Witness Statement
Dr Michael Dix

I, Michael Ross Dix, of

in the State of Victoria, make the following

statement, which is true to the best of my knowledge.
My experience of university employment
1. I have worked in higher education since 1990.
2. Swinburne University has been my primary employer, although during my time at Swinburne
I have also been employed by the following universities: Latrobe, Monash, RMIT and Deakin.
3. In 1975 I went to University as a mature age student. Before that I was a factory cleaner and
I had my own tutoring business.
4. Aged 30, I went to Latrobe University to study philosophy. I completed an Honours Degree
and then went on to complete my Doctorate in Philosophy (PhD) in 1985.
5. The same year my son was born and I stayed home to care for him for approximately five
years. During this time I did part-time cleaning work.
6. In 1990 when my son started school I obtained work as a lecturer at Swinburne Institute of
Technology, now called Swinburne University of Technology (“SUT”). The same year I
obtained a sessional appointment as a tutor at Latrobe University and a sessional
appointment as a lecturer at RMIT University.
7. My job at SUT was as a Lecturer in Philosophy. It was a fixed-term contract for about 10 to
11 months at a part time fraction of approximately 0.8 Full Time Equivalent (FTE), and was
classified at Academic Level B.
8. In 1991 I also obtained casual employment as a Senior Research Assistant in the Department
of Sociology at Latrobe University. This employment continued until 1995.
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9. In 1991 I also did other sessional work at Latrobe University, teaching in the School of Social
Sciences, until I obtained a more substantial appointment at Monash University in late 1993.
In 1991 I also commenced some casual marking work for Deakin University which continued
for about three years.
10. In 1992, in addition to my other five positions, I got a job as a Research Assistant in
Philosophy at Latrobe University. This means for a time in the early 1990s I was working in
six jobs at the same time.
11. In 1993 I quit all of these jobs except for the Senior Research Assistant position at Latrobe,
to take up a full-time fixed-term contract position at Monash University as a Lecturer in
Philosophy classified at Level B. I was employed to assist in the setting up of online units.
This kind of learning was ground-breaking at the time.
12. The Monash University job was intended to be for 6 to 8 months, but in the end, it was a 12
month appointment. I commenced full-time but about half way through my wife began to
suffer from a serious illness and the job was converted to half-time at my request.
13. The Monash University appointment finished around October 1994. I then worked at
Latrobe University as a casual Academic Skills Advisor in the School of Social Sciences.
14. In the start of 1995 my wife’s condition seriously deteriorated and I quit all of my casual
work except for the Senior Research Assistant position in the Sociology Department at
Latrobe.
15. In early February 1995 I obtained the first of a series of fixed-term contracts at Swinburne
University of Technology as a Lecturer B in Philosophy. These contracts lasted through 1995
and 1996. In 1995 I resigned from the Senior Research Assistant position at Latrobe
University when my wife died and I became a sole parent.
16. I was employed on a series of 6-month fixed-term contracts at SUT from February 1995 until
the end of 1996.
17. In the first semester of 1997 I did not work at SUT.
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18. From semester 2 1997 I returned to work at SUT on a sessional basis, teaching and
convening Philosophy subjects.
19. In 1998 I got a full-time fixed-term contract for I think about one semester, teaching and
convening Philosophy subjects and supervising sessional staff.
20. In or around Semester 2 1998 I returned to working at SUT on a sessional basis, teaching and
convening Philosophy subjects until part-way though semester 1 2004 when I obtained a
full-time contract at SUT.
21. In or around 2000 or 2001, SUT introduced a summer teaching term. I can’t recall if I worked
the first summer term but I definitely worked as a sessional in the second. I taught the
Philosophy subject of Critical Thinking. Since that year I have worked as a sessional in every
summer teaching period except for 2016 when the School of Arts Humanities and Social
Sciences decided that Critical Thinking would no longer be offered four times per year, and
except for one year in or around the mid 2000s when the Faculty decided not to offer
summer teaching period subjects.
22. I continued sessional teaching during semesters 1, 2 and the summer teaching term until
near the end of first semester 2004.
23. From May 2004 until November 2004 I had a fixed-term full-time contract at Lecturer C
level. I lectured in a number of Philosophy subjects and convened the Honours and the Post
Graduate program as well as most of the undergraduate programs. I was replacing an
Associate Professor (Level D academic) for some of that time.
24. Since 1998 at various times I have supervised up to 8 sessional employees at any one time.
This has occurred intermittently when ongoing staff take leave.
25. In 2005 I entered into a fixed-term contract, which the Faculty described as something like a
‘special purpose contract.’ It differed from a normal contract because I was not paid on a
full-time basis. Rather my salary was calculated along the following basis: A calculation was
made of what I would have been paid as a sessional lecturer, sessional tutor and casual
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marker for the same volume of teaching, and the rate for the contract was fixed at that
amount. SUT employed me on that unusual contract because the University wanted a lot of
work done and they wanted me, in particular to do it. At the time the industrial award would
not permit the University to employ a sessional teacher to teach more than a half-time load.
26. At various times since 2005, I have been employed to oversee the implementation of a
Critical Thinking subject offered at the SUT Sarawak campus in Malaysia. I did not have to
physically work at Sarawak campus – just liaise with the lecturers and provide teaching
materials.
