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CHAPTER I
INTRODUCTION

Faculty work behavior and intention to change career
may be influenced by their career commitment and job
satisfaction. Career commitment refers to faculty's
attitude toward their profession (Blau, 1988). It is an
attitude toward an activity influenced by personal
predisposition and motivation. How they understand their
environment and assess personal priorities leads them to
engage in some activities and avoid others. Job
satisfaction is also an attitude. _It is an attitude toward
work-related condition, facet or aspect (Wiener, 1982). For
an accurate prediction of specific intentions of workers,
attitudes toward both the activities and the conditions in
which the activities take place should be considered
(Fishbein & Ajzen, 1975). Accordingly, for an accurate
prediction of faculty intentions to leave academia, their
career commitment, motivation, and job satisfaction come
into play. The study on teachers' voicing and exiting
intentions (when faced with objectionable conditions)
conducted by Bacharach and Bamberger (1990) lends support to
this predictive relation in elementary and secondary school
situations.

Job-related stress is another working condition



variable that may influence faculty career plans and their
intention to change career by negatively affecting career
commitment, motivation, and job satisfaction. Job-related
stress is defined as a worker's anticipation of her (his)
inability to respond adequately to perceived demand,
accompanied by anticipation of negative consequences due to
inadequate response (Gmelch, 1982). It can cause strain--an
adverse behavioral, psychological, or physiological
malfunction in a person (Suttdén, 1984). Before the
relationship between job-related stress and faculty career
commitment is presented, a brief background review of trends

in academic careers is provided.

Trends in Academic Careers

The faculty are the most critical resource of higher
education. Campus reward systems, however, have
indiscriminately triggered a substantial change in values--a
veritable surge towards research that is driven by labor
market conditions (Schuster & Bowen, 1985). As the result,
more segmented and dispirited faculty emerge. The junior
faculty feel most threatened by standards requiring them to
produce and publish at unprecedented levels. The
midcareerists--associate professors--feel trapped between
well-trained new breeds of young faculty and old-time

tenured seniors and contemplate their marginal prospects of



promotion in the new reward systems with a deep sense of
inequity. Seniors also voice dissatisfactions. They
consider the market-driven differential pay policies as
unjust and humiliating. Coupled with accountability
pressure (demand for quality teaching, increased workload,
and resource constraint), these dissatisfactions at various
stages of academic careers indicate that these careers are
becoming less attractive (Schuster & Bowen, 1985).
Concerning difficulty in recruiting a sufficient number
of capable persons for future academic positions, Schuster
and Bowen (1985) reported evidences for growing recruitment
problems. Some of the evidences are: (a) the career
preferences among college freshmen and seniors showed that
professional schools and academic careers have become less
attractive; (b) the application pools, especially in
humanities and social sciences, have been noticeably thin in
the top stratum of quality; (c¢) the trend in career
interests of Phi Beta Kappan recipients indicates that the
proportion selecting academic careers had fallen off steeply
between 1945 and 1983; and (d) the career choices of
American Rhodes scholars for academic careers has dropped
sharply since 1904. Reflecting on his earlier work The
Academic Man (1942) and considering the period between 1942
and 1965, Wilson (1972) addressed that the comparative
recruitment bargaining position of the academic profession

had never been competitive with either law, medicine,



engineering, or business and industry.

Job dissatisfaction within academic careers and the
trend of increasing difficulty in selection and recruitment
represent real problems»pertinent to today's higher
education. Working condition variables such as job stress
seem to affect faculty's career plans and deserve attention
of researchers, policy makers, and academic leaders. This
study is concerned with the effects of stress on career
commitment and motivation of the faculty indicative of their
intention to leave or stay in the career.

Reduction of faculty power in many campuses that
undermine the traditional power distribution has lead to
increased concentration of power and resulting internal
conflicts, external influence, bureaucratization, and
weakened collegial governance (Baldrige, Curtis, Ecker, &
Riley, 1978; Wilson, 1979). Wilson (1980) explained such
difficulties that emerged in the academic profession as part
of the trade-offs in the compromises intended to mollify
adversaries during the turbulent 1960s and early 1970s.

The change in the university reward systems, with
emphasis on market-driven research productivity criteria for
academic promotion decisions, has actuated the preoccupation
of many faculty members with research and hence initiated
the undercutting of rewards for effective teaching. This
development places the interests of individuals and campuses

traditionally committed to effective teaching at risk and



teaching-oriented faculty feel immobile, bored, and
stressed. At the same time, even those with research
interests work harder with less resources for less rewards
than their predecessors. They also feel stressed , but
probably not due to the same stressors that affect teaching-
oriented faculty. This study finally looks at whether the
two subgroups of faculty, teaching-oriented and research-
oriented, differ in their response patterns to different
types of job-related stressors in the academic work place
and suggests effective moderating factors which may serve as

coping mechanisms.
Job—related‘Stress and Career Commitment

Why is there a need to study faculty stress? ExXcesgsive
Stress may result in dysfunction requiring organizational
intervéntion. It is important for administrators to
recognize the moderating factors of the stress-commitment
relationship in order to plan coping strategies at the
organization level. Contemporary forces that lead us to
think about studying faculty stress are twofold. First, the
concept of stress is complex in nature involving
environmental demands, perceptions of the demands, and
consequential response reactions. The fabrics of the
conceptual structure of stress and the dynamics of its

occurrence are so complex that an integrated approach is



necessary to understand them. Second, the knowledge of the
concept of stress and an integrated approach to stress
problems in faculty work environment has practical values in
faculty's personal lives and administrative relationships.

Thecretically, the concept of stress seems to be an
integrated concept through which one can make some
fundamental connections among related yet distinct fields
such as physiology, medicine, psychology, and sociology.
Stressful situations and the resulting faculty strain can
better be described by using an integrated approach rather
than by any single approach.

On the practical side, the study of stress seems to be
directly applicable to some of the most pressing problems
related to faculty performance, work behavior, job
satisfaction, organizational and career commitment,
intentions to leave job or career, and overall quality of
life. The study of stress offers a route to understanding,
alleviating, and coping with work-related strains.

Work-related stress can result in excessive
psychological, physiological, and behavioral strain or
tension which may cause worker inefficiency, poor health,
loss of workdays, and even premature loss of life. 1In
particular, faculty job-related stress is on the rise
(Seldin, 1991). With finances tightening and criticisms of
poor teaching increasing, the pressure for increased faculty

productivity is growing. Most professors work 40-45 hours



per week on the average, and presidents and top associates
frequently work even longer hours (Seldin, 1991). While the
education levels of faculty have sharply risen over the
years 1956 to 1980, job satisfaction has declined (Willie &
Steklein, 1982) and stress in colleges énd universities has
increased (Schuster & Bowen, 1985).

Traditionally, the teaching profession has been
regarded as a relatively nonstressful job. As the result of
rapid social and economic changes that involved extremely
high demands, novel situations, reputation, and time
pressure, stress is becoming an inevitable experience for
faculty. Due to job immobility, task boredom, constrained
interpersonal and role relations, ambiguous and conflicting
role demands, financial insecurity, and morale decline in
teaching profession, job-related stress in the life of
faculty seems to translate into strain (Kyriacou, 1987,
1989; Seldin, 1987).

Extending his observation further that the levels of
stress had risen appreciably in the 1980's and were likely
to get worse in the 1990s, Seldin suggested that
universities and colleges need to plan to deal with this
growing problem. It is, therefore, in the best interest of
colleges and universities to understand the influences of
stress on faculty organizational and career commitment,
career plans, job satisfaction, performance, and overall

quality of life.



Both career commitment and job satisfaction are
negatively correlated with job-related stress (Wolfgang &
Ortmeier, 1993). In their longitudinal study of career
commitment, career plans, and perceptions of job stress of
pharmacy graduates, Wolfgang and Ortmeier assessed the
degree of change in these variables during their first three
years of appointment. They found that high job-related
stress caused most of the respondents to change their long-
term career plans.

In another study (Olsen, 1993), newly hired tenure-
track faculty members at Indiana University were interviewed
to assess their job satisfaction using both global and
facet-specific measures of job satisfaction and job-related
stress. She found that job satisfaction decreased and job-
related stress increased during the first two years of
appointment. These findings suggest that understanding
faculty needs and career plans at this critical stage can
enhance faculty development and productivity and alleviate
work stress.

Apparently, work-related stress is an important
predictive variable in understanding faculty's career plans
and intents to leave academia and therefore merits
considerable attention. This study in particular attempts
to assess the degree to which faculty stress measures are

useful in predicting faculty intention to leave academia.



Theoretical Concepts

In this section, theoretical concepts of job-related
stress, career commitment, personal and environmental
motivation, behavioral intentions, and their relationships
will be introduced by way of laying out the conceptual

framework of the study.

The Concept of Stress

Stress can intuitively be described as "the body's
physical, mental, and chemical reactions to all things that
gsurround it and impinge on it" (Seldin, 1987, p. 1). There
are misconceptions about human stress. People often regard
stress as primarily a negative influence in their lives.
Involvement with many stimuli and stressors might, however,
provide an interesting variety of life to some people.
Developing, growing, and striving for one's optimal
potential might be unthinkable without experiencing some
degree of stress and learning to cope with it. An average
level of stress is known to sharpen human performance
(Seldin, 1987).

Another misconception about stress is the assumption
that it only affects our emotions, judgments, and thought
processes, but chronic stress can cause changes in the body

as well. Dua (1994) reported on the relationship of
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stressors and physical and emotional health. For example,
headaches, anxiety, frustrations, feeling of exhaustion,
irritability, and disturbed sleep are sometimes the
manifestation of job-related stress. Robinson (1990) also
observed that two-thirds of visits to primary-care
physicians in the U.S. were stress related and that
industry loses 150 billion dollars per year to stress
related health and behavioral problems. Some suggest that
stress-prone persons cannot be helped by any form of
intervention. This again is a misconception because
sufficient information about coping mechanisms and
motivation to change can trigger positive attitudes and
involvement in the intervention process.

There are many definitions of stress in the literature
(e.g., Gmelch, 1982; McGarth, 1970; Reitz, 1987; Selye,
1956). Based on this diversity of definition and variety of
stressing situations, there are legitimate differences in
strategy in stress studies. One might more rigidly define
the concept of stress than it has been labeled in the past.
But this constraint would restrict the broader and
potentially more useful understanding of stress. The
strategy in this study is to accept the stress concept as a
general rubric, with heuristic value as a basis for
integrating seemingly diverse areas.

In order to identify the most important conceptual

elements of any comprehensive definition of stress, one
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needs to consider the variety of specific definitions
offered in previous stress studies. The following are such
definitions.

a) Stress is a non-specific response of the body to any
demand on it to adapt (Selye, 1956). Selye called this
stress the General Adaptation Syndrome. Occurrences of the
response syndrome defined the prior or simultaneous
occurrence of stress. This is also known as response-based
definition of stress because it emphasizes the adaptation
aspect of stress. There are some limitations related to
this definition. First, it considers any subjective or
objective situation that results in a response pattern as
"stressors", while this is not always true. For example,
surprise is a situation with a response pattern, but we
usually do not consider it as a stressful situation.

Second, the same response pattern may arise from different
stimuli. The question is whether what we call "strain" is
really due to stress or something else. Third, symptoms in
the general adaptation syndrome do not always covary. Thus
we are not sure about the intercorrelation of the stress
indicators in the syndrome. |

b) Stress is a set of physiological and psychological
changes in an individual caused by particular changes in the
environment (Reitz, 1987). This definition involves the
presence of certain classes of situations, or situations

provoking a certain class of stimuli and therefore one may
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refer to it as situation-based definition of stress. Though
this definition avoids the shortcomings of the response-
based definition, it has its own flaws. The individual
difference in response to the same, presumably stressful,
gsituation is not referenced. Moreover, it requires a means
for measuring stimuli or situational properties of stress in
order to establish the degree of stress of different
situations.

c) Stress is a particular kind of physioiogical and
emotional reaction of an organism to environmental events
that lead to the perception of threat or extreme states of
the environment (McGarth, 1970). This definition of stress
recognizes stress as an organism-environment transaction or
person-environment fit. Nevertheless, the earlier question
of measuring stimuli or at least specifying the boundaries
of classes of potentially stress-inducing situations remains
unresolved.

The discussion of these definitions and their
weaknesses reveals two important points about stress.

First, the concept of stress has diverse meanings and there
is a need for constructing a framework for conceptualization
of stress. Second, the definitions represent essential
elements which should be considered in any comprehensive
conceptualization. The following definition according to
Gmelch (1982) seems to be comprehensive in that it takes

into account the four-stage stress cycle levels (McGarth,
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1970), namely, identification of stressors, individual's
perception about the demands of the stress, individual's
stress response, and the consequences of the response to
stress.

d) Stress is "one's anticipation of his or her
inability to respond adequately to perceived demand,
accompanied by anticipation of negative consequences due to
an inadequate response" (Gmelch, 1982, p.2). Though this
definition may be considered incomplete, it is believed to
be a sufficiently comprehensive definition of stress to aid
conceptualization. It is also recognized that this strategy
does not warrant a rigorous scientific definition of the
concept. The constituents of the conceptual structure of
stress need to be considered for better understanding of the
dynamics of stress.

To identify the most important elements of the stress
construct, the following series of assertions (Kahn, 1970;
McGarth, 1970) are taken together as constituents of the
conceptual structure of stress.

(1) The focal organism for stress problems can be
individual persons, groups, or large functional
organizations.

{(2) The stress problem involves a series of at least
four classes of events: environmental demand, perception or
recognition of the demand, response of the focal organism,

and consequence of the response both for the focal organism
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and for the environment.

(3) The attributes of the focal organism come into play
at several stages of the series. |

(4) The legitimate task of stress research is the
tracing out of these sequences of events between the
organism and environment.

(5) Stress not only involves a state of the focal
organism, but also some relationships between the organism
and environment.

(6) Humans are active, adaptive, and coping organisms
in the stress problem.

(7) The sequence of events in the sﬁress problem occur
through time.

This formulation of the stress structure recognizes
that the focal organism is embedded in a broader environment
of a physical-social system in which the sequence of
interactive events take place. Humans, both as individuals
and groups, demonstrate active coping roles in the
interaction and the interest in stress research is to
understand the whole person-environment relationships,
including stress moderating factors in the environment.
Since Gmelch's (1982) definition of stress encompasses all
the components of this structure of stress phenomenon, this
study will use this definition to conceptualize stress.

This structure would enable the examination of the nature of

different stressors and the dynamics of their effects on the
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functioning of individual faculty members, faculty as a

group, or their institution.

Career Commitment

Research on commitment seems to have been so tragmented
that it is difficult to provide a unified and satisfactory
understanding of the construct as a psychological
phenomenon. However, a brief review of career concepts in
relation to professionalism is appropriate. Commitment is
"viewed as a particular affective attachment to the goals
and values of an organization, to one's role in relation to
goals and values, and to organization for its own sake,
apart from its purely instrumental worth" (Buchanan, 1974,
p. 533). Career commitment in particular is a motivational
process in which individual work behavior in a discipline is
explained through internalized normative pressures such as
personal moral standards and value systems (Wiener, 1982).
Such pressures conce developed, Wiener asserts, may have long
term influences on one's work behavior regardless of the
reinforcements or punishments which may be associated with
them.

Blau (1988, p. 289) defined career commitment as "one's
attitude toward one's profession or vocation" distinguishing
it from organizational commitment, which is "the totality of

internalized normative pressures to act in a way that meets
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organizational goals and interests (Wiener, 1982, p.421).
Blau (1988, 1989, 1990) further examined the reliability and
validity of career commitment measures and concluded that
career commitment could be reliably measured and was
operationally distinct from job involvement and
organizational commitment.

Thus, care should be taken in differentiating such
concepts as work commitment, work involvement, job
commitment, job involvement, organizational commitment,
career commitment, career salience, career orientation, and
occupational commitment (Blau, 1988, 1990). It is an open
question, however, whether these are substantively different
concepts or just overlapping semantic inconsistencies.
Apparently, the concepts share some job characteristics such
as expertise, autonomy, commitment to work or profession,
identification with profession, ethics, and collegial
maintenance of standards (Blau, 1988).

In this study, however, career commitment is
distinguished from organizational commitment. While
organizational commitment refers to the employees' loyalty
to and acceptance of organizational value system as one's
own goals and values (Wiener, 1982), career commitment
refers to the congruency of values and goals of a person and
her (his) discipline or profession (Blau, 1988). Career
commitment or commitment to one's discipline is essgentially

an attitudinal intervening construct mediating between
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certain antecedents and consequences in an individual's work
behavior. It involves accepting goals and values of the
discipline and integrating them into a system of personal
goals and values. Three categories of variables:
personality-need and value orientation (Blau, 1990; Rhodes &
Doering, 1983), loyalty and identification (Buchanan, 1974),
and personal and demographic attributes (Wiener, 1982) serve
as antecedents of career commitment. These antecedents of
career commitment are discussed further later in connection

to motivation variables in intent formation.
Variables of the Study

The criterion variable of the study is faculty
intention to leave their career while the predicﬁor
variables are indicators of work-related stress in the
academic environment. Some personal and environmental
variables that serve as moderators in this relationship are
also considered. Stress was assessed for faculty sﬁbgroups
classified as teaching-oriented and research-oriented
faculty based on professional orientation indicators such as
interest, commitment, and competency in teaching and

research activities.
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Faculty Intention

The concept of work behavioral intentions, as
determined by workers' commitment and environmental
motivation, is presented later in Chapter II.

Theoretically, an intention can involve very general action,
target, context, time elements, or very specific behavior,
the level of generality being determined by the behavioral
criterion of interest. According to the theory of reasoned
action (Ajzen & Fishbein, 1980), it is important to make
sure that the measures of attitude and the determinants of
intentions correspond to each other.

