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Building commitment: An examination of learning climate congruence and the affective 

commitment of academics in an Australian university 

 

Abstract 

The purpose of this study is to explore the relationship between learning climate congruence 

and the affective commitment of university academics. The strategy of inquiry for this 

research is quantitative, involving a non-experimental design for the survey research. A non-

probability sample of 900 academics from a large Australian university was selected with a 

response rate of 30.33%. The major conclusion drawn from this study was that the 

congruence between current and preferred learning climate was related to the affective 

commitment of university academics. More specifically, academic’s level of affective 

commitment was enhanced in a learning climate where they were encouraged to take risks, 

had plenty of time to learn new tasks, and were encouraged to openly express their ideas and 

opinions. This study is important in a practical sense to academic managers and universities 

to build relationships and develop better connections with their academics. 
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Introduction 

The purpose of this study is to understand how academics’ commitment impacts on 

their professional development and retention, through investigating how the congruence 

between current and preferred learning climate influences the affective commitment of 

academics. There are a number of challenges with managing academics, including high costs 

associated with replacing human resources (Alvesson 2004; Janz and Prasamphanich 2003; 

Mitchell, Holtom and Lee 2001; Shah, Lewis and Fitzgerald 2011; van Balan, van 

Arensbergen, van der Weijden and van den Besselaar 2012), increases in employee transience 

and shortages of qualified knowledge employees (Janz and Prasamphanich 2003). While the 

ability to attract, retain and develop competent employees is important for all organisations, 

Alvesson (2004) contends that the issue is amplified for academics not only because of their 

access to educational opportunities, but also because academics own the means of 

production: their knowledge (Kinnear and Sutherland 2000).  

Academics also tend to be more committed to their occupation or profession, rather 

than the organisation (Alvesson 2000; Benson and Brown 2007; Cook 1996; Horwitz, Heng 

and Quazi 2003; Joo 2010; May, Korczynski and Frenkel 2002; O'Neill and Adya 2007; 

Roberston and Hammersley 2000; Thite 2004; van Balan et al. 2012). Deem (2009) found 

that academics’ commitment tends to be oriented towards the basic academic unit and subject 

or discipline, not the interests of the university as a whole. Benson and Brown (2007) contend 

that the complexity and ambiguity of academic work, coupled with the strong professional 

orientation, tend to promote less identification with the organisation and higher levels of 

intention to quit. As a result, the authors stress the importance of finding ways to enhance the 

connection and commitment of academics and their universities.  

Difficulties are further enhanced in the development and retention of academics due 

to the nature of academic work, where academics do not have enough time to learn new tasks 
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and, due to the increasing amount of administrative responsibilities (Siegall and McDonald 

2004; Winter and Sarros 2002).  Also, the bureaucratic nature of universities (Jones 2007) 

inhibits the ability to adapt learning and development needs to each academic. 

This article will outline the literature relating to person-organisation congruence and 

the importance of learning climate and affective commitment in congruence research, which 

form the hypotheses for this study. Methodological procedures, results and discussions will 

be outlined and limitations and implications discussed.  

 

Australian Higher Education sector 

The Higher Education sector in Australia is made up of 39 universities (37 public and 

2 private) and approximately 150 other higher education institutions, often referred to as 

higher education providers (Bandias, Fuller and Pfitzner 2011).  The Higher Education sector 

has changed dramatically over the last 30 years. What once consisted of small publicly-

funded institutions now consists of public universities deriving significant proportions of 

their income from non-government sources and some private providers receiving government 

subsidies (Bradley, Noonan, Nugent and Scales 2008). A renewed interest in the quality of 

assurance in Australian Higher Education and the implementation of the quality assurance 

framework in 2000 has sparked various changes in this sector. Changes include the growth 

and diversity of the student population, the growth of private sector higher education 

providers, increase in technology in learning and a decline in public funding for university 

(Shah et al. 2011). Higher demands for quality are also putting pressure on the capacity of the 

higher education sector in Australia to meet future labour market needs. The ageing academic 

workforce (also a global issue), the dependence on casual workers, the difficulty in attracting 

and retaining high-quality academic staff and the global demand for quality academics 