27. In or around the mid 2000s SUT began to offer winter term studies and since that year I have
taught every winter term in additional to the two regular semesters and summer teaching
period. While dates vary from year to year, in Higher Education at SUT, typically the summer
Term runs for six weeks from early January, Semester 1 runs for thirteen weeks from late
February, Winter Term runs for six weeks from mid-June, and Semester 2 runs for thirteen
weeks from late July. Due to the compressed teaching period, courses offered in winter and
summer terms generally involve more intensive delivery methods than those offered during
the regular semesters.
28. A subject I teach in summer and winter (Critical Thinking) has been SUT’s most successful
summer and winter subject in terms of enrolments and student satisfaction.
29. From 2005 until 2014 I continued to be employed on a sessional basis teaching philosophy
subjects, always on a higher load than would constitute a full-time teaching workload for a
non-casual academic.
30. In or around 2010 I won a Faculty Teaching Award. There are hundreds of academics
employed in the Faculty who would potentially be eligible to apply for or be nominated for
the award.

Michael Dix Statement - Redacted - Page 4

31. In 2011 I became the Principal Coordinating Supervisor for a student’s PhD research. This
student successfully completed his PhD under my supervision in 2016. In 2015 I was
appointed as an Associate Supervisor to another PhD research student.
32. In Semester 2 2013 I was offered a position as an Adjunct Teaching Fellow (“ATF”). This was
an honorary position for 3 years.
33. I accepted the position of ATF even though the position was an unpaid one. I did this
because the Faculty wanted me to convene a number of subjects and I would not have been
able to convene the subjects as a sessional, because sessionals are no longer permitted to
convene subjects at SUT. I understand this has been official policy for some time but my
Faculty had been able to circumvent that policy until recently when it has become more
strictly enforced.
34. In 2014 I succeeded in gaining conversion to an ongoing Teaching-Intensive appointment at
Level B. Since that time I have continued to teach, convene subjects, supervise PhD
students, and pursue and publish my own research at SUT. As part of my convening
responsibilities I am responsible for recommending which sessional tutors should be
engaged to teach in the subjects I convene (currently, Critical Thinking, three times per year,
and History of Ideas in one semester per year), and for supervising and mentoring these
sessionals in their work. While I am supervising only one sessional tutor in the current
semester, I have supervised as many as five in a semester since gaining my present position
in 2014. I have at various times supervised sessionals since 1998. At times I have supervised
as many as eight sessional tutors and sessional lecturers in a semester.
35. The University often asked me to convene units in the years when I was employed as a
sessional. For most of that time, there were only two full-time ongoing Academics employed
in Philosophy at SUT. Between them, they convened all the philosophy offerings, but
whenever one of them took leave, the other could not convene all the units as it is too much
work. As I hold a PhD, I was already paid at the PhD rate for tutoring work, marking and
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other academic duties. Therefore performing unit coordination made no difference to my
rate of pay.
Research and Maintaining my Discipline Currency
36. I have been a researcher in philosophy since 1990 but while employed as an academic, I
have never been paid for doing my own research. The only research work I have been paid
for as a university employee was when I worked as a research assistant for someone else.
37. When I have had several appointments at the one time – I have found it difficult often
impossible – to make time to do my own research. I am now able to make time for my
research, but I as a Teaching-Intensive academic I have no workload allocation for research.
38. Often times during my sessional employment I have worked well in excess of a full-time
teaching workload. For example, in or around 2008 the Discipline Leader of Humanities, Arts
and Social Sciences, Associate Professor (now Professor) Karen Farquharson, said to me
words to the effect of, ‘You are teaching more than a double full time load.’
39. In the years 2012-2014 I made a deliberate decision to reduce my teaching working hours to
approximately a notional full-time teaching load; at SUT that is around 360 contact hours per
year. I was then teaching in summer and winter terms as well as the traditional first and
second semesters, and had been doing so for approximately ten years.
40. By reducing my teaching in summer and winter to no more than a half-time load and slightly
reducing my teaching hours in first and second semesters, I was able to spend time doing
research and keeping abreast of developments in the several fields of philosophy,
educational theory, history and human sciences on which my teaching and research
particularly focus.
41. Until I was converted to my present ongoing position, it cost me approximately $10,000 per
year in foregone teaching to make time to do my research. There was more teaching I would
have been offered had I wished to take it.
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42. The considerable teaching load I had worked for much of my academic life had prevented
me from bringing my many ongoing research projects to completion and publication. This is
why I took approximately $10,000 per annum less of teaching work, so as to bring some of
those projects to completion.
43. Some of my research has been wholly in philosophy and some has been in the field of
education.
44. During my employment as a sessional academic, I spent time maintaining and expanding my
knowledge of these disciplines by reading journal articles, conference papers and scholarly
books, attending relevant seminars and such conferences as I could fit into my heavy yearround schedule of teaching, and through discussions with colleagues both at SUT and
elsewhere, and participation in the regular meetings and seminars of the Joseph Needham
Complex Processes Research Group (JNCPRG) at SUT. In addition, I contributed to the
expansion of knowledge in these disciplines by undertaking my own research, and sharing
the outcomes with colleagues and students, through publication, conference presentation,
collegial discussion with colleagues and students, research presentations to the JNCPRG, and
by incorporating new knowledge into my teaching.
45. I regularly read a number of journals in several fields, for example:
Cosmos and History;
World Futures;
Emergence;
Semiotica;
American Scientist;
Nature;
Journal of Transformative Education;
Higher Education Research & Development;
New Directions for Adult and Continuing Education;
ERIC Clearinghouse on Adult, Career, and Vocational Education.
