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Introduction

This study’s Terms of Reference ask the Commission to include in its analysis ‘a comparative element, both in terms of comparing the education and training workforce to other community/public service professions … and of relevant international comparisons’. Analysis of this kind can be problematic. Differences in the governance, legal and institutional environments across nations or sectors make close comparisons difficult. International comparisons must also contend with differences in definitions and measurement, as well as differences in the social, cultural and economic makeup of each nation. Nonetheless, the policy experimentation conducted in other countries, and in other sectors in Australia, can provide valuable insights applicable to the Vocational Education and Training (VET) sector.

This appendix does not aim to present a comprehensive treatment of the subject matter. Rather, it concentrates on a few case studies, selected on the basis of feedback and advice received by the Commission during consultations for this study. The studies illustrate alternative models for organising and regulating the VET workforce and other professional workforces. The aim of examining these models is to inform the analysis undertaken in the body of this report. After some consideration of cross‑country evidence from the European Union (EU) and the Organisation for Economic Co-operation and Development (OECD), further attention is given to the VET sectors of the United Kingdom, United States, Germany and New Zealand. These nations each have quite different systems, from each other and from Australia, but all have experienced recent VET sector developments pertinent to this study. In addition to these international case studies, other case studies are drawn from Australia’s other education sectors and the accountancy sector.
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Cross country evidence from the European Union and the OECD

Recent reports from the European Centre for the Development of Vocational Training (Cedefop) and the OECD have suggested that many developed economies face similar issues regarding their VET workforce. These cross-country reports provide some comparative elements, as well as a description of the broad policy issues that surround the workforce in these nations.

Modernising Vocational Education and Training

The Cedefop series of reports, Modernising Vocational Education and Training, provides a review of current research into the major aspects of EU VET policy priorities. Volume two of this series investigates the current workforce directions (Parsons et al. 2009). As well as comparing workforce characteristics across Europe, it examines and compares recent policy developments in the area. The report notes divergent arrangements pertaining to the workforce in European nations, but also common themes in policy development across the countries examined. 

The report makes a common distinction between initial VET (IVET) and continuing VET (CVET), where IVET is entry-level vocational education and work-based training, and CVET is aimed at those seeking to upskill, re-enter the workforce or make a career change. IVET is primarily concerned with younger people and CVET relates mainly to adults. This is a distinction that is not made in the Australian VET system and one that causes complications in assessing policies aimed at practitioners. For example, many EU teachers who operate in IVET also teach in CVET (although CVET teachers work less commonly in IVET) (Parsons et al. 2009). 

Despite these complications, the report provides an overview of the main VET workforce policy directions in the EU. For example it finds that:

· outside of Germany, the Netherlands, Austria and a few other countries where the apprenticeship system underpins IVET, most Member States (new and established) do not regulate enterprise trainer qualification requirements

· all European nations have at least some provision for continued professional development of teachers in IVET but, for the majority of countries, this takes the form of voluntary participation in self-development activities.

The report also compares the initial training requirements for both IVET and CVET teachers across countries of the EU.

IVET

Although European nations have differing educational requirements relating to IVET teachers, most require degree-level qualifications (table 
F.1). Only Malta has no general educational requirement for IVET teachers and tutors, and a minority of EU nations have a general education requirement at sub-degree level (typically, this does not include any pedagogical training). In general, nations with no or sub‑degree requirements have VET systems that have traditionally emphasised the importance of teachers holding vocational expertise (Parsons et al. 2009). 

In the majority of Member States, a distinction is made between vocational teachers who teach theoretical knowledge, and teachers of practicum or tutors for specific skills. Many European nations have a general education requirement set at first‑degree level for teachers of theory in IVET, but not usually for practical teaching posts (table 
F.1). The degree requirement commonly includes pedagogical training (typically of two to four semesters) (Parsons et al. 2009). 

Where VET can be delivered through approved non-public institutions, such as community and voluntary sector organisations, or commercial organisations, there is greater diversity in practice and requirements. In these nations (Ireland, the Netherlands, Finland, the United Kingdom), deregulation of the VET market has made non‑government provision more common. Nonetheless, in general, there is an evolving expectation that VET teachers will be qualified before entry into practice. Increasingly, although not universally, there is a requirement for pedagogical qualifications as well as subject expertise as a part of this expectation (Parsons et al. 2009).

CVET

For many EU nations, there is no distinction between educational requirements for IVET and CVET teachers (tables 
F.1 and 
F.2). However, there is much less information available regarding distinctive requirements for teachers and tutors operating specifically in CVET and, in general, policy related to teacher and trainer qualifications is solely aimed at IVET practitioners. Of the countries that have specific degree requirements for CVET, very few also require pedagogical training. In some nations (Denmark, Estonia, Ireland, Lithuania and the Netherlands), CVET teaching practitioners are able to hold lower levels of general educational attainment than their IVET counterparts. 

