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Abstract
At the core of this study is the move by Technical and Further Education (TAFE)
institutions to deliver undergraduate and postgraduate degree programs and how TAFE
libraries have tried to support that move. This study considers the impact this has had on
HE (Higher Education) teaching staff within TAFE and how they manage to undertake
scholarly activity within institutions lacking a research tradition.
Historically, TAFE’s role was in providing Government-supported vocationally oriented
education for people who did not proceed to professional higher education. TAFE’s focus
was on training package delivery and a context that particularises skills and knowledge to
workplace tasks or roles. However, the last 20 years or so has seen a move towards the
introduction of HE degrees, seen by TAFE as broadening and deepening the range and
type of qualifications they offer in order to survive in an increasingly competitive and
contested educational marketplace.
There has been limited research of the impact of this move into HE by TAFE. This current
study seeks to assess how HE lecturers in TAFE manage to undertake scholarship and
research in this vocationally oriented environment and the level of support they receive
from the organisation itself and, in particular, the TAFE library.
The methodology takes a qualitative, constructivist, grounded theory approach with a
focus on participant views. Two groups of participants, librarians and HE lecturers, were
selected from four Victorian TAFE institutions delivering HE qualifications. During 2015,
forty-nine interviews were undertaken.
Analysis of the interviews revealed that lecturers felt there was a lack of support for
research and scholarship opportunities within TAFE. This was emphasised by institutional
constraints such as excessive teaching loads and a lack of administrative support, as well
as a culture that saw discipline-based research as subsidiary to teaching. Lecturers also
found the TAFE library ill-equipped to meet their scholarly information needs and
developed workaround solutions to enable them to pursue research activities. Most
lecturers felt that the library was teaching and student centric, marginal to their research
activity.
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Library staff reported a lack of resourcing and limited infrastructure to assist HE lecturers
in their research. They pointed out that the numbers involved in HE were small and that
building working relationships with lecturers could be difficult. This was exacerbated by
the widespread use of sessional, part-time and contract teaching staff. The need to provide
access to a wider range of electronic resources, possibly through greater use of consortia,
was seen by all as a major way in which they could give more support to HE lecturers and
students.
In summary, scholarly activities and undertaking research were seen as integral to their
HE identity by lecturers. Such activities were not necessarily prioritised by their employing
institution, which focused on their other duties such as teaching and administration. The
theory that emerged from this research is that there is a disputed notion between HE
lecturers and TAFE institutions about what scholarship and research mean and how they
should be incorporated into the role of HE lecturers. This in turn affects the TAFE library
and its ability to adequately support HE researchers with a flow-on impact on the scholarly
information seeking behaviour of TAFE HE lecturers as they work around these
constraints.
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Definitions and Terms
Australian Skills Quality Authority (ASQA). The Australian Skills Quality Authority is
the national regulator for Australia’s vocational education and training sector (VET).
ASQA regulates courses and training providers to ensure that nationally approved quality
standards are met (ASQA, 2019).
Australian Qualifications Framework (AQF)
The AQF is the national framework for regulated qualifications in the post-secondary
Australian education and training system. The AQF provides a comprehensive national
qualifications framework that incorporates the blending of knowledge, skills and actions
across ten levels. Each level represents an incrementally more complex, dynamic and
unstructured level than the level before it. The AQF identifies pathways between these
levels, sometimes known as articulation. The AQF also provides clarity about the
differences and relationships between qualification types based on a defined taxonomy of
learning outcomes. For example, AQF Level 3 is generally for apprenticeship training.
AQF 5-7 indicates undergraduate degrees. A diploma is classified at AQF Level 5.
Graduates at AQF Level 5 will have technical and theoretical knowledge in an area or field
of work and learning. The AQF is periodically reviewed every five or so years (Australian
Qualifications Framework Council, 2013, p. 555).
Competency-based training (CBT)
CBT is an approach in vocational education and training that emphasises the demonstration
of skills or a set of tasks that a person does in the workplace to an appropriate level of
achievement. This level of achievement is designated as competence. CBT is a staged
progression through units of competency. Each unit of competency describes a work
outcome or activity. Assessment includes the collecting of evidence, recognition of prior
learning and credit transfers, which match against an expected workplace industry
standard. CBT is a controversial topic because activities can be de-constructed into highly
reductionist tasks that bear little resemblance to the “real-world” application of the
underlying skills set.
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Dual Sector Institute
The Education and Training Reform Act (2006) defines a dual sector university as a
university with a TAFE division (Victorian Government, 2013). Moodie (2010) defines a
dual sector institution as having substantial enrolment of at least 20% but less than 80%
student enrolment in each of its HE and VET sectors. In 2013, five Australian universities
met the criteria of being dual sector universities1.
Higher Education (HE)
HE refers to post-secondary education that is conducted at registered HE providers at AQF
Level 5 (Diploma) and above, as determined by the classification (Organisation for
Economic Co-operation & Development [OECD], 2008). Examples of HE providers
include dual sector universities, HE TAFE institutions, standard universities, Australian
Technology Network (ATN) universities and private Registered Training Organisations.
HE is regulated by the Tertiary Education Quality and Standards Association (TEQSA,
2019a).
Higher Education Provider (HEP)
A Higher Education (HE) provider is a provider of HE that gains registration by TEQSA
through meeting the Higher Education Standards Framework to become a “Higher
Education Provider” (Commonwealth of Australia, 2015).
Mixed Sector Institute
The term “mixed sector” can be defined in several ways. More broadly, a mixed sector
institute can refer to a VET institute that delivers VET and HE qualifications. Moodie
(2010) classifies mixed sector institutions as those with at least 3% but no more than 20%
of student load enrolled in their minority sector. Mixed-sector institutions can refer to any
institution that offers at least one qualification at AQF Level 6 or below, and at least one
qualification at AQF Level 7 above.

1

In Victoria in 2013, the dual sector universities were RMIT University, Swinburne
University, Federation University and Victoria University. Charles Darwin University is also a
dual sector university. (Education and Training Reform Amendment (Dual
Sector Universities) Act 2013 (Vic) 76).
xvi

Taking Moodie’s (2010) classification as a criterion, in 2009, the mixed sector included
12 of Australia’s 58 TAFE institutions reporting HE student load (EFTSL) and five of
Victoria’s 18 TAFE institutions (Department of Education, 2019). By 2012, the mixed
sector consisted of nine TAFE institutions, in Australia, including a conglomerate of
institutions from TAFE NSW.
By 2018, due to amalgamations, the number of TAFEs in Victoria had reduced to sixteen,
including the four dual sector universities. Of the twelve standalone, non-university
TAFEs, five delivered their own HE qualifications. These five Victorian TAFEs can be
defined as mixed sector institutions.
Non-Self-Accrediting Institute (NSAI)
A Non-Self-Accrediting institution is an institute that must be registered with TEQSA, the
Commonwealth statutory agency responsible for regulating HE delivery in Australia.
Examples of NSAIs include TAFEs such as Box Hill Institute of TAFE, private religious
colleges such as the Adelaide College of Divinity and private health colleges such as the
Australian College of Natural Medicine [See Appendix 1 for a summary of HE provider
categories].
Research
Research is defined as the “creative and systematic work undertaken in order to increase
the stock of knowledge – including knowledge of humankind, culture and society – and to
devise new applications of available knowledge” (Department of Education, Skills and
Training, 2020).
Scholarship
Scholarship involves the exchange of ideas and practices, especially about disciplinary
knowledge and can include research. As a broad concept, scholarship is the extension of
teaching and learning practice through critical reflection. The teaching and learning focus
in this definition encapsulates content processing and transmission of insights in the
domains of instructional, pedagogical and curricular knowledge (Andresen, 2000; Kreber
& Cranton, 2000).
The Boyer (1990) model of scholarship de-emphasises disciplinary research. Boyer (1990)
places increased emphasis on “scholarly application” in all its manifestations, especially
xvii

the scholarship of teaching and learning. The Tertiary Education Quality Standards
Agency (TEQSA) in their audits of HE TAFE institutions, position Boyer (1990) as an
appropriate and commonly used framework for scholarship within the TAFE sector.
TEQSA recommends HE in TAFE providers use this to reference policy and develop
procedures (Goulding, 2011, p. 44).
Self-Accrediting Authority (SAA)
A self-accrediting authority is an institute that has the power to accredit its own HE
courses. Self-accrediting authorities include Australian universities established or
recognised under Protocol D of the National Protocols for Higher Education Approval
Processes (MCEETYA, 2007). While SAAs can accredit any HE qualification (AQF 5
and above), if an institution wishes to deliver AQF VET qualifications, the institution must
be registered as a Registered Training Organisation (RTO) through the ASQA, or VET
statutory authority [See Appendix 1].
Technical and Further Education (TAFE)
Whereas the Vocational Education and Training sector (VET) is the overarching sector of
vocational education, TAFE is explicitly owned and operated by the respective Australian
State governments. TAFE institutes included in this study are public TAFE institutes as
defined in the Education and Training Reform Act 2006 (Vic) as at 1 April 2013.
Tertiary Education Quality and Standards Agency (TEQSA)
TEQSA is the Commonwealth Government Agency that regulates the Higher Education
sector in Australia.
Vocational Education and Training (VET)
VET is defined by the National Centre for Vocational Education Research (NCVER) as a
sector of the “post-compulsory education and training, excluding degree and higher level
programmes delivered by further education institutions, which provides people with
occupational or work-related knowledge and skills” (National Centre for Vocational
Education Research, 2014).
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Acronyms
ACG

Australian Competitive Grants

AQF

Australian Qualifications Framework

ARC

Australian Research Council

ASQA

Australian Skills Quality Authority

CAE

College of Advanced Education

CBT

Competency-Based Training

COAG

Council of Australian Governments (COAG)

EFTS

Equivalent full-time student

ERA

Excellence in Research Australia

FE

Further Education

GS

Google Scholar

HE

Higher Education

HEP

Higher Education Provider

IL

Information Literacy

ILL

Inter Library Loan

IR

Information Resources

ITC

Information Technology and Communication

LIS

Library and Information Science

LMS
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1 Introduction
This first chapter provides background information to the research, with a focus on the
historical context of Australian post-secondary education, including Technical and Further
Education (TAFE). The chapter describes developments in TAFE, including the
emergence of the Higher Education (HE) TAFE sector, especially in Victoria. There is a
discussion on the evolution of HE in TAFE and the differences between Vocational
Education and Training (VET), university HE and HE TAFE. Discussion on the
differences between the sectors in course autonomy, curriculum and assessment, and
philosophy, is mentioned. The chapter also discusses the distinction between competencybased training (CBT) in VET and epistemology-based education in HE. The chapter then
examines the understanding of HE in terms of scholarship and research.
In 2002, some Victorian TAFEs expanded from delivering VET only qualifications into
delivering their own HE qualifications. The scope of the study is four of the five Victorian
Technical and Further Education (TAFE) institutions registered as Higher Education
Providers (HEPs) by the Tertiary Education Quality Standards Agency (TEQSA). Offering
under-graduate vocationally orientated degrees requires TAFE HE teachers to demonstrate
scholarship about learning and teaching as a requirement of HE accreditation.
TEQSA references Boyer’s (1990) framework as suitable to consider scholarship in HEPs.
Boyer (1990) offers a broader understanding of scholarship beyond only research. All
HEPs must have academic staff engaged in the scholarship of teaching and learning. The
scholarship of teaching and learning is based on current pedagogical approaches as well as
current underpinning knowledge of a field of study. HEPs that engage in research must
comply with regulations around policy frameworks, qualifications of staff and recording
of research outputs (TEQSA, 2017b). TAFEs are not required to undertake research but to
demonstrate the scholarship of teaching and learning in their teaching and practices. The
chapter considers the definitions of scholarship and the suitability of the Boyer (1990)
model for understanding scholarship in the HE TAFE sector.

Chapter 1 - Introduction

1

Chapter 1 introduces the notion of the information needs underpinning scholarship. The
chapter brings in the TAFE library as the institute supported provider and facilitator of the
information resources and services that can support the scholarly information needs of its
HE lecturers. Discussion about the research site and the primary and secondary research
questions follow. A discussion about the research framework precedes a section on the
methodology adopted. The latter part of the chapter discusses the scope, limitations, risks
and significance of the study. Figure 1.1 outlines the chapter’s structure.

1.1 Historical context to TAFE
1.2 The differences between TAFE, university HE and HE TAFE
1.3 Higher Education in terms of scholarship and research

1.4 Scholarship and HE TAFE
1.5 Research site: Victorian HE TAFE
1.6 Reseach aims
1.7 Research questions
1.8 Research framework
1.9 Methodology
1.10 Scope, limitations and risks of the study

1.11 Significance of the research
1.12 Chapter summary
1.13 Thesis outline
Figure 1.1. Chapter Outline
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1.1 Historical context to TAFE
After World War II, the Australian post-secondary education sector underwent significant
changes. The post-war increase in student numbers drove the establishment of new
colleges and universities across the country (Davies, 1989). During this period, Australian
post-secondary education comprised universities, Institutes of Technology (IT), technical,
nursing and agricultural colleges, teacher colleges and working men's institutes. The first
post-war review of education, the Report of the Committee on Australian Universities
[Murray Report] (Committee on Australian Universities, 1958), recommended increased
funding for universities through the establishment of the Australian University Grants
Committee and the Australian University Commission Act 1959. Following this, the Report
of the Committee on the Future of Tertiary Education in Australia [Martin Report]
(Australian Universities Commission, 1965, p.1) proposed that Higher Education (HE)
across all sectors expand and that "higher education should be available to all citizens
according to their inclination and capacity".
The Martin Report (1965) went on to recommend two distinct sectors broadly
differentiated by their academic, research and higher degree qualification emphasis. For
universities, the report emphasised that universities should focus on bachelor and higher
degrees, with university teaching informed by research. The report also recommended
trade and certificate level courses be in technical colleges. According to Davies (1989),
general and vocational courses were to be undertaken by Institutes of Technology (IT) or
HE colleges. The later emergence of the Colleges of Advanced Education (CAE) sector
from 1967 onwards was a broad amalgamation of technical colleges, teachers' colleges and
other post-secondary vocational institutions for financial and political reasons (Breen,
2002; Abbott & Doucouliagos, 2003). According to Treyvaud (1976, p.1), CAEs enabled
HE to absorb the increase in student numbers without a corresponding drain on national
funds.
With a clear teaching focus, CAEs were established to provide professional education,
while the domain of universities was for teaching at the undergraduate level as well as
research and postgraduate education (Wilson, Kennan, Willard, & Boell, 2010). The binary
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divide between universities and CAEs spelt out in the Commonwealth Advisory Committee
on Advanced Education 1967-1969: First Report [Wark Report] (Wark, 1967) stressed the
differences between universities and CAEs as including the nature of the courses, the
method of study and the CAE’s emphasis on teaching more than research.
On the other hand, the roots of TAFE's establishment lie in the mechanic's institutes and
working men's colleges of the late nineteenth and early twentieth centuries (Rushbrook,
1995). These early incarnations of TAFE focused on giving a trades' driven education
rather than pure training as an alternative to prestigious university education only available
to the elite. These early institutional precursors to the TAFE sector tried to give a technical
but quasi-liberal and humanistic education.
At the same time, parallel to the establishment of the binary divide in Australian Higher
Education between universities and CAEs, Australia was, according to Goozee (2001,
p.23), the only advanced industrial country where there was “no general coordination of
training on a national basis”. Technical education in Victoria, for example, was being
delivered through an “increasingly fragmented and poorly coordinated system…”
(Anderson, 1998, p. 9). The lack of uniformity in standards and qualification in Australian
technical education was a factor leading to the TAFE in Australia: report on needs in
technical and further education, April 1974 [Kangan Report] (ACOTAFE, 1974). The
Kangan Report (1974) established a Federal Government policy that systematised trade
and technical education across the country into a distinctive education sector. This report
proposed that trade and vocational courses separate from the advanced education teaching
in colleges. Unlike universities and CAEs, which were the responsibility of the Federal
government, TAFE operated as a network of State Government administered institutions.
TAFE’s function was to enlarge the “… scope of educational opportunities for school
leavers”, especially those not destined for university education, “and to produce the
balance of skills required in the labour force” (Technical and Further Education
Commission, 1976, p. 11).
A value system of social responsibility underpinned the Kangan Report (1974), which
spelt out the Federal Labor Government's social democratic agenda, which "…emphasised
life-long learning, universal vocational education access and the right to satisfying work"
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(Rushbrook, 1995, p. 260). The Kangan Report (1974) highlighted TAFE as a responsive
and community-engaged education sector based upon principles of lifelong learning that
were different, but not inferior to, universities and CAEs (Fooks, 1994).
TAFE was established in 1973 and 1974 by the Whitlam government as a result of the
Kangan review. TAFE did not exist until this point and was established as a result of the
Kangan Report (1974). The critical point is that TAFEs are funded and managed by their
respective State governments and are caught between, at times competing and
contradictory policy settings, at a Federal and State government level.
Up until 1988, Australia operated this three-tiered system of tertiary education Universities, Colleges of Advanced Education (CAE) and Institutes of Technology (IT)
and Technical and Further Education (TAFE). To reduce costs, or prevent overlap between
educational providers, the Dawkins reforms (1988) merged Australia's dual HE systems
(Universities and ITs) into a single HE sector based on economic structural needs at a time
of national economic stress.
The Dawkins (1988) reforms focused the debate on the role and nature of HE. The
discussion on the purpose of HE and its make-up covered research funding, academic
culture and structures, teaching purpose and collegial management administration and
practices. The debate on Australian HE also included discussion on the homogeneity of
Australia's HE sectors where universities, more or less, all offered the same kinds of
qualifications, with little discriminatory choice for students (Meek & Massaro, 2008).
According to Ryan (2011, p. 6), "the gap in the tertiary education sector created by the
'universification' of colleges of advanced education, teachers' colleges and some technical
colleges allowed for the emergence of specialist niche providers of higher education
operating as Non-Self-Accrediting Institutes - NSAIs". The growth in NSAIs was fueled
by some private Vocational Education and Training (VET) providers moving into the HE
sector. The move into HE delivery later included some TAFE institutes seeking to engage
as NSAIs as a HE provider.
At the TAFE level, the Report of the Committee of Inquiry into Post-Secondary Education
(Partridge, 1978) was established to set policy and plan TAFE development in Victoria.
The Partridge Report (1978) recommended that all Victorian TAFE providers be
5
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responsible for administering their own programmes. According to McConville (1991, p.
6), "TAFE in Victoria consisted of the leftover components after the creation of colleges
of advanced education and secondary technical schools rather than as well-defined
colleges catering for well-defined regions and student demands". As such, the Victorian
TAFE sector matured to a high degree of decentralisation and institutional autonomy
(Rushbrook, 1995).
Since 2008, the TAFE market in Victoria has changed significantly in terms of State policy
changes. These changes include guaranteed State government funding and subsidised VET
places as well as the ability of students to choose their VET provider. As a consequence,
the market for tertiary education at the VET level in Victoria opened up to include many
more private institutions that competed against the incumbent TAFE. At a national level,
TAFE faced increased competition for their prime and traditional position in VET. There
were changes from above (with universities offering diploma programmes) and below
(with secondary schools delivering VET units) and from the side, private VET and HE
providers entering the post-secondary education sector. At a Victorian State level, all this
change in Victorian VET policy has meant that TAFEs considered the range and type of
qualifications on their scope to survive. Consequently, since 2004, as a State Government
initiative outside of the broader HE developments discussed, some Victorian TAFE
institutes have offered HE qualifications of a practical, niche or applied orientation, to
supplement their traditional role of vocational education provider.

1.2 The differences between TAFE, university HE and
HE TAFE
There are several differences in the way Australia’s post-secondary education is
conducted. These differences include how the Australian Qualifications Framework
(AQF), the regulatory governance of the sectors, funding and financing differences, social
charter, the notion of course autonomy, curriculum, assessment and teaching load are
applied as well as philosophical differences.
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1.2.1

Australian Qualifications Framework

The Australian Qualifications Framework (AQF) is one approach to understand the
division between the Vocational Education and Training (VET) and Higher Education
(HE) sector. The AQF is the national framework for regulating qualifications in the postsecondary Australian education and training system. The AQF provides a comprehensive
national qualifications framework that incorporates the blending of knowledge, skills and
actions across ten levels. VET and HE qualifications sit within the Australian
Qualifications Framework (AQF). While the VET sector provides qualifications at
certificate, diploma and advanced diploma level (AQF 5 to 6), the HE sector aligns to the
diploma, bachelor and postgraduate qualification delivery (AQF 5 to AQF 10).
In 2004, the AQF endorsed a new qualification called the Associate Degree. The Associate
Degree was situated as a “two-year post-secondary qualification integrating generic and
employment-related skills” (Tan, 2010, p. 134). Its vocational bias, within a HE
framework, offered the prospect to study at sub-degree level with pathways to a possible
bachelor degree (Gabb & Glaisher, 2006). The Associate Degree provided the first
opportunity for TAFE institutes and private providers to seek registration, as non-selfaccrediting institutions (NSAI), to move into HE delivery.
Consideration of the AQF is vital for seeing the separateness and overlap at AQF levels
between the VET and HE sectors. Additionally, the AQF level of qualifications on scope
in TAFE draws attention to teachers being professionally and academically equipped to
teach students at a higher level of skills and knowledge.
1.2.2

Regulatory governance

While the intention of the AQF is to provide quality, consistency and pathways between
Australian qualifications, two other bodies are clearly differentiated in the Australian
education regulatory space. These are the Australian Skills Quality Authority (ASQA) and
the Tertiary Education Quality and Standards Agency (TEQSA). While the Federal
government does not directly administer TAFE, it does regulate the sector through the
ASQA regarding registration of training organisations and accrediting courses. While
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ASQA is the national regulator for Australia's VET sector, TEQSA regulates the Higher
Education sector in Australia.
Both ASQA and TEQSA exist as a function of Commonwealth legislation and are
independent of each other. ASQA focuses on process-driven compliance, training
packages and national qualifications.
Opposite to this view, HE programmes must be registered with TEQSA. There is scope
for individual institutes to seek accreditation of HE qualifications if institutes can
demonstrate that they meet TEQSA standards. All qualifications must meet the standard
for their respective AQF. Universities manage their TEQSA internally. NSAIs such as
TAFEs delivering HE qualifications, are subject to external audit and quality assurance
standards for continued registration by TEQSA every five years (Goulding, 2011). TEQSA
auditing adds a level of governance and stringency to HE degree delivery in TAFE.
Though TEQSA audits universities every seven years, the audits tend to focus on
governance rather than individual courses.
Unlike HE TAFE institutes, Australian universities can automatically accredit their own
courses via their University academic boards. Self-accreditation provides a level of
academic freedom to universities for the internal governance of the quality of its teaching
and qualifications. TAFEs, however, through the provider registration process and the
accreditation of its programmes, are pressured to compete with universities “to prove that
the academic standards of their qualifications are at a higher education ‘level’”
(Wheelahan, Moodie, Billett, & Kelly, 2009b, p. 23).
In 2017, all HE providers, including TAFE institutes offering HE, became bound by the
regulatory framework of the 2015 HE standards, known as “HESF (2015)”. These
standards updated the National Protocols for Higher Education Approval Processes
(Ministerial Council on Education, Employment, Training and Youth Affairs
[MCEETYA], 2007) that included ten dimensions of quality that apply to all HE
institutions. One aspect, protocol A8 (MCEETYA, 2007, p. 4), specified that an institution
delivering HE in Australia must have academic staff active in scholarship that informs
their teaching for the delivery of AQF Level 5 qualifications and above (Diploma and
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above). For HE institutes delivering AQF 9 (Master) and above research qualifications 1,
academic staff must themselves be research active when engaged in student supervision.
In research-active universities, lecturers engage in a required mix of teaching, research and
service duties. HESF (2015) clearly states that scholarship informs course design and
maintaining discipline knowledge, and characterises the environment of research training
for staff.
It is important to consider the regulatory governance of TEQSA for the TAFE institutes in
this study because HESF (2015) emphasises that scholarship informs teaching and is an
essential characteristic of HE providers, through their teachers and lecturers’ engagement
with advanced knowledge and inquiry (TEQSA, 2018). Academic freedom, according to
TEQSA (2019b, p.4.) needs to be supported by the leadership models within the HE
provider, such as the Victorian TAFE institutes in this research.
As non-self accrediting institutions, unlike a public sector university, TAFEs have to
submit each HE course to the independent regulator, the Tertiary Education Quality and
Standards Agency (TEQSA), for approval on a case by case basis. As such, the TAFE
sector should confidently stand in the education market advocating that their courses better
meet the needs of industry, the students, especially those articulating from the VET sector,
and the official regulator of the HE sector and as such provide a quality education option.

1.2.3

Funding and financing arrangements

The TAFE sector is ostensibly funded by each State Government with apprenticeship
training occasionally supported by the Commonwealth Government. As opposed to the
VET or TAFE sector, the Commonwealth Government provides Commonwealth
Supported Places for students enrolled at a university. Research output in the university
context is a basis for funding, as well as an indicator of university status (Parker, 2012).
Australian universities are mainly funded through Federal Government research and

1

In 2018, William Angliss Institute became the first TAFE to deliver a research only based
Master degree.
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teaching grants and by student fees. Universities also receive funding from state
governments, international student fees, investments opportunities and research and
consultancy work. The Excellence in Research for Australia (ERA) is Australia’s national
research evaluation framework. The ERA identifies and promotes excellence across the
range of research activity in Australia’s HE institutions and is one benchmark measure of
an institution’s research profile. Metrics to apply for research funding, such as through the
Australian Competitive Grants (ACG) scheme, include higher degree research
completions, citation profiles of published research work, as well as peer review of a
sample of published research outputs. Non-universities offering degree courses, such as
TAFE institutes, do not participate in ERA assessments.
TAFE, as the public provider of VET, receives funding from each State Government.
TAFE is hampered, at the student level, by the lack of access for TAFE students to
Commonwealth supported places. Similarly, in the HE TAFE sector, degrees are full fee
paying and attract a 25% loan fee if the student seeks access to the income-contingent HE
loans programme (HELP). The HE TAFE student’s ability to access this loan assistance is
contingent on TEQSA continually accrediting the TAFE’s HE programmes. The current
study notes that HE offering TAFEs are hampered by a lack of federal funding and
penalized for offering diversity in the tertiary system.
1.2.4

Social charter

With its antecedents in the 19th century Mechanics’ Institutes movement, the Australian
VET system initially emphasised a broad curriculum approach of occupational skills over
job-specific training, intended to broaden the mind of the working classes (Noonan, 2010;
Pickersgill, 2004). Batrouney (1985) places the development of technical and further
education in Australia within philosophical questions about its purpose, provision and
administration. Its goals (social justice or economic utilitarianism), arrangement (skilled
labour) and administration (a network of government influenced institutions) have
continuously shifted and been redefined.
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Historically, TAFE’s social purpose was providing Government-supported occupational
education for people who did not proceed to professional, higher education (Burns,
1979). The Skills First Quality Charter (Department of Education, 2019, p.1) refers to
TAFEs providing access to “high quality courses and qualifications that will enable
students to access training if they are disadvantaged learners”. Victorian TAFE examples
include the introduction of “Free TAFE” qualifications and the establishment of Skills and
Job Centres within Victorian TAFE institutes. Both examples are indicative of TAFE’s
continuing social agenda of blending education and opportunity to the needs of the
economy.
Maximising educational access is based on the view that TAFE is more accessible than
universities because of closer teacher contact, an applied, hands-on curriculum, small
group pedagogy and higher academic and skill support for students with learning
difficulties (McLennan & Keating, 2005). Consideration of TAFE’s traditional social,
pastoral and student-centric focus is noted in this study for its effect on the service or
administrative element of TAFE teachers’ roles as they undertake scholarship within
teaching and learning.
1.2.5

Course autonomy, curriculum, assessment and teaching load

Traditionally, the VET sector has been orientated towards work-related training to meet
specific industry needs within a competency-based framework. Teachers in VET
institutions teach to the assessment requirements contained within nationally recognised
competencies and qualifications. Teachers in VET institutions work within the boundaries
set by training packages where assessment results are binary: competent or not yet
competent. The focus for TAFE or VET teachers is on imparting and transferring
information rather than developing a curriculum. Teachers in VET institutions may add
and tinker with this prescribed curriculum depending on their level of interest and
knowledge. However, the training packages are the received curriculum and there is little
creative opportunity for input into content development and pedagogy.
The competency-based approach reduces VET qualifications to itemised and task-driven
performance measures, which, in turn, affects the information resources required to
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support its learning. The learning materials to support the training packages are
exemplified, according to Smith (2010), in the form of simplistic workbooks. VET
outcomes are not measured against other students’ grading or performance, but against
specific standards that relate to industry produced through a national consultative process
(Smith, 2006).
For HE, the focus is on student critical thinking, developing future learning capability and
their capacity to undertake independent research. Unlike VET qualifications, HE degrees
are graded and scaled and have implicit intended learning outcomes and assessments based
on student comprehension of core concepts.
TAFE HE degrees developed from areas of disciplinary specialisation. Whereas university
degrees have a tradition built from broad disciplines such as economics or history, HE
degrees in TAFE are from a specific field of applied study, for example, event management
or tourism, where the focus is the work-oriented nature of the learning. HE degrees in
TAFE are vocationally orientated in their design and usually industry-specific in their
focus. TAFE HE offerings are a natural progression of TAFE’s long-standing history in
particular vocational areas. Thus, it is inevitable that, at some level, TAFE HE degrees are
inherently skills oriented. The TAFE HE degree has a strong vocational orientation, driven
by the acquisition of applied knowledge and skills to better drive employment
opportunities. The degrees are designed, in most cases, as extensions of the prevailing
advanced diploma. As a result, TAFEs are well positioned to support the transition of
students on their pathway from VET to HE.
HE qualifications in TAFE are higher level vocationally orientated qualifications centred
on broadening and deepening graduate skills and knowledge. They are different from most
HE qualifications associated with universities, as well as VET qualifications, because of
their vocational roots and being a State government initiative. As an increasingly
significant part of an institute’s business, the characteristic of HE delivery in TAFE, is that
it is often “in an emergent or ‘niche’ academic or vocational area” (Oliver, 2013, p. 2).
TAFE HE degrees can be specialist degrees that present an opportunity for new
disciplinary knowledge within a vocational curriculum (Corbel, 2011). In their submission
to the Review of Australian Higher Education (Bradley, 2008), Holmesglen Institute
12
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(2008, p. 19) argues for a new style of HE education that demonstrates “strong industry
links and an emphasis on industry skill needs and employability skill outcomes”. Similarly,
(Northern Melbourne Institute of Technology) NMIT suggests its curriculum design
differs from VET and university, through its work integrated learning focus and applied
research with industry (Spratt, 2013).
Regarding qualifications, the compulsory prerequisite teaching requirement for TAFE
teachers is to have industry experience, a specific qualification in their industry and a
training qualification according to State requirements. A HE lecturer in TAFE, like
university lecturers, is not required to hold any particular qualification but they are required
under the AQF +1 rule to hold an academic qualification at least one AQF Level above
what they are teaching.
HE lecturers in TAFE have teaching as the focus of their academic activity. However,
these lecturers have a notional teaching load generally around half that of VET TAFE
teachers (that is, approximately 15 hours per week face-to-face teaching). HE lecturers in
TAFE like VET TAFE teachers will have work directly associated with teaching, such as
preparation, student consultation and marking. The distinction in focus and time allocation
of HE lecturers in TAFE, unlike TAFE teachers, is the requirements around their scholarly
duties, professional development, pedagogy and institutional governance of HE
qualifications (Goulding & Seddon, 2011a; Williams, Goulding & Seddon, 2013).
1.2.6

Philosophy

Karmel (2011) argues that the difference between the HE and VET sectors is their
pedagogic and epistemological traditions, enshrined in funding and regulatory
arrangements. Epistemological differences rest between the distinction of what Stevenson
(1996) calls vocational skills against HE’s knowledge base. Biggs and Tang (2007)
contrast HE’s more propositional knowledge or knowledge about “things”, to VET’s focus
on procedural or practical knowledge. Gabb and Glaisher (2006) make the point that it is
incorrect to accept that HE only encapsulates propositional knowledge, while the VET or
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TAFE sector only ascribes value to procedural knowledge. Both sectors are more complex
and nuanced than this dichotomy suggests.
There is a belief in HE as an emancipatory act, as the development of the mind freeing the
student to think critically and to challenge the nature of the world around them (Barnett,
1990; Truscot, 1951; White, 1997). Qualifying someone to work in a “professional field”,
HE institutions include in their mission statements the development of new knowledge (the
research function). They include the training of highly qualified personnel (the teaching
function) and the broader aim of service to society, and by implication, social criticism
(Dias, 1998).
The HE sector includes programmes usually offered by universities that required three or
four years of full-time study. HE programmes usually provide a theoretical base and lead
someone to work in a professional field or to undertake disciplinary-based research. VET’s
role, on the other hand, has been based on the linear and hierarchical progression to higher
levels of knowledge and skill complexity (Gabb & Glaisher, 2006). The VET sector
provides a breadth of programmes, for example, non-award courses, to a wide and diverse
student base.
The multi-disciplinary aspect to HE is reflective of HE courses evolving in response to
emerging knowledge, student demand and perceived industry demand. The notion of transand multi-disciplinary exchange is a feature of the HE space because knowledge is
perceived as fluid and dynamic (Ellington & Blanchette, 2019). VET teaching, however,
looks to teach qualifications that are pre-ordained by the training packages developed in
consultation with industry. Within HE, discourse encourages touch points and friction that
can give rise to new knowledge and new insights. HE programmes are usually construed
more holistically towards the maturation of the student’s overall learning experience
through continuous improvement (not compliance) and curriculum content (not
competency standards). HE programmes aim to develop intellectual autonomy, advanced
subject knowledge and a rounded “liberal” education (Marris, 2018).
Where TAFE has offered degrees, their degrees are built upon lower-level vocational
qualifications such as the diploma and advanced diploma. For HE TAFE institutes, there
is thus a sequential feeder embedded in the structure of their degree programme delivery
14
Chapter 1 - Introduction

through corresponding vocational qualification in that area of study or discipline. HE
delivery in TAFE can provide an approach to gaining a HE qualification for students who
may not necessarily have the confidence or support to function well in the university
environment. At its basis, the TAFE environment aims to provide high levels of support
and encouragement as part of its role in dealing with less able students. Undertaking degree
level studies from TAFE offers this high level of nurturing and support to students that
may not be experienced by students at a larger university (P. Whitelaw, 5 June 2019,
personal communication).
A final point on the philosophy of HE TAFE relates to the concept of phronesis. Phronesis
means having practical wisdom. Its relevance to HE TAFE is the idea that a degree in
TAFE draws students towards having at a high-level blend of technical or applied skills
with knowledge. Tribe (2002) utilises a similar concept with his term “the philosophic
practitioner” for institutes that offer a curriculum that enables and encourages the students’
thinking and knowledge to become a “reflective worker” within the vocational world of
employment.
1.2.7

Summary

Wheelahan, Moodie, Billet and Kelly (2009a, p.10) argue that "educational sectors are
increasingly defined by the qualifications that are accredited in each sector and not by the
type of institutions that comprise those sectors". Section 1.2 has described various
differences between VET, university HE and HE TAFE. These differences have included
AQF, regulatory governance, social charter and assessment differences. At its core, TAFE
degrees are axiomatically extensions of the vocational qualifications offered at the TAFE.
HE in TAFE offers a notion of vocationalism that is different from university HE. HE in
TAFE grew from VET and has close industry connections that flow on to the pedagogy of
its lecturers. Goulding (2011, p. 27) notes how applied learning is an essential theme in
the HE TAFE lecturer’s pedagogy while the curriculum of HE TAFE focuses on
employability skills for their graduates. A HE curriculum in TAFE has a theoretical
foundation that underpins the application, or the practical component.
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TAFE is a distinct educational sector in Australian post-secondary education. It has been
defined by what it isn’t, namely university HE education. The introduction of HE delivery
into TAFE represents a challenge to TAFE institutions at an informational and scholarly
level.
HE in TAFE has academic staff lecturers who are required to engage in scholarship. The
focus of scholarship within HE TAFE is on practice, specifically the scholarship of
application and the scholarship of teaching and learning. The scholarship of application
relates to the industry-centric nature of the curriculum. The scholarship of teaching and
learning concerns teaching and learning practices, especially in classroom delivery of the
range of knowledge and skills that improve a student’s capacity to work. Oliver (2013, p.
2) notes this about HE in TAFE that the focus is on pedagogy and scholarship within
teaching and learning. While research outputs are cited as a differentiator between HE
institutions, mainly the universities, excellence in the scholarship of teaching and learning
are significant goals within the broader tertiary sector, TAFE included.

1.3 Higher Education in terms of scholarship and
research
Scholarship and research are related. Research is defined by the Australian Research
Council (2015, p. 3) as “… the creation of new knowledge and/or the use of existing
knowledge in a new and creative way to generate new concepts, methodologies and
understanding”. Research, in the traditional university context, describes a process of
systematic inquiry that results in the discovery of new facts or relationships (Veal &
Ticehurst, 2005). It encompasses knowledge transfer, innovation and dissemination of
findings as well as underpinning HE pedagogy and quality graduate attributes. Puryear
(2005, p. 94) defines education research capacity as, “a productive, modern, internationally
connected, diverse and self-producing community of professionals researching at quality
levels comparable with peers elsewhere in the world”. Research has long been considered
fundamental to the teaching and learning nexus as well as central to academic practice and
informed teaching in HE (Turner, McKenzie, & Stone, 2009).
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While research can be defined regarding the creation of new knowledge or synthesis of
existing knowledge to generate new concepts, methodologies and understanding,
scholarship remains an overarching term covering the discovery, application, integration
and teaching of knowledge (Boyer, 1990). Nevertheless, scholarship is a contested concept
in education. Understanding of the concept range from Boyer’s (1990) notion of “reflective
critique” to Rice’s (1991) view that scholarship draws the strands of pedagogical content
together.
Scholarship includes characteristics of academic inquiry, reflective practice, validation of
knowledge through peer review and dissemination of results (Adcroft & Lockwood, 2010).
This dissemination is what Vaughan (1989) terms “a product” to an academic or
professional community “…so that others can reflect on it, learn from it, and build on it”
(Barge & Shockley-Zalabak, 2008, p. 252). This view values scholarship as an esteemed
activity with inquiry and new ways of thinking as its raison d’être.

It highlights

scholarship, as the bridge between teaching and research, which can provide a mechanism
“…by which a discipline can adapt to the context in which it is practised” (Nicholls, 2005,
p. 18).
Research within VET institutes is “…largely directed at fulfilling business and political
imperatives and is conducted to support quality systems, compliance requirements,
planning and market research” (Clayton, 2007, p. 18). The literature supports the view that
research activity by VET teachers is tenuous and ill-defined (Foster, 2001; Seddon, 2008;
Stevens & Jonas, 2013). McDonald, Hayton, Gonczi and Hager’s (1993) seminal report
on VET research stated that research by VET practitioners is fragmented, cursory and
under-used. Harris and Kloppenborg (2012, p. 126) noted that the role of VET teachers is
“aligned to interpreters of curricula, broad and flexible teaching practices and assessment
requirements rather than researchers and originators of knowledge”. Child (2009) defines
research in the Further Education sector in the United Kingdom, which is similar to HE
TAFE in Australia, as based on teaching requirements. This view of research in HE
providers, such as technical or non-university institutes, is that it is done in a lecturer’s
own time, subject specific and relevant to the learning needs of their students (Feather,
2010; Harwood & Harwood, 2004; Turner, McKenzie, & Stone, 2009).
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HE in TAFE is not predicated upon TAFE institutions becoming research institutions.
TAFE institutions are required to demonstrate scholarship in their teaching and learning
but not to undertake research necessarily. It does not mean that some TAFEs cannot
conduct research. Instead, institutionally TAFE as part of the Australian tertiary sector is
not required to do research as is an expectation of universities.

1.4 Scholarship and HE TAFE
The Higher Education Standards Framework (Threshold Standards) 2018 (HES
Framework) provides a regulatory compliance framework for all Higher Education
Providers (HEPs). The Threshold Standards set out the requirements that HEPs must
continually meet to be registered by the Tertiary Education Quality Standards Agency
(TEQSA) to provide HE. The Higher Education Standards Framework (Threshold
Standards) 2018 (HES Framework) notes that scholarship underpins a HEP’s capacity to
deliver HE. Scholarship means those activities concerned with “gaining new or improved
understanding, appreciation and insights into a field of knowledge, and engaging with and
keeping up to date with advances in the field” (TEQSA, 2018, p. 1). This includes
“advances in teaching and learning and disciplinary knowledge through original research”
(TEQSA, 2018, p. 1).
All HEPs can seek approval within a particular provider category; for example, Australian
University or Australian University College. No TAFE institution currently meets the
additional criteria for use of a provider category deemed ‘university’.
There are several TEQSA standards related to scholarship for HEPs. These include:
•

scholarship informing teaching, course design and the content and learning
activities of a course of study through engaging with advanced knowledge and
inquiry;

•

scholarship focusing on teaching staff maintaining knowledge of their field of
teaching, and that teaching and assessment principles are contemporary and
relevant to the discipline; and
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•

scholarship characterises the environment of research training (TEQSA, 2017a, pp.
1-2)

Boyer’s (1990) framework, as suggested by Badley (2003), offers a practical
understanding of scholarship that holistically unites notions of the reflective practitioner
linking the disciplines. The reason being is that the framework looks for connections,
bridging the theory/practice divide, while stressing the central role of critical reflection to
teaching.
Through four interdependent yet overlapping components ─ discovery, integration,
application and teaching ─ each domain of Boyer’s (1990) highlights scholarship as an
enriching activity that elevates the importance of teaching. Within Boyer’s framework,
scholarship also “…positions research as one subset of knowledge building within a larger
construct of scholarship” (Williams, Goulding & Seddon, 2013, p. 14).
Boyer’s (1990) model of scholarship, included here as Table 1.1., makes it clear that
scholarship includes the demonstration of current subject knowledge, ongoing intellectual
engagement with one’s discipline, keeping abreast of literature and new research, and
engagement in relevant disciplinary-specific professional practice.
Table 1.1. Boyer’s Model of Scholarship
Scholarship
Discovery
(p. 17-18)

Purpose
To contribute to the stock of human
knowledge and the intellectual
climate of a college or university

Metric examples
Publishing in peer review
journals
Producing creative work
Creating infrastructure for
study

Integration
(p.18-21)

To interpret, draw together and bring
new insight to original research. To
locate research in larger intellectual
patterns. To make connections across
disciplines, interpreting data and
educating non-specialists

Preparing a literature review
Writing a textbook for cross
discipline purposes
Collaboration to design and
deliver a core course
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Application2
(p. 21-23)

Teaching3
(p.23-24)

To apply knowledge dynamically
thereby creating new understanding.
To engage with the larger community
through service activities tied directly
to a professional field of knowledge.
To both apply and contribute to
human knowledge
To be well informed, steeped in
disciplinary knowledge and
intellectually engaged and to
transform and extend that knowledge
through teaching

Serving industry or
Government as consultant
Leadership role in
professional associations
Advising and fostering
student leaders
Mentoring graduates
Advancing learning theory
through classroom research
Devising and implementing
a program-level assessment
system

Boyer’s (1990) four domains offer a suitable and broad framework to base an
understanding of HE TAFE scholarship as a HE/VET derivative of VET’s applied focus
and teaching and learning emphasis (Williams et al., 2013, p. 3). Williams and colleagues
(2013, p. 16) go on to suggest that scholarship in HE TAFE can be thought of as
“contextualised knowledge building”. Scholarship can be practised through a teacher’s
thoughtful critique of their teaching and learning practices, as well as through the exchange
of their ideas and practices with peers.
The values, signals and beliefs of academic staff are concepts that determine how they
relate to their institutes, subject discipline and notions of scholarship (Brew, 2010;
Simmons, 2003). The development of professional identity and a culture of scholarship is
individually negotiated by lecturers within established institutional norms.
There are some synergies to the scholarly development of HE lecturers in VET in studies
on the HE in Further Education (FE) sector in the United Kingdom. Parry, Davies and
Williams (2003) note that HE lecturers in FE, like in TAFE, are not expected to undertake
research. In FE, professional lecturer credibility is not gauged by research or grant income
but rather through the quality of teaching and learning in HE programmes, based on student

Driscoll and Sandmann (2010) extend Rice’s (1991) critique of the “scholarship of
application” by elevating its importance to greater university-community collaboration.
3 The term “the scholarship of teaching and learning (SoTL)” is now more generally accepted
(Boshier, 2009).
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achievement and successful HE accreditation and audit inspections (Child, 2009).
According to Feather (2011, p. 257), in the FE sector:
scholarship and scholarly activity are not about research output. It is about
recognising and affording people …the time and space to develop their
knowledge in their chosen area and allowing them the time to share that
knowledge with others, whether through discussions, conferences, unpublished
papers, or indeed published papers.
Lack of time to develop discipline expertise and a lack of professional esteem are issues
identified by Further Education lecturers in the United Kingdom as restricting their
scholarly development (Bathmaker & Avis, 2005; Young, 2002). In HE TAFE, the
discussion has similarly noted restrictive workloads of lecturers, lack of research funding,
lack of institutional scholarly structures and management culture based on VET priorities,
as difficulties for scholarly capacity building in TAFE (Goulding, 2011; Goulding &
Seddon, 2011a, 2011b; Wheelahan et al., 2009a; Wibrow & Atkinson, 2012; Williams et
al., 2013).
Scholarship in HE TAFE builds on disciplines or fields of study from a strong vocational
tradition. Williams and colleagues (2013, p. 29) suggest that “scholarly practice
(synonymous with a HE pedagogy) in HE VET is a hybrid of VET and HE institutions”.
However, rather than developing a hybrid concept of HE in TAFE, a more suitable
understanding of HE TAFE is to describe TAFE as a mixed HE and VET sector that is
evolving. HE in TAFE is a work in progress for the TAFE post-secondary sector, due to
its current low HE student numbers.
There is reflected ambiguity between the official position of scholarship in TAFE and the
HE TAFE teacher understanding and application of it (Boshier, 2009; Goulding, 2011;
Torres, 2003; Wheelahan et al., 2009a).
Goulding’s (2011) study of scholarship at a Victorian HE TAFE institute identifies
scholarship’s fundamental understanding by its lecturers as including:
•

professional discipline currency and connection to both learning and industry
communities
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•

differentiation from VET programmes through engagement to lifelong learning and
graduate attributes principles that inform teaching practice

•

staff qualifications, including professional development opportunities, conference
presentations and publication

•

academic communities of practice and

•

teacher autonomy for discipline development to provide a HE curriculum with an
‘academic spine’.

To summarise, HE in TAFE represents a developing form of HE delivery in VET that is
indicative of a hierarchical and stratified post-secondary education sector. The HE in
TAFE sector is industry driven to a large degree, and vocationally and applied in focus.
HE in TAFE aims to provide a focused, more practical education than a more generalist
university HE degree delivers. Unlike VET competency-based qualifications, HE in TAFE
aims to deliver that additional theoretical knowledge to underpin what the lecturers are
teaching.

1.5 Victorian HE TAFE
TAFE institutions have traditionally delivered VET only qualifications. The motivations
behind TAFE institutions expanding into delivering HE included expanding their delivery
options, financial sustainability and becoming an integral part of the Australian Higher
Education landscape. In the early 2000s, some Melbourne TAFEs lobbied the Victorian
Government Office of Higher Education, the State body then responsible for accrediting
HE qualifications outside universities, to deliver their own bachelor degrees (Gale, Hodge,
Parker, Rawolle, Charlton, Rodd, Skourdoumbis & Molla, 2013, p.24). A statement by the
Minister for Education and Training invited TAFEs to make submissions to deliver
degrees, strongly vocational in focus and aimed at niche markets, on a fee-for-service basis
(Kosky, 2002).
In response to this call, Box Hill Institute of TAFE’s annual report noted that:
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In response to the Ministerial Statement on Vocational Education and Training
the Institute has reviewed and re-submitted our accreditation proposal and
curriculum for a Bachelor of Computer Systems (Networking) to the Office of
Higher Education (Box Hill Institute, 2002, p. 39).
Following this, the Victorian TAFE sector expanded into HE delivery in 2004 with
Northern Melbourne Institute of TAFE (NMIT)’s offering two specialist bachelor degrees
in Applied Aquaculture and Viticulture and Winemaking (NMIT, 2004, p. 8). Box Hill
Institute followed in 2005 with degree delivery in Applied Music, Biotechnology &
Innovation and Information & Communications Technology (Networking) (Box Hill
Institute, 2004). Holmesglen and William Angliss Institutes accepted their first bachelor
degree student enrolments in 2006 (Gale et al., 2013). By 2009, 68 HE qualifications were
being delivered nationally by ten TAFEs across Australia. This figure includes the six
Victorian TAFE institutes offering 44 degrees and associate degrees (Wheelahan et al.,
2009a, p. 17). The numbers continued to grow and by 2014 there were 23 TAFEs in
Australia, delivering 116 HE qualifications, including three Master degrees (Riordan,
2014). However, while TAFE enrolments in HE has grown, this growth was, according to
Edwards and Radloff (2012, p.5) “coming from a very low base”.
In 2017, TAFEs delivered only 0.5% of HE qualifications in Australia (TESQA, 2019f).
Additionally, across the broader Australian VET sector, in 2018, bachelor degree
completions account for only 0.1% of all VET program enrolments (NCVER, 2019).
Statistics of HE student enrolments in Victorian HE TAFE institutes are not readily
accessible (P. Whitelaw, 17 August 2018, personal communication). Moodie (2010, p. 12)
showed that there were only 1,010 Victorian HE TAFE students enrolled in 2009. This
figure is exceptionally low compared to the 73,904 HE students enrolled in Victoria’s four
dual sector universities, that is universities offering HE and VET at the same time. Ten
years later, TAFE students nationally enrolled in HE courses had grown to 6,059 compared
to more than 1.3 million HE students in universities (TEQSA, 2019c) [See Appendix 2 for
more details].
In 2012, at the commencement of the present research, five Victorian TAFE institutes
delivered their own HE qualifications. They are Box Hill Institute, Chisholm Institute,
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Holmesglen Institute, Northern Melbourne Institute of Technology and William Angliss
Institute4. The remaining seven Victorian TAFEs that do not deliver their own HE
qualifications offer alternate pathways or articulation arrangements to enable students to
move seamlessly to university study.
Considering the Victorian situation in more detail, at the start of this research in 2012, Box
Hill Institute had four Victorian campuses. In 2012, Box Hill Institute had enrolments of
approximately 40,000 students, of which 688 were studying undergraduate degrees. The
institute had several university partnerships and pathways. The institute employed
approximately 514 equivalent full-time teaching staff across its VET and six HE
departments (Box Hill Institute, 2012). In 2014, Box Hill Institute was the first TAFE in
Australia to offer a Master degree by coursework (J. Peart, February 25, 2015, personal
communication). The institute operated four campus libraries, with a faculty/liaison
librarian model, split between VET and HE support, embedded within the duties of
information service librarians.
Chisholm Institute had six Victorian campuses. The institute had approximately 37,000
VET students and about 100 EFT students studying undergraduate degrees (Chisholm
Institute, 2013, p.13). The institute offered some of its HE programmes in partnership with
a university. The institute employed 567 equivalent full-time teaching staff across its VET
and four HE departments (Chisholm Institute, 2013, p. 17). The institute operated six
campus libraries across a library structure of two library teams, customer support and
academic and resources (C.Sutherland, January 29, 2015, personal communication).
In 2012, Holmesglen Institute had five Victorian campuses with 54,528 student
enrolments, of which 511 were HE degrees and graduate certificates (Holmesglen Institute,
2012, p. 43; Wheelahan, L., Arkoudis, S., Moodie, M., Fredman, N., & Bexley, E., 2012).
Holmesglen Institute offered some university partnerships and pathways. The institute
employed 498 equivalent full-time teaching staff across its VET and five HE departments
(Holmesglen Institute, 2012, p. 46). In 2014, the institute gained approval from TEQSA to

4

The Gordon TAFE, a 6th Victorian HE TAFE, offered its single HE Bachelor of Visual Arts
qualification from 2005 to 2011.
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deliver a Master of Professional Accounting programme (Holmesglen Institute, 2014, p.9).
At the commencement of this study, the institute operated four campus libraries, with six
liaison librarians.
Northern Melbourne Institute of Technology (NMIT) was re-branded Melbourne
Polytechnic in 2014. In 2012, Melbourne Polytechnic had seven Victorian campuses with
more than 58,763 enrolled students (NMIT, 2012, p.46), with a reported 223 HE students
(Wheelahan et al., 2012). NMIT operated a partnership with a university. NMIT had 1,735
VET and HE teachers. In 2014, the institute had two Master degrees (Creative Industries
and Practising and Professional Accounting) accredited with TEQSA (Melbourne
Polytechnic, 2014, p.22). Five faculty team leaders managed HE delivery. Six campus
libraries with faculty and information literacy librarians supported their VET and HE
sectors (Melbourne Polytechnic, 2014; C.Ruddy, February 9, 2015, personal
communication).
In 2012, William Angliss Institute had one main Victorian campus. There were 25,850
student enrolments across its VET and HE programmes, including more than 500 HE
students (William Angliss, 2012, p. 4, 11). William Angliss Institute did not operate
partnerships with any Australian universities. The institute had 162 EFT teaching staff
across its VET and HE divisions (William Angliss, 2012, p. 35). At the commencement of
the present research, no Master degree was on scope or in preparation for accreditation
with TEQSA. In 2012, one campus library supported their VET and HE sectors [See
Appendix 3 for a summary table of this comparison between the five Victorian HE TAFEs
and their HE and VET student enrolments].
In summary, HE numbers in TAFE are very low compared to VET numbers in TAFE and
HE enrolments in university.

1.6 Research aims
Information behaviour is a broad term covering human interaction with information (Bates,
2010). In the present research, this can mean how lecturers ignore information, download
and file information from the internet on their computers or discuss topics with
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professional

colleagues.

Information

behaviour

could

include

how

lecturers

serendipitously become aware of new information through email alerts, conference
attendance or by browsing the library shelves and databases.
Wilson’s (1999) nested information behaviour model contains within it information
seeking, and within that information searching. The information behaviour research notes
the importance of the user’s context in their information behaviour. In the present study,
the user is the HE lecturer and the setting is HE TAFE. Wilson’s (1999) model provides a
starting point to understand that HE lecturers in TAFE have information needs and,
subsequently, information seeking behaviour to support those needs. In the present study,
the lecturers involved with HE in TAFE are required to be scholarly in their work. Thus,
there is information seeking behaviour around the scholarly information needed to support
their teaching and student learning and any research they conduct.
How TAFE institutes and, in particular, its libraries support HE scholarship is of interest.
Existing research on the information behaviour of academics in HE focuses on the
university context (Kumar, 2015; Wickramanayake, 2010). Similarly, there is a body of
literature that examines how university HE libraries support the scholarly information
behaviours of university academic staff (Frances, Fletcher & Harmer, 2011; Pan, Wiersma
& Fong, 2011; Tenopir, 2011). The information behaviour of HE academics in TAFE is
unknown. There is little literature about how TAFE libraries, built on supporting teachers
and students in VET competency-based training, support the information needs that
underpin HE scholarship.
The research explores how TAFE libraries support the scholarly information behaviour of
HE lecturers in TAFE. The study addresses a significant gap in the literature about
scholarly information behaviour by focusing on TAFE and not university libraries. By
concentrating on lecturers in a non-university VET environment, the research assists with
understanding how TAFE libraries help with supporting the scholarly information
behaviour and information seeking that underpin HE delivery. The research provides a
theory on the scholarly information behaviour of HE lecturers in TAFE and TAFE
libraries’ support.

Chapter 1 - Introduction

26

1.7 Research questions
The research questions are framed by the researcher’s interpretivist ontology and
constructivist epistemology. Ontology, an understanding of “being”, and epistemology, a
framework of knowledge, highlight a belief that reality consists of people’s subjective
understanding of the world. Constructivism is one research approach within the
interpretivist paradigm concerned with the ways people construct their worlds. This study
will use constructivist grounded theory as a research methodology (Charmaz, 2014). This
methodology allows theory to emerge from the data. The methodology is suitable for the
research because it allows the researcher to make theoretical interpretations based on
participant experiences. The methodology suits exploration of areas of education, such as
HE in TAFE, because it encourages participant involvement and reflection in developing
their own identity and culture in an emerging educational sector.
The principal research question is:
How is the scholarly information behaviour of Higher Education (HE) lecturers in TAFE
supported by TAFE libraries?
Secondary questions:
•

How do HE lecturers view TAFE libraries’ support of their scholarly
information behaviour?

•

How do TAFE librarians view their role and function in supporting the
scholarly information behaviour of HE lecturers?

•

How could TAFE libraries better support the scholarly information
behaviour of HE lecturers?
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1.8 Research framework
A constructivist grounded theory design using two groups of participants, librarians and
Higher Education (HE) lecturers, was selected for the research from four Victorian TAFE
institutions delivering HE. The four research sites were Box Hill Institute, Chisholm
Institute, Holmesglen Institute and Melbourne Polytechnic. The fifth HE offering TAFE
was purposefully excluded because it was the researcher’s home institution. The library
participant group included library managers, liaison librarians, branch librarians and
information literacy librarians. The HE lecturer group consisted of managers, department
leaders, course leaders and lecturers.
The research aimed to meet the following objectives:
1

Investigate how HE lecturers in TAFE find and access information to inform their
scholarship.

2

Determine how TAFE libraries as an information resource and service provider
support their scholarly information needs.

3

Develop a theory, derived from a constructivist grounded methodology, to explain
the relationship between the TAFE libraries and the scholarly information behaviour
of the HE lecturers they are required to support in TAFE.

1.9 Methodology
The purpose of this research is to understand how TAFE libraries support the scholarly
information behaviour of HE lecturers in TAFE. A qualitative research approach that
elevates participant views is adopted to develop a theory about the scholarly information
behaviour of HE lecturers and its relationship to TAFE libraries. The methodology is a
constructivist approach; that is, based on an interpretive understanding of the subjects’
(lecturer and librarian) meanings. The methodology uses a grounded theory approach. As
such, the research presents multiple perspectives, emphasises reciprocity between
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researcher and participant and the conceptualisation of participant stories into an
explanatory theory.

1.10 Scope, limitations and risk of the research
The research focuses on TAFE institutes in Victoria that deliver their own HE
qualifications. The research excludes TAFE institutions that primarily provide HE
qualifications in partnership with a university. The study does not include non-Victorian
TAFEs, for example, TAFE NSW, TAFE SA and TAFE QLD, that operate multiple
institutes and campuses under a centralised governance model. The research did not
investigate these interstate TAFE institutions offering HE qualifications (for example,
TAFE NSW) in order to ensure the study is of manageable proportions.
At the commencement of the research in 2012, in Victoria there were 18 TAFEs, including
four dual-sector universities. As the dual sector TAFE/University institutions have many
of the resources and accreditation requirements of a university it was decided to focus on
the emerging HE-delivering stand-alone Victorian TAFEs for the following reasons:
•

Victorian TAFE institutes operate as independent, autonomous state governmentsupported entities.

•

Victoria is the “only Australian State that retains a diverse system of TAFE
institutes” (Goedegebuure, 2017, p. 3).

•

A centralised TAFE system or dual sector university arrangement, has quite a
different set of challenges.

•

As TAFEs are state government funded, the situation in each state is different.

•

Both state and federal reforms to VET have impacted how TAFEs, as the public
VET providers, have adapted their business models, for example to include HE in
Victoria.