In the context of faculty intention to leave acadewmia,
their attitudinal-motivational processes guide us in
measuring stressors corresponding to (or useful in
predicting) their intention to leave academic career.
Operationally, indicators of faculty intention to leave
academia were determined from faculty responses to
questionnaire items concerning the likelihood of their
seeking research, administrative, or teaching positions
outside academia and the probability of considering entering
another line of work or leaving current profession within

the next five years.
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Stresg Indicators

The multiplicity of academic roles (e.g., instructor,
researcher, advisor, departmental colleague, committee
member) and the existence of numerous tasks demanding
attention and excellence induce a multifaceted stress on
faculty members. Wérk-related stressors of faculty have
mostly been generalized from the findings of studies on
other occupational groups and primary and secondary school
teachers. More recently, however, few studies addressed
stress inducing dimensions of faculty roles such as
bureaucracy, high self-expectation and self-imposed
pressures for achievement, income insufficiency, excessive
time pressures, and limited resources (e.g., Gmelch,
Lovrich, & Wilke, 1983; Hunter, Ventimiglia, & Crow, 1980).
Student misbehavior and poor attitudes toward assignments of
tasks and grading were also identified as teacher stressors
(Kyriacou, 1987).

Through an empirical investigation of the
multidimensionality of faculty stress using factor-analytic
techniques and through exploration of the possible
uniqueness of professorial roles, Gmelch, Wilke, and Lovrich
(1986) identified five distinct dimensions of perceived
faculty stress. These were stressors related to reward and
recognition, time constraints, departmental influence,

personal and professional identity, and student interaction.
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These dimensions individually accounted for 55, 12, 7, 6,
and 6 percent, respectively, of the common variance in
faculty stress. Collectively, they accounted for 86 percent
of total variation in stress. It should be noted, however,
that these values depend on the specific characteristics of
the target population in the study.

The literature characterizes the stress factors as

follows.

a) Reward and Recognition Needs. This stress factor

relates to faculty aspirations for professional recognition
and reward in the areas of teaching, research, and service
(Gmelch et al., 1983, 1986). For unclear expectations,
inadequate rewards and recognition, the measure of the
assoclated stress factor is high. The predominance of this
stress factor among other stress indicators is not
surprising because it represents a mismatch between
individuals role expectations and their perceived reality of
the role, which the literature uses to describe stress
concept (Kahn, Wolfe, Quinn, & Snack, 1964). Discrepancies
between the relative emphases given to research, teaching,
and administrative duties in faculty evaluation compared to
time and effort actually devoted to these activities might
be contributing to this dimension of faculty stress. Some
incongruence between institutional or disciplinary goals and
personal goals seem to heighten this stress factor as well.

b) Time Constraints., There are many general and
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specific duties that force university professors to work
long hours while enjoying little extracurricular activity.
Examples are committee assignments, teaching material
preparation, student advising, paperwork, visitors, and
telephone interruption. By consuming the time for out-of-
work activities such as hobbies and time with family
members, this category of stressors contribute to physical
and psychological distress of professors. Studies (Gmelch &
Burns, 1994; Phillips, 1982; Seldin, 1991) reported the
prevalence of this dimension of stress.

c) Departmental Influence. This factor pertains to the
involvement of faculty members in departmental decision-
making processes that affect their personal growth and
career development (Gmelch et al., 1986). The higher the
personal influence of faculty members on department
chairperson's action and on départmental or institutional
decisions, the lower is her (his) perceived work-related
department-based stress.

d) Professional Identity Needs. Concerns about gaining
reputation through professional accomplishments constitute
this stress factor (Gmelch, Wilke, Lovrich, 1984). Faculty
members toil diligently to produce papers for professional
conferences, to write manuscripts for journal articles or
other scholarly publications, and to secure research support
in form of grants and contracts. The imposition of

excessive self-expectations and professional obligations to
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meet these demands increases faculty stress in this
dimension.

e) Student Interaction. Teaching and advising 111-
prepared students, resolving differences with students and
maintaining healthy classroom environment, and more
importantly, evaluating student performance and having
students evaluate teaching effectiveness exert a lot of
pressure on faculty (Gmelch et al., 1986; Kyriacou, 1987,
1989). Apparently, teacher-student interaction creates

another dimension of work-related stress.

Moderating Variables

Personal characteristics such as interests in teaching
or doing research, commitment to discipline or institution,
and self-competence in teaching or research seem to
alleviate some of the influence of stress on faculty
intention to leave academia. More specifically, this means
that individuals highly interested in teaching or conducting
research are likely to persist in their career no matter how
stressful working conditions may be. They are intrinsically
motivated by the perceived value of their career (Seiler &
Pearson, 1985). However, the internal-external orientation
(that is, importance to department duty versus disciplinary
duty) might differentially mitigate the stress-intention

relationship. Thus, beyond personal interest in the field,
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commitment and competence measures were used to
operationalize personal moderators. Blackburn and Bentley
(1993) documented the significance of these moderators in
mitigating streéss-productivity relationship.

Additionally, organizational supports such as
institutional grants, external financial sources, technical
and clerical assistance, positive collegial relations among
faculty members, availability of extracurricular activities
appear to lessen job-related stress. These environmental
variables moderate faculty stress by compensating in form of
rewards the taxing effects of workplace stress.

Hence, faculty interest in teaching and research and
their commitment and competence in teaching and research
were used as measures of personal moderating variables in
the relationship. External and internal financial support,
academic freedom, departmental morale, sense of community
- and intellectual environment were used as measures of
environmental moderating variables in this study.
Moderators of stress in these two categories will be added
to the analysis to partial out their mitigating effects in

stress-intention relationship.

Purpose of the Study

Although the general issue of teacher stress has become

an area of interest to researchers and educators within the
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last ten years (Kyriacou, 1987, 1989), faculty stress is
paid relatively less attention. The literature indicates
faculty will be exposed to a great deal more stress in the
years to come (Schuster & Bowen, 1985; Seldin, 1991). It is
thus evident that research in the area of faculty stress and
its influence on career plans and motivation demands due
attention.

Studies on faculty job-related stress have attempted to
link stress and outcomes. For example, Blackburn and
Bentley (1993) investigated the relationship between stress
and research productivity. How faculty's general quality of
life is affected by job-related stress was also examined by
Blackburn, Horowitz, Edington, and Klos (1986). Both of
these empirical studies considered variables presumed to
moderate the relationships between job strain and the
criterion variables and recommended some coping mechanisms.

With these and few other exceptions, most studies of
faculty stress research were either reports that attempted
to generalize occupational stress findings to academic
settings (e.g., Willie & Stecklein, 1982) or empirical
studies that explored stress for some personal,
environmental, and demographic characteristics of faculty
(e.g., Gmelch et al., 1983, 1984, 1986). Stress research
addressing causal or correlational relationships between job
stress and various outcome criterion variables such as

performance, job satisfaction, commitment, motivation, and
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intention in faculty work behavior are yet to emerge.

The purpose of this study is first to investigate a
predictive relationship between faculty stress and faculty
members' intention to leave academia. Second, the study
aims to identify the moderating factors of work environment
in this relationship. Third, the study endeavors to
determine whether there was stress difference on the average
between the two subgroups: teaching-oriented and research-
oriented faculty.

The first two objectives of this research thus attempt
to establish empirical evidence for hypothesized link
between stress and career change, which can be intervened
through motivational processes. The objective of looking at
the difference on average stress between the two
traditionally complementary as well as competitive groups,
teaching and research faculty, is to gain insight of the
relative effects of different stressors on the groups. This
insight will hopefully prove useful for intervention
purposes.

Significance of the Study

Given that faculty's real income is declining, work
environment is deteriorating, and an unfavorable academic
labor market is prevailing (Schuster & Bowen, 1985), faculty
stress is an inevitable phenomenon. It is of growing

concern because it has significant economic and social
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implications for individuals as well as institutions.
Stress can result in faculty job dissatisfaction, lowered
productivity and teaching effectiveness, and lowered
emotional and physical health.

Shifting campus values have been contributing to the
deterioration of faculty unity and morale. Faculty now have
to work longer hours with higher self-imposed and externally
induced expectations for achievement than ever before. They
do not get commensurate reward, recognition, or career
satisfaction (Schuster & Bowen, 1985). As a result, faculty
careers are becoming more stressful and lesg attractive to
prospective recruits in the career pipeline.

Knowledge of faculty stress and how its levels vary
across different personal characteristics and demographic
groups could provide critical information in dealing with
faculty stress and in predicting faculty intent to leave
academe. To understand which personal and environmental
factors moderate the stress effects on faculty's commitment
and motivation to stay in their career is an important step
in any institutional intervention plan for stress management
and faculty professional development.

This study will contribute to: (a) the knowledge base
in stress problems and (b) administrative practices in
academic departments. That is, the results of this research
benefit educators in two ways. First, occupational stress

is best described through its fundamental connection to
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physiological, medical, psychological, and sociological
aspects of person-environment fit. The nature and dynamics
of the occurrence of stress is actually systematic and can
be understood and intervened. This study attempts to
represent faculty stress within integrated conceptualization
of occupational stress. It provides knowledge on the
relationship between stress, faculty intentions concerning
their profession, and moderators in stress-intent
relationship.

Second, practical knowledge of the most pressing stress
problems in the academy that relates to work behavior and
faculty commitment to stay in career is useful for
institutions in planning faculty development and continuity
of programs. The study will identify predominant dimensions
of job stress of the American Professorate that predict
faculty intentions to change career. Additionally, these
results may suggest institutional intervention strategies to
cope with diverse work-related stress among different
faculty subgroups. This is believed to be useful in
motivating and revitalizing faculty to stay in their
profession and in making the academic career more attractive

for future recruits.
Definition of Terms

Unlegs indicated otherwise, the following terms will
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have the meanings provided in this section:

Behavioral Intention

Behavioral intention is "a special case of beliefs in
which the object is always the person himself and the
attribute is always a behavior" (Fishbein & Ajzen, 1975, p.
12). It is "a measure of the likelihood that a person will

engage in a given behavior" (Ajzen & Fishbein, 1980, p.42).

Definitions of Stress

In order to identify the most important conceptual
components of any comprehensive definition of stress, we
need to consider the following specific definitions of
stress in the history of stress studies:

a) Stress 1s a non-specific response of the body to any
demand on it to adapt (Selye, 1956).

b) Stress is a set of physiological and psychological
changes in an individual caused by particular changes in the
environment (Reitz, 1987)

¢) Stress is a particular kind of physiological and
emotional reaction of an organism to environmental events
that lead to the perception of threat or extreme states of
the environment (McGarth, 1970).

d) Stress is '"one's anticipation of his or her



29
inability to respond adequately to perceived demand,
accompanied by anticipation of negative consequences due to

an inadequate response" (Gmelch, 1982, p.2).
Moderator

A moderator is an intervening variable in the
relationship between stress and a criterion behavior with a
"buffering" or "mitigating" effect on the relationship
(Blackburn & Bentley, 1993; Blackburn et al., 1986). It
refers to the factor that interacts with a predictor
variable and has compensatory effect on the predictor-

criterion relationship.
Research Questions

The research questions that guide this study are the
following: (1) To what extent do faculty stress indicators
predict faculty intention to leave academia? (2) To what
extent do work environment factors (personal and
organizational) moderate or compensate for the effects of
stressors on faculty intention to leave academia? (3) Does
average stress differ between teaching-oriented and
research-oriented faculty, controlling for selected

moderating variables?
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CHAPTER II

REVIEW OF THE LITERATURE

The review aims to provide a highlight of stress
research development and discuss multidimensionality of
faculty stress and its uniqueness in relation to the general
topic of occupational stress. It establishes a broad
context within which previous and contemporary studies on
faculty stress and behavioral intentions must be understood.
Career commitment and self- and external motivation are
discussed in connection to their roles in intent formation.
The Fisghbein (1967) model of behavioral intentions is
invoked to establish a conceptual framework for the
prediction of faculty intentions based on stressors in the
academic workplace. It is followed by a review and
synthesis of earlier empirical studies of stress-intention
relationships in order to draw theoretical and
methodological guidelines for the research questions of the

present study.

Regsearch on Occupational Stress: An Overview

Though there are differences in definitions of stress
in the literature (Gmelch, 1982; McGarth, 1970; Reitz, 1987;

Seyle, 1956), the nature and effects of occupational stress
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might intuitively be described by noting that some job
environment variables (stressors) lead to stress when
cognitively interpreted by employees. The stress
experienced by individuals may cause strains and long-term
negative effects on health, job outcomes, and overall
quality of life. Thus stressors are objective events at
work; stress is subjective experience of the events; and
strain is the maladaptive reaction to stress.

More scientifically, however, one might best understand
occupational stress through person-environment fit theory
(Lewin, 1951; Pelz & Andrews, 1976) that takes into account
the interaction of the individual with the work environment.
The key assumption of the theory is that stress results from
a discrepancy--poor fit or lack of congruence--between a
person's motivations, abilities, or values and the
corresponding opportunities, demands, or constraints that
the job offers.

There are two person-environment fits according to
Lewin's theory (1951) of occupational stress: (a) the match
between the individual's abilities and the demands of the
job task, and (b) the degree to which the job satisfies the
individual's needs. Any perceived mismatch between a
worker's abilities and task demand or between the worker's
needs and rewards may lead to occupational stress.

There is a fair degree of agreement in the literature

concerning the variables that act as potential occupational
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stressors. Researchers (Cooper & Payne, 1978; Matteson &
Ivancevich, 1987) have identified intrinsic job factors
(e.g., poor working conditions and work overload), role in
organizations (e.g., role conflict, role ambiguity), career
development (e.g., lack of prométion policies, job
insecurity), poor relationships at work and organizational
culturer(e.g., politics in organizations, lack of
participation in decision-making processes) as
organizational stressors. There also exist events acting as
extraorganizational stressors that include factors such as
family problems, and social and personal problems.

The strains caused by these factors can be categorized
as lower emotional health (e.g., distress, depression,
anxiety), lower physical health (e.g., heart disease,
insomnia, headache, poor resistance), and symptoms of poor
organizational health (e.g., job dissatisfaction,
absenteeism, lower productivity, poor work quality, guitting
profession; Matteson & Ivancevich, 1987).

Within the person-environment fit model of occupational
stress and the hypothesized exis£ence of general sources or
factors of occupational stress (Gmelch, 1982; Kahn et al.,
1964; McGarth, 1970), we need to specify job-related stress
in the academic environment. This specification is
necessary since generalized measures of occupational stress
often fail to match the characteristics of profession-

specific stress in academia. According to this review,
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neither the multidimensionality nor the uniqueness of
faculty stress is reflected in most of the méasures used in
general occupational stress studies. The following section

presents the dimensions of stress among faculty.
Multidimensionality of Faculty Stress

Earlier studies on personal and professional stressors
among faculty investigated specific areas of academic life
presumed to be stressful. For instance, high:self-
expectations, excessive time pressure and inadequate
resources were among repeatedly mentioned potential
stressors (Clark, 1973; Gmelch et al., 1983, Hunter et al.,
1980)

Other studies (e.g., Wilke, 1983) indicated that
departmental reward structure and general absence of clear
and standardized criteria of faculty performance evaluation
created stress among faculty. An unclear reward system
induces stress because in the absence of. standard criteria
for promotion, appointment, career advancement, and merit
payment, faculty find discrepancy between their needs and
the institutional reward. Administrative inefficiency and
bureaucracy were also identified as potential stressors
(Clark, 1973).

From these studies, one can make two general

observations. First, faculty have a multifaceted set of
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roles that demand attention and produce a multifaceted
complex of strains. Consequently, to identify the patterns
of stress in each role and understand the nature and
dynamics of their occurrence, multidimensional measures of
stress should be used instead of a single generalized
measure. Second, some common patterns of stress unique to
academics have emerged in the literature. This phenomenon
suggests that a profession-specific array of stressors
should be identified for research on faculty stress instead
of either using diverse workplace stressors or applying
dimensions of general occupational stress to academics.

Overcoming the limitations of generalized measures of
stress that fail to reflect the full compliment of
profession-specific stress in the academic workplace,
Gmelch, Wilke, and Lovrich (1986) identified five distinct
dimensions of perceived faculty stress using factor analysis
on faculty stress index data. These are (percent of common
variance listed within parentheses): reward and recognition
(55%); time constraints (12%); departmental influence (7%);
professional identity (6%); and student interaction (6%).
These five dimensions together accounted for 86% of the

total variability in faculty stress.

Career Commitment and Motivation in Intent Formation

Three categories of variables serve as antecedents of
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career commitment. First, personality-need variables and
value orientations contribute toward the emergence of one's
commitment to her (his) career (Rhodes & Doering, 1983).

For example, people who are oriented to the prestige, and
values of their disciplines in recruitment process are more
likely to be identified with the disciplines. Wiener (1982)
also indicated that the immediate determinants of career
commitment are identification with the discipline and
generalized values of loyalty and sense of duty. Second,
positive job characteristics and work experiences promote a
person's career and organizational commitment (Buchanan,
1974). This category includes factors such as task
identity, collegiality, job satisfaction, career
dependability, and opportunity for social interaction that
the career offers. Third, personal-demographic variables
such as age and tenure are positively correlated with
commitment (Buchanan, 1974).

Career commitment can thus be influenced by both
personal predispositions or beliefs and organizational
motivation. This is supported by the four-stage process of
the Teacher Retention Model of Gardy and Figueira (1987) in
which initial career commitment is derived from personal
beliefs and job motivations. It can further be inferred that
personal dispositions that positively relate to commitment
might include personal characteristics such as interests and

moral standards that moderate some stress-inducing
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situations in work environment. Similarly, one can
postulate that organizational interventions useful in
promoting career commitment should involve positive
environmental factors such as reward, recognition, and
financial and moral support. Not surprisingly, these are
among the moderating factors of the effect of work-related
stress on workers' performance and commitment to stay in the
career (Blackburn, Horowitz, Edington, & Klos, 1986; Olsen,
13893).

How do career commitment and environmental motivation
influence workers' intention to leave the career? According
to Fishbein's (1967) behavioral intention model, commitment
is defined as part of the more general attitudinal-
motivational system. The core of the relationships between
commitment and intentions and between instrumental
motivation and intentions can be summarized in the following
scheme (see Figure 1) adapted from Fishbein's model (1975).

Beliefs are the fundamental building blocks in the
conceptual structure of intent formation as suggested in the
scheme. Beliefs are information about an object linking the
object to some attributes (Fishbein & Ajzen, 1975). The
totality of one's beliefs about oneself, about others, and
about events and behaviors serve as the information base
that ultimately determine her (his) attitudes, intentions,
and behaviors. There are two categories of beliefs:

normative and instrumental. Normative beliefs represent the
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social pressure influencing person's perception that
important referent individuals think she (he) should or
should not perform a given behavior and her (his) motivation
to comply with their expectations. Instrumental beliefs, on
the other hand, refer to the person's perceived consequences

of performing the behavior and her (his) evaluation of

iNormative %*>E Career }
| Beliefs | i Commitment
}*>§Intention8v“~> Behaviors
Instrumental§ [Instrumental}%
Beliefs —> Motivation i~
Belief -------- > Attitude ----> Intention ------ > Behavior

Figure 1. Schematic presentation of conceptual framework
relating beliefs, attitudes, intentions, and behaviors

(adapted from Fishbein & Ajzen, 1975)

those consequences.