In some countries (Cyprus and the United Kingdom), qualification requirements for those engaged in CVET teaching are relatively new (Parsons et al. 2009).
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Initial qualification requirements for IVET teachers
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a A tick in both sub-degree and degree categories indicates differing requirements for teachers who teach theoretical knowledge and those that teach practicum. b Limited to teachers of practical vocational subjects or to subjects without first degree/masters provision. c Supplementary registration with a regulatory professional council. d Includes first degree equivalent level qualifications for civil list and related examinations for teachers/tutors..e Entry into the public vocational sector requires at least degree-level vocational qualifications, supplemented by professional, theoretical and practical study at tertiary level. Workplace trainers and assessors, or those working for private providers, face no particular vocational or teaching requirements. f No prior qualification required, but applicant must be approved by an education service committee, and be listed on the Cyprus rank lists for appointment to schools/colleges. g Only for general education (non-vocational) teaching in IVET programmes. h Includes integrated subject/pedagogic courses. ( indicates a requirement.

Source: Adapted from Parsons et al. (2009).
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Initial qualification requirements for CVET teachers
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a A tick in both sub-degree and degree categories indicates differing requirements for teachers who teach theoretical knowledge and those who teach practicum. b Limited to teachers of practical vocational subjects or to subjects without first degree/masters provision. c Includes first degree equivalent level qualifications for civil list and related examinations for teachers/tutors. d Supplementary registration with regulatory professional council. e Entry into the public vocational sector requires at least degree-level vocational qualifications, supplemented by professional, theoretical and practical study at tertiary level. Workplace trainers and assessors, or those working for private providers, face no particular vocational or teaching requirements. f No prior qualification required, but applicant must be approved by education service committee, and be listed on the Cyprus rank lists for appointment to schools/colleges. g Includes integrated subject/pedagogic courses. ( indicates a requirement. 
Source: Adapted from Parsons et al. (2009).

Learning for Jobs

The OECD report, Learning for Jobs (OECD 2010), indicated that many developed economies face similar issues regarding the VET workforce. The main issues identified by the OECD were:

· a shortage of teachers and trainers in vocational programs as the current workforce approaches retirement age

· some trainers who have insufficient workplace preparation

· in-company trainers who have insufficient preparation including educational preparation

· trainers who need both educational capability and workplace experience to be effective.

The suggested responses to these issues are broad in nature, as they pertain to OECD countries in general. In particular, the report suggested that OECD countries:

· recruit sufficient numbers of teachers and trainers for VET institutions, and ensure that this workforce is well-acquainted with the needs of industry

· promote flexible pathways of recruitment and make it easier for those with industry skills to become part of the workforce of VET institutions

· provide appropriate educational preparation for in-firm trainers

· encourage partnerships between VET and industry, so that VET teachers spend time in industry to update their knowledge, and in-firm trainers spend some time in VET institutions to enhance their educational capability.
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VET workforce in the United Kingdom

The United Kingdom has a large (over 10 000 providers) and diverse VET sector, comprising public providers (such as further education [FE] colleges, school sixth forms and sixth-form colleges) and private providers (such as tertiary colleges, specialist colleges and colleges that cater for people with learning difficulties or disability). The education systems of the four countries that make up the United Kingdom are distinct from one another, but have many similarities. The discussion that follows is based on the English system (which accounts for the majority of VET delivery in the United Kingdom), but many of the observations hold for the entire United Kingdom. 

The framework that surrounds VET in the United Kingdom is, in many ways, similar to that in Australia. Some of the UK’s institutions are very close in function to their Australian counterparts. For example:

· the Sector Skills Councils have a role similar to Australia’s Industry Skills Councils

· the National Vocational Qualifications framework is akin to the Australian Qualifications Framework (AQF)

· the United Kingdom has school-based VET delivery similar to Australia’s VET‑in-Schools (VETiS) programs.

During the past ten years, the UK Government has undertaken a series of reforms to enhance the quality of VET. The recent policy prominence of VET has been accompanied by fast growth in public funding, which doubled between 2002 and 2004 (Hoeckel et al. 2009). The Leitch Review of Skills (HM Treasury 2006) has given further attention to VET. The final report recommended that the United Kingdom should urgently and dramatically raise achievements at all levels of skills, and commit to becoming a world leader in skills by 2020 (defined as being in the upper quartile of the OECD). This would effectively require a doubling of attainment at most skill levels. The VET sector is seen as important in achieving these targets.

Teacher quality

In the United Kingdom, VET teachers (sometimes called ‘lecturers’ within FE colleges) are regarded as those working in schools and colleges, whereas trainers are employed mainly in a work-based setting (Cuddy and Leney 2005). Prior to 1999, there were few, if any, requirements in the United Kingdom for VET trainers and teachers to have formal training or to hold qualifications to teach. However, a string of poor reviews by the education regulator in the United Kingdom (the Office for Standards in Education — Ofsted) sparked a number of reforms (box 
F.1). As a result, the United Kingdom has moved from a system of relatively unregulated teacher standards to much stricter regulatory requirements related to teacher quality. At present:

· VET teachers in the United Kingdom are required to register with the Institute for Learning (IfL) — an incorporated independent professional body 

· teachers commencing without a recognised teaching qualification are required to obtain, within a year, a ‘Preparing to Teach in the Lifelong Learning Sector’ (PTLLS) qualification and obtain full teacher registration (including mandated qualifications) within five years of commencement. In the United Kingdom, about 90 per cent of FE teachers undertake their teacher training part-time and in-service (Orr and Simmons 2010)

· there are two categories of teacher. The first, called a ‘Qualified Teacher, Learning and Skills’ (QTLS), involves a ‘full teaching role’, while the second is an ‘Associate Teacher, Learning and Skills’ (ATLS), which involves fewer responsibilities

· to maintain their QTLS or ATLS credentials, teachers must undertake and record 30 hours of continued professional development per year (pro-rata for part‑time teachers)

· the UK’s education regulator, Ofsted, conducts inspections of teaching education programs (these inspections are extensive and thorough, and the results are published on the Ofsted website) (Wheelahan 2010a).