Of the 14 standalone TAFEs in 2012, five TAFEs delivered their own HE qualifications.
The scope of the study is limited to four of those TAFEs. The research excluded William
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Angliss Institute due to ethical considerations of researcher involvement. The research did
not focus on any particular TAFE institute or institutes but considered Victorian HE TAFE
as the research site.
During the bulk of the research 2012-2018, Victorian Skills Reform and promotion of
contestability between VET providers transformed the Victorian TAFE sector into a
competitive student demand-driven system. Changes to government-supported funding
rates for VET courses also caused all Victorian TAFE institutions to review their scope,
viability and response to the funding, marketisation and privatisation of VET education
(Campbell, 2012; Woodward, 2012). For example, in 2014, before undertaking the
qualitative data collection, the Victorian TAFE sector was restructured. Kangan TAFE and
Bendigo Regional Institute of TAFE merged. Two regional Victorian TAFE institutes
(Advance TAFE and GippsTAFE) amalgamated with Federation University. The
researcher was conscious that the volatility of the Victorian TAFE sector posed a threat to
the sustainability of the study. It was a possibility that the TAFE institutes selected may
have transformed, amalgamated, re-branded, limited or ceased HE delivery over the
duration of the research. It was important to adopt a nimble research design that considered
the risks and the ongoing institutional changes that could possibly occur.

1.11 Significance of the research
The research is significant because the provision and expansion of HE delivery is a
fundamental element of Victorian government education policy and is seen as a factor in
the ongoing viability of TAFE institutes more generally. The research helps clarify the role
of TAFE libraries’ as an information source underpinning the information needs required
for the scholarly work of HE lecturers in TAFE.
The literature on polytechnics, Further Education and community colleges centres on
understanding scholarship and not the support mechanisms, including libraries, that help
support academics and their scholarly work. This research helps foster a better
understanding of TAFE libraries and the scholarly culture they need to support lecturers
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delivering HE in the TAFE context. The research has broader international relevance for
studies of non-university libraries and their support of scholarship and scholarly activities.
The research helps inform institutional policymaking through discussion on the use of
education resources in the face of different HE models of post-secondary education. The
research aims to assist in understanding TAFE libraries’ support of scholarship in a HE
TAFE sector constrained by factors such as little or no tradition of HE delivery, lack of
Commonwealth-funded places for HE courses, the cost of programme development, lack
of research funding and reporting compliance to additional statutory bodies.
Factors such as the use of the internet to access open access online content can influence
how lecturers seek and obtain scholarly information. Within the information seeking
context of the internet and ubiquitous and easy access to information, the research
contributes to exploring the value of the TAFE library as a scholarly information source
for the scholarly information needs of its HE lecturers.
Teaching staff in TAFE are not required to undertake research as are many in universities.
The research aims to increase understanding of what scholarly work means to the TAFE
HE lecturer as well as the extent to which the notion of disciplinary research and
scholarship influences the lecturer’s work role and identity. This study seeks to understand
where disciplinary knowledge, curriculum development, pedagogy, student learning and
any research undertaken by lecturers sits within the teaching and learning focus of a HE
lecturer’s role.
Demonstration of scholarly and research capacity is understood to be a yardstick for
evaluation of institutional development, progress and maturation. This research seeks to
understand the role of TAFE libraries as an information provider supporting the
scholarship and research of its HE lecturers as TAFEs expand into HE delivery.
The scholarly information resources and services that TAFE libraries provide for its
minority HE lecturers may influence the educational and knowledge space of its majority
VET cohort staff and students. This research may assist in understanding how TAFE
libraries’ prioritise their information resources and services for the two disparate cohorts
of HE and VET within a single TAFE institute domain.
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1.12 Chapter summary
The first chapter outlined the research question within the historical context of changes to
post-secondary education in Victoria. The differences between TAFE, University HE and
HE TAFE were discussed. It was noted that HE in TAFE is an extension of TAFE’s
traditional role. The vocational nature of TAFE HE degrees has drawn out discussion on
the nature of scholarship for those TAFEs delivering HE qualifications.
Sections 1.3 and 1.4 introduced the notions of HE in terms of scholarship and research as
well as scholarship and HE TAFE. The chapter outlined the research problem that TAFE
institutions, traditionally aligned to VET delivery, have expanded into the provision of
their own HE qualifications. As a result, academics in these institutions have had to align
their role to a scholarly position synonymous with other deliverers of HE. TAFE libraries,
historically orientated to support only VET delivery, have been challenged by the
requirements necessary to support academics for HE delivery, including the development
of a “scholarly community” that is deemed essential in the HE sector. The research
problem highlights that there is no research on how TAFE libraries support the scholarly
information needs that underpin the scholarship of HE lecturers in TAFE.
A research question and some sub-questions were proposed to guide the research. The
research framework was provided. A constructivist approach that acknowledges the
meanings and actions of both researcher and participants was adopted. Outlined were the
scope, limitations and risks to the research.

1.13 Thesis outline
The thesis is in seven chapters. Chapter 1 has discussed the historical background of the
study as well as TAFE’s expansion into HE delivery. It has provided a statement of the
problem as well as research questions, purpose, significance and limitations of the study.
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Chapter 2 reviews the literature. It is in three main sections. The first section discusses
understanding around scholarly information behaviour, including key concepts and
information behaviour models. The section examines the literature on scholarly
information behaviour and lecturers. The second section of Chapter 2 explores HE libraries
and scholarship. Section 2.3 discusses TAFE libraries and their support of HE lecturer
scholarship. The final section presents the research gap.
Chapter 3 describes the research methodology and the theoretical framework adopted. The
chapter provides an in-depth explanation of constructivist grounded theory methodology.
It also discusses the methods employed within the research design, including site and
participant selection and data collection and analysis. Chapter 3 includes discussion of the
coding schema, theoretical categories and ends with a summary of the findings.
Chapter 4 presents the findings of the lecturer participants. The chapter details four
important findings related to the lecturers in four sections. Section 4.1 is how lecturers
define HE TAFE and their understanding of the TAFE bachelor degree. Section 4.2 is how
the lecturer participants relate scholarship as a contested concept between their perceptions
and the emphasis assigned by their institute. Section 4.3 reports the findings on the lecturer
participants’ scholarly information behaviour. The final section presents how TAFE
libraries are perceived by the lecturer participants to be teaching and student learning
centric.
Chapter 5 communicates the five critical findings of the librarian participants. Section 5.1.
outlines how the librarian participants viewed the introduction of HE into TAFE as a
positive influence. Section 5.2 presents the finding of the barriers to TAFE libraries’
support of lecturer scholarly activities. Section 5.3 states how the librarian participants
perceive lecturers’ scholarly information behaviour and TAFE libraries’ support of
lecturers. Section 5.4 offers the findings surrounding TAFE libraries as teaching and
student learning focused. Finally, future opportunities and challenges related to TAFE
libraries’ support of HE in VET based institutions is noted in the concept of an developing
type of TAFE library servicing both HE and VET.
Chapter 6 addresses the research questions in the discussion. The chapter discusses and
analyses the findings and compares the findings to the literature. Chapter 6 presents a
33
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theory based on theoretical categories and main themes that emerged from the findings.
The chapter explains the theory in stages and shows it conceptually and visually.
Chapter 7 concludes the thesis. The chapter addresses the research questions and re-states
the theory. An evaluation of the research as well as its limitations are presented.
Implications and options for further research precede some researcher reflections on the
thesis.
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2 Literature Review
The literature review is in four parts. The first part discusses scholarly information
behaviour from early concepts of information need and seeking to other understanding of
information behaviour. The second part discusses Higher Education (HE) libraries’
support of scholarship and scholarly information behaviour. The third part examines TAFE
libraries and the emergence of the HE Technical and Further Education (TAFE) library
and its support, or not, of TAFE HE lecturers’ scholarship and scholarly information
behaviour. A final summary notes the literature gaps and justifies the research questions
stipulated in Section 1.7.

2.1. Scholarly information behaviour

2.2 Higher Education libraries and scholarship

2.3 TAFE libraries and their positioning in VET

2.4 Research gap: TAFE library support of the scholarly information behaviour of
HE lecturers in TAFE institutions

Figure 2.1. Chapter Outline

2.1

Scholarly information behaviour

The first part of the literature review is in four sections. The first section defines concepts
relevant to the study. These concepts include information, scholarly information, scholarly
information needs and information seeking. The second section looks at some seminal
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information behaviour models, useful to consider for the research. The third section
highlights the understanding of context, emotion and affect in discussions about scholarly
information behaviour. The fourth section discusses scholarly information behaviour in
the context of university HE lecturers and their scholarly information seeking and use.
TAFE libraries’ support of the scholarly information behaviour of TAFE HE lecturers is
noted in the literature gap in section 2.4.
2.1.1

•

Clarification of key concepts

Information

Information is a term used to describe many things. Derr (1985, p. 498) defines information
as a “record of resolved uncertainty”. Madden (2000) notes that the concept of information
ranges from information as a representation of knowledge to information being a resource
or commodity. Information can also be understood as the relationship between certain realworld entities (Sunik, 2011). Information incorporates, to various degrees, the
organisation, recording and communication of data of value (Salthe, 2011). Information
can be summarised from the literature, for the purpose of this study, as a process,
knowledge or a thing, and includes objective and subjective concepts within context and
phenomena (Capurro & Hjørland, 2003). This understanding of information recognises
that individuals “perceive differences and conceive information from those differences”
(McKinney & Yoos, 2019, p. 355).
•

Information behaviour

Information behaviour, according to Savolainen (2008), draws mainly from a cognitive
viewpoint and deals with human information needs and motives. Savolainen (2007, p. 126)
acknowledges that information behaviour is more clearly understood as a concept than as
information practice. Yet both ideas, in a sense, “deal with same phenomena”: they deal
with how people “do things”. Information behaviour has achieved more popularity as an
umbrella concept and dominates the field of information seeking studies (Fisher, Erdelez,
& McKechnie, 2009). The concept encompasses the totality of human behaviours
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concerning information: intentional, explicit, implicit, passive, purposive and avoidance
of information (Case & Given, 2016, p. 6).
Wilson’s (1999) definition of information behaviour relates to the active and passive
seeking and use of information. The term includes information need, the processes
involved and the contextual and affective influences affecting the individual in responding
to that need. Information behaviour is an encapsulating and preferred term for this study
because it includes seeking, searching, avoidance, browsing, use and unawareness of
information. For example, the term information behaviour covers how lecturers prepare
curriculum content, call on libraries for their information needs, serendipitously encounter
information, use the internet for their research and rely on access to databases.
As a concept, information behaviour encompasses even broader considerations of
information seeking, information needs, information sharing, information collaboration
and other information behaviours. Falciani-White (2017, p. 970) notes that scholars
interact with information in many ways, including reading, direct searching, skimming,
networking and note-taking. Information behaviour can be conceptualised, within different
contexts, to individual needs. These needs range from the type of information used for its
practical use, to models specific to particular academic disciplines (Fisher et al., 2009).
Information behaviour includes purposive information seeking, the unexpected
encountering of information and the sharing, collaboration and use of information
(Pettigrew, Fidel, & Bruce, 2001).
•

Information needs

Early information studies posit the importance of information need to the information
process. Case and Given (2016, p. 371) define an information need as the “hypothesised
state brought about when an individual realises that they are not comfortable with their
current state of knowledge”. Dervin and Nilan (1986) place information needs within the
context of information constructed through individual sense-making. Belkin (1978)
considers information needs in the behavioural and practical terms of reducing anxiety.
What is common to early discussions on information needs is the emphasis on information
need being about searching for meaning or filling a gap prompted by a question. This
traditional understanding highlights the importance of information need by implying “a
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recognition that your knowledge is inadequate to satisfy a goal that you have” (Case &
Given, 2016, p. 6). Information need is a broad term and can be understood in different
ways depending on the context (Bystrom & Kumpulainen, 2020). According to Ruthven,
(2019, p. 87), the term can be described as “the information that is needed, the situation
that requires information or the recognition that a person's current cognitive state is
somehow insufficient”.
•

Scholarly information

Scholarly information generally refers to information that is written by experts in the field,
is peer reviewed and is closely monitored by the academic community. Scholarly
information is intended for scholars and students or research undertaken in a disciplinary
area. According to the University of Melbourne (2019), there are four aspects to scholarly
information. Scholarly information is published information used to inform the learning,
teaching and research of scholars. Next is the materials created for learning and teaching
purposes. The third aspect of scholarly information is information produced in the course
of research activities. Finally, scholarly information refers to research output, such as
articles and book chapters. Common themes for understanding scholarly information are
themes that include the author’s credentials. In addition, citations within the information,
publisher’s reputation, relevance to the academic field and the intended audience of
researchers, academics and specialists are indicators of scholarly information (Post,
Koenders & van der Gaast, 2019; Arshad & Ameed, 2019).
•

Scholarly information needs

Greenstein and Porter (1998) provide a useful definition for the study. Scholarly
information needs relate explicitly to the data, information and training services (defined
by their subject or disciplinary area) that are relevant and meaningful to an academic’s
scholarly development. Palmer and Cragin’s (2008) point regarding scholarly information
activities and the explicit role of information in the conduct of research and production of
scholarship is relevant for understanding lecturers’ scholarly information needs within a
HE setting. Late, Tenopir, Talja and Christina (2019, p. 478) note that scholars need
information to inform their work for a wide variety of reasons, including research, teaching
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and administration. Furthermore, information sources are not homogenous and journal
articles, books and reports can be used for different purposes.
•

Information seeking

Earlier understanding of information seeking located information seeking as an active
process by individuals to interact with their environment and to address a gap in their
knowledge (Case & Given, 2016). Wilson’s (2000, p. 49) generally accepted
understanding of information seeking defines information seeking as “the purposive
seeking for information as a consequence of a need to satisfy some goal”. In placing the
individual at the centre of any information need, Wilson (1999) stresses the personal
orientation of information seeking as the primary facet of information behaviour. Spink
and Cole (2006, p. 26) note that “the information seeking approach, based on a problemsolving perspective of human behaviour, has been the dominant approach within the field
of library and information science”. For example, Belkin, Oddy and Brooks’ (1982) study
of library information retrieval systems argue that inconsistencies in human knowledge are
motivation to initiate information seeking. Notions of the gap, need, problem solving or
uncertainty within information seeking underscore this earlier understanding. As
researchers learned more about information seeking, other information behaviours became
evident. Researchers began to look at the broader concept of information seeking
behaviour.
•

Information seeking behaviour

Kuhlthau (1991; 2004) defines information seeking behaviour from the user’s point of
view. Fisher and colleagues (2009) record more than 70 theories of information seeking
behaviour that divide between early systems perspectives and later holistic, user-centric
theories. An example of a system perspective is Sutcliffe and Ennis’ (1997) cognitive
process model of problem identification, information need articulation, query formulation
and the evaluation of results. An example of the user point of view is Bates’ (2002) theory
of “berry picking”. Bates’ (2002) theory suggests people seek information in a random,
hyper-textual manner. Common to both perspectives is that information seeking behaviour
refers to the strategies and actions of the information user when they source, gather, receive
and acquire information to fulfil their information needs (Pareek & Rana, 2013, p.1).
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•

Information source

An information source refers to a person, service, place or thing that may inform or provide
knowledge to a person. Information sources are either documented, for example, journal
articles or textbooks, or non-documented, for example, informal conversation with
colleagues. The literature notes that information seeking across different information
sources is a common theme, particularly in the influence that work role, awareness of
informal sources and active and passive behaviours have on information searching (Leckie,
Pettigrew & Sylvain, 1996; Robson & Robinson, 2013; Nabavi & Jamali, 2018).
•

Information retrieval

There is, according to Wilson (1997; 1999), a natural funneling in the information
behaviour process from the influences in information behaviour to factors involved in
information seeking to information retrieval and feedback as an endpoint in the sequence.
Chowdhury, Gibb and Landoni (2011) agree that information retrieval is a step following
information seeking. The literature acknowledges that information retrieval is embedded
within the broader framework of information behaviour. Often, today, it is understood as
an automated or systemic information and communication technology (ICT) response of
immediate value to answering an information query (Kumar, 2015; Savolainen & Bawden,
2016). In 2000, Rowley highlighted that the traditional tools for getting information
included the library catalogue, indices, bibliographies or databases. This earlier view
places information retrieval as a concept advising the user of the existence and location of
information, often as an automated process (Kowalski, 2000). Information retrieval is
understood as non-persistent user activity. This type of activity yields immediate results
that the user often discards or uses to gain knowledge within their broader information
seeking process (Paliwal, Bhardwaj & Sharma, 2016).
•

Information practice

Information practice is discussed in the information literature as an alternative concept to
information behaviour that utilises the theoretical framework of practice in information
seeking and activities (French & Williamson, 2016; Lingel, 2015).
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Wilson (2009) initially places information practice as a subset of information behaviour,
arguing that human behaviour is “composed of cognitive, physical, and social actions”.
Niemela and Huotari (2008) propose that in information behaviour research, the concept
of information practice is enactment in people’s everyday life activities. Enactment is
“concrete and observable actions and activities that happen when some form of
information is received by an individual” (Niemela & Huotari, 2008, p. 144). Developed
from Dervin’s (1983; 1992) earlier research on communicative behaviour, Savolainen
(2008) argues that information practice links information concepts to the social and
cultural sphere of everyday life practices. Their epistemological position acknowledges
that information practice research is a social constructionist paradigm. This paradigm
means the negotiation of meaning through community social discourse (McKenzie, 2003).
As Harlan (2012, p. 84) notes, this “epistemological position shifts the focus of meaningmaking from how an individual makes meaning independent of context to how a
community constructs meaning”.
This framework is represented by themes such as visible action, enactment and meaning
through discourse and shared understanding. In summary, Savolainen (2007, p. 121)
argues that information practice is a complementary and related concept to information
behaviour. Here "the emphasis is placed on the role of contextual factors of information
seeking, use, and sharing, as distinct from the individualist and often de-contextualised
approaches that are seen as characteristic of assumptions of information behaviour”.
2.1.2

Information behaviour theories

According to Fisher and colleagues (2009, p.3), a theory is a developed understanding or
explanation of some phenomenon, while a model is a proposed set of relationships tested
for validity. Within the library and information science literature, there are many
information behaviour theories, some of which take a systems or information retrieval
perspective, which focuses on the system. An example is Järvelin and Ingwersen’s (2004)
cognitive model of information seeking and retrieval. Other theories take an approach
which focuses on the user and their behaviour rather than on the system. Case and Given
(2016) suggest that the distinction between a user and systems understanding of
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information behaviour lies in focusing on the difference between the purposive activity of
a user (information seeking) where an understanding of information behaviour can be
found in looking at the information needs which drive a user to seek access to information
and the systems which are required to access it. The debate surrounding information
behaviour as a sequence of activities leading to information acquirement demonstrates a
shift away from the sociological and quantitative focus of early studies and their concern
with information sources, need and systems use to a behavioural approach emphasising
the human element of information behaviour (Taylor, 1968; Wildemuth & Case, 2010).
The present study is user, not systems, centred and considers information seeking in
electronic environments but focuses on the users, in this case, HE lecturers in TAFE and
their use or non-use of TAFE libraries to support their scholarly information needs. It
works towards an understanding of the user, their behaviours, perceptions and relationship
to scholarly information.
Section 2.1.2 examines some theories of information which may assist in clarifying the
research questions and our understanding of the scholarly information behaviour of
lecturers in TAFE. These theories are selected because they are noted for their humancentred information behaviour perspective. Each of the theories highlights information
behaviour submerged within the context of the user.
Wilson’s (1999) second revision of his 1981 theory is useful for the present research for
its emphasis on the context of information seeking, in this case, the unexplored area of HE
in TAFE in Victoria. It is a useful generalist theory to consider, as Case and Given (2016,
p. 163) note, for factors such as information sources chosen, TAFE libraries or not, the
need to seek information to engage in teaching and scholarship in TAFE, the barriers they
encounter and the motivation they have to seek scholarly information).
Kuhlthau (1991), on the other hand, draws specifically on library studies in her theory
which uses the principle of uncertainty as a motivation for information seeking and the use
of information sources. In the present study, the researcher explores why HE lecturers may
face uncertainty in using their own TAFE library as a primary information source for
satisfying their scholarly information needs. Kuhlthau (1991) recognises affective
elements as a factor in information seeking behaviour. The present study aims to
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understand, as Savolainen (2014) notes, how emotions and feelings can initiate, expand,
limit or end information seeking. For example, the study explores how the workrole of HE
lecturers in TAFE affects their seeking information seeking paths. Contextual and affective
elements of information behaviour are discussed further in section 2.1.3.
In addition, Leckie’s and colleagues (1996) theory is useful to the present study. It
highlights the centrality of work role to information behaviour and practice. In the current
research, this relevance relates to the work role of the HE lecturer in undertaking scholarly
activities and the information needed to satisfy that role and how that work role is different
from that of HE lecturers in universities and other teachers in TAFE.
Wilson (1996), Kuhlthau (1993) and Leckie et al. (1996) are discussed in more detail
below.
2.1.2.1 Wilson’s theories
Wilson (2000, p. 49) defines information behaviour as “the totality of human behaviour in
relation to sources, including active and passive information seeking, and information
use”. Wilson’s (1999) revision of his earlier 1981 theory of people’s relationship to
information maintains the central importance of context to information needs and
highlights barriers as one intervening factor that can hinder successful information seeking.
Wilson’s (1996) theory, as shown in Figure 2.2 covers components of barriers such as
context and activating mechanisms such as stress and self-efficacy. At their core, Wilson’s
(1997; 2005) theories of information behaviour present a person centric approach to
understanding how context shapes the information needs of the user.
Wilson’s (1996) theory is relevant to the current research for several reasons. First, the
context of the user in information behaviour is highlighted. In the present study, this is the
HE lecturer in HE TAFE. Secondly, Wilson (1997) notes intervening agents in information
seeking-behaviour. In the current research, TAFE libraries may represent a barrier or active
agent in the lecturers’ scholarly information seeking. Thirdly, passive, active and
environmental influences on the information seeking in Wilson’s (1997) theory is seen by
the researcher in how the participant group of HE lecturers seek and interact within the
TAFE environment.
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In addition, Wilson’s work (1996) informs the present study because it is a comprehensive,
flexible and well-known general theory suitable for various contexts and roles. Wilson’s
(1996) theory is causal in that the situation, the HE lecturer in TAFE needing scholarly
information, predicates a need to search and acquire that information for their teaching,
learning and research. Wilson’s (1996) theory is human-centred. This aligns to
understanding the two participant groups of HE lecturers and TAFE librarians. It is an
inductive and behavioural theory and suitable for referring to in this qualitative grounded
theory study.
Context of
information need
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Figure 2.2. Wilson’s Theory (1996)
A revised general theory of information behaviour (Wilson, 1997, p. 569) [Copyright by
Emerald Online].
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2.1.2.2 Kuhlthau’s theory
Kuhlthau (1993) argues that information searching is an ordered progression toward
constructing meaning. Her six steps of initiation, selection, exploration, formulation,
collection and presentation constitute a behavioural, practical and cognitive theory that
proposes information seeking as construction, from initial uncertainty and doubt by the
individual towards a feeling of direction and resolution. Kuhlthau (1993) provides a
holistic, dynamic and cyclical view of information behaviour. Her theory is “one of the
first models to add an affective component to the physical and cognitive realms described
in earlier cognitive oriented models” (Tenopir, Wang, Zhang, Simmons, & Pollard, 2008,
p. 101).
Kuhlthau’s (1993) theory is useful to the present research. Firstly, it is based on the user’s
sense making understanding and cognitive response to information seeking. It is vital in
this study to acknowledge the feelings and actions of the HE lecturer participants as they
seek information. An example may relate to a feeling of doubt or uncertainty that TAFE
libraries, as a source of scholarly information, can fully satisfy HE lecturers’ information
needs. The researcher believes Kuhlthau’s (1993) theory is useful in understanding
whether HE lecturers experience confusion, complexity and more significant uncertainty
with the advances in digital technology and abundance of internet information as an
information source. Kuhlthau’s (1993) theory was based on studying students, and her
notion of the education learning domain can be applied to the HE in TAFE sector. It is also
an inclusive model, applicable to how librarians may better understand lecturers’
information behaviour and searching process. Finally, the theory is useful for posing
questions to the researcher to consider, such as “Do HE lecturers follow a stepped process
in their information seeking”? or “How can TAFE libraries assist in the information
seeking process of the HE lecturers?
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Figure 2.3. Kuhlthau’s Theory (1993)
(Kuhlthau, 1993, p.343) [Copyright by EBSCO].

2.1.2.3 Leckie, Pettigrew and Sylvain’s theory
Leckie, Pettigrew and Sylvain’s (1996) theory highlights the importance of work roles and
functions for understanding information behaviour. As illustrated in Figure 2.4, work roles,
tasks and the characteristics of information needs are affected by three factors: awareness,
sources and outcomes. Each of these components has some associated variables. Examples
are how demographics, context, knowledge and personal experience are influences on
information need. Leckie and colleagues’ (1996) theory is significant for the present study
because of the impact of work roles of the HE lecturer and their information needs and
subsequent information seeking behaviour. The model specifies a range of roles
(administrator, teacher, student etc.) which may be indicative of the HE lecturer participant
cohort.
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is sought
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Awareness of
information
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Figure 2.4. Leckie, Pettigrew and Sylvain’s Theory (1996)
A general model derived from research on engineers, health care professionals, and
lawyers. (Leckie, Pettigrew and Sylvain’s Theory (1996, p. 180) [Copyright from JSTOR].
Section 2.1.2 has discussed some fundamental information theories of relevance to
understanding the human-centred information behaviour focus of the current research. The
next section considers the significance of affect, emotion and context in information
behaviour and seeking.
2.1.3

Contextual, emotional and affective elements in information behaviour

The information behaviour literature recognises contextual, emotional and affective
elements in the information process. Contextual and affective elements are significant
features of the identified theories of Kuhlthau (1993) for the emotional satisfaction in
information seeking and Wilson (1996) with emotion as a motivator to find information.
Emotion and context feature in Leckie and colleagues (1996) and Dervin’s (1983) theories.
Di Caprio, Santos-Artega and Tavona (2019) notes that mood can influence the selection
of an information source, for example, the negative experience of using a particular library
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may prevent future use of that library. Contextual, emotional and affective elements in the
information process will be considered in some detail.
There are various ways to understand context. One approach is to see context as any
information that can be used to characterise the situation of an entity (Dey, 2001). More
generally, context can refer to any background for information phenomena (Savolainen,
2014). Kari and Savolainen (2007, p. 48) comment that “context is all those things which
are not an inherent part of information phenomena, but which nevertheless bear some
relation to these. Without context, information phenomena lose their meaning”.
Contextual factors orientate people’s information use. Context can be an academic or work
location, such as the HE TAFE sector, or a personal or activity related space, such as
teaching duties. Context can also refer to culture, social influences, expertise, technology
and psychological factors (Breckenridge, Jones, Elliott, & Nicol, 2012).
Time as a contextual factor in information seeking has received attention in the literature.
Solomon (1997) writes about how information systems can either free or consume time.
Savolainen (2006) investigates time as a situational constraint on information seeking
prompting the user to prefer more comfortable and more convenient information paths.
Allen’s (2011) research on time constraint situations and information behaviour highlights
the concept of intuition and its influence upon information behaviour.
According to Savolainen (2014, p. 65), “affective factors are important constituents of
human motivation”. Affect includes characteristics of emotion, feeling, motivation,
temperament and mood. Affective issues such as self-confidence and time pressure are
factors influencing an individual’s information need, use, behaviour and practices.
Emotional and affective elements in information behaviour are evident in the early
information studies of Chatman (1996), Nahl and Tenopir (1996) and Nahl (1998).
Chatman (1996) in her research of cleaners and retirees, noted affective states such as
secrecy and deception reinforced their state of information poverty by their non-acceptance
of sources of information not created by themselves. Nahl (1998) investigated the
cognitive and affective elements of information search behaviour, finding affective filters
such as stress and self-confidence impacted search motivation, performance and
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satisfaction. Later studies look further at the relationship between cognitive behaviour and
practices and emotional influences on information seeking and behaviour.
Lopatovska and Arapakis (2011) note that emotion is a ubiquitous element of any humancomputer interaction, including online searching. Tsai and Tsai’s (2003) study of 73 firstyear university students, concludes that emotion is linked to high internet self-efficacy and
that those students have better information searching strategies than those with low internet
self-efficacy. According to Bandura (1996), self-efficacy refers to a person’s belief in their
ability to attain a goal in given contexts. The concept is based on one’s self-perception of
one’s competence and may influence the choices an individual makes and the extent that
they may persist in that task (Griffioen, de Jong, & Jak, 2012). Nahl and Meer (1997)
found that high self-efficacy influenced motivation and successful task completion. Bock
and Kim (2002) found a positive attitude toward knowledge sharing led to a definite
intention to share knowledge and facilitated knowledge sharing behaviour. Studies such as
Safdar, Bartool and Mahmood (2020) and Brooke, Rasdi and Samah (2017) have found
that a positive and mediating relationship between a belief in self-efficacy and knowledge
sharing.
The importance of the affective element in information behaviour studies is in many
studies. Tenopir and colleagues (2008), in research on academics’ use of a database, note
that positive feelings are more common and associated more frequently with thoughts
about the results. Negative emotions are associated more often with ideas related to the
system, search strategies and tasks. Wang, Hawk and Tenopir (2000, p. 248) found an
“affective state is likely to be affected by the search process and results. A positive feeling
is often a result of a successful action [and] a successful search can reduce anxiety”. Nahl
(2004) investigates affective variables such as attitude and motivation and finds a belief in
self-efficacy and optimism balances the adverse effects of uncertainty, frustration, anxiety
and anger during online searching. Savolainen's (2012) examination of motivation and
uncertainty in information seeking concludes that consideration of cognitive and affective
attributes in diverse contexts can enhance greater understanding; that self-efficacy is an
essential stimulator of information seeking behaviour, and that positive and negative
emotions may influence information seeking.
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“Information behaviour and practices cannot be purely defined by the situation
but must also take account of other areas of individuals’ lives that help to inform
situational contexts” (Nahl & Tenopir, 1996, p. 28).
Acquiring information without necessarily seeking it is described as every day and
serendipitous information acquisition. Williamson’s (1988, p. 28) definition of “finding
information unexpectedly while engaged in other activities” can be used as a point of
reference for studies on incidental information acquisition. Rubin, Burkell and QuanHaase’s (2010) study on blogger’s serendipitous information sharing identifies critical
contextual facets associated with serendipity. McKenzie’s (2003, p. 23) research on
serendipitous information practices is significant for detailing the elements of a model that
includes the identification of potentially helpful sources, being given information without
actively seeking it and what she identifies as proxy searching, or other people finding
information for you.
Savolainen’s (2008) everyday information seeking research and Erdelez and Makri’s
(2020) research on non-encounters with information emphasise the importance of
information seeking within the context of a way of life. Recognition of a holistic and
realistic understanding of information behaviour, seeking and retrieval, acknowledges
Bourdieu’s (1990) views on habitus; that is, the inheritance of accumulated experience,
thought and action that generates correctness and constancy of practices over time
(Grenfell & James, 1998).
In summary, the discussion on information behaviour recognises the importance of shared,
contextual and everyday information practices that occur in social and communicative
exchange. This review acknowledges tacit and non-tacit activities and purposeful and nonpurposeful influences within that social environment. Unintentional and serendipitous
information gathering highlights another aspect of understanding human information
behaviour. The discussion has given attention to factors such as context, emotion and affect
as a consideration for the present research. These factors are relevant for the present study
because of the context of HE TAFE to scholarly information seeking and the impact of
emotion on the information decision-making of the HE lecturers.
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2.1.4

Scholarly information behaviour and lecturers

Scholarly information refers explicitly to the role information plays in the conduct of
research and production of scholarship (Palmer & Cragin, 2008). Academic positions in
post-secondary education range from research, teaching and service or administrative
responsibilities. These responsibilities include planning, researching, writing, supervising
students and research grant writing. Finding, assessing and using information supports the
different needs of each of these roles (Du & Evans, 2011a). Scholarly information
behaviour of HE lecturers relates to their disciplinary context and domain, which includes
their position, function and attitude to locating, accessing, browsing, seeking and using
information in a scholarly context (Agarwal, 2015).
Borgman (2000, 2007) suggests discipline and knowledge domains are organisational
factors regarding scholarship and scholarly information practices. For the present research,
the notion of scholarship as a work role requirement of the HE lecturer implies considering
how the lecturers’ disciplinary area impacts on their understanding of HE and scholarly
information seeking. Jamali and Nicolas (2010) among others emphasise the significant
role an academics’ disciplinary area plays in the scholarly use of information (Kuruppu &
Gruber, 2006; Malliari, Korobili, & Zapounidou, 2011). Some studies argue against any
correlation between scholarly disciplinary areas and information behaviour (Ellis, Cox, &
Hall, 1993; Heinström, 2003). For the present research, the importance of a lecturer’s
disciplinary area to their scholarly information behaviour is influenced by their
understanding of discipline and scholarship in the university HE sense.
In regard to the information seeking work around the interdisciplinary nature of knowledge
means scholarly practices overlap, merge and intersect across individuals and communities
(Unsworth, 2000). Strauss, Fagerhaugh, Suczek, and Wiener (1985) note that information
work, for example, interdisciplinary and collaborative research, is connected to the work
itself and to the structural contexts in which work is situated. Wohlert (2020, p. 158)
similarly notes in defining research collaboration, the importance of task, work roles and
structural context, which ties back to the discussion of the information models in the
previous section.
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Scholarly information work includes the information practices of reading, communication,
research, teaching, disseminating instructional material, preparing study materials,
discussion of academic issues and disciplinary discourse. Borgman, Smart, Millwood,
Finley, Champeny, Gilliland and Leazer (2005) state that academic work roles, such as
teaching and research, can complement and conflict with each other. Insights for research
can arise from teaching as much as information concerning teaching may benefit academic
research. The generation of professional ideas and collaborative research are examples of
scholarly information work. Integrating educational activities, such as the creation of
digital resources or preparing grant proposals, all involve the use and construction of
information. By extension, scholarly information practices include information activities
such as discovering, locating, assimilating, communicating, sorting and sharing
information.
Everyday context, for example, a person’s space, location and culture, is noted as
necessary for information sharing as a scholarly practice (Savolainen, 2008). Pettigrew et
al.’s (2001) notion of the information ground similarly conveys the idea of people’s taskdriven behaviour creating a social space that drives information sharing. On the other
hand, Talja (2002) explores the notion of non-sharing of information, where academic
communities are unable to provide information to their members. Their study reports that
understanding the information behaviour of academics should be viewed within the
framework of individual social and cultural norms. The social environment of scholars is
noted for informal and formal communication that is strongly affected by information and
communication technologies (ICT). Fry (2006) argues that scholarly communities that are
mutually dependent are more certain of their information tasks and are adept at controlling
their communication and producing digital resources.
Early studies on the information seeking behaviour of academics were descriptive and
disciplinary-specific, and strongly supportive of post-World War II science and
engineering research (Niu, Hemminger, Lown, Adams, Brown, Level, McLure, Powers,
Tennant, & Cataldo, 2010). These early studies focused on academic use or need of
information (Garvey, 1970; Price, 1963). Borgman et al. (2005) note that these studies
characterised users within a single role, for example, a student. By the 1990s, the increase
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in interdisciplinary research and the multiple functions of the academic were factors in
driving a more holistic approach to researching the cognitive, social and organisational
aspects of people’s interaction with information (Bates, 2010; Pettigrew et al., 2001).
There are numerous studies on the differences in information seeking between disciplinary
areas, for example, scientists and humanities scholars (Borrego & Fry, 2012; Engel,
Robbins, & Kulp, 2011; Makri, 2009). Several studies find that humanities scholars
predominantly utilise random, nonlinear and serendipitous information seeking primarily
due to the variety of information in the humanities field (Du & Evans, 2011; Rupp-Serrano
& Robbin, 2013). The literature frequently notes that, though both humanities and science
scholars browse for information, humanities scholars tend to browse more due to a greater
need for the primary source material (Meho & Tibbo, 2003; Palmer & Cragin, 2008).
Humanities scholars have different levels of awareness of information sources amongst
themselves. They recognise that the context of their use evokes different types of
information sources, for example, information events, such as conferences, mass media
and informal communication (Al-Shboul & Abrizah, 2014).
A study by Meho and Tibbo (2003) supports Ellis’s (1989; 1993) theory of sequential
information seeking and context amongst social scientists. They identify four additional
information seeking behaviours. These behaviours are accessing, communicating,
verifying and managing information. Borgman and colleagues (2005) notes the
information seeking activities of academic geographers is similar to the information
behaviours of scientists and social scientists.
Other studies report the preference by science academics over humanities scholars for
journals, both print and electronic (Currie & Monroe-Gulick, 2013; Dilek-Kayaoglu, 2008;
Niu et al., 2010). Engel, Robbins and Kulp’s (2011) study of 20 universities finds a strong
preference by academic engineers for electronic journals, web resources and interpersonal
communication. Hemminger, Lu, Vaughan and Adams (2007) similarly find that journals
and web pages are the most frequently used resources of academic scientists. Electronic
journals are especially relevant due to scientists’ need for fast and up-to-date information.
On the other hand, Ellis, Cox, and Hall (1993), in an early study, contradict this view. They
find only minor differences between the information seeking patterns of physical and
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social scientists. These differences are, for example, in the awareness of facilities, such as
libraries and the extent of usage of an information source, for example, journals.
Hoppenfeld and Smith’s (2014) investigation into business academics agrees with Engel’s
(2011) previous study that scholars prefer electronic journal articles more than print, and
physical books more than electronic versions. An interesting finding from this study is the
apparent confusion by academics in distinguishing between databases and websites as well
as limited understanding of library resources and services. A two-year international survey
by ProQuest (2012) of business scholars similarly reports that their information needs are
supported not only by scholarly electronic journals but by other information sources,
including newspapers, dissertations, e-books, working papers, conference proceedings and
non-journal content. Liu (2006, p. 590) notes that graduate students prefer using electronic
resources more than print sources, a view supported by Nanda (2017) and Singh (2020).
Bar-Ilan, Periitz and Wolman’s (2003) study finds that the use of electronic journals
increases with time and familiarity of use. Dilek-Kayaoglu (2008, p. 242) reports that the
increase in e-journal usage has led to “the article rather than the journal coming to the
forefront, and may also have caused a change in information seeking behaviour”. While
research is the main reason for using journals (Borrego, Anglada, Barrios, & Comellas,
2007), the change from browsing journals to navigation at article level is, according to
Voorbij and Ongering (2006), indicative of users considering articles as independent units
of information rather than as part of a larger whole. The ease of searching, accessing and
printing at article level is also noted as a reason for a change from browsing to electronic
navigation (Machimbidza & Mutula, 2020).
The literature, in general, shows an academic’s preference for the electronic format of
information more than printed hard copy. Reasons include faster access (Connaway,
Dickey, & Radford, 2011), desktop availability, hyperlinks (Kaur, 2012), currency (Clark,
2011; Wang, 2010), nonlinearity, that is, the user determines the order of access
(Shiratuddin, 2005), remote access (Neal, 2009) and the inclusion of multimedia material
(Borrego & Fry, 2012; Connaway et al., 2011). Concerns about electronic information over
hard copy relate to lack of coverage of archival material, long-term access and licensing,
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the difficulty of reading on a computer screen and slow access or connectivity issues (Kaur,
2012; Madhusudhan, 2010).
Smith (2003) and Catalano (2013) enumerate the trend to electronic resources for research
and scholarship due to the ease of access, timeliness and readability. In light of the
perceived convenience and opening up of research through the internet, online databases
and digital libraries, the authors note the impact on research being encouraged by the ready
availability of full text. Rowlands, Nicholas, Jamali and Huntington’s (2007, p. 510) early
study of electronic books (e-books) finds that “availability and ease of use are favourite
features of e-books”. Also, that “book discovery behaviour is highly patterned and that
readers may use various underlying strategies at different times to meet different kinds of
information need”. Tracy (2018) has noted that there is a willingness by academics to both
use and read ebooks for particular tasks. E-books are perceived as more accessible than
print books (Jamali, Nicholas & Rowlands, 2009), more targeted for scholarship through
access, annotation and the ability to remix information (Fister, 2010) and offer the greater
possibility of “changing learning behaviour and academic research” (Snowhill, 2001).
Early studies on information seeking behaviour were conducted before the broad
expansion of information technology and electronic information. Common themes in the
literature in these early studies were scholars’ preference for physical books, citation trails
and information from work colleagues as opposed to bibliographic searching tools and
assistance from librarians (Folster, 1989; Sidorko & Mitchell, 1996). Other research on
scholarly information behaviour considers how ICT and the internet have changed
information seeking (Borrego & Fry, 2012; Connaway et al., 2011; Hoppenfeld & Smith,
2014). According to Guthrie and Housewright (2011), digital content resources, search
engines and scholarly collaborative tools, such as Google Docs, are factors in the shift to
electronic scholarly information behaviour.
For many researchers...Google is the first choice for information—all kinds of
information (Haglund & Olsson, 2008, p. 55).
The literature indicates increased usage amongst academics when searching for scholarly
information of open, non-library and web-based information resources and retrieval tools.
The British Academy (2005) study of academic researchers notes the adoption of internet
55
Chapter 2 – Literature Review

searching through factors such as improved discovery, access, convenience and speed as
well as the removal of constraints such as time and location. The web is for gaining a quick
overview of information that is current as well as a way of keeping discipline currency
(Filistea, Chris, & Adeline, 2010). Jamali and Asadi (2010, p. 290), in considering Google
as first search engine choice for academics, argue that it is regarded as a good starting point
for research, simple to use and navigate and is handy to find “…powerpoint presentations
and therefore has wide applications for teaching…”. This approach has led to studies
indicating that internet search engine usage alters information seeking behaviour. This
change is through factors such as simple keywording and first page resulting as being
considered adequate as well as the time and energy required to sift through the volume of
information now readily available (Bigdeli, Kokabi, Rajabi, & Gazni, 2013; Rieger, 2009).
The principle of least effort when searching for information is cited in studies on
information seeking behaviour (Bigdeli et al., 2013; Falciani-White, 2012). Factors such
as the availability, ease of access, speed and quality of information influence information
seeking and use (Dagar, Greenstein, & Healy, 2001). Heinstrom (2003), in particular, has
explored the relationship between personality and information seeking. Mills (2002)
similarly writes that factors such as time, image and attitudes to information sources are
motivators or de-motivators in an academic’s information seeking behaviour.
Studies on scholarly information behaviour discuss the impact of digital technologies and
electronic resources and information. The effect is on the nature of scholarly
communication (Mierzecka, 2019), the publication (Greco, 2016) and the time allowance
for research (Dunlap, 2008). The impact of digital technology is felt in citation impact
studies (Parker, 2012), collaboration (Borgman, 2000), and discovery and use of
information research (Makri & Warwick, 2010; Zhang, 2001).
Within Library and Information Studies (LIS), research focuses on the fundamental role
of librarians to understand how staff, students and users locate, access, choose, navigate,
rank and evaluate information resources and services (Gao, Guo, & Duan, 2011;
Hoppenfeld & Smith, 2014; Tenopir et al., 2008; Wang, 2010). According to Togia and
Malliari (2017, p. 44), LIS research concerns the interplay between information content,
people who interact with the content and technology to facilitate the creation,
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communication, storage or transformation of the content. Their study of 440 articles
published in five prominent LIS journals noted the most popular research topics are
information retrieval, information behaviour, information literacy, library services, and
organisation and management. The present research focuses on TAFE libraries’ support of
HE lecturers in TAFE as lecturers seek, search, use and share information to support their
scholarly endeavours.
The scholarly information behaviour of HE lecturers occurs across their functional roles
of teaching, research and service. Their information behaviour is influenced by many
factors, including personal characteristics, ITC skills, awareness of resources and services,
and their information needs on a particular day. Educational contexts, for example
institutional information environments and academic disciplines, are also significant
factors. The complexity of scholarly information behaviour has been a traditional concern
of libraries. How HE libraries support scholarly information behaviour, will be discussed
in the next part of the literature review.

2.2 Higher Education libraries and scholarship

The second part of the literature review is in three sections. The first section considers HE
libraries and information. The second section discusses HE libraries support of
scholarship. The final section examines HE libraries and the scholarly information needs
of HE lecturers.
2.2.1

HE libraries and information

There is a range of HE libraries. These include TAFE libraries and research-intensive
universities such as represented by the group of eight universities. They also include
libraries in other approved HE institutions as well as those of large research institutes.
What is known is that the growth of interdisciplinary research, the changing nature of
scholarly communication and the development of information technology challenge the
information services that a HE library can provide to satisfy the information needs and
behaviours of its clients (Frank, Raschke, Wood, & Yang, 2001). The library’s value in an
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academic institution is through providing the information resources and services that
support teaching, learning and research (Klain Gabbay & Shoham, 2019). Rethinasami
(2009) articulates the scholarly information services of a library regarding the creation or
facilitation of three fundamental connections between scholars and their information
needs. These connections are the selection and production of content, the organisation to
enable access and preservation for ongoing use and services.
Each of these three library functions serves a role in supporting teaching, learning and
research, and in meeting institutional scholarly priorities. Specialised library services, for
example, connection to research, models of scholarly communication, quality digital
content and a physical manifestation of the academic ethos of the educational institute,
support the information needs underpinning scholarship (Research Information Network
and Reseach Libraries [RINRL], 2011).
HE libraries are nuanced, diverse and varied. No university libraries are the same. There
is a variety in the range and level of scholarly resources and services across Australia’s 43
universities. However, changes in the delivery of and access to information are
transforming the roles and priorities of libraries. There is a shift from a resource-centred
approach that meets curricula and research through physical collection development, to
digital technology and convenient access to high-quality research content. The HE learning
paradigm now encompasses changing pedagogical practices and productivity in scholarly
work in a digital world (Doughty, 2009; Milewicz, 2009). Libraries face strategic
realignment to remain relevant in a digital environment where teachers and students “…
no longer feel a significant dependence on the library in their research process” (Wakeham
& Garfield, 2005, p. 184). There is a digital challenge to scholarship from voluminous
content to the ubiquitous and rapid connectivity of information. This challenge provides
an opportunity for libraries to position their scholarly services for faculty beyond localised
hubs of learning and away from a collection development focus (Jenkins, 2005). The
digital environment provides a pathway between an academic’s scholarly information
needs and the library’s information resources and services that assist with satisfying that
need. These services include information literacy training, bibliometrics and research data
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management, assistance with research promotion, content aggregator and electronic
service support (Carpenter, Graybill, Offord, & Piorun, 2011; Corrall, 2008).
While research is a defining characteristic of Australian universities (Deakin, 2020; Norton
& Cherastidtham, 2018), not all universities undertake the same level of research. Nor are
all universities libraries funded equally to support the research activities of their university.
Nevertheless, an academic library’s service to HE faculty and lecturers is, what D. Allen
(2011) terms, a library’s educational claim as a unique “department of learning”. Provision
of reserve material for students’ links to electronic resources, or bibliographic instruction
and information literacy classes, support teacher instructional objectives and the
conceptual and knowledge framework of the courses they teach. The library’s value in
supporting the scholarship of lecturers is by linking its resources and services to the
scholarly requirements that inform their pedagogy, research and other scholarly
information needs.
HE libraries support the scholarly information behaviour and practices of their faculty
through new ways of working with faculty and providing physical and digital information
resources and services (RINRL, 2011). New ways of working with faculty include giving
journal citation services and copyright advice. HE libraries are changing their information
resources and services from physically based collections to purchasing and curating digital
collections. There is a re-conceptualisation concerning libraries providing access to user
services that empower individual user experiences (Rethinasami, 2009). The merging of
print based and digital cultures and the services and spaces that support interactive,
participative learning reflect the emphasis on shared knowledge and “boundary spanning
collaboration” within education (Ducas & Michaud-Oystryk, 2003). While not all HE
libraries are the same, the HE library can contribution to scholarship increasingly through
acting as “research consultants, project managers, technical support professionals,
purchasers, and archivists” (Oakleaf, 2010, p. 47).
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2.2.2

HE libraries support of scholarship

A HE library is a library that is attached to a HE institution, such as a university or TAFE.
It serves to support the curriculum and the scholarly and research agenda of the staff and
students. HE libraries are not homogenous. However, their information resources and
services can contextualise to various degrees to each of Boyer’s (1990) four scholarly
domains, identified earlier in Table 2.1 as discovery, integration, application and teaching
and learning.
Rice‘s (1991) extension to the first of Boyer’s (1990) domains, the scholarship of
discovery, places investigation and research leading to the creation of new disciplinary
knowledge as the central professional endeavour of academics. The literature about the HE
library’s role facilitating research support, especially in research intensive universities, in
education is extensive (Allen, 2011; Pan et al., 2011). The library supports the information
behaviour of the scholarship of discovery through being a mediator or information broker
in the research process (Du & Evans, 2011a). These library services include enabling
access to high-quality content, promoting and utilising new technologies and searching
tools within the catalogue. Wirth, Kelly and Webster (2010) propose that libraries can
support Boyer’s (1990) first domain by their role in organising information, preserving
information and providing easy access to that information. Improved navigation tools to
help access information and creating and curating new knowledge, for example, digital
repositories, are in libraries' supporting roles. Hart and Kleinveldt (2011) similarly state
that the academic libraries' role in scholarship includes providing access to collections,
both print and electronic, supplying useful information and communications technology
(ICT) and offering specialist assistance in finding and procuring resources. However,
Pearce, Weller, Scanlon, and Kinsley (2012, p. 37) comment that academic libraries need
to move beyond these more traditional roles towards integrating datasets and other digital
data forms into the scholarly information system for easier researcher access.
Hart and Kleinveldt (2011) go on to argue that academic libraries are distinguished from
vocational libraries by their support of their institution’s research agenda. Supporting
services include maintaining research collections, institutional repositories, research data
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management and bibliometrics (Cox, Kennan, Lyon & Pinfield, 2017; Atkinson, 2016).
Academic libraries concentrate on supporting research, enhancing teaching and learning
and student success (Connaway, Harvey, Kitzie, & Mikitish, 2017). On the other hand,
vocational or technical college libraries are represented in the literature as focused on
teaching rather than research with a “strong focus on the undergraduate experience and
developing information competency” (Fisher and Read, 2017, p. 130). Vocational libraries
are often viewed as old-fashioned in their focus, for example, on “borrowing and returning
books”, as immature in their hardware and library infrastructure (Xu, 2018). In addition,
vocational or technical libraries are often considered as lacking professionalism in their
services and personalisation to their user (Niu, 2020). They are often viewed as generalist
in their intent because “fewer people are managing daily operations and offering library
services to students and faculty” (Norieg, 2017, p. 75).
In Australia, the Australian Library and Information Association’s Guidelines report on
VET libraries refers to supporting teachers’ currency in their vocational competencies and
professional teaching (ALIA, 2019, p.11). These guidelines focus on learner support and
the library as a learning space. ALIA’s professional development for VET librarians
highlights the competency of understanding the learning and information needs of VET
teachers, trainers and students (ALIA, 2020). In contrast, Australian university libraries
see themselves as partners in the research endeavours of their institution (Keller, 2015;
Haddow & Mamtora, 2017).
Boyer (1990) explains the second of his domains - the scholarship of integration regarding course collaboration, preparing a literature review or making connections across
disciplines; in other words, “bringing new insight(s) to bear on original research” (Le
Grange, 2007, p. 507). The scholarship of integration is where “…the discoveries of others
are put into context and applied to wider problems” (Pearce et al., 2012, p. 38). The
scholarship of integration is about academics learning and engaging with others and
establishing connections to the broader academic community, including libraries.
HE library support of the scholarship of integration includes the following examples:
•

integration of library skills classes into the curriculum (Carpenter et al., 2011;
Leong, 2007; Sacchanand, 2012);
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•

connecting the value of the library to student success (Keeler, 2007);

•

support of student achievement of graduate attributes, through information
resource and service provision (Doskatsch, 2003);

•

integration of e-learning capability and access into library web-based resources
development;

•

integration of ICT into library resources and services (Tella, Akande & Bamidele,
2018);

•

support for open publishing initiatives undertaken by academics;

•

digital projects that can assist academics and teachers, such as institutional
repositories and be providing new journal alerting services.

Asher (2003) argues that the operational boundaries between librarians and academics are
through maintaining an independent role yet engaging in co-operation and collaboration.
The interdisciplinary nature of knowledge production implies an integrative teacher design
of curriculum (Gibbons, Limoges, Nowotny, Schwartzman, Scott, & Trow, 2005). This
design reflects a shift from traditional curriculum-based support from libraries for teaching
and learning, towards libraries offering a broader relevance to the curriculum through their
knowledge and skills in initiating digital projects relevant to the preservation and
dissemination of information (Sacchanand, 2012).
Boyer’s (1990) third scholarly domain refers to the application of knowledge to problems,
particularly those of a public nature, judged, in part, by outcome and impact (Braxton,
Luckey, & Helland, 2002; Lowry, 2004). This domain is about faculty practice as a
scholarly activity. The position of HE libraries is about how the application and
dissemination of information can build knowledge and how knowledge frames and directs
teaching practice and thus student outcomes. HE libraries demonstrate this through
initiatives such as involvement in curriculum (re) design, building partnerships that
promote information skills for lecturers and support for the dissemination of research after
publication (Asher, 2003; Donham & Green, 2004). Examples of library services to
support the scholarship of application include advancing best practices in searching and
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access to information and creating subject guides, bibliographies and web resources (Wirth
et al., 2010).
As TAFEs are not required to undertake research, the scholarship of teaching and learning
is about the alignment of pedagogy with practice and understood as the systematic process
of inquiry into teaching and student learning (Kreber & Cranton, 2000). Broadly
encompassing the application and communication of these results to practice, the literature
describes Boyer’s (1990) fourth domain of scholarship─teaching and learning─as
including reflection, critique and inquiry (Kreber, 2002; Nicholls, 2004). Research
Information Network and Reseach Libraries [RINRL] (2011) maps academic library value
to the scholarship of teaching and learning as including exploiting new technologies,
dedicated research space and easy access to high-quality content. HE libraries can support
the scholarship of teaching and learning through services such as collaborative course and
curriculum design, teaching information skills to staff and students and provision of a
supportive learning environment.
Section 2.2.2 has discussed the literature about HE libraries’ support of scholarship. The
next section explains the relationship between academics and their use of libraries for their
scholarly information needs.
2.2.3

HE libraries and scholarly information needs of HE lecturers

The academic library is not a singular or static entity. It evolves as a concept according to
the changing scholarly, research and teaching focus of its institution. There is extensive
discussion about the relationship between academic libraries and their support of the
scholarly information seeking of lecturers, faculty and teachers characterises library and
information science literature (Corrall, Kennan, & Afzal, 2013; Du & Evans, 2011a; 2011;
Gallen, 2011; Haddow & Mamtora, 2017). From reviewing critical writings in the
literature, consistent themes concentrate on the academic library’s value and role to the
information needs of faculty, lecturers and academics (Oakleaf, 2011; Pan et al., 2011;
Parker, 2012; Rethinasami, 2009; Tenopir, 2011). The literature indicates a degree of
disconnection between how librarians perceive their role and value to academics and the
perceptions and expectations of the library by academics (Guthrie & Housewright, 2011;
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Neal, 2009; Tenopir, 2011). Section 2.2.1 and 2.2.2 discussed scholarly information work
and practices, differences in information seeking amongst disciplinary areas and the
increasing preference of lecturers for electronic more than physical information. In revisiting HE libraries and the scholarly information behaviour of lecturers, a key message
is to understand what academics regard as essential or not about libraries concerning their
information needs and seeking.
Librarians' ideals of collection building, where research resources must be held
within the library building and the extent to which this occurs is a measure of
quality and performance, bore no resemblance to the reality of researchers'
information seeking behaviour (Moncrieff, Macauley, & Epps, 2007, p. 10).
Researchers increasingly access digital information, from libraries, from their offices,
home and on mobile devices (Kaur, 2012; RINRL, 2011; Saravani & Haddow, 2017).
Researchers do not search for information in the way suggested and preferred by librarians.
Their searches seem simple, aimless and unstructured (Haglund & Olsson, 2008, p. 57).
Academics are less likely to physically visit the library for information (Dickenson, 2006;
Watson, 2010). An increase in electronic library information by faculty has, according to
Tenopir (2003, p. 43), an analogy with the decline in physical visits to the library. Journal
alerting services are replacing the serendipitous discovery of information from browsing
library shelves (Pomerantz & Marchionini, 2007; Talja & Maula, 2003). Though the role
of the library as a purchaser of content remains highly valued by researchers, academics
frequently have personal subscriptions to print and electronic journals in their disciplinary
area (Clark, 2011; Kaur, 2012; Moncrieff et al., 2007).
The availability and access to electronic information may cause other changes in scholarly
information seeking behaviour. Clark (2011) articulates that faculty looks firstly at article
and journal title-level information, often printing articles to read later. Dilek-Kayaoglu
(2008) argues that academics prefer searching databases by topic or at article level rather
than by journal title. Olle and Borrego (2010) list modifications in the researcher’s
information seeking behaviour more broadly. This list includes changes in the amount of
information read, the diversity of material consulted and the organisation and currency of
scholarly information.
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Debates on the information behaviour of scholars note the use of multiple search platforms
for information seeking. Numerous search platforms include search engines, library
databases and work colleague information. Information searching by academics occurs in
a fragmented, serendipitous and nonlinear way (Connaway et al., 2011; Falciani-White,
2012; Nutefall & Ryder, 2010; Johanson & Williamson, 2013). Though there is a
difference between fact-finding searching and a more complex research task, Du and
Evans (2011b) demonstrate that academic searching behaviour uses a variety of search
strategies, platforms and query reformulations. Researchers rely on habituated search
strategies, adhering “to the same query several times because they considered the query
valuable” (Du & Evans, 2011b, p. 304) but use different search platforms for various
reasons (Gessner & Wilcox, 2011).
Libraries spend huge amounts of time and money to work on the structure and
content of the library web page, while few researchers use it as a starting point for
information searching (Haglund & Olsson, 2008, p. 57).
The literature shows the predominance of Google as a search platform for academics, at
least at the initial phase of an information search inquiry (Alakurt & Bardakei, 2017; Naud,
Rensleight, & Du Toit, 2010). Google’s openness, high visibility, speed and no cost factor
are some reasons for its popularity for information searching and its dominance as a
starting point for research by academics (Appleton, Stevenson, & Boden, 2011; Nichols &
Rowlands, 2008). Wang (2010), Zhang (2001) and Connaway et al. (2011) are among the
researchers to question the use of scholarly information by academics from library
databases compared to what is readily available, convenient and accessible via the internet.
This argument is countered by those positing that academic searching for digital content is
a negotiated act depending on the purpose. In this argument, library information is valued
for its specific searching, curating and preservation properties and the internet for general
searching and accessibility (Clark, 2011; Moncrieff et al., 2007).
Library systems, especially electronic database information accessed through discovery
tools, are recognised for their quality of results (Dilek-Kayaoglu, 2008; Kaur, 2012; Trahn,
Croud, Kelly, & Hayward, 2001). The expectations from academics in regard to
information resources and services from the HE library are primarily database access and
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digital content, especially the provision of electronic journals and interlibrary loans
(Hoppenfeld & Smith, 2014; Newman & Sack, 2013). Though HE faculties don’t want
their libraries to cancel print journal subscriptions, they rarely use them for their
information requirements (Clark, 2011; Weber & Flatley, 2006).
The literature indicates what academics perceive are the library barriers to satisfying their
information requirements. Trahn and colleagues (2001) note barriers to library use by
academics include poor library opening hours, lack of databases, small collections and
reduced institute information infrastructure. The problems academics face in accessing
library resources include slow internet speed and lack of offsite connectivity (Clark, 2011;
Kaur, 2012). In 2002, Mills argued that the factors that affect the information behaviour of
academics included poor electronic access, lack of resource availability and the image of
librarians themselves. A decade later, studies by Kaur (2012) and G. G. Allen (2011)
showed that these factors were still relevant.
Unawareness of library services and lack of trust and appreciation of librarians appear in
the literature (Phelps & Campbell, 2012; Watson, 2010). Yousef (2010) contends that there
is a mixed view of librarians by HE faculties based on different cultures and different
priorities. Jenkins (2005) posited that libraries are seen as the storehouse of knowledge and
the faculties its application. Phelps and Campbell (2012) and others have emphasised
doubts by faculty about librarians having a more significant role as teachers or instructors
(Gilchrist, 2007; Montiel-Overall, 2007). Librarians appear valued for the support services
they provide and are generally not considered academic equals (Feldman & Sciammarella,
2000; McGuinness, 2006; Weber & Flatley, 2006). Within this view, there is an extensive
debate on the proactive push by libraries to extend academic support to faculty through
collaboration and partnerships, especially in information skills and liaison services
(Danner, 2010; Gallen, 2011; Parker, 2012; Sacchanand, 2012).
Section 2.2.2 and 2.2.3 discussed some of the services HE libraries offer to support the
scholarly information seeking of academics and HE lecturers. The discussion highlighted
some challenges libraries face in realigning to an electronic information environment. The
next part of the literature review will discuss the resources and services of TAFE libraries
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that support TAFE teachers’ needs within the vocational context as well as HE lecturers’
scholarly information needs within TAFE.