I read papers from conference proceedings published on the Web including those from
regular conferences on Adult Education; Complex Processes Research and Theory;
Biosemiotic Theory; and Transformative Learning. I also read papers published on the Web
from the proceedings of irregular conferences in fields relevant to my research.
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And in the last five years, including while employed as a sessional, I have read (and re-read)
many books, chapters and papers relevant to my fields, including the following works (from
the References lists of my recent publications):
Biggs, J.B. (1987). Student Approaches to Learning and Studying. Hawthorn, Victoria:
Australian Council for Educational Research.
Boyd, R. D. (1989). Facilitating Personal Transformations in Small Groups: Part I.
Small Group Behavior, 20, 4: 459-474.
Boyd, R.D. & Myers, J.G. (1988). Transformative Education. International Journal of
Lifelong Education, 7, 4: 261-284.
Brown, H.I. (1990). Rationality. London & New York: Routledge.
Brown, J.S., Collins, A. & Duguid, P. (1989a). Situated Cognition and the Culture of
Learning. Educational Researcher, 18, 1: 32-42.
Brown, J.S., Collins, A. & Duguid, P. (1989b). Debating the Situation: A Rejoinder to
Palincsar and Wineburg. Educational Researcher, 18, 4: 10-12.
Cranton, P., & Taylor, E.W. (2012). Transformative Learning Theory: Seeking a More
Unified Theory. In E.W. Taylor & P. Cranton (eds) The Handbook of
Transformative Learning: Theory, Research and Practice, 3-20.
Daloz, L. (1999). Mentor. San Francisco: Jossey-Bass.
Damasio, A.R. (1994). Descartes' Error: Emotion, Reason, and the Human Brain. New
York: G.P. Putnam's Sons.
Damasio, A. R. (1999). The feeling of what happens. The body and emotion in the
making of consciousness. New York, NY: Harcourt Brace.
Damasio, A. R. (2003). Looking for Spinoza. Joy, sorrow, and the feeling brain.
Orlando, FL: Harcourt.
Damasio, H., Grabowski, T., Frank, R., Galaburda, A.M., & Damasio, A.R. (1994). The
Return of Phineas Gage: Clues About the Brain from the Skull of a Famous
Patient. Science, 264, 20 May, 1102-1105.
Darwin, C. (2009). Charles Darwin's notebooks from the voyage of the Beagle
(Gordon Chancellor and John van Wyhe eds, with the assistance of Kees
Rookmaaker. Foreword by Richard Darwin Keynes). Cambridge: Cambridge
University Press.
Desmond, A. & Moore, J. (1991). Darwin. London: Michael Joseph.
Dirkx, J. M. (1998). Transformative Learning Theory in the Practice of Adult
Education: An overview. PAACE Journal of Lifelong Learning, 7, 1-14.
Dirkx, J.M. (2000). Transformative Learning and the Journey of Individuation. ERIC
Digest, No. 223.
Dirkx, J.M. (2001). The Power of Feelings: Emotions, Imagination, and the
Construction of meaning in Adult Learning. In S. Merriam (ed.), New
Directions for Adult and Continuing Education, 89. San Francisco: JosseyBass, 63-73.
Dirkx, J.M. (2006). Engaging Emotions in Adult Learning: A Jungian Perspective on
Emotion and Transformative Learning. New Directions for Adult and
Continuing Education, 109: 15-26.
Dreyfus, H.L. & Dreyfus, S.E. (1986). Mind over Machine: the power of human
intuition and expertise in the era of the computer. New York: Free Press.
Fauconnier, Gilles and Turner, Mark (2002). The Way We Think: Conceptual Blending
and the Mind's Hidden Complexities. New York: Basic Books.
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Freire, P. (1972). Pedagogy of the Oppressed (trans Myra Bergman Ramos).
Harmondsworth: Penguin.
Gadamer, H.G. (2004). Truth and Method (2nd revised edition, trans J. Weinsheimer
and D. G. Marshall). New York: Crossroad.
Gardner, H. (1983). Frames of Mind: The Theory of Multiple Intelligences. New York:
Basic Books.
Geertz, C. (1973). The Interpretation of Cultures. New York: Basic Books.
Gilligan, C. (1982). In a Different Voice: Psychological Theory and Women's
Development. Cambridge: Harvard University Press.
Habermas, J. (1984). The Theory of Communicative Action. Vol 1: Reason and the
Rationality of Society. Boston: Beacon Press.
Imel, S. (1998). Transformative Learning in Adulthood. ERIC Digest, No. 200.
Kegan, R. (1982). The Evolving Self: Problem and Process in Human Development.
Cambridge, Mass: Harvard University Press.
Kegan, R. (1994). In Over Our Heads: The Mental Demands of Modern Life.
Cambridge, Mass: Harvard University Press.
Kegan, R. (2000). What "Form" Transforms?: A Constructive-Developmental
Perspective on Transformational Learning. In J. Mezirow and Associates
(eds), Learning as Transformation: Critical Perspectives on a Theory in
Progress. San Francisco: Jossey-Bass.
King, K.P. (1998). How Adult Learners Change in Higher Education. 1998 AERC
Proceedings. University of the Incarnate Word, San Antonio, Texas.
King, P. & Kitchener, K. (1994). Developing reflective judgment. San Francisco:
Jossey-Bass.
Kohlberg, L. (1981). Essays on Moral Development. Vol. 1: The Philosophy of Moral
Development. San Francisco: Harper & Row.