(Bradley et al. 2008) have resulted in a skill shortage in Australia. 

http://www.goingtouni.gov.au/Main/CoursesAndProviders/ProvidersAndCourses/HigherEducationInAustralia/Default.htm
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Person-organisation congruence 

Person-organisation congruence is the compatibility that occurs when people and 

organisations share similar characteristics (Kristof 1996) and is based on the assumption that 

each individual seeks to achieve, maintain and optimise their association with a specific 

environmental component, such as their organisation (Dawis and Lofquist 1984). This has 

been an appealing concept for managers due to the positive psychosomatic consequences (job 

satisfaction, organisational commitment, identification, and retention) that can accrue when 

individuals perceive a good congruence between themselves and their environment 

(Andrews, Baker and Hunt 2011; Erdogan and Bauer 2005; Hoffman and Woehr 2006; Kim 

2012; Kristof-Brown, Zimmerman and Johnson 2005; Mitchell, Parker, Giles, Joyce and 

Chiang 2012; Morely 2007; VanVianen 2000; Verquer, Beehr and Wagner 2003; Westerman 

and Cyr 2004; Wheeler, Gallagher, Brouer and Sablynskil 2007). Such positive consequences 

are key issues for organisations where competitive advantage lies in the knowledge and skills 

of their employees (Alvesson 2004). 

Kristof (1996), Piasentin and Chapman (2006), Kristof-Brown, Zimmerman and 

Johnson (2005), and Morley (2007) define four ways to conceptualise this theory, namely, 

supplementary congruence, complementary congruence, needs-supplies and demands-

abilities perspectives. Supplementary congruence refers to how an organisation and an 

individual share similar characteristics, such as values and culture (Carless 2005; Kristof 

1996). Complementary congruence is how an organisation and an individual contribute to the 

fulfilment of each other’s needs (Kristof 1996) and is often used with congruence to the job, 

rather than to the organisation (Piasentin and Chapman 2006). 

The needs-supplies perspective is when an organisation satisfies the needs, desires 

and/or preferences of an individual (Kristof 1996; Morely 2007; Piasentin and Chapman 
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2006) and assumes that congruence between the individual and the organisation leads to 

satisfaction and various positive individual outcomes (Kristof-Brown et al. 2005; Kristof 

1996). This perspective is primarily concerned with meeting employee needs (Cable and 

DeRue 2002). In contrast, the demands-abilities perspective suggests that congruence occurs 

when an individual has the abilities or skills required to meet the demands of the job or the 

organisation (Chan 1996; Kristof 1996; Verquer et al. 2003). According to Kristof-Brown, 

Zimmerman and Johnson (2005) this perspective has the least amount of influence on 

employee attitudes, as it emphasises meeting environmental needs, rather than individual 

needs. 

The current study involves a combination of the supplementary and needs-supplies 

perspectives. The supplementary perspective looks at the similarities between individual and 

organisational characteristics, while the needs-supplies perspective contends that the 

compatibility between individuals’ needs or preferences, and the organisation’s structure or 

systems, will result in positive employee attitudes. 

Many researchers have operationalised person-organisation congruence through the 

use of various content dimensions. Organisational characteristics include climate, culture, 

values, goals and norms, while individual characteristics include personality, values, goals, 

preferences and attitudes  (Bretz and Judge 1994; Kim 2012; Kristof-Brown et al. 2005; 

Lauver and Kristof-Brown 2001; Morely 2007; O'Reilly, Chatman and Caldwell 1991; 

Piasentin and Chapman 2006). This study aims to enhance the person-organisation 

congruence literature, through using learning climate to operationalise the theory. This study 

is unique in the context (university academics) and outcome variable (affective commitment) 

used in relation to learning climate congruence research. 
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Learning Climate and Person-organisation congruence 

Learning climate was selected in this study as a way to examine the learning 

environment in a higher education setting. Academics perceive learning practices, procedures 

and rewards for learning in particular ways, and cluster their experiences which form the 

basis of the organisation’s learning climate (Ortenblad 2002).  The controversy about what a 

learning climate is increases the complexity of how learning climate is used in this study.  