2.3 TAFE libraries and their positioning in VET
The third part of the literature review is in three sections. The first section discusses the
historical development of TAFE libraries within Australia’s post-secondary education
sector. The second section presents the TAFE libraries’ support of students and VET
teachers, highlighting the relationship between the VET curriculum, teachers and library
resourcing. What follows is a discussion on the differences between TAFE libraries and
university libraries. The final section exposes the lack of literature about HE TAFE
libraries, so draws on available research on Further Education (FE), polytechnic and
community college libraries. Section 2.3.3 discusses available studies on the re-alignment
of TAFE libraries in supporting the scholarly information needs implicit to HE delivery in
TAFE.
2.3.1

Historical background of TAFE libraries

Prior to 1972, there were no special purpose and professionally staffed libraries
for the Division of Technical Education, as TAFE was then known (Davis,
Middleton, & Paul, 1985, p. 68).
The absence of technical college libraries mirrored the lack of sector identity and position
of neglect of Australian technical and further education up until 1974 (Goozee, 2001;
Rushbrook, 1995). The Report of the Australian Committee on Technical and Further
Education, chaired by Myer Kangan notes the virtual non-existence of library services in
technical education before the 1970s (Committee on Technical and Further Education
[Kangan], 1975). According to Booker (1997), early technical libraries represented a few
books in a teacher’s cupboard. In Victoria, Doig (1976, p. 23) comments that technical
libraries up to the mid-1970s had inadequate facilities, low staffing levels and teaching
staff rarely recommending books for the collection, with often, the only library service
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available to technical college students being the public library. The TAFE library
collections of this era reflect not only technical books but general literature, which
acknowledge the value of a rounded “liberal” education (P.Whitelaw, 5 June, 2019,
personal communication)
The Kangan Report (1975) described Library Resource Centres, or libraries, as central to
the delivery of vocational training. Existing technical college library services ranged in
quality from “mediocre to appalling” (Kangan, 1975, p. 150). Neglect of libraries, the
Report notes, is due to a lack of funding but the low priority given to libraries by teachers
and administrators.
... it could be that too many teachers read little beyond standard texts in their
subject areas. Having practical backgrounds and not having been trained to make
constructive use of information resources, they are not in a position to ensure that
their students make effective use of them. There seems to have been an
unquestioning acceptance by some technical college authorities and teachers of
the maxim 'apprentices don't read’ (Kangan, 1975, p. 147).
The Kangan Report (1975) aimed to establish the TAFE sector as an alternative but no less
valued sector than the university sector. The humanistic spirit of the Kangan Report (1975)
encompassed pedagogical principles to deliver more broadly based holistic and studentcentred vocational education with the library having a central role.
The activities of the college centre should rest on the propositions: first, that
college libraries constitute a natural core for their activities; second, that the
quality of the learning process is strongly influenced by the range and quality of
services available in or from resource centres; third, that to the extent that
colleges are prepared to accept a substitute for the traditional formal teaching
environment the central resource centres will grow in importance for self-directed
learning (Kangan, 1975, p. 240).
While the TAFE sector had a clear philosophy, identity and Federal and State funding basis
(Fleming, 1994), TAFE libraries remained the “Cinderella of the library community”
(Mitcheson, 1978, p. 99). TAFE libraries in the 1970s and 1980s continued to suffer from
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inadequate funding compared to university libraries (G.B. Allen, 1983; Peguerro, 1984;
Yocklunn, 1986) and poor national coordination (Crittenden, 1980). There were massive
disparities in staffing levels between TAFE and CAE libraries (Brown, Davies, &
Kenworthy, 1982) and an undefined role and lack of status for TAFE libraries (Doig,
Stewart, & Taylor, 1985). Against inadequate resourcing, the Kangan Review’s optimistic
promotion of TAFE libraries was not realised.
The development of TAFE libraries was dependent on changes in vocational training.
Federal government emphasis on economic growth and cost savings changed the TAFE
sector from a post-secondary education sector with broader educational objectives to a
sector with a narrower focus on supporting vocational skills and training for industry
(Booker, Murphy, & Watson, 1995). Brown (1985) notes that the development of TAFE
libraries was within this context of educational and structural changes within the TAFE
sector. Crisp (1983) reports that the growth of technical college libraries became part of
the institutional changes necessary to accommodate the expansion of technical education.
The development of TAFE libraries was, according to Smith (2001), related to
modifications to the structure of industry, workplaces and technology, and the follow-on
effect this had on TAFEs. TAFE institutes responded to Federal and State initiatives, by
equipping students, through educational services such as library support, with the
resources necessary for self-development, lifelong learning and information skills
applicable to the workplace.
The intent of the Kangan Report (1975) was that TAFE libraries were to be embedded
within the teaching and learning structure of TAFE institutes not only in the supply of
resources but as an integral part of the educational process (Carroll, 2014, p. 14). The
Mayer Report (Australian Education Council, 1992, p. 7) similarly identified an
educational role for TAFE libraries in preparing students for employment or further
education through developing students’ critical competency in how to access and organise
information. TAFE’s constant restructuring since the 1980s produced a fragmented
understanding of the TAFE library’s role and identity.
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TAFE libraries must decide whether they will provide limited in-depth service or
a thinly spread extended service (Victorian Association of Technical College
Librarians [VATCL], 1979, p. 3).
Teachers and their institute viewed TAFE libraries as non-academic learning centres that
were teaching collections with an emphasis on audio-visual material (VATCL, 1974, p. 1).
This perception of TAFE librarians as having a service, not educative, role was
compounded by what Lloyd and Bannister (1999, p. 255) term the TAFE librarian’s failure
"…to articulate and promote their educational role satisfactorily”.
Owen (1994, p. 202) criticised library managers for their lack:
of vision about their specialist role in TAFE, and it would appear the ability to
execute such a role…However, it is difficult to be too judgmental about their
achievements, for they really lacked the most critical of resources from the very
beginning; adequate staff and budgets to meet the educational requirements of
TAFE programmes.
The under-supported economic context of TAFE libraries emerges as one theme in the
literature about TAFE libraries between the 1970s and 1990s (Brown et al., 1982; Hannan,
1995; Hart, 1992; Kirby, 1983). Other themes relating to TAFE libraries include the lack
of national statistical benchmarking (Bannister & Rochester, 1997; Crittenden, 1980;
Tattersall, 1986), the absence of centralised bibliographic and technical services for
resource sharing (Coopers & Lybrand, 1985; Trier, 1976) and the lack of national
standards and guidelines (Cutts, 1986; Jones, 1987; Mitcheson, 1978). McIntyre and
Hardy’s (1988) landmark Victorian-based study of TAFE libraries and the benchmarking
of minimum service levels, recognised the positioning of TAFE libraries in the national
reform framework of industry focused student learning and competency-based training
(CBT). Utilising McIntyre’s and Hardy’s (1988) operational specifics, Booker, Murphy,
and Watson’s (1995) Focus on Learning provided TAFE libraries with quantifiable
metrics such as the services available in TAFE libraries. These metrics served to provide
to TAFE institutes and the TAFE sector, more generally, with quality indicators for TAFE
libraries.
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From having specific resources for industry training to supporting learners of a
competency-based curriculum, TAFE libraries were established to support and respond to
changes in vocational education programmes and their delivery methodologies. The TAFE
library support for VET learning was primarily through its delivery of physical resources,
for example, books on the shelf. Physical resources aligned to the traditional support
required for competency-based training (CBT) and open learning. TAFE library services
were established to provide resource-based learning to support the coursework taught.
Because TAFE is about practical, skill-based education, library collections emphasised
currency as well as “how to” resources. The TAFE library, as the resource-laden provider
of materials to a predominantly diverse and part-time cohort, aligned its services to the
student centric and non-academic focus of VET teaching. The shift to CBT and the
packaging of core units within the curriculum matched TAFE libraries’ information skills
training to supporting an educational model based on what Smith (2010) calls the
atomisation of skills within each workbook. Training packages, built on rules, compliance
and standards, enforced work-related learning to a prescribed curriculum, with knowledge
codified in training packages, as an abstracted ideal of work practice and performance.
Furthermore, the shift from teacher-centric to student-centred learning encouraged
students to independent resource-based learning.
TAFE libraries were established on principles of non-academic information services for a
broader socioeconomic cohort than that supported by the university sector. TAFE courses,
by their very nature, require different levels of library instructional support (Jones, 1987).
The value of TAFE libraries for teachers and students is often in the “ability to rapidly
access learning resources in packaged form, rather than for the breadth and depth of library
resources which are surely part of the educative experience” (VATCL, 1997, p. 2).
The following section expands the discussion on how TAFE libraries support teachers and
the vocational curriculum of TAFE.
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2.3.2

TAFE libraries and the vocational curriculum

Shulman (1987) categorises VET teachers’ knowledge and the pedagogies of the VET
sector as content knowledge, pedagogical knowledge, curriculum knowledge, pedagogical
content knowledge, knowledge of learners, educational contexts and educational ends.
All [VET] teachers need general pedagogic knowledge, curriculum knowledge,
knowledge of their specialist area, knowledge of learners and their characteristics,
and educational contexts, and the broader social purpose of learning (Wheelahan
& Moodie, 2010, p. 22).
Debates in the literature about VET teacher knowledge emphasise the VET teachers’
industry currency, knowledge and skills in content and its assessment (Corben & Thomson,
2001; Robertson, 2008; Sutcliffe, 2008). A “good” VET or TAFE teacher requires first,
professional knowledge, especially in the content they teach and how their students learn;
second, professional practice, for example, using a range of teaching strategies and
resources to engage students in learning; and third, professional engagement, for instance,
industry involvement or reflection and action on improving student learning (Wheelahan
& Moodie, 2010).
As Wheelahan (2008, p.6) points out, the curricula of VET qualifications are based on
units of competency taught from training packages and defined through their relationship
to workplace tasks or roles. Assessment requirements associated with the VET curricula
relate to the performance and knowledge requirements of the unit as informed by advice
from industry.
Bolvig (2000) states that because VET is based in practice, its libraries emphasise the
collection of "how to" materials, for example, audio-visual resources, rather than subject
and theory-based content. VET library resources, whether for teaching or other
information purposes, need to be current and relate to student learning materials that back
up the required units of competency. In addition, TAFE libraries, as primarily VET
libraries, focus on the supply of physical resources, like text and workbooks, to provide
traditional learning services.
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TAFE libraries support TAFE teachers through the range of collaborative services they
offer, from collection development to information literacy classes for TAFE students. For
any library, information literacy (IL) training is at the forefront of the services they
provide. Information literacy refers to the “research skills needed to achieve critical
assessment outcomes and demonstrate graduate attributes” (Eraclides, 2013, p. 9). Fafetia
(2006) finds little consultation between TAFE librarians and teachers in aligning
information literacy training to the VET curriculum. Leong (2007) reports a degree of
confusion as to what information literacy is and intends to be within the TAFE context,
considering the practical job ready focus of the curriculum and limited need for writing
skills programmes. Kloppenborg and Ruddy (2013), in examining the role of information
literacy in Victorian TAFE libraries, find continued frustration among librarians with
disinterested teachers. Responses to the lack of engagement with TAFE teaching staff and
students to capitalise on library IL training ranges from a lack of teacher knowledge of
what information literacy is to misunderstanding by teachers that everything is online and
students know what to do anyway. TAFE libraries, like their university counterparts, are
still reliant on relationships between individual teachers and librarians in implementing IL
training. While many TAFE librarians work with no teacher input at all to their IL training,
the adoption of IL in Victorian TAFE libraries is sporadic, inconsistently accepted and
embryonic in its systemic implementation (Ruddy & Kloppenborg, 2014).
TAFE libraries engage with a variety and level of VET students due to the range of
teaching offered, from lower certificate to higher level, degree qualifications. TAFE
libraries deal with a significant number of students who have little experience with
computers and require additional assistance from the library to complete the requirements
of their course (Kloppenborg & Lodge, 2010). In 2019, a report into Victoria’s Free TAFE
enrolments similarly confirmed Victoria had the worst TAFE State course completion rate
in Australia, with many students lacking basic language, literacy and numeracy skills to
pass their course (Carey, 2019). The first interaction between these students with poor
digital literacy and technology skills often occurs in TAFE libraries (ALIA, 2009; Nicolle,
2000).
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Due to their smaller size, TAFE libraries can exhibit a more personal feel than more
extensive university libraries. The “learning commons” model and social space
configuration are prominent in the design of many TAFE libraries (Youens, Hardy,
Carlsson, & Tairi, 2008). The learning commons design that enables students to study
collaboratively reflects a lesser requirement in TAFE libraries for a quiet academic study
space or carrels associated with higher degree research. Similarly, as a hub for many
institute services such as information technology assistance and learning support, TAFE
libraries often accommodate other student services, for example, bookshops, print rooms
or copyright advice, within the one physical space.
TAFE libraries have a strategic goal to support a varied clientele. TAFE’s wide-ranging
demographic often spans the gap between Year 10 and university entry. Their clientele is
often part-time students with many students entering post-secondary education with low
levels of literacy, numeracy and computer skills (Milne, Glaisher & Keating, 2006; Ryan,
1987; Volkoff, Clarke, & Walstab, 2008). The range of students a TAFE library deals with
differs from the university context. This student cohort includes a substantial number of
school-age students as well as students often requiring English as a second language
assistance. TAFE libraries differ from university libraries in providing library skill training
across a broader educational spectrum, especially in areas such as numeracy, literacy and
information skills.
There is a broader spread of library duties and multi-skilling of tasks among TAFE
librarians compared to university library staff (Kloppenborg & Lodge, 2010). The
literature indicates university library staff are more specialised than non-university
librarians, with less delineation between the library tasks performed by senior and junior
team members (Blackwell, 2009). The multi-tasking of TAFE librarians may be due to the
lower staff to student ratio in TAFE when compared to universities. TAFE librarians may
appear more multi-skilled due to the much smaller size of TAFE institutes. There is a
discrepancy in library infrastructure and the staff size of TAFE libraries compared to
universities and university libraries. For example, Kloppenborg's (2011, p. 46) research
found the average number of liaison librarians in Victoria’s dual-sector libraries numbered
four, compared to 0.38 across Victoria’s nine regional TAFE libraries.
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TAFE library services emphasise supporting VET competency-based training and flexible
delivery models from Certificate I qualifications to Advanced Diploma level
qualifications. TAFE libraries' collection development reflects its VET orientation through
predominantly physical collections such as English language learning kits, multimedia
class sets and reserve collections. Physical collections are built to meet the information
needs of lower certificate level VET qualifications centred on classroom-based teaching
practices. TAFE library services aim to support lifelong learning skills, flexible and
workplace delivery of services and the integration of information literacy programmes into
the appropriate learning outcomes of the AQF (Leong, 2007; Tyler, 2011).
Unlike the research support emphasis that many university library services provide, for
example, extensive database suites or advice on journal impact factors, TAFE libraries
direct the majority of their resources towards assisting traditional models of teaching, such
as classrooms, through reserve and textbook materials. This view of TAFE libraries as a
gatherer and distributor of resources (Leong, 2007) emphasises a perception of a service
rather than an educative role. TAFE library resources and services underline collection
development based on a curriculum support structure.
The transformation of post-secondary education, nationally and within Victoria, can
suggest a corresponding change in the way libraries should support the educational mission
of their institutions. A shift towards HE delivery in TAFE signifies a repositioning of
institutional boundaries as well as the role, identity and purpose of TAFE libraries in their
educational and scholarly support of HE.

2.3.3

HE in TAFE libraries

There is a shortage of literature about HE TAFE libraries. The move by TAFE libraries
into supporting the information behaviour and needs of its HE lecturers has analogies in a
small number of international library studies.
The equivalent of the HE TAFE library in the United Kingdom is the Further Education
(FE) and Polytechnic library. In the United Kingdom, the expansion of HE into FE
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impacted on libraries by having more students to support, more digital information
resources to evaluate and the need for increased liaison with academic staff (Jackson,
Banwell, & Proud, 2003). The early perception of polytechnic libraries is as “a provider of
materials” (Armistead & Moore, 1987, p. 49), consisting primarily of “teaching collections
and so unfit to support academic research” (Heery, 1987, p. 125). Goodall (1995, p. 53)
argues that HE in FE either stretches “an already overstretched service” or provides some
impetus for additional library funding to upgrade to the minimum expectation of HE
delivery. Pickles (1996) contends that the academic drift implicit in expanding HE
provision in FE, has produced a shift from general broad-based library provision to the
more accurate resourcing and services required for HE delivery. The equivalent of the FE
library in the United States is the community college library.
According to Dale (1986), the primary role of the community college library is to support
the institute’s teaching programmes, including sub-degree and degree qualifications.
Ashworth (1984) similarly endorses the view of non-university libraries being about
student-centred learning, curriculum development and teacher support mechanisms.
Mesling (2003) argues that community college libraries are curriculum driven, reliant on
the resource provider that directly supports the coursework taught, leaving little budget for
more support of teacher information or research needs. Some studies argue that community
college libraries help teachers through active information services built on liaison between
teachers and librarians (Raufman & Colby, 2003). Reed’s (2012) research on community
college libraries highlights convergence between library and teaching staff through
curriculum planning, subject librarians, involvement in joint planning and assistance on
research papers. The literature about FE and community college libraries surmises that
libraries support teachers principally through curriculum development, in “the resources
needed to support the course” (Sheetz, 2001, p. 42) and through research skill training in
teaching areas. Similar issues have arisen in the limited literature about HE TAFE libraries.
In TAFE, the realignment of some library resources towards HE delivery signifies a repositioning of the role, identity or purpose of TAFE libraries in supporting the scholarly
information behaviour inherent in HE. Similarly, the growth of technology, volume of
available information and increased need for IL skills to understand information, provide
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TAFE libraries with an opportunity to partner in the teaching and learning process. The
HE TAFE libraries’ evolving role in HE can include providing additional scholarly
services. The support and expansion to a stronger academic emphasis in HE TAFE can be
through the services, resources and facilities that its libraries provide to HE lecturers and
students (Aroche et al., 2012).
Section 2.1 presented a review of relevant concepts in information behaviour. Other
sections noted some information behaviour theories which may be useful for the study. In
addition, Chapter Two has reviewed the literature on university libraries and their support
of academic scholarship as well as the existing research on TAFE libraries and their
support of teaching staff. The final part notes the literature gap around TAFE libraries’
support of HE scholarship in TAFE and justifies the research question.

2.4 Research Gap: TAFE library support of the scholarly
information behaviour of HE lecturers in TAFE
institutions
The few studies on HE in TAFE consider the sector’s formation, identity and regulatory
issues. The work of Goulding (2011), Williams (2013b) and Williams, Goulding, and
Seddon (2013) are (to date) the only significant studies of lecturer scholarly practice in the
HE TAFE sector. They are useful for background information for defining, analysing and
expanding understanding of scholarly engagement in HE TAFE through a narrative
approach. However, these studies do not address the underlying notion of the information
behaviour that underpins HE scholarship in TAFE.
Section 2.1 discussed information concepts such as information need and information
seeking within the overarching discussion of information behaviour. The section discussed
some seminal information behaviour theories of relevance to the present research. The
importance of context, emotion and affect in any understanding of information behaviour
was noted. There was a brief discussion of the information behaviour of lecturers that
highlights the importance of the disciplinary area within a lecturers' academic context.
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The second section revealed a plethora of studies relating the role of HE university libraries
in building research and scholarly capability in the university sector (Allen, 2011;
Dickenson, 2006; Gallen, 2011). The literature suggests that HE library support relates to
a library’s information resources, services, skills training, information technology,
facilities and partnerships.
Section 2.3 noted the sizeable lack of TAFE library literature. There have been no Master
or above theses on TAFE libraries since 1995 (Hannan, 1995; Little, 1993). The available
research on TAFE libraries is usually situated as either industry or trade commentary
(ALIA, 2016) or as presentation tailored for conference proceedings (Ruddy and
Kloppenborg, 2014).
The two Australian studies discussed in this review concerning TAFE libraries and support
of HE delivery in TAFE primarily address a library’s physical and electronic development
to meet HE accreditation standards, and the revisions to faculty liaison support models to
help a HE curriculum (Aroche et al., 2012; Kloppenborg, 2010).
The literature review reveals a significant lack of research on TAFE libraries managing in
the new HE environment. Research on the scholarly information behaviour of lecturers
and libraries draws exclusively from a university-based understanding of information
behaviour. There is a lack of studies on the information behaviour of lecturers in a nonuniversity context, as well as the supporting role of its library. As HE delivery moves into
the VET and TAFE sectors, a desire amongst HE teaching staff to demonstrate scholarship
is anticipated. There is a challenge in understanding how TAFE libraries support this
desire. One step is to address the lack of available research on TAFE libraries, lecturers
and their scholarly information behaviour to ascertain more clearly the current situation.
The present research may assist in better understanding TAFE, its libraries, and how they
support the scholarly information needs of its HE lecturers.
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3 Methodology
The literature review has investigated the background and significance of the research
problem and has set out the justification for the research question:
•

How is the scholarly information behaviour of Higher Education (HE) lecturers in
TAFE institutions supported by TAFE libraries?

Figure 3.1 outlines this chapter and introduces the interpretivist approach used in the study.
What follows is the rationale behind that choice and the proposed use of a constructivist
grounded theory methodology. Discussion on the principles of this approach precedes a
presentation of how the constructivist theory develops. Next, the chapter offers the
strengths and weakness of the methodology.

3.1 Theoretical approach
3.2 A qualitative study
3.3 Grounded theory
3.4 Constructivist grounded theory research design
3.5 Data gathering
3.6 Data collection and analysis
3.7 Summary and presentation of findings

Figure 3.1. Chapter Outline
The chapter then discusses the research design in the study, including site and participant
selection, data collection, data analysis and data coding. Participant sampling and ethical
issues surrounding selection follow. Data collection methods are then discussed, including
transcription and researcher identification of initial ideas. What follows is data analysis,
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especially the coding strategies and stages of the methodology. Theoretical sampling, as a
process in the methodology, is discussed concerning further refinement and verification of
the categories. Discussion on the evaluation of the study precedes a final section that offers
a framework to understand the presentation of the findings.

3.1 Theoretical approach
Research paradigms offer a range of different approaches for the process of research. This
range is due to the underlying ontological assumptions or world view of the researcher
regarding the nature and form of reality. A world view influences the perception of the
phenomenon the researcher wishes to study and their development of the research
questions. Guba and Lincoln (1994, p. 105) describe a research paradigm as the “basic
belief system or framework that guides the investigator, not only in choices of method but
in ontologically and epistemologically fundamental ways”.
Ontology is defined by Creswell (2007, p. 16) as one’s “stance toward the nature of
reality”. Epistemology refers to the theory and nature of knowledge, how it forms and how
a researcher knows what they know (Creswell, 2007). Axiology, or researcher values and
understanding about methodology or how people come to know, influences the research
approach (Pickard, 2013; Punch, 2009). Ontology, epistemology and researcher values
determine the research design and each of these affect the research methodology. These
elements are discussed in the section that follows.

3.1.1

Paradigm

There is a wide range of literature about focusing on the underlying principles that provide
a framework for understanding research (Bredo, 2006; Bryman, 2008; Creswell, 2007;
Patton, 2002). The literature reviewed for this study suggests two main ontological
paradigms: positivist and interpretivist.
Research conducted in the positivist paradigm acknowledges reality as a phenomenon that
exists independently of the observer that the researcher can discover. The positivist
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paradigm grew from Comte’s social physics investigation of progressive thinking and the
reality of science (Comte & Martineau, 1893). Using observation and scientific
methodology, Comte sought to exclude any metaphysical doubt from research by applying
robust logical experimental methods to human sciences (Comte & Andreski, 1974).
Principles of testability, structured experimentation, causality, measurement and
objectivity weave through the positivist paradigm towards a single truth. The positivist
paradigm seeks replication and patterns in its findings because the object of investigation
is independent of the researcher.
Research conducted in the interpretivist paradigm is underpinned by approaches that
assume reality is socially constructed and thus is subjective and based on individual
interpretation (Bryman, 2008). Interpretivist approaches accept that there is no single truth
and that knowledge is context and time specific (Case, 2008; Dickenson, 2006; Gallen,
2011). Under an interpretivist paradigm, reality is a negotiated contract between the
observer and the participant. Interpretivism is a “people-focused” paradigm. Knowledge
is through “…meanings attached to the phenomena studied” (Kilborne, 1992).
3.1.2

Epistemology

Epistemology is the relationship between the knower and what is known (Cohen, Manion,
& Morrison, 2007). Within the interpretivist paradigm, the meaning is from each subject’s
perspective; context is paramount and research focuses on multiple perceptions of reality
(Krauss, 2005). Interpretivism sees knowledge as deriving from familiar concepts and
meanings and recognises the importance of exploring how participants construct their
understanding. Interpretivist approaches use rich, in-depth inquiry through the interaction
between researcher and participants.
This research draws on the epistemological position of interpretivism with the researcher
seeking to construct meaning and understanding from a variety of people who may have
different world views from each other and the researcher, and who are fundamentally
involved in an ever-changing world (Neuman, 2011). The researcher has his own socially
constructed interpretation of the phenomenon under investigation- TAFE and its libraries
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- through interaction and exploration of the views of multiple stakeholders as well as
through his personal experience.
3.1.3

Constructivism

There are many approaches within the broader interpretivist paradigm. Williamson (2006)
suggests that constructivism is one approach focusing on how people construct their
worlds. Constructivist approaches build on the assumption that meaning is created through
human interaction with each other and the world and transmitted through social discourse
(Crotty, 1998). Knowledge is communal, generated through “historically and socially
situated social processes” (Gergen & Gergen, 2008, p. 818). Knowledge is, according to
Collins and O’Brien (2011, p. 98), “the meaning that people make out of their experience.”
Denzin and Lincoln (2005, p. 24) explain constructivism as follows:
The constructivist paradigm assumes a relativist ontology (there are multiple
realities), a subjectivist epistemology (knower and respondent co-create
understanding), and a naturalistic (in the natural word) set of methodological
procedures.
What this means is that there is no universal reality to discover. Constructivist research
seeks deeper, nuanced and more context relevant understanding of phenomena. It
recognises that knowledge is a constant co-construction between people as they interact
with themselves and their world. It understands the importance of the position and context
of the researcher and the participants. As an interactive process, researcher values have,
according to Guba and Lincoln (1994, p. 114), “pride of place, shaping ([and] in the case
of constructivism, creating) inquiry outcomes”. Charmaz (2014) similarly notes the
subjectivity of constructivism (for example, cultural values, social context and shared
viewpoints between the researcher and participants) and researcher involvement in the
construction and interpretation of data.
…we share in constructing what we define as data…our conceptual categories
arise through our interpretations of data rather than emanating from them or from
our methodological practices. Thus, our theoretical analyses are interpretative
rendering of a reality, not objective reporting of it (Charmaz, 2005, p. 509).
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Guided by a constructivist framework, this research will use a constructivist approach
within the interpretivist paradigm because it explores and seeks to reconstruct the
understanding of librarians and lecturers in TAFE who all operate in different contexts and
are likely to have different ways of seeing that context.

3.2 A qualitative study
According to Creswell (2009), the researcher brings to the choice of a research design, not
only their ontological and epistemological viewpoints but methodological strategies of
inquiry. The literature suggests that there are three primary inquiry methods – quantitative,
qualitative or a mixture of the two (Crotty, 1998; Flick, 2011; Freebody, 2003; Punch,
2009; Veal & Ticehurst, 2005).
Aliaga and Gunderson (2000) describe quantitative research as explaining phenomena by
collecting numerical data that is analysed using mathematically based methods.
Quantitative research often studies the relationship between variables based on a
hypothesis (Pickard, 2013). Quantitative research is commonly associated with the
positivist ontology of a single truth and objectivism independent of human influence as if
the “inquiry takes place as through a one-way mirror” (Guba & Lincoln, 1994, p. 110).
The literature review provided a plethora of studies on academic information behaviour
and libraries based on a quantitative approach. These studies draw on usage patterns,
citation analyses, data sets and transaction log analysis to examine information use trends
and characteristics (Friedlander, 2002; Hoppenfeld & Smith, 2014; Meho & Tibbo, 2003;
Zhang, 2001). Quantitative studies, according to Creswell (2007), are not designed to
capture motivations for behaviours or explain processes. They are designed to better
explain broader phenomena through the classification of data.
Qualitative research is for when the research question centres on the “need to collect,
interpret and make judgments about data that cannot be measured, such as what people say
and do, and why” (O'Toole & Beckett, 2009, p. 28). It is an approach suitable to study
people, phenomena and objects in their natural settings.
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Qualitative research focuses on the interpretation of the meaning people bring to their daily
lives. Its suitability for this research lies in understanding people on their terms and in their
settings while seeking to uncover shared practices and meaning.
Qualitative research has the following key features:
•

prolonged immersion within the field with the researcher the key-data collector

•

the researcher’s role is to gain a holistic understanding of the context, logic, process
and implicit rules of an activity (Denzin & Lincoln, 2005)

•

to provide descriptive narrative as the primary way to analyse the findings (Punch,
2009).

Julien and O’Brien (2014, p. 248) note that information behaviour research uses traditional
methods, such as surveys, content analysis and interviews, with “attention to affective
variables…consistently low”. The present research considers affective variables, such as
the work pressure of HE lecturers, budget constraints and associated stress of service
provision of TAFE librarians and the regulatory and compliance load of TAFE.
The present research, within its qualitative and interpretative approach, notes participants’
attitudes, emotions and stresses within their work role, institute and the HE TAFE sector.
The researcher is conscious that how HE lecturers and participants feel about working in
HE TAFE may influence how they respond. The researcher notes that the relationship
between a person's institutional work role to information seeking is moderated by many
factors, including affect. The study seeks to understand better how contextual and affective
factors may play into the HE lecturers' thinking in influencing their scholarly information
seeking.
Most qualitative research emerges from the “interpretivist” paradigm because it is a
paradigm that sees the world as constructed, interpreted and experienced by
individuals (Ulin, Robinson, & Tolley, 2004). Corbin and Strauss (2008, p. 16) suggest
that qualitative research is about the “desire to step beyond the known and enter into the
world of participants, to see the world from their perspective and in doing so make
discoveries that will contribute to the development of empirical knowledge”. A qualitative
approach will be used in this research because the focus is on uncovering the shared
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practices and meanings of the HE lecturers in their scholarly information seeking and for
TAFE librarians in their support of this pursuit.
The next section suggests that an inductive rather than deductive approach is suitable for
this research. Qualitative research, according to Soiferman (2010, p.7), often employs
inductive thinking or reasoning “since it moves from specific observations about
individual occurrences to broader generalisations and theories”.
3.2.1

Inductive approach to theory generation

With an inductive approach, the data informs the investigation (Veal & Ticehurst, 2005).
Theories grounded in the data may emerge (Douglas, 2003) as the data is collected and
analysed. The principles of inductive analysis, as described by Lincoln and Guba (1985),
include analysis through multiple readings and interpretation of findings arising from the
data, the primacy of the development of categories and that the assumptions and experience
of the researcher shapes the findings.
Benz and Newman (2008) note that an inductive approach is frequently associated with an
interpretivist paradigm as it enables the researcher to demonstrate reasoning generated
from participant points of view. An inductive approach is also consistent with a qualitative
approach as it seeks the development of themes or categories from raw data (Miles &
Huberman, 2010; Punch, 2009). Rather than a deductive approach that develops and tests
a hypothesis based on existing theory, the proposed interpretivist research adopts
naturalistic inquiry that, according to Williamson (2006), typically uses an inductive
approach to reasoning and analysing qualitative data. One inductive methodological
approach is grounded theory.

3.3 Grounded theory
Grounded theory was developed in the 1960s by Glaser and Strauss (1967) as a response
to the need for a methodical approach to the generation of theory in qualitative research
and the social sciences. Grounded theory “combined the depth and richness of qualitative
interpretive traditions with the logic, rigour and systematic analysis inherent in quantitative
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survey research” (Walker & Myrick, 2006, p. 548). Glaser and Strauss’ (1967, p.1) seminal
work, The Discovery of Grounded Theory described grounded theory as the “discovery of
theory from data”. Rather than using data to test hypotheses as was prevalent in
quantitative and positivist research. Grounded theory, using an inductive process,
emphasises the generation of theory grounded in the data. Hence, it can offer “insight,
enhance understanding and provide a meaningful guide to action‟ (Kuhlthau, 2004, p. 12).
Moreover, grounded theory is different from other qualitative methods, for example, case
studies or ethnography, because it seeks not only to reveal participant experience but to
generate a descriptive theory of that experience through a complete organised method
(Birks & Mills, 2011; Charmaz, 2014).
As a research methodology, grounded theory generates concepts from the data drawn from
participant experiences, meanings and actions in order to produce a theory. This is further
discussed by Glaser and Strauss (1967) who note that grounded theory is a systematic
method for generating theory from data that emphasises the researcher’s objectivity during
data collection and analysis.
Bryant (2003) argues that no researcher can be completely objective. Today, adherents of
constructivist grounded theory do not believe that theory emerges from the data separate
to researcher involvement. Researchers who utilise constructivist grounded theory
construct theories through participation and interactions with people, situations,
perspectives and research practices (Charmaz, 2014). According to Mills, Bonner and
Francis (2006), constructivist grounded theory as a method is relativistic and appreciative
of the multiple and subjective truths and realities of individuals. The research findings of
the theory are placed therefore not as absolute truths but as versions of experience that
highlight the researcher’s interpretive understanding of personal meanings.
There is difficulty in generalising theories produced from a grounded theory methodology.
Grounded theory is suitable for in-depth understanding and explanation of meanings and
underlying of structures of what participants do within a phenomenon. As a methodology,
its focus is on generating understanding rather than predictability and comparison of data
results to a wider sample.
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Constructivist grounded theory is an appropriate method for this research for many
reasons. Firstly, it draws on raw data (mainly, participants’ interviews) to produce
conceptual understanding from a qualitative description and so provide the data for a
substantive theory of an unexplored area. Constructivist grounded theory is a suitable
approach to a research project to explore and build theory. According to Ellis and Levy
(2009), grounded theory can provide extra value when the literature fails to support the
theoretical evolution of the phenomenon. Secondly, grounded theory is “one that is
inductively derived from the study of the phenomenon it represents” (Strauss & Corbin,
1990, p. 23). The study is grounded in an in-depth analysis of participant experience, rather
than a hypothesis and process led approach. It is appropriate for this research because it
explores complex social, cultural and psychological processes; for example, scholarly
information behaviour and develops a substantive theory explaining these processes
(Charmaz, 2014; Strauss & Corbin, 1990). Jones and Alony (2011) note the reasons for
the suitability of grounded theory for information studies research as including the
method’s ability to suit different types of researcher and its absence from the constraints
of a priori knowledge. Finally, grounded theory aims for applicability to the real world of
practitioners. According to Glaser (1978), grounded theory must fit and work for the
people affected by it as well as have relevance to real life problems encountered in the
field. Constructivist grounded theory is a suitable methodology for the educational
practitioner world of HE TAFE and is consistent with one of the aims of the research,
which is to inform the professional practice of TAFE librarians and HE lecturers.
3.3.1

Strengths and limitations of grounded theory

All research methods have strengths and limitations. Advantages associated with the
grounded theory method include, firstly, the explicit recognition of researcher
involvement, freedom and participation in the research process (Charmaz, 2014). A second
advantage is a production of data, rich in the participant context and detail that is guided
by theoretical sampling.
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The researcher accepts that the grounded theory methodology aims to produce theory but
that whether a theory emerges from the data is dependent on the data and the context and
research questions explored.
There is a second potential limitation of the method, the production of a significant amount
of data, making analysis challenging. To mitigate this, the researcher is conscious of being
precise and relevant to the context and research questions. The participant sample size and
the scope of the study are factors that raise the researcher’s awareness of the amount of
data produced from a qualitative study. The researcher is aware of theoretical saturation;
that is, data collection and analysis when no new themes emerge as a considering factor in
the methodology.
A third criticism is the lack of structure in grounded theory (Glaser, 1978). Grounded
theory data collection and analysis are systematic and flexible rather than structured.
Charmaz (2014) notes grounded theory is not a prescriptive method. Instead, it is a
heuristic method from data collection to coding to concept creation to theory generation
(Allan, 2003; Backman & Kyngas, 1999). Rather, grounded theory is an established,
integrated and inductive approach to research that employs a systematic approach in its
methodical processes.
3.3.2

Constructivist grounded theory

Constructivist grounded theory developed from the ontological and epistemological
position of constructivism. Constructivism believes that “the world consists of multiple
individual realities influenced by context” (Mills et al., 2006, p. 2) and accepts that "reality
is socially constructed" (Mertens, 2005, p. 12). Most researchers who have articulated a
constructivist approach to grounded theory have drawn on the work of Charmaz (Birks &
Mills, 2011; Breckenridge et al., 2012; Bryant, 2003; Herring, 2013; Higginbottom &
Lauridsen, 2014). Since first raising a social constructivist version of grounded theory in
her study of chronic illnesses, Charmaz (2000) has repeatedly highlighted the fluid and
interactive nature of grounded theory. She has raised the rejection of discovering an
implicit theory. Instead, Charmaz (2014) insists that data and theories are discovered based
on the researcher’s involvement with people, perspectives and the research practice.
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Constructivist grounded theory is used as the research method because this research aims
to gather rich and accurate participant description through the story of their experiences to
discover concepts and produce a theory. Charmaz (2014) acknowledges the importance of
participants’ stories for providing data to better address the research questions. Integrating
participants’ interpretations into the research is achieved by the methodology through the
relationship between the researcher and participants in the sharing of information.
The research also uses constructivist grounded theory because the researcher
acknowledges participants’ values, beliefs and experiences are situated in the research
process and can influence the process and outcome of the study. The researcher’s choice
to use a constructivist approach to grounded theory was first influenced by their interest in
hearing, interpreting and understanding the opinions of librarians and HE lecturers in a
previously unexplored area of study. Secondly a flexible and non-positivist approach in
design which gave emphasis to a shared construction of meaning between researcher and
participants was appropriate for research in an area within which the researcher worked.
Finally, the methodology suited the research question because it encouraged data
collection and analysis across a large pool of participants working in TAFE. The
researcher’s personal feelings and experience as a Library Manager in HE TAFE are
considered within the constructivist paradigm.
The methodology acknowledges that theories are contextual and specific to culture, time,
place and situation. The researcher recognises that collected data on library support of the
scholarly information behaviour of lecturers in HE TAFE does not provide a single view
of reality. Instead, as Charmaz (2000, pp. 521-522) notes, there are multiple realities where
“people create and maintain meaningful worlds though dialectic processes of conferring
meaning on their realities and acting within them”. The outcomes of the methodology may
not then be generalisable. The implication of this is that rather than as in positivistic
research testing hypotheses or making predictions, this approach seeks understanding,
meaning and interpretation of the participants’ reality in a specific context.
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3.3.3

Criteria for evaluating constructivist grounded theory

As opposed to the criteria for evaluating positivist research, such as generalisability and
transferability of results, or confirmability of the results, Charmaz (2014) proposes four
different criteria for evaluating a constructivist grounded theory. The criteria are
credibility, originality, resonance and usefulness. These are explained in relation to the
present research as follows.
Credibility refers to the extent to which the research is believable based on the findings it
presents. The research achieves credibility through an auditable evidence trail, prolonged
researcher engagement with the data, developing categories using constant comparison and
explanation of how they have been developed. The criteria of originality will be achieved
by deriving new insights from the categories that may contribute to further understanding
of TAFE libraries and the scholarly information behaviour of HE lecturers in TAFE.
Charmaz’s (2014) third criteria is resonance. Resonance refers to whether the coding
portrays the fullness of the studied experience. Resonance refers to revealing hidden
meanings in the data and drawing connections between the participants, their institutions
and lives. Resonance is demonstrated by the researcher questioning whether the coded
categories demonstrate the fullness of the research through full, rich narrative depicting
the experience of participants. Resonance is indicated by comparing the categories to the
literature about university HE providers. It will be shown by drawing links between both
lecturer and librarian, their work role, institution and sector.
The final criteria of usefulness will be evident in the extent the findings are appreciated by
other people and their potential for subsequent research. The usefulness of the research is
evidenced by the level of positive response the researcher receives from such presentations
and research papers from the research and the acknowledgement from those in HE TAFE
sector of the usefulness of the research.
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3.4 Constructivist grounded theory research design
Though there is disagreement between the various proponents of grounded theory on how
to realise a grounded theory study, there is consensus on what the components of the
methodology consist of (Charmaz, 2014; Corbin & Strauss, 2008; Glaser & Strauss, 1967).
These elements include identifying a research area, sampling strategies and theoretical
sensitivity. Theoretical sensitivity means that the researcher is attuned to picking up
insights on relevant issues and happenings evident in the data. In this research, it means
being able to present, empathise and understand the view of the participants. As part of
this process, writing memos and keeping research notes assist the researcher in describing
the situation and recording their feelings and ideas. Grounded theory methodology
acknowledges theoretical saturation, or the point at which the researcher decides no new
themes are emerging from the data collection and analysis. Finally, theoretical sampling is
part of the methodology. It refers, in the research, to selecting participants who can assist
in refining codes and themes to guide the data collection process.
3.4.1

Identifying an area for research

The research problem develops from the researcher’s area of interest; the introduction of
HE into TAFE, his knowledge of TAFE and professional contact with TAFE librarians.
The researcher’s literature review revealed significant gaps relating to the role of TAFE
libraries in supporting newly introduced HE courses in their institutions and the related
scholarly information behaviour of lecturers involved in teaching these HE courses.
Pre-commencement of the study in 2011, 96 Australian institutions were accredited to
offer VET and HE qualifications (Moodie, 2010). These institutes included 23 selfaccrediting authorities (SAA), five of which were Australia’s five dual-sector universities.
Seventy-three other tertiary education institutions offered VET and HE qualifications. This
number of 73 comprised 61 private registered training organisations (RTO), for example
Tabor College in Victoria, and 12 TAFE institutes, for example, Challenger TAFE in
Western Australia. In 2015, five Victorian TAFE institutions were accredited to deliver
their own HE qualifications. It is these five institutions that are the focus of this research.
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3.4.2

Selection of research sites

The sites of the research are Victorian TAFE institutes that deliver their own HE
qualifications.
Five Victorian HE TAFE institutes meet the two main criteria of the research, namely:
•

the TAFE institute is offering its own HE qualifications

•

the TAFE institute has a library.

The five Victorian institutions are Box Hill Institute, Chisholm Institute, Holmesglen
Institute, Melbourne Polytechnic (formerly Northern Melbourne Institute of TAFE
(NMIT)) and William Angliss Institute.
The researcher excluded William Angliss Institute from the research because of ethical
concerns. During the research, the researcher was employed as the Manager of Learning
and Information Services (Library) at that institute.
The research site was the four remaining Victorian HE TAFE institutes that deliver their
own HE qualifications.

3.4.3

Selection of participants

Participants in this study were TAFE librarians and HE lecturers from the four TAFE
institutes. Table 3.1 illustrates the makeup of the two-member groups, based on the
following rationale.
Table 3.1. Participant Groups
Librarians

Lecturers

Library Manager

HE Manager

Liaison librarian

HE Department or course leader

Team leader/Branch librarian

Lecturers, including sessional staff

Scholarly information librarian
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The Library Manager is the most significant driver of the strategy, staffing, resourcing and
servicing of library services for their institute. Liaison librarians are the principal conduit
and facilitator for reference, information resourcing and other library information services
to lecturers. The responsibility of a team leader or branch librarian includes the
coordination of staff involved in reference, circulation and rostered desk duties. For this
research, a branch librarian role, more aligned to the responsibility of a single campus site
library, was included in this category. Scholarly information librarians cover the role of
academic librarians or information literacy librarians who are responsible for providing
scholarly library support to HE staff.
The term lecturer encompasses many categories, involved in various levels of teaching and
HE delivery. The lecturer terminology includes Managers of HE departments in TAFE. It
includes HE Course or Department leaders who handle a variety of HE duties, such as HE
administration, course accreditation, student liaison as well as teaching. The label
‘lecturers’ includes permanent and sessional staff who were principally employed to teach
as their top priority.

3.4.4

Initial and purposive sampling

Charmaz (2014) notes that sampling in constructivist grounded theory is purposive, open
and flexible and aims to gather rich, in-depth information about the phenomena under
study. Sampling in grounded theory studies occurs in two major phases: initial sampling
and theoretical sampling. Figure 3.2 illustrates the sampling process followed in this
research.
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Figure 3.2. Sampling Process
Initial sampling refers to sampling at the beginning of the study before the collection of
data. The sampling procedure for this study followed both purposive and convenience
sampling. Purposive sampling refers to targeting a particular group of individuals “based
on a specific purpose rather than randomly” (Allen & Kim, 2001, p. 713). Purposive
sampling allows the researcher to choose the most appropriate data to investigate and
facilitates further sampling decisions from the codes, patterns, categories and themes that
emerge from the data (Glaser & Strauss, 1967).
Convenience sampling refers to a type of non-probability sampling, that is, where “people
are sampled simply because they are "convenient sources of data for researchers”
(Battaglia, 2008, p. 149). Table 3.2 illustrates how purposive and convenience sampling
was used in the study.
Table 3.2. Purposive and Convenience Sampling
Purposive

Convenience

Library Manager

HE Lecturers

Liaison librarian

HE Manager

Team leader/branch librarian

HE Department or course leader

Scholarly information librarian
HE Manager
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HE Department or course leader
HE lecturers

The study commenced with purposive sampling which was used to select all four Library
Managers known to the researcher and considered critical to the study. Liaison and
scholarly information librarians were also purposively chosen for the study. Their selection
was through the researcher knowing their role in the sector or through the Library Manager
recommending them as a suitable participant. Team leader/Branch librarians
accommodated HE liaison work in their duties and were purposively sampled after the
recommendation from previous librarian participants. In summary, purposive sampling
was used for all librarian participants.
However, purposive sampling was used for some HE Department or course leader and HE
lecturer participants. As the data collection and analysis proceeded, the researcher was
cognizant that, while the purposive selection was possible for two HE Managers from two
institutes, it was not feasible for the other two institutes. The reduced range of participants
from the institutes was due to one institute naming who would be available to be contacted
by the researcher and by the HE Manager role being restructured and unavailable at another
institute. The researcher was aware early in the research that the high number of sessional
lecturers in the HE TAFE sector may limit the size of the HE participant group. This
limitation was due to the non-availability of some sessional staff due to teaching
commitments. As a result, HE Department or Course Leader participants and lecturers
were contacted for the study because their permanent or contract mode of employment
ensured their availability.
The research did not examine disciplinary differences among HE lecturers but the
commonality of understanding across the HE participant group. Table 3.3 illustrates the
range of disciplinary areas the research involved.
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Table 3.3. HE Disciplines
Biotechnology
Aquaculture
Equine Studies
Creative Arts
Community Mental Health,
Alcohol & Other Drugs

Biology
Business
Music
Engineering
Management
Commerce
Electrical Engineering

ITC
Early Childhood Studies
Hospitality & Tourism
Business Finance
Viticulture
Accounting

Convenience sampling was used by either a participant recommending a fellow lecturer
who would be willing or interested in being contacted, or the researcher actively searching
for lecturer participants. In most cases, contact with the lecturer participants was either
through the staff directory section of institute websites or HE Managers providing contact
details to the researcher of possible lecturers and HE Course/Department leaders that
would be willing to be approached. In six cases, contact with a lecturer was through the
researcher having met the participant and the participant recommending other potential
lecturers to contact. In summary, both purposive and convenience sampling were used for
all HE lecturer participants.
3.4.5

Theoretical sensitivity

Theoretical sensitivity refers to the researcher being sensitive and responsive to the data.
Strauss and Corbin (2008, p. 19) refers to “sensitivity” as “the ability to pick up on subtle
nuances and clues in the data that infer or point to meaning”. Charmaz (2014, p. 161)
defines it differently as “the ability to understand and define phenomenon in abstract terms
and to demonstrate abstract relationships between studied phenomena”. Charmaz (2014)
aligns theoretical sensitivity to the act of exploring possibilities, pondering, raising
questions, seeing connections between the data and probing the research experience.
Charmaz (2014) relates developing theoretical sensitivity through the act of theorising,
where the researcher can bring the deep theoretical understanding of the phenomenon by
“stopping, pondering and thinking afresh” (Charmaz, 2014, p. 244). In this study, the
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researcher enhanced theoretical sensitivity by his own professional experience and insights
gathered from the literature review.
3.4.6

Theoretical saturation

Theoretical saturation occurs when the researcher agrees there is no further need to refine
the data concerning the concepts developed. It happens when no additional new
information collected develops any further concepts. The number of participants sampled
in this study was in keeping with other information studies from the grounded theory
tradition, including studies with librarians or lecturers as participants. These include, for
example, Tucker’s (2012) review of university students information searching,
Cunningham’s (2012) study of 22 librarians and academic library services and the
grounded theory study of 30 academic’s teaching practices by Thomson (2013). However,
“saturation is a judgment” (Charmaz, 2014, p. 214). Before commencing data collection,
the researcher did not anticipate how many participants to sample because of the cyclical
nature of the design as the constant iteration between data collection, analysis and new
theory. However, the researcher was cognisant of the desire to interview each of the four
library managers, with at least one liaison librarian and at least one information literacy
librarian from each of the four institutes. The number of HE lecturer participants
interviewed included HE Department heads as well as a mix of course leaders and lecturers
from across the four institutes.
The significant number of participant interviews arranged and conducted during the
research was the subjective decision of the researcher. The researcher was aware of
achieving theoretical saturation of data from the two distinct participant groups and spread
across the four different institutes. A risk associated with extensive sampling was the
researcher overwhelmed by the volume of data and unable to pay proper attention to the
analytical processes. The researcher minimised the risk by recording his own theoretical
ideas and thoughts emerging from participant data and by being consciously aware of the
stage at which no fresh insights appeared. As data collection and analysis continued, the
researcher noted that the final few pre-arranged interviews with participants did not reveal
any further thematic or conceptual development.
Chapter 3 - Methodology

97

3.4.7

Researcher and reflexivity

Charmaz (2014, p. 17) states that theories are constructed through interpretation by the
researcher based on their “past and present involvements and interactions with people,
perspectives and research practices”. As a qualitative and interpretivist study, researcher
knowledge, views, assumptions and experiences influenced this research process and data
analysis. Consistent with the constructivist grounded theory methodology, research is an
iterative process involving continual researcher reflection. There was acknowledgement
of the subjectivity of the researcher in the process, not, according to Levy (2003, p. 94),
“to suspend subjectivity, but to use the researcher’s interpretive framework consciously as
the basis for developing new understanding”. Guba and Lincoln (2005, p. 210) describe
reflexivity as “the process of reflecting critically on the self as researcher”.
Charmaz (2014, p. 344) goes on to describe reflexivity as the researcher’s scrutiny of the
research experience, decisions and interpretations in ways that bring them into the process.
Reflexivity includes examining how the researcher’s interests, position and assumptions
influence their inquiry. It informs how the researcher conducts their research and
represents them in written reports. Reflexivity aligns to a naturalistic inquiry (Lincoln &
Guba, 1985). It highlights a self-conscious decision by the researcher to emphasise their
position in the research process and how their biases influence data analysis, narratives
and theory development.
For the grounded theory researcher, the research question and study design are indicative
of the researcher’s interpretivist epistemology and strong affinity with a qualitative
research approach. Constructivist grounded theory, as study design, reflects the
researcher’s constructivist understanding and personal perspective towards libraries in HE
TAFE. The researcher’s professional interests and position as a HE TAFE Library
Manager and former President of the Victorian Association of TAFE libraries were a
motivation for the study. The researcher’s experience was acknowledged and recognised
as essential for enhancing theoretical sensitivity and reflexivity.
The researcher’s previous studies and understandings of HE TAFE libraries motivated him
to undertake further research in this area (Kloppenborg, 2009; 2010; 2011; Kloppenborg
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& Lodge, 2010; Harris & Kloppenborg, 2012; Kloppenborg & Ruddy, 2013). These
studies kindled an awareness that HE in Victorian TAFEs was occurring but that little was
known about how TAFE libraries supported this emerging HE sector. In addition, the
researcher’s TAFE institution, William Angliss Institute, was expanding its HE delivery.
The researcher’s involvement as a Library Manager in strategic conversations about HE at
William Angliss Institute was also a stimulus to exploring the bigger picture of HE in
Victorian TAFE and its libraries.
Awareness of researcher influence on the research was inherent to the unstructured
conversational approach to interviewing participants. The style of interviewing
participants, relaxed and conversational, facilitated openness, interactivity, flexibility and
participant sharing of the issues.
Mruck and Mey (2007) note that grounded theorists use their ‘pet concepts’ and
preferences for specific codes and categories. These result from their respective academic
socialisation and background and will necessarily gain influence during the data analysis.
The researcher acknowledged his position in the setting, context and culture of HE TAFE
libraries. The researcher continuously questioned with his supervisors how his social,
cultural and professional background and biases could intervene in the research process.
3.4.8

Constant comparison of data

The constant comparison of data to theory assures all data is, according to O’Connor,
Netting and Thomas (2008, p. 41):
…systematically compared to all other data in the dataset. This assures that all
data produced will be analysed rather than potentially disregarded on thematic
grounds.
Data analysis is a continual iterative exchange between collection and interpretation. It
commences as the data is collected in grounded theory studies. The constant comparison
process of data collection and analysis is illustrated in Figure 3.3 below.
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Figure 3.3. Summary of Constant Comparison of Data
[Acknowledgement to Gorra’s data collection and analysis model (Gorra, 2007)]
For the researcher, the constant comparison of data took the form of comparing the codes
that emerged from the interview recordings. The initial codes derived from the HE
participants are outlined in Appendices 13 and 14, for example, HE TAFE and
Definition, Scholarship and Publishing, and TAFE Libraries and Barriers. Examples of
the initial coding from the librarian participants included HE and effect on the library,
HE library resources and services and detailing HE use. Themes were identified by
repetition, similarities and differences between them and what was missing between
them. Themes from the larger initial codes were then copied into a table of codes
describing how they related to each other.

3.5 Data gathering
This study uses two principal sources of data: interviews and documentary evidence. Both
data sources are supported as reliable data collection tools in qualitative research (Denzin
& Lincoln, 2005, p. 378).
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3.5.1

Interviews

Interviewing is a qualitative technique that stresses the importance of human behaviour
and practices through language. It is a fundamental mode of inquiry that seeks
understanding via personal lived experience and the meaning derived from that experience.
Semi-structured interviews provide flexibility in operation and design towards the specific
themes of interest to this study (Creswell, 2007; O'Toole & Beckett, 2009). The semistructured interview process required the researcher to empathise, listen, seek involvement
and clarify any misunderstanding of the questions. Within the interpretivist paradigm,
interviews can be used to address the complexity and significance of different situations
in which participants inhabit.
According to Holloway and Wheeler (2010), a pilot study is not usually associated with
qualitative methods. It can, however, be a useful preliminary familiarisation exercise for
data collection. Sampson (2004, p. 361) places a pilot study’s importance in
“foreshadowing research problems and research questions”. The researcher in this study
determined to undertake a pilot study and exploratory interviews took place with one
librarian (13 February 2015) and one lecturer (11 March 2015). Pilot interviews assisted
in refining the interview questions and the skills and experience of the researcher, giving
him confidence to proceed with the full-scale process.
Email requests for interviews were sent to the librarian and lecturer participants between
9 February 2015 and 7 July 2015, inclusive of the pilot interviews. The email explained
the nature of the research and a request for an interview for a qualitative grounded theory
study. Ethics approval from Charles Sturt University and each respective institute was
included in the email as were some alternative interview days and times. The email
included an information sheet and consent form [See Appendices 4, 5, 6 and 7].
Twenty TAFE librarians were contacted for an interview. All 20 librarians accepted the
email appointment, with one librarian subsequently choosing to submit written responses
to the interview questions.
The researcher contacted 45 HE lecturers for an interview. However:
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•

Eleven lecturers either failed to reply to the email request, declined the request or
were no longer employees of their institute.

•

Two lecturers, who agreed to be interviewed, were subsequently excluded from the
study. Their exclusion was due to their late acceptance to participate, theoretical
saturation and sufficient data collection.

•

Two lecturers purposively selected by an institute were subsequently excluded
from the study by the researcher due to theoretical saturation and adequate data
collection.

•

One lecturer withdrew their participation after interview acceptance.