In the second stage, the internalized personal and
social normative beliefs influence career commitment, which
by definition is an attitude toward the behavior in
question. Similarly, instrumental beliefs about
consequences of the behavior lead to instrumental
motivation. Instrumental motivation is an attitude toward

performing the behavior based on the assessment of the
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consequences. In turn, career commitment and instrumental
motivation simultaneously determine the intention to perform
the behavior. Thus, work behavioral intentions are a
function of both personal predispositions (through career
commitment) and calculative process (through instrumental
motivation) .

For example, consider a young pharmacy graduate who
intends to join medical school majoring in internal
medicine. Her internalized beliefs about internists and her
beliefs about consequences in her future life as an
internist respectively give rise to her attitudes: career
commitment as internist and being motivated to join the
career line. The extent of these attitudes determines the
degree to which she intends to change her current career.
The behaviors such as seeking and using sources of
information about internal medicine are overt acts
reflecting her intention.

In the light of this relationship of career commitment
and instrumental motivation to work intentions, it can be
hypothesized that job-related stress will influence faculty
intention to leave academia by affecting their attitudinal-
motivational processes: commitment and motivation.
Specifically, faculty's perceived stress are expected to
predict voluntary career change intentions as suggested in
few empirical studies (Bacharach & Bamberger, 1990; Gardy &

Figueira, 1987; Parasuraman, 1982).
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Fishbein Model for Prediction of Behavioral Intentions

Based on the conceptual distinctions among cognition
(opinion, beliefs), affect (attitudes, feelings,
evaluations), conation {behavioral intentions), and behavior
(observed overt acts), theorists such as Fishbein (1967)
have provided fundamental connections among these variables.

Belief is the information that a person has about
object that links the object to some attribute (Fishbein &
Ajzen, 1975). For example, the belief "God is love" links
the object "God" to the attribute "love". People may differ
in terms of their perceived likelihood that the object has
the attribute in question. The degree of association
between the object and attribute along this subjective-
probability dimension is the measure of belief strength.

Attitude is described as "a learned predisposition to
respond in a consistently favorable or unfavorable manner
with respect to a given object" (Fishbein & Ajzen, 1975, p.
6). This description reveals three basic features a closer
examination of which may lead to disagreements among
investigators. These are that attitude is learned, that it
predisposes action, and that such actions are consistently
favorable or unfavorable toward the object. Thus, attitude
is measured on a bipolar dimension. Behavioral
intention is "a special case of beliefs in which the object

is always the person himself and the attribute is always a
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behavior" (Fishbein & Ajzen, 1975, p. 12). As in the case
of belief, strength of intention is measured along the
subjective-probability dimension associating the person to
certain action.

Practically, interest lies in understanding and
predicting a person's intention to perform some particular
behavior in a given situation at a specific time. Though
beliefs are fundamental building blocks, the totality of
which serves as the informaticnal base of one's attitudes,
intentions, and behaviors, measures of beliefs and attitudes
do not allow accurate prediction of behaviors. Determinants
of intentions leading to the behaviors need to be examined.

According to Dulany's (1968) theory, there are two
components that serve as the basic determinants of
intentions: (1) subject's expectations that a given response
will lead tec a certain event and her (his) evaluation of the
event, and (2) subject's perceived "demands" and her (his)
motivation to comply with these demands. An alternative
formulation of the theory was forwarded by Fishbein (1967)
using more familiar social psychological terms-"attitudinal®
factors and social "normative" factors- as two weighted
components of behavioral intentions. The theory was
presented symbolically (Fishbein &bAjzen, 1975) by the
equation:

I; = (BAg)w, + (SN)w,

where I; is the intention to perform behavior B, A; is the
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attitude toward performing behavior B, SN is the subjective
norm about performing the behavior, and w, and w, are
empirically determined weights. Subjective norm is defined
(Fishbein & Ajzen, 1975) as the totality of the normative
pressures (or beliefs that certain referents think the
person should or should not perform the behavior in
guestion) .

The correspondence between the firsgt component of
Dulany's theory and A; is meaningful because Fishbein
generalized Dulany's notion of subject's belief to all the
beliefs concerning the event and expressed as attitudes.
Similarly, the second components of the two formulations
agree in that Dulany's notion of perceived demands and
motivation to comply with the demands corresponds to social
normative pressure leading to the behavior. The weights for
the attitudinal and normative components are obtained
through multiple fegression techniques.

The model is a multiple regression equation in which
the criterion is behavioral intention I, and the two
predictors are A@.and SN. The predictor A; is a function of
the perceived consequences of performing behavior B and the
person's evaluation of those consequences. It can be viewed
as a sum of the products of beliefs that performing behavior
B leads to certain consequences and the evaluations of the
conseguences. Thus, it is attitudinal in nature. On the

other hand, the predictor SN is determined by the perceived
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expectations of specific referent individuals or groups
(e.g., senior colleagues, editors, administrators) and by
the person's motivation to comply with those expectations.
It is, therefore, a sum of the products of normative beliefs
that the reference groups accept the behavior and
motivations to comply with them.

The schematic presentation of the conceptual framework
of the relationships among beliefs, attitudes, intentions,
and behaviors (see Figure 1) is just an extended adaptation
of this model. Organizational commitment is viewed as an
intervening variable between normative beliefs {(which the
model calls social normative factors SN) and intention.
Instrumental motivation, on the other hand, is a
consequence-referenced intervening variable between
instrumental beliefs (which the model calls attitudes) and
intention.

In the present study, stressors that originate from
individual's perceived demands and her (his) beliefs of
being unable to meet the demands will serve as SN
predictors. Stressors related to reward/recognition and
personal /professional identity appear to be in this
category. Time pressure, departmental influence, and
student interaction seem to actuate the attitudinal
component of the model since they relate to perceived
consequences of faculty behaviors. In sum, it is more

important to notice that the model provides both theoretical
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and methodological support for prediction of behavioral
intentions of faculty to leave academia. The moderator
variables (personal characteristics and environmental
conditions) also have social normative components such as
personal value systems and interests and organizational
motivation aspects such as financial and moral support
systems. They are expected to interact with the stressors

as they get into the prediction model of faculty intent.

Conceptual Framework of the Study

Using the frame of reference for conceptualizing
behavioral intentions as a function of normative and
calculative processes discussed above, the present study
adapts the theoretical model of the nature of stress and the
dynamics of its occurrence in the work environment described
by Blackburn, Horowitz, Edington, and Klos (1986). Their
model depicted the relationships between job stress (demand
in external environment), Jjob strain (received demand),
moderating variables, and faculty performance. While
Blackburn and Bentley (1993) used the model in their study
of stress effects on faculty research productivity, the
present study looked at the effects of work-related stress
on faculty intention to leave an academic career. Shown in
Figure 2 1is the structure of the model used in this study.

Stressors that originate from individual's perceived demands
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and her (his) beliefs of being unable to meet the demands
serve as social‘normative predictors of intent. Self-
imposed expectation for recognition and professional
identity originates from individual's perceived demands and
falls in this category of stressors. Stressors due to time
pressure, departmental influence, and student interaction
actuate the motivational aspects of work environment which
are capable of predicting faculty intent to leave academia.
These two categories of stressors interact with the two
major moderator variables- personal characteristics and

environmental conditions--as they influence faculty intent

(Parasuraman, 1982). It 1s due to this interactional effect
e '\ FACULTY
STRESS i > HINTENTIONS
| MODERATORS - >

Figure 2. Schematic presentation of conceptual framework
relating stress and faculty intentions in presence of

moderators (adapted from Blackburn et al., 1986)

of the stressors and moderators on workers' intent that this
predictor-moderator model is more appropriate than other

models which predict work intention and turnover from job
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satisfaction through stress symptomology (e.g., Locke,

1976) .
Studies on Stress-Intention Relationships

Studies have attempted to predict various behaviocral
intentions such as intentions of alcoholics to sign up for
the alcohol treatment unit (McArdle, 1972}, intentions of
women to use birth control pills (Jaccard & Davidson, 1972),
and intentions of students to cheat in college (DeVries &
Ajzen, 1971). These studies support the idea that attitudes
(A;) are a function of beliefs about object's attributes and
evaluations of the attributes as consequences. They also
support that subjective norms (SN) are products of normative
beliefs and motivations to comply with the referents.

It seems normative beliefs themselves are inferred from
referents' perceived attitudes toward the behavior in
question. One evidence of support that these studies
provided for the model was that the multiple correlation
coefficients obtained from the predictions of behavioral
intentions were quite high (R > .74) according to Fishbein's
(1975) review summary. While there is considerable evidence
that behavioral intentions are predictable from the model's
attitudinal and normative components, the relative
importance of the two components in the prediction varies

depending upon the behavior under consideration. The
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situation in which the behavior is to be performed and the
individual differences also influence the relative
predictive significance of the two predictors.

Stress, as a discrepancy between perceived demands and
our responses to the demands and between perceived
consequences of behaviors and our evaluation of the
consequences, appears to affect our normative beliefs about
and attitudes toward the behavior we intend to perform.
Accordingly, faculty stress is expected to influence
faculty's social normative beliefs of and attitudes toward
leaving academia. The extent to which faculty stress is
useful in predicting faculty intention to leave academia is
a major focus of the current study.

The effect of faculty stress on research productivity
was investigated (Blackburn & Bentley, 1993) both with and
without moderating variables using partial and direct
correlations of two measures of stress with three measures
of research output. The study involved data from three
institutional groups in three subject matter areas. The
findings showed that moderate levels of stress can be
significantly mitigated by some selected personality
variables such as interest in research and research self-
competence. Besides, the environmental variables as
moderators were found generally inefficient in mitigating
stress effect on research productivity.

Theory and empirical findings suggest that personal
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variables such as research or teaching interest moderate or
mitigate the effect of stress on faculty intention to leave
their profession. People interested in their job or
intrinsically motivated by their high regard to the career
are likely to be committed to their profession. The
moderating effects of environmental variables such as
financial support, departmental morale, and technical and
teaching support might be even greater in the stress-
intention relationship since behavioral intention to change
career largely considers environmental factors in comparison
to the anticipated new career job environment.

Using the Teacher Occupational Stress Factor
Questiocnnaire, Moracco, D'arienzo, and Danford (1983)
investigated whether teachers who regret their career choice
differed on perceived occupatiocnal stress from those who
reported that they were contented. They used five stress
factors: administrative support, student interaction,
financial insecurity, relationships with teachers, and task
overload as predictor variables and career contentment as
criterion variable. Applying multiple regression, the
significance of each predictor variable was assessed.
However, the attempt made to determine significant variables
(among sex, experience, enrollment, school setting, and
teacher beliefs) that influenced stress for teachers who
were not happy in their careers showed no clear-cut pattern

on the stress factors. The results also showed that 52% of
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teachers would not choose teaching again and these teachers
were more often absent for reportedly stress-related
reasons.

These findings suggest further investigation to
determine stress factors useful to predict teacher
contentment in their career. Farrugila (1986) attempted to
identify factors that influence the choice of teaching
career and to distinguish between the factors that sustain
or diminish teachers' occupational commitment. According to
the results, for 63% of cases, the major reason why they
chose a teaching career was intrinsic attraction (e.g.,
desire to work with young people, love of paséing knowledge,
stimulating and satisfying vocation). For 37% of cases,
extrinsic attractions (e.g., job security, Jjob availability,
salary) were the reason for choosing the career. Only 25%
of the latter experienced job satisfaction, whereas 75% of
the former were satisfied in their job. 1In general, the
data indicated that a majority of teachers attracted by the
intrinsic pedagogical features of the career have maintained
high degree of pedagogical commitment. However, the
obéerved occupational malaise was significant even among
intrinsically motivated teachers that the source of the
malaise should be sought. These findings suggest that
teachers who are more intrinsically motivated to teach are
less likely to be dissatisfied enough in their profession to

leave it. It can be hypothesized further that faculty
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interested in teaching are less likely to leave academia.

Another more recent longitudinal study (Wolfgang &
Ortmeier, 1993) assessed pharmacy graduates' career
commitment, career plans, and perceptions of job stress to
determine the degree of change in these variables since the
initial survey done three years earlier. The attempt to
evaluate the relationship of career commitment with job
stress and job dissatisfaction showed that increasing stress
was associated with lower career commitment (r = -.37) and
greater job dissatisfaction (r = .49). One can infer that
increased stress in job environment may result in change of
career because of low commitment and low job satisfaction.
Thus, change in career plans or work intentions are likely
to occur as a result of job-related stress.

Gardy and Figueira (1987) presented a conceptual model
that integrated major findings from research on performance,
job satisfaction, and career commitment of employees and
teachers as predictors of turnover/retention behavior. The
model suggested a four-stage process through which an
individual traverses before deciding to stay in or leave
teaching career. These were: (a) selection stage (initial
commitment to teaching), (b) integration stage (developing
career satisfaction, performance, and commitment to
teaching), (c) evaluation stage (appraisal of teaching and
alternative jobs), and (d) decision stage (making decision

regarding staying or leaving teaching career). How an
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individual decides to leave or stay in a career is thus far
from being completely understood.

In summary, previous studies on faculty stress were
largely fragmented into different stressful aspects of
academic life. Faculty have a multifaceted set of roles
that demand time, energy, and quality scholarship. Also,
some common patterns of stress unique to academics have been
identified in the literature. The review attempted to show
how faculty's job-related stress influences their career
commitment and motivation and leads to faculty intent to
change career. Fishbein (1967) model for pfediction of
behavioral intentions was employed to establish the
predictive relationship between faculty stress and their
intention to leave academia. The conceptual framework
showing stress-intent relationship in the presence of

moderating factors was adapted from Blackburn et al., 1986.
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CHAPTER ITII
METHODOLOGY

The primary objectives of this study were to: (a)
predict faculty intention to leave academia based on job-
related stress; (b) identify the moderating factors of work
environment in this prediction; and (c) assess differences
in stress response between teaching- and research-oriented
faculty. The study focused on faculty intention to pursue a
career outside academia. The research relates this
criterion variable to some stressful situations in the
workplace and some attractive job characteristics and
faculty's motivations‘that moderate the effect of stress on
the criterion variable. In short, the study investigated
the moderated predictive relationship of two important work-
related factors, stress and intention to leave career.
Self-reported information from faculty members was used to
obtain the data on these variables. Based on the data and
the theoretical framework drawn from the literature, this
chapter discusses the important characteristics of the
subjects, the procedures inveolved in instrumentation and
data coliection, and the statistical techniques employed in

data analyses.
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Participants

The study used secondary data based on the 1989

National Survey of American Profegsorate conducted by the

Carnegie Foundation for the Advancement of Teaching
(Carnegie Foundation, 1989). The target population of the
survey was comprised of faculty with some teaching and
research responsibilities in research and four-year
universities and two-year colleges.

These schools were grouped into the nine Carnegie
Classifications: Research Universities I and II, Doctoral
Granting Universities I and II, Comprehensive Universities I
and II, Liberal Arts Colleges I and II, and Two-Year
Colleges (Carnegie Foundation, 1987). A two-stage,
stratified, random sampling was used to select participants
in the study. In the first stage, 306 schools were selected
for inclusion in the Survey. Approximately 34
colleges/universities were sampled from each of the nine
Carnegie Classifications. Within each classification, a
college or university was sampled with a likelihood
proportionate to the size of its faculty compared to other
schools within that classification. In case a school was
drawn more than once, the next school on the list was
selected as well.

In the second stage, 9996 faculty members were

designated to be included in the Survey. This sample size
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was divided equally among the nine classifications. Data
for each classification were weighted proportionate to its
size (total number of faculty) and a systematic sampling of
every n*® name was made from the 1989 list of faculty
members made available by voluntarily participating schools.
Of the designated sample, 5450 faculty members responded
with a completion rate of 54.5%. Table 1 shows completed
questionnaires, response rate, and target weights by the
Carnegie Classification based on the sampling used in
constructing the Carnegie database.

Of these respondents, 4108 subjects with (1) full-time
appointment for at least nine months, (2) campus faculty
members with or without tenure, but on a tenure-track, and
(3) academic rank of Assistant Professor or above were
included in this study. The excluded 1342 subjects were
faculty with part-time (or full-time with less than nine
months) appointment, adjunct or visiting status, untenured
with or without a guarantee of tenure-track or continuous
contract, or with lower or unknown academic ranks. In the
sample, 1025 (25%) were female faculty (34.0% Assistant
Professors, 37.0% Associate Professérs, 29.0% Professors)
and 3083 (75%) were male faculty (16.8% Assistant
Professors, 30.6% Assoclate Professors, 52.6% Professors).
Over half of the sample were between 35- and 50-years-old
and 30.6% and 17.6% were below 35- and above 50-years-old

respectively. Shown in Table 2 is the distribution of
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Table 1

Participants Response Rate and Target Weights.