Culture and climate are sometimes seen as distinct organisational variables, sometimes 

arising from different academic traditions, and as rival theoretical concepts. However, culture 

and climate are also viewed as reflecting similar manifestations (Braithwaite, Greenfield and 

Westbrook 2008; Mohamad Najib Abdul Ghafar 1999). The concept of the learning 

organisation revolves around organisational culture and climate characteristics that help 

develop a learning culture (Dymock and McCarthy 2006; Graham and Nafukho 2007). 

However, there is no widely accepted theory of what comprises the culture and climate of a 

learning organisation (Cunningham  and Iles 2002). Senge (1990), and Pedler, Burgoyne and 

Boydell (1991) are among the few researchers who have attempted to delineate the culture 

and climate characteristics of the learning organisation. Pedler, Burgoyne and Boydell (1991) 

define the learning organisation as an organisation that facilitates the learning of all of its 

members and continuously transforms itself in order to meet its strategic goals. Both models 

focus on certain input elements that are necessary in the knowledge creation process and are 

the bases for radical new outputs (Lee-Kelley, Blackman and Hurst 2007).   

Pedler, Burgoyne and Boydell (1991) argue that a positive learning climate is one in 

which individual members are encouraged to learn and to develop their full potential; one that 

extends the learning culture to include customers, suppliers and other significant 

stakeholders; that makes human resource development strategy central to business policy and, 

that continually undergoes a process of organisational transformation. This study is consistent 



Learning climate and building academic commitment 

7 

 

with Pedler, Burgoyne and Boydell’s (1991) framework as it is one of the more coherent and 

practically oriented learning theories (Thomsen and Hoest 2001). 

The organisational characteristics most commonly used in the research on individual-

organisation congruence include characteristics such as culture, climate, values, goals and 

norms (Kristof-Brown et al. 2005; Kristof 1996).  The current study utilised the learning 

climate as the organisational characteristic, which includes structural elements within the 

organisation that are used to facilitate learning (Ortenblad 2002). Few researchers have used 

learning climate in person-organisation congruence research. Mikkelsen, Ogaard and 

Lovrich’s (2000) survey of 693 Norwegian health care employees, and Mikkelsen, Saksvik, 

and Ursin’s (1998) survey of 383 Norwegian postal service employees, found that a positive 

learning climate reduces job stress and also has a direct and positive impact on job 

satisfaction and commitment.  The authors also found that positive perceptions of the learning 

climate contribute to job satisfaction, affective commitment and intent to remain with the 

organisation.  

 

Affective commitment and Person-Organisation congruence 

Affective commitment refers to an individual’s emotional attachment to, identification 

with, and involvement in an organisation (Meyer and Allen 1991; Meyer, Stanley, 

Herscovitch and Topolnytsky 2002). Affective commitment is based on the attitudinal 

perspective of commitment (Mowday, Porter and Steers 1982) which focuses on the process 

by which people come to think about their relationship with the organisation and whereby 

individuals consider the extent to which their own values are congruent with their 

organisation.  

Meyer and Herscovitch (2001) state that shared values are a fundamental basis for 

affective commitment. Empirical studies confirm the link between person-organisation 
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congruence and organisational commitment (Cable and DeRue 2002; Tepeci 2001; Van 

Vuuren, De Jong and Seydel 2007; VanVianen 2000; Verquer et al. 2003; Wasti 2003). More 

specifically, research has also found that person-organisation congruence influences the level 

of affective commitment. Howell, Kirk-Brown and Cooper’s (2012) survey of 343 employees 

in  5 private sector organisations and one government utility in Australia found that value 

congruence was positively related to affective commitment. Lawrence and Lawrence’s 

(2009) survey of 361 business students at two Australian universities found that the 

congruence between individual and organisational values was positively related to affective 

commitment. In addition, VanVianen’s (2000) survey of 154 employees from a variety of 

organisations in the Netherlands, and Cable and DeRue’s (2002) survey of managers from a 

variety of industries (service, health care, high technology, education, food and beverage 

service, entertainment, consumer goods) in the US found that value congruence was 

significantly related to affective commitment. Thus, there is significant evidence in the 

literature to suggest that affective commitment is significantly and positively related to 

person-organisation congruence.  