Of the remaining 29 lecturers, 28 agreed to face-to-face interviews, with one participant
choosing to submit written responses to the interview questions.
The researcher confirmed each interview via email one week before. Appendix 8 shows
the location of the interviews, with the majority occurring in the work offices of
participants. Table 3.4 shows participant sampling across the four sites of the study.
Table 3.4. Lecturer and Librarian Participant Site Distribution
Institute

Participants (n=49)
Lecturers
Librarians

Total

Institute A
Institute B
Institute C
Institute D

7
5
6
11

5
5
4
6

12
10
10
17

Total

29

20

49

Table 3.5 indicates the role or position of participants within each of the two main
participant groups. One participant identified themselves as sessional staff. Of the 29
lecturers, four participants said they were part-time staff. All four Library Managers were
interviewed. Of the 20 librarians, five participants worked less than full time. Appendices
11 and 12 provide a list of assigned pseudonyms to all participants, their institute and work
role.
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The 49 semi-structured interviews with participants, 29 lecturers and 20 librarians, were
conducted in the first stage of the research; that is, before theoretical sampling. The final
sample amounted to 46 personal interviews conducted face-to-face, one librarian
interviewed by telephone, at the request of the participant, and two written responses to
the interview questions.
Table 3.5. Lecturer and Librarian Participant Site Distribution
Lecturer
HE Manager
HE Department or Course Leader
Lecturer
Total

2
9
18
29

Library Manager
Team Leader/Branch Manager
Scholarly Information librarian
Liaison librarian
Total

4
4
3
9
20

Librarian

Appendices 9 and 10 show the interview guide for the semi-structured interviews for the
participant groups.
3.5.1.1 Interview structure and questions
The nature of the interview process in constructivist grounded theory is the gathering of
information through a question and answer process between the researcher and participant.
The basis for the researcher in developing the initial interview questions is the literature
review, the pilot interviews, researcher knowledge and experience of HE TAFE and
libraries, and supervisor feedback.
As the interview process proceeded, the language of the questions, not their intent,
developed in order for the interviewee to better understand the question. As the data
collection and analysis proceeded, some additional interview questions were added to
assist in refining the emerging themes and to pursue new and developing ideas.
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This process aligns with Charmaz’s (2014) view that interviews are an emergent technique
that becomes more structured as the process continues. Each interview started with the
researcher describing the purpose of the research. In every interview, the researcher began
with a few questions to relax the participant into the discussion and to lead into more
detailed and complex questions. Two examples were “Tell me about yourself? and “What
is your role at this institute?” Open interview questioning, that is, questions designed to
stimulate discussion among the participants about a particular topic, followed (Arksey &
Knight, 1999). The structure of the interviews was kept as conversational as possible with
the researcher seeking to establish rapport with participants. Gremler and Gwinner (2000)
describe researcher rapport as “chemistry” or being “in tune” with the participant.
Behaviours the researcher employed to build rapport included active listening, showing
respect, using humour where appropriate and being empathetic to participant responses.
Consistent with the researcher’s constructivist position, the interview process emphasised
the active construction of knowledge between researcher and participant. The interview
process highlights Maxwell’s (2005, p.5 ) assertion that interviewing can only tell you
“what that person thinks or feels or values about what they think is real. It can never tell
you what is actually real now or what was actually real in the past”. It was important for
the researcher to remember that interviewing is a contextual and co-constructed reality and
to avoid portraying the lecturer and librarians’ opinions as facts. It was equally important
to note that the librarian’s perceptions about lecturers may not be “correct”, just the same
as the lecturer’s perceptions about librarians.
Throughout the interview process, probing questions were used to tease out responses from
participants. The researcher introduced himself to participants as a TAFE Library Manager
and was aware that this may have coloured their responses. To overcome this, the
researcher attempted to put them at ease, and confirmed that he wanted their true opinions
and did not mind whether they were critical, in any way, of their library or TAFE. Kvale
(1996, p.133) describes the purpose of probing to deepen a question’s answer and increase
the richness of data obtained. An example of prompt questions for the HE lecturers was
following up the question about “How they see the TAFE HE degrees differentiating from
the University HE degree?” with prompts such as “applied, vocational, niche, new thing,
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type of HE”. An example of similar questions for the librarian participants was asking
about “collections, services, technology, space, staffing, or organisation” when asked
about “the extent the support of HE delivery has changed your library?”
The purpose of the interview questions for the HE lecturer participants was to increase
understanding about their views on HE in TAFE and on the role of scholarship in TAFE.
Equally significant was trying to understand how they sought scholarly information and
their use or non-use of TAFE libraries for that information. Also, I was interested in
understanding what their reasons were for use or non-use of TAFE libraries. For the
librarian participants, the purpose of the interview questions centred on how their TAFE
libraries were responding to the introduction of HE delivery from the perspective of
supporting the HE lecturers - for example, understanding the changes required in core
TAFE library resources and services and how those resources and services were, or were
not, used and valued by HE lecturers. Additionally, how librarians believed lecturers
sought scholarly information and where TAFE libraries sat in the information seeking
process was important to ascertain.
3.5.1.2 Interview collection, recording and transcription
Two audio recordings were made of each interview: one on an iPhone, as the principal
recording source, and another on an iPad, through an audio memo app as the backup. The
first recording was transferred and copied to the researcher’s iTunes software on his
personal computer as well as to a folder named “Interview raw recordings”. The most
extended lecturer interview was about 56 minutes, the most concise 25 minutes, with the
average duration of roughly 37 minutes. The most extended librarian interview was about
56 minutes, the shortest 22 minutes with a median length of approximately 41 minutes.
All interview recordings were transcribed verbatim by the researcher from the audio
recordings as soon as possible after the interview. The transcription was accomplished by
manually listening to every interview recording. These were typed up sentence by sentence
in one of two ways. First, after playing a piece of the audio, the researcher typed up the
sentence. Second, the researcher listening to the recording and repeated word for word the
interview using DragonSpeak software, which then auto typed into Microsoft Word.
Chapter 3 - Methodology

105

Though either process was extremely time-consuming, the need to identify with the data
personally determined the researcher’s decision to transcribe all audio recordings himself.
Manual transcription of the interviews embedded the researcher in the participants’ voices
and actions, creating a more profound, visual mental awareness of the setting, dialogue
and exchange through things such as breaks in the conversation or tone of voice. Manual
verbatim transcription of participant interviews heightened the researcher’s sensitivity to
the data, both its content and context, acting almost as what Evers (2011, p.3) calls a “first
stage of analysis”. The transcribing process allowed the researcher to reflect on the data
continuously as he worked through it. Additionally, researcher transcription of interviews
provided an improvement in the art of interviewing for subsequent interviews by
highlighting, for example, where a question was not clear to the participant or where the
researcher needed to further explore a topic with participants.
The accuracy of each transcript was ensured by the researcher listening to each recording
a second time and correcting errors. The researcher then named each corrected transcript
under a pseudonym for the librarian or lecturer. Manual transcription facilitated the noting
of any theme or idea that would emerge during the process. An example of this after a
lecturer’s interview was noting “scholarship in non-publishing terms, for instance, creative
arts as a form of scholarly communication”. An example from a librarian interview was
“staff cuts to HE means concentrating on maintaining existing programmes”.

3.5.2 Documentary evidence
Charmaz (2014, p. 45) states that “documents provide a major form of data” and can
provide rich information about the culture of an individual or organisation (Robson, 2002).
Wolff (2004) defines documents as standardised artefacts that occur in particular formats.
In deciding the relevance of a document, the researcher was guided by whether it explicitly
or implicitly referred to scholarly information, library support, scholarly work, research or
pedagogy. Documentary evidence provided additional corroborative evidence not
available to the researcher through the interviews. Documents are “potentially rich in

Chapter 3 - Methodology

106

portraying the values and beliefs of participants in the setting” (Marshall & Rossman,
2011, p. 160).
For this thesis, the corpus of documents was the publicly available TAFE library, Higher
Education and institutional department information. Institutional documents included,
where possible, HE and scholarly strategies, scholarly profiles, policies and procedures.
Library documents relate mainly to post-2005 HE delivery in Victorian TAFE and
encompassed more extensive publicly available sources, such as the Victorian Association
of TAFE Libraries (VATL) minutes and archives, statistics and library annual reports. At
a micro level, library information comprised public domain information, such as handouts,
website information and electronic communications.
The researcher created folders on his computer under three main headings- Institute
documents, Victorian Association of TAFE Libraries (VATL) documents and TAFE
libraries information. The researcher grouped document content into themes, for example,
TAFE institutes’ submissions to TEQSA for HE accreditation, or VATL discussion papers
on library database consortia. The researcher then considered how the documents related
to each other and how they supported or not the themes that were emerging from the
interview research findings. Throughout the analysis of the interview data, there was
referral to documents for changes at the TAFE institute and library level and how they
compared to the attitudes and thoughts expressed by the participants.

3.5.3

Ethical issues

The researcher ensured that before the commencement of any empirical work, the research
had a sound ethical basis through the following measures.
•

Gaining approval from the CSU Ethics Committee (Ethics Protocol Approval
Number: 300/2014/25) [Appendix 4].

•

In February 2015, a courtesy letter was sent to each of the HE TAFE institutes
Chief Executive Officers as well as HE Department Managers, advising them that
the researcher was seeking to interview some of their staff for a research project.
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Importantly, the courtesy letter and information sheet to participants highlighted
that the research is a confidential study of the HE TAFE sector as the focus. The
letter advised that participants and their institutions would not be associated or
named or identifiable in the thesis or any subsequent publications. The first two
institutes replied with approval from their Head of Programmes/Educational
Services in February 2015. The third institute referred my request to their Ethics
Committee of which subsequent approval was given on 26 February 2015. The
fourth institute requested full Ethics Review Panel approval, which was given on
18 May 2015.
•

All participants signed an informed consent form before participating in the study
[Appendix 6]. The consent form noted that participation was voluntary with the
option of withdrawal from the study at any time. The consent form stressed the
anonymity, confidentiality and privacy of participation and that it was a sectorbased participant group study.

•

The researcher commenced the interview process by informing participants of the
purpose of the research and the research topic, emphasising that outcomes would
be de-identified and seeking to allay any confidentiality concerns.

•

Participants were informed that an audio recording of the interview would be taken.
Participants were then informed of their right to withdraw from the interview at
any time or to have the recording disabled during the discussion.

3.6 Data collection and analysis
According to Charmaz (2014), constructivist grounded theory follows an eight-step
process of data collection and analysis. These steps are initial coding, focused coding, early
memo writing, focused coding, advanced memo writing, theoretical sampling, theoretical
saturation and ordering memos to discover the argument (Wilson, 2002, p. 8).

Chapter 3 - Methodology

108

Charmaz (2014) outlines the coding strategies of constructivist grounded theory to two
stages, initial coding and focused coding. Initial coding is an open conceptualisation of the
data including the identification of assumptions, action, and meaning, comparison of data
to data and identifying gaps in the data. “Initial codes are provisional, comparative and
grounded in the data” (Charmaz, 2014, p. 117). Focused coding follows initial coding. It
concerns concentrating on the most frequent or significant initial codes. The researcher
then can question what these codes mean and what they indicate.
Memo writing sits as a step in the methodology between data collection and drafting a
narrative. Memos record the researcher’s involvement, thinking and analysis of the data.
Theoretical saturation refers to a point in the research process where gathering any more
data is recognised as no longer contributing to new insights, ideas or themes. Theoretical
sampling, as previously noted for this research, is about sampling participants to further
illuminate the properties of a developing theoretical category or critical theme.
Figure 3.4 provides an overview of the steps discussed in the constructivist grounded
theory methodology. The following sections describe each step in the process in more
detail.
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Coding

Concepts

Categories

Initial coding
-open
categories

Focused – build
and clarify a
category

Theoreticalcore categorise
and integrating
and refining
theory

Grouping and
prevalence of
common theme

Higher order
commonalities

Theoretical
Sampling

Early
Memos

Theoretical
Saturation

Advanced Memos

Figure 3.4. Overview of Data Collection and Analysis (Charmaz, 2014)
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3.6.1

Initial coding

Patton (2002) says that an inductive analysis like grounded theory is informed by four
strategies, “patterns, themes, categories, and typologies”. Whereas patterns provide a clear
interpretation of the findings, themes are the outcome of the coding process. The link
between establishing the themes or categories is the coding of data. In simple terms, coding
in grounded theory refers to attaching labels to parts of data that depict what each piece is
about (Charmaz, 2014, p. 4). Coding is the process of analysing data and developing
conceptual categories. It is the primary mechanism to discover new theory (Mills et al.,
2006; Walker & Myrick, 2006).
The researcher immediately coded the data after collection. This process followed the
transcription and checking of each interview. The coding was at a broad incident or
segment level and occurred while re-listening to the audio recording of the interviews. This
step of initial open coding provided the researcher with insight, early concepts, and
connections to the data. It informed a more detailed and analytical approach to re-reading
each transcript line-by-line and identifying substantive codes within the data (Mills et al.,
2006).
Codes emerged from the researcher’s analysis of the transcripts when an idea or statement
was identified as interesting and relevant to the research. Codes emerged from a piece of
information that surprised the researcher, for example, a lecturer mentioning that to them
scholarship only meant publishing or when the participant stated that what they were
saying was important, for example, a librarian discussing HE as time and money hungry
to support. Additionally, codes were generated when the researcher recalled something
relevant in the literature that was applicable to the participant’s conversation.
The second step of initial coding was coding the data line-by-line. This step “prompts you
to look at the data anew” (Charmaz, 2014, p. 127) and encouraged the researcher to
question the processes occurring during the phenomenon, such as “What process(es) is at
issue here; how does this process develop; and how do participants act while involved in
this process”? Line-by-line coding aligns to two of the criteria for judging the worth of a
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grounded theory study, namely fit and relevance. Fit refers to the emergent use of
preconceived codes or categories from existing theory (Glaser & Strauss, 1967). Relevance
means capturing the essential features of the study.
There were 426 pages of interview data from the lecturer participants (about 138,000
words) and 287 pages of interview data from the librarian participants (approximately
98,000 words). Nvivo is computer-assisted qualitative data management software (QSR
International Pty Ltd 2015). The researcher attended Nvivo training with the intent of using
the software to assist in the analysis of data and facilitate efficiency in initial line-by-line
coding. Rather than assisting in an interpretative understanding of participant’s feelings
and responses, the researcher felt the software imposed an artificial complexity and
distraction of forced codes that failed to capture the nuances of a vast and varied number
of participant responses. Though Nvivo can be used to undertake manual coding, the
researcher felt that the software did not assist as an analysis and coding tool and
subsequently, was not used. The researcher believed that Nvivo software pushed data into
pre-determined categories relegating the human interpretation and reflection into a process
(Kelle, 1995). The researcher felt the immediacy and nuances of the interview data were
better captured through reflecting and recording the themes directly into a word document.
Additionally, the researcher thought that the constructivist position of the study
discourages complicated computer analysis of data, such as word count, matching of data
inquiries and modelling verification (Johnston, 2006).
Charmaz (2014) suggests that line-by-line coding of individual transcripts with gerunds
(that is, verbs ending in “ing”), or action words, is a significant step in the coding process.
This type of coding helps to define implicit meanings and actions, gives
researchers direction to explore, spurs making comparisons between data, and
suggests emerging links between processes in the data to pursue and check”
(Charmaz, 2014, p. 121).
The researcher used gerunds, for example, for the librarian participants “Noting liaison
changes” or “Stating the busyness of HE lecturers”, as a sub-code to the broader open
initial category. The researcher used in vivo coding, that is, using the participant’s own
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words, in the sub-code. In vivo coding is useful in highlighting the participant responses
from their everyday experiences in their own language as part of the initial code.
The initial coding stage produced a significant number of codes. Image 3.1 illustrates a
printout of the initial coding scheme by participant type.

Image 3.1. Printout of Initial Sorted Coding Data
A challenge for the researcher was to gather and categorise the quantity of generated coding
data into a manageable data set. The researcher approached this task by gathering similar
codes from each participant group and linking each of these codes to the corresponding
participant text in a master table for each participant group. Tables 3.6 and 3.7 show two
excerpts from the initial coding master tables for the lecturers and librarians [See explanation
of pseudonyms on pages 131 and 172 and in Appendices 11 and 12). The tables show the
initial code (gerund) and sub-code using in vivo text where suitable. The tables include text
examples and a count of how many participants spoke about the issue.

Chapter 3 - Methodology

113

Table 3.6. Excerpt from Initial Coding Master Table – Lecturers
Initial code
(Gerund)

Sub-Code

Text example

Count
(N=29)

Defining
Scholarship

Boyeristic

But more importantly, you are communicating that effectively because scholarship for its own right, by itself in isolation...is not
scholarship. It has to be communicated. That would be my take on scholarship.

4

Boyeristic !!! (Bill)
And that is what I call scholarly. Whether it is teaching in terms of research or whatever? (Stephen)
So directly help, or it could be indirect, it could be to do with the discipline that I am teaching auditing so keeping up to date with
auditing standards and that. But also, what I do as a teachers or lecturers to do with teaching and assessment practices and what
are the good ways to deal with those particular cohort, so it could be both...direct is to do with teaching method so it is indirect
and direct is to do with discipline area. (Rose)
So, I very much believe in the Boyer scholarly model of teaching. Um, I recognise that in pure research [mocking tone] that
teaching is not scholarly because of research and scholarly. Well that is crap. (Paul)

Naming
Library
barriers

Geography ...about it is that there is a number of different campuses here as you know and… So just to be able to send our students to easily

3

get something a lot of the books are there (Alan)

They are libraries at different campuses as well. So, we are sort of split. It would be great if we could put all those resources
together and just have one library. I can understand but then you have got to have people staff every one of those libraries (James)
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I actually think that the set-up there is actually better than the one they have which is the main campus which seems to be more
VET. Whereas this one here seems to be more HE…the HE students tend to use it a lot more they tend to engage so maybe that is
why it is slanted a little bit more to HE (Patricia)
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Table 3.7. Excerpt from Initial Coding Master Table - Librarians
Initial code
(Gerund)

Sub-Code

Text example

Count
(n=20)

Describing HE
effect

Deepening the
culture and
your
knowledge

So, then I feel as though we have brought the feeling of culture where we are just more hands on ...hands on with the
students (Yuri)

3

How it is changed? It has changed the whole perception of what learning is, the adult nature of learning and education. It
has taken the back so that there is a theory to education because previously in all my years in TAFE it was very much
simply to provide material to students. They came and were told where you find it, this is it. Now we want the teachers
themselves to have some knowledge of what they are learning, and their learning styles. So, there is an expectation that
there is a theory involved with the education and a thinking. Now I, obviously there has been very little thinking involved
in what goes on here. TAFE teachers are not involved in big thinking. They are more involved in teaching to the national
curriculum (Michael)
But it is more, you know, you have to deepen your knowledge. I have found I have to do that. And, um, you have really,
you are much more involved...(Yuri)
There was a need to up skill, to create faculty librarian positions and up skill those roles to support the different academic
requirements of HE (Don)
I would say quite frankly HE has been the saving grace of the library before continuing to exist as a library with helping us
to develop our careers...(Michael)

Identifying HE
barriers

Opening
hours

We did try and meet that need, and no one would come in. It was just not viable for us to be open (Lucas)

2

But there doesn’t seem to be a demand for the library as a study space after hours (Jill)
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Initial coding produced 90 lecturer codes and 81 librarian codes. Appendices 13 and 14
summarise the initial codes for the participants groups under the same protocol as the
master table, namely initial code, sub-code using in vivo text where suitable and a count
of how many participants spoke about the issue.
Initial coding of the lecturers revealed data that included HE's view of the TAFE sector,
their institute and their library. Initial codes that emerged strongly were how scholarship
is understood at participant and institutional level. How the individual lecturers’
perceptions contrasted with their institution’s view of scholarship was noted. The variety
of library resources and services to support scholarly information needs were noted. Also
stressed were the barriers to the institute library in supporting the lecturer’s scholarly
behaviour. Gaps and desires for TAFE libraries, including the lack of disciplinary
resources and the impossibility of offering resources to the extent of university libraries,
were emphasised.
The initial coding from the librarians highlighted codes about the impact of HE on TAFE
libraries, the services and resources to support lecturers and the barriers to greater use by
lecturers. The initial coding suggested themes associated with how HE lecturers sought
scholarly information. Additionally, initial codes revealed themes surrounding the future
challenges for TAFE libraries in addressing that information behaviour, need and seeking
of its HE lecturer staff.
Charmaz (2014, p.136) says that initial coding establishes the analytical direction of the
research. It is the next coding stage, focused coding, where these codes are studied, sorted
and patterns emerge.
3.6.2

Focused coding

Focused coding is the second stage of the coding process.
In focused coding you use these [initial) codes to sift, sort, synthesise, and
analyse large amounts of data … [which] requires decisions about which initial
codes make the most analytic sense to categorise your data incisively and
completely (Charmaz, 2014, p. 140).
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Focused coding involves the researcher making decisions on what initial codes are more
relevant, useful or more frequent to the study. Charmaz (2014, pp. 140-141) suggests that
raising questions, such as in what ways might initial codes reveal patterns or which codes
best account for the data, are useful for defining focused codes, “when your data indicates
it” (Charmaz, 2014, p. 147). Charmaz (2014, pp. 140-141) also argues that some strategies
to assist the researcher in the focused coding stage are first, constant comparison of code
to code and data to data to heighten the theoretical sensitivity of specific ideas. Second, it
is useful for the researcher to reflect, then synthesise, significant codes in the dataset. This
can be heightened by sweeping across all the interviews, memos and thoughts to consider
the underlying principle of what was happening.
The researcher examined the 90 initial lecturer codes and 81 initial librarian codes looking
for similarities, congruency and frequency between codes. Appendices 13 and 14 list the
initial codes for the two groups. For example, the lecturer code “Explaining HE University
differences” had three sub-codes. These were “Expectation to do research and
publication”, “Less workload and more support” and “Teaching and qualifications”. These
three sub-codes, as illustrated in Figure 3.5, were merged into a focused code of “Teaching,
administrative support and research expectation”.

Expectation of research
Explaining HE University
differences
Workload and support

Teaching, administrative
support and research
expectation

Teaching and
qualifications

Figure 3.5. Focused Code Lecturers: Explaining HE University Differences
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An example from the librarian participants, listed in Appendix 14, is “Describing HE
effect” on TAFE libraries. Seven sub-codes, for example, “Changing collections and
services” or “Noting liaison changes as important” were distilled down to one focused
code of “Highlighting accreditation, liaison, collections and prestige”. This is shown in
Figure 3.6.

Saying little or no effect

Highlightlighting
accreditation

Noting prestige and
survival

Describing HE effect
Changing collections and
services

Highlighting
accreditation, liaison,
collections and prestige

Noting liaison as
important

Noting research and
training demands

Deepening culture and
knowledge

Figure 3.6. Focused Code Librarians: Describing HE Effect
Lesser codes, which the researcher felt were important, were aligned in a supportive
position linking to a focused code. For example, the librarian code “Stating HE needs Endnote” was grouped to the focused code of “Stating HE needs - Wanting university-type
library services”. The researcher returned to each interview transcript and the ideas and
thoughts recorded during the first look at the data. Comments were re-examined, looking
for the conceptual pattern across pieces of similar data. For example, ideas recorded from
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the data of five lecturers when asked the interview question about “Defining Scholarship”
noted:
•

stating support of teacher pedagogy (Bill)

•

linking scholarship to discipline-development (Bill)

•

scholarship is not disciplinary based but the scholarship of teaching and learning
(Adam)

•

defining scholarship as creating and sharing new ideas (Adrian)

•

scholarship = not just publishing/presenting...subject currency...applies to teaching
practice, bringing in new ideas (Sam)

•

explaining scholarship has many forms (Alan).

These ideas connect to the focused code of “Defining scholarship within Boyer’s
definition” (discipline development and dissemination).
Saldana (2009) and others recommend distilling the initial coding into 20 or so selected or
focused codes (Creswell, 2007; Lichtman, 2006). The focused coding process produced
19 focused codes for the lecturers and 16 focused codes for the librarians. Tables 3.8 and
3.9 list these.

Table 3.8. Focused Coding – Lecturers
Focused coding – Lecturers
Stating workload and time poor - Impact factor on scholarly activities
Stating HE sessional staff – Impact factor on scholarly activities and building research
culture
Distinguishing between VET and HE - Philosophy and teaching paradigm
Explaining HE University differences - Teaching, administrative support and research
expectation
Identifying HE TAFE - New space, cultural intrusion and academic loneliness with VET
heritage
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Seeing TAFE, HE degree - Generally different (niche, applied and work readiness focus)
Defining scholarship - Boyer’s definition (discipline development and dissemination)
Criticising institutional support of scholarship - Ill-defined, under-supported and T and L/
PD centric
Seeing scholarship, research and publishing - Self-motivation and improvement
Defining scholarly information behaviour - Ease, familiarity and convenience to range and
depth of discipline resource (University)
Noting scholarly information behaviour - Networking and friends’ access
Noting scholarly information behaviour model - Mix of resources depend on research
(mainly journals) and teaching (textbook focus) need
Using institute library - Based on student perspective and teaching need
Maintaining information currency - Predominantly Internet, alerts, networks and social
media
Seeing scholarly information behaviour changes - Relate to internet and less physical use
Appreciating librarians and databases - Mainly for teaching and student focus
Noting library barriers - Limited discipline access and depth
Understanding library barriers - Funding, lack of support and VET legacy
Wanting new library - University model of databases, textbooks, services (HE growth
dependent)

Table 3.9. Focused Coding – Librarians
Focused coding – Librarians
Describing HE effect - Highlighting accreditation, liaison, collections and prestige
Distinguishing lecturers - Noting individual differences
Believing HE research - Study, teaching and HE expectation
Using library - Principally for teaching & student needs
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Defining library - Predominantly VET moving to mixed and holistic
Differentiating HE/VET resources and services - Scale and intensity
Describing HE usage - Mix of resources and services
Describing liaison - Informal and under-resourced
Defining scholarly information behaviour - Self efficacy but poor information literacy
and lack of knowledge
Defining scholarly information behaviour - Networks based ease, familiarity and access
across sources, especially university library
Defining scholarly information behaviour - Google and Google scholar
Appreciating - Librarians, collection and teaching needs
Identifying HE barriers – Lack of knowledge, busyness and sessionals
Identifying HE barriers - Institutional problems, including culture and under–resourcing
Stating HE needs - Wanting university type library services
Stating future challenges - Expectations of HE in transitioning VET institute
Charmaz (2014) suggests that the researcher looks for the patterns indicated in the focused
codes to develop them further into theoretical categories. Rather than just the merging of
concepts into groups, in grounded theory “… the theoretical coding is part of the selective
process used to integrate the grounded theory” (Herring, 2013, p. 61). Constructivist
grounded theory stresses the importance of the researcher remaining open to the
relationships between core categories to develop theory and not forcing analysis on any
framework. Theoretical coding, suggests Charmaz (2014), can be used to conceptualise
possible links between core categories and to develop a coherent analysis. Three tools
assisted the researcher in moving the data analysis towards theoretical category generation:
memos, the researcher’s diary and diagramming, which are discussed next.
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3.6.3

Written memo, researcher diary and diagrams

A critical component in the theoretical category stage of constructivist grounded theory is
writing memos and drawing diagrams. Memos demonstrate how the researcher constructs
their understanding of the data through their interaction with it. Conceptual memos of the
process of code development are part of the inductive approach in this study leading to the
development of theory.
Memos prompted the researcher to analyse data. An example is in Figure 3.7, which shows
the researcher noting institutional misunderstanding of scholarly information behaviour
based on “Finding material through convenience” and the TAFE library being a VET or
“baby library” for scholarly information support.
Memo – 19 May 2015
Very rich first half with some incredible memorable quotes in there, e.g. this is a baby
library....my intellectual loneliness...... cultural element comes through. Idea of HE
being a foreigner in VET territory. Conflict within Institute as well. Embryonic.
Passion of the HE innovators introducing this into the TAFE sector. Idea of journey.
Problems of sessionals. Scholarly activity and the battle to have that recognised. Still
the importance of university access and speed as opposed to the Institute of library as
the source. Finding material through convenience, personalisation for example having
your own personal library of library books. He is not about the access as the library is
within a stone’s throw. About experience, the fact that it is under developed. Going
outside system because Institute doesn’t support/recognise/understand it. That there is
slow progress. Still a VET library. Sense of uniqueness of HE TAFE.

Figure 3.7. Example of Memo (19 May, 2015)
Memos assist theory development because “memo-writing encourages you to stop, focus,
take your codes and data apart, compare them and define links between them” (Charmaz,
2014, p. 164). Memos, according to Charmaz (2014), are useful for explicating theoretical
coding from the focused coding stage. Figure 3.8 is an example of a memo from the latter
stages of data collection and analysis.
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Memo – 18 August 2015
Passionate, vocal, critical....animated...rocking on chair, not caring what he
says...blunt and damming of certain aspects of the institute.
Very cynical....some really juicy quotes...
Constantly repeating that there is no support for research at the institute.
Appreciated the librarians but still in situ at fault in terms of this support for
becoming a true higher education college. Constantly referred to the absence of
scholarship in practice despite ticking the boxes in theory. Notice similarities with
earlier interviews. Very clear in the IB daily follows. Spelt out explicitly for the
research. Again Google scholar as primary first step. Appreciates access and ease
of integration and universities which is lacking at his own institute library. Model
of searching using colleagues across libraries emphasizes whatever easiest to find
information again prevalent. Reiterated the importance of print books for prestige
as a library. Complication of using his own institute library search function.

Figure 3.8. Extract from Memo (18 August 2015)
The notes included comments on the lecturer’s use of university libraries for information
searching, the importance of convenience to their information behaviour (underlined and
asterisked) and recognition of the TAFE library for HE accreditation and expansion.
Memos were written immediately after the interview. To the researcher, memos were more
freely expressed, used to record ideas to follow up and were reflective of the interview and
participant experience.
The researcher diary, shown in Figure 3.9, acted as a valuable point of reference for the
researcher to reflect and clarify ideas for ongoing analysis of emerging patterns in the data.
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Research diary- 7 March 2015
Using own uni. library
Inter library loan as key…for their own study
*Convenience factor for information needs
Applied degrees…little research culture but growing
Research culture is individual lecturer /pursuit V domain V institute; Research is
embryonic; Recognition of library is needed to support HE expansion
Needed for accreditation
Establishment funding for collections because collections built from VET
Info. Services team at expense of others...technical, lending side.
E-resources gap was apparent as VET doesn’t support e-library expansion
More databases wanted/ Staffing—no change…decline because of funding
Collections- IL----HE is different from VET…more demanding of library than
VET- Specialist resources e.g. databases
Degrees grew from where there was strength in the VET sector
HE as teaching???? What they teach affects library use…

Figure 3.9. Extract from Researcher’s Diary (7 March 2015)
To assist in clarifying the theoretical categories, Charmaz’s (2014) final step of the analysis
is sorting memos and core categories via a conceptual diagram. Standard features, concepts
and relationships across the study were re-examined, refined and developed by re-visiting
the data and diagramming. Diagramming acts as a kind of graphic representation, visual
memo or enhanced conceptualisation process that encourages a more precise
understanding and clarification of how categories relate to theoretical codes (Buckley &
Waring, 2013).
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Image 3.2. Diagramming of Theoretical Categories across both Participant Groups

3.6.4

Theoretical categories

The focused coding stage produced a significant number of focused codes related to each
other. “Stating workload and time poor,” “Stating HE sessional staff” and “Distinguishing
HE University differences” are three focused lecturer codes constructed from the higher
order abstract category of the “Impact factors on scholarship”. Similarly, the three librarian
focused codes on scholarly information behaviour can each be considered related to the
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higher order theoretical category of scholarly information behaviour based on selfefficacy, networking and convenience.
Examining the relationships and dependencies, the 35 focused codes across the participant
groups were refined into nine major theoretical categories, within which a number of subcategories resided. An initial theoretical category for the librarians was “HE as a
constructive library influence”. This category incorporates focused codes that refer to the
transitioning effect of HE on library collections, liaison services, definitions of the TAFE
library and skills and knowledge of librarians. The category absorbs the notion of the
TAFE libraries’ importance to the HE accreditation process as well as distinguishing
library services to VET students by scale and intensity.
The theoretical categories developed for lecturers were:
•

HE TAFE as differentiated sector

•

scholarship as an individually and institutionally contested concept

•

scholarly information seeking as purpose and access dependent

•

TAFE libraries as teaching and student learning centric.

The theoretical categories developed for librarians were:
•

HE as positive influences on TAFE libraries

•

barriers to lecturers’ use of TAFE libraries

•

scholarly information seeking across information sources

•

TAFE libraries as teaching and student learning centric

•

the evolving TAFE library.

Charmaz (2014) recommends using theoretical categories for further data collection
through theoretical sampling. Returning to participants and presenting researcher findings
through theoretical sampling is always, according to Breckenridge (2009, p.118),
“purpose-driven: the sample is selected for the purpose of explicating and refining the
emerging theory”. Theoretical sampling implies the researcher questioning their findings
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against a new set of empirical data. For theoretical sampling, there were further interviews
with four participants: two librarians and two lecturers.
3.6.5

Theoretical sampling participants

Theoretical sampling was part of the second phase of the study. Charmaz (2014, p. 193)
states “theoretical sampling means seeking pertinent data to develop your emerging
theory”. The primary purpose of theoretical sampling is to elaborate and refine the
categories constituting your theory.
Theoretical sampling is all about the concepts and categories the researcher is developing
and testing (Puddephatt & Charmaz, 2006, p.15). The process of theoretical sampling
helped the researcher “fill out the properties of a category” and to engage in the “analytic
definition and explication of it” (Charmaz, 2014, p.205). Herring (2013, p.213) notes that
this constructivist grounded theory step importantly validates the categories “from the
viewpoint of the participants of the research”.
The research design included the provision for interviewing individual participants (both
lecturer and librarian) on more than one occasion via theoretical sampling. The basis for
the second interview with the participants was their prior willingness and openness during
the earlier process and as “a heterogeneous sample to see under what conditions the
categories hold true” (Creswell, 2007, p. 243). Each participant was contacted in a similar
manner to their previous engagement in the research, namely by email invitation,
explaining the purpose of the interview and seeking agreement on a suitable location, day
and time. Table 3.10 shows details about the four participants interviewed in early January
2016.
The theoretical sampling interview questions were again semi-structured in format but of
a shorter duration, with open questions asking for comments on the theoretical categories
relevant for each participant group.
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Table 3.10. Theoretical Sampling of Participants

Pseudonym

Participant

Interview locations

Jill

Librarian

Their work office

Hannah

Librarian

Phone

Frank

Lecturer

Institute meeting room

Leo

Lecturer

Phone

For example, the two lecturers were invited to elaborate on the theoretical category that
related to their TAFE library as “teaching and student learning centric”. The theoretical
category of “scholarship as an individually and institutionally contested concept” was
expanded upon by questioning the barriers lecturers experience at individual lecturer,
institutional and HE TAFE sector level in pursuing scholarship. Their discussion around
reasons, such as lack of institutional support for scholarly work, work role busyness and
sessional staff, helped in strengthening this category.

3.7 Summary and presentation of findings
This chapter has addressed the conceptual and methodological framework of the research.
It has discussed the theoretical underpinning of constructivism within the interpretivism
paradigm concerning qualitative research and an inductive approach. Section 3.3 presented
grounded theory as a qualitative method that could reveal the participant experience within
a descriptive theory of that experience. The chapter then outlined Charmaz’s (2014)
grounded theory methodology as a suitable approach. The principles and processes of this
method were detailed as well as the significance of researcher reflexivity to the study.
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Section 3.4 described the constructivist grounded theory process. It included discussion of
the selection of research site, participant selection and sampling. Also, data collection
methods were detailed.
The chapter noted the use of documentary evidence (as opposed to the data drawn from
the interviews). This evidence proved useful only as a supplementary form of data
collection and analysis. The documents publicly available, for example, library annual
reports, strategic statements and webpage information, served only to provide additional,
high-level information to the researcher to what was already emerging in the interview
data. For example, documents, such as online subject guides, confirmed the number of
liaison librarians assigned to particular departments. There was a lack of publicly available
statistical data to contextualise the views of librarian participants. Similarly, there was little
documentary evidence publicly available related to the HE TAFE lecturers. Website
information about HE at particular TAFEs served primarily to add to the researcher’s
understanding of HE in TAFE.
This chapter detailed the coding process from initial coding to forming theoretical
categories. Also discussed was the role of writing memos, diarising and diagramming in
the methodology. Finally, theoretical sampling, as a step in refining and explicating
theoretical categories, was explained.
The purpose of the next two chapters is to present the findings of the data analysis for the
lecturer and librarian participants in the context of the theoretical understanding produced.
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4 Findings – Lecturers
The following chapter presents the findings from the data gathered from the lecturer
participants. It introduces the voices of 29 Higher Education (HE) lecturers from Victorian
HE Technical and Further Education (TAFE) institutes who each share their views and
feelings about their institute, scholarship, their scholarly information needs and
information seeking, and how TAFE libraries supported their scholarly information needs.
Appendix 11 lists the pseudonyms assigned to the lecturer participants, their institute, their
academic discipline, their role and whether they worked full-time, part-time or sessional
Understanding the positioning, differences and challenges of the HE TAFE sector
compared to either the VET or university HE sector is critical to understanding how the
lecturer participants viewed and defined scholarship in their role and how they pursued
information to support their scholarly work. Their scholarly information seeking behaviour
and the extent of their use of TAFE libraries to satisfy these information needs are central
to this research. The four main categories that emerged from the data make up the sections
of the chapter as shown in Figure 4.1.
4.1 HE TAFE as a differentiated sector

4.2 Scholarship as an individually and institutionally contested concept
4.3 Scholarly information seeking as purpose and access dependent
4.4 TAFE libraries as teaching and student learning centric
4.5 Summary of lecturer findings

Figure 4.1. Chapter Outline
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Each category relates to the other. Each section of the chapter discusses the themes that
emerged within each category. Verbatim quotations from participants are used in the
narrative to illustrate how the findings are grounded in the data. Empty brackets [] indicate
the removal from the text of personal or institutional information. An ellipsis [...] shows
the removal of some interview data, such as a pause. There is a referral to documentary
analysis if relevant as part of the findings.

4.1 HE TAFE as a differentiated sector
The theoretical category of “HE TAFE as a differentiated sector” encompasses lecturers’
understanding of HE TAFE as a new sector straddling the Vocational Education and
Training (VET) and university HE sectors. It conceptualises lecturer views that the sector
is different to university HE in teaching, administrative support and lack of research
expectations. These differences assist in contextualising scholarship and scholarly activity
in HE TAFE and explain how establishing HE TAFE as an academic space in VET culture
can produce HE lecturers’ feelings of academic loneliness and cultural exclusion. The
category helps to account for the nature of the TAFE HE degree and how TAFE libraries
support teacher pedagogy and lecturer information needs about the delivery of the degree.
4.1.1

Distinguishing between VET and University HE

Lecturer participants recognise a difference between VET and HE as understood in a
university context. Lecturers consider HE as requiring higher order thinking and inquiry,
the pursuit of knowledge and created content. They frequently commented on the academic
focus of HE and its constructive alignment to learning outcomes. HE differed from
lecturers’ perception of VET, which they regarded as sequential applied learning. VET,
compared to HE, is viewed as pedagogically and educationally different. VET teaching,
with its focus on competencies and application to industry, is seen as narrow teaching
about received knowledge. VET is viewed as practical, prescriptive and process driven
education.
On the other hand, HE’s curriculum is noted as fluid; the subjects within the curriculum
are contestable and HE is seen as education grounded on continuous improvement in
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knowledge and learning. HE is seen as creatively driven and moulded by inquiry, requiring
“more thinking about what you are doing and [a] more disciplined approach to outcomes”
(Tom).
A common theme is that HE is about engaging and developing students to do well. From
a teaching perspective, the implication of training to a higher level of student inquiry,
academic debate and independent learning means more subject preparation and more
scholarly subject content. According to Ann, “The VET curriculum doesn’t need the latest
and current findings” whereas HE needs discipline currency. Rather than providing
teaching examples from workbooks and training packages as often mentioned in the case
of VET teaching, many lecturer participants feel that HE teaching requires stronger
resource development, academic thinking and scholarly activity.
Concerning how the lecturer participants see their role as differing from the university
lecturer, three themes emerged. These are levels of teaching load and duties, availability
of administrative support and the level of research activity expected of the lecturer.
The amount of teaching per week varied considerably across all participants. HE
Department or Course leaders usually teach between three and twelve hours per week,
while nearly all lecturers had a teaching load of 10 to 21 hours per week. Duties associated
with teaching include the design of teaching materials, lecturing, marking assessments,
validation and moderation of subjects, and accreditation work associated with degrees.
Most participants felt that teaching hours in a university would be much less. In addition,
because many teach multiple subjects, the lecturers felt that at a university, they would
specialise in their own subjects:
The manner in which subjects are delivered, that staff members teach a different
subject every year (Chad).
Patricia similarly said:
The difference is here I teach every lecture, every prac. class. At a university, I
would just teach a few of my speciality lectures...Whereas here I have to cover
everything myself. There is no backup. That is the big difference.
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A second theme is each lecturer emphasised the busyness of their role and drew attention
to their heavy workload, whether in teaching or administration. Lecturers frequently
spoke about the administrative side of their work regarding the amount of student
interaction or pastoral care element to their role. These comments highlight the student
centric focus of the role, with the type of student coming into HE TAFE being “needier”
(Paul) or “coming from a different economic background” (Ann):
We have a particular cohort here...These are students who are, um, probably
haven't studied before in a HE context...I am always conscious of that when I am
trying to pitch the material...some of the readings that I would have had in my
own degree, I just know that our students wouldn't be able to digest them (Alan).
Participants frequently talked about a university offering far more administrative support,
affording the lecturer time to pursue research and scholarly activities. They spoke about
being a one-person show, spending lots of time on tasks, such as student recruitment,
timetabling and re-accreditation of their courses.
A third point is the expectation that undertaking research in a university is different from
HE TAFE. Though some lecturers did undertake research themselves, it was most often in
their own time. They commented that their institute provides no specific research time. A
university, with its grants, research funding and higher degree research students, is viewed
as less about the teaching and more about the research. Some lecturers argued that if their
institution is a genuine HE provider then it should behave like one and support research
outputs. On the other hand, some lecturers perceive that research is not essential to their
teaching role, with some stating that the nature of their degree, for example, music or
writing, is in a creative, non-traditional research area. Overall, the view is that universities
provided allocated research time and that research is part of the HE ethos that underpinned
scholarship, but for those working in HE TAFE that is not the case.
4.1.2

HE positioning within VET culture

Lecturer responses suggest a shared understanding that HE in TAFE is in its infancy,
arriving at an institution with a strong and established VET heritage, making it difficult to
build a HE lecturer identity in such a culture. These issues encapsulate the theme of trying
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to re-shape a HE identity from VET staffing and cultural resistance to a HE foothold in the
VET tradition.
There is a recognition that HE in TAFE needs the VET sector, whether through funding,
resourcing or student pathways into HE from diplomas and advanced diplomas.
Nevertheless, lecturers refer to the challenges of staff coming from the VET sector into
HE as differences in “philosophy and attitude” (James).
I am trying not to speak down to my VET colleagues, but a higher knowledge
base is required. And so …the short answer is that we have many vocational staff
who could teach in HE and they don’t because they can’t hack it (Paul).
Bill speaks of the issues of creating an HE academic community and voice in a VET
Institute.
Generally speaking, what has happened is that we have looked around at the
resources we have had and we have taken people from the VET background and
we have tried to mould them into HE, which has its issues.
Bill went on to explain that he is now recruiting sessional staff members who had the full
academic pedigree instead of trying to hire VET teachers and turn them into lecturers.
The requirement to have higher qualifications was also frequently mentioned by
participants as a mandatory obligation to teach in the HE Department. All 29 participants
had or are working towards at least a Master degree level qualification. Of the 29
participants, 16 have a PhD and a further three are currently completing their doctoral
qualification. An additional two participants are considering a PhD.
Many lecturers commented that introducing HE at their institute feels like a cultural
intrusion. They highlight the lack of academic debate and academic community with VET
colleagues and the intellectual loneliness that they sometimes feel. One lecturer
commented on how VET teachers view lecturers with suspicion, questioning why they are
on campus during non-term or semester break time when there is no classroom teaching.
According to Ann, “VET teachers sit there and think we fight a lot. But we don’t fight, we
just have an argument...a debate...Whereas [VET teachers] they don’t debate”.
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The point is that we all sit in the same room and I am finding that the problems
that they face and the problems that I face, and the things that they bitch and
moan about are...just chalk and cheese, and it is just crying in pieces to be stuck
in a VET world with nobody to talk to about HE issues (Paul).
To summarise, lecturer participants described a range of feelings related to their role as a
lecturer in TAFE. Lecturers discussed many challenges to establishing HE in TAFE,
including the lack of academic debate and that HE is academically and philosophically
different to VET.
Researcher - So the academic community of practice?
Ann - It is not there. And it is still a challenge.
Researcher - And has it improved?
Ann - Yes. Definitely. I didn't have a good experience. I was labelled differently.
A troublemaker...But it took a long, long time to realise that it is not part of my
personality. This is the paradigm that I'm coming from.

4.1.3

Understanding the TAFE HE degree

HE-delivering TAFE institutes marketed HE programmes as offering practical skills,
industry-specific knowledge, applied learning and career opportunities (Holmlesglen
Institute, 2016; Melbourne Polytechnic, 2016). How lecturers see the TAFE HE degree
and whether it is different from the university HE degree, created a myriad of discussion
points and influenced their view of how TAFE libraries support HE delivery in TAFE.
A selection of the comments acknowledges this difference.
The type of degrees we are offering are very vocational, very hands-on (Aaron).
It is more practically orientated, that there is theory there as well (James).
The idea was I think that degrees would be those that are not well serviced by the
universities (James).
Equally, many lecturers thought the TAFE HE degree is not necessarily different, with a
few referring to “marketing spin”. Others related any difference to a university degree
regarding the discipline itself.
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To say that our sector is the only one that does that [applied degree] is probably a
little bit naïve (Bill).
It is different but particularly in music it is not that different (Tom).
We still have the same model of lecture, tute, reading.... and so that kind of core
business of what goes on is similar (Alan).
What was generally felt to be true was that some HE degrees in TAFE in disciplinary areas,
such as business and biology, are not necessarily different to their university counterpart
qualification regarding being more applied, vocational or niche.
While lecturers agreed that the TAFE HE degree is a mix of theory and practice, six
participants argued that the real difference of the degree is that it is all about work readiness
and job outcomes. Several lecturers attributed the degree’s focus on graduate employment
to the currency of the curriculum and the latest subjects as well as a teaching emphasis on
technical skills to make students self-sufficient in the industry.
Many lecturers referred to the different content of the TAFE HE degree. One participant
noted that the content of HE teaching material is not VET material and compared VET
teaching to foundation studying. The nuances and distinguishing features associated with
the degree are not about "the difference in standard, it will be the difference in variety”
(Mary). Niche courses, smaller classroom sizes, practical degrees and close relationships
with lecturers, and through them with industry, were all factors identified as features of
the TAFE HE degree. Importantly, the majority of lecturers stressed the quality of the
TAFE HE degree being equal to, if not in many instances, better than the university HE
equivalent.
Many lecturers echoed their institute’s marketing of the degrees by referring to the rigour
of the accreditation process. Relating to the internal approval process of degrees by
universities, Mary made the point that “before our degree subjects get approved, we are
under a bigger scrutiny, greater scrutiny than that”. This comment illustrates what several
participants state about the standard of a TAFE HE degree “being absolutely equal to the
other university standards” (Sam), especially “the quality of the content and the industry
placement” (Cathy). Nonetheless, several lecturers argued that the TAFE HE degree
battles to establish its validity and reputation. This view of the degree's secondary status is
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first, outside of their institute, being perceived as of lesser value than a university degree.
Second, the HE degree in TAFE struggled within their institute and its inherent VET
culture. According to Ann:
There was a subconscious attempt to compromise. It came from an era of
marketing paradigm that we are a little bit embarrassed. So, it is really not applied
but it is presented this way because it goes with the flow of everything,
advertising about. It is almost like...I might be very wrong, it was almost like
being loyal to VET.

4.2 Scholarship as an individually and institutionally
contested concept
The scholarly information behaviour of the lecturers is informed, shaped and influenced
by their understanding and practice of scholarship. The theme of “Scholarship as an
individually and institutionally contested concept” underscores how lecturers define
scholarship and how they believe their institution understood and supported this
understanding.
4.2.1

Defining scholarship

The lecturer participants defined scholarship in five ways. The production, dissemination,
communication and advancement of disciplinary knowledge within a peer review process.
The lecturer participants understood scholarship regarding currency, new ideas and
improvements as it applied to knowledge and pedagogy. Thirdly, lecturers spoke about
scholarship in HE TAFE regarding scholarly outputs and scholarly activities rather than as
a broader conceptualisation. Next, some lecturers, especially those in the creative arts area,
talked about scholarship as a non-academic concept. Finally, many lecturers see
scholarship within the cultural context of their institute concerning how they are valued or
appreciated.
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How do I see scholarship? For myself if you have a discipline and define
discipline outside of teaching and education, then scholarship is contributing to
the field that gave you the degree in the first place. It is seeking to ever close the
gaps in the field of knowledge that you are trained in, or to invent new knowledge
and new ideas of looking (Adam).
Adam’s comments summarised different lecturer understanding of scholarship and its
relationship to discipline. Having “a highly analytical approach to the field that you are
working in” (Leo), or “trying to upgrade skill[s] and improve your knowledge in areas that
are relevant to teaching and learning” (Tom), defined scholarship within the context of
upgrading disciplinary knowledge and its teaching.
There was a consistent emphasis on scholarship as a continuous improvement process
where new learning is brought back into the application of teaching. Nevertheless, when
asked to personally define scholarship, some participants simply replied “Presenting
papers, doing research, community of practice, going to conferences” (Peta), “doing
research” (Rose) or, according to Frank “research papers or publication, it means a grant,
it could mean anything”.
Bill defined scholarship as “Boyeristic”, referring to the suitability of the four domains of
Boyer’s (1990) scholarship model (the scholarship of discovery, integration, application
and teaching) for his institute. However, Patricia laboured over excluding Boyer’s (1990)
teaching and learning domain from any research emphasis to scholarship.
I struggle with this. So, my academic background tells me that scholarship should
be some research. It should be some way of presenting findings. Doesn't have to
be journal articles. It can be an oral presentation. It can be a poster presentation.
Paul was more critical of a university understanding of scholarship, stating that he very
much believes in Boyer’s (1990) scholarly model of teaching. He stated:
Um, I recognise that in pure research [mocking tone] ... the rigorous university...
that teaching is not scholarly because only research is scholarly. Well that is crap,
you know and yeah, I definitely believe in the idea of scholarly teaching. Of course,
there is research [sigh]. And there are different levels of research.
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Lecturers recognised a difference between their understanding of university research and
practitioner-based research as it applies to their sector. Some referred to themselves as
producing scholarly activities and sharing scholarly outputs rather than pursuing research.
Scholarly activity is engagement with your discipline in the way of learning,
critically analysing, processing knowledge, interpreting in your own way. The
difference between scholarly activity and research is that research creates new
knowledge but scholarly activity, not necessarily (Chris).
Other lecturers considered scholarship as creative output. Tom stated that he doesn’t do
anything that was identified as research but has a creative and scholarly production that
“contributes to the field, adds to the literature, adds to the discipline”. Adrian saw the
creative arts department of his institute as having a very different view of scholarly activity
than his. “I am not saying it is wrong but I think that my view is more traditional. It is
about creating new ideas”.
Section 4.2.1 has highlighted common understanding of scholarship including teaching
currency, intellectual knowledge sharing and creative outputs. Lecturers drew on Boyer’s
(1990) notion of scholarship but frequently emphasised the importance of disciplinary
development that may include research, within that understanding.
4.2.2

Supporting scholarship

All the lecturer participants reported that being scholarly is essential to their role. However,
the findings reveal an overwhelming criticism of the institution’s understanding and
support of their scholarly experience. The results showed the majority of lecturers believed
their institution was confused and challenged about what scholarship was. Many lecturers
stated that their institution saw scholarship in relation to professional development or
improved teacher pedagogy rather than any emphasis on disciplinary currency and
development or research outputs.
Lecturers acknowledged that their institution believed that they are supporting the
scholarship of their lecturers. However, the lecturer participants reported a disconnect
between what the institution wants and expected regarding scholarly outputs and the reality
Chapter 4 – Findings – Lecturers

140

of the support provided. Many lecturers lambasted their institution for lack of support in
areas such as study leave entitlements and dedicated time allocation for scholarly work.
Lecturers reported that a lack of time due to excessive workload impacts on their ability to
undertake scholarly activities. Many felt that institutional support of their scholarly work
reflects how they are valued and underscored a conflict between their understanding of the
importance of disciplinary-based scholarship that may include research and an institutional
emphasis on pedagogical and professional improvement.
Most lecturers, regardless of the level of their engagement with scholarship, expressed
feelings of being unsure of how their institute defined scholarship. Many saw the
institution’s perceived misconceptions related to its understanding of scholarship within a
simple VET teaching framework.
Scholarly activity is for the institute to maintain institute image and name (Sam).
Scholarship here means to endure, the license to operate. It is in no way a
strategic goal of the Institute (Paul).
Scholarly practice is a humongous challenge in our organisation (Bill).
The priority universities placed on research as well as the higher visibility of scholarly
activity in a university context was openly acknowledged as a challenge for HE TAFE
institutions. In questioning Adam about the scholarly difficulties for a university lecturer
coming into the HE department at his institution, he replied:
So, the person coming in from Deakin might find that they have been given time
allocation to pursue the scholarship of teaching and learning rather than
discipline-based research. And they might argue that it is not going to benefit me
much in my own discipline, my own career. I believe I know how to teach. Why
am I going to waste my time on the scholarship of teaching and learning? TEQSA
put out, TEQSA discussed with us that we understand scholarship of teaching and
learning in a VET environment but we consider that should be no more than 20%
to 80% - 80% should be discipline. Well you come to VET, to TAFE and they
reverse it. We will let you do 20% of discipline-based research to benefit you and
your personal career but 80% has to benefit the classroom directly in a TAFE
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context. There is a surprise clash of priorities and values for a Deakin person
coming in.
Researcher - It is inverted?
Adam - It is inverted!!!
Adam summarised a shared understanding by the majority of lecturers that their
institution’s emphasised support for teacher pedagogy is at the expense of support for
disciplinary scholarly work. Lack of academic presentations and publishing opportunities,
lack of accountability in individual work plans, lack of study support and lack of dedicated
scholarly time allowance were examples of poor institutional support for scholarship.
The researcher asked lecturer participants in their one-on-one interviews whether their
institution gave staff, like themselves, a workload allowance to do further study?
Typical responses were:
Tom - Five days a year of study leave.
Paul - The [institution] is entirely deficient in this area.
Harry - No.
Leo - [Laughs] No.
Julian - Because I am a sessional staff, I don't know much about that.
Of the 29 lecturers, only six responded that their institution provides study support though
several were either unsure about this or said it was available to them “in theory”. Several
again referred to the difference between the institutional promise of scholarly support and
the reality of fitting scholarship around their teaching and administration workload.
The institute says you must do it. We are not given time to do it (Rose).
The reality of the workload is that 90% of your workload is to teaching, student
support and email and whatever is around that (Alan).
Since starting here, my workload has limited my ability to do much else (Tom).
The standard statements were on being flexible in your scholarly endeavours and doing it
on your "own volition" (Bill). Examples ranged from doing scholarly activity throughout
the week, whenever you can, or as Leo suggested, during the non-term time because it
was the only possible time for research, review and reflection.
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For lecturers who did receive a scholarly time allowance, Tom spoke about desperately
trying to hold on to his scholarly day. Mary discussed carrying on “unofficially” the
weekly research day given by her previous manager. James said that though he gets a
“research day nominally”, he has not been taking it because “there are so many things
happening here”.
Lecturers valued professional disciplinary development and allocated scholarly time. For
practically every lecturer, there was a conflict between their institute’s demand and
expectation for the scholarship for teaching and the reality that their role limited the
possibility of then undertaking scholarly outputs in the university sense of research. In
many cases, this sentiment was open criticism of the level and direction of scholarly
support provided by their institution.
Researcher - So the Institute won’t support you - not just you, but anyone?
Leo - No. Apparently not [laughs]
Stephen - Technically it doesn’t really, um, have any funding for anything
Bailey - I think that is the crux of it. This is kind of like an adjunct. It is not
really. I dunno. The support doesn’t seem to be there for the true HE type of
thing.
Frank - A very good question. I do not think they support and even if they do, I
have not heard anything about it in the past 3 years I have been here. We have
always been told that there is no budget and that they are doing restructure and
many people losing their jobs because there is no money. There is no budget so I
am assuming there is no money or budget left for any staff to do any education.

4.2.3

Research as self-motivation and empowerment

Most lecturer participants perceived that being able to do research, present findings and
publish in academic journals is a characteristic of being an academic and a HE lecturer.
Table 4.1 shows that of the 29 lecturer participants, since 2012, 13 had published in their
disciplinary area. Ten lecturers had presented at an academic conference in their
disciplinary area. Table 4.1 shows that there was a high proportion of lecturers who did
Chapter 4 – Findings – Lecturers

143

not mention or refer to disciplinary publications and presentations but related papers and
presentations to non-disciplinary specific activities such as teaching and course
development.
Table 4.1. Scholarly Publications and Presentations 2012-2015
Scholarly publications/presentation (2012-2015)
Published in discipline area
Presented/performed in discipline area
Teaching and learning publication
Teaching and learning presentation

Yes
13
10
1
5

No
10
7
4
5

Not mentioned
6
12
24
19

Some lecturers emphasised that scholarly publishing is an outcome of their own higher
degree qualification. Two lecturers stated that research publications were an expectation
of their role and that they had a time allocation to do research. Two other lecturers
mentioned that, while it was an expectation of their scholarly role “in theory”, the
excessive administration their work role required affected any research outputs. Others
recognised that scholarly publication was identified with what HE represented but was
not needed for their predominantly teaching role.
Most believed that their institution valued staff producing scholarly publications and
were happy to celebrate publications when they happened. However, the lecturers
themselves believed research publications are important for their own sense of self and
career opportunities. Comments frequently captured a tension between what lecturers
wanted to do (publish and present in their disciplinary area) and institutional practices
that limited the opportunity to do this. Lecturers commented that scholarly publication
was essential because it helped them maintain disciplinary currency as well as
encouraging communication with academic colleagues and collaborators. Tom stated that
it was critical to be “active in the field...and if you don't stay current here, then you are
toast”. Sam referred to publishing as expanding one’s intellectual links with other people,
while Bill saw publication as part of teaching, researching and scholarly activity,
commenting that “they actually sit together”. Cathy similarly spoke of a teaching
research-nexus and reiterated Bill’s later comment that “There is no real separation of
those...it has to be part of your practice”. While some lecturers emphasised scholarly
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publication as personally meaningful to them, some did not see it as essential to their
role.
At the moment, I can do that job without any presentation or research (Julian).
For this role I don't think it is. It doesn’t have any significance in terms of
promotion or anything (Terry).
Publishing is obviously good but it is not essential to me, for my teaching role
(Peta).
In contrast, a few lecturers stated that publishing was an institutional requirement of their
role, “a part of their work plan” (James) or “part of my job” (Jacky).
Lecturers repeatedly spoke about the difference between what the institute wants from
scholarly publications and what is important to them. Themes raised were the awareness
of the importance of scholarly publications to their career development, self-worth and
academic credibility. There were comments such as publishing helped “build up a bit of
‘street cred’ for what we are involved in” (Aaron) and publishing made sure “that the runs
are still ticking over” (Tanya). Bill said that trying to further your academic career, was “a
way to keep score”. The data revealed that scholarship is an act of self-motivation and selfimprovement that encountered difficulties because of the teaching focus of the HE
lecturer’s role. In addition, the administrative workloads and lack of institutional support
associated with the work role limits opportunities to undertake research.
The over-riding theme is that research, study and publication are related to self-motivation
and are viewed as an act of empowerment, personal development and self-improvement.
So, the question is how important is research? Well I’m gonna drop out that it is
bloody important. It is important for my career. It is important to be taken seriously.
That is entirely self-driven, right! (Paul).
Scholarly publication is seen as necessary for a variety of reasons that include personal
and institutional recognition. Factors such as teaching load, institutional understanding of
scholarship and the provision of dedicated scholarly or research days all impact on the
lecturer participants’ capacity to be scholarly, research and publish research outputs. Most
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lecturers reiterated that they prioritise scholarly activities around the gaps left by other
duties. In other words, as summarised by Alastair, scholarship is done “in dribs and drabs”.

4.3 Scholarly information seeking as purpose and access
dependent
Section 4.3 describes the scholarly information seeking of HE lecturers in TAFE. Section
4.3.1 first examines the importance of university libraries’ access to scholarly content for
TAFE HE lecturer participants. Section 4.3.2 next discusses how the scholarly information
seeking behaviour of the lecturers related to using a variety of information sources,
including workaround behaviour to acquire access to some information sources. Section
4.3.3 discusses lecturer participants’ use of the internet for scholarly information seeking.
Section 4.3.4 considers teaching, student learning and research information need as
determinants of information seeking. The final section discusses the information resources
that supported the scholarly information needs of the lecturer participants.