Carnegie Participants Response Target
Classification Rate Weight
Research University I 618 56% 17.68%
Research University II 649 58% 5.62%
Doctoral Granting University I 668 60% 5.62%
Doctoral Granting University II 647 58% 4.35%
Comprehensive University I 623 56% 21.83%
Comprehensive University II 589 53% 3.09%
Liberal Arts I 691 62% 2.52%
Liberal Arts II 455 41% 4.07%
Two-Year Colleges 510 46% 35.21%
Total 5450 100.00%

subjects of this particular study by rank, age, and sex.
Faculty members in the study were alsoc grouped
according to their personal professional orientation
(research or teaching) and the emphasis their discipline has
on research or teaching. Personal orientation was
determined by responses to the question: Do your interests
‘lie primarily in research or in teaching? Orientation of

discipline was determined based on responses to item: My
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Table 2

Participants in the Sample by Rank, Age, and Sex

Age
Rank Sex
Below Between Over Total %
35 35 and 50 50 F M
Assistant
Professor F 33 140 176 349 34.0 -
M 31 169 319 519 - 16.8
Associlate
Professor F 91 215 74 380 37.0 -
M 196 617 131 944 - 30.6
Professor F 135 157 4 296 29.0 -
M 772 831 17 1620 - 52.6
Total 1258 2129 721 4108
F 259 512 254 1025 25.0 -
M 999 1617 467 3083 - 75.0

discipline is too xesearch oriented. Of the 638 faculty
members in disciplines with research emphasis, 450 (70.5%)
were teaching-oriented in their interest and competence and
of the 3470 faculty members in universities and colleges

with teaching emphasis, 1376 (39.7%) were research-oriented.
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Table 3

Subijects Digtribution by Rank, Personal Orientation, and

Orientation of Digcipline

Personal Discipline

Rank Orientation

Research Teaching Total

Assistant Professor Research 51 318 369
Teaching 86 413 499
Associate Professor Research 44 390 434
Teaching 167 723 890
Professor Research 93 668 761
Teaching 197 958 1155
Total 638 3470 4108

These descriptive statistics indicate the existence of some
degree of mismatch between faculty orientation and
organizational role expectation, which can contribute to
increased faculty stress. Shown in Table 3 is subject
distribution by rank, personal orientation, and orientation
of discipline.

Instrumentation

A ten-page pretested and revised guestiocnnaire (230
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items) was developed by the Carnegie Foundation for the
Advancement of Teaching for the 1989 National Survey of
American Professgorate. The questionnaire covered a wide
variety of topics. It included considerable number of items
on faculty issues and characteristics regarding job-related
stress and faculty's concern about career advancement.

There were items on faculty intentions concerning their
career prospects, Jjob-related stress, and personal and
environmental stress-moderating factors usable for measuring
the study variables. Ninety items were selected from the
instrument for initial consideration in this study (see
Appendix B).

Five-point Likert Scales were utilized for many iﬁems
to measure respondents' strength of opinion. In most cases,
the ratings 1 and 2 showed strong agreement and agreement
with reservations respectively, while 5 and 4 showed strong
disagreement and disagreement with reservations
respectively. Neutrality was indicated by scale 3. Some of
the items were structured supply-type gquestions which
required the respondents to f£ill numerical values in the
blank spaces provided. For example, a set of items asked:
"During this Spring term, approximately how many hours per
week are you spending on each of the following activities?®,
followed by a list of specific activities and fill-in-the-
blank type items (see Appendix C).

Faculty job-related stress was measured in five
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different categories. Stress related to faculty reward and
recognition needs was measured using items on faculty's
opinion concerning salary, salary levels, promoction
criteria, and academic reputation. Strength of opinion
about teaching load and number of hours per week spent on
different activities were used to measure stress that
related to time constraints. Stress due to departmental
influence was measured using the faculty opinion about
departmental decisions on promotion issues, unclear
performance evaluation criteria, and general administrative
policies in the department. Opinions concerning self-
imposed pressures to publish and participate in
multidisciplinary projects were used to determine stress in
the dimension of professional identity needs. Stress that
emanates from faculty-student interaction was measured using
the items on perceived student behavior and attitudes toward
grading, academic ill-preparedness and competitiveness,
academic dishonesty, informal interaction with students
outside the classroom, and use of office hours for students
seeking extra attention. These items were clustered to form
reliable factors based upon factor analysis of the data.

To measure faculty intention to leave academia, faculty
were asked to give their opinions about the likelihood of
their getting positions outside of academia, and likelihood
of losing their current positions. How they feel about

considering new career choice, intention to leave the
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profession, énd wish to enter other profession were also
asked to know the extent of faculty intention to leave
academia. In some items the lower end of the scale was
associated with higher intention to leave academia. For
example, high commitment to one's discipline corresponded to
a lower intention to leave academia. On the other hand, low
likelihood of getting a position outside of academia
corresponds to low degree of intention to leave academia.

Interest and self-competence in teaching and interest
and self-competence in research were used as measures of
personal attributes moderating the stress effect on faculty
intention to leave academia. Organizational or
environmental moderators were measured using items
pertaining to financial supports, research supports,
intellectual environment and academic freedom, and
departmental morale. In both personal and environmental
characteristics of faculty as moderators, the higher scale
corresponded to higher influence of the moderators in
mitigating the impact of stress on faculty intention to
leave academia.

Faculty's professional orientation as either teaching-
oriented or research-oriented, was determined by the

response to the item that asked, "Do your interests lie

primarily in research or in teaching?". Respondents who
answered (1) "Primarily in research" and (2) "In both, but

leaning toward research" were grouped as research-oriented
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faculty. Those who responded (3) "In both, but leaning
toward teaching” and (4) "Primarily teaching" were grouped
as teaching-oriented faculty.

Self-competence in academic career was also measured
using faculty's scholarly outputs such as publications,
professional writings, and presentations. Additionally,
their disciplinary commitment was measured based on the
relative importance they attach to the disciplinary tasks or
institutional workloads. Faculty commitment to their
discipline was used as another moderator based on the
importance they attach to disciplinary activities that
include institutional, national, or international

disciplinary societies.

Design and Procedures

As the review of the literature suggested, high levels
of personal characteristics such as intrinsic motivation
(Farrugia, 1986) and career commitment (Rhodes & Doering,
1983; Wolfgang & Ortmeier, 1993) were found to be useful in
predicting teachers' and workers' intention to stay in their
career. Likewise, environmental factors that support
workers in performing their tasks in the workplace were
found to enhance the likelihood of workers remaining in
theif profession. On the other hand, high job-related

stress is associated with low career commitment and high job
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dissatisfaction (Wolfgang & Ortmeier, 1993), which would
lead to high intention to change one's career (Rhodes &
Doering, 1983). Logical extension of these results to
faculty environment would suggest similar relationships
between stressors and faculty intention to leave academia.

It is also possible that these direct effects of stress
and personal and environmental variables on faculty
intention to leave academia might be subsumed under more
powerful interactions between stress and perscnal-
environmental variables, with personal-environmental
variables serving to moderate the relationship between

stress and intention to leave career.

Statigtical Technigues

To address the issue of direct and interactive
influence of these predictor variables by providing tests
for the interactive or moderating effects of personal and
environmental variables on stress-intention relationship,
hierarchical multiple regression was employed. The use of
hierarchical multiple regression is appropriate and the most
popular strategy recommended for such moderated predictive
relationships (Cohen & Cohen, 1983; Jaccard, Turrisi & Waﬁ,
1990). A series of hierarchical multiple regressions
involving multiplicative terms were run to determine unique

contributions of each of the stress factors, personal and
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environmental variables, and their interactions to the
accounted for portion of the variance in faculty intention
to leave academia.

The specific analyses for each research question are as
follows.

1) To answer the first research question: To what
extent do the faculty stress indicators predict faculty
intention to leave academia? First, the overall
significance of stressors as predictors was tested by
forced entry of all the stressors into the following model:

I

a + bX; + bX, + byX; + bX, + bX. + e

where I Intention to leave academia,

X, = Reward-Recognition Needs,

X, = Time Constraints,

X, = Departmental Influence,
X, = Professional Identity Needs,
Xy = Student Interaction, and a, b,, b,, ..., b, are

regression coefficients and e is error term. Then a
hierarchical multiple regression of the measure of faculty
intention (I) on the five stressor variables (X1, X2, X3,
X4, and X5) were run using the model.

Whether the stepwise entry of one or more predictor
variables to the existing multiple regression equation
significantly increased the predictability was assessed.
Beyond testing the overall significance of the predictors

(based upon the squared correlations), the statistics from
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the analysis such as the regression coefficients, zero-order
correlations, and the semipartial correlations provide
perspectives on the relative importance of the predictors in
the criterion behavior.

2) It was hypothesized that the relationship between
stressors and faculty intention to leave academia is
moderated by personal and environmental variables. This
means that when the perscnal-environmental variables are
minimal, stressors will exert a clear-cut effect on
intention. On the other hand, when these variables are
strong, the influences of stressors will be lessened. Thus,
the extent to which these variables moderate the effects of
stressors on intention (the second research question) can be
answered through the test of significance of interaction
effects between the stressors and the personal-environmental
moderator variables.

To this effect, a series of fifteen hierarchical
multiple regressions (one for each of the five stressors and
three moderators) was performed. The regressions included
multiplicative terms to assess the interaction effects.
Specifically, intention (I) was regressed, in fifteen
separate analyses, on a single stressor and a single
moderator by entering in order the standardized stress
measure, standardized moderator measure, and their product
term using the models:

I =a, + byX; + e;
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I = a, + bX; +bMy + e,
I = a; + bX; +bM; + b (X;*My) + e,
where X, = 1i*® stressor,
M, = j*" moderator,
X;*M; = the product term of i*" stressor and j*

moderator, a; and b; are coefficients, and ej=error terms
where 1 = 1, 2, 3, 4, 5; j =1, 2, 3.

3) One might hypothesize, for example, that reward-
recognition related stress affects teaching-oriented faculty
more than research-oriented faculty. However, under maximum
motivating environmental conditions, reward-recognition
related stress of teaching-oriented faculty might be less
than the stress for research-oriented faculty. It would be
unclear whether it was the stressor that made the difference
or the fact that the environmental condition for teaching
was favorable. ‘Adjusting for initial differences between
subgroups in the moderator variables would control
gystematic bias. Thus, to address the third research
question or determine whether each stressor differ between
teaching- and research oriented faculty controlling for
moderators, fifteen analyses of covariance (one for each
stressor with each of the three moderators as covariates)

were performed.
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Assumptions

The major assumptions required for adequate utility of
the multiple regression models are the following.

1. Normality and Independence: The errors or residuals
of the estimated values of the regression are normally and
independently distributed with mean zero.

2. Homogeneity of Variance: The residuals for each
independent variable have equal conditional variances.

3. Linearity: The mathematical model for the regression
of the criterion on the predictor(s) is linear.

Other assumptions include (a) the independent variables
are fixed, and measured without errors and (b) all relevant
predictors are included in the model. It is important,
however, to check whether the major assumptions are
satisfied by the data and the specifications of the study
variables. To this effect, the data were first analyzed to
assess the degree of multicollinearity existing among the
independent variables and their combinations. This were
accomplished by regressing each independent variable on all
other independent variables. Visual inspection of the
plotted residuals for each regression was used to detect any
departure from linearity and homoscedasticity assumptions.
The large sample size, random sampling, and residual
analysis suggest the normality and independence assumptions

of the regression technique are tenable.
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Since analysis of covariance is a procedure that
combines regression analysis and analysis of variance, it
rests on the same assumptions as analysis of variance
(independence, normality, and equal variance) plus three
additional assumptions regarding the regression part. These
three additional assumptions are that:

1) the covariate i1is measured without error,

2) there is a linear relationship between the dependent
variable and the covariate,

3) the slope of the regression line (for one covariate)
or the slope of the regression planes (for multiple
covariates) 1is the same in each group. The random sampling
procedures used in the sample design suggest the treatment
effects would not be biased due to measurement error on the
covariates (Huitema, 1980). However, the power of the
ANCOVA may be reduced relative to the power that would be

attained if there were no error.
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CHAPTER IV

RESULTS

The three major purposes of the study were to (a)
determine whether faculty stress is useful in predicting
faculty intention to leave academia; (b) identify the
moderating factors of the work environment in this
prediction; and (c) assess the patterns of stress response
between teaching- and research-oriented faculty. This
chapter reports both preliminary and primary data analyses

results with an attempt to answer the three research

questions.
Preliminary Analyses
The study involved three categories of variables: (a)
intent, (b) stressors, and (c¢) moderators. Prior to the

factor analyses for assessing factor structure of these
variables, a total of 90 items were selected from the 1989

Faculty Survev of American Professorate to measure these

categories of variables (6 on intent, 51 on stressors, 33 on
moderators). Correlations of the ninety items were computed
to examine the degree of linear association between pairs of
items. Intent-stressor item pairs had low positive

correlations, whereas items on moderators had negative
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correlations with both intent and stress items. Some of the
original data were recoded so that both stressors and
moderators were anchored in similarly interpretable
directions (see items with (R) at the end, Appendix B).

This resulted in positive correlations for stressors and
negative correlations for moderators with respect to intent.
Sixty three items (6 on intention, 35 on streéessors, 22 on
moderators) were further selected after excluding 27 (15 on
stressors, 12 on moderators) of the ninety items because of
their low correlations with other items in each category.
The gixty three selected items are shown bold faced in

Appendix B.

Factor Structure of the Study Variables

Three independent principal factor analyses with
varimax rotation (Gorsuch, 1983) were performed to determine
the factor loadings of the scales used to measure the three
categories of the study variables. Oblique rotations were
examined for both stressor and moderator variable sets but
had only minor impact on the solutions obtained. Since
there was a single factor solution for the intent wvariables,
oblique rotation was unnecessary.

Accordingly, the first factor analysis of the six items

used to measure faculty intention to leave academia resulted

in one scale. These items involved faculty's motive to
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consider permanent departure from academia, to seek research
or administrative positions outside academia, or to leave
the academic profession pursuing other career lines. Shown

in Table 4 is the factor pattern matrix (variable-factor

Table 4

Rotated Factor Pattern of Intention

Item Intention
Consideration of permanent departure from academia .79
Seeking research position outside academia .51
Seeking administrative position outside academia .57
Consideration of another line of career .81
Leaving academic profession .81
Wish of entering another profession .70
correlations) for the set of intent variables. Items with

factor loadings of at least .34 are shown by asterisks in
Appendix B.

The second analysis of thirty five items on stress
resulted in five factors, which were consistent with the
five dimensions of faculty stress in the academic work
environment suggested by theory (Gmelch et al., 1986).

Twelve of the thirty five items fell short of the minimum
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factor locading criterion (.34) and were eliminated, leaving
twenty three items that yielded the five rotated factors of
stress. The five subscales of stress were labelled
departmental influence (DI), reward and recognition needs
(RR), time constraints (TC), professional identity needs
(PI), and student interaction (SI).

Among the five subscales of stress, departmental
influence consisted of issues and concerns related to the
influence of junior faculty in their departments, faculty
involvement in departmental, campus-wide, and institution-
wide committees and meetings, and faculty influence on
departmental and institutional policy decisions. The time
constraintgs dimension of stress included lack of time, job
strain due to time pressure, and other aspects of life
subordinated to one's job. The reward recognition needs
related to faculty salaries versus inflation, institutional
salary levels, and teaching loads in comparison to other
institutions' salary levels, teaching loads, and pressure to
publish. The professional identity needs involved stressing
situations such as faculty's perceived difficulty to achieve
tenure, pressure to publish and heavy teaching load working
against quality research and teaching, and faculty
performance evaluation besides publication. The student
interaction component of stress involved students' academic
dishonesty, misconduct, underpreparedness, and grade

inflation. Shown in Table 5 is the rotated factor pattern



Table 5

Rotated Factor Pattern of Stressors
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Item DI RR TC ST PI
Influence of junior faculty .39
Departmental administration .51

Influence on departmental
policies .55
Influence on institutional
policies .66
Participation in Faculty
Senate meetings .59
Participation in campus-wide
faculty committees .64
Participation in administrative
advisory committees .56

Participation in academic

budget committees .48
Your own salary . .77
Your own teaching load . .37

Institutional salary levels . .79
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Item

TC

SI

PI

Faculty salaries versus
inflation

Personal strain on job

Sacrifice all my time to my job

Lack of time

Undergraduates expect too much
attention

Grade inflation

Underprepared students

Ill-prepared students

Evaluation besides publications

Pressure to publish reducing
teaching quality

Teaching effectiveness for
promotion

Just "counted" publications

.57

.44

.49

.52

.38

.39

.47

.51

.59

.54

.43

.37

Note. Dots indicate values of factor loading less than
SI=Student

DI=Departmental Influence; TC=Time Constraints;
RR= Reward and

Interaction; PI=Professional Identity needs;

Recognition needs.

(variable-factor correlations)

variables.

for the set of stress

.34.
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In the third analysis, twenty two motivation related
items produced three factors with moderate loadings. One of
the three scales was an environmental factor, which was
categorized as organizational support (0S) since only items
related to academic freedom, leadership support and
effectiveness, intellectual environment, and moral and
material bases of the institution loaded onto this factor.
The other two factors were personal characteristics that
directly related to disciplinary commitment (DC) and
personal interest and competence in academic cafeer (IC) .
Itemgs concerning faculty professional interest (teaching or
research), scholarly accomplishments such as publications
and professional writings loaded onto the interest and
competence factor. Disciplinary concerns such as career
advancement, new
developments in the discipline, and affiliation to
professional societies loaded onto the disciplinary
commitment factor. Five of the twenty two items were culled
out because their factor loadings were less than the
standard (.34). Shown in Table 6 are the factor locadings

(variable-factor correlations) from the third analysis.

Internal Consistency

Measures of internal consistency were computed for each

subscale using Cronbach's (1970) alpha-coefficients. Some
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Table 6

Rotated Factor Pattern of Moderators

Item Interest/ Organizational Disciplinary
Competence Support Commitment

Interests .66

Scholarly activity .46

Journal publications .69

Publications in

edited collections .59
Books or monographs .39
Professional writings .70

Administrative support

to academic freedom . .65
Effective leadership . .64
Financial problems . .46
Lack of Funds . .43
University important to me. .52
Department important to me. .35

Intellectual environment

at my institution . .53
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Table 6--continued

Item Interest/ Organizational Disciplinary
Competence Support Commitment

Developments in discipline. . .60

New changes in my field . . .62

Discipline important to me. . .45

Department important to me. . .38

Affiliation to

disciplinary societies . . .38

Note. Dots indicate values of factor loading less than .34.

of the original Likert-type scales were recoded so that they
were anchored in interpretably similar directions. The
coefficients fell between .45 and .79, indicating a moderate
consistency among the items in each subscale. The number of
items in each subscale and the corresponding alpha

coefficients for the subscales are presented in Table 7.

Multicollinearity Diagnostics

Multicollinearity among the independent variables was
assessed using correlations. The zero-order correlations

among the factor scores (one intent, five stressors, three
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Table 7

Reliability Coefficients of the Study Variables

Variable No. of Items Alpha
Coefficient
Intention (INT) 6 .79
Stressors
Departmental Influence (DI) 8 .77
Reward/Recognition (RR) 4 .72
Time Constraints (TC) 3 .68
Student Interaction (SI) 4 .45
Professional Identity (PI) 4 .56
Moderators
Organizational Support (0S) 6 .75
Interest/Competence (IC) 6 .73
Digciplinary Commitment (DC) 5 .60

moderators) obtained from each of the factor analyses were
computed. The results revealed no significant ranged from
.01 te .11 for stressors and from .05 to .08 for
multicollinearity among the predictors. The correlations
moderators (see Table 8). These outcomes were consistent
representing the independent dimensions of the variables.