 

 

 

Study Hypotheses 

Based on the previous theory and research this study hypothesizes that;  

H1: Current Learning climate will be positively related to affective commitment 

H2: Preferred learning climate will be positively related to affective commitment 

H3: There will be a significant relationship between current and preferred learning climate 

H4: The congruence between current and preferred learning climate will be positively related 

to affective commitment 
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{Figure 1. Hypothesized relationships between current and preferred 

learning climate and affective commitment here} 

 

Method 

Design 

 The strategy of inquiry for this research is quantitative, and involves a non-

experimental design using a survey instrument. The data collection instrument is a cross-

sectional, self-administered questionnaire. 

 

Participants and Procedure 

A non-probability sample of 900 university academics from a total population of 1400 

was selected from a large public tertiary institute in South East Queensland with five 

campuses (Gold Coast, Nathan, Mt Gravatt, Logan, South Bank) spanning across three cities 

from Brisbane to the Gold Coast.  The university employs over 3500 staff, with 

approximately 1400 of these being academic staff.  In addition, the university has more than 

37000 students from more than 122 countries and is Australia's ninth largest higher education 

institution in terms of student load (Wong 2007). The university is comparable to most large 

universities and was selected due to its geographical spread of campuses. Ethical approval 

was provided by the authors’ university ethics committee.  

Data was collected via a paper-based questionnaire. Contact details (email and office 

locations) were gathered via the university website. Therefore, it was expected that the 

sample of academics used in this study were full-time and either on a fixed-term contract or a 

permanent tenure with the university. First, an advance notice email was sent out to 

participants one week prior to delivering the questionnaire to inform them about the research 
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and that their responses would be anonymous. To maximise the research participation, an 

incentive was offered whereby all participants who returned a completed survey were entered 

into a prize draw with the chance of winning a $100 store voucher. Second, the questionnaire, 

cover letter, prize information and a pre-addressed return envelope were mailed to each 

academic.  Third, up to 2 or 3 reminder emails were sent. Although, various techniques were 

used to enhance the response rate of the questionnaire, the response was moderate (30.33%). 

Cycote and Harrison (2006) revealed that the mean response rate for mail-out surveys was 

34%.   This response may have been due to the way the questionnaire was administered 

(mail-out) (Neuman 2000) and also due to the increasing work-load of administrative duties 

in academia.  

 

Materials 

Measures of person-organisation congruence 

There are various ways to analyse and measure person-organisation congruence. 

Decisions need to be made on whether direct (perceived) or indirect (actual) congruence is to 

be analysed and whether commensurate or non-commensurate measures are to be used. 

Direct (perceived) congruence asks individuals to report their perceptions of congruence. 

Indirect or actual congruence is assessed through comparisons of separately rated individual 

and organisational variables (Kristof 1996). Indirect (subjective) measures are collected from 

individual and organisation variables reported by the same individual, rather than measured 

by a third party (objective). According to Kristof-Brown, Zimmerman and Johnson (2005) 

indirect (subjective) measures allow for the greatest level of cognitive manipulation, and 

enables important individual differences to be captured.  This study used indirect, subjective 

measures where the congruence between current and preferred learning climate is measured 

on separately rated individual and organisational variables by the same individual. 
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Commensurate measures describe both the individual and the organisation characteristics on 

the same content dimensions, while non-commensurate measures use different content 

dimensions (Kristof 1996).  This study used commensurate measures where current and 

preferred learning climate are measured along the same content dimensions.  

 

Learning Climate 

Few contemporary researchers have developed measurement instruments for 

diagnosing a learning climate. This study created a new learning climate measure based on 

Pedler, Burgoyne and Boydell’s (1991) Learning Climate Questionnaire. The learning 

climate questionnaire assesses ten factors, using ten items, to determine whether an 

organisation facilitates the learning of its members. These include: physical environment, 

learning resources, encouragement to learn, communications, rewards, conformity, value 

placed on ideas, practical help available, warmth and support and standards.  McDougall and 

Beattie (1998) used Pedler, Burgoyne and Boydell’s (1991) Learning Climate Questionnaire 

in their survey of 140 managers to determine the prevalent learning climate in the 

organisation. However, no reliability and validity coefficients were reported, creating a 

potential limitation for the current study. 