4.3.1

Depth and access to university libraries

Melbourne, La Trobe and Swinburne are the other libraries I use and I go there
because I'm chasing journal articles and [my institute library] is not providing
access (Bill).
The majority of lecturers emphasised their current or past familiarity, experiences and
preference for the range and depth of academic resources university libraries provide.
Three explicit themes emerge from this finding.
The first theme is that seeking to use university libraries is often the first step in their
information searching and is strongly associated with its familiarity, convenience, ease of
access and depth of resources. Frequent comments note the limitations of their TAFE
library’s databases compared to university libraries.
I don’t even bother with our own library (Chris).
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We don't have the best library (Petula).
We don’t have too much information. I just don’t go through it (Frank).
I have never ever ever ever ever borrowed a scholarly book from our library for
research purchases (Paul).
Lecturer participants discussed with confidence that university libraries would, in nearly
all cases, have the resources they needed. “They have plenty more resources than we have
here”, said Cathy. Eddy simply summed up his university library by stating “Yeah. It is a
lot larger”. When asked by the researcher why he utilises university libraries for his
scholarly information needs, Tom replied: “Because it is more convenient and it is more
comprehensive than what we have here”.
Access to university libraries for scholarly information for teaching and research needs
appeared to be a requirement for in-depth research. Bailey assumed that from his university
library “almost anything that I pick up would be acceptable, citations, scientific journals”.
Paul summed up the feelings of many in describing the research-intensive university as the
ultimate scholarly resource.
I will try and steal a fellow... Even my wife or someone else's password into
Monash. Because once you have got a Monash or Uni Melbourne password, it
means you are sweet, you know. You can piggyback off their resources, right!
The second theme is that the lecturer participants’ use of university libraries as opposed to
TAFE libraries relate not as much to the information searching experience as to the amount
of information available. Their pursuit of scholarly information is based on the evaluation
of its worth. Information's value is built on both familiarity and positive past experiences
with university libraries and, importantly, the amount of available relevant content.
There was no agreement on the differences in the online searching experience between
TAFE libraries and university libraries. While some participants described their TAFE
library’s searching experience as clunky, bumpy and more complicated than a university
library, other lecturers saw the principle as being the same, “Very similar. Nothing
different” (Tanya) or “the same super search idea” (Terry). “It is a discovery-based
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entry...so I use Discovery at Melbourne, I use Discovery [here]. The process is the same.
It is just what that speaks to is very different” (Bill).
Some lecturers, however, spoke of significant differences in TAFE libraries’ searching
experiences. The differences mentioned include:
•

university libraries have a smoother integration of all the databases into the search
strategy

•

university libraries being more user-friendly and having easier navigation

•

less trawling for specific information on a university library website

•

more direct access to article-level information through the university library search

•

more complicated and problematic login processes through TAFE libraries.

The third theme from the findings is that being enrolled and studying at a university
enabled access to their library. Once the lecturer participants completed their study, access
to the full range of university libraries’ information ended. For many lecturers, this is
problematic.
Since I am no longer enrolled with RMIT, my access has dropped off. I was
shocked. I was shocked …not being enrolled …not being enrolled! (Adam)
I desperately, desperately miss my links to Web of Knowledge. [Laughs]. I am so
missing it (Leo).
I'm finding the very problem now. Like I said I am not currently enrolled in an
institution while I am trying to do this lit. review (Paul).
According to Bill, his scholarly information behaviour changed because he no longer [had]
access to Melbourne University. As a result, most lecturers pointed to workaround
behaviours they use to get back that access.
4.3.2

Workaround behaviours and networked information searching across
information sources

Networking across information sources is a finding that emerged from the lecturer data.
Lecturers use wide-ranging networking activities to source and access the scholarly
Chapter 4 – Findings – Lecturers

148

information they require. A theme the participants presented was using friends with
university library logins to obtain scholarly information. Networking across information
sources comprised direct contact with authors to provide the scholarly information they
required. Networking includes activities such as social media activity and subscribing to
conference and RSS feeds to provide scholarly information.
Drawing on friends and colleagues with university library access was seen by a majority
of lecturers as a way around the limitations of TAFE libraries. “So, the way out is that you
know someone who is either staff or enrolled in a course at the university and they can get
it from there” (Chris).
Lecturers frequently referred to talking to a friend at a particular university (Rose) or their
staff “who have background there” (Cathy). They spoke about the small network of
contacts across the university (Adam) or, in the case of Alan, his family who “are all
academics as well, so they all have their fingers in various library pies at different unis”.
When asked if his TAFE library has limited databases for his scholarly information needs,
“If they don't have Web of Science, or Science Direct, IEEE Database...What do you do?”
(Researcher), Julian replied:
It is really difficult. Library side it is really difficult for me to find out any
information or to find out any topics. Sometimes it will be a very base topic like.
It is really difficult to me.
Researcher - So what do you do?
Julian - Normally, you have to ask friends.
Adrian regretted using a friend’s university library access at the expense of his TAFE
library.
Really frustrating because it ends up like, I’m lucky, there is always someone like
my wife is at Deakin so I can use the Deakin library...But you feel like Oliver
Twist...you know, asking her to download articles from other databases...you feel
like a child, you know.
Leo spoke about being creative in the ways of getting information such as asking past PhD
supervisors or writing directly to the author to obtain a hard copy of the paper.
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Leo - And I will email them at the drop of a hat and say “I am having a little bit
of trouble accessing it. Can you, is there a chance you could send me a copy?”
Researcher - Is what you are saying, there is a way of getting around...a
workaround the hurdle?
Leo - Back challenging I think the politicians call it [Laughs].
A theme to emerge is the lecturers’ willingness to contact authors of academic papers as a
source of retrieving information. "I actually Google up the Professor and I contact the
Professor directly", said Mary. Leo saw it as normal scholarly information behaviour for
himself and his students to bypass the institute’s library. “Absolutely. In fact, I tell my
undergraduates to do that if they are having trouble finding a paper". Contacting the
authors of academic papers was a way to obtain information when either their university
or TAFE library did not have the information they required. Contacting the author
represented one of many informal information sources for scholarly information. Other
informal sources included conference networking, social media and internet alerts.
While conference attendance afforded participants the opportunity to interact outside their
institute, it was through social media that many participants engaged with current
information and colleagues in their field. “Online magazines” (Jacky), “Linkedin and lots
of groups” (Peta) and “academia.edu and ResearchGate” (Charles) were examples of what
Leo termed "a multi-platformed presence" of networking with colleagues in the academic
field and using online connectivity to access information.
Similarly, the findings indicate that RSS feeds, conference emails and Google alerts gave
participants "what are the recent things" (Sam). The data suggests that most RSS feeds and
alerts were from lecturers’ university study, personal journal membership or citations from
authored articles.
The central theme is that lecturers networked across a variety of information sources for
their scholarly information. Information sources include libraries, colleagues with access
to university libraries and people willing to share their scholarly information. Social media
is seen as necessary for facilitating access to a broader network of academia for scholarly
information as well as supplying current scholarly information.
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4.3.3

The ease and convenience of the internet

The use of the internet for searching and acquiring scholarly information was typical
information searching behaviour. There was a shared understanding that the internet
represented ease, convenience and ready access to information. Many lecturers identified
Google as a primary step in their scholarly information seeking but highlighted filtering
information rather than finding information as a major issue. Encapsulated here are themes
ranging from participant preference for free information to identifying being selfefficacious in their scholarly information seeking behaviour. Finally, the internet had
caused a significant change in lecturers’ relationship to libraries, especially regarding
physical visitation and as a sole information source.
So, I remember using those the newspapers and older journals. But now, now
everything is on there [points to PC]. On the Internet. (Cameron)
Lecturers associated the internet with a quicker and easier information experience
providing instant access to wide-ranging content. “Well, it is more efficient, more effective
because nowadays we can, you know, just look up the internet and that is a good starting
ground” (Frank). To many lecturers, the internet meant Google and Google meant access
to teaching resources. Frank continued: “When I want to write my unit outline for my own
subjects, the same subject is taught across Australia and overseas. Same textbook, same
subject. I just put in Google and I have downloaded 15 to 20 unit outlines”. Similarly,
Cathy said, “I do a Google search, say I want to do a subject on sociology...So I have been
looking at the syllabus for first-year sociology at other institutions. Starting from scratch
really”.
Lecturers noted that the internet reflected a change in the information resources they used,
for example, reading websites or receiving RSS alerts. Many commented that the ease,
access and extent of online information brought with it more frustration and complexity in
filtering the volume, relevancy and quality of online information. “I have an RSS for many,
you could be receiving 200 emails a day with published stuff and you have to go through
those...so there is actually too much information” (Bill). When asked about his use of the
internet, Terry spoke about “the attention economy” and the amount of online information.
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“A richness of information causes a poverty of attention. So, what happens is that there is
so much there you have to negotiate your way through this white noise”.
Many lecturers commented on the internet and their use of free online information. Some
reported that for their teaching they only looked “for journals that were available free of
charge” (Frank) or “any article that is free” (Adam).
When I ask students to find a journal article and critique it or present it or
something, they will say, “Patricia.... I want this one but it costs money”. So, I
say let’s change the whole idea and find something where you can get a free one
(Patricia).
When James was asked about his internet use, he responded in the following way:
Well sometimes I Google something and say this is really interesting. And I go
into it and it comes up, SAGE or a Wiley or something like that, if you want this
article is $25 or something. So, I just ignore that.
Most lecturers commented that they believed they were self-sufficient in searching and
satisfying their scholarly information needs. Their belief in being self-sufficient and
confident in information seeking included sourcing information online “and finding it in
other places (Tom)”, using the internet for scholarly collaboration, creating their readings
for students and using free textbooks provided by publishers.
Lecturer use of the internet reflected their non-use of TAFE libraries.
More and more access to the internet, automatically, the less you rely on the
library (Stephen).
I admit I have not relied on human librarians. I have been so far able to
interrogate databases myself very well (Paul).
A few, however, spoke about how the internet and libraries are “intrinsically linked”
through database connectivity with the library webpage representing an online gateway to
centralised searching. However, most lecturers reflected about how the internet has altered
their relationship with libraries, “where you used to have to go pull out the dusty book”
(Tom). “Now it is all online. It makes it all a lot easier” (Tanya).
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The central theme of the participants’ narratives is the ubiquitous availability, access and
convenience of the internet and its influence on their scholarly information seeking. These
findings correspond with research focused on university academics and their use of Google
and the Internet and are not TAFE specific. The prominence and use of Google as a search
engine, reflected the independence and confidence of many lecturers to find, retrieve and
use relevant information for their scholarly information needs. Many followed up with a
discussion of their changed relationship to libraries as a primary information source.
Google represented a natural step in their information behaviour and was a gateway for
their students to access freely available information.

4.3.4

Teaching, student learning and research information need as determinant
of information seeking

A critical factor that influenced the lecturers’ scholarly information seeking is whether the
purpose of the scholarly information they need is for teaching, student learning or their
own research. Lecturers agreed on the importance of university libraries’ database access
for maximising the information resources available for their scholarly information needs.
However, students’ free access to information and what was available in TAFE libraries
influenced the teaching aspect of their information seeking. While some lecturers did use
TAFE libraries for in-depth scholarly information seeking, it was most frequently within
the context of providing student access to information, textbook availability or
disciplinary-specific databases
Most described their scholarly information seeking as an overlapping process between
searching for information to inform their teaching, research undertaken as an independent
scholarly activity or information required for student learning. “It all really synthesises. It
all blends” said Tom. While Tom went on to say that information seeking is “a wonderful
snowballing rollercoaster [that] informs everything else you do,” many lecturers
mentioned that there is a difference between information seeking for research activity and
information seeking undertaken for their teaching. The difference is that information
seeking for teaching is seen as an ongoing activity, discovered through practice and
dependent on the curriculum. It is about maintaining current knowledge of the subject and
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how best to deliver that knowledge to students. There was a difference between
information the HE lecturers used for their teaching and what they saw their students
needed. This difference related to the scholarly level of the information. In other words,
Joe did not disseminate to students the same information that he necessarily used because
he perceived it was “at a higher level”. Sam similarly saw a difference between the
information used to inform traditional teaching in HE in TAFE and the information needed
for “your research and information presentations”.
Lecturers reiterated the importance of student access to scholarly information. For
instance, knowing the database subscriptions of their TAFE library influenced the
scholarly information resources they could provide or recommend to students to access.
“If I can I will try and stay within the realms of my institute library”, said Bill, “that is
because I will want the students to access that”.
The use of TAFE libraries as a step in the lecturers’ information seeking often related to
whether the scholarly information sought related to student learning or not. When asked
by the researcher how he found scholarly information for his research, teaching and student
learning needs, Terry responded:
The first thing I do is I cheat. So, I use Google. However, that is not really my
main thing. What I actually do is become a student at the University of
Melbourne and just login to the library there. They have access to every known
journal in the world... And then I do a bit of reverse engineering. So, I will go and
look at an article that came out in 2014. I will go and look at sources. If I think
the article is okay, fine. I will look at their sources and then go reverse
engineering… Journal of Blah de Blah… Straight into that from the University of
Melbourne. So, I go around. Now if it is for students, it is different. Our
subscriptions here are Proquest, EBSCO and Emerald. We don’t have Science
direct, Web of Sciences or any of those. We don’t have that. ...So what I do is I
try and find as many as I can through my own student sort of access. Then what I
do is go and see if they are available through [my institute] and I make sure I
know the ones that are available through Proquest, Emerald or EBSCO available
to the student. So that is how I do it.
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The use of Google Scholar was a more research orientated search strategy. Discussion of
Google Scholar often highlighted the database licencing limitations of the TAFE library
as well as the workarounds lecturers took when full text access from Google Scholar
depended on accessing database only available through university libraries. The above
extract from Terry’s interview reveals that his own scholarly information needs, like many
lecturers, are maximised through access to university libraries’ databases. Google Scholar,
when linked through a university library to databases, provides a flexible research
orientated search engine that integrates citations and articles into bibliographic software
like Endnote. Cameron, like Terry, used Google Scholar through Melbourne University
“to see if it is available there. If it is not available there, and 99 times out of 100, it is, I
would go to our databases”. Google Scholar and its integration with university library
databases represented an opportunity for enhanced online searching for those lecturers
with university library logins. It showed how lecturers were thinking regarding what their
students could freely access compared to the scholarly information access limitations of
TAFE libraries.
TAFE libraries represented an information source used mainly for teaching support and
student learning needs. For research purposes, lecturers’ information seeking generally
neglected the TAFE library resources and instead reflected workaround behaviour in order
to access university library resources.
4.3.5

Information resources for teaching, student learning and research

Lecturers were asked to discuss the information resources that supported their scholarly
information needs. While several mentioned buying or using their own resources, there
was a significant degree of agreement that textbooks mainly were used for the teaching
side of their role while journal articles were consulted for any research undertaken.
Lecturers spoke about the mixture of information resources they used, especially the
importance of specific databases. Most either did not use eBooks or were critical of their
platform and content. E-Books were criticised for their higher cost compared to hardcopy,
the difficulty of the platform and library access and the lack of uptake by students. A
finding was that for some HE degrees in TAFE, for example, equine studies or anatomy,
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eBooks were unsuitable for the visual representation of what was being taught. Leo stated
his frustration at eBooks by saying that “a lot of my stuff is visual. They are not able to see
the graphics”.
Jeffrey said:
I find a problem with eBooks that we want the students to use actually. They cost
more than a hard copy book. Which is crazy to me. Others of them, you can have
the eBook, but you can only have it for a period of time.
And Joe:
Even that Emerald, their eBooks...it is set up slightly different. Um, I suppose
using theirs. I find it a little bit daunting…
Eddy, in reply to the researcher’s question about what TAFE libraries should be providing:
“The thing is, if they do [have eBooks], I don't believe that they have all the eBooks
available. It is only certain eBooks”.
Endnote as the bibliographic software was also seen as a crucial enabler of scholarly
activity yet appeared to the lecturers to be unsupported at institute and TAFE library level.
According to Bill, “We are not supporting that”. In institutes that provided alternative
bibliographic software, for example, Zotero and Mendolay, lecturers were not using it
because they had access to Endnote from their university library.
The lecturers mentioned that they regularly had personal libraries, established through
purchasing books themselves, free publishers’ copies sent to them or through a small
Department library set up and supported by their TAFE library. For Ann, her TAFE library
provided her own personal library “just for me and my staff”.
“In terms of texts, I will end up buying it myself anyway... and have my own”. (Bill). The
researcher asked Bill to elaborate more about his personal library for scholarly activities.
He continued by saying that it was easier for him to buy the teaching resources rather than
always renewing his TAFE library copy. When lecturers spoke of purchasing textbooks
for themselves, they sometimes cited an avoidance of TAFE libraries based on its lack of
physical resources and having the convenience of their personal copy.
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Lecturers noted a mixture of information resources for their scholarly information needs
that their TAFE library could provide. These included journal articles, hardcopy books,
YouTube, DVDs, TedTalks, powerpoint slides and eBooks. Lecturers repeatedly spoke
about the importance of textbooks for their teaching. “Teaching is textbooks, OK”! (Mary).
Lecturers highlighted that the textbooks they used were often freely supplied by publishers
and included supporting instructor’s materials that accompanied the book. “The textbook
comes with all the power points. I just take out the bits I don't want and put in some things.
Maybe the latest article I put at that at the end of the lecture” (Rose). Lecturers frequently
commented on TAFE libraries as a referral for students to set textbooks and as the
mechanism to purchase recommended books for their course.
Lecturers more strongly associated a mix of video, textbooks and journal articles with the
scholarship of teaching and learning. Journals and databases were considered by lecturer
participants to principally inform their research.” It would be 95% journals” (Adrian). “For
research, it is mostly articles, 95% of the time would be articles” (Tanya). “I use more
journal articles for research” (Eddy).
Lecturers noted that journals provided current disciplinary related information at a higher
research level. For specific disciplines, for example, in the sciences, journals and specific
databases were considered necessary for satisfying most of their information needs.
Lecturers used journals for new or advanced topics but noted the lack of digitised journals
in TAFE libraries as a limitation.
To summarise, lecturers used a variety of information resources for their teaching, student
learning and research. These resources related primarily, but not exclusively, to textbooks
for teaching, and journals and databases for research needs. University library access was
considered critical for access to a range and depth of academic information resources
though lecturers networked across a variety of information sources that included TAFE
and university libraries. They used a range of behaviours outside the scope of what their
institute supported to access and maximise access to information resources, especially with
regard to their research needs.
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4.4 TAFE libraries as teaching & student learning
centric
The theoretical category of TAFE libraries as teaching and student learning centric
explains many themes. In Section 4.4.1, lecturers discuss their appreciation and use of
TAFE libraries, highlighting the student perspective and their teaching needs. Lecturers
frequently comment on their recognition and appreciation of TAFE librarians as well as
the services and resources TAFE libraries provided. Section 4.4.2 discusses the barriers to
the use of TAFE libraries for their scholarly information needs. It highlights lack of access
and depth in disciplinary information resources. The final section examines what lecturers
wanted TAFE library to provide. It includes a discussion of a university library model that
focuses on databases, textbooks and information services.

4.4.1

Appreciation of TAFE librarians and use of TAFE libraries

All the lecturers expressed appreciation for TAFE librarians and valued the personal or
human relationship involved. They strongly identified the TAFE library as necessary for
their student's learning and information needs. While not necessarily using TAFE libraries
for in-depth scholarly information, the findings suggested that some TAFE library
services, for example, textbooks and book ordering, were appreciated for the teaching
support they provided. The library collection was tailored and relevant for students but did
not necessarily meet their own research information needs. The findings indicated that
lecturers saw TAFE libraries as underused by students, and undervalued and under
resourced by their institute.
Lecturer appreciation of TAFE librarians was based principally on the human relationships
involved. Their appreciation extended to knowing their liaison librarian and the importance
they placed on fulfilling book and hard to obtain requests and the information skills classes
provided to their students. Liaison librarians were singled out as the primary librarian
relationship that supported their teaching needs. The value of liaison librarians was for
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their subject knowledge, for being approachable and for the advice and expertise given to
students.
Only a couple of lecturer participants used their TAFE librarian for satisfying requests not
fulfilled by their own information searching. Bill said: “If there is a particular article I
really want to get access to, then he [my liaison librarian] just uses his magic fingers and
makes it happen”. Cameron, when asked by the researcher what he did if there is some
information that is quite difficult to obtain, replied: “I ask the faculty librarian to source it
and 99 times out of 100, she is able to do that if I can't”. However, for the majority of
TAFE lecturers, TAFE libraries were only valued for their support of students and help
with teaching resources. TAFE libraries were only one of several information sources they
consulted and the least favoured for their research information needs.
The TAFE library as a student space was rated highly. For Tom, that was “more important
than any of the tangible resources...providing that place and that space”. Many didn’t
physically visit their TAFE library, preferring to access information from their desktop
rather than “wandering in and browsing the shelves” (Jacky). “I have just ordered a couple
of books from [Inter library loan] ILL. That is an interesting point. I have never actually
gone over there” (Cathy).
Many lecturers praised the efforts of their TAFE library to provide services to themselves
and their students under “limited budgets” (Terry) or “the paltry amount of resources that
it has got” (Cathy). There was recognition that TAFE libraries operated under different
financial conditions than university libraries. The level and quality of information services
were “not about librarians. It is all about the money” (Ann). The separation of the librarian
from any blame in service provision was in the light of the budgetary constraints of their
institution.
The relationship between the lecturer and their liaison librarian was separate from any
direct criticism of their TAFE library. Librarians were “brilliant” (Joe), “very friendly”
(Aaron) and “gems” (Cathy) despite not using or visiting the facility and accepting the
perceived limitations of the library's resources and services.
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Look, the librarians are lovely. As people they are lovely and that's important
because when a good student knocks on their door and says " Could you please
help me find something" they really go to the nth degree and they help. Number
one - they do help when the student asks (Paul).
The value of liaison librarians was their support of students doing their subjects,
approachability, advice to students and linking resources to their teaching. Many lecturers
detailed the services provided by liaison librarians as including buying textbooks for
students, organising recommended readings and inter-library loans. Liaison librarians were
used by the lecturers as a conduit for student assistance with aspects of their assignments
“like a database search or the referencing style. The students don’t know that. Also, they
are educating them to the impact or the consequences of the plagiarism.” (Sam).
The student learning and teaching focus of TAFE libraries was echoed in the extensive
commentary on the library and prescribed textbooks and readings, collections, databases
and information skills training.
Textbooks were seen as essential for supporting teaching and student learning. TAFE
libraries were appreciated for timely responses to booklists, providing current reading lists
and helping the students by buying “the really expensive textbooks” (Paula). Collections
were viewed as suitable for undergraduate teaching, that is “potentially of interest to the
student” (Jacky). Lecturers understood that TAFE libraries were different to university
libraries regarding academic depth, especially concerning their research needs. On the
other hand, several lecturers commented that the TAFE library was more tailored, relevant
and focused for their teaching and student needs.
To recap, the lecturers appreciated and used TAFE libraries primarily from a teaching and
student learning perspective. Textbook availability, student space and information skills
classes were considered essential library services. The value of TAFE librarians to the
lecturer participants was based on individual relationships and the TAFE library’s
contribution to student learning.
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4.4.2

The lack of access and depth in disciplinary information resources

Limited access to relevant disciplinary information was the primary barrier to lecturer use
of TAFE libraries. The lecturers were appreciative of their library’s effort for their students
but viewed TAFE libraries as a VET library, sufficient for teaching but inadequate to really
support in-depth scholarly information seeking. It was felt that TAFE libraries needed to
have longer opening hours, less restrictive policies around borrowing books and more
specialist and knowledgeable staff. Lecturers emphasised their lack of time and lack of
TAFE library knowledge as barriers. At an institutional level, the state of information
technology and communication (ITC) systems affected their TAFE library use.
Lecturers reported that their preference for using university libraries was because they
provided more resources than TAFE libraries. The data consistently emphasised limited
access to resources as a barrier for participant use of TAFE libraries for scholarly activities,
including research. In-depth information resources, especially through databases and
electronic journals, was seen as critical to facilitating in-depth information seeking. "The
problem is they don't have enough. Not enough resources" (Julian).
Lecturers highlighted the limited information resources of TAFE libraries in their
disciplinary area.
But the intention is there? (Researcher)
But the resources are not (Ann).
Within science, for example, Bill commented that for his specific disciplinary area, "there
were so many journals...so unless you are at Melbourne Uni. or at Monash, you couldn't
justify having all and paying for it”. Adam noted that his humanities discipline and
research interest was not part of the vocational focus of the institute library. Cathy spoke
about a subscription to the best journal in her field being prohibitively expensive for the
library to purchase. Similarly, Patricia reported that though her library has some databases
and she can “get some subscriptions”, the databases were too “broad”, and it was “really
hard to source journal articles”.
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The information resources associated with scholarly information seeking, especially
research, were about disciplinary access and depth.
Researcher - So, there is a lack of....
Eddy - Information.
Researcher - There isn't the depth of information?
Eddy - That is correct. Yes.
There were other TAFE library barriers noted that affected the lecturer participants’ use of
TAFE libraries. HE lecturer use of TAFE libraries was considered in the light of their
students having the same university library experience as themselves. Eight participants
raised the issue of restricted opening hours of the TAFE library as an inconvenience for
their students. Library policies and the paperwork associated with requesting information
were a discouragement for using the TAFE library. Typical comments ranged from Alan’s,
“you have to fill in forms and things to get an ILL”, to Mary’s complaint that having to
renew books all the time discouraged her from future borrowing. Barriers to online
information searching at the institute level particularly focused on ITC systems. Criticism
of information technology was in comments such as “broken computers” (Petula), “terrible
IT infrastructure” (Paul) and “problems with internet speed” (Aaron).
Many lecturers felt that their lack of knowledge of TAFE libraries was a barrier to using
them more. While some mentioned that it would be interesting to explore their TAFE
library more fully, others admitted their lack of knowledge with a lack of time the strongest
contributing factor to their non-involvement. Julian made the point that he didn’t know
what TAFE library services were lacking because, unlike university libraries, he couldn’t
compare it to anything. Lecturers queried whether their lack of institute library knowledge
was their fault or due to a lack of proactive marketing on the TAFE library’s part, where
according to Stephen he was waiting for their services, “for them to come and tap my
shoulder”. This inherent lack of motivation to follow up on possible TAFE library services,
for many lecturers, reflected on their low opinion of the level of scholarly content they
provided.
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Lecturers raised many barriers that they saw as limiting their use of TAFE libraries. As
noted above, these barriers ranged from limited opening hours to issues surrounding library
systems and the institute’s ITC infrastructure. The primary factor influencing their use or
non-use of TAFE libraries was limited access to scholarly information resources. The next
section explores the desire of the lecturer participants for TAFE library services to be
similar to university libraries.

4.4.3

Wanting university library services

Lecturer participants believed TAFE libraries reflected their institute’s VET legacy. While
desirous of the information resources and services that university libraries provide, in
reality lecturers accepted the limitations in scholarly resources of TAFE libraries. They
worked within, and outside, the boundaries of these limitations based on their own
teaching, student learning or research needs. Achieving a critical mass of HE student
enrolments was seen as the transformative tipping point to a new type of HE TAFE library
based on a vocational kind of HE delivery. Lecturers wanted four main improvements from
their TAFE library. These were access to more databases, more textbooks, bibliographic
software and skilled librarians. Suggested ways of achieving these outcomes included
library consortia arrangements, disciplinary-specific databases and more responsive
provision of information from TAFE librarians.
We have been doing HE since 2005, roughly...And we have had a very very very
strong apprentice training culture where we have seen our library as a source of
information for technical manuals, where 95% of the staff say, are focused on
technical training (Bill)
More than half of the 29 lecturers saw TAFE libraries as VET focused. Acknowledging
that HE TAFE as a sector grew from its VET and technical roots, lecturers linked the
library to VET information resources and that “most VET classes don’t need a book. “They
are practical skills” (Patricia). Many lecturers reasoned that because HE delivery was small
compared to VET delivery, “the VET library was trying to be stretched to help support
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HE” (Terry). According to Cathy, the TAFE library was “caught between a rock and a
hard place really, because you have such [a] diverse student cohort... the library must be
trying to appeal to ESL students to HE students. How do they do that”?
Ann, however, typified many who were critical of the TAFE library. In saying that “it’s a
baby library...an undeveloped library”, Ann lamented the lack of the academic culture of
people using the library and “learning like at a university”. Lecturer disapproval ranged
from the physical structure of the library “like a big barn” (Adam) to the lack of adequate
textbooks and skilled librarians. To Frank, the library looked horrible, “from the moment
the door opens; it looks like you have entered 1925”, while Joe disparaged the trade
magazine and non-peer state of the journal collection.
Overall though, lecturers recognised the impossibility of the TAFE library reaching a
university library model that could completely satisfy their scholarly information needs.
“If you go ideal world and it is not practical really, I would like to see similar access to
journals like the University of Melbourne. That is not realistic though” (Terry).
While TAFE libraries were understood to be in “a compromised position” (Alan) in
providing comprehensive support for HE, four clear themes emerged from the lecturer
participants for improving the TAFE library. The first theme was access to a wider range
of databases.
Leo summarised lecturer participants’ demand for greater access and depth in disciplinary
resources:
I think what needs to happen is that there needs to be a decision made about
whether they are going to support, and this is not the library, this is the institute as
a whole. Are they going to support scholarly activity or not? And if they are,
there has to be provision made for people to be able to access adequate databases
for their areas of discipline.
Suggestions included consortia arrangements. Bill put forward a universal style library
system where no one institute would need to carry the burden of database access. Adam
proposed a consortia arrangement with a university might provide his TAFE library with

Chapter 4 – Findings – Lecturers

164

access to more databases. Chris’s recommendation was for a “sort of conglomerate group
of institutes and trying to pay them together”.
The second theme was that lecturers wanted more textbooks to be acquired by their TAFE
library. They wanted multiple copies, subject-specific and recommended texts. Many
commented on the expense for students of textbook purchasing and wanted the library to
provide “a closed reserve that is pretty comprehensive with the current texts with multiple
copies” (Terry).
Lecturers wished for bibliographic software, preferably Endnote, where librarians could
provide training to themselves and their students. In using the skills of librarians, many
mentioned that they would like their librarians to be more IT knowledgeable and their
library “full of experts in data acquisition, information acquisition” (Adrian). Lecturers
wanted their librarians to have more subject knowledge and capability around specific
disciplines. This view of TAFE librarians being more highly skilled and qualified implied
not having just general library qualifications, but degrees in the HE disciplines being taught
in order to provide better support.
Lecturer participants saw TAFE libraries as giving priority to fulfilling student needs as
opposed to the information needed for their own research work. Nevertheless, while
desiring a university-like library for their institute, they acknowledged that their TAFE
library should “cater for its clients” (though lecturers are clients too) (Mary) and “the needs
of its stakeholders” (Tom). According to Ann, TAFE libraries should strive to “be a new
type of library because we have a new type of HE delivery. We are not a Monash course.
We are not a TAFE course. We are unique”. Ann’s comment reflected a view of the VET
based library transitioning from print to greater availability and access to online electronic
information, indicative of what HE students could expect at a university library.
Nevertheless, Jacky, like most lecturers, believed that TAFE libraries were dependent on
how their institute defined and supported HE because that flowed on to how the institute
supported its library.
Is it going to be vocational HE or is it going to be research HE? If it is research
HE, then we have got to build up a huge research library, and we are never going
to do that! If it is to be vocational HE, then yes, we can possibly do that.
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4.5 Summary of lecturer findings
The chapter has provided the key findings from the lecturer participants. Table 4.2
highlights the themes within the theoretical categories and offers a brief commentary on
the significance of the findings to the lecturer participants. In summary, the chapter has
shown that the scholarly information behaviour of lecturers was influenced by the
distinctiveness of the sector and by their institute's definition, understanding and support
of their scholarship. Lecturers pursued scholarly work within institutional constraints and
drew on a university understanding of scholarship's disciplinary emphasis within the
Boyer (1990) framework. Lecturers utilised a variety of information seeking behaviours
across a range of information sources including TAFE libraries but this was very limited,
based on their teaching, student learning and research needs.
Lecturer scholarly information seeking emphasised the ease, convenience and familiarity
of finding information on the internet (true of both HE TAFE and university lecturers). It
involved using wherever possible university libraries for the depth and range of
information they provided. TAFE libraries were seen as insufficient for serious scholarly
information seeking but appreciated for their teaching, learning and student focus.
However, it was felt that there were gaps in the information resources and services made
available to HE students, in particular.
Chapter 5 presents the findings of the librarian participants.
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Table 4.2. Lecturer Theoretical Categories and Themes Summary
Theoretical category
HE TAFE as a
differentiated sector

Themes
HE TAFE viewed differently to both the VET and
university HE sectors

Significance for lecturers
Lecturers perceived HE TAFE lacked the
research focus and administrative support for
scholarship of university HE but was also more
scholarly and academic than compliance VET
delivery

Differences of HE TAFE from universities are
mainly in teaching, administrative support and research
expectations

Teaching focus of the lecturers’ role and the lack
of administrative support means less time for
research. In addition, TAFE does not value
discipline research as a key component of the
lecturer role

TAFE HE degree as generally applied and vocational
based

Lecturers view the TAFE HE degree as a
practical and applied variation of the university
HE degree. This means a theoretical and applied
focus that presents a tension between the work
ready emphasis of VET and the knowledge
emphasis in HE
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Scholarship as an
individually and
institutionally
contested concept

Scholarly information
seeking as purpose and
access dependent

Scholarship understood within Boyer’s model

Scholarship of teaching and learning is the
emphasis but lecturers want more of a
disciplinary-based research orientation and
recognition that research is part of the HE
lecturers’ role

Institute’s focus on scholarly teaching and learning
conflicts with desire for support of disciplinary research

Challenges and lack of support for undertaking
scholarly activity focusing on disciplinary
research

Criticism over lack of support, lack of time and workload
for scholarly activities

Conflict with institute over workload and the
lecturers’ view of HE as underpinned by research

Research and scholarly publishing as self-driven act

Research outputs occurring despite barriers

Depth and access of university libraries’ information
resources recognised

Having access to university libraries is critical for
in-depth and comprehensive scholarly
information seeking

Information seeking of lecturers was based on purpose and
access to information sources

Using information sources dependent on need,
purpose, access and familiarity.
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Displaying high levels of a belief in self-efficacy
and independence in information seeking
Internet searching was often a primary step in information
seeking
Workaround information behaviours based on purpose and
access to scholarly information

Ease, convenience and access to information of
internet
TAFE libraries supporting teaching and student
learning needs mainly through textbooks and
databases
Using colleagues, contacts and friends to retrieve
scholarly information from university libraries

Mixture of information resources used for scholarly
information but primarily textbooks for teaching and
journals for research
TAFE libraries as
teaching and student
learning centric

TAFE library and librarians appreciated for teaching and
student learning focus

TAFE libraries’ information resources were seen
by lecturers as orientated to teaching and student
learning support
Lecturers’ use of TAFE libraries was for their
teaching and student resources, for example,
providing student study space and facilities for
HE students to use

Barriers to TAFE libraries use for information needs were
predominantly lack of disciplinary based resources
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Recognition that a university type HE research library is
impossible but that a mix of HE and TAFE library of
online resources and services was possible

Lack of TAFE library databases influenced the
lecturers to seek other information sources,
especially university libraries’ access
TAFE libraries support for teaching and student
learning emphasis should continue but there is a
possibility of acquiring more online disciplinary
based resources for in-depth scholarly
information seeking through consortia and
partnered arrangements
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5 Findings - Librarians
Chapter five outlines the findings from the librarian participants’ interviews. Twenty
librarians from Victorian Technical and Further Education (TAFE) institutes spoke
about how they felt their TAFE library supported the scholarly information needs of its
Higher Education (HE) lecturers. Appendix 12 lists the pseudonyms assigned to the
librarian participants, their institute, their work role and whether they worked full time
or part time. The findings are presented in the context of the five key theoretical
categories that emerged from their responses. Figure 5.1 shows the chapter outline and
lists each of the theoretical categories as a section.

5.1 HE as a positive influence on TAFE libraries
5.2 Barriers to lecturers' use of TAFE libraries

5.3 Scholarly information-seeking across information sources
5.4 TAFE libraries as teaching and student learning centric

5.5 The evolving TAFE library
5.6 Summary of librarian findings
Figure 5.1. Chapter Outline

5.1 HE as a positive influence on TAFE libraries
The first theoretical category arising from the analysis of the librarian’s responses was
termed “HE as a positive influence on TAFE libraries”. This category reflects how
librarian participants saw TAFE libraries supporting HE delivery. This understanding
included any differences they recognised in their support of VET and HE students and
staff as well as how they viewed the role of TAFE libraries within the HE TAFE sector.
The second theme within this category examines the TAFE library resources and
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services offered to HE lecturers. The third theme is the effect of HE delivery on TAFE
libraries, including its relationship to HE degree accreditation.
5.1.1

Defining the HE TAFE library

Library spaces, services and collections established and developed in TAFE primarily
focused on supporting the delivery of vocational courses. Librarian participants
understood this as the basis for their libraries but recognised that with the coming of
HE to their institutions, the library was having to transition to support two types of
student and staff cohorts - VET and HE. Many librarians described the library as a
mixed library, or more broadly, as a library for all student types. Differences in opinion
about the level of TAFE library resources and services to support VET and HE focused
on the scale of delivery and not necessarily the type of library resources or services
required. Nevertheless, TAFE librarians spoke about VET resources as predominantly
static and print-based and viewed HE library support as needing a higher degree of
online resources and skills training.
Librarian participants described VET as more teaching driven than HE delivery. TAFE
libraries, with their generally smaller budgets and staffing, could offer only a limited
range of services and opening hours. The most common response reported was that the
TAFE library reflected its VET heritage. Collections supported the vocational delivery
of the institute rather than the scholarly emphasis associated with HE. TAFE libraries
lacked the budgets to acquire the depth of resources that university libraries hold. With
such a small percentage of the overall student body being HE students, TAFE libraries’
physical space was built for VET enrolments. The learning commons model of open
computer areas and discussion spaces, which pertained to some TAFE libraries, was
considered to be VET centric, with most libraries lacking the designated quieter study
spaces associated with HE academic learning.
Of the 20 librarians interviewed, only one participant stated that their TAFE library
was like a university library. Twelve participants defined their library as being for VET
and HE or “a 50/50 sort of thing” (Stan). While Jim said that his library was “some
weird hybrid”, Xavier spoke about his TAFE library as a shared resource “to absolutely
everybody”. Four librarians described their TAFE library as a VET library supporting
HE, but that it was “changing to cope with [HE] and looking at all the issues that it
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involves” (Cassie). Three librarians stated that their library was VET or TAFE yet were
cognisant of “bringing more HE resources in and meeting the needs of that” (Lucas).
Concerning student enrolments, Lucas continued by saying that HE was “very
minimal...1.2% of the area”. Jill thought “We are maybe 600 or 700 HE students across
the board” and to Selina, “as far as numbers go, you could call them small”. Although
HE was perceived as embryonic or slowly expanding, all librarian participants viewed
HE as time and resource hungry given the number of HE students and staff. HE was
considered as more scholarly based, and by implication, dependent on a more extensive
range of physical and electronic resources.
The researcher asked in the library participants’ one-to-one interviews, “Which of your
library resources and services do you think HE lecturers value and use the most”?
I find HE lecturers are really into electronic (Hannah).
The electronic collections have much more importance (Jill).
The concentration has been on electronic resources (Albert).
Obviously, they like electronic resources (Cassie).
The last few years using a lot more electronic resources now (Bob).
It inferred a higher level of information skills training. Unlike VET’s reliance on more
print-based resources, the HE element of TAFE libraries was more reliant on the
digital. HE needed more specific, more in-depth resources and “dedicated librarians for
all the areas” (Stan). HE involved, according to Don, “greater interaction between the
HE students and staff and faculty librarians or librarians than there is with VET”.
Librarian participants saw TAFE libraries as dealing with all types of students and staff
and were non-discriminatory in their commitment to both. HE library resources and
services were distinguished from VET by the level of resource and the type of
provision. HE required more TAFE libraries’ electronic resource provision.
Subsequently, HE was a change catalyst for TAFE libraries, with the majority of
librarian participants defining their library as mixed, transitioning from VET to the
higher online resource support requirements of HE.
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5.1.2

Library resources and services for HE

TAFE libraries provide a variety of resources and services to support the scholarly
information needs of its lecturers. Library services encompassed information support
for teaching, training in the use of resources and an array of classes, such as database
searching and library orientation tours.
When asked by the researcher about library resources for lecturers, two librarians spoke
in detail, encapsulating other participant views.
Firstly, Neil:
For them - eBooks, databases, streaming videos and books on the shelf, DVDs,
still videos and hard copy journals. Um, but you have the training room to have
classes when they go in their classroom that computers. [Librarians] do
referencing classes, tours, they use the website and how to research, and how
to reference.
And you Gwen, what would you say are the library resources and services that you
offer? If you were to name them (Researcher)…
We offer them the capacity to put together curriculum resources such as
readings and journals and online resources that are relevant to their curriculum.
We source new resources for them for new courses and new subjects that are
coming on stream. We provide them with any resources they might need for
their own research either for their own personal research as an academic or for
research that they need in order to proceed with their lecturing. We provide
access to the traditional sources- databases, e-books, journals, physical or
virtual...For them and for their students, we support them with training (Gwen).
Neil and Gwen’s responses noted the combination of physical, online and service
delivery provided. Their responses summarise HE support for lecturers at the
individual scholarly information level and from the student support aspect. Implicit in
their replies are library services, such as linking prescribed texts and reading lists to the
library catalogue, demonstrations of bibliographic and citing tools and book ordering
based on lecturer suggestions.
Concerning collections, other librarians discussed reserve collections of prescribed
texts to ensure resource availability. They mentioned that they offered HE staff and not
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HE students, longer and greater borrowing entitlements (and sometimes no library
fines) for staff as well as an inter-library loan (ILL) service.
All the TAFE libraries in the study subscribed to broad and traditional subject area
database suites, such as EBSCO and Informit. Variations in database collections related
to the provision of specialised products tailored within those subscriptions, for
example, Science Direct Health and Life Sciences content or independently purchased
database subscriptions like MIMS nursing database for the Bachelor of Nursing degree.
The provision of specialised or standalone databases reflected support for niche or
particular teaching delivery relevant to their institute.
All the libraries subscribed to online subject guides such as Libguides or provided a
similar product to quickly group and present online content based on the disciplinary
area of the HE degree. Librarian participants mentioned helping staff to select and
connect library resources to the Learning Management System (LMS).
All the libraries had a super search or Discovery functionality on the catalogue,
facilitating easier access to all physical and subscribed electronic content. Hannah
observed that “we now have a lot of databases and the Discovery layer was sold on the
premise that HE workers would be looking for [online] information as well as the hard
copy”.

5.1.3

Describing the effect of HE on the TAFE library

HE has been the saving grace of the library (Michael).
There were five themes from library participants about the impact of HE on their
libraries. Each theme was derivative of the overriding importance of TAFE libraries to
the accreditation of the TAFE HE degree. As part of that accreditation process, there
was a fundamental need to demonstrate to TEQSA (Tertiary Education Quality
Standards Agency) that the TAFE library was capable of supporting the delivery of HE
qualifications in TAFE. Demonstration of this was reflected principally in the first four
themes of collection development, service extension, changes to liaison support and
facility improvement. Further ideas arising related to improvements to the skill and
knowledge base of librarians and the influence of HE on the prestige of TAFE libraries.
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The need for HE resourcing in TAFE libraries was driven by the TEQSA requirement
to demonstrate academic standards in information resources, services and facilities
necessary to meet HE delivery. Of the 20 librarian participants, seventeen believed that
HE had an impact on its library, mostly in the form of additional budget. Most librarians
highlighted HE accreditation as the primary factor for driving increased resourcing for
the library. For example:
As part of the accreditation to deliver HE programmes that had to be some
sort of workspace or study space to accommodate HE students (Don).
One year the accreditors looked at the library resources and said that you need
to buy Emerald...So we bought that database (Selina).
The effect of HE on TAFE libraries’ collection development was a dominant theme
derived from the data. Three librarian participants directly referred to collection
development funds for HE delivery.
The collections have been built up over the years in vocational areas so when
the degrees came, we realised there was a huge gap in the higher level
resources...hard copy I’m talking now as well as E...so each degree was given
a substantial setup...now when I say substantial... for a TAFE... we were given
$20,000 (Hannah).
HE affected TAFE libraries’ alignment of its resources to this new curriculum.
Purchasing multiple copies of prescribed texts reflected the importance of providing
teaching resources to HE students. Setting up hard copy and electronic reserve
collections provided access and availability to a range of critical resources. Reserves
were an effective way to assist with the overhead cost of HE support, which was “quite
expensive” (Jim) and “can clean out our whole budget with one course” (Cassie).
The support of HE delivery affected TAFE libraries, principally in the direction of its
expansion of online content. “We now have a lot of EBSCO databases etc., which we
could not have afforded if we were only TAFE and VET students only” (Hannah).
Librarians spoke not only about HE as needing a higher level collection, but the reach
of online delivery and digital resources to provide easy access for staff and students.
Michael emphasised the necessity of having specialised databases, while Albert
mentioned how collections have changed because of HE, from hard-copy resources to
“now, it is all on databases, eBooks...” The orientation of HE resources towards a
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scholarly focus was explained as a shift from “just being magazine articles” (Shane) to
quality online journals because HE students, unlike VET students, must use peer
reviewed journal articles for their study.
The theme of changes to TAFE library services was common. This change was divided
mainly between research and academic skills training and the provision of liaison
services. The delivery of HE affected how TAFE libraries delivered training. HE
promoted more academic or information literacy training. Previously, library training
aligned to its VET clients and the level of VET qualification delivered. Library VET
training was basic training, such as orientation tours or catalogue use. Gwen described
how the introduction of HE into TAFE was more than just an “add on to existing VET
library services”.
It really became more substantial and more oriented towards the needs of
students who have to do research and academics that have to do research,
rather than the students who have to use the library to obtain resources that
have been put together by teachers...the critical point was that it was research
orientated and that brought in more substantial kinds of teaching and training.
HE affected the importance of liaison services for all TAFE libraries in the study.
Librarians perceived liaison librarians as the conduit to HE teaching departments.
Liaison duties included assisting lecturers in navigating information, cooperating on
collection development and delivering higher level skills training. One TAFE library
had established a small scholarly and research team. Another had liaison librarians
allocated to each department. Another had “dedicated librarians for all the areas”
(Stan), while the fourth institute had research and academic support officers, who were
there “to support teachers with electronic resources and any students that need
assistance with any research skills” (Cassie).
With facilities and space, the impact of HE was variable across the libraries. All TAFE
library spaces were different. While one institute had deliberately re-modelled its
library to accommodate a HE study centre, another librarian commented that HE for
them had not affected the physical library space. What was widespread was the notion
of different study spaces for various types of learning associated with HE, including
quiet study areas for more academic research.
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The final theme to emerge from the data concerned how the introduction of HE had
upskilled librarians and how HE had raised the prestige of their role. To some, HE had
made their jobs more attractive because of the expanded role demanded of the library.
HE affected the research skills training required from the library and some librarians
commented that HE made better use of their abilities. Gwen made the point that HE
had changed the library in a positive direction because librarians now had to draw on
what they believed a university library should provide to support HE students and staff.
Xavier commented that HE had made his library less isolated and “more inclusive of
teaching and learning”.
To sum up, TAFE libraries were acknowledged as an essential requirement of the
accreditation process for TAFE HE qualifications. This acknowledgement resulted in
a positive impact on the role of the library, despite bringing challenges related to the
additional demand for space and resources.

5.2 Barriers to lecturers’ use of TAFE libraries
This section discusses the barriers the librarian participants identified in the lecturers’
use of TAFE libraries for their scholarly information needs. While the data showed
lecturers do use TAFE libraries for varying aspects of their scholarly work, this section
offers six prominent discussion threads from the librarians’ point of view as to the
limitations, restrictions and discouragements to greater lecturer use of TAFE libraries.
5.2.1

Time and workload

Librarian participants consistently focused on the active teaching element of the
lecturer role. Teaching was seen to extend beyond the classroom to encompass duties
such as administration, student support, counselling, literacy skill training for
international students, developing course materials and improving personal
competency. A common understanding was they believed lecturers spent more time on
academic skills for students in their teaching than their university counterparts.
Librarian participants agreed on the high and extensive workload borne by the HE
lecturers. Some of the most frequent words used to describe them were “time poor”,
“busy” and “administrative load”. Fifteen directly referred to the busyness of the
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lecturers as a barrier to greater library use. For example, Bob, in describing lecturers
being unaware of TAFE library services, commented that “Maybe they are not
interested. I think a lot of them are too busy, yeah, too busy to look into it”.
While the librarian participants recognised a difference between the HE and VET
teacher role, there was an inconsistency about their understanding of the extent that
research played as part of the HE lecturers’ duties. Several comments noted the demand
for research in TAFE was low or ambiguously defined. Many librarians were confused
as to whether the lecturers did research and what it meant. Gwen related research to
developing the teacher’s responsibility to develop the professional research capacity of
students in particular subject areas. For Don, research was about the lecturer having a
better knowledge of the subject area than their students. For Neil, the term research
implied that lecturers, like himself, would visit the library with research information
inquiries to help with their study needs. There were recurring references to lecturers
researching to prove their academic credentials.
Librarian participants expressed mixed understanding of the extent, definition and
rationale behind HE scholarly activities, especially research, which affected how TAFE
library services responded to their scholarly information needs. In addition, the
busyness and overarching administrative responsibility of the HE lecturers affected
their relationship to the librarians and their libraries.
5.2.2

Relationships

TAFE libraries’ support of the lecturers depended primarily on the strength of
individual relationships. Establishing a connection between the TAFE library and the
HE lecturer was often seen as difficult. Librarians mentioned many reasons for this,
principally their busyness as already discussed. The effect of widespread sessional,
part-time and contract teaching staff was a factor affecting library relationship building.
This was because the librarians believed sessionals did not have the time to explore
TAFE libraries because of their high teaching load. Additionally, for the librarians, it
was difficult to get to know and form relationships with sessional staff who were not
permanent staff and likely to move on from their temporary employment contracts.
Librarian participants confirmed that a relationship with the lecturer was needed for the
library to assist. “Often you find out they are doing research well above their PhD. If
they told us about it beforehand, we could be sort of aware of what they are doing and
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ping through information” (Don). In the above quote, Don is stressing the importance
of the library’s ability to “get near these people, the lecturers”. “If they [Lecturers] have
got a good working relationship with their research librarian, and they know what the
research librarian is capable of, then they might start handing over some of the work”
(Albert). Albert prefaced this comment by highlighting that the lecturers do a lot of
research in their own time, “you know, at 11 o'clock at night”. As a result, lecturers
were not contacting the library. Non-contact by lecturers suggested that “relationship
as a library barrier” was in the context of the lecturer’s interest, action, motivation and
need to use the TAFE library.
Jill made the point that those TAFE HE degrees that have been around the longest
afforded the library more opportunity to build a relationship with the HE Department.
To Hannah, it was all about embedding TAFE library services in HE and the
conversations with lecturers to make that relationship sustainable. Chester was less
convinced and felt that providing support to teachers was circumstantial, individual and
a “very isolated type of thing”.
It was hard for TAFE libraries to establish relationships with sessional staff. The lack
of lecturer time was noted as the primary factor to establish a connection. Gwen
explained: “They simply do not have the time. I have had a lecturer say to me ‘Look.
Don't give me too much information. I really don't have the time. What you are sending
me is useful stuff but I just don't have the time to go through it. I just need this and
this’”.
5.2.3

TAFE library knowledge

Most librarian participants claimed that the lecturers lacked knowledge about TAFE
libraries. This claim was expressed in many ways.
Librarians believed that the lecturers had expectations that TAFE library resources
were weak or not useful. This view was based on the lecturers’ comparing TAFE
resources to the university library resources with which they were familiar. Many
librarians mentioned the non-use of TAFE libraries was due to lecturers’ belief in the
self-efficacy of their information searching.
Librarian participants were critical of this belief that lecturers already possessed the
necessary information literacy (IL) skills. There were references to the inadequate
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information searching skill set of the lecturer and their use of general searching to find
what they needed. Several librarians used the term “ignorant” to describe lecturers’
lack of familiarisation with TAFE library resources and services. According to
Michael, “It depends on the teacher’s awareness...And the teachers are blissfully
unaware themselves”. Michael went on to make the point that, apart from the lecturers’
lack of time to familiarise themselves with the library, the TAFE library was failing in
its ability to market its services appropriately to them.
Librarian participants frequently discussed the disconnection between what their
library offered and the uptake of these services by the lecturers. As such, librarians
recognised that stronger marketing was needed and suggested that the use of library
resources related to lecturer knowledge about them. Cassie believed that once lecturers
were aware of “this great resource” that they would use it. However, several librarian
participants disagreed and commented on the low response rate to library marketing,
despite their best efforts. To Jim, if the lecturers don’t “want to be hit with the message,
they won’t”. For Michael, even if librarians proactively promoted TAFE library
services in, as he said, “a timely manner”, the lecturers didn’t have the “leftover mental
energy” to do anything.
Librarian participants considered that many of the lecturers had a low level of
knowledge about what TAFE libraries could do to support them. Contributing factors
to this were the limited library marketing to the lecturers, a view of the lecturer’s lack
of time and interest in TAFE libraries and a belief that many lecturers had few IL skills.
5.2.4

Geography

The geographic distribution of TAFE campuses was a discouragement to lecturer use
of its libraries. This lack of use was due to many lecturers teaching across campuses,
which implied a distance issue from the main TAFE library. This distance meant a
decline in physical visits, browsing collections and one-to-one contact. The following
librarian explained the problem. “Normally when you have the classes in the city, the
teachers don’t come here. They go straight to the city and finish the class and go home”
(Stan). The findings identified that the challenge of teaching programmes across sites
was about the access to and depth of the library collection and services that supported
that programme.
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For Albert, the geographic barrier was that it was much easier to manage resourcing
and services when campuses were closer to each other. Now, “it is much harder...when
you are so spread out”. One difficulty highlighted by Albert was the diversity in TAFE
library services across sites.
In the study, each institution had between four and six campus libraries, geographically
spread across Melbourne’s north, east and south-east regions. As an example, the
average distance between Institute B’s six campus libraries was 55 kilometres. The
average gap between Institute D’s six campus libraries was 12 kilometres.
Don explained the over-reaching effect of multi-campus TAFE libraries support in the
following way:
So, with Gwen and myself, we are 1.6. So, we try and cover the VET and the
HE requirements of the service. So, we typically, you know, work across
campuses. In any one week, I will work at three, maybe four campuses a
week; Gwen a couple of campuses a week.
Librarian participants shared issues associated with having many libraries servicing a
wide geographic area. According to Cassie, “some are self-managed with self-checkin units, and one staff member attends there once a week; some have support staff;
others are open all the time”. Jim made the point that, for him, the wide array of courses
and subjects from his institute “scattered across all campuses” suggested the need to
support teachers with more electronic resources.
Geography was a real issue for library access. Geography revealed the problem of
support over campus distances resulting in lower physical visits and the personal
contact which was deemed essential to relationship building with HE lecturers.
5.2.5

Resourcing

Two dimensions informed discussion around TAFE libraries’ resourcing as a barrier to
scholarly information support for the lecturers. These were firstly about insufficient
physical and online resources to provide the depth and range required to support HE
fully. Secondly, budget and staff cuts, at the library and institute level, affected the
provision of library resources and services, and were seen as reflecting the degree of
investment in TAFE library support for HE. TESQA requires a certain level of library
resourcing for accreditation purposes. The librarian participants regarded this TESQA
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requirement as a minimal bench-marking level that their library needed to meet for
auditing requirements.
The two threads of resourcing and budget intertwine in this part of the findings.
Librarian participants criticised the lack of physical resources, lack of staff and lack of
disciplinary-specific databases. There were frequent comments along the lines of
TAFE libraries having limited books relevant for HE courses. The request by the
lecturers for multiple copies of textbooks was a source of frustration for the librarian
and lecturer participants. Feedback from the lecturers included the need for a wider
variety in the collection and wanting specific textbooks for the course “all the time”.
According to librarian Neil, HE lecturers were always “complaining about not having
enough textbooks”.
Librarian participants were critical of the e-book and e-journal collections. Some saw
e-journals as not disciplinary-specific enough, whereas e-books were problematic and
under-utilised. The conversation included discussion about “the clunkiness of
downloading the e-books” (Cassie), limitations on e-book content because of contract
agreements, and criticism about the complexity of the e-book system because when
“you download the stuff…the platform is too difficult” (Jim). The study showed that
problematic eBook use was reflective of poor ITC infrastructure in some TAFE sites,
for example, lack of access to eBooks offsite. It showed to the librarians, lecturer
preference for multiple hard copies of the texts that they are teaching.
The desire for higher level resources was synonymous with the recognition that TAFE
library resources should serve teaching, student learning and research information
needs. While some librarians believed they had most of the relevant databases for HE
support, there was a recurrent discussion by others on lack of depth and extensiveness
of what they could provide.
The researcher’s interview with Gwen included discussion on the importance of
funding and providing specific databases and subscriptions that directly supported the
scholarly work of the HE lecturers. Gwen elaborated on having “gone in to bat for the
academic staff to try and retain the resources”. Despite admitting that students may not
necessarily use the particular databases, Gwen observed that, “they are required for
them to do scholarly research and required for credibility if you like”. They are also
needed for TEQSA and accreditation purposes.
Chapter 5 – Findings - Librarians

183

The researcher’s interview with Xavier spoke about how a limited TAFE library budget
affected the ability to invest more in electronic resources.
Xavier - So we have to be more discerning in the level of resources that we
buy. We can’t afford to buy only...
Researcher - More selective?
Xavier - No. We have to be more general rather than selective. We have to go
broad rather than narrow.
Librarian participants regularly discussed where the information resources were going
and for which particular cohort, VET or HE, they supported. Most, in debating TAFE
library resourcing, implicitly referred to the state of the TAFE institute’s and sector’s
finances. At a macro institute level, budget cuts related to institutional restructures and
what Jim termed “the fragmentation of HE” and “because there were staff going”. At
a micro-library level, the dilution in sector funding affected the TAFE libraries’
relationship with HE through reduced service and resource provision, especially in the
area of library staffing.
Library resources had to support VET and HE staff and students across a range of
subject areas and across a range of courses from certificate to degree level, and in the
case of three institutes, Master degrees. Cassie admitted that she would not know how
to cope if her institute had ten more bachelor courses to support. Jill made the point
that research undertaken by teachers has not necessarily been a focus of what TAFE
libraries have supported. Nevertheless, “we have HE staff. We should be supporting
the staff. Do we then get additional funds, or do we take funds from somewhere else to
buy the resources that they need”?
5.2.6