Kohlberg, L. (1984). Essays on Moral Development. Vol. 2: The Psychology of Moral
Development. San Francisco: Harper & Row.
Kuhn, T. S. (1970). The Structure of Scientific Revolutions (Second edition). Chicago:
University of Chicago Press.
Lakoff, G. & Johnson, M. (2003). Metaphors We Live By (Revised edition). London:
University of Chicago Press.
Laurillard, D. (1993). Rethinking University Teaching: A Framework for the Effective
Use of Educational Technology. London & New York: Routledge.
Macmillan, M.B. (2008). Phineas Gage—Unravelling the myth. The Psychologist. 21
(9): 828–831.
Mälkki, K. (2010). Building on Mezirow's Theory of Transformative Learning:
Theorizing the Challenges to Reflection. Journal of Transformative
Education, 8, 1, 42-62.
Mezirow, J. (1978). Education for Perspective Transformation: Women's Re-entry
Programs in Community Colleges. New York: Teachers College, Columbia
University.
Mezirow, J. (1991). Transformative Dimensions of Adult Learning. San Fransisco:
Jossey-Bass.
Mezirow, J. (1998). On Critical Reflection. Adult Education Quarterly, 48, 3: 185-198.
Mezirow, J. (2000). Learning to Think like an Adult: Core Concepts of Transformation
Theory. In J. Mezirow (ed.), Learning as Transformation: Critical Perspectives
on a Theory in Progress. San Francisco: Jossey-Bass, 3-33.
Mezirow, J. (2003). Transformative Learning as Discourse. Journal of Transformative
Education, 1, 1: 58-63.
Mezirow, J. and Associates. (2000). Learning as transformation: Rethinking adult
learning and development. San Fransisco: Jossey-Bass.
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Moore, W.S. (2002). Understanding Learning in a Postmodern World: Reconsidering
the Perry Scheme of Intellectual and Ethical Development. In B.K. Hofer &
P.R. Pintrich, eds, Personal Epistemology: the Psychology of Beliefs about
Knowledge and Knowing. Mahwah, NJ; London: Erlbaum.
Newman, J.H. (1979). An Essay in Aid of a Grammar of Assent (with an Introduction
by N. Lash). Notre Dame; London: University of Notre Dame Press.
Ng, R. (2005). Embodied Pedagogy as Transformative Learning: A Critical Reflection.
Canadian Association for the Study of Adult Education (CASAE) 2005
National Conference On-Line Proceedings, University of Western Ontario in
London, Ontario, May 28 to May 31.
Peirce, C.S. (2014). Abduction. The Commens Dictionary: Peirce's Terms in His Own
Words (Revised edition, eds Mats Bergman and Sami Paavola, published
online). Commens. http://www.commens.org/dictionary/term/abduction
Perry, W.G. (1970). Forms of Intellectual and Ethical Development in the College
Years. New York: Holt Rhinehart and Winston.
Perry, W.G. (1985). Different Worlds in the Same Classroom: Students' Evolution in
their Vision of Knowledge and their Expectations of Teachers.
http://bokcenter.fas.harvard.edu/docs/perry.html (reprinted from On
Teaching and Learning, Vol. 1). Also reprinted in P. Ramsden (ed.), (1988),
Improving Learning: New Perspectives. London: Kogan Page.
Piaget, J. (1972). The Principles of Genetic Epistemology (trans W. Mays). London &
Henley: Routledge & Kegan Paul.
Piaget, J. & Inhelder, B. (1969). The Psychology of the Child (trans H. Weaver).
London & Henley: Routledge & Kegan Paul.
Price, H.H. (1969). Belief. London: George Allen and Unwin.
Ricoeur, P. (1994). Imagination in Discourse and Action. In G. Robinson and J.
Rundell, eds, Rethinking Imagination: Culture and Creativity. London and
New York: Routledge, pp. 118-135; (originally published in Analecta
Husserliana, Vol. VII, 1978, pp. 3-22).
Taylor, E. W. (1998). The Theory and Practice of Transformative Learning: A Critical
Review. Columbus, Ohio: ERIC Clearinghouse on Adult, Career, and
Vocational Education, Center on Education and Training
Taylor, E. W. (2001). Transformative Learning Theory: A Neurobiological Perspective
of the Role of Emotions and Unconscious Ways of Knowing. International
Journal of Lifelong Education, 20, 3: 218-236.
Taylor, E. W. (2007). An update of transformative learning theory: A critical review
of the empirical research (1999-2005). International Journal of Lifelong
Education, 26, 2: 173-191.
Taylor, E.W. (2008). Transformative Learning Theory. New Directions for Adult and
Continuing Education, 119, Fall: 5-15.
Taylor, E.W., Cranton, P. & Associates. (2012). The Handbook of Transformative
Learning: Theory, Research and Practice, eds E.W. Taylor & P. Cranton. San
Fransisco: Jossey Bass.
Taylor, E.W. & Cranton, P. (2013). A theory in progress? Issues in transformative
learning theory. European Journal for Research on the Education and
Learning of Adults, 4, 1: 33-47.
Taylor, E. W. & Snyder, M. J. (2012). A critical review of research on transformative
learning theory 2006-2010. In E. W. Taylor & P. Cranton (eds.) Handbook of
Transformative Learning: Theory, Research and Practice. San Francisco:
Jossey-Bass, 37-54.