	Box F.
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Motivations for the UK reforms to improve teacher quality

	Prior to 2000, the United Kingdom shared much the same concerns around teacher quality that were expressed to the Commission in its consultations for this study. In particular, VET researchers in the United Kingdom were concerned that: educational skills were being forgotten in the push for industry currency; there was a lack of professional identity as a VET teacher; and there was inadequate continual professional development (Orr and Simmons 2010). These concerns were legitimised by the sector inspection agencies — the Office for Standards in Education (Ofsted) and the Adult Learning Inspectorate. The concerns of these agencies underpinned Success for All (DfES 2002), which urged reform on the basis that:

There remain problems of widely diverging standards of learner achievement. There is too much poor provision and across the system as a whole, insufficient attention has been given to improving teaching, training and learning. For example, one in seven colleges require full re-inspection [i.e. the regulator found widespread problems]. We need to ensure that the quality of all providers reaches the standards of the best. (DfES 2002, p. 4)

Further surveys by Ofsted, in particular the 2003 publication, The initial training of further education teachers: A Survey, sparked continued rounds of reform. These reforms were outlined in Equipping our Teachers for the Future (DfES 2004) and Further Education: Raising Skills, Improving Life Chances (DfES 2006). These papers made recommendations for the system of regulation that surrounds teacher quality in the United Kingdom today. 

Holloway (2009) noted that, to a large extent, the appropriateness of Ofsted’s standards have gone unquestioned by the UK Government, despite some commentators having reservations.

	

	


Such strict regulatory controls are not in place for trainers. There is no formal requirement for trainers in the private VET sector to hold a recognised teaching qualification. Trainers are appointed on the basis of their craft, academic or professional qualifications, and experience. Only those providers receiving public funding are expected to have trainers working towards obtaining QTLS or ATLS status.

Registering with the IfL

The IfL has responsibility for the registration and regulation of teachers as QTLSs and ATLSs. To achieve QTLS or ATLS status, teachers must demonstrate, through professional practice, the ability to meet the occupational standards required of a teacher. This process is known as ‘professional formation’ and requires the teacher to:

· have a minimum qualification

· the minimum for ATLS is a Certificate in Education (the VET specific Certificate in Education is called the Certificate to Teach in the Lifelong Learning Sector — CTLLS) or a Professional-Graduate Certificate of Education (PGCE)

· the minimum qualification for QTLS is a Diploma in Teaching (the VET specific Diploma in Teaching is called the Diploma in Teaching in the Lifelong Learning Sector — DTLLS)

· have level 2 literacy and numeracy

· demonstrate subject and teaching currency

· have plans for further professional development. 

Requirements for vocational qualifications

Aside from education qualifications, VET teachers and some trainers must also hold qualifications related to their particular area of vocational expertise. A craft, trade or professional qualification, coupled with significant work-based experience in the relevant vocational area, is sufficient. Trainers are not required to hold education qualifications, but those involved in delivering and assessing nationally recognised workplace qualifications (known as National Vocational Qualifications — NVQs), must:

· meet requirements for occupational competence

· have, or be working towards, a qualification in assessment and/or quality assurance for NVQs. 

The qualifications in assessment and quality assurance for NVQs are awarded in institutions, but are also delivered in the workplace (as an NVQ). College teachers and work-based trainers responsible for assessing trainees within NVQs must also possess an assessor award. 

Issues with the UK system for the VET workforce

The UK Government is concerned about the status of the VET workforce. A recent inquiry found ‘overwhelming evidence showing that the historic divide in status between school teachers and those in FE and the post compulsory sector, has, and will continue to have, a pernicious effect on recruitment’ (SC UK, 2010, p. 35). However, attempting to improve recruitment through policies that encourage the professionalisation of the workforce is causing problems. For example, policies aimed at improving the qualifications obtained during initial teacher training create barriers to entry for potential new staff members (Lipinska et al. 2007). Strebler et al. (2005) noted that teachers from some vocational backgrounds, such as trades, are particularly reluctant to embark on teacher training.

Some commentators think that the recent reforms go too far, in general. Orr (2010, p. 50), discussing the UK standards for VET teachers, noted that:

Such detail and even the length of the LLUK [Lifelong Learning UK] standards (190 statements) are in contrast to the equivalent single page of broad statements that cover higher education … , or even the much simpler General Teaching Council statement of standards relating to school teachers.

These strict regulations are seen by Orr to be disempowering for FE teachers and for those who teach FE teachers, because they are not premised on autonomy (an important aspect of professionalism).