Visual inspections of the plots of the predicted values
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Table 8

Correlations Among the Study Variables

Criterion Stressors Moderators
INT TC RR DI SI PI IC (OS] DC

INT - .22 .23 .17 .37 .16 -.35 -.10 -.18
TC : - .09 .07 .11 .04 -.39 .11 -.15
RR - .01 .07 .01 -.39 -.18 -.03
DI - 03 09 -.39 -.24 -.15
SI - .11 -.22 -.10 -.07
PI - -.18 -.10 -.18
IC - .05 .08
0S - .05
DC -

Note. DI=Departmental Influence; TC=Time Constraints;
SI=Student Interaction; PI=Professional Identity needs;
RR=Reward and Recognition needs; 0OS=Organizational Support;
IC=Interest and Competence; DC= Disciplinary Commitment.
with rotations that resulted in orthogonal factors against
actual values of intent revealed no significant departure
from the regression assumption of linearity for each
regression. Similar inspections of the predicted values of

intent against residuals showed that the assumption of

conditional variance equality across values of predictors



78

was tenable.
Primary Analyses

Tables 9 through 14 summarize the results of the three
main analyses of the study. The first two analyses were
multiple regression procedures performed to address the
first two research questions. The third analysis used
ANCOVA (analysis of covariance) to determine if there were
significant difference between teaching-oriented and
research-oriented subgroups in their response to stressing
situations, controlling for initial differences among the

subgroups on personal and envirconmental characteristics.

Analysis T: Direct Effects of Stressors on Intention

Shown in Table 9 are results of regressing intention on
the five distinct factors of stress based on the
standardized factor scores from the preliminary factor
analysis of stressors. The squared multiple correlation
(.2338) indicates the proportion of variance in the ratings
of faculty intention to leave academia that was accounted
for by the linear combination of the five dimensions of job-
related stress. An hypothesis test was performed to see if
the population squared multiple correlation differed from

zero. The results (F(5, 3518) = 214.73, p < .0001), support
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the utility of the model (see Table 9).

The adjusted R?* was .2327. The multiple correlation
obtained from the regression model can be described as the
correlation between the predicted values based on the
regression equation and observed criterion scores (Cohen &
Cohen, 1983; Pedhazur, 1982). If one applies the prediction
equation to the stress scores of another sample of the same
size and correlate these predicted scores with observed
criterion scores, the resulting multiple correlation would
shrink by only .0011 (the difference between original R? and
adjusted R?). This suggests that the prediction model is
highly stable and the result is replicable.

Omega—séuare, ancther measure of practical
significance, was computed as .2327. This index, often
referred to as "explained variance", reflects the proportion
of the total variability in faculty intent accounted for by
the model. According to Cohen (1977), this wvalue (23%) can
be described as a "large" effect in the behavioral and
social sciences where the contribution of the residuals in a
model is relatively large.

Both standardized and unstandardized regression
coefficients are presented in Table 9. A given standardized
regression coefficient reflects the number of standard score
units that faculty intention to leave academia is predicted
to change given a one-unit standard score change in the

predictor variable in question (Jaccard, Turrisi, & Wan,
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Table 9

Results of Simultaneous Multiple Regression of Intention on

Five Stressors

Analysis of Variance

Source df Sum of Square Mean Sqguare F Prob >F
Regression 5 807.52866 161.50573 214 .725 .0001
Residual 3518 2646.06619 0.75215

Total 3523 3453.59485

Root MSE = .86727 Multiple R = .4835 R* = .2338
Dep. Mean = .01541 Omega-Sg. = .2327 ' Adj. R* = .2327

Parameter Estimates

Unstandardized Standard Standardized

Variable Estimate Error Estimate T Prob >T
Intercept .0127 .0144 .0000 .88 .3805
TC .3417 .0183 .2745 18.69 .0001
RR .2269 .0166 .2005 13.70 .0001
DI .1430 .0163 .1291 8.84 .0001
ST .2083 .0186 .1646 11.22 .0001
PI .2113 .0183 .1695 11.57 .0001

Note. TC=Time Constraints; RR=Reward and Recognition needs;
DI=Departmental Influence; PI=Professional Identity needs;
SI=Student Interaction
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1990). For example, for each standardized score unit that
stress due to time constraints changes, the faculty
intention to leave academia 1s predicted to change by .27
standardized score units, holding the other four predictors
constant.

Additionally, this coefficient shows a relatively
higher contribution to the prediction model than the §ther
four predictors. While reward/recognition and professional
identity needs are the next highest contributors to the
model, student interaction and departmental influence
contribute the least. Nevertheless, the t-statistic used to
test the null hypothesis that each regression coefficient is
zero was found to be statistically significant (p < .0001)
for all factors.

Additional insights into the relationship of each
stressor to faculty intent tb leave academia were gained by
examining the zero-order and semipartial correlations (Table
10). The zero-order correlations between each stressor and
the criterion indicate the degree of association between
each stressor and the criterion. The semipartial
correlations between each stressor and the criterion show
the degree of association between each stressor and the
criterion with all other stressors partialled out of the
given stressor (Pedhazur, 1982).

For example, the correlation between stress due to

student interaction and the criterion (.37), when squared,
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Table 10

Correlations and Incremental Variances (N=3642)

Zero-Order Semipartial Change

Variable Correlation Correlation R? in R? F

TC .22 .30 .10 419 .4%*%
RR .23 .24 .15 .05 214 . 1**
PI .16 .17 .19 .04 179.7*%*
ST .37 .17 .21 .02 92.1%%*
DI .17 .16 .23 .02 94 . 4%%*
Note. ** p < .001. The E-statistics are for significance

of changes in R?*; TC=Time Constraints; RR=Reward and
Recognition needs; DI=Departmental Influence;
PI=Professional Identity needs; SI=Student Interaction
reflects the proportion of explained variance in faculty
intention to leave academia that is accounted for by
faculty-student interaction related stress when all other
dimensions of stress are free to vary. The semipartial
correlation between student interaction and the criterion
(.17), when squared, indicates the portion of explained
variance in faculty intent that is uniguely associated with
stress due to student interaction beyond all other stress
factors.

The incremental explained variances (change in R?))

obtained from hierarchical multiple regressions indicate
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that inclusion stepwise of RR, PI, SI, and DI to the

o\®

7

original model with TC resulted in increments of 5%, 4%, 2
and 2% respectively in the total explained variance in
intent. Each of the increments was statistically

significant (p < .001) as shown in Table 10.

Analyses II: Direct and Interactive Effects of Moderators

The results of the fifteen separate multiple
regressions performed to obtain the direct and interactive
effects of the three moderators in the stress-intent
relationship are presented in Table 11. In each series of
hierarchical multiple regressions, intent measure first
reports the direct effect of a stressor; then with each
moderator independently; and finally with the stressor-
moderator interaction term entered. Squared multiple
correlations (denoted by R? column), incremental variance
(change in R?) and E-statistics for each incremental
variance were computed.

To illustrate, in the top row of Table 11, the direct
effect of stress due to time constraints on intent is
reported. The direct and additive effect of organizational
support on intent is next reported in the second row by
computing the change in R? (.07). The third row reports the
change in R? (.004) when the interaction term is entered.

The direct effects of the stressor (TC) and the moderator



Table 11.

Separate Analyses of Direct and Interactive Effects of

Moderators

Dependent Variable: Intent

Variable R? Change F
in R?

TC .1018 398, 7%
0S .1714 .0696 295.4%%
TCxOS .1754 .0040 17.0%*
Ic .1197 L0179 71.5%%*
TCxIC .1198 .0001 0.4
DC .1312 .0294 119.0%*
TCxDC .1332 .0020 8.1%

RR .0579 216 .4%*%*
0S .1309 .0730 295 .4%%
RRXOS .1320 .0011 4.5
IC .0585 .0006 2.2
RRxIC .0585 .0000 0.5
DC .0874 .0295 113, 7%%*
RRxDC .0874 .0000 0.2

DI .0255 92.0%*
0s L1179 .0924 368.4%%

DIx0S .1203 .0024 9.6%*
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Table 11--continued

Variable R? Change F
in R?

DI .0255 92.0%*%*
IcC .0379 .0124 45 3**
DIXIC .0383 .0004 1.5
DC .0499 .0244 90.3*%*
DIxXDC .0526 .0027 10.0%*

ST .0448 165.0*%*
0s .1307 .0859 347 . 5%%*
SIx0S .1331 .0024 9.7%
IcC .0448 .0000 0.2
SIxIC .0476 .0028 10.3*
DC .0649 .0201 75.6%%
SIxDC .0652 .0003 1.1

PI . 0485 179.1**
0S .1511 .1026 425, 1*%*
PIx0OS .1545 .0034 14 .1%*
IC .0486 .0001 . 0.4
PIXIC .0493 .0007 2.6
DC .0694 .0209 79.0%%*
PIxDC .0696 .0002 0.8

Note. **p < .001l, *p < .01. Denominator degrees of freedom
are 3517 and 3516 for direct and interactive effects
respectively; TC=Time Constraints; SI=Student Interaction;
RR=Reward and Recognition needs; DI=Departmental Influence;
PI=Professional Identity needs; 0OS=Organizational Support;
IC=Interest and Competence; DC=Disciplinary Commitment.
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Table 12

Summary_of Direct and Interactive_Effects of the Moderators

TC RR DI ST PI All Stressors
IC .018*%* .001 L012%% .000 .000 .002%*
.000 .000 .000 .003* .001 .002%*
0Ss L070%%* .073*%% .092%%* .084*%* 103 *%* .009**
.004** .001 .002%* .002%* .003* .009**
DC .029%*~* .030%* .024*%%* .020%*%* L021** L.010**
.002%* .000 .003%* .000 .000 .003%*
All Moderators .022%*
All Product Terms .011**

Note. ** p < .001, * p < .01. N=3520; DI=Departmental
Influence; TC=Time Constraints; SI=Student Interaction;
PI=Professional Identity needs; RR=Reward and Recognition
needs; OS=0Organizational Support; IC=Interest and
Competence; DC=Disciplinary Commitment. In each cell, the
first number represents the direct effect (change in R?) of
a given moderator and the second indicates the interactive
or moderating effect of the moderator on the relationship
between the corresponding stressor and intent to leave
academia.
(0S8} were statistically significant (p < .001). The
moderating effect of organizational support on TC-Intent
relationship was also significant at the alpha equal .001
level of significance.

Organizational support (0S) and disciplinary commitment
(DC) demonstrated clear and significant direct effects on
faculty intent to leave academia. In particular,
organizational support significantly interacted with time

constraints stress (p < .001) and with professional identity

needs, student interaction, and departmental influence (p <
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.01), whereas disciplinary commitment significantly
interacted (p < .01) only with time constraints and
departmental influence.

Personal interest and competence in the academic career
showed different degrees of direct influence on faculty
intent to change career in the presence of different
stressors. It demonstrated significant direct effect on
intent to leave academia (p < .001) for faculty stressed due
to time constraints and departmental influence. It showed
significant interactive effect (p < .01) only in the
presence of student interaction (see Tables 11 and 12).

When each moderator variable was included in separate
regressions involving all stressors, the organizational
support and disciplinary commitment demonstrated significant
direct effects (p < .001). The organizational support had
significant interactive effect (p < .001l) on stress-intent
relationship, while disciplinary commitment interacted only
at alpha equals .01 level of significance. The personal
interest/competence moderator showed both direct and
interactive effects at alpha equals .01 level of
significance. The last column of Table 12 exhibits this
distinction among the moderators.

When all three moderators were included in the
prediction equation involving all the five dimensions of
stress, both direct and intervening effects of the

moderators were significant (p < .001). The last two rows
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of Table 12 show these results on the two effects.

Overall, both stressors and moderators demonstrated
gsignificant direct effects in faculty intention to leave
academia. Nevertheless, the direct effects of personal
interest and competence in academic career were
nonsignificant in the presence of reward and recognition
needs, professional identity needs, and student interaction.
The environmental moderator, organizational support,
essentially reduced the direct effects of all stressors
except reward and recognition needs showing slightly lower
effect in lessening the direct effects of departmental
influence, professional identity needs, and student

interaction on intent.

Analysis II1T1: Tests of Group Differences

Based on the results of Analysis II, the significant
moderators, organizational support, disciplinary commitment,
and interest and competence in academic career, were
selected as the candidate covariates in the analyses of
covariance procedures to address the third question, that
is, to determine whether teaching-oriented and research-
oriented faculty subgroups differed in their response to
individual stress factors. Time constraints, student
interaction, professional identity needs, and departmental

influence were the only categories of faculty stress
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moderated by some persconal and environmental factors.
Reward and recognition needs had only direct effect on
intent. However, all stressors were used as the dependent
variables of separate analyses of covariance to follow up
their moderated effects for the two groups. The group
membership based on the faculty's professional interest was
used as the categorical independent variable of the
procedure.

A multivariate analysis of covariance was performed
considering all stressors as dependent variables and all
moderators and the grouping variable faculty orientation
(ORIENT) as independent variables including all order
interactions of the independent variables. Faculty
orientation significantly interacted with interest and
competence in academic career (p < .0001) and with
organizational support (p < .001) as shown in Table 13.
Disciplinary commitment did not significantly interact with
orientation, though it moderated time constraints and
departmental influence effect on intent as seen in Analysis
ITI. Thus, the three moderators and the significant
interactions of only the two moderators (0S8 and IC) with
orientation were included as covariates in the subsequent
analyses of covariance. The inclusion of the significant
interactions into the models justifies the use of ANCOVA in
this situation despite the fact that 0S and IC had different

slopes for the two groups.
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Each individual analysis of covariance used each
stressor as dependent variable and each of the two
moderators, organizational support and interest and

competence in academic career, as covariates including their

Table 13

Results of Multivariate Analysis of Variance

Dependent Variable: Overall Stress

Source Wilks' Lambda F-value
IC .887 89 .9%*%*
0Ss .718 275.6% %%
DC .974 18.7**%*
ORIENT .930 53.4%%%
IC*ORIENT .961 28.5% %%
OS*ORIENT .995 3.9%x%
DC*ORIENT .999 0.6

Note., *** p < .0001 * p < .01. Numerator df = 5;
Denominator df= 3532.

significant interaction with faculty orientation. The
results of these analyses are reported in Table 14. Both
moderators and faculty orientation showed statistically
significant effects on each stressor except that faculty

orientation did not have significant effect on student
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interaction and reward and recognition needs in the presence

of interest and competence in academic career and

disciplinary commitment respectively.

However,

the

significant interactions of the IC moderator with faculty

Table 14

Analysgis of Covariance: F-Values of Test of Significance of
the Sources of Variance (N=3552)

Source Dependent Variable

DI RR TC ST PT
IcC 347 . 2%%% 86 T¥kk 192 O**k 66 9%kk 402 .8***
ORIENT 108 .9*%*x 2] 8***x J1(Q3.6%%* 1.7 84 .4%*%
IC*ORIENT 34, T*** 0.5 38.5%%% 3G 4%*%* 22 . 0***
0S 871 .1*%* g5, 8*%*x 37 Bk*kk 3T xkk* 52 .5%%%
ORIENT 245 .8%*%% 71 Q*** 186.6%* 213 .1%** 492 G***
OS*ORIENT 2.8 0.2 0.6 18.9%*%%* 0.1
DC 81 .3%** 2.0 1.2 119.7*** 96 .8**x*
ORIENT 473 . 1%*% 5.5 290.0%** £6.9%*% 349 4**%
Note., *** p < .0001 ** p < .00l * p < .01
orientation might have overshadowed these effects in the
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cases of stress due to time constraints, student
interaction, and professional identity needs. Consequently,
it was necessary in these cases to plot the predicted stress
scores against moderator variable for the two groups and
‘interpret them separately. These plots are shown in Figure
Al1-A5 in Appendix A. Plots of non-interaction cases are
also presented (see Figure A6-Al5) in Appendix A in order to
inspect the relative degrees of stress experienced by the
two groups.

All the interactions of orientation with IC were
significant and disordinal (see Figure Al, A2, A4, & AS5)
except for reward and recognition needs, for which the
interaction was nonsignificant (Figure A6). On the other
hand, all the interactions of orientation with 0OS were

nonsignificant except for student interaction (Figure A7-

Al10). Even for student interaction, the OS-ORIENT
interaction was ordinal but significant (Figure A3), whereas
the IC-ORIENT interaction was disordinal (Figure 2A4). As

shown in Figure All-Al5, all DC-ORIENT interactions were
nonsignificant.

Teaching-oriented faculty with low IC in academic career
felt higher stress due to time constraints and departmental
influence than their research-oriented counterparts, who
felt more stress in student interaction. On the other hand,
teaching-oriented faculty with high IC in academic career

felt higher stress in student interaction than their
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research counterparts, who experienced more stress due to
time constraints, departmental influence, and professional
identity needs (see Figure Al, A2, A4, & A5). At low IC
level, the two groups did not differ much as far as
professional identity needs were concerned. Similarly, at
high OS condition, the two groups did not differ in their
response to student interaction stress (see Figure A3 & AS5).

Figures A6-15 support the results of Analysis II that
organizational support and disciplinary commitment reduced
the effects of almost all stressors. Since these moderators
did not interact with faculfy orientation (except OS in the
presence of SI), the group differences across stressors can
be inspected from the plots. Accordingly, as far as
institutional support and disciplinary commitment are
concerned, teaching-oriented faculty had higher stress in
relation to time constraints and departmental influence than
research-oriented faculty, who felt higher stress in
relation to reward/recognition and professional identity
needs. Under low support system, student interaction stress
was felt more by research-oriented faculty than by teaching-
oriented faculty.

Overall, the figures suggest that teaching-oriented
faculty consistently felt more of time constraints,
disciplinary commitment, and student interaction stress,
whereas research-oriented faculty felt more of stress due to

professional identity needs. In both categories of
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stressors, organizational support and disciplinary
commitment were more effective moderators than interest and
competence in academic career for both groups.
Organizational support and disciplinary commitment reduced
each stress factor for both groups. However, their
moderating effects on stress-intent relationship were more
pronounced for the three predominant stressors, time
constraints, departmental influence, and professional
identity needs, as detected in Analysis II. Both groups
felt stress due to reward and recognition needs to almost
the same extent (Figure A6 & A8), which is effectively
reduced only by organizational support. Student interaction

stress was also a shared experience among the two groups.