Turner, M. (1996). The Literary Mind: The Origins of Thought and Language. Oxford
and New York: Oxford University Press.
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Turner, M. (2014). The Origin of Ideas: Blending, Creativity, and the Human Spark.
Oxford and New York: Oxford University Press.
Wittgenstein, L. (1967). Zettel (eds G.E.M. Anscombe and G.H. Von Wright, trans.
G.E.M. Anscombe). Berkeley and Los Angeles: University of California Press.
Andersen, P.B., Emmeche, C., Finnemann, N.O. & Christiansen, P.V. (eds.),
Downward Causation: Minds, Bodies and Matter. Aarhus: Aarhus University
Press, 2000.
Aristotle. Aristotle’s Metaphysics. Trans. and ed. W.D. Ross. Oxford: Clarendon
Press, 1924.
Aristotle. Aristotle: De Anima, Books II and III (with passages from Book I). Trans.
with Introduction and Notes by D.W. Hamlyn. Oxford: Clarendon Press,
1968.
Barbieri, M. The Organic Codes. An Introduction to Semantic Biology. Cambridge:
Cambridge University Press, 2003.
Barbieri, M. ‘Life is Semiosis’. Cosmos and History, vol. 4, no.1-2, 2008, pp. 29-52.
Bateson, G. Steps to an Ecology of Mind: Collected Essays in Anthropology,
Psychiatry, Evolution, and Epistemology. Chicago: University Of Chicago
Press, 1972.
Bickhard, M.H. & Campbell, D.T. ‘Emergence’. In P.B. Andersen, C. Emmeche, N.O.
Finnemann, & P.V. Christiansen (eds), Downward Causation: Minds, Bodies
and Matter. Aarhus: Aarhus University Press, 2000, pp. 322-348.
Cohen, J. & Stewart, I. The Collapse of Chaos: Discovering Simplicity in a Complex
World. London & New York: Penguin, 1995.
Deacon, T.W. Incomplete Nature: How Mind Emerged from Matter. New York: W.W.
Norton & Company, 2012.
Emmeche, C., Koppe, S. & Stjernfelt, F. ‘Levels, Emergence, and Three Versions of
Downward Causation’, in P.B. Andersen, C. Emmeche, N.O. Finnemann, &
P.V. Christiansen (eds), Downward Causation: Minds, Bodies and Matter.
Aarhus: Aarhus University Press, 2000, pp. 13-34.
Emmeche, C. and Kull, K., eds. Towards a Semiotic Biology: Life is the Action of Signs.
London: Imperial College Press, 2011.
Fraser, J.T. ‘The Extended Umwelt Principle: Uexküll and the Nature of Time’.
Semiotica, no. 134, 2001, pp. 263-273.
Gare, A. ‘Systems Theory and Complexity: Introduction’, Democracy and Nature, vol.
6, no. 3, 2000, pp. 327-339.
Goodwin, B. How the Leopard Changed Its Spots: The Evolution of Complexity.
London: Phoenix, 1995.
Hoffmeyer, J. Signs of Meaning in the Universe. Bloomington: Indiana University
Press, 1996.
Hoffmeyer, J. Biosemiotics. An Examination into the Signs of Life and the Life of
Signs, Scranton PA: University of Scranton Press, 2008.
Hoffmeyer, J. ‘Biology is Immature Biosemiotics’, in Emmeche, C. and Kull, K. (eds),
Towards A Semiotic Biology, London: Imperial College Press, 2011, pp. 4365.
Husserl, E. Ideas Pertaining to a Pure Phenomenology and to a Phenomenological
Philosophy—Second Book: Studies in the Phenomenology of Constitution,
trans. R. Rojcewicz and A. Schuwer. Dordrecht: Kluwer, 1989.
Kant, I. Critique of Pure Reason. Revised 2nd edn. Trans. N. Kemp Smith, with a new
Introduction by H. Caygill. Basingstoke: Palgrave Macmillan, 2003.
Kant, I. Prolegomena to any Future Metaphysics. Revised edn., trans. and ed. G.
Hatfield. Cambridge: Cambridge University Press, 2004.
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Kauffman, S.A. The Origins of Order: Self-Organisation and Selection in Evolution.
New York: Oxford University Press, 1993.
Kegan, R. In Over Our Heads: The Mental Demands of Modern Life, Cambridge,
Mass: Harvard University Press, 1994.
Kegan, R. ‘What “Form” Transforms? A Constructive-Developmental Perspective on
Transformational Learning.’ In J. Mezirow and Associates (eds), Learning as
Transformation: Critical Perspectives on a Theory in Progress. San Francisco:
Jossey-Bass, 2000.
Kull, K. ‘Jakob von Uexküll: An introduction’. Semiotica, no. 134, 2001, pp. 1-59.
Kull, K., Deacon, T., Emmeche, C., Hoffmeyer, J. & Stjernfelt, F. ‘Theses on
Biosemiotics: Prolegemona to a Theoretical Biology’. In C. Emmeche & K.
Kull (eds), Towards a Semiotic Biology: Life is the Action of Signs. London:
Imperial College Press, 2011, pp. 25-41.
Kull, K., Emmeche, C., & Hoffmeyer, J. ‘Why Biosemiotics? An Introduction to Our
View on the Biology of Life Itself’. In C. Emmeche & K. Kull (eds), Towards a
Semiotic Biology: Life is the Action of Signs. London: Imperial College Press,
2011, pp. 1-21.