The London Centre for Excellence in Teacher Training (LONCETT), in reviewing QTLS and associated reforms, noted that:

There is concern about the suitability of the new qualifications and requirements for some groups of teachers in the sector. Many providers regard Qualified Teacher Learning and Skills (QTLS) as too steep a requirement for part-time teachers, especially in adult and community learning (ACL). There is widespread concern that the new requirements might exacerbate existing difficulties of teacher recruitment and reduce the diversity of the workforce. (LONCETT 2008, p. 1)

The same review also found evidence that the new regulations were interpreted differently among institutions, for example, in terms of what constitutes ATLS and QTLS:

Despite general support for the aim of achieving a more professional workforce across the sector, [LONCETT] found significant variation in the way in which the regulations are being interpreted and implemented. This might reflect the complex nature of the [VET] sector, with its mix of public, private and voluntary organisations and the differences between the groups of teachers, tutors, trainers and the sources of funding. (LONCETT 2008, p. 16)

This suggests that, although most stakeholders agree that a more professional workforce is a good thing, different providers have different plans to achieve this goal. The prescriptive regulatory measures have been, to some extent, circumvented to suit the circumstances of providers. This has led the UK Government to re-examine the requirements. A Skills Commission (UK) review of teacher training requirements revealed evidence that providers were unhappy with the requirements and concluded:

The requirements for, and distinction between, Qualified Teacher Learning and Skills (QTLS) and Associate Teacher Learning and Skills (ATLS), particularly in relation to part-time teachers, work-based teachers and the ‘visiting lecturer’ professional, should be re-examined. (SC UK 2010, p. 32)

The UK Government has also asked LLUK to conduct a full review of the qualifications, looking at the best way to improve them. The review will include all generic teaching qualifications, including PTLLS, CTLLS, DTLLS and their equivalents offered by higher education institutions. Commentators from the IfL have announced that their preference is for making the qualifications less time consuming, and for allowing greater recognition of prior study, to count towards completion of the qualifications (Lee 2010).

Ageing and recruitment

Like Australia, the United Kingdom has a relatively old and ageing VET workforce in the VET sector. In 2005, almost a third of the workforce in UK FE colleges was older than 50 years (Foster 2005). The recognition of ageing as a potential problem in Realising the potential: A review of the future role of further education colleges (Foster 2005), resulted in the development of the Catalyst program. This program ran from 2007 to early 2010 and comprised two main recruitment campaigns aimed at attracting new, younger recruits and portraying a dynamic image of the sector. They were:

· Make a Difference, which aimed to recruit experienced and motivated graduate‑level individuals to management roles in FE providers. Once employed, each participant was supported by a funded leadership development program
· Pass on Your Skills, which aimed to attract candidates with substantial practical experience in specific priority sectors, where demand for FE teachers is highest, and also where skill shortages had been identified.
Pass on Your Skills attracted 14 000 expressions of interest and 7000 applications. Make a Difference attracted over 1000 applications from managers in other sectors and resulted in 170 successful management-level appointments. The UK’s focus on recruiting young people for management positions within FE providers could further help those institutions portray a more dynamic image and recruit younger staff in the future.
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VET workforce in the United States

In the United States, VET (known as Career and Technical Education — CTE) is the responsibility of the states and, as such, varies from state to state. There are no overarching national frameworks such as the AQF, although the non‑government American Council on Education publishes detailed standards for many occupations, and many institutions give credit for learning completed at other institutions. Professional associations, which are mostly non‑government, are often involved in setting occupational standards, assessing competence and providing certificates for the occupations that they cover (Cully et al. 2009).

Federal involvement is principally carried out through the Carl D. Perkins Career and Technical Education Act 2006 (USA), which funds programs at the state and local level via ‘Perkins grants’. The Office of Vocational and Adult Education within the US Department of Education supervises the activities funded under the Act, and evaluates the grants given to individual states and other local programs. Perhaps the most significant indirect role the Office plays is through the provision of student loans and grants to VET students in public and private institutions. Its capacity to vary access to these funds, based on student employment outcomes, acts as a de facto accreditation and quality control mechanism (Cully et al. 2009).
In the United States, VET is provided at the school, post-secondary and adult education levels. In contrast to Australia, much of the policy focus and government funding of VET activity is schools-based. For example in 2007-08, 75 per cent of Perkins grants were allocated to funding secondary school CTE enrolments (US Department of Education 2010). CTE in high schools contrasts to VETiS programs in Australia, as it does not necessarily aim to make students job-ready (OECD 2010). Many students take CTE courses to explore different career fields rather than as preparation for post-school employment. In 2005, almost all US secondary school students undertook at least one CTE course, but only one in five took more than three credits in one area (OECD 2010). In contrast, VETiS programs in Australia aim to deliver full, nationally recognised qualifications to students.

The majority of non-school training is provided by private providers or in-house company programs, with relatively little public funding or regulation (Cully et al. 2009). 

Regulation and registration of vocational teachers in schools

It appears that there are no mandated minimum standards for VET trainers and assessors in post-secondary VET providers in many US states. By contrast, different states have different certification processes and programs for teachers who deliver VET in US schools. Most new teachers in the United States are certified in the traditional manner, where they complete all certification requirements before beginning to teach. However, increasingly in recent years, teachers have followed an alternative route to certification (AC) programs, in which they begin teaching before completion of all certification requirements (Constantine et al. 2009). All 50 states and the District of Columbia offer AC programs (NCAC 2010). For example, Mississippi has four AC programs which grant a special beginner’s teaching licence to people who have taken non-degree courses and those without degrees in education. Recipients are given up to three years to work their way to obtaining the standard licence to teach.