95

CHAPTER V

CONCLUSIONS

The interpretations of the findings in this study are
limited by several factors. First, the survey instrument
gathered only self-reported information. No corroboration
of information could be done practically under the
confidentiality condition in effect. Self-reported stress
regponses can fluctuate greatly. Direct measures of stress
from such responses may lead to measures with low stability
and limited accuracy (Blackburn & Bentley, 1993).

Second, aggregated data were collected from a variety
of specialized disciplines and institutional types.
Although the large sample size in the study has provided
high statistical power for the hypothesis tests and the
implication of high generalizability for the results,
aggregation of data from specialized academic disciplines
and institutions of diverse orientations (teaching,
research, or both) may have suppressed other stressing
factors specific to some disciplines or institutions.

Third, the original survey instrument was designed to
tap general faculty opinion on a broader variety of academic
issues than faculty job-stress and faculty intent to change
career. Faculty job-related stress and career change

guestions were just a few of the concerns covered in the



96

survey. If an instrument had been developed for the
specific purposes of this study, it may have provided more
reliable subscales of the study variables than those
produced in this study.

Fourth, the 1989 list of faculty members from which the
stratified sample was selected was made available by
voluntarily participating schools. This voluntary
participation of schools might have caused differential
selection of subjects in the study, which is potentially a
threat to internal validity of the study.

Given these limitations, the following conclusions may
be set forth.

1. Overall, job-related stress had a significant impact
on faculty intent to leave academia. However, selected
personal and environmental factors successfully played a
moderating or compensatory role in the relationship between
stress and intent. The moderators of stress-intent
relationship (except interest and competence in academic
career) as well showed direct effects on intent across
almost all dimensions of stress. The empirical evidence
thus supported the theoretical model (Figure 2), which
guided the study.

The top four stressors or the most significant
contributors to the explained variability in intent
identified in this study were time constraints, reward and

recognition, professional identity needs, and student
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interaction. These stressors correspond to the top three
potential stressors in Clark's (1973) study and that of
Gmelch et al. (1983), which were related to high self-
expectations, excessive time constraints, and inadequate
resources. Time constraints, reward and recognition, and
professibnal identity needs accounted for the largest
portion of the variability in faculty intent to leéve
academia. This result was consistent with the Moracco et
al. (1983) findings that financial support, and lack of
administrative support and recognition of task overload were
the most significant stress factors on which teachers who
would choose a teaching career again and those who would not
differed.

The observed significance of the time constraints
dimension of stress involved time-bounded and repetitive
tasks such as preparing lessons, working with students
tutoring and advising sometimes ill-prepared and
underprepared undergraduates who seek too much attention.
Lack of time leads to the sacrifice of other aspects of
one's life to the job. Hence, it is not surprising to find
this dimension of faculty stress has the most impact on
their intent to change career.

The second largest contributor to the explained
variance of faculty intent to change career was reward and
recognition that faculty need in return to their hard works

and professional accomplishments. Reward and recognition
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stress factor highlighted inadequate rewards and
insufficient professional recognition for work qualities and
task overloads. Professional recognition needs have strong
inverse relationship with job satisfaction and career
commitment (Borg, Riding, & Falzon, 1991). Reward structure
also can actuate stress and lower productivity among faculty
(Wilke,1983), which may lead to faculty intent to leave the
career. Though this factor accounted for slightly over 50
percent of the common variance in Gmelch et al. (1986)
study, it accounted for only over 20 percent of the
explained variance in this study. This may be due to the
limited number of items from the survey instrument that
loaded onto the factor as compared to items in the Gmelch et
al. (1986) study , which appeared in all areas of
traditional faculty responsibility: teaching, research, and
service.

The third significant stress factor leading to faculty
intention to change career was professional identity need.
It pertained to pressure to publish under highly demanding
and difficult conditions. Other evaluations besides
publications such as presentations at professional
conferences, and securing grants/contracts also fell under
this category of stress, imposing high self-expectations.
Tenure and promotion criteria practiced in universities and
colleges might be related to this dimension of stress.

However, this factor was not as useful in predicting faculty
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intent to leave academia as time constraints and
reward/recognition needs, possibly because the data
consisted of miscellaneous types of disciplines and
institutions. Its influence may have been greater if the
data had involved only research and doctorate-granting
universities, which experience higher degree of self-imposed
expectations to publish. At any rate, this dimension of
stress represented one area of concern, professional
reputation, which had been reported considerably important
to faculty members (Nance, 1981). In fact, the need for
reward, recognition, and professional reputation stand out
as profession-specific dimensions of stress that do not
commonly appear in other occupational stress inventories
(Gmelch et al. 1986).

Student interaction and departmental influence were the

next level (almost equal) contributors to the explained
variance of faculty intent to leave the career. Working
with students and evaluating them and being evaluated by
them exerts a lot of étress on faculty. Kyriacou's (1987,
1989) studies also identified and discussed these factors as
major stress-producing aspects of teaching profession.
Being evaluated by students induces stress because of its
implications in faculty's overall performance evaluation
(McCabe, 1982).

Departmental influence, which reflected faculty's

involvement in both departmental and campus-wide decision-
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making processes, explained approximately the same amount of
variance in intent as did student interaction factor. The
significance of this factor not only supports the results of
Gmelch et al. (1986), but also lends credence to the earlier
studies (Biglan, 1973a; Nance, 1981) that argued that
departmental influences were among the most important
categories of faculty life.

2. Not only were some moderators more effective than
others in mitigating the effects of stress on intent to
leave academia, but also they differentially influenced
stress for teaching- and research-oriented faculty. Though
each of the two potential moderators (organizational support
and disciplinary commitment) had consistent direct effects
on intent to leave academic career, their moderating effects
on the relationship of individual stressor and intent
varied. Interest and competence in academic career was
inconsistent in demonstrating both direct and moderating
effect on intent and stress relationship. The effects of
individual stressors in combination with different
moderators revealed some useful results that can benefit
faculty and higher education administrators.

In particular, organizational support had considerable
moderating effects on the aggravating influence of time
constraints, professional identity, student interaction, and
departmental influence related stress on faculty intent to

leave academic career. This moderator involved
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environmental factors such as academic freedom, effective
leadership, intellectual environment, healthy employer-
employee relationship, and resources. It represented a
supportive climate that has reduced the strains that faculty
expressed as consequences of work overloads, inadequate
resources,-or insufficient support. Since time constraints,
reward and recognition, and professional identity needs
include the major time consuming and energy demanding areas
of faculty stress, it appears reasonable that instituticnal
support alleviates this category of stress.

Organizational support also reduced stress due to
departmental influence and student interaction, but did so
to a smaller degree. Pressure to publish and conflicting
and time consuming teaching loads that work against it might
be more easily managed by the faculty if there is supportive
departmental programming and effective coordination of
faculty tasks.

The result on environmental variables was different
from Blackburn and Bentley (1993) findings. In their study,
environmental variables were not as effective as personal
attributes in moderating stress effect on research
productivity. Inasmuch as faculty intent to leave academia
is related to the academic environment (abundance or lack of
support), the environmental factors are effective in
reducing stress that leads to leaving the profession. Platt

and Olson (1990) surveyed teachers' reaction as to why they
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left special education classrooms and through a contingency
analysis, they determined that lack of support and
recognition were among the most important factors leading to
career change.

Interest and competence in academic career moderated
stress related to student interaction. This supports the
Blackburn and Bentley (1993) result that personal attributes
such as interest and competence in research reduced faculty
stress effect on research productivity. Barnes, Creswell,
and Patterson (1986) also claimed that interest and
competence in research and teaching were significant
correlates of scholarly recognition. These attributes would
reduce faculty stress effect on effective teaching as well.
Since student interaction stress involves the challenges of
classroom tasks that demand extra personal devotion, work
habits, preparation, reflection, and efficacy beyond
institutional support, the compensatory effect of interest
and competence on this stress is reasonable. This result
also agrees with the findings of Seiler and Pearson (1985).
They examined job satisfaction and selected personality
characteristics in relation to job-related stress among
faculty for correlations and concluded that personality
factors (goal-oriented, high-achiever, self-confident)
represented specific coping methods or work satisfiers which
accelerate or reduce the stress level. Faculty with

interest, goals, competence, and confidence develop
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camaraderie and recreational time-off as coping strategies
for stressful situatiomns.

The disciplinary commitment aspect of personal
attributes showed significant moderating effect on the
relationship between time constraints and intent and between
departmental influence ahd intent to leave the career. The
reason for its significance in moderating these stressors is
possibly because faculty who think their department was
important to them tend to tclerate the negative influences
of time pressure and departmental leadership.

3. Teaching-oriented faculty were more stressed in the
areas of departmental influence and time constraints than
research-oriented faculty. Research-oriented faculty, on
the other hand, were more stressed in relation to
professiqnal identity. Both groups experienced stress that
originates from student interaction and reward and
recognition needs. This was reasonable in the light of
Clark's (1986) explanation of teaching and research as an
unresolved combination. Faced with dilemmas in balancing
institutional activities such as undergraduate teaching and
disciplinary activities such as research, faculty receive
mixed signal about how to allocate their time and energy
among teaching, research, and service to achieve tenure and
promotion. Obviously, teaching-oriented faculty expend most
of their time, energy, and abilities in more splintered

roles and routine activities than do research-oriented
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faculty. There exists an imbalance between what the faculty
do and what they prefer to do and between what they do and
what the rewarding institution wants them to do. This would
suggest higher stress for teaching-oriented faculty than
research-oriented faculty.

It was noted that the disordinal interaction of faculty
orientation with professional interest and competence in
academic career had masked the detection of differences
between teaching- and research-oriented faculty in their
response to stress related to time constraints, departmental
influence, and professional identity. Yet, through
inspection of interaction plots of predicted stress scores
of the two groups in these areas, the data indicatéd that
among less academically competent faculty, teaching-oriented
faculty were more stressed due to time constraints and
departmental influence than research-oriented faculty. Less
competent research-oriented faculty felt more stress in
relation to student interaction.

In contrast, research-oriented faculty were more
stressed in relation to professional identity and tenure and
promotion criteria than were teaching-oriented faculty. One
explanation for the higher stress level of the research-
oriented group in relation to professional identity needs
leading to tenure and promotion would be the high stakes
that exist for the players in the big-money game--regearch. '

Research faculty compete with one another for external
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funding, for reputational standing in the national rankings
of departments, and attracting competent researchers and
graduate students. They deal with external business
enterprises as consultants and research trainers. This
certainly induces a higher degree of self-imposed stress in
research-oriented faculty than in teaching-oriented faculty
whose labor might be less marketable.

Both groups experienced stress emanating from reward
recognition needs. The reward systems (tenure and promotion
criteria) mostly favor research faculty. Over (1990)
documented that the variables that most distinguish the
academics who had been promoted from those who had not
included rate of publication in refereed journals, level of
citation, research grants applied to and obtained, and
number of Ph. D. students under one's supervision. All of
these products correlate more with research than with
teaching and likelihood of promotion was reported to
correlate negatively with self-reported commitment to
teaching. Apparently tenure and promotion criteria favor
regsearch-oriented faculty. Those who are committed to
teaching are likely to be stressed because they suffer the
loss of not being promoted and not getting recognition of
task overloads. Nevertheless, research-oriented faculty are
in fact stressed in relation to reward and recognition
aspiration because of the mismatch between their expectation

for reward and recognition and the actual reward and
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recognition they get under the market-driven ever-expanding
labor quality requirements. Reward and recognition needs
are thus common experiences to both groups.

4., Finally, there was evidence that organizational
support was a more effective moderator in mitigating stress
and reducing faculty intent to leave academia than personal
attributes. This result supports Parasuraman's (1982)
results that personal characteristics have little direct
influence on turnover and that felt stress and
organizational commitment were the strongest predictors of

voluntary job termination and career change.
Implications for Future Research

Although the general issue of job-related stress has
attracted scientists and educators within the last fifteen
years (Kyriacou, 1987, 1989), faculty stress has received
limited attention. The literature, on the other hand,
indicates that faculty stress is on the rise (e.g., Schuster
& Bowen, 1985; Seldin, 1991). COCbviously, more needs to be
understood about the nature and dynamics of faculty stress
and about what can be done to reduce it.

As the limitations of the study stated, some unique and
useful characteristics of specialized disciplines and
institutions might have been suppressed by the aggregation

of data. This suggests further studies based on
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institutional types, disciplines, and some demographic
variables such as gender, rank (senior versus junior
faculty), race, and marital status of faculty members may
provide results that could be useful for localized
applications in coping with faculty stress and in planning

faculty professicnal development.

Implications for Higher Education

Job-stress will always exist, but there are
opportunities to lessen the potentially detrimental effects
of stress on faculty life. Job factors leading to stress
have been identified in the literature (Cooper & Payne,
1978; Matteson & Ivancevich, 1987; Sutton, 1984) and most of
these factors are either directly or indirectly related to
organizational leadership and management. Job factors such
as poor working conditions, work overloads, role conflicts
and role ambiguities, poor relations and party politics at
work, and lack of participation in decision-making processes
are sources of stress endemic to organizational culture.
Lack of career development plans, job security, and
promotion policies are also other potentially stressful
aspects of organization in which organizational leadership
plays a decisive role.

According to cognitive motivation theory (Bandura,

1977), how people understand their environment and assess
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personal_priorities lead them to engage more in some
activities and less in others. If higher education desires
to attract and employ competent scholars and to maintain the
vitality of the professorate, attention must be paid to
faculty motivation and job factors leading to faculty
stress. This study has identified multidimensional faculty
stress emanating from the multifaceted job structure of the
faculty. The endeavor attempted to examine the link between
faculty stress and intent to leave academia. The evidence
that faculty stress is useful in predicting their intent to
change career carries the implication that it is difficult
for higher education to attract excellent scholars to the
profession or to maintain the existing faculty at a high
performance level without combatting stress-related problems
in the academic work environment.

This study also suggested factors useful in moderating
job stress. In particular, the clear and significant
compensatory effect of organizational support indicates that
university and college administrators at different levels of
command (e.g., chairs, deans, presidents) can create
supportive environment to aid faculty in coping with job
stress. Stress education in the form of revitalization
programs would have direct benefit to the faculty.
Institutions could design techniques that enable faculty to
decrease stress to more reasonable and manageable levels

through a long-term stress management plan. Such a plan
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might include physical activities, leisure time, emotional
support, management of chemical stressors, coping strategies
for disappcointment, and time management. Such support
gystems require considerable attention on the part of
institutional leadership.

The empirical evidence showed that interest and
competence in academic career moderated stress related to
professional identity needs. This suggests that
professional development plans, as coping strategies, need
to consider not only improving institutional support system
but also raising faculty competence through matching faculty
into groups in team research (Barnes et al., 1986) and
linking teaching to other professional activities
(Johnson, 1993).

In the setting of higher education, departments are the
smallest organizational units in which basic faculty duties
are planned, programmed, and executed. Consequently,
departmental chairs have both opportunities and
respoﬁsibilities of detecting and coping with faculty
stress. Organizational symptoms of stress such as job
dissatisfaction, absenteeism, low productivity, and poor
work quality may indicate job stress. Lower emotional
health (e.g., psychological distress, depression, and
anxiety) and lower physical health (e.g., headaches, heart
disease, insomnia, and weak resistance) may be signs of

strains resgulting from job stress. In these instances,
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chairs have decisive roles in both personal employee
counseling and designing long-term coping mechanisms that
contribute toward wider institutional stress management
programs.

Departmental influence, reward and recognition, time
constraints, and student interaction were found to affect
teaching-oriented faculty more than they affect research-
oriented faculty. Tenure and promotion policies and
professional identity, on the other hand, induce more stress
in research-oriented faculty than in teaching-oriented
faculty. Though these findings are tentative, informed
academic leaders (e.g., chair-persons, deans, and central
administrators) can utilize these results by designing
coping strategies for these two groups using different means
and approaches to the problems. These academic leaders are
in a unique position to aid reduction of faculty stress and
to coordinate long-term professional programs that help
faculty idéntify both stressors and dysfunctional coping
techniques. With care and intelligence, they can address
traditional questions underlying faculty uncertainty
concerning tenure and promotion. More specific suggestions

are forwarded under recommendations below.

Recommendations

Research indicates that personality characteristics
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play a major role in an individual's reactions to stressful
situations (e.g., Fruedenberger & Richelson, 1980), whereas
other findings conclude that the causes of dysfunctional
stress lie more in job environments and situational
pressures rather than in the personality traits of
individuals {(Johnson, 1993; Pines & Maslach, 1980). Both
personal attributes of the faculty and their job
environments need to be enhanced in order to cope with
faculty stress. Based on the results of this study, the
following recommendations are suggested to (a) reduce
faculty stress at the individual level response and (b)
guide organizational action in reducing faculty stress. The
purpose of these recommendations is to help faculty overcome
the powerlessness, meaninglessness, or isolation that stress
produces and that can affect them. It is to reengage the
faculty in the educational process with new awareness,

vitality and good will.

Individual LgVel Response

The following individual level responses are suggested.

1. Planning and budgeting time help the faculty
distinguish the most important responsibilities. Tensions
between the private and the professional worlds and between
service to discipline and to institution essentially lead to

stress. In these circumstances, planned and organized
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responses by the individuals can avoid or reduce stress due
to time constraints, workloads, heavy schedules of meetings,
telephones, appointments, and so forth.

2. Every task planned for a given time period may not
be accomplished. This realization and fléxibility in one's
planning allows rethinking and subsequent rescheduling of a
more realistic plan reducing stressful thoughts of past
failure. Excessive self-expectation, on the other hand,
leads to greater and dysfunctional stress.

3. A timely exchange of ideas with concerned persons
can preclude some stress-producing misunderstandings in work
place. 1In contrast, harboring doubts and bitter feelings
can only lead to more stress. Thus, communicating one's
concerns with employers, supervisors, or clients can help
avoid unhealthy interactions, role conflicts, or
ambiguities.