Kull, K., Emmeche, C. & Favareau, D. ‘Biosemiotic Research Questions’. In C.
Emmeche & K. Kull (eds), Towards a Semiotic Biology: Life is the Action of
Signs. London: Imperial College Press, 2011, pp. 67-90.
Lettvin, J.Y., Maturana, H.R., McCulloch, W.S., & Pitts, W.H. ‘What the frog’s eye tells
the frog’s brain’. In W. C. Corning & M. Balaban (eds), The Mind: Biological
Approaches to its Functions. New York: Interscience Publishers, 1968,
pp. 233-58.
Lewin, R. Complexity: Life at the Edge of Chaos. 2nd edition. Chicago and London:
The University of Chicago Press, 1999.
Maturana, H. & Varela, F. Autopoiesis and Cognition: the Realization of the Living.
R.S. Cohen and M.W. Wartofsky (eds), Boston Studies in the Philosophy of
Science, vol. 42. Dordecht: D. Reidel Publishing Co, 1980.
Maturana, H. R. & Varela, F. J. The tree of knowledge: The biological roots of human
understanding. Boston: Shambhala Publications, 1987.
Millikan, R.G. Language, Thought and Other Biological Categories. Cambridge, MA:
MIT Press, 1984.
Nagel, T. ‘What is it like to be a bat?’ Philosophical Review, vol. 83, no. 4, 1974,
pp. 435-50.
Neuman, Y. ‘Why Do We Need Signs in Biology?’ In C. Emmeche & K. Kull (eds),
Towards a Semiotic Biology: Life is the Action of Signs. London: Imperial
College Press, 2011, pp. 195-209.
O’Neill, R.V., DeAngelis, D.L., Waide, J.B. & Allen, T.F.H. A Hierarchical Concept of
Ecosystems. Monographs in Population Biology, no. 23. Princeton, NJ:
Princeton University Press, 1986.
Pattee, H.H. ‘Evolving Self-Reference: Matter, Symbols, and Semantic Closure’,
Communication and Cognition, vol. 12, 1995, pp. 9-27.
Pattee, H.H. ‘The Physics of Symbols and the Evolution of Semiotic Controls’, in D.
Favareau (ed.), Essential Readings in Biosemiotics. Springer Netherlands,
2009, Ch.17.
Peirce, C.S. Collected Papers of Charles Sanders Peirce, (8 vols), C. Hartshorne, P.
Weiss & A.W. Burks (eds). Cambridge, Mass.: Belknap Press, 1931-1958.
Peirce, C. S. The Essential Peirce, Selected Philosophical Writings, Volume 1 (1867–
1893). N. Houser & C.J.W. Kloesel (eds). Bloomington and Indianapolis, IN:
Indiana University Press, 1992.

Michael Dix Statement - Redacted - Page 12

Peirce, C. S. The Essential Peirce, Selected Philosophical Writings, Volume 2 (1893–
1913). Peirce Edition Project (eds). Bloomington and Indianapolis, IN:
Indiana University Press, 1998.
Piaget, J. The Construction of Reality in the Child. New York: Basic Books, 1954.
Piaget, J. The Principles of Genetic Epistemology. New York: Basic Books, 1972.
Plato The Republic of Plato. Trans. A. Bloom, with notes and an interpretive essay.
New York: Basic Books, 1968.
Plotkin, H. Darwin Machines and the Nature of Knowledge. Harmondsworth:
Penguin, 1993.
Rorty, R. Philosophy and the Mirror of Nature. Princeton, NJ: Princeton University
Press, 1979.
Sacks, O. Awakenings. London: Duckworth; New York: Doubleday, 1973.
Sacks, O. The Man Who Mistook His Wife for a Hat. London: Duckworth; New York:
Summit Books, 1985.
Sacks, O. An Anthropologist on Mars. New York: Alfred A. Knopf; London: Picador,
1995.
Sacks, O. The Island of the Colorblind. New York: Alfred A. Knopf; London: Picador,
1996.
Salthe, S.N. Evolving Hierarchical Systems: Their Structure and Representation. New
York: Columbia University Press, 1985.
Salthe, S.N. Development and Evolution: Complexity and Change in Biology.
Cambridge, MA: MIT Press, 1993.
Schutz, A. The Phenomenology of the Social World. Evanston, IL: Northwestern
University Press, 1967.
Searle, J. ‘Minds, Brains and Programs’, Behavioral and Brain Sciences, vol. 3, no. 3,
1980, pp. 417-457.
Sharov, A. ‘The Origin and Evolution of Signs’, Semiotica, no. 127, 1999, pp. 521-535.
Sharov, A. ‘Umwelt theory and pragmatism’, Semiotica, no. 134, 2001, pp. 211-228.
Solé, R. & Goodwin, B. Signs of Life: How Complexity Pervades Biology. New York:
Basic Books, 2000.
Sutrop, U. ‘Umwelt, Word and Concept: Two Hundred Years of Semantic Change’.
Semiotica, no. 134, 2001, pp. 447-462.
Uexküll, J. von, Theoretical Biology. New York: Harcourt, Brace & Co, 1926.
Uexküll, J. von, ‘A Stroll Through the Worlds of Animals and Men: A Picture Book of
Invisible Worlds’, in Instinctive Behavior: The Development of a Modern
Concept, ed. and trans. Claire H. Schiller. New York: International
Universities Press, Inc., 1957, pp. 5-80.