There is a precedent for alternative certification in CTE, with trade and industrial, and health occupation teachers typically using a certification process that emphasises work experience and occupational competence over academic credits completed and degrees earned (Gray and Walter 2001). However, AC programs are now seen to be particularly important for all categories of CTE teachers, in responding to a national staff shortage in the sector (NASDCTE 2009). The shortage is believed to be the result of a large increase in the number of students undertaking CTE, a decline in the number of CTE teacher education programs offered, and a growing number of teacher retirements (NASDCTE 2009). 

The use of AC programs has been controversial. Critics argue that easing requirements degrades teacher quality, because AC teachers have limited educational skills. Supporters argue that the traditional certification process is burdensome and discourages talented people from entering the teaching profession. 

Research on the effectiveness of AC teachers (in CTE and schools more broadly) does not provide strong evidence of one type of teacher performing better than the other. In general, studies show that students of AC teachers perform similarly, or more highly, than students of teachers certified in the traditional manner, or that students of AC teachers scored slightly lower during their teacher’s first year of teaching, but scored similarly by the teacher’s second year (Kane et al. 2006; Boyd et al. 2005; Decker et al. 2004; Raymond et al. 2001). When differences have been found, they have been described by the authors as small. Research that focuses on CTE teachers concluded that there is no statistically significant difference in the academic achievement of students whose teachers took alternative routes to certification (Constantine et al. 2009). 
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VET workforce in Germany

In Germany, the states are responsible for VET. However, VET is planned at a national level and organised in partnership between Federal and State Governments (Sung et al. 2006). Learning on the job is a traditional component of the education system and the German VET system is sometimes referred to as the ‘dual system’. This is because a high proportion of VET learning is split between the workplace and VET institutions. Practical training occurs principally in the workplace, and foundation skills, generic skills and theory are delivered in an institution. All VET in Germany is aimed at imparting competence to enable students to successfully prove themselves in the labour market (Hippach-Schneider et al. 2007). Up to 60 per cent of school leavers in Germany train in the dual system, which is similar to Australia’s apprenticeship system (Keating 2008b). 

Responsibility for the operation of the dual system is agreed between employers and the Federal and State Governments (Cully et al. 2009). VET students not in the dual system are studying in either schools or the transition system (which aims to make students ready for study in the dual system) (Hoeckel and Schwartz 2010).

Minimum qualifications for VET practitioners in Germany

The German system differentiates between VET teachers in VET institutions and workplace trainers. This distinction is common throughout the VET systems of Europe (Wheelahan 2010a). The regulation surrounding teachers tends to be stricter, with higher quality assurance measures than that required of trainers. Cort et al. (2004, p. 23) explained that: 

In almost all EU countries, to qualify as a teacher of vocational training, it is necessary to have a higher education degree followed by teacher training regulated at national level. In some cases the higher education degree can be replaced by a nationally recognised vocational qualification. Besides the sector-specific requirements related to the level of education, VET teachers need to have work experience. 

In most countries the qualifications required of trainers or workplace instructors have not been formally defined. Neither do there appear to be any specific training paths to become a trainer of continuing training in a company or in a training organisation.

There are two categories of VET teacher in Germany: the first category includes teachers of vocational and general subjects (focusing on theoretical learning), while the second category includes those who teach vocational practice (focusing on practical skills).

The first category of teachers is highly regulated and undertakes extensive training in three stages:

1. a university (or equivalent) qualification, which includes ‘relevant specialised teaching methods’ as well as teaching practice, and a relevant vocational qualification in the occupational field or work experience in the field. A state exam must be passed at the end of this stage

2. teaching practice, which normally lasts two years and ends with another state exam

3. lifelong on-the-job learning that covers the whole career and requires further development, maintenance, updating and extension of teachers’ vocational competence (Hippach-Schneider et al. 2009).

The second category of teacher is not required to have a higher education qualification, but must:

· be highly qualified in their field and have usually attained the status of foreman or skilled worker (in industry) or qualified craftsperson

· have a number of years of vocational experience

· undertake teaching practice in a school and in educational vocational seminars.

Workplace trainers are also covered by regulation that requires the trainer to:

· be suitable, both personally and in terms of specialised knowledge, to train young people 

· have a qualification in a subject area appropriate to the training occupation

· have knowledge of the educational theory of the occupation and job.

Some issues with the German system

Although many acknowledge the quality of training in the German VET system, some, such as Sung et al. (2006), point out that it is inflexible and struggles to respond to changing economic conditions. For example, in 2003, there was a deficit of over 15 000 apprenticeship places, leading the government to announce an ‘offensive to create more apprenticeship places’ (Ausbildungsplatzoffensive). The process of agreement between the public sector and employers, that was necessary to create places in the dual system, was cumbersome and was simply not able to respond to economic conditions at the time. 