Structure

There was a relationship between TAFE libraries’ budget and structural barriers. The
association was in how the budget affected TAFE library staffing, especially in the area
of liaison services. In most cases, less financial support for the library led to a
restructuring of library services with staff cuts on non-liaison services.
The following four librarian participants, each from one of the four institutes in the
research, described the effect of structural changes in their library.
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Albert spoke about recent cuts where “we halved the library staff”. As a result, liaison
librarians were “servicing the Departments across the board, not just HE”. To Albert,
the model was not working particularly well because liaison staff were not only doing
desk work but splitting their duties. The underlying context of the discussion was that
the financial sustainability of the institute came at a cost to service areas, such as the
library.
Jill referred to the budget turmoil in the Victorian TAFE sector when funding to
TAFEs, and subsequently its libraries, was affected. Jill emphasised the effort to
maintain and not reduce library services. For Jill, library restructure was about
protecting information and liaison services while reducing the importance of technical
and lending services.
For Jim, the changing structure of his TAFE library was about the liaison librarian role
shifting to meeting the daily operational needs. “We have five faculties that have
collapsed into four. We had five faculty librarians. And I mean collapsed from 5
[librarians] to 1.6”. Jim went on to grieve that his role now was doing all book ordering
and collection development. “I describe myself as like the Queen who had to drive the
truck during the war”.
Yuri commented on the recent restructuring of the librarian liaison roles to cover the
expansion into new degrees. Yuri’s interview similarly placed the growth of HE
delivery in TAFE against the backdrop of sector-wide funding cuts and institutional
financial loss. Yuri labelled his library as being “like a HE library operating on a TAFE
budget”.
All four librarian participants reflected on the structural challenges of supporting HE
against tight or shrinking TAFE library budgets. They each emphasised the importance
of liaison teams in keeping close contact with relevant HE teaching staff, and the
programmes delivered, but noted how challenging this had become given the cuts.
To sum up, some barriers to lecturer use of TAFE libraries were identified by the
librarian participants. These were lecturers’ lack of time and workload, and relationship
and knowledge of the library. Geographical dispersion of campus libraries, underresourcing of TAFE libraries and staffing restructures were discouraging factors to
lecturer use of the library.
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5.3 Scholarly information seeking across information
sources
Three central themes about the scholarly information seeking of the lecturers emerged
from the understanding of the librarian participants. These themes were: “Self-efficacy
and information seeking skills”, “Networking information sources: ease, familiarity
and access” and “The convenience of Google”. When discussing the lecturers’
scholarly information seeking, librarians questioned their perceived research and
information literacy skills. Similarly, the theme of networking across information
sources, based on access, ease and familiarity arose as a vital aspect of the lecturers’
scholarly information seeking behaviour. In particular, using university libraries as a
primary resource to access information was evident from the discussion. Finally, the
theme of “The convenience of Google” reflected scholarly information seeking via the
internet, more often than not, as a more comfortable choice than using TAFE libraries.
5.3.1

Self-efficacy and information seeking skills

Librarian participants believed that the lecturers displayed a high level of selfsufficiency, self-efficacy and independence in their scholarly information seeking.
However, many librarians questioned the information seeking skills of the lecturers and
reiterated that it was dependent on the skill set of the individual staff member. Librarian
participants noted that a level of independence from TAFE libraries was due to factors
such as lecturers’ busyness and that technology enabled online information access from
anywhere. This independence related to having a lesser personal need to connect to the
TAFE library space physically. The belief in the lecturers’ self-efficacy in their
scholarly information seeking reinforced a view by the librarian participants that TAFE
libraries were properly teaching and student learning focused rather than researchcentric.
One argument presented was that the TAFE library role was to train the lecturers to
become independent learners. Don expanded on the issue by saying that though “you
are doing the right thing in teaching them how to do it, it is more difficult to monitor
that they are doing that in the most effective way”. Many librarians agreed that it was
often challenging to discover the research or information searching activity of the
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lecturers. “It is a mystery”, said Jim. While Jill supposed she should run some statistics
to find out what they were borrowing, Neil thought that unless you happen to interact
with them, you didn’t necessarily know that they were there.
Librarian participants were critical of the lecturers’ belief in their information seeking
skills. While acknowledging some lecturers were “astute” (Jim), “savvy” (Gwen) or
“confident with learning e-resources” (Don), many librarian participants commented
on what they saw as the poor information literacy skills of the lecturers and their lack
of knowledge of what TAFE libraries provided. Cassie, like many others, said that the
lecturers “like the idea that they have knowledge” and that, as far as digital information
is concerned, “they are all over it” (Don).
The argument presented in Section 5.2.3 was that the lecturers’ lack of knowledge of
TAFE library resources and services was a barrier to lecturers using the library to meet
their scholarly information needs. There was a range of discussion focused around the
feeling that many lecturers “had no idea” (Albert) of the TAFE library resources and
services available. A typical example, recounted by Gwen who, in attending a HE
faculty meeting and demonstrating a video streaming service, met with quizzical
responses from HE staff of “What’s that”? Cassie followed up by saying that the
lecturers go to Google and “would not have a clue” about quality library information
for their research. Jill expressed hope that when the lecturers were doing more scholarly
research, “they tick the peer review box” when they search on the library databases.
Librarian participants believed that lecturers wanted their TAFE library to make it
better for them in their teaching and for their students. Librarian participants expressed
the view that the lecturers’ scholarly information seeking reflected past and current
practices, including their belief in self-efficacy in seeking and acquiring the
information resources they required for research. This view was perhaps best expressed
by Chester when he said that the lecturers probably think they already know what
they’re teaching and “so don’t need to read up”, and Michael who commented that, in
his view, teachers consistently “like to carry on what they did before”.
Some librarian participants argued that they often only knew about the lecturer’s
information seeking “if they have an issue”; that is, can’t find something. The librarian
participants associated awareness of the lecturers’ scholarly information seeking
behaviour with knowledge of a problem; that is, HE requests for library assistance were
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because the lecturers didn’t have full text access to, didn’t understand something or
wanted a resource that was not available on the TAFE library website. According to
Neil, the lecturers often were “finding stuff” and not necessarily knowing where they
found it. He provided the example of lecturers’ confusion between the databases and
the library catalogue where “they call up and don’t know what to do”. Michael spoke
about the lecturers “not realising” that full text articles exist in the library databases.
Yuri similarly stated that his lecturers often ask for information requests and “they just
don’t know what we hold”.
5.3.2

Networking information sources: Ease, familiarity and access

When asked about how lecturers find scholarly information, Theresa’s response
encapsulated the responses of many librarian participants: “They find it online, through
RSS feeds, reading journals, attending conferences, searching websites, talking to
industry, talking to librarians and networking with colleagues”. Librarian participants
agreed that lecturers used a variety of information sources and networked across these
information sources, including TAFE libraries, in their search for relevant content.
Accessing content was based on purpose and need, in particular, whether for teaching,
student learning or other scholarly needs, including research.
Concerning research, librarian participants believed in the lecturers’ preference for an
electronic strategy in seeking the material itself and the manner of accessing it. They
recognised that the lecturers sought a streamlined and straightforward connection to
information resources, but that the eBook platform, in particular, was problematic in
its functionality. The librarian participants accepted that TAFE libraries offered
themselves as one place to collate and service HE information needs and that it was
critical to making that information available as quickly and seamlessly as possible if
they were to be relevant to the lecturers.
Librarian participants perceived that HE lecturers used TAFE libraries to search for
information but it was for particular reasons. There is evidence already that any
appreciation of TAFE libraries was for its teaching and student learning focus.
However, when asked by the researcher what was the primary step in the lecturer’s
information searching, only two librarians directly referred to their TAFE library as the
first port of call. There were some reasons provided for this view.
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Most librarians believed that they offered staff and students the right level of teaching
and learning support. However, when it came to scholarly information seeking for
either teaching or research needs, TAFE libraries “did not come to mind first when they
need information” (Hannah). Hannah continued that the lecturers can find information
on the desktop; they could also “find it through colleagues, they have good networks”.
Jerry believed that the lecturers worked “in their silos” and used networks more than
TAFE libraries.
TAFE libraries were not research orientated. Lecturers used them in support of students
and the curriculum. Librarians discussed that most lecturers, while using TAFE
libraries to support the teaching side of their work, used university libraries for research
information wherever possible. Several librarians noted that because many lecturers
were studying, “a lot of night classes” (Cassie) and “time is a big factor” (Shane), they
were used to accessing university library databases and could easily do so from home.
Hannah recalled a conversation she had with the Head of HE at her institute.
When I spoke to Charles on Tuesday, he offered up that he uses the Monash
library, that he is familiar with it, that he knows that he can go there...so my
technical services person said: "Oh, Charles! You shouldn't be doing that! And
Charles said - "You are right...you have made me feel guilty...I will make an
effort to learn your library system". It is just a comfort thing, I think.
TAFE libraries were just another thing to learn when lecturers already felt incredibly
time poor. Thus, lecturers’ scholarly information seeking behaviour took the path of
least effort, using the information source they were most familiar and comfortable with.
Besides, university libraries were viewed as more comprehensive and reliable
information sources. Hannah, like most participants, believed that lecturers expected
that they would find more relevant information in university libraries. Charles felt
"guilt" on using his university’s library and expressed annoyance at the "effort" in
having to learn another system. Such comments reiterated the importance of ease of
access to information through familiar and convenient pathways.
The theme of familiarity, convenience and usefulness in information searching
continued to emerge throughout the interviews. With familiarity, some librarians
believed the lecturers’ scholarly information seeking was mostly about what they knew
and frequently used. With convenience, scholarly information seeking often related to
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the notion of wanting simplicity to acquire information, the “one-stop-shop”. In many
cases, this referred directly to the use of Google.
Librarians linked the prevalence of electronic information searching with a decline in
physical connectivity to TAFE libraries. The decrease in physical visits and physical
book borrowing was generally symptomatic of technology and the availability of online
information rather than with any behaviours specifically associated with HE.
Nevertheless, with physical items, five participants referred to the lecturers’ use of the
CAVAL1 reciprocal borrowing scheme to borrow books from other university
libraries. Librarians were asked why lecturers went externally to other libraries rather
than use their own inter-library loan service. Responses ranged from not wanting the
TAFE library to bring books in, to the fact that ILLs were not, generally, either a free
service or quota limited for staff. There was recognition from the librarians that
sourcing and acquiring desired books from other librarians was a costly expense for
TAFE libraries. But, as Shane said, “[the lecturers] were happy to trot around with their
CAVAL card”.
Lecturer scholarly information seeking was about sourcing information from where
they could find it. Jill said they would “chase references” from journals they used, use
alerting services like RSS, Google and the TAFE library, “and talking to other people
as well, of course…talking to their colleagues”. Jerry believed that his HE Department
Head had “a lot to do with [his] colleagues at Monash University....So there is a certain
amount of networking with universities as well”. Jerry continued:
I think they also because they have come from a university environment, they
tend to go back to their friends that they know are still in that environment and
get them to get material for them as well.
Librarian participants discussed that lecturer scholarly information seeking was about
searching across information sources that sometime included TAFE libraries. Their
scholarly information seeking was based upon ease of access and familiarity with the
information experience. In most cases, university library access provided this. Their
scholarly information seeking behaviour was about the immediacy of information

1

CAVAL (Co-operative action of Victorian academic libraries) provides a library
borrowing card that can be registered at member libraries, including TAFE libraries.
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where “lecturers want the material at the drop of a hat” (Michael). This desire of instant
information acquisition included, as presented in 5.3.3, the growing preference for
Google in finding scholarly information.

5.3.3

The convenience of Google

Everyone uses Google (Jill).
The importance of the internet and Google, in particular, was a common theme
mentioned by librarian participants’ talking of how lecturers searched for information.
Many librarians felt that lecturers consulted Google or search engines as the first option
in information searching. They then proceeded to other information sources based on
many factors including relevancy, authority, ease, familiarity, convenience and cost of
full text access.
Librarian participants were aware of the influence of Google and Google Scholar in
lecturer information seeking. Librarian thinking related to descriptions of Google as a
more natural information searching choice - the first step for many. The use of Google
appeared in three main themes. The first described the use of Google as a quick and
familiar search option not associated with serious research. The second referred to
TAFE libraries’ attitudes to adapting and working with Google Scholar and free and
open source databases. Finally, librarian participants described the internet and the
lecturer’s diminished relationship to their library.
Google was a more accessible and natural option, with the lecturers’ busyness and a
perceived lack of interest and knowledge about TAFE libraries a contributing factor to
its use. Google was what the lecturers knew and were familiar with using. Many
librarians equated Google to quick and straightforward searching best understood
regarding a general or known information search.
They will do simple things like go to Google Scholar, um, or even Google...
And hope to find something (Gwen).
They just have a natural inclination to do Google searches, I think. [Sigh]
(Selina).
They will not even bother going to the library webpage or our academic
rooms, and they will just go to YouTube and Google (Cassie).
Chapter 5 – Findings - Librarians

191

These comments and others highlighted librarian perceptions that Google was, for
many lecturers, a starting point for information searching. The findings showed that
librarians thought the lecturers considered Google as an intentional, sufficient and
primary tool for accessing information as well as a by-product or pointer to other
information, some of which may be provided by the TAFE library.
Frequently, I get little bits and pieces that they extrapolate from the internet...
Can you source this journal, can you source this article...Yes, I do that for them.
I know how time poor they are (Madeleine).
While Madeleine highlighted librarian intervention in information searching, others
discussed that as far as the student aspect of scholarly information seeking is concerned,
“Wikipedia just does not cut it” (Gwen). Students were required to use peer reviewed
journals and databases for their study. Lecturers drew on the TAFE libraries’ catalogue
and databases for that reason - accessibility to students. As such, there were several
critiques of the functionality of the TAFE library catalogue and website, “which is clear
to some, but not to others” (Chester). The importance of reducing TAFE library access
hurdles and facilitating Google-like intuitive search functionality to electronic
resources was a common theme.
The interviews highlighted TAFE libraries working with Google Scholar and accessing
free web databases such as PubMed, which were acknowledged as having “a lot of
really good information” (Gwen) (and were advertised and promoted on library
database pages). Librarians also described how TAFE libraries linked information
resources back to Google Scholar to be in the space where they believed the lecturers
were active and searching.

5.4 TAFE libraries as teaching and student learning
centric
TAFE libraries were perceived as teaching and student learning centric. Librarian
participants stated that the lecturers understood TAFE libraries mainly regarding their
role in supporting teaching and student learning. The lecturers saw TAFE librarians
and the resources and services they provide as primarily useful for teaching and student

Chapter 5 – Findings - Librarians

192

support. However, lecturers wanted more resourcing within this context of supporting
student and teaching needs.
5.4.1

What was appreciated and used

Librarian participants across the four TAFE institutes believed that the lecturers
appreciated librarians and the personal element of the library service provided. While
resources such as databases, textbooks, subject guides and electronic information were
valued, it was the TAFE library as a student space, and librarians as a link between
their teaching requirements and student learning, that was most appreciated.
Librarian participants believed that lecturers saw them as trustworthy, knowledgeable
and personable staff. They thought lecturers valued their advice and information skills.
This was greatly influenced by the level of the personal relationship involved.
Of the 20 librarians, ten directly responded that the lecturers appreciated TAFE
libraries for their customer service and face-to-face contact.
We were small like a country town…. a TAFE, so to some extent, you know
the people well. And what our lecturers actually appreciate and they can just
ring...or pop in and out the library...and we all know them... (Hannah).
The lecturer participants appreciated TAFE libraries’ value to HE students. Examples
of this value included the provision of electronic collections, databases, physical space,
computers and reserve collections. Many librarians mentioned online subject guides
like LibGuides as being useful for student assignments because they contain direct
catalogue links to prescribed texts, pre-determined searches for subject areas and links
to online resources. The TAFE library assisted HE students with their assignments by
using “validated resources” (Cassie).
The lecturers’ gratefulness for TAFE libraries supporting students was in their
appreciation of their information literacy and academic skills training. Frequent
comments suggested the lecturers valued library classes and orientation tours for their
students. Hannah summarised the TAFE library’s value concerning contact and
personal assistance over a range of student facing activities, such as anti-plagiarism
talks, copyright and referencing skills, that assisted both the teacher and the student.
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Three themes emerged from the lecturers’ use of TAFE libraries. They were its physical
and virtual usage; secondly, individual and department variations of that use; and
finally, TAFE libraries use for teaching or research purposes.
There was little physical use of TAFE libraries by the lecturers. Where it did exist, it
was about accessing the hard copy collection or for specific tasks such as bringing
students over for a library class. Many librarian participants commented that use of
TAFE libraries varied at the department and individual level. Department variations
were dependent on the relevance of the collection to the teaching area and what the
faculties and degrees demanded of the service. For Madeleine, the difference in library
use was whether the discipline was more theory or practical based. The final theme to
emerge was about whether the lecturer use of TAFE libraries was primarily for teaching
or more scholarly work, such as research. Most librarian participants commented that
the primary use of TAFE libraries by lecturers was for teaching purposes.
To recap, most librarian participants believed that the lecturers regarded library staff as
a link between themselves and the students. Librarians felt that the library space,
physical and electronic collections were appreciated for the value they provided to
students. Librarian participants thus considered TAFE libraries successful in meeting
HE student needs but were aware that the library, in general, did not necessarily match
the more extensive scholarly information needs of the lecturer.
5.4.2

What was needed and not wanted

The findings have already discussed what the librarian participants believed TAFE
libraries provided to the lecturers and what they thought the lecturers appreciated and
used. The general view of all 20 librarians was that the lecturers wanted a higher level
of academic or scholarly resourcing and service provision, for themselves and their
students. This view was consistent with an understanding of a university library
experience. The view of university library services was as a provider of higher level of
library support, tools and resources. The data revealed that the desire for university
level library services was drawn mainly from the previous and current university
experience of the lecturers. Librarians believed that lecturers brought the assumptions
and expectations of university libraries to their views of the TAFE library. “From their
point of view, they want resources for their students because they want their students
to have the same experience that they have had at Monash” (Albert). However,
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according to Theresa, “They don’t expect research collections” because the lecturers
had a realistic understanding of TAFE funding.
There was recognition from librarians that TAFE was practically based. The university
library model, while desirable for the range of physical and online resources available,
was not necessarily seen as suitable for TAFE. TAFE libraries were smaller and more
personal. Having the “biggest collection in the world”, according to Cassie and
Madeleine, was all right but only if it was used.
The wish for HE university library resourcing expressed itself in three other related
ways. The lecturers wanted better library spaces and opening hours. They wanted
Endnote bibliographic software and, thirdly, they wanted more skills training.
According to Neil, the lecturers wanted “The usual things students want - More time.
Why aren’t you open till midnight like Monash”? However, some librarians reported
that when opening hours were extended, the lecturers didn’t use the library. This lack
of use is probably indicative of the lecturers thinking more of their students’ use of the
library rather than their own. Jill noted that lecturers were not limited to the TAFE
library’s opening hours because they research for their classes “without having to come
in”. Seven librarians also mentioned HE’s demand for better library spaces, detailing
the VET based library as noisy and lacking quiet study areas. According to Cassie, “If
the library is old and cold and ugly and the computers are slow, you have got no hope”.
Only one of the four institute TAFE libraries provided Endnote bibliographic software.
Eleven librarians commented that the lecturers wanted licensed institute bibliographic
management software, in particular, Endnote. Michael made the point that Endnote was
“simply because they may be doing their own studies and they have used it before”.
Librarians were critical of relying on “the free stuff - Zotero or Mendolay” (Gwen) or
not being able to afford Endnote licenses for all HE students (Cassie).
Librarian participants believed the lecturers wanted TAFE libraries to deliver more
skills training, especially in the area of generic academic skills. The desire for more
library training was understood as the library assisting with the number of students
coming under-prepared for HE studies.
There was minimal discussion on what librarians thought the lecturers did not want
TAFE libraries to do. However, a common theme was that the lecturers did not wish
the TAFE library to take up too much of their time. Librarians considered the lecturers
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as busy and time poor. Library services should reflect the delivery of immediate or just
in time information services. Another theme was a lack of interest in digital
repositories. Digital repositories are relatively standard in the university context for
research publications and researcher support. However, librarians saw digital
repositories as either a “topic of discussion...that hasn’t gone anywhere” (Jill) or
something that had to be pushed by the library rather than the teaching areas. The
purpose of digital repositories, as understood by librarians and lecturers, was for
storage and dissemination of scholarly output. However, the difference in
understanding what scholarship and research meant between the institute and the
lecturer affected the development of any digital research repository.
The context of university library resources and services provides a framework for
understanding what TAFE librarian participants believed the lecturers wanted TAFE
libraries to offer. There was a consistent referral to the expectation that TAFE libraries
needed to meet HE teaching needs and the student requirements of HE. When asked
by the researcher what resources and services you wished had been provided from
TAFE libraries, Xavier succinctly summarised for all the participants: “Just more of”.

5.5 The evolving TAFE library
The previous chapter established that HE lecturers in TAFE wanted more significant
TAFE library support, especially regarding resourcing, collections and staffing. This
final section discusses two further themes that emerged from the data about future
challenges and opportunities for TAFE libraries. The first theme concerns the problems
for the VET based library as it evolves to support HE delivery. Participant discussion
included talk around TAFE library identity, institutional recognition, librarian
upskilling and lecturer relationship building. The second theme concerned the future
opportunities for TAFE libraries. This discussion included conversations about
consortia, partnerships, positioning TAFE libraries in the online teaching space and
maximising HE support through smart electronic information provision.
5.5.1

Future challenges

Several ideas were running through librarian participant discussion about the
difficulties of supporting HE delivery and HE lecturer scholarly information needs.
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While the earlier debate had recognised the importance of TAFE library resources and
services as part of the HE accreditation requirements, there was a broadly held belief
by librarians that the TAFE libraries’ profile was often under valued at faculty and
institutional level. Many librarian participants found TAFE libraries relatively
powerless in enhancing their status as necessary and essential for HE in TAFE.
Hannah made the point that it was not about whether the TAFE library was for HE or
not. It was about being valued.
...Everybody says... ‘Oh that is great...Library. Tick. They can do that’ …it is
almost like ticking the re-accreditation box...so I don’t think we are sitting in
the place where we feel that people will happily come to us because they respect
us.
For Michael, it was about management ratifying and acknowledging the role of the
library as necessary. Until then, he said, “We are going to be fighting an uphill battle”.
Jill was more circumspect and saw the issue regarding institutional recognition that the
growth of HE has had on the TAFE library. Library budgets, according to Jill, needed
to keep pace with the expansion of HE delivery because “even if a programme only
starts with a dozen students or something, you still need to have a full suite of resources
available to support the programme”.
Librarian participants wanted to be more involved in HE decision-making. The TAFE
library’s relationship to HE teaching and scholarly activities saw a desire to be involved
more closely in the curriculum. This desire was articulated as more contact and
knowledge about HE’s requirements so that TAFE libraries could better assist the
lecturers with developing more appropriate information resources and services. As an
example, Chester recounted that the library databases were used to “make sense” of
HE assignment topics. But if the library “was more integrated into their actual
curriculum, all of those sessions are always more relevant”. It was about, declared
Gwen, “being in their space”.
Many librarian participants believed that building a deeper relationship with lecturers
was through getting to know them better so that the TAFE library could “almost preempt their information needs” (Shane). To many, this referred to having a better liaison
model. A better liaison model was seen as the university library model of liaison
librarians working with the departments. Though many librarian participants saw the
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future as a collaboration with HE, the liaison model “as an academic colleague”
(Shane) was problematic and still at an “embryonic stage”. Only two of the four TAFE
libraries had trialled or were attempting to embed liaison librarians in HE Departments.
“This is just a pilot, having a desk over in the department...” (Hannah).
Most librarian participants viewed the TAFE library future regarding collaboration
with HE as about building relationships and doing more and more outreach. But as Don
explained, “it takes a long time to build up relationships with lecturers if you are not
seeing them every day”. The crucial points that Don raised were about getting time
with the lecturers to demonstrate new and existing library resources and how these
could be applied and used in their classes. Librarians, such as Don, expressed
frustration at having to seek out lecturers’ information needs rather than being
approached with them. Despite the observation that TAFE library resources could
“speed things up and make things a little easier in terms of teaching”, Don lamented
the fact that the TAFE library was often unaware of lecturers’ scholarly work, including
any research they undertook.
The bottom line is that librarian participants perceived the challenge of supporting HE
scholarly activities as one requiring closer integration and understanding of HE
courses. Anticipating the curriculum and partnering with lecturers in information
literacy and academic skills training emphasised the need for a more inclusive role for
TAFE libraries in teaching and learning. Implicit in the TAFE libraries’ push for a more
embedded and collaborative liaison librarian model was the challenge for TAFE
librarians to be more skilled.
Shane said that university libraries have dedicated and discipline qualified liaison
librarians. This was not the case at his institute. Librarians are “liaison for a bit”. Any
suggestion of the librarian in HE schools as an academic colleague implied the need
for a shift in the knowledge base of librarians as well as attaining higher qualifications.
It was suggested that the lecturer perceptions’ that the librarian is "someone who lends
them a book” needed to change. The value of the TAFE librarian, according to the
librarian participants, was as a source of professional advice for the lecturer in using
resources and in finding and evaluating information. According to Michael, the HE
sector is demanding it, so it "depends on us being trained and responding to HE”.
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The data suggested a future challenge for TAFE libraries was around providing a more
expansive range of information resources. Earlier discussion spoke about the difference
in TAFE library resources and services between VET and HE is one of scale and/or
intensity. Nevertheless, several TAFE librarians, in considering the future provision to
the lecturers, mentioned that the TAFE library should offer more resources targeted
explicitly towards HE. These included:
Greater breadth of e-resources for distance and flexible student learning
(Don).
Higher end databases that the universities have (Jerry).
The library as a whole collection increased in relevant areas (Michael).
They need advice possibly on publication (Yuri).
The future challenges for TAFE libraries supporting HE related to resourcing, services,
space and skills. Each librarian participant stressed the impact of HE delivery and HE
expansion on the TAFE library. Librarian participants articulated the need for greater
institutional recognition and support. Nevertheless, librarians often spoke about the
disconnect between what the lecturers were demanding of TAFE libraries and what
TAFE libraries wanted to provide. As said by Jim, “I don’t think that they demand
enough and that we want to give them more. That to me, is the issue. I think that we
are punching beneath our weight, not above it”.
5.5.2

Future opportunities

When asked about the future prospects for TAFE libraries to support HE lecturers, the
librarian participants reiterated the importance of interaction between the TAFE library
and lecturers. Library marketing to the lecturers and the building of individual
relationships was seen as critical to successfully pre-empting their information needs.
The TAFE library backed up HE teaching and was central to the academic
achievements of students. TAFE library opportunities to support the lecturers’
scholarly information needs related to being a source of professional advice in finding,
using and evaluating information. Responding to the lecturers’ information needs
related to providing collections that were “more relevant, more tailored, more specific”
(Don). TAFE libraries’ opportunities related to supporting teaching by being more
involved with HE and saving lecturers time through library involvement in the
Learning Management System (LMS). An example of this would be embedding library
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content in the LMS. Finally, opportunities were associated with integrating the library
in HE course establishment and delivery through resources, services and relationship
building.
The pattern that emerged was that librarian participants acknowledged that the
introduction of HE brought with it an increased expectation of lecturer research
activity. Librarians understood that this could be challenging given that TAFE
generally had not necessarily pursued research at this level. The librarian participants
believed that the TAFE library could and did provide scholarly resources for staff and
students, but maybe not at a level appropriate for lecturer scholarly research. However,
TAFE libraries could offer the opportunity to help develop the research capacity of
lecturers by cooperating with them in identifying appropriate resources and approaches
to help streamline their work. These views reflected that librarian participants saw the
TAFE libraries’ role as in assisting HE staff in finding information, advising them on
relevant sources and obtaining appropriate materials.
The librarian participants believed that while TAFE libraries did not have the “deep
pockets” of the university, they could support HE lecturers’ scholarly information
needs by “doing it smarter” (Gwen). Cassie provided the example of how difficult it is
for her library to build an extensive physical hard copy collection to cover all the
scholarly needs of HE. However, there was the option for the library to manage and
make available a resource database or eBook collection at short notice. This was “a
way of covering ourselves if we don’t have any material”. Investing in electronic
collections, “because the access is huge” (Hannah), provided an opportunity for more
assistance for research needs.
The Learning Management System (LMS) provided an opportunity for a library
presence in HE teaching. Librarians viewed the LMS as a place “where students are
and get their attention” (Selina). Assisting the lecturers by embedding relevant library
e-resources into the LMS offered a way for the TAFE library to integrate into HE as
well as VET courses. TAFE library involvement in the LMS included the selection of
resources, perma-linking to library databases and using online subject guides, such as
LibGuides, to direct users to tailored information resources. Michael called attention
to the lecturer posts in the LMS and “the conversations that they are having”. These
gave Michael and his library staff greater awareness of what was happening online.
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Accreditation for HE delivery in TAFE implied the need for relationship building
between the TAFE library and the lecturers. Librarian participants highlighted that
lecturers became more appreciative of the library and its resources based on this
relationship. The example Hannah provided was that the lecturers knew the library had
limited funding. What the library lacked in databases, noted Hannah, they could make
up for in advice and assistance from library staff.
Future opportunities for TAFE libraries were about having librarians trained and skilled
and responding to the lecturers’ scholarly information needs. The librarian participants
saw the future TAFE library moving closer to a university standard of library
resourcing and servicing within a blended VET and HE model. More extensive
databases subscriptions and embedded liaison services were viewed as significant
future TAFE library developments and the way forward to support HE.

5.6

Summary of librarian findings

This chapter has provided a discussion of the key findings from the librarian
participants. Table 5.1 highlights the themes within the theoretical categories and
provides a brief commentary on the significance of the findings for librarians. The
introduction and support of HE delivery in TAFE was generally seen as having a
positive impact on TAFE libraries. As well, TAFE libraries were critical to the
accreditation of the HE degree in meeting the required TEQSA standards.
The vocationally established and orientated TAFE library was transitioning to broaden
its role in supporting HE through its resources and services. Some barriers, including
the lecturers’ lack of time and TAFE library knowledge as well as limited resourcing
and lack of recognition of TAFE libraries, contributed to difficulties in making the most
of this endeavour. TAFE libraries were principally geared towards the support of
teaching and student learning. Relationship building with HE lecturers and institutional
recognition and support of the library were presented as future challenges and
opportunities for TAFE libraries.
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Table 5.1. Librarian Theoretical Categories and Themes Summary
Theoretical category
HE as a positive
influence on TAFE
libraries

Themes
TAFE libraries defined VET library transitioning to support HE

Significance for librarians
Catering for two cohorts of VET
and HE staff and student; illdefined role; VET legacy
collection as limitation for HE
support

HE library resources and services were distinguished from VET by the level
of resource and comprehensive offered, not by the type of resource

HE TAFE library seeks the same
type of library resources and
services as university libraries
provided but lacks the range and
depth of content

The effect of HE on TAFE libraries was positive but HE was viewed as high
demand, resource hungry and time intensive.

HE support has a resourcing
implication against limited TAFE
libraries’ budgets and their focus
on broader VET support

TAFE libraries recognised as an essential requirement of the accreditation
process for TAFE HE degrees

TAFE library bound to HE
delivery and providing services,
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liaison and collections for HE
support
Barriers to lecturers’
use of TAFE libraries

Many barriers, including lack of TAFE library and geographical campus
distances, all affected the capacity of the TAFE library to assist with
meeting the HE lecturers’ information need where they can

Difficulties in relationship
building between librarians and
lecturers.

Scholarly information
seeking across
information sources

TAFE librarians perceived lecturer scholarly information seeking as an
individual activity across information sources based on the access to and the
purpose of the information need. Their seeking was influenced by ease,
familiarity and convenience

Prominence and marketing of the
TAFE libraries as viable
information source seen as an
issue

University library access was a prime consideration in information searching
for the lecturers

Trying to provide similar and
specific online databases as
university libraries for scholarly
needs but an understanding that
similar comprehensive depth in
content unrealistic desire

Google and internet searching seen as a quick and familiar search strategy

Improving the ease, access,
integration and functionality of
TAFE libraries’ information as an
alternative information source

SIB CONVENIENCE
NETWORK PATTERNS
(INDIVIDUALISTIC
AND SELF-
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TAFE libraries as
teaching and student
learning centric

The evolving TAFE
library

Lecturers displayed a high level of self-sufficiency and self-efficacy in their
information seeking behaviour

TAFE libraries believe they could
assist with information literacy
and research searching skills
training

TAFE libraries perceived to support lecturer teaching and student learning
needs

TAFE libraries ill-placed to
provide research comprehensive
and in-depth research information

Lecturers appreciated TAFE librarians. Lecturers used the physical and
online resources and services available for teaching and student learning, but
perceived them as inadequate for any research information needs

TAFE libraries’ purpose is to
meet teaching and student
learning needs

Lecturers wanted university HE library resourcing and services but within a
VET context

Articulating a HE TAFE library
vision

TAFE library has challenges related to its identity, institutional recognition,
skilling and relationship building to HE.

Defining its role and seeking
institutional support for HE
deemed essential

TAFE libraries’ opportunities related to their relationship to HE and
maximising support through electronic resources and services

Marketing and relationship
building to lecturers is important
for usage; consortia building of
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databases as an option to expand
information resource provision
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6 Analysis and discussion
The primary research question of this study was to understand how TAFE libraries
support the scholarly information behaviour of Higher Education (HE) lecturers in
TAFE? The research used a constructivist grounded theory methodology to explore the
perceptions of HE lecturers and librarians in TAFE regarding scholarship, scholarly
activities and the role of TAFE libraries in supporting the scholarly information
behaviour of HE lecturers.
Three secondary research questions guided the study.
They were
•

How do HE lecturers view TAFE libraries’ support of their scholarly
information behaviour?

•

How do TAFE librarians view their role and function in supporting the
scholarly information behaviour of HE lecturers?

•

How could TAFE libraries better support the scholarly information
behaviour of HE lecturers?

This chapter
•

Addresses the research questions within the discussion

•

Discusses the findings and themes with reference to the literature

•

Presents a theory based on the theoretical categories and themes.

The chapter explains the theory in stages and demonstrates it both conceptually and
visually.
Each of the four main sections of the chapter incorporates the findings and themes into
the theory which is brought together in the fifth section.
Figure 6.1 outlines the chapter’s structure.
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6.1 The context of HE TAFE
6.2 Non-library barriers to undertaking scholarly work
6.3 The perception of TAFE libraries as a barrier to undertaking scholarly
work
6.4 Scholarly information-seeking across information sources

6.5 A theory of HE lecturers in TAFE's scholarly information behaviour and
TAFE libraries' support
6.6 Chapter summary
Figure 6.1. Chapter Outline
The study revealed that the Higher Education (HE) lecturers in Technical and Further
Education (TAFE) interviewed for this study believed that HE lecturing roles should
have a research component, which is not an explicit requirement of their work roles.
The lack of explicit reference to research in their work roles and a lack of a shared
understanding of scholarship created barriers to the HE lecturers’ scholarly information
seeking.
In addition, the HE lecturers and TAFE librarians interviewed for this study believed
that TAFE libraries had insufficient scholarly content to support all aspects of the HE
lecturers’ scholarly work. Furthermore, TAFE libraries were not adequately resourced
to support research.
These perceptions influenced the information seeking behaviour of lecturer
participants. They used TAFE libraries predominantly, as intended, for information to
support their teaching and student learning information needs. For scholarship and
research, however, HE lecturers used “workaround” information seeking behaviours to
access scholarly information from a variety of information sources and services,
especially university libraries.
The scholarly information behaviour of the HE lecturers in this study was shaped by
conflicting notions about what scholarship meant to the lecturers themselves and to
their TAFE institutes. This disputation centred on lecturers’ disciplinary and research
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understanding about what constitutes scholarly activity and their institution's emphasis
on the scholarship of teaching and learning. HE lecturers needed information for their
scholarly teaching, research and student needs and for their own research and
scholarship. The conflicting expectations and perceptions about what TAFE
institutions and HE lecturer participants saw in the HE lecturing role influenced lecturer
participants’ scholarly information behaviour as they sought information for research
purposes largely outside of their institute and its library. University libraries were used
for lecturers’ own research and discovery while the institute TAFE library was used to
satisfy students and teaching information needs. Access to university libraries created
differentiation for HE lecturers between the scholarly information sources they used
between those for themselves and those their students could access.
TAFE libraries struggled to support the scholarly information behaviour of HE
lecturers in TAFE because TAFE libraries have traditionally supported a VET student
and teacher cohort with different information needs. While TAFE libraries’ support for
the HE lecturers’ teaching and learning needs was adequate, TAFE libraries were
inadequate for the scholarly and research needs of the lecturers’ information behaviour.
Section 6.1 discusses the context of HE in TAFE. The findings sections of 4.1 and 5.1
noted the context of HE in TAFE as differentiated from the context of HE in
universities as a significant finding and theme. The context of HE in TAFE as a sector
was perceived as different from both VET and the university HE sector by both HE
lecturer participants and librarian participants. The perception of HE in TAFE as an
outlier in both the HE and VET sectors and their institute’s predominantly VET culture
influenced both participants’ views on scholarly information between what was ideal
and what was realistic for themselves and HE delivery. Perceptions from both
participant groups represented a possible mis-understanding of the variety and nuances
across the university HE sector and its libraries, based on the research focused
university ideal. This was due to a mismatch between the lecturers’ expectation of
what a HE library should aspire to be and the financial limitations of what a TAFE
library can reasonably provide. The lecturer participants’ view of universities and HE
more generally was influenced by their study, previous employment and association
with access to university information resources.
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The scholarship of teaching and learning as an institutionally supported principle with
a generally unsupported research role for HE lecturers in TAFE is the first concept of
the theory to be discussed in Section 6.1 and is also discussed in Section 6.2 along with
other non-library barriers to undertaking scholarly work.
Sections 4.2 and 5.2 of the Findings chapters noted this as a key theme. The lecturer
participants believed they faced numerous barriers in their pursuit of scholarship and
the information they needed for their scholarly activities. These barriers included a lack
of time and lack of opportunity to undertake research. The lecturers’ views were based
on a perceived and idealistic perception of how most universities supported their
academic staff. The lecturer participants consistently drew on an ideal view of a
research focused university and were frustrated that HE in TAFE was nowhere near
this ideal. This frustration of the HE practice in TAFE influenced their information
seeking towards non-TAFE libraries for research information,
The lecturers’ belief that they lacked a supportive scholarly environment influenced
their engagement with informal networks to maintain research currency. Networking
was indicative of the cultural challenges they noted as experiencing. Cultural and
academic differences from VET and the small proportion of HE in TAFE positioned
the lecturers in a place of intellectual isolation. They believed they were academically
different from VET and restricted in their ability to work as HE lecturers by the overriding VET culture, infra-structures and beliefs. Their position as teaching academics
desiring a supported research component led to their independence and self-efficacy in
information seeking outside of the TAFE system. They used broader academic
networks to fulfil the gaps in their HE communication and community as well as to
access the scholarly information they required via family, friends and colleagues in the
university and broader academic community.
Section 6.2 also discusses the TAFE HE degree as a barrier. Issues around its
accreditation requirements, the regulatory and administrative scrutiny and high
workload the lecturers felt they labored under were perceived as barriers to their
undertaking scholarly work. The study found these issues were in fact limiting factors
in their broader uptake of scholarship, which in turn affected their scholarly
information seeking behaviour.
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Section 6.3 discusses how TAFE libraries were perceived as a barrier by lecturers to
their scholarly information seeking, which building on sections 4.4 and 5.2 of the
findings, noted this as a key theme. Regarding research needs, HE lecturers perceived
that TAFE libraries lacked the depth, range and access to online scholarly information
that university libraries provide. TAFE libraries were however seen as an essential
requirement of the accreditation of TAFE degrees and useful for their teaching as well
as student learning.
Section 6.3 highlights the different perceptions and understandings from the TAFE
librarians and the lecturer participants about what TAFE libraries could be expected to
provide to support the scholarly information needs of the HE lecturers.
TAFE librarians found the emergence of HE courses in TAFE to be both challenging
and constructive for the library. This view was based on TAFE libraries’ prior historic
experience concerning its VET support as well a picture of HE libraries based on
research intensive university libraries. Nevertheless, HE in TAFE was recognised as
an opportunity for TAFE libraries and librarians to extend themselves as best as they
could despite limited resourcing.
HE lecturers viewed TAFE libraries as deficient for their scholarly and research
information needs. Their research needs were met primarily through university libraries
which the HE lecturers considered the critical information resource for the range and
depth of academic information resources they provided.
Both library and non-library barriers to undertaking scholarly work and research are
noted as a second concept of the theory.
Section 6.4 discusses several significant themes from the findings, especially themes
from sections 4.3 and 5.3. The lecturer participants tended to use information seeking
behaviours that they considered were the easiest, most convenient and familiar. They
sought for scholarly information predominantly across information sources based on
the purpose and accessibility of the information. They used workaround behaviours to
acquire access to a university library and other information sources because of the gaps
in scholarly content at their own TAFE library.
Most lecturer participants viewed themselves as self-sufficient, independent and highly
self-efficacious in their information seeking with little need of assistance from TAFE
libraries. This was because of their own independent university library experience and
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history. The TAFE librarians, however, saw variations in the level of information
literacy and research skills of the lecturers. There was evidence of misunderstanding
and dis-engagement between the two participant groups.
There was acceptance by both participant groups that TAFE libraries reflected their
vocational heritage as teaching and learning centric. Nevertheless, TAFE librarians
introduced the concept of the transitioning VET/HE library that could potentially meet
more of HE lecturer’s scholarly information needs. Due to their smaller budget and
very small HE cohort, this approach was based not on emulating the large research
collections associated with the university library but through targeted electronic
resources and liaison services.
Scholarly information seeking across information sources based on purpose and access
is noted as a third concept of the theory. It includes notions of the lecturers’ belief in
their self-efficacy in scholarly information seeking as well as their workaround
information behaviours to access scholarly content.
The final section of the chapter summaries the prior sections and presents the theory.

6.1 The context of HE TAFE

The HE lecturer participants understood that HE in TAFE occupied a distinct postsecondary educational space different from either the practical and industry ready focus
of TAFE VET training or the broader educative approach of university HE that focuses
more on knowledge and theory. They understood that TAFE and university are
culturally and academically distinct and different forms and types of tertiary education.
The problem they found themselves in was that that HE in TAFE was a new and
evolving sector that faced challenges around its identity and direction, a finding
consistent with the studies of Corbell (2011), Fredman (2011) and Trounson (2010).
The context of HE TAFE influenced the scholarly information behaviour of the HE
lecturers, and the support TAFE libraries could be reasonably expected to provide. The
lecturer participants found themselves betwixt and between two different educational
sectors – VET and HE – in terms of scholarly support and the desired level of scholarly
information their libraries could provide. This led to a level of resignation and
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acceptance of the boundaries of their TAFE and its libraries. It also encouraged them
to think outside the square in terms of workaround information seeking behaviours to
satisfy scholarly information needs from a variety of information sources, especially
university libraries.
The lecturer participants discerned differences in their work role from that of a TAFE
VET teacher. These differences included, as noted by Simmons (2010), the industrial
arrangements and staffing practices that exist in VET TAFE, indicated in Chapter 1.2.
The nature of the TAFE HE degree, especially its pedagogy, graded assessment and
academic content developed within a practical and applied orientation, was seen
differently from the traditional VET TAFE qualifications. The research showed that
the HE lecturer participants recognised the separate pedagogy, governance and
teaching conditions between themselves and VET teachers. A number of HE lecturer
participants who taught, or had taught, across both sectors highlighted the compliance
focus of VET. They also noted that many VET teachers lacked significant teaching
qualifications. From their point of view, this situation exacerbated cultural and
academic differences.
Regarding teaching, the research notes that all lecturer participants perceived a
different philosophy and attitudinal differences between the HE TAFE sector and the
VET TAFE sector. This difference was primarily in curriculum design and delivery
informed by scholarship, where on the one hand the lecturer participants viewed VET
as training students for job preparation. On the other hand, the lecturer participants saw
themselves and the sector as rooted in students’ academic growth towards job readiness
based on their scholarship.
The lecturer participants perceived their role to be different from the university HE
lecturer. The perceived differences were that they believed they had a higher teaching
load and therefore a lack of time for scholarly work. There was a lack of administrative
support. Such differences between HE teachers in TAFE and the VET TAFE and
university HE sectors are described in the literature; for example, by Kelly, Wheelahan
& Billet (2009) and Karmel (2009). What the present research brings to light are that
such perceptions were based on a singular view that most university lecturers had less
teaching and administration in their workload than themselves and more time for
scholarly work. While a research allocation for academics in research focused
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universities may be accurate, the view of university HE by the lecturer participants
lacked differentiation or understanding of the nuances that may exist in the university
sector. Nevertheless, as discussed in sections 6.1.1 and 6.1.2, the differing expectations
of TAFE institutions and the HE lecturers about what constituted the HE lecturer role
affected the lecturer participants’ scholarly information seeking behaviour which was
on an idealistic university assumption that was difficult to support in TAFE.
The lecturer participants understood their institution’s emphasis on their work role for
teaching, while they themselves saw the importance of a broader role including
scholarship. This is reflected in the work of Goulding and Seddon (2011) who argued
that HE teachers in TAFE faced tensions regarding their institution’s focus on teaching
at the expense of developing a broader notion of scholarship. The present research
confirmed what Kelly and colleagues (2009, p.5) term “the pedagogical conditions in
TAFE institutes” and their effect on the lecturer’s scholarship of teaching and learning.
The lecturer participants accepted that HE was a minimal delivery area within a TAFE.
However, TAFEs’ focus on teaching, student management and classroom delivery
established and operated under a strong VET background and values, conflicted with
the scholarly elements they viewed in their role, despite the small nature of HE in
TAFE.
The lecturer participants saw maintaining a presence in disciplinary research as central
to establishing and preserving HE within the prevailing VET culture of TAFE. Studies
on the Further Education (FE) sector, for example, Turner and colleagues (2009) and
Feather (2011), similarly noted the mismatch between the lecturer’s desire for scholarly
work to include research and the support they receive from college management being
for curriculum and teaching related scholarship only. The literature on HE lecturers in
TAFE makes the point that the pursuit of scholarship is critical to their understanding
of their identity and professional role as HE teachers (Williams, Goulding, & Seddon,
2013; Wheelahan et al., 2009; Turner, McKenzie, & Stone, 2009). Concerning this, the
present research underlines that scholarship, as a broadly understood concept informed
by the Boyer (1990) framework, defined the lecturers’ sense of HE within themselves
and their institute, but only up to a point.
The research found that the lecturers saw the institutional emphasis on the scholarship
of teaching and learning as too teaching focused. There was little support for their
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disciplinary interests. They concurred with their institute’s position that scholarship
includes the practices surrounding their thoughtful approaches to pedagogy, curriculum
development and student outcomes. This TAFE position is understandable given the
small nature of HE delivery in TAFE, its wide VET teaching enrollments and nonobligation to undertake research. However, what lecturer participants disputed and
found challenging was their institute’s too narrow emphasis on scholarly practice as
improved teaching and professional development being at the expense of their
opportunity to engage in disciplinary-based research. In other words, scholarship and
the support of their scholarly work was a contested concept between themselves and
their TAFE institute. Despite acknowledging that it is unrealistic to expect lecturers in
TAFE to be allocated the same level of research time as a university, the lecturer
participants still wanted greater recognition from their management that research was
critical to their teaching and academic growth and performance and should be more
supported.
6.1.1

Scholarship as a contested concept

Boyer’s (1990) classification of scholarship (discovery, integration, application and
teaching) was a useful analytical framework for understanding scholarship in HE
TAFE institutions. As the work of Williams, Goulding, and Seddon (2013) reveal,
Boyer’s (1990) model is suitable for understanding scholarship in the non-university
sector because of scholarship’s broader remit beyond research.
To deliver HE in a VET institution, the Higher Education Standards Framework
(Threshold Standards) 2015 requires lecturers to engage in scholarly activities that
inform their teaching practice. The Standards Framework does not necessarily require
lecturers to undertake disciplinary research. It does, however, need HE lecturers to
maintain currency in their disciplinary area to teach it.
The lecturer participants wanted scholarship to include research and the advancement
of their disciplinary knowledge whenever possible, despite this not being generally
included in their work role. This broader understanding of scholarship was consistent
with the literature that scholarship consists of all aspects of a scholar’s role (Prager,
2003; Brew, 2010). These scholarly elements include, as noted by Nicholls (2005),

Chapter 6 - Discussion

214

teaching, research and other forms of engagement and contribution to one’s discipline
within the context in which it is practised.
There was agreement among the lecturer participants that the HE in the TAFE sector
is an educational phenomenon “informed by the traditions and cultures of both higher
and vocational education” (Williams et al., 2013, p. 9). What the research uncovered
was an uncertainty over what HE in TAFE was and aims to be. Definitions of HE TAFE
by the lecturers consistently referred to it as burgeoning, maturing and finding its
footing and identity. There was ambiguity around the sector’s identity reflecting some
of the critical feelings of the lecturers as the sector established itself in the VET and
HE landscape.
The research builds on the work of Goulding (2011), who similarly found that lecturers’
identities in TAFE were split trying to meet the demands of the VET and HE sectors.
Their work role was located in a VET environment with associated conditions and
culture yet shaped by their expectations of HE work, signaling an engagement in
scholarship. Goulding’s (2011) study considered one institute and three HE lecturers
and sought an understanding of scholarly identity and practice in TAFE. The current
research extends Goulding’s (2011) work by highlighting that, with few exceptions, all
lecturers desired an academic identity that included research while understanding that
the reality of the sector restricted and de-emphasised this possibility.
Dugas, Stich, Harris and Summers (2020) similarly note that while teaching and
research may be complementary activities to one another in the HE sector, they reflect
a differing set of institutional and individual priorities to be navigated. Morrish (2017)
highlights that research outputs are integral to academic identity, but are increasingly
framed by universities into metrics and return on investment criteria. There are
similarities in the present research with HE elsewhere, especially the Further Education
sector, where research is considered central to academic practice and an informing
influence on teaching (Turner et al., 2009). What the present study highlights are the
HE lecturer participants’ belief that compared to university lecturers, they lacked the
freedom from high teaching loads and the autonomy to pursue scholarly areas of
interest. However, what the lecturers did not express was that there are competing
outcomes and identities across the Australian university HE sector with not all
Australian universities being research-focused and not all academic roles have a
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research component. Instead, they looked to traditional teaching and research academic
roles at research-intensive universities, such as Monash University and the University
of Melbourne, as their model for expectations about what would work be included in
an HE academic role.
What the present study noted are that both participant groups did not discuss or perhaps
understand, the nuances and variations in terms of research and teaching workload
allocations in different university HE institutions. Nor did they recognise the existence
of teaching only or teaching-focused roles that are increasingly emerging (Hubbard,
Gretton, Jones, & Tallents, 2015). Instead, they saw greater homogeneity amongst
universities than, in reality, is the case. There is a discourse in the literature on what
constitutes Australian academic identity regarding the combination of teaching and
research-based tasks (Griffioen, 2020; Boyd & Smith, 2016) but this is not always a
reality (Bennett, Roberts & Ananthram, 2017).
Similar views of the lecturers’ perceptions of the centrality of research to their HE work
role, especially research’s informing influence on teaching practice, is found in the
study of the Further Education sector in the United Kingdom (Turner et al., 2009; Lea
& Simmons, 2012). The role of HE lecturers in TAFE was teaching focused. Yet
lecturer participants in this study expressed, as Feather (2012, p.335) does, that HE
lecturers in TAFE see themselves as academics who “would like to undertake research
in order to specialise further in their subject area, […and] felt that they had neither the
time nor the support of their individual institution”.
The term “scholarship” did not mean the same thing to all lecturer participants.
Nevertheless, the lecturer participants’ understanding of scholarship in HE TAFE had
a different emphasis to their knowledge of university scholarship. The lecturers
recognised the centrality of the scholarship of teaching and learning to their work role
and HE delivery in TAFE. However, scholarship remained a contested concept. It
occupied a space between the lecturers’ disciplinary background and their
understanding of scholarly activity on the one hand and the institution’s emphasis on
the scholarship of teaching and learning at the expense of disciplinary-based
scholarship and research on the other.
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6.1.2

Research as empowerment and validation of being a HE lecturer

Informed by their previous experience as students and staff in universities, to the
lecturer participants, scholarship included disciplinary research. They expected a
supportive research culture and yet found it not a part of their work role and not
supported by TAFE management.
Eighteen lecturer participants saw published research as an empowering act of personal
self-improvement in their disciplinary area. Yet, only three of the 29 lecturers had
publishing research outputs as an expectation of their work role. Instead, most lecturer
participants, if encouraged and supported by their TAFE, wanted to research, present
and publish in their disciplinary area. The other 26 participants did not have such an
expectation but nevertheless wanted to have an active research agenda supported by
their TAFE institute. The lecturer participants felt that research was necessary for their
personal and career development and for shaping their academic identity. Much of the
literature on academic identity more broadly notes that publishing research is the
dominant pressure on the work and identity of academics (Harley, 2002; Regan &
Henchion, 2019). Additionally, the literature notes that publishing research is seen as
aligned with academic personal development and is often building on doctoral and
postdoctoral research (Henkel, 2005; McAlpine & Amundsen, 2018). In the present
study, most HE lecturer participants believed that research was not really valued by
their institution and this is most likely correct, as it is not a part of the TAFE ethos
(Stevens & Jonas, 2013). Teachers in non- self accrediting institutions such as TAFEs
are not required nor encouraged to undertake research. As Williams, Goulding &
Seddon (2013, p. 15) noted ‘university understandings of scholarship that equate
scholarship with research and imply a discipline-based focus are a further influence on
conceptions of scholarship in mixed-sector TAFE institutes”. The participant lecturers
in TAFE had perhaps hoped that their HE in TAFE roles might enable them to gain a
foothold in HE allowing transition to a lecturing position in a university for that they
realised that a research track record is necessary, and lamented the lack of research
workload allocation required to build that track record in their current roles.
Happell (2014) and Wager (2009) argue research and academic publishing constitute
institutional recognition and reward as well as being essential to developing a research
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career. Research output in the university sector is considered a measure of a lecturer’s
professional credibility and connected directly to their promotion and tenure
possibilities (Tullu & Bavdekar, 2016). The present study demonstrates that research
and publishing outputs for HE lecturers were deemed to be critical by the lecturers, and
not the TAFE, to what HE means. At a personal level, a record of research publications
was considered essential for future employment and personal growth as an academic.
The VET Development Centre’s (2012) report on research in TAFE notes that most
published research on VET is undertaken by academics in universities researching VET
issues and practice. However, the lecturer participants did not, as suggested in the VET
literature by McDonald and colleagues (1993) and Beddie and Simon (2017), conduct
research on VET educational policy and practice, research requested by industry clients
or research on VET, including its teaching practices. Nor was there evidence in the
findings of what Eaton (2015, p. 10) refers to in the Further Education sector as a type
of distinct higher vocational research. Instead, most lecturer participants preferred to
research, present and publish in their disciplinary area.
The present study confirms the work of Stevens and Jonas (2013) that research
conducted by staff in TAFEs was mostly by individuals undertaking research not
related to their work role. An example was research output from a PhD or publishing
research to further their career or academic profile. There was a relationship between
the past and current Master and PhD study commitments of the lecturer participants
and their research outputs. Some lecturer participants drew on their current or past
study as an opportunity to publish or present their findings. When their study
commitments ended, there was a corresponding decline in research outputs. The main
reason for this was the lack of time for scholarship and the lack of a research component
in the HE lecturer work role. As discussed in Section 4.2.3, between 2012 and 2015,
fewer than half of the lecturer participants published or presented in their disciplinary
area.
The second source of research in TAFE, as discussed in Section 4.2.3, focused on the
scholarship of teaching and learning. An example of this was action or teacher-based
research. While this type of research was useful to the actual TAFE workplace, the
outcome was generally not theory focused but was usually conducted with a goal of
pedagogical improvement. Table 4.1 showed that six lecturer participants did present
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and publish research on teaching and learning. The reason was that their institute is
more supportive of this type of scholarly output. Vocationally based research aligned
more to the institution’s position of benefitting teaching. This contrasted with
disciplinary based research which in non-research TAFE benefitted the individual.
Any research undertaken by the lecturer participants was mainly individualistic, noncollegial and done in isolation. Collaborative research is, according to the literature,
common amongst university academics (Fry, 2006; Gunawardena, Weber, & Agosto,
2010). The literature notes that in relation to collaborative research, disciplinary
differences are important (Akintobi, Wilkerson, Rodgers, Escoffery, Haardoeerfer &
Kegler, 2016; Bansal, Mahendiratta, Kumar, Sarma, Prakash, & Medhi, 2019). Several
factors contributed to the HE lecturer’s individualistic approach to research. The
applied focus and niche nature of many HE degrees in TAFE, as well as low student
numbers, meant that HE lecturers struggled to find synergy and avenues for academic
exchange with fellow lecturers in other Victorian HE TAFE institutions. The smaller
scale of HE delivery in the TAFE sector compared to the university sector meant that
there were fewer academic colleagues in the same disciplinary area in the HE TAFE
sector. The autonomy and independence of the Victorian TAFE sector compared to the
centralised system of TAFE in other Australian States mitigated against collegial TAFE
research projects.
On the other hand, some lecturer participants mentioned that their disciplinary area, for
example, creative writing or musical performance, existed outside of formal research
paradigms. For these lecturer participants, their perception was that their institute
viewed their creative output as not scholarly in the sense of their work role nor as
traditionally interpreted as peer reviewed research, publication and presentation. The
present study found inconsistencies at an institute level in understanding that there were
different versions of scholarly activity. This inconsistency was despite the Excellence
in Research for Australia (ERA) category recognising original creative works as a
research output type (ERA, 2018, p.32) and a body of literature acknowledging creative
works as research (Barrett & Bolt, 2007; Bolt, MacNeil, & Ednie-Brown, 2014).
Most HE lecturers viewed the opportunity and encouragement to undertake
disciplinary-based research as pivotal to what it meant to be a HE lecturer. As Feather
(2012, p. 344) notes in his study of lecturers in Further Education, research is seen as
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a challenge, “linking to [one’s] intrinsic motivation” in HE. In the present research, the
understanding of research was bound to the knowledge of what scholarship included.
Research, according to the lecturer participants, aligned to Boyer’s (1990) scholarly
domain of discovery. For the HE lecturer participants, research had a disciplinary area
focus, disassociated from any scholarly activity related to teaching. Research meant
creating new knowledge. Scholarly activity related to teaching did not necessarily
mean building new knowledge. The HE lecturers wanted to pursue research to further
specialise in their discipline, contribute to learning and for their own personal and
career development. While some HE lectures did so, most felt that they faced numerous
barriers, including the lack of institutional support. To use Turner and colleagues’’
(2009, p. 362) words, “lecturers indicated that the motivation for individuals to
undertake scholarly activity and research relied primarily on the lecturer”
6.1.3

Summary

Section 6.1 has discussed how TAFE institutions and HE lecturers had different
expectations of the role of the HE lecturer. While both acknowledged the emphasis on
scholarly teaching, the lecturers wanted research as a supported scholarly activity, more
comparable to a lecturer’s role in a research active university. Research was intrinsic
to what HE represents. Publishing and presenting on their disciplinary area was crucial
for personal and career advancement as a HE academic.
Section 6.1 has highlighted the context of HE TAFE. Context is significant in the
information behaviour theory of Wilson (1996) as context provides a framework to
their information needs. For the lecturer participants in this study, their scholarly
information behaviour related to the generation, communication and use of information
in the particular context of HE TAFE and its non-research constraints.
Figure 6.2 shows the visual representation of this first theme of the theory. Figure 6.2
illustrates that in the context of HE in TAFE, lecturers were required and were
supported to take a scholarly approach in their teaching and learning but desired an
institute supported research role.
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Scholarship of teaching & learning
role supported; research role
unsupported

Lecturer

Figure 6.2. Scholarship of Teaching and Learning Role Supported; Research Role
Unsupported
The next section discusses the non-library barriers to undertaking scholarly work which
is the second concept of the theory. The non-library barriers are workload and lack of
time for scholarly activities, accreditation requirements of the TAFE HE degree and
the scholarly environment and cultural challenges of HE in TAFE.