Uexküll, J. von, ‘The theory of meaning’. Semiotica, no. 42, 1982, pp. 25-82.
Uexküll, J. von, ‘An introduction to Umwelt’. Semiotica, no. 134, 2001, pp. 107-110.
Uexküll, J. von, A Foray into the Worlds of Animals and Humans, with a Theory of
Meaning. Trans. Joseph D. O’Neil. Minneapolis: University of Minnesota
Press, 2010.
Uexküll, T. von, ‘The sign theory of Jakob von Uexküll’. In: Krampen et al. Classics of
Semiotics. New York : Plenum, 1987, pp. 147–179.
Uexküll, T. von, ‘Introduction: The sign theory of Jakob von Uexküll’. Semiotica, no.
89, 1992, pp. 279–315.
Weaver, W. ‘Science and Complexity’. American Scientist, vol. 36, 1948, pp. 536-544.
46. I estimate that on average over the time of my casual academic employment, I spent at least
eight hours a week engaged in such activity, in addition to the necessary work involved in
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the preparation of course material and teaching resources for the lectures and tutorials I
delivered.
47. Early in 2016 I published a paper on transformative learning in the top journal (A*-rated) in
that field. Much of the research comprising that paper was completed in the years 2006 to
2013 when I was a sessional. This research has also been the guiding light of my practice and
development as a university teacher and researcher for the past decade.
48. In 2013 I had a philosophical paper published in the journal ‘Cosmos and History’ (a B-rated
journal). It was this publication which led the second of my PhD research students to choose
SUT (and myself as supervisor).
49. [redacted] It is my understanding that SUT has obtained a direct financial benefit from r
50. I could not have maintained the currency of my work as an academic, or have developed as
a university teacher, or have adequately grounded my teaching in its relevant fields, without
putting in the effort to maintain and expand my knowledge of my disciplines. In part this is
because by expanding my knowledge I have been able to teach in a wider range of subjects
and thereby gain a reputation which increased my employability. But more importantly, by
broadening and deepening my knowledge I was able to show the enthusiasm and respect for
learning, and the mastery of my several fields, that students and colleagues alike quite
rightly expect, and which is a foundation for academic respect throughout the university and
in the world at large.
51. As a supervisor of casual academics, both during my own casual and fixed-term employment
and since obtaining an ongoing position, it has been my observation and expectation that
the sessional staff I supervise also perform such work during the course of their casual
engagements to maintain and expand their knowledge of their disciplines. Active
engagement with the ever-developing body of knowledge underlying our teaching is
essential for university-level teachers, and is a requirement that I and my colleagues bring to
bear in selecting staff, whether for casual or ongoing academic roles, at university level.
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Indeed, speaking for myself and my close colleagues, I employ, recommend and re-employ
as sessional staff only those who actively and continually display commitment to maintaining
and expanding their knowledge of the field(s) relevant to their teaching. I know that this
work is done by casual staff because, from the very first interview, and frequently
thereafter, I discuss with them their views on recent publications, controversies and
developments in the discipline, their own ongoing research or publications or research
ambitions, their theoretical and practical perspectives on the material they teach, their
approaches to teaching and learning, and their ideas on how such current knowledge has
influenced or might influence the design and updating of their teaching. I know the
sessionals I supervise are maintaining the currency of their knowledge of the discipline also
through information from student feedback surveys on the subjects I convene, and from
informal conversations with our students, as students are quick to praise their teachers'
enthusiasm for their field, and depth of knowledge of the field (just as students are quick to
criticise any perceived lack of enthusiasm for the field in their teachers, or perceived
shallowness in their knowledge of the field).

In my estimation, in the discipline of

Philosophy, it would not be possible to continue to do the work of a sessional academic to
the standard required without spending at least eight hours per month reading, discussing,
analysing and evaluating developments in the field.
University Policies
52. All the universities I have worked at have extensive policy libraries. Attachment 1 is a list of
the current policies and regulations at SUT. Each of the links in that list is to a policy,
procedure or regulation. Most of those policies contain further links to related documents
and resources which it is necessary to know in order to properly understand and apply the
policy. This may include other policies, statutes, regulations, university procedures, and
university strategic plans.

Michael Dix Statement - Redacted - Page 15

53. As a casual academic employee of SUT, I had always been required to know the university
policies, procedures, regulations, etc., which relate to the work of academic staff and to the
academic work of students, and to ensure they are complied with by myself and my
students.
54. There are some policies I have only needed to consult occasionally, but I am expected to
know what policies there are to consult, and have a general knowledge of the circumstances
in which they come into play.
55. There are other policies which are integral to the work of all academics with teaching duties,
including sessional academics. These include policies relating to teaching, assessment,
plagiarism, and other matters relating to the design, delivery and assessment of courses,
policies regulating the use of university facilities, such as library and information technology
policies, policies about conduct and misconduct, including those relating to discrimination,
inclusivity, bullying and harassment, academic misconduct, research misconduct and
integrity, and policies dealing with student progress, ‘show cause’ , grievance and appeals
procedures.
56. There are also policies which relate to my obligations as an employee, such as workplace
health and safety and some of the human resources procedures, which I am expected to
understand and comply with.
57. Some of this has been achieved simply by sitting down and reading a policy. Some of it has
been picked up through information provided at induction sessions. Some of it has been
through time spent checking with colleagues or supervisors about their understanding of
which policies apply and how they work. Some of it has been through completing SUT
compliance training, which is compulsory for all SUT academics. In most cases, my familiarity
with SUT policies has been gained through some combination of all four. All four take time.