In response to the shortfall in apprenticeship places, the German Government suspended the rules applying to in-company trainers of apprentices (the Ordinance of Trainer Aptitude — OTA). The idea was that the suspension would ‘remove cost and bureaucratic obstacles that were perceived as inhibiting companies’ participation in apprenticeship’ (European Commission 2009, p.7). Indeed, the suspension, which ran from 2003–08, was assessed as creating between 10 000 and 25 000 apprenticeships per year (BIBB 2008). However, the suspension was also assessed as having negative qualitative effects, including a rise in the drop out rate and higher amounts of reported conflicts between trainer and trainee. Following this evaluation the OTA was re-introduced as of August 2009. 

Structural change is particularly difficult to deal with in the German system. The development of new qualifications is heavily regulated and requires extensive consultation between private enterprises and the public VET system. In the past decade, Germany has experienced a structural shift, involving a decrease in the traditional crafts and an increase in the services sector, such as the hotel and catering industry (Sung et al. 2006). This ongoing change has led to a persistence in the shortfall of apprentices and an extension of the Ausbildungsplatzoffensive. Some commentators believe the system to be too rigid for the current economic climate and observe that a less regulated approach to skills formation is more appropriate as economies become more globalised and knowledge-based (Wurzel 2006, Culpepper 1999). Keating (2008b) argued that Germany is faced with the challenge of maintaining its training culture, while also introducing greater flexibility, market responsiveness and innovation into the VET system.

Under the dual system, individuals tend to train heavily in the first years and continuous training is relatively less utilised. Germany records low levels of participation in adult education (OECD 2005). There is evidence that this highly‑planned, pathways-based system is not conducive to the development of the generic skills that underpin flexibility and innovation in the workforce (Keating 2008b). In other words, Germany’s heavy commitment to the dual system is associated with limited occupational mobility and labour market flexibility.
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VET in New Zealand

VET in New Zealand is an integral part of a unified tertiary sector. Providers in the tertiary sector range from publicly-owned tertiary education institutions (TEIs), such as universities, Institutes of Technology and Polytechnics (ITPs), colleges of education, wananga (institutions that provide education in a Maori cultural context) and ‘specialist colleges’, through to private training establishments. Any of these bodies may offer VET. A single tertiary sector means that much of the governance of VET institutions is common to both VET and higher education. For example, the Ministry of Education is responsible for an overarching strategic policy role, and the Tertiary Education Commission (TEC) is responsible for allocating government funds for all post compulsory education and training (Moodie 2005).

TEIs operate with substantial institutional autonomy. While universities have always enjoyed a degree of independence, it was not until the enactment of the Education Act 1989 (NZ) that the sector’s decision-making powers were decentralised to the colleges of education and the ITPs. In New Zealand, legislation provides the framework for all employment arrangements in tertiary sector providers, but it is the responsibility of individual providers to manage their own staffing arrangements. The State Sector Act 1988 (NZ), makes the chief executive of each TEI responsible for employing staff and for negotiating employment agreements. However, before entering into any collective agreement, the chief executive must consult with the State Services Commissioner over the conditions of employment to be included in the collective agreement.
Governance reforms were accompanied by a move in New Zealand’s VET funding system to bulk‑funding. Under this system, government funds are provided via the TEC — in bulk — to Industry Training Organisations (ITOs) that then purchase training from competing private and public sector providers on behalf of employers. ITOs are also able to purchase training from employers directly, in the form of formal workplace training (Stratdee 2003). The reforms also enabled TEIs to set fees, and gave them control over their own capital expenditure. The OECD credits the reforms with major growth in the tertiary sector in the 1990s as ‘institutions developed innovative ways of meeting student demand in a relatively deregulated environment’ (OECD 2006, p. 21). In the decade to 2004, the number of New Zealanders in tertiary education increased by 82 per cent. A large portion of this increase is attributable to VET, with enrolments in certificate and diploma qualifications increasing by 103 per cent, while enrolments in degrees increased by 10 per cent (OECD 2006). 

Industry involvement in New Zealand VET

Employers play an active role in the New Zealand VET sector, through the provision of industry training, which was introduced with the passing of the Industry Training Act 1992 (NZ). The Act allows for the formation of ITOs by groups of employers. In contrast to Australia’s Industry Skills Councils (ISCs), the formation of ITOs is demand-led. The New Zealand Government does not seek to define the number or structure of ITOs, instead defining broad criteria and objectives for these organisations to meet (Baker 2010). A distinctive feature of the ITO is that they facilitate on-the-job training, by funding accredited training that occurs within the workplace. Unlike Australia’s ISCs, ITOs are set up and funded entirely by groups of employers. However, industry training is jointly funded by the government (through the Industry Training Fund) and by industry through financial and in-kind contributions. In 2008, the New Zealand Government spent NZ$198 million on industry training and this was matched by NZ$70 million in contributions from industry (ITF 2011).