6.2 Non-library barriers to undertaking scholarly
work

6.2.1

Workload and lack of time

Workload and lack of time affected the lecturers’ ability to undertake scholarly work.
Lecturers’ perceptions were that workload, emphasis on teaching, administration and
student support, coupled with the lack of explicit support regarding time allocation for
scholarship, made undertaking scholarly activities challenging. This perception was
coloured by their understanding of what university HE ideally represented, namely that
university lecturers had a lesser teaching and administrative load.
The research noted that the scholarly work that informs teaching was still perceived as
problematic due to workload concerns and the lack of time. Whereas much of the
literature on HE TAFE focuses on understandings of scholarship, the present study
highlighted the effect of workload and time on lecturers’ scholarly activities within this
non-university HE sector. For example, studies either focus on the difficulties of
undertaking disciplinary-based research in HE TAFE (Gale, Turner, & McKenzie,
2011) or the nature of scholarship in TAFE and the emerging hybrid cultures and
practices (Goulding & Seddon, 2013; Williams, 2013a).
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Not discussed in the literature on HE in TAFE is the notion of scholarly time
entitlement. The lecturer participants had a wide variety of institute supported scholarly
workload allocations. These allocations ranged from one day per week to five days per
year to whatever time was available during semester break. There was a lack of
consistency among the lecturer participants of nominal scholarly time allowances and
confusion about what that time allocation constituted. On the one hand, the lecturer
participants who said they did receive a workload allocation for scholarship, often
criticised what time for scholarship meant. Their perception was that the reality of their
workload impacted on any dedicated day or time for scholarly work. On the other hand,
three of the four institutions’ lecturer participants reported that they were unclear on
whether they received an official workload allocation for scholarship or not. What this
revealed was that scholarship, as a supported work component with a time allocation,
was under-developed in TAFE.
The opportunities to undertake scholarly work fitted around the teaching timetable and
fulfilling administrative work. Many of the lecturer participants reported that any
institutional distribution of scholarly time was for professional development, teachingrelated activities and compliance duties related to HE delivery. Time for research is
contested and inconsistent across the university sector as well as within HE TAFE
(Darabi, Macaskill & Reidy, 2017; Ward, R., Michaelis, Murdoch, Roberts, & Blixrud,
2019).
The lecturer participants perceived a difference from the university lecturer over the
absence of clarity about allocated scholarly time. The Australian Fair Work
Commission (FCA) “post-secondary modern award” employed the lecturer
participants as academic teachers (FWCa, 2018). Under the award, lecturers were
primarily hired to teach students. Any allocation of “contributions to scholarly
research, creative and professional activities appropriate to the staff member’s
profession or discipline” (FWCa, 2018, p.48), was a performance appraisal criterion
within this award.
The current study indicated a lack of consistency in the hours an “academic teacher”
taught and the designation of allocated time for scholarly work. Wheelahan and
colleagues (2008, p. 31) support the lecturers’ perceptions for a tertiary award that
better accommodates the different demands and context of HE teaching in TAFE. The
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lecturer participants desired a tertiary award such as the university HE industry
academic staff award (2010) (FWCb, 2018). This award explicitly addresses lecturing
classification ranking and levels as well as allocated research responsibilities. The
present study shows this was not yet established.
The research noted that the HE lecturers expressed confusion, anxiety and angst about
the lack of time to engage in scholarly work. This view conflicted with their institute’s
emphasis on teaching and student satisfaction as the primary aim of their role. The lack
of time is also seen as a barrier to undertaking scholarly work is in the literature on
university academics (Birley & Moreland, 2014; Scherer, Ugarte-Gil, Schmucker, &
Meerpohl, 2015). This observation was not made by any lecturer participant. Instead,
as reflected within previous studies on HE in TAFE, scholarly work occurs during “the
scholar’s own unpaid time” (Williams, 2013, p. 5). According to Wheelahan and
colleagues (2009a, p.31), there is “little time for preparation and for engaging in
scholarship, let alone research”. The current research makes the case that there was not
only an identified lack of time for scholarly time, but that across the HE lecturer
participants there was ambiguity about what scholarly time was, what was the reality
in different universities and if they did receive scholarly time or not as a work
entitlement.

6.2.2

Accreditation requirements and the TAFE HE degree

The non-self-accrediting (NSAI) status of TAFE institutions shaped the nature of HE
in TAFE. Universities have greater flexibility in developing their HE programmes.
TAFEs, unlike universities, have to submit their HE qualifications to the Tertiary
Education Quality Standards Agency (TEQSA) for approval for delivery. The research
found that the lecturer participants perceived the high level of quality assurance and
reporting requirements around the TAFE HE degree distracts from their ability to
undertake scholarly work.
The effort involved in the TAFE HE degree’s accreditation was central, according to
the lecturer participants, to prove the validity and value of a non-university HE
qualification in TAFE. Of the 29 lecturers interviewed, 11 referred to either TEQSA or
the accreditation of the TAFE HE degree, concerning the scrutiny the sector faced to
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prove its HE worth. The lecturer participants consistently pointed to the level of
compliance, regulation and academic governance necessary to deliver the HE degree
in TAFE as far exceeding what they believed was experienced by the university sector.
The research highlighted the perceived administrative burden HE lecturers feel was
associated with their delivering HE in TAFE. The reasons were the lack of
administrative support staff as well as the time and effort involved in developing and
providing HE qualifications in a TAFE. This point is accurate given the smallness and
nascent nature of the sector. The findings refer to the substantial time and effort
required in the registration of TAFE institutes to deliver HE degrees and the accrediting
of HE qualifications. Ryan (2011, p. 65) makes a similar point that due to the non-selfaccrediting HE sector being relatively young, there is a lack of experienced
administrators in the sector. This point is also true. While the TAFE degree is exactly
the same AQF level as university delivered or private RTO delivered HE courses, the
qualification is externally audited and registered every five years, adding a higher level
of governance and administrative work to its maintenance and continuation.
This time and effort serve, as Feather (2011, p. 248) notes in his study of HE lecturers
in Further Education, to “de-advance” the scholarship of lecturers. Meeting the
compliance requirements associated with the delivery of a HE qualification in the
mostly untested sector of TAFE is at the expense of the opportunities to build scholarly
capacity. The lecturer participants referred to many TAFE HE degrees requiring
significant investment by themselves (time, energy and the location of teaching
resources) to build a degree from scratch.
With the TAFE HE degree, the lecturers taught multiple subjects, taught different
subjects each year and often created new subjects for new HE qualifications. This
workload

restricted

the

potential

for

undertaking

more

scholarly

work.

Administratively, the lecturers believed they were stretched between either developing
or trying to learn new subjects to deliver. They perceive they have less time for subject
development than the university lecturer. This perception was strengthened through the
general focus on building new courses for a new curriculum while teaching existing
subjects simultaneously and often struggling to be specialists in all their teaching areas.
This perception was not cognisant of university academics and their work or the time
pressures of their roles (Pitt & Mewburn, 2016; Loveday, 2018).
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The lecturer participants viewed the TAFE HE degree and its teaching paradigm
differently to a VET programme and to degrees delivered in a university. One
difference centred on the classroom experience with the student. It was the lecturer’s
job to test students against knowledge and skills. Their view of the TAFE HE degree
contrasted with their understanding of developing practical skills or competencies in
the case in VET. It differed from their view of the more theoretical knowledge of most
university HE degrees, an opinion similarly expressed by Moodie (2008) and Tribe
(2002).
The TAFE HE degree was an opportunity to undertake a HE qualification for students
who would not typically have done so. Kelly and colleagues (2009) find TAFE
lecturers speak of HE students in their institutes as often coming from a lower
socioeconomic cohort than a university student. However, universities also have a wide
range of lower socioeconomic students (Delvin & McKay, 2017). Nevertheless, the
lecturer participants perceived that dealing with a large number of students at a pastoral
level was a substantial part of their role and took away time for teaching and potentially
any research opportunities. The literature confirms HE in TAFE as a developing sector
responding to what Simmons (2010, p.36) calls “the socioeconomic status and
aspirations of both traditional and potential new student cohorts” (Moodie &
Wheelahan, 2009; Commonwealth of Australia, 2014). Studies such as Kelly and
colleagues (2009) and Wheelahan and colleagues (2009) confirm the findings of the
high pastoral and student centric nature of the HE lecturer’s role in the TAFE. Where
the research extends this discussion is by noting that the significant level of lecturerstudent classroom engagement, pastoral care of students and more practical and handson element underpinning the HE TAFE curriculum was a constraining influence on
their scholarly work, which in turn, influenced their scholarly information seeking.

6.2.3

Scholarly environment and cultural challenges

The lecturer participants differentiated HE in TAFE as an outlier to the HE sector more
broadly and within their institute’s predominantly VET culture. The challenges of
establishing HE in a TAFE institution were expressed in many ways. These included
concerns about the lack of academic debate, sense of isolation from academic
colleagues and lack of understanding by the management of what HE is.
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The contested nature of what HE and scholarship meant, and the level and type of
scholarly support lecturers wanted, was the basis of the lecturer participants’ attitudes
to TAFE management. This finding builds on earlier views that a culture of sustained
scholarship struggles against the prevailing “anti-academic, managerialist culture”
(Young, 2002, p. 283) in Further or Vocational Education. The research supports the
existing literature on HE in the TAFE sector of a clash in values between HE in a
prevailing VET culture (Corbel, 2011; Goulding, 2011; Wheelahan, Moodie, Billett, &
Kelly, 2009b). While there is substantial literature on university academics denouncing
university managerialism culture (Dudley, 2009; Peters, 2011), the research draws
attention to a factor in HE lecturers’ management attitudes. Unlike Vice Chancellors
as a principal academic officer and Chief Executive Officer (CEO) of a university, most
TAFE CEOs come from business management not from a teaching or research
background (TDA, 2017; Box Hill, 2019; Chisholm, 2019; Wodonga, 2019). They can
be considered, as Lorrimar (2006, p. 28) argues, “the managing directors of a training
organisation”.
The lecturer participants reported confusion by management about the direction,
support and expansion of HE within the dominant vocational ethos of their TAFE
institute. This can be explained by the small and developing nature of HE in TAFE.
This finding is similar to Levin (2004), in the North American context of HE in
Community Colleges, who argues that the change in institutional purpose from
traditional vocational training resulted in conflicting and ambiguous cultures. The
lecturers expressed feelings of frustration about how their institute defined HE, how
intellectual capital was valued, and how the status of the lecturer was recognised or
not. Brotherton (1998, p. 326) comments on the management view of HE lecturers in
Further Education colleges as “knowledge creators” and “a cost to be controlled and
minimised wherever possible through the application of traditional ‘industrial
management’ principles and practices”. The lecturer participants understood HE in
their institution as a developing academic space within a VET environment. However,
they were critical of the lack of a clear understanding of the role of a lecturer by
management. This misunderstanding was the perceived lack of knowledge at an
institute level of what it meant to be scholarly and academic in TAFE.
Turner (2009, p. 261) suggests the tensions between VET and HE may resolve when
HE delivery in vocational institutes matures and “receives the recognition and support
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lecturers feel it deserves”. This recognition and support would be through a critical
mass of HE lecturers receiving appropriate structures and institutional support for their
scholarship. The current study indicates that ten years after Turner’s paper, this level
of institutional recognition and support has not been achieved as yet.
Clayton, Fisher, Harris, Bateman, and Brown (2008) note some cultures or sub-cultures
in TAFE. The lecturer participants similarly expressed a view of historically influenced
and ethos-based cultures. Clayton and colleagues (2008, p. 29) comment on “longtermers” [in TAFE] who are perceived as stable and as liking the way things used to
be...”. The lecturer participants also believed many VET teachers were long term staff
members entrenched in work roles and practices who felt suspicious and threatened by
HE’s appetite for inquiry and discussion. They described the struggle of establishing a
foothold and credible presence for HE as a culture rooted in scholarship confronting a
dominant VET hegemony that did not value scholarship. The research found that a
dual-sector culture, that is, an understanding of the differences and similarities between
the HE and VET sectors within a single institute, was not yet evident amongst the
lecturer participants. Some factors can explain the lack of a dual-sector culture. These
reasons include the small scale delivery of HE delivery within TAFE, the diversity of
the student cohort and because lecturer participants believed their institutes were
confused about what they wanted to be.
Section 3.5.1 reported that of the 29 lecturers, four participants said they were parttime staff, and another indicated that they were sessional. Sessional or casual HE staff
in most institutions, universities or HE TAFEs, are not expected to undertake research.
The lecturer participants said that sessional university staff dominated the HE lecturer
staffing component in two of the four institutes and formed a sizable staffing cohort in
the other two. Ryan, Burgess, Connell, and Groen’s (2013) study of sessional
academics in an Australian university reports on sessionals’ feelings of marginalisation
and exclusion from the universities that employ them. What the present research
highlighted was that many lecturer participants see the high number of sessional staff
as a quick fix by management for a HE identity and culture in TAFE related to HE
teaching expertise.
The lecturer participants reported that sessionals work in other institutes. TAFE
institutes employ sessionals for their academic pedigree in regard to teaching. Three
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points arise from this. Firstly, any lack of sessionals for teaching meant that the lecturer
participants had to manage additional student issues and problems themselves. This
extra responsibility further contributed to a lack of time for scholarly activities.
Secondly, sessionals employed only to teach, raised questions for the predominantly
full-time HE lecturer participants over their own teaching load and lack of extra time
and opportunity to do research. Thirdly, sessionals often working at other institutes
including universities, had access to other scholarly information resources. This
highlighted the lack of access to institute provided scholarly information for the nonsessional HE participants of this study.
For the HE lecturers, there was a lack of peers and academic colleagues in their
disciplinary area within and outside their institute. This lack of peers influenced the
lecturers’ feeling of independence and isolation in their scholarly pursuits. The research
did not explore this point of academic and cultural disconnection regarding scholarly
engagement between HE lecturers in TAFE and university HE colleagues as
investigated by Fredman (2011), Kelly and colleagues (2009) and Williams and
colleagues (2013). What the research showcased was that the insufficient number of
academic colleagues working in the TAFE sector was a cultural factor in their sense of
identity and a factor in their scholarly information behaviour. Their scholarly
information seeking sought information sources, including academic colleagues
outside of their TAFE domain who often had access to scholarly information not
readily available in their TAFE library.
The reason for the low number of academic colleagues was that the HE TAFE sector
was smaller and more specialised than the university HE sector. Wheelahan and
colleagues (2009, p.7) early study noted that, in 2006, there were fewer than 1,600 HE
students in the 10 authorised TAFEs in Australia. By 2017, there were 6,702 TAFE HE
students nationally across 11 TAFE providers (Department of Education, Skills and
Employment, 2017). In comparison, in 2017, public university HE student enrolments
were 940,367 students (Department of Education, Skills and Employment, 2017). A
second reason was the niche or specialised disciplines or degrees in HE TAFE. These
reasons encouraged lecturer participants to seek to expand their academic network and
communication beyond the constraints of their own TAFE.
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Compared to the university sector and its strong tradition of interdisciplinary
collaboration, noted, for example, by Bartunek (2007) and Gunawardena, Weber, and
Agosto (2010), the HE lecturer in TAFE felt more isolated from the university network
and like-minded academics in the university sector. They expressed difficulties in
actively engaging with university colleagues. Collaborative research with nontraditional partners was, as noted in Stevens and Jonas’ (2013) study of TAFE,
challenging, a finding borne out in the present study.
Section 1.5 and Appendices 2 and 3 demonstrate how Higher Education in TAFE is
small compared to VET delivery and to HE delivery in Australia. The smallness of the
sector influenced the exploration of collegial networks by the lecturer participants,
though rarely for collaborative scholarly work. Instead, networks for the HE lecturer
participants related to two factors. A network of colleagues acted as an information
feed for the lecturers, especially with information currency in their disciplinary area.
Distinguishing between colleagues and friends in terms of the amount of shared
information is noted by Thomson (2013). What the present research contributes is that
the lecturers used collegial friendship and personal networks to retrieve information,
especially from previous or current university or work colleagues and friends
positioned outside the environmental constraints of TAFE.
The second point is that a network of colleagues assisted with minimising the lecturers’
feelings of educational exclusion and loneliness. The importance of networks
highlights that the lecturer participants were conscious of their academic positioning to
the broader university network. The lecturers sought to network with colleagues with
a shared scholarly interest, as much for information sharing as for being part of a wider
academic HE community.
6.2.4 Non-library barriers to undertaking scholarly work and information
behaviour theory

Searching, accessing and retrieving scholarly information underpin undertaking
scholarly work. The findings indicated how the requirement for scholarly work and for
seeking scholarly information to support this work was part of the HE lecturer’s role.
HE lecturers in TAFE were required to undertake scholarly work related to their
teaching and student learning. This work gave rise to scholarly information needs.
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Examples included the information they need to inform the curriculum and their
pedagogy. Lecturer participants needed information for personal knowledge
improvement and maintaining discipline currency. They required information for
subject matter awareness and about what their students needed to learn for their studies.
In a work role situation, retrieving information is based on work tasks and solving
problems (Bystrom & Jarvelin, 1995). The current research highlights the importance
of the work role of the lecturers and the barriers they faced in their information
behaviour. This point extends an element of Kuhlthau’s (1995) theory of task-based
information seeking by pin-pointing that need to undertake scholarly activities and the
information seeking and retrieval to support this work task.
The research shows that barriers to the lecturers’ expected work role influenced their
psychological state and affected their information seeking state. As Kuhlthau (1995)
found, the affective element influences different stages of the information seeking
process. Where the present research stakes a claim is that the main affective element of
the information seeking process related to the conflict within the HE lecturer work role
over the support of their scholarship and research. The centrality of the work role to
information behaviour and information practices, especially in the HE lecturers’
professional work role as an information seeking trigger, finds resonance with the
theory of Leckie, Pettigrew, and Sylvain (1996).
The research notes the barriers affecting the scholarly information behaviour of the HE
lecturer participants. Wilson’s (1996) model speaks more generally about how barriers
influence information behaviour. The present research’s themes distinguish themselves
from Wilson’s (1997; 1999; 2000) more generalist models in their focus on the work
practices and scholarly information seeking around a particular cohort or information
user, the HE lecturer. Rather than what Wilson (1997) calls “intervening variables” in
information seeking, the research focuses on specific barriers affecting the scholarly
work and information seeking of a defined cohort within a particular context. These
individual non-library barriers, just discussed, are workload and lack of time,
accreditation requirements of the TAFE HE degree and the scholarly environment and
cultural challenges of HE TAFE. Each of these factors contributed to many lecturer
participants seeking information beyond their TAFE libraries.
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The research highlights the lack of time as an influence on the scholarly works and the
scholarly information seeking of the lecturer participants. Lack of time was a decisionmaking factor for lecturer participants. As D. Allen (2011) similarly notes, high levels
of time pressure are associated with more reliance on intuition in information seeking.
The workload and lack of time of the lecturer participants influenced their scholarly
information seeking decision-making to pursue the most convenient and efficient way
of accessing and retrieving of scholarly information. Within information behaviour
research, Ellis (1989) and Savolainen (2006) note time as a constraining factor on
academics. Ellis’ (1989) notes time as a factor on perceived accessibility to
information. Savolainen (2006) argues that a time pressure affects the information
seeking of HE academics. What the present research highlighted was how lack of time
was bound within the lecturers’ work role and the research component of their work
role that was absent as a result of it.
The research, along with Folster (1989) and Talja (2002), confirms that personal
networks, such as a system of colleagues and contacting authors for information, are
vital to the lecturers for connectivity to information. Virtually all studies of information
seeking behaviour show the importance of personal networks (Wilson, 1999, p. 10).
Savolainen (1995) notes in his theory of passive and incidental information practices
the relevance of friends and colleagues in networked information sharing. Haglund and
Olsson (2008, p. 56) note, as did the present research, that colleagues are a fundamental
support mechanism regarding “information searching about relevant databases,
journals [and] journal articles…”. What the present research showed was how personal
networks were intrinsically part of the lecturers’ affective information seeking state
due to the smallness of HE in TAFE and the lack of access to information resources in
TAFE to pursue their research
Friends and colleagues served as a prelude to choices involving information needs,
information seeking tools to overcome barriers and for assistance in information
searching and retrieval. The research highlights how the scholarly environment and
cultural challenges of HE in TAFE encouraged the lecturers to leverage personal
networks for scholarly information to support their scholarly activities. Where the
present research makes the point is that interpersonal networks assumed significant
importance because of the information barriers that affected the information user (HE
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lecturer) and information provider (TAFE libraries) existing within the organisational
context of TAFE.
6.2.5

Summary

Section 6.2 discussed the non-library related barriers identified by the HE lecturers to
undertaking scholarly work. The barriers were workload and lack of time for scholarly
activities, accreditation requirements of the TAFE HE degree and the scholarly
environment and cultural challenges of HE in TAFE. Section 6.2. also discussed how
these non-library barriers to undertaking scholarly work related to some key
information behaviour theories. In particular, the work role of the lecturer and seeking
personal networks to improve accessibility to information were highlighted.
The next section moves from a discussion of non-library barriers to scholarly activity
to the perception of TAFE libraries as a barrier to undertaking scholarly work.

6.3 The perception of TAFE libraries as a barrier to
undertaking scholarly work
Accessibility to scholarly information for the lecturer participants’ information needs
was a dominant theme in the findings, especially sections 4.4 and 5.2. Section 6.3
discusses, from both participant group perspectives, how the lecturer participants
viewed TAFE libraries as a support or a barrier for their scholarly work. Four TAFE
library barriers are discussed: research databases, catalogue search functionality, print
collections and liaison librarians.

6.3.1

Research databases

The lecturer participants required access to publisher and aggregator databases for
scholarly information to support their work role. Both the institute and lecturer
understood scholarly work was part of the lecturer’s work role, though research was
not explicitly part of their work role.
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Nineteen of the 29 lecturer participants in the study highlighted that satisfying their
scholarly information needs related to accessing the scholarly content they wanted for
their teaching and disciplinary requirements. University libraries, in studies by
Adeyomoye, Iyoro, and Alade (2014) and Kenekayoro, Buckley, and Thelwall (2014),
note that specialist databases, such as Knovel, are more scholarly-based and peer
review focused. Lecturer participants reported that niche TAFE HE degrees, such as
viticulture or equine studies, would have benefitted from access to higher end
databases, such as Web of Science or Scopus. Databases such as these contain specific
scientific content for HE teaching and student learning. However, this was an
unrealistic expectation, founded on university library precepts. The HE lecturers
realised that it was unrealistic given the smaller nature of HE in TAFE and TAFE
budgets. Nevertheless, it did not limit their desire for such resources, which in turn
influenced their information seeking patterns to obtain access.
There were consistent budgetary constraints by TAFE libraries between subscribing to
more scholarly library databases, for example, particular databases within the EBSCO
package, and more VET directed products such as the Building Code of Australia.
Subscription decisions reflected a balancing of TAFE library resourcing between the
small and more specialist demands of HE support and the more widespread provision
of generalist databases to support VET delivery. TAFE librarians viewed their role and
function in supporting the scholarly information behaviour of HE lecturers as a juggling
act. It was difficult for TAFE libraries to adequately cater for extensive database
subscriptions required to support both VET and HE staff and student cohorts.
Lecturer participants understood that the lack of scholarly content in TAFE libraries
related to the limited resourcing of TAFE libraries. TAFE libraries were not funded by
their institute to provide the range of databases that would support a research focused
HE institute. The reason offered was the lack of funding and the mission of the institute
being VET mainly and not HE focused, which was accurate. The findings highlighted
the smaller size of many TAFE institutes compared to universities. Within that more
modest size, HE was a lower component compared to VET delivery. There were
funding and competing demands placed on TAFE supporting VET as well as HE
delivery.
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The research draws attention to the value the lecturers place on electronic information
resources to support their scholarly teaching and research information needs. Previous
studies by Oakleaf (2010), Tenopir (2011) and Pan and colleagues (2011) demonstrate
the value of university library collections in supporting the scholarly research and
teaching outcomes of academics through electronic resources. Twenty-one lecturer
participants believed university libraries provided more extensive quality digital
content than TAFE libraries. The research extends the point by Aroche and colleagues
(2012) and Kloppenborg (2010) about university libraries having more comprehensive
electronic collections than TAFE libraries. Eleven lecturer participants indicated the
impossibility of TAFE libraries ever reaching the level of a university library’s
resourcing. The research noted an acceptance by the lecturer participants that TAFE
libraries’ budget is about providing the information resources to support their scholarly
teaching and student learning needs. This acceptance was because the main purpose of
TAFE was to provide a range of technical and vocational education and training
programmes rather than HE qualifications; and second, as noted in Section 1.5, the
lecturer participants’ understanding of the smallness of HE delivery compared to VET
delivery in each TAFE [See Appendix 3].
The research clarified how library participants understood that TAFE libraries’
databases had to cover the full range of VET and HE courses. Improving the quality of
TAFE library resourcing is considered in the TAFE library literature for non-HEsupporting TAFE libraries only; for example, Booker (1995) and Blackwell (2009).
Only Aust and Burrell (2011) and Kloppenborg (2010) have considered the impact of
HE delivery on prioritising TAFE libraries’ resources to cover the information needs
of their VET and HE client cohorts.
The research brings to light how HE TAFE libraries differed from both university and
TAFE only libraries in the diverse student and staff cohort they served. TAFE
institutions offering HE have a diverse client cohort ranging from apprentices and
English as a second language (ESL) students to PhD qualified staff delivering Master
level qualifications. Aust and Burrell (2011) and Eraclides (2013) discuss the role and
priorities of TAFE libraries in stretching limited resources and services to its wide
range of clients. This PhD research notes that TAFE libraries could better support the
scholarly information behaviour of HE lecturers with additional resources to
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specifically target HE information needs, but given the small HE cohorts, additional
funding is unlikely to be forthcoming.
The present research uncovered new librarian participant understanding of the
financial, time, staffing and support demands of HE in proportion to the number of HE
students and staff in TAFE. The librarian participants viewed the provision of HE as
time, staff and resource hungry compared to VET. A reason was that the librarian
participants perceived HE as needing more resources based on their students and
teaching needs. VET requires more print-based and static resources for the curriculum.
HE is associated with more advanced resources, exemplified in the idea of showing
clients how to use the resource and service. The finding of the balancing act TAFE
libraries perform in regard to both VET and HE support underscores the difficulty of
TAFE libraries’ commitment to supporting HE.
Research outputs are not a required part of the work role of VET teachers or most HE
lecturers. It is, therefore, not expected that TAFE libraries will have access to databases
that support research. Their focus will be on those that support teaching and students’
learning. No TAFE library in this study subscribed to scholarly full text publisher
databases such as SAGE or Springer Link. Nor did any TAFE library in this study
subscribe to specialist citation databases such as Web of Science and Scopus. Some
aggregator databases such as Proquest were subscribed to by TAFE libraries as they
provided more extensive coverage of online information to the broader VET student
and staff cohort of TAFE. As noted in Appendix 3, at the commencement of the study,
HE TAFE student enrolments compared to VET averaged 0.5% across the four
institutes, a figure consistent with most Australia HE TAFE numbers (TEQSA, 2019c).
HE lecturer participants expressed a desire that TAFE libraries would provide access
to more publisher, specialist and aggregator databases. This would better match their
expectation of what a library supporting HE would provide. From the TAFE librarians’
point of view, the provision of more databases encouraged further use of TAFE
libraries by lecturers looking for scholarly content. The research demonstrates a
conflict between the desire of TAFE libraries to adequately provide for HE and the
reality of what they could deliver.
The lack of funding affected the quantity and quality of electronic resources licensed.
Subsequently, many TAFE libraries expanded databases by integrating more open
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access databases into their catalogue, such as PubMed. Free digital resources rather
than specialised commercial databases populate the database suites of TAFE libraries.
One explanation, as Pang and Johannson’s (2008) similarly note, is that free databases
are useful for the poorly funded TAFE library. However, more broadly, the majority of
TAFE staff and students are involved in VET. VET does not require scholarly
databases that are useful for the very small numbers of HE staff and students.
The research demonstrated that the range of library databases was auditable evidence
to TEQSA that it can support the teaching requirements associated with HE delivery.
TEQSA’s role, as far as TAFE libraries go, is to assess the adequacy of information
resources overall for HE teaching, not research. It includes the availability and
accessibility of full text digital access for information resources for courses, such as
book chapters and journal articles (TEQSA, 2017b, p. 5). The current research showed
that HE lecturers viewed TAFE libraries’ support of their scholarly information
behaviour as important regarding their responsibility to students and teaching.
HE delivery in TAFE is only a small component of the total student TAFE enrolments.
Though HE has been delivered in some Victorian TAFEs since 2002, the library
services and resources to support HE have remained under-developed compared to
those supporting VET. The literature on HE TAFE libraries does investigate the details
of the relationship between the library collections and the accreditation requirements
of the TAFE HE degree (Aroche et al. 2012; Kloppenborg, 2010). The current study
highlighted the strategic shaping influence of the HE accreditation on TAFE libraries’
collections and services. TAFE libraries implicit involvement in supporting the
accreditation of TAFE HE degrees established a connection and dependence to HE
lecturers through its information resources and services.
TAFE libraries could better support the scholarly information behaviour of HE
lecturers through database consortia arrangements. Like this research, previous work,
such as that by Youens and colleagues (2008), found that TAFE libraries, excluding
those within a dual-sector university arrangement, were challenged by a lack of
database consortia arrangements. Nothing appears to have changed in the period since
2008. A contributing factor is each of Victoria’s 12 TAFEs teaches different VET
qualifications, with only five teaching their own HE qualifications. Widespread
consortia arrangements would not necessarily apply to HE TAFE due to the low
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number of HE staff and students compared to VET. Database consortia would need to
consider teaching commonalities amongst the participating libraries. The autonomy
and independence of Victorian TAFE libraries mitigate against a national approach to
resource subscriptions for TAFE libraries. Besides, the participating TAFE libraries
would need to consider the budgetary implications of database consortia against their
budget.
Database consortia are a feature of the university library sector (CAUL, 2019).
According to Dzandza and Alemna (2011), academic libraries in consortia benefit from
access to electronic resources at reduced cost and technical support in the use of
electronic resources. During the study, only two TAFE library sector-wide negotiated
database consortia were in place: database provider EBSCO (VATL, 2012; TALC,
2011) and the Informit suite of databases (VATL, 2013). EBSCO and Informit were
considered a consolidated and packaged database suite suitable for VET and HE
students as well as for staff teaching and research needs. Consortia arrangements in
TAFE related to popular and generalist products and mitigated against specialist HE
resources to support specialist, niche HE courses. TAFE libraries could better support
the scholarly information behaviour of HE lecturers through specific database licensing
if it were possible.
However, many of the TAFE libraries in the study subscribed individually to the same
database providers; for example, Australian Standards, Emerald or Lynda.com.
(B.Burr, 7 September 2020, personal communication). Database consortia
arrangements require a level of negotiation and financial commitment from member
libraries. Between 2012 and 2015, the Victorian Association of TAFE libraries acted
as a broker to negotiate database consortia arrangements for TAFE libraries (VATL,
2013). During this same period, TAFE libraries’ budgets were affected by reduced
government fiscal support for TAFEs and, consequently, its libraries. As a result,
further database consortia arrangements stalled. TAFE libraries pursued individually
based licence arrangements with database vendors (VATL, 2015, p. 15).
Databases and e-journals are, as Kaur (2012) similarly notes, used by teachers for
research, teaching, current awareness and making presentations. The librarians in this
study viewed TAFE libraries as primarily backup support for providing information
resources and services for teachers and student success for the HE and VET curriculum.
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The research found that the view of HE TAFE libraries developing collections and
services primarily to support the college’s teaching programmes has not changed since
the work of Leong (2007) and Eraclides (2013).
Section 6.3.1 has discussed the difference between the librarians and the lecturers on
TAFE libraries’ databases. The librarian participants view expanding databases and
enabling more accessibility to those resources as the primary step that they could do to
support HE staff and students. While the lecturer participants appreciated this
endeavour, they viewed the TAFE libraries’ database range as limited for the scholarly
material they needed.

6.3.2

Catalogue searching functionality

The librarian participants agreed that purchasing more electronic library resources
doesn’t necessarily imply more lecturer use of those resources. Increasing use of
electronic library resources was hard to accomplish due to the small size of the HE
cohort in TAFE and related limited resourcing of its libraries. Similar findings in the
literature on university libraries, such as Lam and McDiarmid (2016), note that
increasing the number of academic library databases increases database usage overall.
However, for HE TAFE libraries, the HE lecturers used the university libraries’
databases they knew and believe provided reliable, quality information.
The disconnect between TAFE library collections and lecturer uptake related to not
only making the lecturers more aware of what TAFE libraries offered but improving
the discoverability of those resources. Enhancing the discovery of library resources has
associated costs, for example, purchasing middleware to link resources to the web
search engine that staff use. Evelhoch (2018) and Huurdeman, Aamodt, and Heggø
(2018) argue that the discovery searching interface in library websites and catalogues
provides an opportunity for libraries to expose more deeply content via more natural
searching functionality. Discovery searching is intuitive, like a Google search. The
interface has been in use as a standard interface in most university libraries’ catalogues
since 2007 (Asher, Duke, & Wilson, 2013). Discourse in the literature on university
libraries and discovery searching confirms the importance of having easy keyword
searching across electronic resources (Guthrie & Housewright, 2011; Frances et al.,
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2011). The introduction and integration of a discovery layer into TAFE library
catalogues was first initiated in 2012 (VATL, 2012; 2013). However, the discovery
interface was promoted to TAFE management on the premise of lecturers using its
“Google-like” functionality to more easily search TAFE libraries’ databases.
However, despite the introduction of a discovery searching interface, the lecturers’
access to university libraries discouraged their exploration of TAFE libraries. There
was perceived effort and trouble involved in learning and using the TAFE libraries
catalogues and discovery searching interface. This effort competed with the discovery
searching they already used and knew from university libraries. The lecturer
participants’ experience with TAFE libraries’ discovery searching, was influenced by
their familiarity with university libraries. This familiarity with university libraries
continually emphasised the scholarly content of university libraries that was lacking in
TAFE libraries and was a significant factor in their scholarly information seeking.

6.3.3

Print collections

Eight lecturers referred to the lack of access to a quality monograph collection, mainly
textbooks, for their students. The lecturers reported that they need more scholarly
information resources not just for their teaching but to support their students’ studying,
learning and reading.
There were two possible explanations offered for the strong push by lecturers for TAFE
libraries to provide more hardcopy resources. Their teaching needs often referred to
prescribed texts and books, which they believed TAFE libraries should provide in an
adequate quantity for their students. Lecturers were aware of the financial status of
TAFE institutes and the lower socioeconomic position of many TAFE students
compared to university students, as noted by Foley (2007) and Griffin (2014).
Discussion of the differences in student cohort between the university and VET sectors
is in the literature (Wheelahan, 2009; Rothman, Shah, Underwood, McMillan, &
Brown, 2013). What the present research highlighted was that the lecturers wanted
TAFE libraries to buy more textbooks for their students because they believed their
students could not afford to purchase them.
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The collection development of TAFE libraries was for teaching and student learning
focused at the VET and undergraduate level. All librarian participants made the point
their library collections were less comprehensive than university libraries. Equally, the
librarian participants thought their collections were more tailored to the HE lecturer’s
teaching requirements and curriculum. The librarian participants believed they could
support the lecturers’ scholarly information needs through leaner and more relevant
information collections, mainly through textbooks and databases. Limited TAFE
budgets necessitated a leaner and more relevant collection. Nevertheless, many TAFE
librarians believed that the extensive print collections associated with, as Liu (2011)
argues, the prestige of academic programmes at universities were not needed for TAFE.
The current study presents some reasons why extensive print collections were not as
relevant or familiar for TAFE libraries as they are in university libraries. The applied
and less theoretical focus of many HE degrees in TAFE required collections primarily
for undergraduate students at an immediate textbook or reading list level. The absence
of higher degree qualifications in TAFE means less need for research orientated print
material. In terms of collection and space, the present research confirms Youens and
colleagues (2008) finding that the learning commons or integrated library space model
dominates TAFE libraries. Their research highlighted space as a limiting factor on the
TAFE libraries’ collection building with space allocated for computer and study areas
in preference to collections. While diminishing collection size is a feature of university
libraries (Gunapala, Montague, Reynolds, & Vo-Tran, 2020; Scherlen & McAllister,
2019), in TAFE libraries, maximizing library space was often for computer areas for
VET and HE students.
There was an absence in TAFE libraries of any legacy large-scale print collections, as
confirmed by Blackwell (2009). TAFE libraries traditionally support VET and a
nationally received curriculum. The nationally received VET curriculum is based on
pre-ordained instructional material, such as workbooks. As a result, there is less
requirement for VET teachers and students to browse the print collections of TAFE
libraries. This situation differs from HE where knowledge is more fluid and dynamic.
In the university, there is a sense of the multi-disciplinary often reflected in libraries
through their collections. This was not the situation with TAFE libraries in the present
study.
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Participants noted that with the introduction of HE degrees in Victorian TAFE, TAFE
libraries did not have sufficient time to evolve their collections for HE support.
Monographs such as technical manuals and multimedia resources dominated the TAFE
libraries’ collections for VET qualifications. The librarian participants indicated that in
the early years of HE delivery in TAFE, their library received substantial collection
grants to establish collections to support HE teaching but not research. Collections
grants were initiated to immediately set up TAFE libraries, mainly with recommended
texts and databases. New degrees in TAFE required direct documentary evidence to
TEQSA to prove the institute had the necessary information resources to support the
delivery of HE. Collection grants were a fast fix to achieve this.
The present study also found other library collection related reasons as to why the
lecturer participants avoided using TAFE libraries for their scholarly information
needs. First, the lecturer participants perceived TAFE libraries’ policies as a
disincentive to using them. A driver of capping the number of loans and length of
borrowing time is for managing student use of the collection. The research showed that
the lecturer participants perceived such policies as a discouragement to borrow books
and use the collection. A study by Wilson, Frazier and Harter (2015) notes that loan
policies in academic libraries have the effect of managing material and resources.
However, the current research revealed that the primary purpose of capped circulation
entitlements from the TAFE librarians’ perspective related to managing their libraries’
limited collections.
The borrowing limit on books for TAFE staff across the study’s four TAFE institute
libraries ranged from 15 to 30 items. The length of the loan period for staff ranged from
two to four weeks. This entitlement compares to often an unlimited number of books
for academic staff to borrow for up to 3 months from Victorian university libraries [See
Appendix 15]. One explanation for the more restrictive TAFE library policies for HE
staff was that lecturer borrowing targets the narrower teaching areas of HE TAFE.
There was not the breadth of borrowing associated more with university libraries.
Udoumoh and Okoro (2007) argue that libraries create policies to ensure the effective
use of library resources. In many university libraries, the need for more extended loans
for borrowing is associated with, as noted by Tomaszewski (2012), supporting the
research element of an academic’s work. Lending associated with teaching tends to be
for shorter periods and often in e-Book format. The research showed that TAFE
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libraries purchased books for the HE students rather than for lecturers as this is usually
in the form of print-based class sets. A conservative loan period for prescribed texts in
TAFE libraries has been implemented to ensure the greatest level of access for all,
given the perceived lack of affordability for students to buy the resources.
Other barriers that deterred HE lecturer participant use of TAFE libraries were library
system related. The lack of automatic renewal of borrowed books can be attributed to
the limited size of TAFE library collections and ensuring more availability to all
students of limited books that may be in high demand. The lack of online web forms,
for example, for an Inter-Library Loan request, as noted by the lecturer participants,
may relate to their experience of university libraries’ more developed online platforms.
To summarise, HE TAFE libraries grew from their VET roots. Its libraries and
librarians were, as Leong (2007, p.9) notes earlier, “linked with books rather than
technology”. TAFE libraries were seen as having limited access to publisher and
aggregator databases of scholarly information because of budget resourcing and other
issues. TAFE libraries were implicitly involved in supporting the accreditation of
TAFE HE degrees. This involvement established a connection to the HE lecturers and
reinforced its teaching and student learning emphasis and lack of scholarly or research
related works. TAFE libraries did not attempt to support HE lecturers’ scholarly
information needs by building the research collections associated with university
libraries but instead through running a library resource model supportive of all its
library clients, most of whom are VET students and teachers, in the teaching and
learning space.
6.3.4

Liaison librarians

In this research, liaison librarians were the critical librarian conduit to HE. There was
a recognition that as HE programmes grew in TAFE, liaison librarians provided the
required relationship between HE lecturers, their scholarly information needs and
TAFE libraries. Early studies by Aust and Burrel (2011) and Owen (1994) on TAFE
libraries’ liaison librarians argue that liaison librarians offer an alternative and
proactive library service for the lower budget and staffing limitations of TAFE
libraries. This view is not surprising. It is seen in the work of Youens and colleagues
(2008) and Eracrides (2013) who note that TAFE libraries adapt to their limited budgets
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by promoting personalised liaison librarian services. One aspect that is not considered
in these studies is how the liaison library service is valued and protected, as much as
possible, from library budget cuts. From the librarian participants, their perception of
the importance of HE influenced the staffing mix of their libraries, keeping their liaison
librarian staffing secure and central to their support of HE scholarly information needs.
Librarian participants were conscious of the need to orientate their library services
away from a populist view of TAFE libraries built on supporting traditional models of
VET teaching and modularised learning. As Lloyd and Bannister (1999, p.251)
mention, TAFE teachers viewed TAFE librarians as administrative and noneducational staff, “where the librarian, often the sole member of the library staff, will
spend a significant proportion of each day performing … routine tasks”. The present
study affirms that these early perceptions of TAFE libraries having a “remedial role in
education” (Leong, 2007, p. 7) had not changed significantly. The analysis of the
lecturer participants’ findings aligns with this traditional view of TAFE libraries and
librarians, as, suggested by Calvert (1998), suppliers of resources, or what Danner
(2010, p. 12) terms “...a last resort for gaining access to materials”. The low staffing
and budget levels of TAFE libraries, as discussed in section 2.3.2, was one reason to
explain lecturer participant understanding around the perceived everyday and
operational duty focus of TAFE librarian work roles. More broadly, as the student
enrolment data in section 1.5 records, HE enrolments in TAFE were low compared to
VET student enrolments, generally at less than 0.5%. It was not surprising that most
TAFE resourcing was likely to be allocated to support VET. TAFE libraries’ budgets
reflected the tension of supporting a more extensive VET student and staffing cohort
against the smaller and more specialised information needs of HE.
HE impacted what TAFE librarians saw as their traditional VET role. This impact
includes making better use of their skills as well as acquiring different skills and subject
knowledge to meet the needs of HE. These various skills related to services for HE
staff and students, for example, plagiarism, academic integrity and research skills,
including the Research Skills Development Framework. Better use of the librarian
participants’ skills rested in their specialties, such as database management and
database training. TAFE libraries could better support the scholarly information
behaviour of HE lecturers by re-skilling and then promoting this experience to HE
lecturers.
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Both participant groups observed the need for upskilling and re-training of library staff
towards the more information specialist roles, usually identified with liaison librarian
in university libraries. As understood by the librarian participants, a liaison librarian
service aligned to their perception of university library liaison services.
The university liaison library model view is, as Thull (2009) states, the proactive
involvement of lecturers in collection development with their liaison librarian and the
liaison librarian offering research assistance to them and their students. A study by
Creaser and Spezi (2014) discusses librarians in the university sector as being
technology savvy and active in condensing, organising and providing digestible
information to save the academic time. However, many lecturer participants perceived
a lack of specialist subject knowledge and technical skills in TAFE librarians, based on
their own experience and understanding of university libraries.
The university liaison library staff model, consisting of designated subject experts and
specifically dedicated librarians sometimes within departments, was not in place in the
TAFE libraries (Parson, 2010; Watson, 2010). Yet, it was continually perceived by
participants as an aspirational ideal because it represented tangible library integration
into HE teaching departments.
All 20 librarians described their library liaison as an informal, fragmented, ad hoc and
on an as needs basis. Part of the reason, as reported in the university library study by
Jenkins (2005), was the complexity of establishing engagement between libraries,
faculties and lecturers. This current research found that building a TAFE library liaison
programme is dependent on the HE department, disciplinary area and the interest or
not of particular HE lecturers. This is true of many Australian university libraries as
well (Haddow & Mamtora, 2017; Johnson, 2020), However, in the present study,
liaison librarians were seen as a potential major library supporting tool and an extension
of the library beyond its VET base.
Sixteen of the 20 librarians referred to lecturers’ lack of awareness of TAFE library
services. From the librarian participants’ viewpoint, there were reasons why TAFE
libraries are more unexplored and unfamiliar with than other libraries.
The establishment of many HE departments in TAFE was in contrast to their VET
sector where librarians have had more time to establish liaison roles. Lecturers’ use of
TAFE libraries appeared to be based on the collection’s relevance to teaching,
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especially the amount of theory versus practice in the TAFE HE degree. Lecturers need
more scholarly information for their teaching and students for more theory-based
TAFE HE degrees, such as the Bachelor of Nursing. Variations in TAFE library use
was related to the size of the teaching department where larger departments, concerning
student enrolments and teaching staff, have had more library spending on them and,
subsequently, more significant liaison opportunities for librarians.
More broadly, the literature on Further Education and community college libraries
highlight library support for lecturers as closely related to the teacher and learning
mission of the institute (Reed, 2012; Roselle, 2008). The analysis from this study
supports that view. However, paradoxically, while not funded or equipped to provide
university level scholarly support, library participants still wanted to provide wide
support for the lecturer’s information needs, including any disciplinary research they
undertook. Support was through targeted databases, textbook collections, information
literacy training and, critically, liaison librarians to increase awareness and usage of
TAFE libraries’ resources and services.
6.3.5

Summary

Section 6.2 has discussed the non-library barriers that the lecturer participants
perceived affected their scholarly work. Section 6.3 addressed TAFE libraries’
resourcing as a barrier to the scholarly information for the lecturers’ scholarly work
from both participant groups’ perspectives. Both library and non-library barriers to
undertaking scholarly work and research are noted as the second concept of the theory.
Figure 6.3 visually adds the barriers discussion to Figure 6.2. Figure 6.3 shows a visual
representation of how HE lecturers in TAFE were required to take a scholarly approach
in their teaching and learning but desired a research role more comparable to a
lecturer’s role in a research active university. They encountered barriers to undertaking
this scholarly work, including TAFE libraries because of their lack of scholarly content
to support their scholarly information needs. These barriers were
•

workload and lack of time

•

accreditation requirements and the TAFE HE degree

•

scholarly environment and cultural challenges

•

the perception of TAFE libraries.
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Lecturer

Scholarship of
teaching & learning
role supported;
research role
unsupported

Barriers to undertaking scholarly work
and research:
•
workload and lack of time
•
accreditation requirements and the
TAFE HE degree
•
scholarly environment and cultural
challenges
•
the perception of TAFE libraries

Figure 6.3. Barriers to undertaking scholarly work and research
The scholarly information behaviour of HE lecturers in TAFE was influenced by their
institute supported role to be scholarly in teaching and learning but generally not in
undertaking research. The environment of HE in the TAFE environment affected how
they sought scholarly information. This was due to the barriers just discussed and how
TAFE libraries struggled to support HE lecturers’ scholarly information needs with the
limited resources made available for that role.
The next section introduces the theme of scholarly information seeking across
information sources based on the purpose of the information needs. This was a finding
as noted in sections 4.3 and 5.3. The HE lecturers sought access based on familiarity,
ease and depth of available scholarly resources which were not present in TAFE
libraries. Section 6.4.3 discusses the lecturers’ belief in their self-efficacy in scholarly
information seeking. Most HE lecturers undertook their own scholarly and research
work with little assistance from TAFE libraries, except for the student support aspect
of their role. Following this, there is an examination of their workaround information
behaviours to access scholarly content.

6.4 Scholarly information seeking across information
sources
Section 2.1.1 outlined the notions surrounding information behaviour, needs and
seeking. Wilson’s (1997, 2000) theories that information seeking is a subset of
information behaviour based on the information needs of the user resonates with the
present study. It resonates because the key to understanding information needs lies in
knowing about the demands and context in which they arise. The current research
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acknowledges the user’s context, the HE lecturer in a TAFE college, mainly devoted
to VET education. Different intended uses of the information being sought, for
example, teaching, scholarship or research, influenced the lecturer participants’
scholarly information seeking. A desire for ready access to information sources to
satisfy those varied information needs affected their scholarly information seeking.
The scholarly information seeking of the lecturer participants was primarily through
electronic search strategies applied across information sources. This strategy includes
internet searching, discovery interfaces mentioned in section 6.3.2 and emailing
authors directly for information. The lecturers used information seeking actions that
were deliberate; for example, going immediately to the internet as an information
source for information. They also used information seeking strategies that were
encompassing, that is, touching upon one information source after another based on the
purpose of their information need. Deliberate and skimming information seeking
strategies are true of academic searching (Gordon, Meindl, White & Szigeti, 2018;
Arshad & Ameen, 2019). However, the current study noted the lecturers’ use of
libraries was for different reasons. TAFE libraries were used mainly as an information
source for their teaching and student learning needs in person and electronically, while
their use of university libraries, if possible, was through online searching for any
research purposes they have.
Across information sources, the lecturers’ searching strategy was predominantly
electronic through library discovery interfaces and internet search engines. The lecturer
participants used electronic information searching strategies across information
sources in what Foster (2004) and others suggest is a dynamic and interactive way
(Niedzwiedzka, 2003; Savolainen, 1995).
The research indicates that lecturer participants were independent academic teachers,
interacting with scholarly information based on their information needs and what they
could access. The accessibility of an information source is recognised in the
information literature as an essential factor in information seeking (Leckie et al., 1996).
The present research offers further insights that the lecturer participants ranked
accessibility to scholarly content as the most critical factor in satisfying their scholarly
information needs. The information sources they searched across were university and
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TAFE libraries, the internet and a range of informal sources, such as contacting authors
and friends.
6.4.1

Teaching and student learning

As discussed in sections 4.2.1 and 6.1.1, the lecturers and their TAFE institute viewed
teaching and their students’ learning as the core elements of their role. The scholarship
of teaching and learning was central to their and their TAFE management’s
understanding of scholarship. The findings indicated that teaching was an ongoing
activity reflected in continued information seeking to support the information needs
underpinning it. This placed pressure on TAFE libraries to provide current and
available teaching resources.
The scholarly information for teaching was contextual, discovered through practice and
by the knowledge the lecturers brought to their subject’s understanding. The scholarly
information needed for teaching included information for improved subject
understanding, enhanced pedagogy, new ideas and keeping disciplinary information
current.
The lecturer participants used TAFE libraries primarily, as intended, for teaching and
student learning needs. Nevertheless, they still drew on university libraries for
information to inform their teaching. Their use of university libraries for teaching was
to improve their subject knowledge and apply it through the curriculum to their
students. However, as Bitso (2012, p. 198) states, “…teachers bear the learners in mind
when they seek information for teaching purposes”. The lecturer participants were
aware that the level of scholarly information associated with university library
resources may be at a higher scholarly level than required for teaching their students.
The lecturers viewed the internet as providing current, free and easy access to teaching
information, often at short notice. Neal (2009) and Oakleaf (2011) explore how the
internet questions the value of academic libraries in teaching and research. While
lecturers valued TAFE libraries for their students and for their teaching support, many
believed their internet use implies less need or reliance on libraries, especially TAFE
libraries, to satisfy their information needs. Section 5.3.3 comments on the lecturers’
use of the internet for freely available information, a finding that agrees with other
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studies on the increased use of free web-based resources by academics for their students
(Engel, Robbins, & Kulp, 2011; Cronin, 2017).
The finding confirms Madhusudkam’s (2010) research that university academics often
ignore information that wasn’t free of charge to them, or their organisation. The present
study continues this discussion by noting that the lecturer participants not only ignored
non-free information, but by-passed information that they knew would be an additional
cost to their institute and TAFE library.
In terms of information for their teaching and research needs, they were aware that
TAFE libraries did not have the extent of university library databases. Internet
searching can often display high end publisher databases such as SAGE or Wiley, to
which TAFE libraries do not have subscriptions. These databases carry a financial cost
to download the full text of a required journal article. By implication, the lecturer
participants understood the financial cost to do research, outside of what most
university libraries provide through their electronic resources. The financial constraints
of TAFE were another influence in the HE lecturers’ scholarly information seeking
towards freely available and easily accessible scholarly information.
The lecturer participants less frequently referred to using “informal sources” for their
teaching or student learning information needs. Informal sources included information
from colleagues, listserv alerts, conference networking and social media information.
Section 6.2.3 discussed the significance of informal sources to lecturers’ scholarly
environment. One element the findings highlighted was the lecturers’ use of a personal
library as an informal source. A personal library referred to purchased copies of books,
free copies of books received from publishers and the publishing handouts that often
come with prescribed texts. Why this is important is that the lecturers drew on material,
freely provided or personally purchased, because they are aware of the resource
limitations of TAFE libraries.
The lecturers’ familiarity with and use of TAFE libraries for their students’ learning
was mainly in the references and texts they were teaching. As Diekema and Olsen
(2012, p. 4) argue, resource selection is curriculum based and “teachers are proxies for
relevance decision that affects their students”. The lecturer participants needed
scholarly information, especially online journal articles, to be accessible for their
students. There was regular matching and reconciliation between university and TAFE
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libraries based on what lecturers could access and what their students could not. Their
use and familiarity with university libraries reinforced this discrepancy between
university libraries’ more comprehensive databases and what TAFE libraries provided.

6.4.2

Research

Some lecturer participants undertook disciplinary research where possible, though, in
nearly all cases, it was not a recognised part of their work role. Concerning their
research information needs, the lecturers used university libraries, the internet and other
informal sources. They were less reliant on TAFE libraries for research information.
This research contributes to the literature about the information seeking behaviour of
HE academics in the non-university sector. The literature about scholarly information
seeking behaviour notes university libraries are a preeminent information source for
university lecturers’ research information needs (Kaur, 2012; Tenopir, 2011; RINRL,
2011). The present research highlighted that HE lecturer participants want the same
scholarly access to in-depth scholarly content as university lecturers, but were
restricted by what their TAFE provided. This affected their scholarly information
seeking.
The lecturer participants used the internet for their research needs. The research affirms
the study of Filistea and colleagues (2010) and others that the internet, and notably
Google Scholar, is considered a valuable scholarly information resource (Arshad &
Ameen, 2017; Nichols & Rowlands, 2008). In the field of internet research,
Vijayakumar (2015) identifies some features that motivate academics to use the
internet, including up to date information. As discussed by Harzing (2014) and others,
lecturers distinguished between Google and Google Scholar, linking Google Scholar
more strongly with peer reviewed information and research (De Winter, Zadpoor, &
Dodou, 2014). The present study found a similar understanding among the lecturer
participants. Google Scholar can automatically link users seamlessly to both library
subscriptions as well as to free and open access resources. However, Google Scholar
exposed to the HE lecturers the lack of complete full text access to subscribed
electronic resources of TAFE libraries as linking was restricted to a smaller suite of
databases.
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Most lecturer participants viewed TAFE libraries as just one of many information
sources that they needed to use to do their work. The lecturers saw TAFE libraries’
databases as an option but rarely as the first choice in their scholarly information
seeking for their research. The lecturer participants consulted different information
sources to meet their scholarly information needs based on their individual needs and
convenience to them. As suggested by Gessner and Wilcox (2011), the ease and
comfort of information seeking is a factor in the information seeking behaviour of
academics. In information behaviour theory, for example, the work of Leckie and
colleagues (1996), the ease and convenience of access to information influences the
information seeking of academics. In the present research, the ease and convenience of
information seeking often resulted in the lecturers choosing university libraries because
they were more familiar to them.
To sum up, the scholarly information seeking of the lecturer participants was purposive
for the scholarly information needs that related to their teaching and student learning
as well as any disciplinary research. Their information seeking was across the
information sources of university libraries, the internet, TAFE libraries and informal
sources.
Figure 6.4 illustrates this third concept of the theory by noting the different levels of
connectivity between these information sources based on the purpose of the
information needs and access to the source. A solid arrow indicates a stronger use of
the information source for a specific purpose, for example, university libraries for
research. A dotted arrow represents less reliance and use of the information source to
satisfy those information needs. An example is university libraries for teaching and
student learning.
Figure 6.4 shows that the HE lecturers viewed TAFE libraries support of their scholarly
information behaviour as geared towards teaching and student learning and less
relevant for their research needs.
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Scholarly information seeking across information sources based on purpose and access

Scholarly information needs:
Teaching & Student learning

University
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TAFE
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Informal
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Scholarly information needs:
Research

Figure 6.4. Scholarly information seeking across information sources based on
purpose and access
Sections 4.3 presented from lecturer participants’ their belief in their own self-efficacy
in scholarly information seeking. Sections 5.2.3 and 5.3.1 presented this finding from
the librarian point of view. This is discussed next.