For this study, current learning climate was measured using a fourteen-item scale.   

Items were measured on a 5-point likert scale (1 = strongly disagree to 5 – strongly agree). 

Sample questions for the current learning climate questions included “In my organisation, 

people are generally expected to conform to rules, regulations and policies” and “In my 

organisation, there are generally regular social discussions and interaction amongst 

colleagues”. The reliability coefficient for the current learning climate scale was 0.523. 

Preferred learning climate was also measured using a fourteen item scale on a 5-point 

Likert scale. Sample questions for the preferred learning climate questions included “I prefer 



Learning climate and building academic commitment 

12 

 

an organisation where people are generally encouraged to take risks and experiment with new 

ways of doing things” and “I prefer an organisation where people generally focus on their 

job, not on other peoples' feelings and emotions”. The reliability coefficient for the preferred 

learning climate scale was 0.447. 

The exploratory principle components analysis revealed four factors in both the 

current and preferred learning climate scales. These included, Learning Resources, 

Encouragement to Learning, Value of Ideas Support and Help Available. 

 

Affective Commitment 

Allen and Meyer’s (1990) eight-item Affective Commitment Scale was used to 

measure affective commitment. Items were measured on a 5-point likert scale (1 = strongly 

disagree to 5 – strongly agree). Sample questions include “I would be happy to spend the rest 

of my career with this organisation” and “I would recommend this organisation to others to 

work in”. Allen and Meyer reported a reliability coefficient of 0.87 for the scale. Its reliability 

has been well documented in the literature, including, 0.87 and 0.89 (supermarket employees 

in the United States) (Holtom, Tidd and Lee 2002), 0.83 (customer service employees in the 

United Kingdom) (McDonald and Makin 2000). Holtom et al. (2002) confirmed the validity 

of the scale, finding positive relationships between affective commitment and employee work 

preferences, while McDonald and Making (2000) found positive relationships between 

affective commitment and the psychological contract. Various reliability coefficients were 

documented; 0.84 (Turkish employees) (Wasti 2003), 0.82 (undergraduate business students) 

(Abbott, White and Charles 2005) and 0.79 (Australian firefighters) (Iverson and Buttigieg 

1999). Wasti (2003), Abbott et al. (2005) and Iverson and Buttigieg (1999) confirmed this 

validity as affective commitment had a positive relationship with work-related outcomes, 
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such as turnover, job satisfaction and absenteeism. The reliability coefficient for the affective 

commitment scale in the current study was 0.84. 

 

Demographic attributes 

Participants were asked to select their academic discipline from a list,  academic level 

(Professor, Associate Professor, Senior Lecturer, Lecturer, Associate Lecturer, other), type of 

employment (full-time, part-time, sessional, fractional, half-time, other), length of service 

(less than 1 year, 1-3 years, 4-6 years, more than 6 years), intention to stay with the university 

(yes, no, unsure), promotions (yes, no, not applicable), age (25 and under, 26-35, 36-45, 46-

55, 56 and over) and gender.  

 

Data Analysis 

A number of data analysis procedures were used in this study. First, the descriptive 

statistics, including means, standard deviations, frequencies and percentages, were used to 

develop profiles on the demographic attributes. Second, an exploratory principal components 

analysis was conducted on the learning climate questionnaire (current and preferred items), to 

explore factor structures that may emerge. Third, reliability coefficients were determined for 

each of the questionnaire constructs. Fourth, Pearson’s product-moment correlation was used 

to assess the relationships between current and preferred learning climate congruence, 

demographic variables and affective commitment. Finally, hierarchical linear regressions and 

interactions in multiple linear regressions were used to assess the relationship between 

current and preferred learning climate congruence and affective commitment. 

 

Results 

Demographic attributes 
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Two hundred and seventy three university academics returned a completed survey; 

51.6% were female. Respondents’ ages ranged between 46 and 55 years (38.6%), 36 and 45 

years (27.9%), 56 and 65 years (20.6%), 26 and 35 years (10.7) and over 66 years (2.2%), 

and were predominantly Caucasian.  Participants included lecturers (37.3%), senior lecturers 

(26.2), professors (17.7%), associate professors (10%) and associate lecturers (5.9%).  