ITOs also develop unit standards and national qualifications for each industry or industry sector, but do not provide training themselves. The unit standards developed by ITOs are market-led, in the sense that they are developed by the employers that make up an ITO. Like Australia’s Training Packages, the unit standards are established at a particular level of a National Qualifications Framework (NQF), and can be grouped in numerous ways to form nationally recognised qualifications (known as national certificates). In addition, unit standards are intended to be portable, so that individual learners can, for example, study simultaneously at a variety of institutions while working towards one qualification, or start working towards post-school qualifications while at school. Assessment is on the basis of competence and students are assessed on a pass/fail basis. New Zealand industry pays an important role in moderating these assessments. In Australia no such system exists, and scholars such as Gavin Moodie (2010, p.50) have argued:

The combination of weak monitoring of inputs and processes and little external monitoring of assessment standards has weakened Australian vocational education. The … periodic crises of confidence in the quality and standards of Australian vocational education will not stop until there is an increase in the external monitoring of its inputs, processes, assessment, or of a combination of these.

National external moderation

In New Zealand, representatives of ITOs conduct regular moderation of assessments undertaken by accredited VET providers. It is the responsibility of accredited organisations to engage in the national external moderation system, and to comply with the requirements of moderation. The main purpose of this system is to ensure consistency in assessment across the nation. 

Every NQF-registered standard is covered by an Accreditation and Moderation Action Plan (AMAP). The moderation information in the AMAP provides detail on the national external moderation system applicable to the standards covered by the AMAP. ITOs are required to report annually to the New Zealand Qualifications Authority, on the management of their national moderation systems. In 2009, 15 ITOs found less than 10 per cent of assessments were not at the national standard. However, four ITOs experienced over 50 per cent of assessments that were not at the national standard. Depending on the issues raised, remedies ranging from a request to resubmit assessment materials through to increased frequency of moderation visits in the future were required by the ITO. In most cases, the processes for following up an accredited organisation’s non-compliance are reported as being very effective (by 71 per cent of ITOs), and 24 per cent of ITOs did not have to use these processes (NZQA 2010). Three ITOs reported that they had referred issues to the relevant quality assurance body for further action. The quality assurance board can remove accreditation if deemed appropriate. 

Nearly all (38 of 39) ITOs have a follow-up process to ensure that feedback from the national external moderation activities is used in the ITO’s review of its unit standards. In this way, employers in New Zealand are continually involved in the development and updating of unit standards (in Australia, employers contribute to training packages during periodic reviews). 

Some problems with the system of external moderation

There are costs associated with running such a system. The New Zealand Government subsidises the external moderation system, providing about 40 per cent of the funds needed to run the ITOs’ external moderation systems. The average ITO (there were 39 ITOs in New Zealand in 2009) in 2009 spent NZ$107 000 on its external moderation system.

There are also problems with ensuring consistency in what ITOs think external moderation is intended to achieve, and how it is conducted. A survey conducted for the Industry Training Federation found:

ITOs reported several approaches to, and understandings of, moderation. In the main, moderation involved pre-moderation of assessment tasks to ensure that assessments were assessing the right things and were connecting training goals to assessment, and post-moderation of assessments. … In some cases moderation was understood to be about ensuring that specific standards have been consistently and reliably assessed. In other cases it was understood to be about checking the assessment process. (Vaughn and Cameron 2010, p. i)
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School teachers in Australia

Teacher registration systems

Each state and territory has its own teacher registration authority, which also serves as a regulator. In each state, an individual must be registered to teach before applying for work as a teacher. Each state’s system varies slightly, but the goals of the regulators in each state are similar. For example, in Victoria, the regulator is expected to ensure that a set of community expectations are met, encompassing an appropriate level of professional competence, knowledge, duty of care and standards of conduct for that profession. In practice, this translates to a person having:

· met the minimal education requirements (graduation from an accredited teaching course), and be of good character (requiring a criminal record check and a ‘working with children’ certificate) 

· undertaken a 12-month period of provisional registration. At the end of this period, teachers need to present evidence of their practice to meet the standards for full registration. 

Teachers must renew their registration every five years. In order to do so, they must have undertaken at least 50 days of teaching, equivalent practice or educational leadership over that period, and completed a minimum amount of professional development activities within a given timeframe — currently set at 100 hours of recognised professional development activity over 5 years. 

There are about 200 teacher education courses in Australia and no nationally mandated requirements for accreditation of teacher education programs, although the states each have regulations in this area (Ingvarson et al. 2006). 

Minimum qualifications for early childhood teachers

At present, regulatory arrangements for the Early Childhood and Development (ECD) sector vary between states and territories, and between types of providers. There is no national consistency in the qualifications required of pre-school teachers and carers who are responsible for pre-school aged children. For example, Queensland has its own requirements covering the teaching qualifications required for working in licensed children’s services (box 
F.2).

	Box F.

 SEQ Box \* ARABIC 2
Minimum qualification requirements for working in Early Childhood and Development in Queensland

	The Child Care Act 2002 and the Child Care Regulation 2003 provide the legislative framework for Early Childhood and Development in Queensland. All staff employed by a licensed child care service are required to be qualified, with the exception of family day carers.

Qualification requirements for each type of care are as follows:

· centre-based care (excluding school age care):

· a centre director must hold at least an advanced diploma in an area of study applying to child care workers 

· a group leader must hold at least a diploma (or equivalent) in an area of study applying to child care workers 

· an assistant must hold at least a Certificate III or IV in an area of study applying to child care workers 

· centre-based care — school aged care:

· a group leader must hold at least a diploma in community services (or equivalent)

· an assistant must hold at least a Certificate III or IV in Community Services 

· Family Day Care (FDC):

· a FDC coordinator must hold at least a diploma in an area of study applying to child care workers.