6.4.3

A belief in self-efficacy in scholarly information seeking

Self-efficacy is a term used to describe an individuals’ belief and confidence in their
ability or capability to perform tasks in a particular situation (Bandura, 1996). The
lecturer participants’ belief in the self-efficacy in their scholarly information seeking
related to their self-belief and confidence that they can search for, find and generally
access the information they need for their scholarly work, independent of TAFE
libraries.
The research found lecturer belief in self-efficacy, not as an activating concept for their
information seeking. This notion of self-belief and confidence as a trigger for
information seeking occurs in many information behaviour theories, notably Wilson
(1999; 2000; 2005) and Kuhlthau (1993). The research presents most lecturer
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participants viewing themselves as independent academics and teachers who
understand how to find, pursue and evaluate scholarly information with little assistance
from their library. This can be explained by their online use of university libraries at
the expense of the TAFE library.
This finding of the independence, self-sufficiency and self-efficacious information
seeking behaviour of the HE lecturers is consistent with studies on the self-efficacious
information seeking behaviour of university academics (Robson & Robinson, 2013;
Ross, Perkins, & Bodey, 2016; Yan, Zha, Yan, & Zhang, 2015). The present research
noted that the belief of the lecturers to be self‐efficacious in regard to their information
seeking was influenced by their work and study experiences with universities and
university libraries.
There was an association between the lecturer participants’ educational qualifications,
many at the PhD level, and their confidence and self-belief in being able to search,
access and use the information for their scholarly work. Prior experience, current
employment and present study commitments with a university were factors that
facilitate familiarity with university libraries. These factors lead to participants
preferring university libraries more than TAFE libraries. This increased their
confidence in using what they already knew. They found no problem in their perceived
ability to seek, locate and retrieve information. The majority of lecturer participants
were not prepared to learn what TAFE libraries could offer. They made judgements
based on knowledge gained in a different context. As such, many were unwilling to
learn to use TAFE libraries’ more extensively because they perceived there was a gap
in the scholarly content they provided.
Sections 6.2 and 6.4 included discussion around the affective elements in scholarly
information behaviour, such as workload and the administration surrounding the
accreditation of the TAFE HE degree. As such, there is some synergy in its self-efficacy
theme with Kuhlthau’s (1993) theory in how information seeking is a holistic
experience of thoughts, actions and feelings. Schunk and DiBenedetto (2016, p.36)
make the point that people acquire self-efficacy from physiological and emotional
states such as anxiety and stress. Related examples in the present research included the
challenges of the scholarly environment of TAFE and the workload of the lecturer.
These factors in their work role influenced their information seeking behaviour towards
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a self-efficacious state for some reasons. The lecturer participants felt less supported
by their institute for their scholarship and felt independent in how they operated as HE
lecturers within a VET institute. HE departments in TAFE were smaller with
participants often the sole teacher or course leader. Additionally, the lecturers
undertook research for their own benefit.
Research on self-efficacy references Bandura’s (1977) pioneer work. His four principal
sources of belief in self-efficacy dominate the literature (Ross, Perkins, & Bodley,
2016; Yan, Zha, Yan, & Zhang, 2015). These sources are mastery through past
experiences, observation of others, social and verbal persuasion and physiological and
affective states. Two of the four sources of self-efficacy, as suggested by Bandura
(1977), were evident in the findings. These were first mastery through past experiences.
The lecturers openly stated in self-evaluating their information seeking skills that they
didn’t need information literacy or skills assistance from libraries, TAFE or otherwise.
Their non-use of TAFE libraries for information seeking related to their familiarity
with their university library experience and confidence through this experience to use
that library as the first port of call for in-depth scholarly information. The second of
Bandura’s (1977) four sources of a belief in self-efficacy apparent in the research was
the observation of others by social models. Lecturers obtained information about their
capabilities by observing others, especially peers, in how they found and accessed
information through their university and social networks, as will be explored in section
6.4.4.
The lecturer participants’ perception of their self-efficacy in scholarly information
seeking contrasted with many views expressed by the librarian participants. Consistent
with the TAFE library studies of Fafeita (2006), Leong (2007) and Streatfield &
Markless (2008), TAFE librarians emphasised training on information searching for
HE lecturers as a proactive contribution to their institute’s teaching and learning
strategy. Additionally, the librarian participants perceived the lecturers lacked some
skills in their information seeking and could benefit from their information skills
expertise.
The evidence for this claim from the librarians’ perspective was the lecturers’ lack of
confidence and interest in using TAFE library electronic resources. A typical example
was the type of information requests TAFE librarians received being indicative of their
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catalogue searching mistakes, incorrect web addresses provided for student readings or
confusion between library databases. The librarian participants believed the lecturers
contacted them for information seeking support only when they were unable to find or
retrieve the information themselves or when there was a teaching deadline for an
information resource. Information studies literature attests to using libraries for
deadline information as standard library academic behaviour (Oakleaf, 2010; Du &
Evans, 2011). The current research takes this issue further by suggesting that this
contact was, in many cases, the only point of contact for scholarly information requests
between TAFE libraries and HE lecturers. In other words, lecturers used TAFE libraries
for hard to find information as a last resort when they couldn’t access it themselves.
The lack of investigation by the lecturers about what TAFE libraries provide was
symptomatic of the low expectation lecturers had of TAFE libraries and what was
useful to them. Librarian participants believed the lecturers had less need for TAFE
library information or research assistance because they sourced scholarly information
themselves and were individualistic and self-efficacious in their information seeking.
Some explanations offered by the librarian participants included the internet as a
readily accessible information source that met their immediate information needs.
Another reason included TAFE libraries’ scholarly services based on satisfying the
individual lecturers’ scholarly information requests rather than any broader and
coordinated Departmental or Faculty based approach to information services.
Many librarians argued that the lecturers’ self-efficacy when it came to searching for
information was due to the lecturers’ uses of the internet and Google Scholar, in
particular, in preference to contact with themselves. The internet, as evidenced by
numerous studies, competes with libraries as inter-mediators in information provision
(Jamali & Asadi, 2010; Zhu, Chen, Chen, & Chern, 2011). The librarian participants
cite information technology and the ability to access information online as a principal
reason for lecturer independence and self-sufficiency in their scholarly information
seeking, a finding consistent with the university studies of Brophy and Bawden (2005)
and Wu and Wang (2015). While this is accurate, the principle reason was that if the
lecturers had access to a university library, then they would usually be satisfied with
the scholarly information they could find and retrieve.

Chapter 6 - Discussion

255

A moderate correlation between the academic perception of self-efficacy and the ability
to achieve educational goals and academically perform is in the literature (Honicke &
Broadbent, 2016; Marsh & Martin, 2011). Previous research by Alexopoulou,
Hepworth, and Morris (2016, p. 34) reveals that people with a firm belief in their selfefficacy are more likely to be successful when seeking information. What remains
unexplored in the literature is any possible link between lecturer self-efficacy in
information seeking, academic motivation and the support of libraries for scholarship.
The present research demonstrated that the lecturer participants displayed confidence
and self-assurance in where to source and access the scholarly information they
required, based on their university library experience. Their self-sufficiency and
independence in information seeking were independent of whether they used or sought
assistance from TAFE libraries.
To sum up, section 6.4.3 has discussed the self-efficacy in scholarly information
seeking from the lecturer participants’ perspectives. The section highlighted the
perceived self-efficacy beliefs of the lecturer participants regarding their information
searching skills. The section noted the TAFE librarians’ view that this belief was not
entirely accurate. The lecturer participants’ confidence in their self-efficacy in
information seeking was influenced by factors that included their familiarity with the
university library experience and feelings of self-sufficiency and academic isolation.
Other factors affecting their belief in their self-efficacy in information seeking were the
nature of their work role and their student centric views of TAFE libraries.
The librarian participants’ perception was that HE lecturers were not as information
searching literate as they understood themselves to be. Factors such as lack of
awareness about what TAFE libraries could offer and experience with university
libraries were limiting factors that hindered exploration and connection to TAFE
libraries.
The next section moves from the theme of self-efficacy in information seeking to
discussing the workaround information behaviours of the lecturers to obtain access to
scholarly information.
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6.4.4

Workaround information behaviours and access to scholarly content

Accessibility to information sources is recognised in the information literature as an
essential factor in information seeking (Robson & Robinson, 2013; Leckie et al., 1996).
The research indicated that the lecturer participants rank accessibility to in-depth
quality scholarly content as the most critical consideration in satisfying their scholarly
information needs.
Section 6.2.3 highlighted the significance of informal networks for the HE lecturers in
keeping up to date and connected to information. This section extends that theme and
links it to the idea of workaround behaviours and access to university libraries.
HE lecturers viewed TAFE libraries as inadequate for all the scholarly information they
wanted and, in particular, for research related information. They used workaround
behaviours to acquire that information from university libraries and other sources. As
we have seen, TAFE libraries, according to the lecturers, were useful for teaching
information needs and were critical for student learning. However, for most scholarly
information needs TAFE libraries represented just one of several information sources,
and for disciplinary research information, the least favoured.
Workaround behaviours, as defined by Gessner and Wilcox (2011), are improvised or
non-standard approaches to overcoming a difficulty. The lecturer participants wanted
to make their work role more comfortable, less stressful and less cognitively
challenging when acquiring scholarly information for their work and information
needs. The participants, like academics in other studies, will “try to use alternative
sources or methods” (Meho & Tibbo, 2003, p. 585) if what they are after is not readily
available.
Discussion on workaround behaviours in the literature focuses on the principle of least
effort and aspects of convenience in overcoming blockages in information seeking (AlShboul & Abrizah, 2014; Hoppenfeld & Smith, 2014; Rupp-Serrano & Robbin, 2013).
What the current study showed was that database password sharing from friends and
colleagues to provide access to university libraries is a predominant workaround
behaviour employed by HE lecturers in TAFE. The lecturer participants, when they did
not have access to university libraries themselves, used their relationships with friends,
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colleagues and other contacts to provide database logins and passwords to gain access
to university libraries’ scholarly content.
The sharing of logins to databases from friends and family as well as the provision of
information, directly contacting the author for desired scholarly content offered an
alternative to TAFE libraries’ scholarly provision. Information obtained through
associates and university logins supplements the institutional supported information
services of TAFE libraries. Sharing university library passwords amongst academics
not enrolled or working at a university is a breach of database supplier conditions.
Lecturer participants speak of such practices as being creative or bending the rules to
achieve the scholarly standard or quality they associate with HE for themselves and to
provide a richer educational experience for their students. Despite the obvious legal
issues around password sharing, the lecturers perceive password sharing as morally
legitimate and a collaborative knowledge sharing endeavour.
Access to a large amount of scholarly information was the primary consideration of HE
lecturers in deciding whether or not to use a library. The budgetary strictures and
resultant smaller collections for TAFE and its libraries encouraged exploration of other
information sources. In effect, only if the lecturer participants did not have university
library access, would they then be forced to use TAFE libraries for in-depth scholarly
information.
The next section summarises the previous discussions and presents the theory of HE
lecturer in TAFE’s scholarly information behaviour and TAFE libraries’ support.

6.5 A theory of HE lecturers in TAFE’s scholarly
information behaviour and TAFE libraries’
support
The theory is that, for the HE lecturers in TAFE in this study, the lack of a supported
research component in their work role and the lack of a shared understanding of what
scholarship meant influenced their information seeking behaviour.
The HE lecturer participants viewed scholarship more broadly than TAFE management
to encompass research, which they saw as critical to their understanding of what HE
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meant. TAFE management, while they saw scholarship as a part of the HE lecturers’
work role, did not see research in the same way. Accordingly, lecturer roles did not
always come with a research component.
The lack of support the HE lecturer participants felt from their TAFE to undertake
research affected their information seeking behaviour. HE lecturers used TAFE
libraries predominantly, as intended, for their teaching and student learning
information needs. They understood that TAFE libraries were designed to provide
support for their teaching and student learning and, even more so, VET students and
teaching. This VET view of TAFE libraries meant that the lecturers saw TAFE libraries
as a barrier to their information seeking in respect to their research and scholarship.
This barrier was created by their lack of access to scholarly electronic databases to
support lecturers’ scholarly information needs, and the different expertise and roles of
TAFE library staff when compared with university library staff. So, for scholarship and
research, the HE lecturers used a variety of information behaviours to access
information from a variety of information sources other than their TAFE library. These
information behaviours included seeking access to university library collections
through their own login if available or using workaround information behaviours
through friends, colleagues and networks.
Figure 6.5 incorporates Figure 6.3 and Figure 6.2. It presents a visual representation of
the key three themes of the theory.
•

The scholarship of teaching and learning as an institutionally supported
principle against a generally unsupported research role for HE lecturers in
TAFE

•

Both library and non-library barriers to undertaking scholarly work and
research

•

Scholarly information seeking across information sources based on purpose and
access.

Added to this third theme the concept of a belief in self-efficacy in scholarly
information seeking and workaround behaviours to access in-depth scholarly
information, especially from university libraries.
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The theory found that the scholarly information behaviour of the HE lecturers was
influenced by their work role and its associated pressures and drivers. The influence of
a person’s work role is central to Leckie and colleague’s theory (1996). The theory
generated by this research acknowledges both Kuhlthau’s (1993) and Wilson’s (1996)
theories in that appropriate information seeking began when an individual, in this case
the HE lecturer, recognised information needs to be satisfied. The theory generated by
this research placed scholarly information seeking, as Wilson (1996) argued, as a
nested process within scholarly information behaviour. Scholarly information seeking
was principally influenced by the contextual factors of HE in TAFE. Contextual factors
such as lack of research workload, high teaching workload, lack of time and the
availability and relevance of information sources, all influenced the HE lecturer
participants’ scholarly information seeking.
Leckie and colleague’s (1996) theory highlighted the centrality of information
accessibility and a person’s familiarity with sources in their information searching
behaviours. These points resonate in the discussion on the sources of information and
the awareness of information, for example, familiarity with the resources held by
university libraries, in Section 6.4.
Wilson’s theory (1996) is a significant for several reasons. His theory notes affective
elements within it such as context, work environment and stress. In the present study,
the lecturers’ work around behaviours to avoid stress and counter the limitations of
TAFE libraries influenced their scholarly information seeking.
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Scholarly information-seeking across information sources based on purpose and
access and a belief in self-efficacy
Scholarly information needs:
Teaching & Student learning

Barriers to undertaking scholarly work
and research:

Lecturer

Scholarship of
teaching &
learning role
supported;
research role
unsupported

•
•
•
•

workload and lack of time
accreditation and the TAFE
HE degree
scholarly environment and
cultural challenges
the perception of TAFE
libraries

University
libraries
(including
workaround
behaviours)

Internet

TAFE
libraries

Informal
sources

Scholarly information needs:
Research

Figure 6.5 A Visual Representation of the Key Themes of the Theory
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Wilson’s (1996) emphasis on intervening variables can be seen in the discussion
section on both the library and non-library barriers affecting the HE lecturer
participants and how they influenced their information seeking.
The research demonstrated that both the lecturers and librarians engaged in many of
the activities outlined in these and other information behaviour theories. The present
theory contributes to the literature by contextualising scholarly information seeking to
HE lecturers in a largely VET setting.

6.6

Chapter summary

The chapter has addressed the research questions within the discussion, discussed the
findings and themes with references to the literature and presented a theory based on
the theoretical categories and themes.
The scholarly information behaviour of the HE lecturer participants was explained in
terms of the conflicting expectations and perceptions of what TAFE institutions and
HE lecturers saw in the HE lecturer role. Along with barriers to undertaking scholarly
work, the lecturers sought scholarly information beyond the confines of their TAFE.
TAFE libraries recognised their support limitations but endeavoured to provide
information resources and services as best as they could.
The importance of access to sources of scholarly information for teaching and student
learning, as well as research, was discussed. Self-belief in the lecturers’ own selfefficacy in information seeking exposed the workaround information behaviours the
HE lecturers employed to access scholarly content, some of which their own libraries
and staff could have assisted with. TAFE libraries could better support the scholarly
information needs of HE lecturers by providing access to a wider range of electronic
resources, possibly through greater use of database consortia.
What follows is the concluding chapter of the research. The chapter re-visits the
research questions, assesses the research and provides a concluding reflection on the
research process.
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7 Conclusion
This chapter firstly demonstrates how the theory relates to the research questions. An
evaluation of the research then precedes a discussion of its limitations, followed by the
researcher’s reflections on the methodology. Implications for Higher Education (HE)
Technical and Further Education (TAFE) institutions, HE lecturers in TAFE and TAFE
librarians are discussed as well as recommendations for further research. The chapter is
structured as shown in Figure 7.1

7.1 Research questions re-visited
7.2 Contribution to knowledge
7.3 Evaluation of the research
7.4 Limitations of the research
7.5 Researcher reflections
7.6 Implications of the research
7.7 Summary

Figure 7.1. Chapter Outline

7.1 Research questions revisited
The theory is that, for the HE lecturers in TAFE in this study, the lack of a supported
research component in their work role and the lack of a shared understanding of what
scholarship meant influenced their information seeking behaviour. The theory states that
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the lecturers did not find TAFE libraries useful for research and preferred to access
university libraries for their research needs.
As pointed out in the discussion section, while the lecturer participants had access to
university libraries, albeit often not directly, their students did not. As a result, lecturer
participants used TAFE libraries to verify the availability of information for their students.
In contrast, they could often access a greater range of scholarly information more
efficiently elsewhere. Thus, lecturers recognised that the primary importance of TAFE
libraries was in having textbooks and electronic resources that supported the HE
curriculum for students and their teaching role. They understood TAFE libraries were but
one information source to support their scholarly information needs, and in many cases,
the least preferred.
The following principal research question guided the study:
How is the scholarly information behaviour of Higher Education (HE) lecturers in TAFE
supported by TAFE libraries?
The scholarly information behaviour of HE lecturers in TAFE was shaped by their work
roles and their need to seek scholarly information for their discipline related research. As
reflected in the theory, this meant facing and overcoming some barriers, including the low
level of scholarly support TAFE libraries could provide. Lecturer participants used TAFE
libraries primarily as intended to meet the needs of their students’ learning focusing on
access to information, training and study space. Lecturers did not expect TAFE libraries
to meet all their scholarly or research needs fully. This was because TAFE libraries have
traditionally provided information resources and services to a predominantly VET student
and teacher cohort, with different information needs. The theory showed that TAFE
libraries lacked the level of resourcing to fully assist HE lecturers in all of their scholarly
information needs, as HE is just a small component of the larger TAFE organisation.
Nevertheless, TAFE libraries sought to expand their range of electronic resources and
services to more fully support HE lecturers and students.
Three secondary questions also guided the study. The first is:
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•

How do HE lecturers view TAFE libraries’ support of their scholarly information
behaviour?

The lecturer participants viewed TAFE libraries as under-resourced for their research
needs but adequate to meet their information needs associated with their teaching and
supporting their students. The under-resourcing of TAFE libraries for research reflected a
view of limited access to databases and lack of depth in collections, and the fact the
research is not a primary goal for TAFE institutes. While TAFE libraries were more
tailored towards teaching support of the TAFE degree, the limitations to the range and
depth of TAFE libraries’ resources affected the lecturers’ scholarly information behaviour.
As the theory showed, lecturer participants did not distinguish in their information seeking
between libraries except for the amount of information the library had available for
particular needs. Subsequently, the lecturer participants saw TAFE libraries as a resource
that provided accessible information for teaching and students but were unsuitable for their
scholarly activities and research.
As demonstrated in the discussion, TAFE libraries were viewed by HE lecturers as
necessary for the TAFE HE degree and closely related to student needs. The lecturers
appreciated TAFE libraries for assisting them and their students with information. Most
criticisms of TAFE libraries referred to the lack of funding, and did not reflect poorly on
the library or librarians, to provide adequate scholarly support with their available
resourcing. Nevertheless, many lecturers admitted ignorance of their library’s resources
and services and defined the TAFE library in terms of its vocational resources which were
reflective of its VET heritage.
Another secondary research question is:
•

How do TAFE librarians view their role and function in supporting the scholarly
information behaviour of HE lecturers?

The research found that HE lecturers and students were resource hungry and time intensive
for TAFE libraries compared with the demand from their traditional VET student and
teacher base. TAFE libraries did not attempt to support HE delivery by building legacy
research collections but through a mix of the VET library model of building targeted
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databases and textbook collections as well as through establishing a stronger relationship
with HE lecturers through liaison support. TAFE library resources and services, before the
introduction of HE in TAFE, reflected support for the VET qualifications TAFE institutes
traditionally delivered, which generally did not require access to a wide range of electronic
resources. With the coming of HE studies and the demands of HE lecturers, the availability
of a wider range of electronic resources became more of a priority. TAFE librarians
perceived TAFE HE degrees as a positive influence on TAFE libraries. It enabled TAFE
libraries to change the staffing mix to a liaison librarian focus, change collections and
services such as e-Books and research skills training for HE and to raise the profile of the
library at institute level.
As the theory noted, HE lecturers saw TAFE libraries as not that relevant for information
seeking for their research and scholarship. They did not perceive that TAFE libraries
provided the resources and services offered by university libraries. However, it was
possible TAFE libraries could better support HE lecturers by building stronger links with
individual HE lecturers to understand their research needs and build confidence that the
TAFE library could help in many areas, if not all.
The third and final research question considered:
•

How could TAFE libraries better support the scholarly information behaviour of
HE lecturers?

The discussion of the findings suggested that TAFE libraries recognised that they needed
additional institutional support to provide what HE lecturers required to satisfy their
scholarly information needs. TAFE libraries can better support their scholarly information
behaviour by responding with appropriate resources and services, possibly through
consortia arrangements and disseminate information to the lecturers of what was relevant
to them in a targeted approach.
TAFE librarians could better support the scholarly information behaviour of its lecturers
through better support structures. This meant having a clearer idea of what the lecturers'
individual research needs were and what they were teaching. Having clarity of their
scholarly information needs implied improvements in communication and marketing and
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embedding the library into conversations and relationships about how they could support
HE delivery. Relationship building also meant having distinct HE as opposed to VET
library services. These services included liaison librarian programs that centred on
articulating a library role beyond just an add-on student service.

7.2 Contribution to knowledge
This thesis contributes to knowledge by revealing that, as a very small part of TAFE, HE
is under-resourced in terms of library support for scholarship and research and this impacts
the information behaviour of HE lecturers working in this environment.
The research is significant because it clarifies how TAFE librarian and HE lecturer
participants recognise the scholarly environment and cultural challenges of HE TAFE as
different to that experienced by university lecturers. This difference is principally due to
the TAFE’s lack of support for disciplinary based research and lack of clearly allocated
time and workload allocation for scholarly work. The research discovers that most HE
lecturers in TAFE understand the teaching and learning emphasis of their work role. Yet,
many participants desire to conduct disciplinary research as well as engage in the
scholarship of teaching and learning while acknowledging the institutional constraints of
TAFE limit this possibility.
The research undertaken contributes to the body of knowledge about academic information
behaviour and contextualises it to the under researched area of HE lecturers in TAFE. Such
contextualised knowledge will enable TAFE institutes and libraries to consider better how
they might support their HE teaching staff.
The research contributes to the understanding that, when undertaking research, HE
lecturers in TAFE avoid TAFE libraries because of a perceived lack of research library
resources and services. Significantly, access to university libraries is the preferred primary
resource for HE lecturer scholarly information seeking for disciplinary research. The
preference for university libraries as an information source for disciplinary research and
accessing more in-depth scholarly content is influenced by lecturer familiarity, study and
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work history with their university library’s experience. A contribution to knowledge is the
identification of the importance of workaround behaviours, particularly the use of personal
contacts in the university and academic sector, to obtain access to the non-institute
supported information source of university libraries.
Finally, the research contributes to knowledge by underlining the value and appreciation
of TAFE libraries is in their support of teaching and student learning. This traditional view
is accepted by TAFE librarians but, in general, they believe they are under utilised and
their resources and services could better assist satisfying HE lecturers’ scholarly
information needs if the HE lecturers would work more closely with them.

7.3 Evaluation of the research
Charmaz (2014) proposed four criteria for judging the quality of a constructivist grounded
theory. They are credibility, originality, resonance and usefulness.
7.3.1

Credibility

Credibility refers to whether the researcher has achieved intimate familiarity with the topic
and whether the data is sufficient, namely, wide and deep enough, to merit the theoretical
claim. In this study, immersion in the data was through the researcher’s coverage of four
of the five Victorian HE TAFE institutes, an extensive sample of participants and
collecting data from numerous interview locations across several Melbourne locations
[Appendix 8]. The researcher’s prior studies and publications on TAFE libraries and the
effect of HE in TAFE demonstrate familiarity with the topic (Harris & Kloppenborg, 2012;
Kloppenborg & Lodge, 2010; Kloppenborg & Ruddy, 2013; Ruddy & Kloppenborg,
2014).
Credibility is demonstrated with the use of the participant’s own words throughout the
study, particularly in the findings of Chapters 4 and 5 that provide an extensive range of
participant quotes from both participant groups, and illustrates how the researcher
developed categories and the resulting theory. The researcher’s use of writing memos and
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a research journal to document ideas, thoughts and analysis from the data also enhance
credibility. Transparency in the research process includes a reflective narrative, section
7.6, which demonstrates researcher reflexivity, consistent with a constructivist and
interpretivist epistemology (Bryant & Charmaz, 2007; Jones & Alony, 2011; Mruck &
Mey, 2007).
Finally, the credibility of a grounded theory rests on the reader’s judgement of the findings
and theory. The researcher returned to four participants, detailed in Section 3.6.5, to
present some findings and themes to see if they found the analysis credible, which they
did.

7.3.2

Originality

The criterion of originality includes questioning whether the theory challenges, extends or
refines current ideas, concepts and practices (Charmaz, 2014, p. 337). There is little
research about TAFE libraries and their support of the scholarly information behaviour of
HE lecturers in TAFE, so this study presents an original contribution in that sense.
Charmaz (2014, p. 337) suggests that the originality of the study is whether it provides a
new conceptual rendering of the data and whether the categories are fresh. The extensive
categorisation of the data across two large participant cohorts via a comprehensive coding
schema. The codes and categories demonstrate connectivity between and across many
themes, such as the meaning of scholarship, the nature of the TAFE HE degree, provision
of library services and scholarly information seeking behaviour. The codes and categories
[Appendices 10 and 11] display originality because there are few studies of HE in TAFE
and no studies that have conducted in-depth investigation of two distinct participant
groups, lecturers and librarians in TAFE, that covers information behaviour, scholarship
and library support.
Originality in constructivist grounded theory also considers a study's social and theoretical
significance (Charmaz, 2014, p. 337). The theoretical significance relates to an information
behaviour theory of HE lecturers in TAFE and how TAFE libraries provide scholarly
information support. This research's theoretical significance lies in exposing HE lecturers
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in TAFE predominantly circumventing the institute supported library, which is seen as too
VET focused, and conducting their scholarly information seeking via other services. The
social significance of the theory lies in the practical implications for the TAFE library
profession, TAFE institutions and HE lecturers in the VET and TAFE sector, which will
be discussed in Section 7.6.
7.3.3

Resonance

Charmaz (2014, pp. 337-338) refers to three components in the criteria for resonance. They
are whether the researcher has uncovered taken for granted meanings; identified links
between individuals and more significant structures in the data; and whether the theory
makes sense to the participants.
The researcher uncovered taken for granted meanings, for example, through discussion on
how scholarship differed in interpretations. The construction of the theory included
librarian and lecturer perspectives and showed interactivity of experiences between and
across these groups. The study noted links between the larger structures such as institute,
sector, HE departments, campuses and individuals in the data.
Resonance questions whether the study makes sense to the participants. Many participants
during the initial interviews commented on the study as “a really interesting topic” (Tom)
or “interesting and important” (Cathy). Adam hoped the “research findings would assist
TAFE libraries in producing the best resources, the best service for HE in TAFE”. Selina
hoped that she had “contributed something and would be very interested in reading [the]
finished work”. As indicated in Section 3.6.5, theoretical sampling via follow-up
interviews occurred with two librarians and two HE lecturers to test the resonance of the
analysis. Comments such as “those findings marry completely with my experience” (Leo)
and “that is all extremely pertinent, and I agree with all of that” (Hannah) show how the
theoretical categories and developing theory resonated with the participants.
7.3.4

Usefulness

Questions such as whether the research will trigger other studies into the area and propose
any generic processes guide the usefulness criterion (Charmaz, 2014, p. 338). The theory
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is useful to the discussion on non-university HE institutions understanding of research in
addition to the scholarship of teaching and learning and the prioritising of resources to
support both (Griffion & de Jong, 2012; Kyvik & Skodvin, 2003; Lepori, 2008).
The theory may be useful to the discussion of TAFE institutes’ expanding their HE
delivery above AQF Level 7 as a proactive revenue and core business strategy, towards
possible University, University of Specialisation or University College/Polytechnic
accreditation (M.Boele, June 23, 2012, personal communication). There is no singular
“TAFE” version of HE because different institutions have their own traditions and
approaches. Nevertheless, the expansion of HE delivery in TAFE raises discussion about,
first, the pursuit of self-accrediting status for TAFEs and, second, their scholarship of
teaching and learning and research strategies. To secure reclassification from a TAFE to a
more recognised part of Higher Education would require a research and scholarship
framework, underpinned by a research infrastructure and a supportive research culture.
Practical supporting examples to assist this journey would be different library funding and
policies and regulation around lecturer workload.
The theory may be useful to leaders of TAFE institutions, at Department and Executive
level, regarding the way their academic staff find and access scholarly information and the
implications for supportive scholarly infrastructures, such as the library. The findings
revealed a conflict between what the lecturer wanted concerning scholarly support and
how the institute perceived and supported that demand. A theory’s usefulness relates to
what is practically realised. Staff at TAFE and VET institutions may find the study helpful
in discussing the barriers to undertaking scholarly activities and consideration of what
scholarship and scholarly work and activity means.

7.4 Limitations of the research
The study considered four of the five Victorian TAFE institutions delivering their own HE
qualifications. The inclusion of the fifth HE TAFE institution in the study, William Angliss
Institute, could have provided an additional perspective on the findings. The view would
have included participant experience of an institute proactively pursuing self-accrediting
status as well as university of specialisation classification through building its research
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capability (WAI, 2018). This institute was excluded from the study for ethical reasons as
the researcher works there (Section 1.10).
Another limitation was the decision of one institute to allow access only to a predetermined allocation of lecturers from a single faculty. Although the research did not
investigate comparisons between disciplines and departments, restricting the participants
available contrasted with the more open availability of participants at the other three
institutes. Consistency in access to interviewing participants would have negated any
researcher concerns that participants were all conducive to being interviewed and
participating in the study.
A third limitation was only one sessional HE staff member was interviewed. Sessional
staff form a sizeable part of the HE academic staff employed at two of the four institutes.
Both the lecturer and librarian participants groups emphasised the casualisation of
academic staff and its effect on the ability of the institute to build scholarly capacity. The
greater involvement of sessionals may have contributed to less emphasis on the desire to
undertake research as part of the HE lecturers’ role.
The research did not include Research Offices at TAFE institutions, when they existed.
The study excluded the institutional position on scholarship and libraries from TAFE Chief
Executive Officers (CEO) and divisional heads. Input from senior management may have
clarified what Lorrimar (2006, p. 94) terms “the regulatory frameworks, industrial
conditions and organisational structures and empowerment that can enable teachers and
academics to succeed”. If practicable, future research should incorporate this perspective.
Finally, data collection occurred principally during 2015 and was reflective of a recovery
period in the Victorian TAFE sector after the fiscal constraints the sector incurred between
2012 and 2014 (Preiss & Gordon, 2014). Participant interview data may have been
coloured by sentiments of anger, worry and concern after several years of job losses,
budget cuts and restructures. Research conducted at a subsequent time may have
uncovered more positive feelings about the future of HE in TAFE and TAFE libraries’
ability to support the scholarly information needs of HE lecturers.
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7.5 Researcher reflections

The lack of pre-existing academic literature on TAFE libraries and the few studies of HE
in the TAFE sector meant the researcher could approach research in an inductive way. By
increasing my knowledge of the VET, HE and TAFE sectors and the individual and
institutional notions of scholarship within those sectors, the researcher achieved a greater
understanding of the scholarly information behaviours and needs that underpinned it.
The researcher acknowledged that by a certain point in the interview process, data
collection and analysis with both participant groups reached a level beyond theoretical
saturation. The researcher felt obliged to conduct additional interviews out of respect for
participants for previously arranged interviews as well as the possible hope that fresh
insights would emerge. The researcher accepted that the interview process, particularly
amongst the lecturer participants, many of whose role was unfamiliar, was a steep learning
process. At times, there was terseness and discomfort in the discussions. This problematic
situation was exacerbated by participants who were generally time-poor and ill at ease
about any critique of their institute’s library. Nevertheless, as Roulston (2010, p. 178)
notes, “rich’ data might also be generated from challenging interviews…”.
The researcher came to appreciate that the first intention or purpose of a grounded theory
approach does not always result in the outcome. In 2012, the researcher believed the study
would predominantly be the story of TAFE librarians and their support of HE lecturers’
scholarly information needs. The theory that emerged was instead one of lecturer scholarly
information seeking behaviour with TAFE libraries as one of many information sources
used by HE lecturers.
The researcher came to understand how the long and tiring process of data transcription
from interviews served to immerse and saturate the researcher into the participant’s story.
A consequence of conducting so many interviews and undertaking so much transcription
and manual coding was that the researcher lived and breathed the data. Intimacy with the
material served to enhance the researcher’s reflexive stance further.
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The study reflects different writing styles at various stages of the research. A different
manner is consistent with Charmaz’s (2014, p. 314) view of “taking the reader into a story
and imparting its mood through linguistic style and narrative exposition”. The literature
review chapters mainly display a dispassionate tone consistent with the researcher
exploring and acknowledging their epistemological position in the early stages of the
research (Ramalho, Adams, Huggard, & Hoare, 2015). The findings chapters are more
personal, alive and richer in the co-construction of the story between researcher and
participant. As such, the findings chapters provide the human spine to the narrative. The
discussion chapter and the resultant theory is indicative that “interpretative theory calls for
imaginative understanding of the phenomenon” (Charmaz, 2014, p. 231). The theory
represents key concepts derived from the overarching themes and categories from both
participant groups. The theory is interpretative, historically grounded and relativistic. The
researcher recognised, like Mills, Bonner, and Francis (2006, p. 7), the difficulty of
resolving “the tension between a conceptual analysis of the participants’ stories and still
creating a sense of their presence in the final text”.

7.6 Implications of the research
While this research is not generalisable in the traditional sense, its rich and deep
descriptions and analyses of HE lecturer and librarian understanding of HE lecturer
information seeking behaviour and library support, enable lessons to be learned. The
richness and description of the evidence can be instructive beyond the specific research
sites sensitising readers to similar situations in their organisations. Recommendations for
HE TAFE institutions, HE lecturers in TAFE and TAFE librarians as well as future
research follow.
7.6.1

Implications for HE TAFE institutions

The significant implications for TAFE institutions offering HE are that HE lecturers wish
to have a disciplinary research role as a part of their work role and would like this to be
supported by their institution. Disciplinary research work is not an existing expectation of
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the institutes. Thus, the role of the HE lecturer in TAFE is unclear and, hence, the work
role of HE lecturers is contested. The implications for TAFE institutions offering HE are
to:
•

Clearly articulate their understanding of what scholarship in their institution means
and whether scholarship centres on teaching and learning or includes a broader
understanding that encompasses disciplinary focused research.

•

Acknowledge that, though research outputs are not a strategic priority, HE lecturers
wish to pursue research for a variety of reasons, including validating what it means
to be a HE lecturer and consider whether or not that can be supported.

•

Review their support of the HE lecturers' scholarly work, especially in time,
workload allocation and supporting HR practices and policies, against nominated
strategic goals that may include expanding the institute's HE delivery. Where
possible, look to increase resource allocations in these areas.

•

Discuss with VET and HE teaching staff what building scholarly capability and
culture means in terms of teaching and/or discipline-based research.

•

Consider how research and scholarship for HE lecturers informs the quality of their
teaching and learning and how developing a robust and supportive scholarly
infrastructure, including TAFE libraries, could better support the scholarship of
teaching and learning.

•

Recognise that, as HE in TAFE evolves, the meaning and practice of scholarship
may change and this may impact on the work role of lecturers and the supporting
role of TAFE libraries.

•

Look closely at the role of the TAFE library and review the service levels it should
be resourced to provide to HE staff.

•

Consider a formal relationship with a local university and its library so that there
is a negotiated right for TAFE HE lecturers to use university resources and services
and not rely on accessing university libraries through individual networks and
personal contacts.
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7.6.2

Implications for HE lecturers in TAFE

As it emerges that research and disciplinary scholarship was not generally supported by
their employing TAFEs, HE lecturers who wish to pursue research or disciplinary
scholarship are recommended to:
•

Discuss with their TAFE institute whether the value they personally place on
disciplinary based research aligns to their institute's understanding of scholarship.

•

Consider the personal, career-based or disciplinary focused reasons for pursuing
research against the supported institutional scholarly priority of teaching and
learning and how that may impact their career aspirations.

•

Consider the value of TAFE libraries, other than for the teaching and student
support of VET and HE, and how they can better work with library staff in further
developing research capacity.

•

Ensure that they are fully cognisant of the services and resources their TAFE
library can assist with.

•

Develop ethical, professional and legal approaches to replace some of their current
workaround information behaviours such as acquiring university libraries' database
logins.

7.6.3

Implications for TAFE librarians

As TAFE libraries are currently resourced mainly to support the applied and practical work
of the VET sector, in order to support incoming HE staff and students TAFE libraries
should:
•

Consider their future as a mixed or blended libraries, supportive of both VET and
HE, and how they might better support the small but significant HE cohort and its
associated lecturers.

•

Lobby for higher levels of funding in order to develop such support.
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•

Increase relationship and partnership building with both VET and HE staff and
library staff at local universities.

•

Where possible, pursue database consortia licensing arrangements to expand
scholarly information resources to better meet the scholarly information needs of
lecturers.

•

Consider the overall design and delivery of TAFE libraries’ resources and services
in order to reduce barriers to their use by HE lecturers.

7.6.4

Future research

Future research in constructivist grounded theory, according to Charmaz (2014), should
not draw on testing the validity of the theory but on undertaking new inquiries, extending
the boundaries of the topic and deepening an understanding of the issues. This research
raised several questions that could be investigated in future research.
For example, the research uncovered many barriers to HE lecturers engaging in research
and scholarly activities. Future investigation about how organisational structures, cultures
and processes contribute to a better theoretical understanding as well as providing practical
strategies to improve a situation. In addition, future research could investigate:
•

The establishment of HE courses in VET and how they are resourced – initially
and on an ongoing basis.

•

The issue of a casualised workforce in TAFE and the impact this can have on the
motivation to research.

•

The level of funding to TAFE libraries and how it ties in with the HE accreditation
process.

•

Understanding TAFE management, especially the views of CEOs, on scholarship
and building scholarly capacity

•

The impact, value and effect of expanding database access and library services
could have on HE lecturers’ perception and use of TAFE libraries for teaching and
disciplinary research.
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•

The nature of scholarly outputs expected by HE TAFE senior management and the
value they place on these.

7.7 Summary

This concluding chapter has re-visited and addressed the research questions. It then
summarised the theory and presented the contribution to knowledge of this thesis. The
research was evaluated against Charmaz’s (2014) criteria of credibility, originality,
resonance and usefulness. The implications for TAFE institute management, HE lecturer
and TAFE librarians of the study were offered as well as some suggestions for future
research. Limitations of the research were addressed, as well as some researcher reflections
on the methodology.
To sum up, while there is significant literature on the scholarly information seeking of
academics in university settings, there has been no attempt to understand the information
behaviour of HE lecturers in a predominantly VET setting. The research offers a theory
that HE lecturers in TAFE have a view of their work role that incorporates research and
disciplinary scholarship, while their institutes view their role should be focused on
teaching and learning and the scholarship of teaching and learning. TAFE libraries are
funded by their institutes to support this institutional view of how HE should function in
their organisation. Therefore, there is a disjunct between what lecturers want from TAFE
libraries and what TAFE libraries can provide. This disconnection is unlikely to change
without a significant paradigm shift of how institutes see and value their HE component.
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Appendices
Appendix 1 – Australian HE provider categories (2018)
Provider category
HE Provider
Australian University
Australian University of
Specialisation
Overseas University
Total Providers

SAA*
12
40
1

NSAI
115
0
0

Total
127
40
1

2
55

0
115

2
170

*SAA – Self-Accrediting Authorities can self-accredit some or all of its courses
**NSAI – Non-self-accrediting institutions are required to submit HE courses to ASQA
and TEQSA for approval
Source: Department of Education, (2018).
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Appendix 2 – Total Australian HE students by provider type
(headcount), 2013-2017

Universities
For-Profit
Not-forprofit
TAFE
Sector

2013

2014

2015

2016

2017

1,398,512
86,072
45,795

% change
between
2016 and
2017
4%
4%
5%

% change
between
2013 and
2017
13%
46%
35%

1,234,210
58,943
33,823

1,283,508
69,067
35,276

1,310,226
77,918
40,833

1,349,733
82,485
43,819

5,713
1,332,689

5,570
1,393,421

6,059
1,425,036

6,647
1,482,684

6,702
1,537,081

1%
4%

17%
15%

Source: Statistics report on TEQSA registered higher education providers 2019 (TEQSA,
2019f, p.12).
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Appendix 3 – HE delivery in Victoria TAFE: Commencement
year, comparison of HE to VET enrolments 2012 and 2017
and campus libraries during data collection (2015)

Institute

Year

Number of

HE students

VET students

HE

HE
qualifications
accredited

(Equivalent
full-time
studentsapprox.)

(Equivalent fulltime studentsapprox.)

delivery
commenced

2012

2017

2012

2017

2012

2017

Number
of
campus
libraries
(2015)

Box
Hill
Institute

2005

16

33

688

656

39,312*

40,000*

3

Chisholm
Institute

2011

1

5

100*

228

37,623

33,731

6

Holmesglen
Institute

2006

20

28

511**

Not
Available

52,970

Not
Available

4

Melbourne
Polytechnic
(NMIT)

2004

23

45

223

1,113

58,763
combined

Not
Available

6

William
Angliss
Institute

2006

2

24

500

806

25,350

25,523

1

*Estimate from Annual Report
Source: Compiled from Wheelahan, L., Arkoudis, S., Moodie, M., Fredman, N., & Bexley,
E. (2012); Box Hill Institute Annual Report (2012; 2017); *Chisholm Institute Annual
Report (2013; 2017); Holmesglen Institute Annual Report** (2014; 2017); Melbourne
Polytechnic (NMIT) Annual Report (2012; 2017); William Angliss Institute Annual
Report (2013; 2017); Department of Education (2018) and personal communications and
research.
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Appendix 4 – Ethics approval
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Appendix 5 – Information sheet for participants
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Appendix 6 – Consent form for participants
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Appendix 7 – Email invitation for interview
Hello [Name removed]
My name is Paul Kloppenborg and I am the Manager of Learning and Information
services at William Angliss Institute.
I hope you don’t mind me emailing you but I have had ethics approval for my Ph.D from
both from my university (CSU) as well as your institute [Name removed] to interview
librarians and HE lecturing staff, in an anonymous, non-identifiable study, of information
behaviour in HE TAFE.
It is qualitative grounded theory study of library support of the scholarly information
behaviour of HE lecturers in TAFE.
No institute or participant is named as it is a sector based anonymous study.
I have started interviewing librarians and HE lecturers from across the sector, including
some lecturing staff from your institute and I was hoping to interview you too if possible.
I am arranging times with other HE staff both at [Institute removed] and at other
institutes but was wondering if you were free for me to visit and interview you at a
suitable time on
* Friday 15/5 in the morning
If possible, it would take no more than an hour of your time.
If this time is not convenient, then
* Wednesday 17/6 at any time
If either days/times are not convenient, then I will happily arrange time suitable to you.
Would really appreciate it.
I have attached the information sheet, ethics approval from CSU and [Institute
removed]and consent form for your consideration
Many thanks for your time
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Regards,

Paul Kloppenborg
Manager, Learning and Information Services
William Angliss Institute
555 La Trobe Street
Melbourne, VIC 3000 Australia
t +61 3 9606 2235 | f +61 3 9606 2485 | m +61 0425741178
w www.angliss.edu.au<http://www.angliss.edu.au/>
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Appendix 8 – Location of interviews
Location
Their work office
My work office
Coffee shop/outdoor space
Institute staff room
Institute meeting room
Another institute’s meeting room
Phone
No interview but written response
TOTAL

HE Lecturer
14
1
2
3
8
0
0
1
29
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Librarian
11
3
0
1
2
1
1
1
20
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Appendix 9 – Interview guide for lecturers
Can you please introduce yourself and explain what your role at [Blank] institute is?
Prompts: teaching, research, other scholarship, service, management?
What subjects to you teach?
Prompts – at what level? (e.g. VET, Bachelor, Masters) and for how long. Range of
teaching experience, especially at HE level
Are you currently studying yourself?
Prompts: what degree? Is your studying related to your teaching?
Prompts: How does your current study inform your teaching practice?
Do you receive a workload allocation and/or institutional support for your study?
(Raise: If their role involves research or scholarship or they are doing a research degree)
Do you feel that doing research, scholarly publishing or presenting at academic seminars
is important for your role?
Have you recently published in a scholarly journal?
What does your work as a HE lecturer consist of?
Prompt: Teaching, research, service
How do you think your role differs from that of a vocational teacher at this institute?
Prompt-And what are the challenges of someone coming from the VET culture into a HE
or academic culture?
Prompt: if you have worked at a uni….
How do you think your role differs from that of a HE lecturer at a university?
How do you see the HE TAFE degree differentiating from the University HE degree?
Prompts: Applied, vocational, niche degree, new thing, new type of HE?
How would you define or describe scholarship in terms of your role here?
How does your view of scholarship differ from how you think your institute defines it?
Prompt: Is it is around teaching?
How do you go about finding scholarly information for?
• Your own research?
•

Your teaching role?
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•

To support your HE students?

Prompts: for teaching, scholarship, research, study, other, library?
What information resources and services do you access and use for your teaching role
here and why?
Prompts: Books, journals, articles, videos, ILL, CAVAL, eBooks, other?
What information resources and services do you access and use for your scholarship or
research role here and why? –
Prompt: EndNote or other research orientated training, repository services for
publication, citation analysis, Online, library databases, Google, Google scholar, friends,
visiting the physical library…. etc
Can you tell me about any types of information you might need that are hard for you to
source?
Prompts: please elaborate, why are these resources hard to source?
How do you keep up to date with developments in your discipline?
Prompts: For teaching, for research and/or scholarship?
How do you think the way you find scholarly information has changed over, say, the past
few years? And if so, in what ways has it changed?
Is there a preferred way you consume and store scholarly information once it is received?
Prompt i.e. print it out??? File it?
What does your institute library do well to support firstly, your teaching work and
secondly, for your scholarly and research work?
In the perfect world, what resources and services do you think your institute library
should provide that they don’t already?
Or
Does your institute’s library better support some aspects of your scholarly work more
than others?
What steps do you follow to find information in your library and are they the same
process you follow at any other library you use?
Prompts: which other libraries, why?
Prompts: teaching, research, other, resources, services.
Are there any barriers that affect the use of your institute’s library to find work-related
information?
Prompt: Convenience, familiarity…
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How has the availability of electronic information changed your relationship with your
institute’s library?
Prompt: Something about using those electronic resources and by-passing the library?
What does your institute’s library need to look like, or aspire to be, for your scholarly
information needs?
Prompts: Monash uni. Library? Still a TAFE library??? Somewhere in between and why?
Does it need to be different from a vocational library, or a Melb. Uni library?
Is there anything further you would like to add regarding the role of your institute’s
library and your scholarly information?
Do you have any other questions or comments?

Appendices

353

Appendix 10 – Interview guide for Librarians

Please tell me about your library?
Can you tell me about your role here at the library?
How is the library structured to support the teaching departments here at [Blank]?
How much HE is delivered by your institute overall, and at this campus?
To what extent has the support HE delivery changed your library?
Prompt: collections, services, technology, space, staffing, and your organisation being
influenced by development in HE at this institute
What do you understand to be the role of the HE lecturer here?
Prompt: If no mention of research, then do you think many do research and why?
What are the library resources and services you offer HE lecturers?
Prompt: What about their teaching, research, study, writing papers, personal needs etc?
Do you think these library resources and services differ from what you offer VET
teachers, and if so, in what way?
Do you define or see your library as a vocational library supporting HE, or a HE library
that supports VET, or a type of university or HE library or as else?
How well do you think HE Lecturers use your library’s resources and services e.g.
catalogues, portals, user education classes, physical or electronic collections for their
information needs?
Do you see any differences in the library services and resources that you provide for HE
teaching purposes as opposed to HE scholarship or research purposes?
How do you think HE lecturers look for and find scholarly information?
How do you know that?
Where does your library fit in with that?
Prompt: what about HE lecturers use of the internet, search engines, like Google, for
example and the relationship to the library?
Which of your library resources and services do you think HE lecturers value and use the
most?
Appendices

354

Prompt: Do they use them for???
Prompt: Are they using [Blank] for teaching purposes, or research, or study, or other
reasons?
With HE lecturers from different departments, do you see any differences in what library
resources and services are being used by them and what are requested?
What do you think are the library resources and services that HE lecturers really wish
your library had or provided?
Prompt: Endnote; digital repositories, assistance with grant writing; citation analysis…
Prompt: using university libraries as an alternative???
Do you have formal consultation or liaison process where you discuss with HE lecturers
their information needs?
Prompt: If not, how do you know what resources and services they require?
Can you talk about the library as a physical space?
Prompt: How are HE lecturers using the library in this way?
Can you discuss your thoughts about the library as a virtual space and the electronic
resources and services for HE lecturers? How are HE lecturers using the library in this
way?
How do you think HE lecturers use the library’s print information resources as opposed
to the library’s electronic resources?
Do you think the use of electronic resources has changed the relationship between the
library and HE lecturers, and in what why?
What factors or barriers do you think affect the HE lecturer’s usage of the library for
their scholarly information needs?
Prompt: Time, teaching load, marketing, etc
What does this library need to look like, or should it aspire to be, to meet the scholarly
information needs of HE lecturers?
In terms of your understanding of the resources and services that a university library
offers HE lecturers, do you think that is what your HE lecturers want from your library?
What do you think HE lecturers would identify as the core resources and services for
your library in 5 years’ time?
Is there anything further you would like to add regarding to your library supporting the
scholarly information needs and behaviour of HE lecturers?
Do you have any other questions?
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Appendix 11 – HE lecturer participant pseudonym,
institute, discipline, work role and working status
Pseudonym

Institute

Discipline

Role

Aaron

D

Aquaculture

Lecturer

Full time,
part time
or
sessional
Full time

Adam
Adrian

B
D

Not stated
Viticulture

HE Manager
Lecturer

Full time
Full time

Alan
Ann

D
B

Lecturer
Lecturer

Part time
Full time

Bailey
Bill

D
A

Creative arts
Community
Mental Health,
Alcohol & Other
Drugs
Creative arts
Biotechnology

Part time
Full time

Cameron

D

Hospitality &
Tourism

Chad

D

Early childhood
studies

Lecturer
HE Department
or Course
Leader
HE Department
or Course
Leader
Lecturer

Chris
Eddy

A
C

--Commerce

Full time
Full time

Frank

A

Commerce

Harry

B

Business

Jacky

D

ITC

HE Manager
HE Department
or Course
Leader
HE Department
or Course
Leader
HE Department
or Course
Leader
HE Department
or Course
Leader
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Full time

Full time

Full time

Full time

Full time
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James

D

Hospitality &
Tourism

Joe
Julian

A
B

Leo
Mary
Patricia
Paul
Peta
Petula
Rose
Sam
Stephen
Tanya

D
D
A
C
C
A
C
C
D
B

Business
Electrical
engineering
Equine studies
Business
Biotechnology
Accounting
Accounting
Biology
Management
Business finance
ITC
Engineering

Terry

C

Business

Tom

A

Music
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HE Department
or Course
Leader
Lecturer
Lecturer

Full time

Lecturer
Lecturer
Lecturer
Lecturer
Lecturer
Lecturer
Lecturer
Lecturer
Lecturer
HE Department
or Course
Leader
HE Department
or Course
Leader
Lecturer

Full time
Full time
Part time
Full time
Full time
Full time
Part time
Full time
Full time
Full time

Full time
Sessional

Full time

Full time
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Appendix 12 – Librarian participants pseudonym, institute,
role and working status
Pseudonym

Institute

Role

Full time or
part time

Albert
Bob
Cassie

D
C
B

Library Manager
Liaison librarian

Full time
Full time

Chester

D

Team Leader/Branch
Manager
Team Leader/Branch
Manager

Don
Gwen
Hannah
Jerry
Jill
Jim
Lucas
Madeleine

D
D
B
B
A
D
B
A

Liaison librarian
Liaison librarian
Library Manager
Liaison librarian
Library Manager
Liaison librarian
Liaison librarian

Part time
Part time

Full time

Michael

D

Neil

C

Scholarly Information
librarian
Scholarly Information
librarian
Scholarly Information
librarian

Selina
Shane

A
A

Liaison librarian

Part time

Team Leader/Branch
Manager

Full time

Stan
Theresa
Xavier
Yuri

A
B
C
C

Liaison librarian
Liaison librarian
Library Manager

Part time
Part time

Team Leader/Branch
Manager
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Full time
Full time

Full time

Full time
Full time

Full time
Full time
Full time
Full time

Full time
Full time
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Appendix 13 – Lecturer initial coding
Initial coding – Lecturers
Explaining background - Detailing duties and busyness
Explaining background - Studying to teaching as differently correlated
Defining VET - Teaching paradigm
Defining VET - Explaining differences to HE as lack of research
Defining HE - Explaining differences to HE as higher order thinking
Explaining HE university differences - Expectation to do research and publication
Explaining HE university differences - Less workload and more support
Explaining HE university differences - Teaching and qualifications
Defining HE TAFE - Claiming space as new kids on the block
Explaining HE TAFE - Naming challenges as academic loneliness
Explaining HE TAFE - Focusing on teaching as different
Explaining HE TAFE -Focusing on students as smaller class size
Explaining HE TAFE - Defining degree as niche and applied, different
Explaining HE TAFE - Defining degree as job outcome focus
Explaining HE TAFE - Defining degree as not necessarily different
Noting HE TAFE - Stating quality as high standards
Noting HE TAFE - Identifying sessional issue
Defining Scholarship - Emphasizing discipline standards and advancing the field
Defining Scholarship - Noting teacher currency, new ideas and learning
Defining Scholarship - Boyeristic
Defining Scholarship - Seeing as creative and/or scholarly activity and output
Defining Scholarship - Seeing as communication and peer review
Defining Scholarship - How I am valued
Defining Scholarship - Seeing it from the institute perspective
Understanding Scholarship - Saying time poor and around the edges
Explaining Scholarship - Criticising Institute support as quite confused, ill-defined
Explaining Scholarship - Explaining institute support as teacher pedagogy or PD
Relating Scholarship - Publishing importance
Relating Scholarship - Publishing self -directed improvement and career
Detailing Scholarship - Publishing recent
Explaining SIB - Teaching resources
Explaining SIB - Teaching resources as paying and publishers
Explaining SIB - Using research resources
Explaining SIB - Teaching and research resources
Explaining SIB - Noting discipline effect
Explaining SIB - Using resources of databases and journals
Explaining SIB - Using resources like textbooks
Explaining SIB - Using mix of resources
Explaining SIB - Using resources such as Endnote
Explaining SIB - Using university access
Explaining SIB - Contacting author
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Count
(N=29)
22
13
15
10
11
16
10
8
10
12
12
15
15
5
16
9
8
8
9
4
15
8
2
11
14
20
15
10
20
20
16
6
7
9
4
9
8
13
6
7
10
359

Explaining SIB - Using networks and friends
Explaining SIB - Emphasising ease and convenience
Explaining SIB - Keeping up to date by reading
Explaining SIB - Keeping up to date through associations and conferences
Explaining SIB - Keeping up to date by networks and friends
Explaining SIB - Keeping up to date by internet, databases and RSS
Explaining SIB - Keeping up to date means being overwhelmed
Explaining SIB - Using Google because a lot of online stuff available
Explaining SIB - Using Google Scholar
Explaining SIB - Not using Google Scholar
Explaining SIB - Saying self-sufficient and buy the books
Explaining SIB - Using university library access (primary step) Familiarity, ease and
resources
Explaining SIB - Using institute library access
Explaining SIB - Using institute library access for students
Explaining SIB - Not using institute library access because given up on the library
Explaining SIB- Noting change as no uni acccess
Explaining SIB - Noting changes as internet
Explaining SIB - Noting changes as used to pull out the dusty book
Explaining IB - Noting changes as me changing
Using Library - Describing university library experience
Appreciating Library - Librarians and services
Appreciating Library - Classes
Appreciating Library – Databases and guides
Appreciating Library - Collection and textbooks
Appreciating Library - As important part for their students
Appreciating Using Library - Moodle
Appreciating Library – Space for students
Appreciating Library – Physically visiting
Naming library barriers - Time poor
Naming library barriers – Limited access in discipline
Naming library barriers – Their lack of knowledge
Naming library barriers - Opening hours
Naming library barriers - Environment
Naming library barriers - ITC
Naming library barriers - Geography
Naming library barriers - Policies
Naming library barriers- Impossibility to a university library
Wanting from library - Bibliographic software
Wanting from Library - More databases and journal access
Wanting from Library - More textbooks
Wanting from Library - Skilled librarians
Wanting from Library - Consortia
Wanting from Library - Proactive and integrated
Stating Library - VET legacy
Stating Library - Improvement
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21
9
11
6
5
16
3
14
11
3
6
18
11
6
3
3
20
9
2
21
29
13
8
8
9
4
9
5
9
19
8
6
3
8
3
4
11
2
18
8
7
4
4
10
3
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Stating Library - Needing support but need critical mass of HE
Desiring Library - New type of library
Desiring Library – For the stakeholders
Desiring Library - University model
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9
9
5
4
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Appendix 14 – Librarian initial coding
Initial coding – Librarians
Describing HE liaison – Support models
Criticising HE liaison - Under-supported with not enough staff
Describing HE effect - Saying no or little effect and basically the same
Describing HE effect - Highlighting accreditation for HE courses
Describing HE effect - Noting prestige and survival as positive direction
Describing HE effect - Changing collections and services
Describing HE effect - Noting liaison changes as important
Describing HE effect - Noting research and training demands and skills classes
Describing HE effect - Deepening the culture and your knowledge
Seeing HE lecturers - Noting individual differences
Relating HE lecturers - Teaching
Relating HE lecturers - Teaching and research
Relating HE lecturers - Noting expectation of research
Differentiating VET and HE library services – Saying as one of intensity
Defining library -VET library
Defining library - Mixed, HE and holistic
Detailing HE library resources and services - Providing overview
Detailing HE library resources and services - Training and support
Detailing HE library resources and services - Providing LMS
Detailing HE library resources and services - Providing databases, collection and online
Detailing HE library resources and services - Providing ILLs
Detailing HE library resources and services - Providing to subject guides
Detailing HE library resources and services – Teaching use
Detailing HE library resources and services – Research use
Detailing HE library resources and services - Teaching and research
Detailing HE library resources and services - Individual variations
Detailing HE library resources and services - Department variations
Detailing HE library resources and services - Borrowing and physical use
Detailing HE library resources and services - Virtually and online
Detailing HE library resources and services - Explaining liaison services as informal
Proposing SIB is self sufficient
Proposing SIB - Google and Google scholar
Stating SIB - Using library databases
Stating SIB - Using CAVAL
Stating SIB – Using own and department resources
Stating SIB - Not using eBooks
Defining SIB model - Ease, familiarity and usefulness
Defining SIB model - Across sources and access including library
Defining SIB model - Networking
Defining SIB model - Using university libraries
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Count
(N=20)
20
8
5
12
5
16
3
13
3
5
12
3
16
18
8
10
13
13
7
8
7
4
8
6
7
9
14
17
17
19
4
13
8
5
5
6
6
7
3
14

Knowing SIB - When library doesn’t have it
Discussing SIB - Internet relationship to library
Claiming HE lecturers appreciate - Librarians and relationship
Claiming HE lecturers appreciate - Collections
Claiming HE lecturers appreciate - Databases and resources
Claiming HE lecturers appreciate - Training and classes
Identifying HE barriers - Poor IL skills
Identifying HE barriers – Lack of knowledge and marketing
Identifying HE barriers – Culture and past experience
Identifying HE barriers - Opening hours
Identifying HE barriers - Their busyness
Identifying HE barriers - Website usability
Identifying HE barriers - Distance and physical removed
Identifying HE barriers - Sessional
Identifying HE barriers- Under resourced library
Identifying HE barriers HE barriers - Google
Stating HE needs - More physical collection and textbooks
Stating HE needs - More databases and journals
Stating HE needs HE needs - Better liaison and training
Stating HE needs - Better ITC
Stating HE needs - Quiet and new spaces
Stating HE needs - Greater opening hours
Stating HE needs - Endnote
Stating HE needs - University library services
Stating HE needs - Not wanting University library
Saying Library needs- Databases and e-resources
Saying Library needs - Physical resources
Saying Library needs - Easy seamless access
Saying Library needs - Skilled librarians
Saying Library needs - Spaces
Saying Library needs - Distinct HE services
Saying Library needs - Closer liaison, training and partnerships
Saying Library needs - Better IL for lecturers
Desiring as future library - Not a university library
Desiring as future library - Mixed
Desiring as future library - What our students needs
Desiring as future library - LMS presence
Stating future challenges - Individual relationships
Stating future challenges - Status in institute
Stating future challenges - Transitioning between VET and HE
Stating future challenges - Expectations of HE

Appendices

3
4
11
5
7
5
5
16
6
2
17
4
9
5
5
3
15
11
6
5
7
4
10
5
10
11
9
3
6
6
7
8
5
3
6
1
8
5
5
4
8

Appendix 15 – Circulation book limits-Victorian
universities and TAFEs

Institute
RMIT university
Swinburne university
Melbourne university
La Trobe university
Monash university
Box Hill Institute
Chisholm Institute
Holmesglen Institute
Melbourne Polytechnic

Book borrowing limit
50
30
Unlimited
Unlimited
Unlimited
20
15
30
20

Length of loan (Days)
14
28
90
90
90
28
14
28
28

[Source: J.Peart; J.Kotsiakos; J.Low; C.O’Dwyer; personal communication, January 29,
2019]
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