Faculties included Health (20.1%), Business and Commerce (17.6%), Arts, Languages and 

Criminology (15.4%), Education (11.7%), Engineering and IT (7.3%), Science (5.9%), 

Environment and Planning (4.0%), Law and Music (3.7%, respectively) and Visual and 

Creative Arts (2.6%). 

Most respondents (88.6%) worked full-time and had been working at the university 

for more than 6 years (51.6%).  Others indicated that they had worked at the university for 

between 1 to 3 years (23.8%), 4 to 6 years (19.8%), or less than 1 year (4.8%). Most 

respondents intended on staying with the university (66.3%), some respondents were unsure 

(17.9%), and a small portion did not intend on staying with the university (8.8%). Further, 

50.6% of respondents had received a promotion.  

 

{Table 1. Descriptive statistics} 

 

Principal components analysis 

A principal components analysis was conducted on the fourteen items of the current 

and preferred learning climate. Items with correlations over .30 were considered to be 

appropriate for inclusion in the principal components analysis (Coakes and Steed 2001; 

Tabachnick and Fidell 2001).  

The first current and preferred learning climate factor was named ‘Encouragement to 

Learn’ and included items that related to whether people were encouraged to take risks, have 
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plenty of time to learn new tasks, and were encouraged to openly express their ideas and 

opinions.  For the current learning climate, the four items explained 45.493% of the variation 

in the data with an Eigenvalue above 1 (1.820).  For the preferred learning climate, the four 

items explained 43.781% of the variation in the data with an Eigenvalue above 1 (1.751).  

The second current and preferred learning climate factor was named ‘Value of Ideas’ 

and included items that related to whether people were expected to conform to rules and 

regulations, people have the freedom make their own decisions, and the discussions of critical 

work issues were encouraged and valued. For the current learning climate, the three items 

explained 52.321% of the variation in the data with an Eigenvalue above 1 (1.570). For the 

preferred learning climate, the three items explained 48.443% of the variation in the data with 

an Eigenvalue above 1 (1.453). 

The third current and preferred learning climate factor was named ‘Learning 

Resources’ and included items that related to whether training and development was left up to 

the individual, people were encouraged to experiment and try new things, and where work 

practices were constantly changing. For the current learning climate the three items explained 

45.846% of the variation in the data with an Eigenvalue above 1 (1.375). For the preferred 

learning climate, the three items explained 43.633% of the variation in the data with an 

Eigenvalue above 1 (1.309). 

The fourth current and preferred learning climate factor was named ‘Support and Help 

Available’ and included items that related to whether people helped each other, and whether 

there was a high level of social interaction amongst colleagues. For the current learning 

climate the three items explained 58.234% of the variation in the data with an Eigenvalue  

above 1 (1.747). For the preferred learning climate, the three items explained 52.104% of the 

variation in the data with an Eigenvalue above 1 (1.563).   
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{Table 2. Principal components analysis 

for the current and preferred learning climate factors} 

 

Hypothesis testing 

Learning climate and affective commitment 

Correlations indicated significant relationships between current and preferred learning 

climate and affective commitment. Three of the four current learning climate factors were 

significantly positively related to affective commitment.  Encouragement to Learn was 

significantly positively related to affective commitment (r = .558, p < .05). Value of Ideas 

was significantly positively related to affective commitment (r = .447, p < .05). Support and 

Help Available was significantly positively related to affective commitment (r = .395, p < 

.05). Learning Resources was not significantly related to affective commitment (r = -.099, p > 

.05). 

Two of the four preferred learning climate factors were significantly related to 

affective commitment.  Encouragement to Learn (r = .156, p < .05) and Learning Resources 

were significantly positively related to affective commitment (r = .252, p < .05). However, 

Value of Ideas (r = -.068, p > .05) and Support and Help Available (r = -.032, p > .05) were 

not significantly related to affective commitment.  