4. Seeking help from others or from institutional
support systems is sage action for those who feel job-
stress. Dua (1994) reported job stressors and their effects
on physical health, emotional health, and job satisfaction
in a university. At a certain stage, stress is no less
painful than a headache or a heart disease for which we see
a doctor. It is virtually invisible and intractable except

through educated evyes.
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Organizational Action

Techniques that enable faculty to decrease their job
stress to more reasonable and productive levels through
long-term stress management can be planned. In general,
institutional action that focuses on faculty stress related
to reward system, recognition demands, time pressure,
departmental decisions, career development, evaluation
criteria, and student interaction can reduce unproductive
tension in the professorate. This may include institutional
strategies of moral and material supports within balanced
reward structure, physical activities, emotional supports,
medical and psychological treatments, means of coping with
fatigue, disappointments, and time management. Actions that
colleges and universities can take to help faculty members
reduce job-related stress include, but are not limited to,
the following.

1. Clearly stated standards and expectations should be
communicated to the faculty. These should include tenure
and promotion criteria, performance evaluations, and other
correlates of scholarly recognition.

2. Departments need to establish faculty career
development plans and insure individual faculty members know
what is expected for career advancement opportunities.

3. Departments need to exercise flexibility in

personnel matters such as workload, joint appointment,
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teamwork, job-sharing, part-time work, flexible deadlines,
tenure time limits, office hours, and so forth.

4. Support services such as resource supply and
personnel and technical assistance alleviate a great deal of
job stress that faculty can experience under constrained
situations.

5. Institutions should establish faculty stress
management programs as an integral part of their support
systems for personnel's physical and emotional health.

To summarize, recommendations for administrators in
their effort to alleviate faculty stress include: (1)
reducing faculty-student ratios to reasonable level, (2)
reducing paperwork requirements and complex work procedures,
(3) developing better faculty-student and faculty-
administrator relationships, (4) creating more interesting
and intellectual work environments, (5) placing faculty
needs on a par with institutional needs, (6) giving teaching
faculty more opportunities for other professionally linked
activities, (7) rewarding faculty for teaching, scholarly
accomplishments, and community services in a more egquitable
and balanced manner, (8) pairing and supporting stressed
faculty with non-stressed ones in meaningful collaborative
work, (9) encouraging good work habits, creativity, and
planning for career development, and (10) encouraging a
holistic balance of physical activities, leisure time, and

socialization. Above all, faculty should learn to motivate
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themselves to overcome isolating and inhospitable conditions
and become meaningfully engaged in their career with power

and vitality.
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APPENDIX A

FIGURES Al-Al5: PLOTS OF PREDICTED STRESS SCORES
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ITEMS FROM THE SURVEY INSTRUMENT

USED TO MEASURE THE STUDY VARIABLES
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Items from the Survey Instrument

Used to Measure the Study Variables

Five-point Likert scales were used to rate one's opinion;
other gquestions required circling all options that apply,
while on some respondents write in a number.

I. Faculty Intention to Leave Academia

*Q43 During the past two years have you ever considered a
permanent departure from academia? (R)

1. Yes, I have given it serious consideration.

2. Yes, I have considered it, but not seriocusly.

3. No.

How likely are the following changes in your career?

*Q44Q1 How likely is that you will seek a research position
outside academia during the next five years? (R)

Very Somewhat Somewhat Very
likely likely unlikely unlikely Don't know
1 2 3 4 5

*Q44Q2 How likely is that you will seek an administrative
position outside academia during the next five years?

Very Somewhat Somewhat Very
likely likely ~unlikely unlikely Don't know
1 2 3 4 5

*Q45Q13 I am considering entering another line of work
because prospects for academic advancement seems limited
now.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q45Q14 I may leave this profession within next five years.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5

*Q45Q15 I often wigh I had entered another profession.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5
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ITI. Stress Indicators

A. Stress Due to Reward/Recognition Needs:

Q10 Please contrast your teaching load this year with your
teaching load five years ago. (R)

1. Much lighter 4. Heavier
2. Lighter 5. Much heavier
3. About the same 6. I was not teaching

*Q40Q1 How would you rate your own salary? (R)
Excellent Good Fair Poor Not applicable
1 2 3 4 5

*040Q2 How would you rxate your own teaching lcad? (R)
Excellent Good Fair Poor Not applicable
1 2 3 4 5

Q40Q3 How would you rate the academic reputation of your
department outside your institution?
Excellent Good Fair Poor Not applicable
1 2 3 4 5

04004 How would you rate the academic reputation of your
institution within your discipline?
Excellent Good Falr Poor Not applicable
1 2 3 4 5

*0Q40Q6 How would you rate faculty salary levels at your
institution? (R)
Excellent Good Failr Poor Not applicable
1 2 3 4 5

*Q45Q11 On the whole, faculty salaries here have kept up
with the rate of inflation. (R)
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

B. Stress Due to Time Constraints:

Q9 During this Spring term, approximately how many hours per
week are you spending on each of the following activities?

0901 Formal classroom instruction in

undergraduate courses
(give actual, not credit hours)

Q902 Formal classroom instruction in

graduate or professional courses
(give actual, not credit hours)
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Q9Q3 Preparation for teaching

Q904 Research and/or comparable
activities

Q905 Scheduled office hours

0906 Administrative service
(departmental or institutional)

Q9Q7 Consulting (with or without pay

Q908 Academic advising

Q909 Service with co-curricular
student activities

Q9Q10 Supervising graduate
teaching assistants

*Q45Q5 My job is the source of considerable personal strain.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5

*Q45Q6 I tend to subordinate all aspects of my life to my
work.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q45Q7 I hardly ever get time to give a piece of work the
attention it deserves.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

C. Stress Due to Departmental Influence:

Q30Q4 A small group of senior professors disproportionate
power in the decision-making at my institution.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

Q30Q1l3 Junior faculty members have too little say in the
running of my department.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5
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*030Q15 Faculty meetings in my department generally are
waste of my time.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*038Q1 How much opportunity do you have to influence the
policies of your department? (R)
A great deal Quite a bit Some None
1 2 3 4

*Q38Q2 How much opportunity do you have to influence the
policies of your institution? (R)
A great deal Quite a bit Some None
1 2 3 4

Q39 Please indicate the extent to which you participate in
meetings of each of the following types of organizations at
your institution (Please circle one number for each
regponse) .

Q39Q1 Departmental faculty

Never Rarely Sometimes Often
1 2 3 4
*0Q39Q2 Faculty senate or comparable campus-wide faculty unit
Never Rarely Sometimes Often
1 2 3 4
*Q390Q3 Campus-wide faculty committee
Never Rarely Sometimes Often
1 2 3 4
*039Q4 Administrative advisory committee
Never Rarely Sometimesg Often
1 2 3 4
*Q39Q5 Academic budget committees
Never Rarely Sometimes Often
1 2 3 4

*Q40Q7 How would you rate the administration at your
institution? (R)
Excellent Good Fair Poor Not applicable
1 2 3 4 5
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023Q1 In my department tenure is now more difficult than it

was five years ago.
Strongly Somewhat Neutral Disagree with Strongly

Agree Agree reservations Disagree
1 2 3 4 5

Q2304 In my department it is difficult for a person to
achieve tenure 1f he/she does not publish. (R)
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q230Q05 At my institution publications used for tenure and
promotion are just "counted", not gualitatively measured.

Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q23Q6 At my institution we need better ways, bkesides

(R)

publications, to evaluate the scholarly performance of the

faculty. (R)
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q23Q7 The pressure to publish reduces the quality of
teaching at my university
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q23Q8 Teaching effectiveness should be the primary
criterion for promotion of faculty. (R)

Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5
E. Stress Due to Student Interaction:

Q35 How do you assess each of the following?

Q3503 On the whole, undergraduate are now more willing to

work hard in their studies.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5
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Q35Q4 Undergraduates have become more grade conscious.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5

Q35Q6 Overall, the mood of today's undergraduates is better

suited to a successful educational experience than was the

mood of their counterparts in the 1960s and early 1970s. (R)
Strongly Somewhat Neutral Disagree with Strongly

Agree Agree reservations Disagree
1 2 3 4 5
Q35Q7 Undergraduates today are more competitive
academically.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

Q3508 Today's undergraduates are more willing to cheat in
order to get good grades.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

Q36Q2 I enjoy interacting informally with undergraduates
outside the classroom
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree regervations Disagree
1 ' 2 3 4 5
Q36Q3 Most undergraduates expect too much attention
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

Q36Q4 Undergraduates should seek out faculty only during
posted office hours
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q36Q6 A grade inflation is a problem at my institution
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5

Q36Q7 A "tough" grading system contributes positively to
student motivation
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5
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Q036Q8 Undergraduate education in America would be improved
if grades were abolished.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*036Q1l0 The undergraduates with whom I had close contact are
seriously underxprepared in basic skills--such as those
required for written or oral communication.
Strongly  Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q4502 Too many students ill-suited to academic life are now
enrolling in colleges and universities.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

III. Moderator Variables
A. Interest and Competence

*Ql2 Do your interests lie primarily in research or in
teaching? (R) }

1. Primarily in research

2. In both, but leaning toward research

3. In both, but leaning toward teaching

4. Primarily in teaching

*Q1l3 Are you curxrently engaged in any scholarly work that
you expect to lead to a publication, an exhibit, or a

musical recital? (R)
1. Yes 2. No

Q14 During the past 12 months did you (or your project)
receive resgsearch support from: (Please circle one number for

each response)

Yes No
014Q1 Institutional or departmental funds 1 2
Q14Q2 Federal agencies 1 2
Q14Q3 State or local gov. agencies 1 2
Q14Q4 Private foundations 1 2
Q1405 Private industries 1 2
Q014Q6 Other: 1 2

*Q1l5 Approximately how many articles have you ever publighed
in academic or professional journals? (R)

*Ql6 Approximately how many articles have you ever published
in edited collections or volumes? (R)



151

*0Q1l7 Approximately how many books or monographs have you
ever published or edited, alone or in collaboration?
(R)

*Q18 Approximately how many of your professional writings
have been published or accepted for publication in the PAST

TWO YEARS? (R)

Q19 During the past two years, have you served as a paid or

unpaid consultant to ... (Please circle one number for each
response) .
Yes, Paid Yes, unpai No
A non-profit agency 1 2 3
A university-based
research project 1 2 3
Federal government 1 2 3
A foreign government 1 2 3
A private business
or industry 1 2 3
Schools (elementary
or secondary) 1 2 3
State or local government
agencies 1 2 3
Other: 1 2 3

Q20 During the past vear, how many of the following
professional meetings did you attend?
Attended Meetings Number Attended

Yes No
National 1 2
Regional 1 2
State 1 2
Local 1 2

Q21 During the past year, have you had any professional
contact with teachers in elementary or secondary schools?
(R)

1l.Yes 2. No

Q22Q6 My discipline is too research oriented. (R)
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5
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B. Organizational Support

Q22Q9 In my discipline, most faculty agree on the standard
of good scholarship.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

022Q10 During the past two or three years financial support
for work in my discipline has become harder to obtain.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

Q23Q9 At my campus academic freedom would be protected
whether faculty members could get tenure or not.
Strongly Somewhat Neutral Disagree with - Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q30Q1 My institution is managed effectively.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q30Q2 The administration here supports academic freedom
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree '~ reserxvations Disagree

1 2 3 4 5

*030Q6 This institution has serious financial problems.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5

*030Q7 In the next five years, I expect that some of the
tenured faculty will lose their jobs due to lack of funds
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree

1 2 3 4 5

**370Q2 My department
1. Very important to me
2. Fairly important to me
3. Fairly unimportant to me
4. Not at all important
*037Q3 My college or university
1. Very important to me
2. Fairly important to me
3. Fairly unimportant to me
4. Not at all important
** T,oaded onto two factors, 0S and DC.
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*040Q5 How do you rate the intellectual environment at your

university?
Excellent Good Fair Poor Not applicable
1 2 3 4 5

C. Disciplinary Commitment

*Q22Q7 Exciting developments are now taking place in my

discipline.
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q022Q8 The new developments in my discipline are not
interesting to me. (R)
Strongly Somewhat Neutral Disagree with Strongly
Agree Agree reservations Disagree
1 2 3 4 5

*Q37Q1 My academic discipline
1. Very important to me
2. Fairly important to me
3. Fairly unimportant to me
4. Not at all important

**0370Q2 My department
1. Very important to me
2. Fairly important to me
3. Fairly unimportant to me
4. Not at all important

Q3704 My relationship with undergraduates
Very important to me

Fairly important to me

Fairly unimportant to me

Not at all important

B W N

*0Q37Q5 National or international societies in my discipline
1. Very important to me
2. Fairly important to me
3. Fairly unimportant to me
4., Not at all important

** T,oaded onto two factors, 0S and DC.
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Q42 How have the following changed over the past five
years?

04201 Departmental morale

Was not teaching five years ago
Much better

Somewhat better

About the same

Somewhat worse

Much worse

AU bW

Q42Q2 Job prospects for undergraduates in my field
Was not teaching five years ago

Much better

Somewhat better

About the same

Somewhat worse

Much worse

b prospects of graduate students in my field
Was not teaching five years ago

Much better

Somewhat better

About the same

Somewhat worse

Much worse

Q4203 J

NN WNREOOUTD WN
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.’.@ THE CARNEGIE FOUNDATION
FCOR THE ADVANCEMENT OF TEACHING

February 17,1988

Dear Professor:

Last week I wrots t0 you asking for your asgistance in cur nationwide survey of
college and university faculty. Your cooperation will be enormously helpful to us and
will contribute to our longitudinal study of the American professoriats. As you msy
recall, our study goal 18 twolold: to learn more about this nation’s system of higher
education in gensral as weil as the opinions of faculty members from coast to Coast.

When completing the questionnaire, please be candid I can assure you that your
regponsas will be held in complets confidence. You need not sign your name and ws do
notintand to report responses to or by indtvidual colleges or universities. The bibliographic
questions located at the end of the questicnnaire will serve only to improve our analysis
of the survey data.

Please take a few minutes and complete the survey and return it {n the enclosed
prepaid envelope addressed to The Wirthlin Group. They are asgisting us with the
administration of this survey. If you wish also include a self-addressed and stamped
envelope for a free SUMmMATy report of our mors intsresting findings.

We look forward to receiving your completed questionnaire, and we would
appreciate recetving it on or before the end of March in order for your opinions to be
included in cur national study. Thank you very much for your help.

Best wishes,
74. -

Ernest L. Boyer
President

I(S’TRUC‘HONS FOR COMPLETING THE QUESTIONNAIRE

Please read sach question carefully. Most questions require only one response, others request that you circle all that
2pply, while on some you write in & numbec A “no opinion™ of “Neutral” SPONSe category is usually provided.

Several questions use a five-point rating scaie. You may circle any single number on the scsis.

# you teach st more than one institution, piesss answar the questions in relation to the colege or university whare you
spend most of your time.



1ne following questions refer 10 your current scademic

1.

Do you have 2 fui-time appointment at this institution for at
isast nine months of the curment academic year?

1 Yes
2 No, full-time but for lees than nine months
3 No, part-time

Wwhat kind of appointment do you have? (if you have a joint
spoointment, answer fOr your primary department)

No rank designated

{

# you have tenure, pieass skip to Question 5.
I8 YOur appointment...

1 Untenured. but on 8 tenure-track

2 Untenured, with 8 CONtiNUOUS COMract or its squivaient
3 Untenured, not on & tenure track and without the

guarantee of & continuous contract

4 Untenured, but none of the above

At how many colleges or universities have you been
empioyed full-time as 8 facutty member beyond the ievel of
& teaching assstant? (Inciude your current position)

For how many scademic years have you been smpioyed
on & futtme casis: (oo Current yea!)

(8) in higher education

(®) at your nstitution

(¢} in your present academic rank

{Pisase circis one response)

1 Entirely uncergraduate

2 Some uncergracuste. some graduaie or projessional
3 Entirely gracuate or professional
4 QUESTION 8

VOB NORALLN-~- -

1

w

7

8. On everage, mmmmmmmmmm

d&lpulﬂ.mnnchﬁ thus spring term?

DumgtMSptmtm approximatsty how many hours
eg mmmmmmdmb‘bﬂm

a. Formal ciassroom instruction in

T
not credit hours)

b. Formal classroom instruction in
e or coursss
actusl, Nt credit hours)

Preparation for teaching

d. Research and/or comperabie
scholarty activities

. Scheduied office hours

f Administrative service (departmental
or institutional)

g Consulting (with or without pay)

h.  Academic advising

I Service with cocurricuiar student
activities
j Supervising graduate teaching
assistants
. Piease contrast your taaching ioad this year with your
‘eaching ioad five years ago.
1 Much lighter 4 Heavier
2 Lighter § Much heavier

3 About the same € 1 was not teaching

five years ago

. From the following list, circie the depertment of your

tsaching appontment. Where your discrpiine does not
appes, circie the Most similar discipiine.

Agricuiture/ Forestry/Natural Resources
Aliad Health (Medica! Technoiogies)
A Envi Des;

Areg/Ethnic Studies

Bioioos

Business/Management
Communications/Joumalism
Computer/information Science

P

Economics
10 Educstion (inciuding Administration and Counsaling)

Engineering
12 Fine Arts (Art, Drama, Music)
13 Foreign Languages

15 Health Professions (Dentistry, Medicine, Nursing,
Veterinary

) (continued)



Economics
17 Humanities (Litersture, History, Philosophy, Religion,
Rhetoric)

B IXRIBILY

we woulid like to learn about your scholarly activities.
plesse answer esch of the following.

12. Do-your interests lie primarily in research or in teaching?

1 Primarily n ressarch
2 in both, but ieaning toward research
3 In both, but isaning toward teaching
4 Primarily in teaching

13. Are you currently in any
expect 10 iead 10 a pubucation, an exh
recital?

work that you
of & musical

1 Yes
2 No

14. During the 12 months, did you (or your project)
receive research support : (Please circle one number
for sach response)

Yos
& Institutional or departmental funds 1

Federal agencies 1
Smubalmmmm. 1
Private foundations 1
Private incustry 1
Other: 1

s a

-

nﬁ»u&nl}

18. memmhmycu ever published
professional joumais?