58. In those periods when I have had fixed term or ongoing appointments (except for the
‘special purpose contract’ mentioned at paragraph 25 above), the time I spent ensuring I
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understood and complied with university policies has been just part of my job, and is
encompassed within my workload allocation. In those periods when I have been employed
as a sessional academic, I have never received payment for that time, except for compulsory
compliance training in 2013-2014. But even in 2013-2014 I additionally spent approximately
20 hours per year, unpaid, familiarising myself with new, existing, or revised Swinburne
policies and procedures.
59. Although I have worked at SUT for a long time and have a general familiarity with the suite
of policies relevant to my work, in recent years it has become increasingly necessary to
check them often because of the rapidity with which Swinburne's academic management is
overhauling and re-documenting its policies. It is indeed impossible now (in my view) for a
Swinburne teaching academic to retain all of the detail in her or his head, and it is now
essential to re-familiarise oneself quite often regarding current and updated policy and its
documentation. I estimate that I now spend, on average, at least one hour per week during
teaching term/semester searching Swinburne's policies and procedures. With regard to
sessionals' acquaintance with current SUT policies, Swinburne now pays them to complete a
set of compulsory compliance training modules. However, that compliance training pertains
only to a portion, and only the most general, of SUT policies and procedures relevant to their
work. For example, the procedural formalities now relating to complaints and misconduct
(including misconduct involving plagiarism) are mostly unknown to new sessionals, and
would take some time for them to discover and adequately understand.
60. I did not keep a detailed track of the time spent doing this work of ongoing familiarisation
with SUT policies and procedures while I was a casual, but I estimate it would not have been
less than twenty (unpaid) hours in any full year.

Information and Communications Technology Connection Costs
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61. I maintain a personal internet connection and personal mobile phone account. Since 2006, I
have had an office on campus, with a computer, phone and internet connection, but it is not
possible to perform all my work during office hours. The expectations for increased
connectivity by students and international campuses, the expansion of online delivery, the
use of web-based interfaces for much student engagement and the capacity to access
journals in electronic versions rather than hard copy, all mean that it is inevitable and
therefore an inherent requirement of the job that I will use my personal communication
technology to perform work. This includes work at home, and also work performed when
elsewhere away from campus.
62. My personal internet connection costs me $67 per month. My mobile phone account costs
me $25 per month.
63. SUT does not reimburse me for these expenses.
My experience of working time pressures on non-casual academics.
64. Since conversion to ongoing employment, my teaching hours have been regulated by the
workload provisions of the SUT enterprise agreement.
65. My workload proportions are: teaching 65%, service 15%, "scholarship" (as a teachingintensive academic) 10%, unallocated time 10%.
66. As there is no research component of my workload, there are no quantified performance
measures I must achieve. However, in consultation with my supervisor, I must annually
develop and twice annually review my Professional Development Plan of my academic goals
and activities in performance of my work as a Teaching-Intensive academic, how I intend to
achieve them, and how I will measure their achievement or partial achievement.
67. I work quite long hours, as I have high standards. I love my work, but at times it is
exhausting. For example, in 2016 between 31st July and 9th August, as convenor and
lecturer/tutor in Winter Term Critical Thinking, I have been marking and second-marking
more than 40 final essays, supervising make-up tests and marking 17 make-up tests,
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designing additional assessment for students granted special consideration, moderating and
collating the final results of students from my own tutorials and those of my sessional tutor
(87 students in all), training that tutor in his first experience of the specialised requirements
for marking the final essays, spending an entire day at Swinburne's Open Day responding to
enquiries from prospective students and the public, then returning to marking essays with
extensions or submitted late, and collating, moderating and uploading students' final Winter
Term results to the official online Grade Book and checking these results, while (as Semester
2 convenor of Critical Thinking) at the same time preparing materials and the unit website
for Semester 2 Critical Thinking, lecturing and tutoring the first week and a half of classes in
the Semester 2 unit, responding to dozens of student inquiries and emails, being available
for consultation with students seeking special consideration, participating in an official casemeeting regarding a student misconduct case, and tutoring in another Semester 2 subject,
Introduction to Philosophy. I estimate that in this first week and a half of Semester 2 2016 I
have worked upwards of 110 hours. (And although I did much of this work on campus, I
could not possibly have done all of it without also using my own computer and my home
internet connection.)
68. I do not think the things required of me by my workload allocation can be done to a
professional standard within an average 38 hour week.
69. The terms of my Teaching-Intensive employment require me to "buy back" (i.e. take as
unpaid) 12 weeks of leave per year, but to teach the maximum number of hours per year
(360 hours) permitted by the EBA for a Higher Education teacher at SUT, so effectively my
position is a .75 position but I do the maximum teaching load for a full-time job. In each of
the 40 weeks I am employed for each year, I do, on average, between 50 and 55 hours of
work for SUT (I am able to devote most of my 12 weeks of compulsory unpaid leave to my
research, and to supervising the research of my PhD students). However, as I teach and
convene units for nearly all of those 40 weeks, I am doing the work of a full-time academic in
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what is effectively a .75 position. I am deemed by Swinburne, my colleagues, and by
students (according to data from Student Feedback Surveys) an excellent teacher. I could
not maintain the excellence of my teaching were I to work only the 38 hours per week (for
only 40 weeks) that are notionally specified by my workload model.

Michael Dix
10 August 2010
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