 

{Table 3. Summary data and bivariate correlations} 

 

Learning climate congruence 

Significant relationships were found between two of the four current and preferred 

learning climate factors. A significant negative relationship was found between the current 

learning climate and preferred learning climate factors, Encouragement to Learn (r = -.201, p 
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< .05) and Learning Resources (r = -.227, p < .05), indicating incongruence. No significant 

relationships were found between Value of Ideas (r = .062, p > .05) and Support and Help 

Available (r = .041, p > .05).  

 

{Table 4. Mean differences and paired samples correlations 

for current and preferred learning climate} 

 

 

 

Learning climate congruence and affective commitment 

Separate multiple regressions were used to determine how the interaction between the 

current and preferred organisational learning climate factors influence affective commitment.  

Significant interactions were found between the current and preferred learning climate factor, 

Encouragement to Learn, on affective commitment. For the interaction between the current 

and preferred learning climate factor, Encouragement to Learn (F (3, 266) = 45.895, p < .05), 

the multiple correlation coefficient was R = .586.  The relationship was significant, and 

34.4% (R² = .344) of the variance in affective commitment was explained by the interaction 

between the current and preferred learning climate factor, Encouragement to Learn (β = .214, 

t = 2.591, p < .05).  

 

{Table 5. Interaction effects between the current and preferred learning climate factor 

encouragement to learn and affective commitment} 

 

{Table 6. Summary of main findings} 
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Discussion 

Learning climate and affective commitment 

The results partially confirmed hypothesis one and two and found significant 

relationships between some of the current and preferred learning climate factors and affective 

commitment. These findings correspond with Mikkelson, Saksvik and Ursin (1998) and 

Mikkelsen, Ogaard and Lovrich’s (2000) research and confirmed the importance of fostering 

a climate that facilitates the learning.  

The strongest relationships with affective commitment were found between the 

current learning climate factors, Encouragement to Learn, Value of Ideas and Support and 

Help Available and the preferred learning climate factors, Learning Resources and 

Encouragement to Learn. Thus, the strongest learning climate factor to predict affective 

commitment is Encouragement to Learn, which focuses on encouraging academics to take 

risk, having plenty of time to learn new tasks and openly express their ideas and opinions. 

Although, this indicates areas where academic managers and universities need to focus on in 

order to enhance the affective commitment of academics, some of these areas may be 

difficult due to the nature of academic work and also the bureaucratic structures that exist in 

many public universities (Jones 2007). However, some of these initiatives may be able to be 

arranged at the department level.   

 

Learning climate congruence 

The results confirmed hypothesis three and found significant relationships between 

current and preferred learning climate.  Essentially, the person-organisation congruence 

theory posits that there are characteristics of an organisation that have the potential to be 

congruent with the characteristics of an individual (Hoffman and Woehr 2006). Thus 

congruence exists when individual characteristics are similar to those of the organisation. 
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However, in the current study dissimilarities were found between all four of the current and 

preferred learning climate factors. Significant incongruence differences were discovered 

between two of the four factors: Encouragement to Learn and Learning Resources. 

For the learning climate factor, Encouragement to Learn, the current scores were 

significantly lower than the preferred scores. Thus, academics appear to prefer a learning 

climate where employees are encouraged to take risks, have plenty of time to learn new tasks, 

and are encouraged to openly express their ideas and opinions (Encouragement to Learn).  

However, academics perceived that this situation did not necessarily exist, and that their 

current learning climate did not include these aspects. Thus, the results indicate that 

incongruence exists between the current and the preferred learning climate factor, 

Encouragement to Learn.  

The current research, conducted on university academics found that academics needed 

to balance many tasks, including teaching, administration and research responsibilities. Thus, 

the context implies that the academics may not have enough time to learn new tasks. Further 

it must be noted that the current research focused on a public university, where bureaucracy 

appeared to be high and flexibility appeared to be low. Academics are experiencing an 

increasing amount of administrative responsibilities, making it even more difficult to juggle 

their teaching and research tasks (Siegall and McDonald 2004; Winter and Sarros 2002). The 

context signifies that academics may be confined to various practices and procedures and 

may not be encouraged to openly express their ideas and opinions.  