18. Approximatety how many articies have you ever published
in edited COlECHONS O VOIUMeS 7

17. Approximatety how marty books or monographs have you
Egtshecuodnod alone or n coliaboration?
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18. Approximately how marny of your wrngs have
been pubiished or accepted for nthe
TWO YEARS? -
18. Dumgiho two have you served &s a paid or
unpaid consuitant 10.. . (| circie one number for sach
m)
1 Yes, paid
2 Yes, unpaid
[ '
1 2 3 A.non-profit sgency
1.2 3 A university-based ressarch project
1 2 2 Federal govemment
1 2 3 A foreion government
1 2 3 A private business or incustry
1 2 3 Schools (slementary or secondary)
1 2 3 State or iocal government agencies
1t 2 3 Other:
20. During the past year, how many of the foliowing
professional meetings did you attend?
Attended Meetings Number Attended
Yoo No
National 1 2
Regional 1 2
State 1 2
Local 1 2

21.

During the past year. have you had any professional
contact with 18achers in slementary Or S8Condary schools?

1 Yes
2 No

Please indicsts the extent of your agreement or
with each of the foliowing statements.

2 3 4 § The goal of an academic scholar is to
acvance knowiedge without regard
for the possible implications for
society

Performing sponsored research for &
private company is not & proper
university activity

Scientific progress thess days is more
of a threat than a positive

jon 10 hurnan weitare

(continued)

2 3 4 5§

2 3 48§



2z Continued...
Pisase nocaie the extent of your agreement or

Tenure is one of many concerns voiced by faculty
membaers. Your responss to this set of questions will help
us to better understand this important issue.

23. Please indicate the extent of your sgreement or
with each of the following statements.
A “neutral” response i proviced.

1 Strongly sgree
2 Agres with reservations
3 Neutral

=i &

1.2 3 4 5§ In my department tenure is now
more Gificut 10 achisve than it
was fve years ago

1 2 3 4 § Many young faculty members at
this institution will leave
because i is “enured in”

1.2 3 4 5§ The sboiition of taculty tenure
on the whole, Improve
the quaiity of Amencan higher

SUCEDON

(continued)
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could get tanure or not

1.2 3 4 5 Multidisciplinary work is “soft™
and shouid not be considered

scholarshup
24. How important are the following for granting tenure i your
department?
1 important
2 Farly important
3 Fairly unsmportant
| [
r_ opimon

id
I
|




1t 2 3 4 S

The following questions refer to the institution at which
you are currently empioyed. Please tell us your candid
opinions.

25. In general, how do you fee! about your institution? it is...
1 A very good place for me
2 Afairly good place for me
3 Not the place for me

26. Please rate the performance of your institution for each of

the following activities. (Fiease Gircle the number that best
describes your assessment)

‘ IT_

1

2 S rhat better than adequate
3 Adequate
4

5

Somewnhat less than adequate
Poor

1.2 3 4 5 Providing undergracuates with a
general ecucsation
1.2 3 4 8 Prepaning undergracustes for s
VOCSLION Or career
1 2 3 4 5§ Providing undergracates the
0PPOrtuNnity 10 expions personal
through electives
1.2 3 4 8§ Providing opportunities for an
10 &xpiore a
subject in depth, through the
major
1.2 3 4§ Strengthening the vaiues of
1 2 3 4 5 Creating opportunities for
undergracuaies 10 eNGage in
public service
1.2 3 4 5 Ottering undergracustes an
opportunity to expenence and
undersiand leadership
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7. mmmwummmm
& your institition?

Facuity

Ful-time advisors
Student attairs professionals
Others:

NEaLON -

Nobﬂrmprm

1 Much higher
2 Somewhat higher
3 Leftas they are
4 Somewhat iower
S$  Much iower
8 Not applicable
[ — .
1 2 3 4 5 8 Undergraduate agmissions
1 2 3 4 5 ¢ Bachelors degrees
1 2 3 4 § ¢ Graduate sdmissions
1 2 3 4 5 8 Advanced degrees
25. In general, for each of these aress, the academic
standards in m shouid be...(Please circie
one nuMber 10r SACH BSPONSE)
1 Much higher
2 Somewnat higher
3 Leftas they are
4 Somewhat lower
§ Much lower
€ Not applicabtie
| —
1 2 3 4 § 8 Undergraduate admissions
1 2 3 4 5 8 Bachelors degrees
1 2 3 4 5 8 Graduate admissions
1 2 3 4 5§ 6 Advanced degrees

30. Please indicate the extent of your agreement or

with each of the foliowing statements. A
"neutral” response is proviced.

1 Strongly agree
2 Aqmwm\r‘sarvlnons

‘ 4 Dcaqnowmmms
‘ S Strongty disagree .

2345 Myimmmonnmanaqed

123 45 mmmbnhom

&%m«m
Faculty members who become
SOMINISIrators 300N lose 3igr

of what it means 10 be a
teacher or 10 do ressarch

A smail group of senior
eoportons:
e power in
the decision-making at my
instrtution

1.2 3 4 5

1.2 3 4§

(continuec



30. Continued

m:&nmdmmu

1.2 3,4 5 | am satisfied with the results of
achon at this

1 2 3 4 5§ issues raised by sffirmative
ACHON &M% CBUSING 38N0OUS
strans among the tacutty in
my Gepartment

1 2 3 4 5§ The normal academic
requirements should be
relaxed in apPONTtIng Members
of menonty groups 1© the
facuity &t thes insttution

1.2 3 4 5§ Junsor taculty members have 100
iittie say n the runnng of my
ospariment

1.2 3 4 5 Facufty in my department have
fUNCAMeNILAl Giersnces B0OUt
the nature of the discipiine

1 2 3 4 5 Faculty meetings n my
@m«-
wasie of My tme

1 2 3 4 5 has had 1o Ive
with more s tar share of

budQe! eSS Over the Dast
several yoars

161

The foliowing questions concem college curricuium in
general and the CUITICUIIM &t your institution. Plesse tell
US YOUr opinions by answerning each question.

31. Apart from major fleid recuirements, shouid
UNGEpracusies &t YOUr INETIILON be requined to
take.... (Circie one

A requared common core curmnculum
Breacth recuiremenzs n general scucation
NO required cCouTses. onty eeclive Courses

DN -

A public service imamang
| have no opinion
32. Many have been procosed for undergraduste
ﬁhm“wnmcmdn
followang gosis. B...
1 Very important
2 Furty important
3 Fairty unmportant
4 Very unimponam
l I [——--5 No oprmion
3

-
L]

4 5 Provide an aporeciation of
ierature and the ans

Shape stucents vaiues
1.2 3 4 5 Enhance creative thrniang

Prowvide a basic understanding in
Mahemancs and scence

1.2 3 4 5 Provide knowiedge of history and
he socal scences

12 3 45 Prepare students for a career

1.2 3 4 5§ Provide knowiedge of one
subyect m depth

(]
(=]
»~
w»

33, How would you evaluate the undergraduate cumcuium at

your mstitution? (Please Grcie the number that best

Too little
About nght
Too many
No opsmion

_—
—
LR

General educanon requirements

L]

[*]

-~
“ll(l—|

Requwements for the major
2 3 4 Requirements for a pre-
projessional program
2 3 4 5 Elsctives i the mapr
1.2 3 4 5 Electives outside the major

3. Paease ndicste the extert of your agreement or

disagreement with each of the foiowing staiements. A
“neutral” respONSs I8 proviced.

83 10 those that cover
wioe vanelies of matenal
(conunued)



Tha following questions solicit your sssessment of
undergraduate students attending your institution. Plsase
SnSwer each

35. There has been considerabie diacussion about the change

in stucent onenations from the iste 1960s or earty 1970s
10 the present. How 0O You 253833 sach of the foliowing ?
A “neutral” response 18 proviced.

1 Strongly sgree
2 Agree with reservations
3 Neutral

1.2 3 4 5§ Undergracustes have becoms
MOMe CONBervative poktically

12 3 4 5§ Undergracustes have become
more conservetive in iHestyies

1 2 3 4 5§ On the whois, undergracuates
/% Now more wilkng 10 work
hard in thes stuces

12 3 45 Undergracuates have become
MOre Qrace conscious

1.2 3 4 5 Undergradiuatss have become
more carvenst in their
concems

(continued)

1.2 3 4 5 There is more racrsm among
04RY'S UNCETQrROUATES tThan m
the iaste 19608 anc sarty 1970s

12 3 4 5§ There = a growing trend among
undergraduates o solate

themseives in small groups

Fraterrwties and sorontes are a

more negative force on my

Campus than they used to be

1 2 3 4 5 There is more vicienca and cnime
perpetrated by off-campus
CrImanais now

1.2 3 4 5§ There is more alcohol abuse
AMoNg 1008y S UNoSTgracuEles
than five years ago

1.2 3 45 There is more drug abuse among
oday's undergracustes than
five years ago

. Paase indicate the extent of your agreement or

cksagreement with each of the foliowing siatements. A
“neutral” MESpONee 8 provided.

2 Aqrumm
4 Dwuumm
5 Strongty cesagres

5 mwamm
(core) courses requined of all

-

2 3 4 5 | enjoy interacting imformalty with

1 2 3 4 5 Most undergradusies expect oo

12 3 4 5§



38 Continued...
Psass naxcxts the extent of your agreemen of
dzagreement with gach of the IUowmNg stataments. A
“neutral” response 8 proviced.

Amenca woud be mmoroved if
graces were abolished

1 2 3 4 5 | find mysaeit not grading as
“hard” as | shouid

12 3 4 5 The uncergracuates with whom |
have cose contact are
Senously underorepared n
bDazic skilis—-such as those
required for wrTtieer andg oral
COMMUMNICLION

1 2 3 4 5 There has been an overalt
dectine 1n the auality of
Gracuate swderts in my
GITONS OVer the Past Jecade

Few topics involving higher sducstion in the United States
are recsiving more attention than the matter of tacuity
mocsie and commitment. Plaase consicer sach of the
tollowing questions and give us your opinion.

37. Pwase mdicxie the degree to which each of the folowng
moonant © you.

1 Very imporant v me
2 Fairly mnporant © me

3 Farty uremportant 10 me
| f——e 4 Not a2 afl snponant

1. 2 3 4 My acacemc discioine

1. 2 3 4 My cecartment

1.2 3 4 My coliege Or urvvensity

1.2 3 4 My rEnonSp With UNCETGTacURtes

1 2 3 ¢4 NEDONA Of FRSMADONA! SOOSLes N
my oscpine

38. How much ooportunity 4o you have 10 irfluence the
poRCIes O (8) YOUT Oepartment: (D) your msttution?

|

NN
v w
> &
El
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3. Pisase incicats the extent 1o wihnch you tertcioate

41,

mdmdnmmdmn
&m(Mmmwum

1 Never
2 Rarety
' 3 Sometmes
4
| — Ot
1.2 3 4 Departnental tacunty
1 2 3 4 Facufty senaie or comparabe
CAMOUS-WIGe taculty unn
1 2 3 4 Camous-wiae tacutty commitiee
2 3 4 AQITENISTRNVe AVSOry COmMitise
1.2 3 4 ACRoeMC Huaget commitees

1
2 Good
3 Fur
4 Poor
[ . 5 NO1 8DONC2DIE
1 2 3 4§ Your own saisry
1.2 3 4 5 Your Own teacning 10agd
1 2 3 4 § The acacemic reputation of your
ORDAINANT OULSIGe YOur
NSUWLON
1 2 3 4 § The acacemc reputation of your
MNSUBIION WIthin your usadhne
1 2 3 4§ The mmeliectuz: environmen at
YOUr Insttution
1 2 3 4 § Facuity saiary wevels a1 vour
netiuhon
1.2 3 4 5§ The adrrurustration st your
nssthion
1. 2 3 45 The quainy of iife &t your
neutsLon
1.2 3 4 8 The sense of community at your
nstton

D0 you feet that the acrmunstration of (8) your instution,
(b) your cecarment ...

123"4 Insttubon
1T 2 3 ¢ Deoartnent

42. How have the iolowing changed over the pest five vears?

Was nck teacrung five years 8go
Much petter

Somewnat detter
About the same

Somewhat worse

Much worse

OUrAWLN -

Ix

1 2 3 4 5 ¢ Depanmental morale
(continued)
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3

I

1 2 3 4 5 ¢ Job prosoects for

UNOSTTrasusiss n

my hed

JOb Prospects for (]
SRIOSTS N My

1 2 3 4 § &

43. During the past two vears. have you ever considersd &

45,

permANent GepANUMS TOM AC20erMIA?

1 Yes. | have grven it senious consudershon
2 Yes, | have consoered i, Dut NCk senoustly
3 No

. How Rikely are the following Changes N your career?

1v«yik.ly_

1.2 3 4 5§ That your acacermac position
would De 1 IOPRray it here
wers faculty CUthacKs unng
the next five years?

Pease ndicale your sgreemert of cisagreemsnt with sach
of thess siaterments. A “heutral” ESPONSS 18 Droviced.

1 agree

2 Agree with reservabons
3 Neutral

4 Disagres with reservations

[ == opsitin

1 2 3 4 8 | am tess conficent today than |
USSC 1 DS 20Ot the
CORCIDES Of NGNS SOUCKNION
10 NSO Mane & DEMEr SOCRTY

|
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agree
Mmmlom

with reservguons

Gsagree

My iob is the sourcs of
CONSIeradie personai sTan

1 tang 10 suboranate &l esoects
of my tie o my work

| hardly ever get t™me 10 grve 8
Pecs of work the anenuon nt
osserves

Mempers of the acsoemic
protassion have 3
resoonsitxiity to set a good
STUCA Exampie 10r her
sUoens

Fower tacutty memoers provide
POSitIve O MOOoe!S 10 Our
UNCEIYracuales tnan in the
past

Tres is a poor time for any young
PErson 10 DEGIN &N ACAGEMIC
career

On the whole. facufty saianes
here have ke0! UD with the rate
ot nflanon

¥ { had it to 6o over again,
| wouid not become & coliege
sacher

| am consioenng erenng
another ine ot work because
prospects for acagemic
agdvancerment seem urmuted
now

| may isave tus profession wrthun
he naxt five years

i often wash | had entered
ANONS! PromsSIon

| foei trapped N a protession with
Smited coporurutes or
acvancement

]

| 8M MOre eMMUTATUC SDOUT My
WOIK NOw INAN | WaS when |
DOGAN My ACA0SMIC CRTPEr

Plsese answer the following questions 1o give us your
CANGIC $5588.HMENM Of YOUT retirTement pilans.

48. Al what age 8 X most Exety that vou will reure from fuik-time

SCROMMIC SMOIYMernL




£7. What scurces of retirement income 3re you curtently
plannng on? (Pleass croe Al that &ppty)
Stats or instinstonal pension
TIAA, CREF pension

i
|

1 2 3 4 % | wouit exercise an early
rsurement option it it were
offered to me

1 2 3 4 5§ | look forward to retirement as an
enoyabe penod of my life
1 2 3 4 5§ | betieve that bomedom will be 3

prodiem for me in my
retrement

1t 2 3 4 5 | mtend 1o engage n research
AN PrOESSIoNal writing sunng
my reurement

1 2 3 4 § Al my nsttution, the
mawor purposa of sary
fetirement Programs s to force
outjess procuctive tacufty

T 2 3 4 S My instrtution provides the
CONGINONS anG SUPEOr for
facutty 10 retire with gignety

This last section includes questions that will be usad for
classiticstion purposes of the survey aata. Your response
10 each ftem t8 very imporant and wiil in Po wey De
identified with you, your department, of your school,

48. Are you 8 U.S. cittren?

1 Yes
2 No

50. What & your year of beth? 18 —

51, How woulkt you Characienze yourselt poitically at the
present ome?

Uberal

Mooerstely ibersl
Mische~ot-the-road
Mooerstely conservative
Consenative

TR N X R
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52. On the folowing kSt Dase MaiCate the Segrees which you

Surrently hoid. (Circwe a4 That apply)

1
2
3
4
§ EdD.
4
7
8

projessonal
Maecticsi degree (M.D., D.D.S., etc.)
Your gender:

1 Male
2 Femals

. YOur race o ethne gros:

Asian

BlacNegro/Afro-Amencan
Haoaree (non-Biack)

Natrve AmencarvAmencan ingan
Wirte/Caucasian

Other

L XN 7Y S ]

. From wiuch of the 10UoWING SOUrCEs 00 YOU receve

NCOMS 10 SUDDISMENT YOu? NSINULONS saiary? (Circie all
ha appry)

| have no suDpiemMental source of income
NON-aCaceme 100 N the summer
NON-CB0SMIC 10D SVBNNGS Of weekends
Part-ime teachung Or researcn st one or more
NSUtons other han ths one

AN SN -+

Consuning B
Other prolessional activity:

. In 1988, roughly how much did yOou eam Ove’ and apove
salary?

your nstitutional ?

{Pisase estmats as & percerage of your Sas«c saiary)
1 0% 5 30%-39%
2 Under 10% 6§ 40%—49%
3 10%=19% 7 50% ancs over
4 20%-29%

. What s youy institvtonal seisry on a fufl-ims das:s betore

X and Seduchons 1OF T8 CLITeNE ACR0eMC year?



s lsthisbasedon...

1 =10 montnhs
2 11=-12montns

5. What was your sDouse’s total samed incoma in 19687

No spouss

$0

Below § 2.000
$ 2.000-$ 3.999
$ 4,000-$ 5.999
$ 6.000-§ 7.999
$ 8.000-$ 9.999
$10.000-$14,999
$15.000-5153.999
$20.000-824.999
$25.000-$29.999
$30.000~834.999
$35.000-839.999
$40,000-$44,999
$45.000-849.999
$50.000-854.999
$55,000-$59.999
$60,000~$64.999
$65,000-$69.999
$70.000 ¢or more

- -
SOV NBRLAELN -+

-, b h b b b ok —a
80’*‘0’(’!50”

EXPLANATION OF THE CARNEGIE
CLASSIFICATION CODE

Shown beiow S the manner by which the Carnegie Founcation
groups Amencan colleges and universiies on the dasis of

hetr MISSIONS ana educational functions. The aim ts tO group
NULULIONS SCCOTTING 10 their SRared CNaractenstcs, rather
Nan 10 MaxXe QUAINALVE AISUNCUONS,

The code for your school is pnnted on the top of the Back pege.

Facutty and nstitutions were rancomiy sgiected within each
Camege ciassificanon category.

1"
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is there anything eise you wouid ke to teti us? Please aca any
TIoUGHTS YOU el wouid De hewprtul.
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