Panel has given ethics approval on the basis that the anonymity of 
Holmesglen Institute and the confidentiality of individual staff members participating in the research project 
will be preserved. 

lt!!.:::ha;, HERP 
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