In contrast, for the learning climate factor, Learning Resources, the current scores 

were significantly higher than for the preferred scores. Academics perceived the current 

learning climate as one where training and development was left up to the individual, with 

employees being encouraged to experiment and to try new things, and where work practices 

were constantly changing (Learning Resources).  The results indicated that the learning 
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climate, Learning Resources, was indicative of the university’s current learning climate; 

however, this type of climate was the least preferred by academics. Academics appear to feel 

that training and development should not be left up to the individual and that the university 

should provide these opportunities.  Although training and development opportunities may be 

provided by the university, they may not be suited to the individual and their needs. This may 

be a result of the type of organisation, as in public tertiary institutions the centralised 

structure and the standardisation of procedures reduces the flexibility in organisational 

procedures (Jones 2007), including training and development procedures. This is an 

important implication for academic managers and universities, where the need to recognise 

individual differences is critical in determining training and development needs. As a result 

of this, training and development may be best determined at the department level. 

Academics also perceived that their university had a learning climate where 

employees were generally expected to conform to the rules and regulations, and where work 

practices and structures were constantly changing. Interestingly, the academics at this 

university did not perceive that they had enough time to learn or do new tasks. Time 

constraints and the juggling of their responsibilities of teaching and research was often an 

issue in such a public university.  

The learning climate factors, Value of Ideas and Support and Help Available, were 

the most preferred. Thus, the academics preferred a learning climate where the discussion of 

critical work issues was valued and they were encouraged to make their own decisions (Value 

of Ideas), as well as a learning climate where they support each other and there is a high level 

of social interaction amongst their colleagues (Support and Help Available).  The academics 

also preferred training and development resources that were practical. However, the 

academics least preferred a learning climate where their work practice and structures were 

constantly changing.  Interestingly, this was perceived to be a dominant aspect of the 
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university’s learning climate. These findings signal important implications for academic 

managers and universities in order to develop the right type of training and learning in order 

to cater for individual needs. Also, consistency and continuity in these process and practices 

will further help to facilitate the type of learning climate valued by academics. 

 

Learning climate congruence and affective commitment 

The results confirmed hypothesis four and found that the congruence between current 

and preferred learning climate was significantly and positively related to affective 

commitment. Significant interactions were found between the current and preferred learning 

climate factor, Encouragement to Learn and affective commitment. Therefore, it is essential 

that an environment is created where employees are encouraged to take risks, have plenty of 

time to learn new tasks, and are encouraged to openly express their ideas and opinions, in 

order to enhance the affective commitment of their academics. Overall, the study has 

important implications for the development and retention of academics. Academic managers 

and their universities need to understand the importance of learning climate and that the 

congruence between individual and organisational learning climate elements is crucial to 

build commitment and develop better relations between their academics. 

 

Limitations 

Biases may have created limitations in the methodological procedures used in this 

study. First, the common method bias is a potential limitation as all the constructs used in the 

study were assessed through the same method, using the same respondents to determine both 

the dependent and independent variables. Second, sampling biases may exist as a non-

probability sampling technique was used to select participants for the research. Third, the 

research results are indicative of one Australian university and may not be generalisable to all 
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academics and other employees working in a knowledge-intensive context. Fourth, the 

moderate response rate may also limit the generalisability of the results. However, this does 

not diminish the importance of the findings. Limitations may exist as low reliability scores 

were found for the current and preferred learning climate scales. Thus vigorous testing is 

necessary to further validate the learning climate scale. 

 

Conclusion 

The confirmed relationships between learning climate congruence and the affective 

commitment of university academics have important implications for the management of 

academics.  This knowledge will enable academic managers to build commitment and 

develop better relations with their academics. For example whether academics are 

encouraged to make their own decisions, whether there is support for learning and whether 

training and development resources are practical. The identification of which learning 

elements are deemed to be of high importance, and the introduction of the right kind of 

learning elements, will not only improve the knowledge and skill development of academics, 

but also aid in the retention of these highly skilled employees. 

In order to test the generalisability and robustness of the results, further research is 

required to examine whether the results can be applied to academics in other universities. 

Future research could also explore the relationships between the levels of learning climate 

congruence and various demographic attributes, such as gender, age, academic level and 

discipline and length of service. 
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