	Source: COAG (2009d).

	

	


From 1 July 2010, the Council of Australian Governments (COAG) has agreed to the progressive introduction of a National Quality Framework covering ECD. The framework will put in place a new National Quality Standard. As part of this standard, there are strict requirements applying to ECD staff and teacher training. By 1 January 2014:

· A [university educated] early childhood teacher will need to be in attendance all of the time when long day care and preschool services are being provided to 25 children or more (some of the time for less than 25 children).

· Within each long day care centre or preschool, half of all staff will need to have (or to be actively working towards) a diploma-level early childhood education and care qualification or above, and the remaining staff will all be required to have (or be actively working towards) a Certificate III level early childhood education and care qualification, or equivalent.

· All family day care coordinators will need to have a diploma-level early childhood education and care qualification or above. 

· All family day carers will be required to have (or be actively working towards) a Certificate III level early childhood education and care qualification, or equivalent. (COAG 2010b, p. 3)

By 1 January 2020:

· A second early childhood teacher, or another suitably qualified leader, will need to be in attendance all of the time when long day care and preschool services are being provided to more than 80 children.

· A second early childhood teacher, or another suitably qualified leader, will need to be in attendance at least half of the time when long day care and preschool services are being provided to 60 children or more. (COAG 2010b, p. 3)

The rationale for such strict regulation of teachers in the ECD sector is that there are a number of positive externalities that arise from good quality teaching of those at an early age. The Commission is currently engaged in a study of the ECD workforce, which will consider these issues further.
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Higher education lecturers in Australia

The Bradley Review

The Bradley Review of Higher Education (Australian Government 2008) raised three concerns relating to recruitment and retention of a quality workforce in higher education (these concerns have also been mentioned in the Commission’s consultations and in submissions to this study):

· the ageing of the workforce

· casualisation of staff, reducing the attractiveness of a career in academia

· changes in work conditions (for example, higher student-to-teacher ratios, increased workload pressures).

Ageing of the higher education workforce

Like the VET sector, the higher education sector is concerned about the ageing of its workforce. The Bradley Review noted that there is a significantly higher proportion of Australian academic staff aged 45–54 and 55–64 than in the total labour force. There is a risk that increasing numbers of retirements over the next decade, combined with a slowdown in the growth rate of students taking research PhD qualifications, will result in staff shortages. In response to this issue, the Bradley Review recommended measures to encourage more people to undertake higher degree (by research) qualifications, an increase in the value of Australian Postgraduate Awards to $25 000 per year, and an increase in the length of support to four years. 

Casualisation

In 2007, casuals made up 22 per cent of all teaching staff in Australian universities (Coates et al. 2009). The Bradley Review noted that casualisation of workers in the higher education sector is a ‘negative unintended consequence’ arising from a lack of funding. The report argued that the use of casual staff is damaging the quality of teaching at Australian universities because of the lack of effective training opportunities for casual academics. It also cited Brown et al. (2008), who contended that inconsistent supervision of casual staff, and a lack of integration of casual staff in faculty arrangements, also cause problems. The Bradley Review also found that casualisation reduces the attractiveness of an academic career (especially to younger staff, who are often employed on a casual basis), since casuals experience income insecurity, workloads beyond their paid hours, and isolation from the university community.

The problems associated with casualisation in the higher education sector have also been raised in relation to the VET sector (chapter 9). Unlike the higher education sector, use of casual staff is an important mechanism by which the VET industry efficiently captures the understandings of contemporary industry currency.

Working Conditions

The Bradley Review cited OECD evidence that the relative attractiveness of becoming an academic has decreased globally. Low salary levels (compared to the private sector) and increased workloads and pressures are blamed. In addition, a study by Winefield et al. (2002, p. 8) concluded:

Australian university staff, particularly academic staff, are highly stressed. Diminishing resources, increased teaching loads and student/staff ratios, pressure to attract external funds, job insecurity, poor management and a lack of recognition and reward are some of the key factors driving the high level of stress.

However, the Review also pointed out that Australian universities have few problems retaining staff, but that this is expected to change due to higher student‑staff ratios. The Review also suggested that, by international standards, academic pay rates are relatively high in Australia (although still not favourable in comparison to private sector pay). 

Regulation of the higher education workforce

The bulk of regulation in the higher education sector concerns requirements for entry of new providers into the sector. The human resource activities of universities are left to the institutions, with no regulation on minimum qualifications (research‑ or teaching-oriented) to be held by the higher education workforce, or on required registration.

John Mitchell and Associates (sub. 37) pointed out that attempts to change this situation, by introducing mandatory standards, is a contentious issue. A recent Department of Education Employment and Workplace Relations (DEEWR 2009a) proposal to tie funding to the proportion of teaching staff with a Graduate Certificate in Higher Education (a proxy for quality) raises questions about the link between the qualification and teacher quality, and on the appropriateness of establishing the qualification as a barrier to entry into university teaching. 
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Accountants in Australia

Voluntary registration has been suggested by some as a desirable model for VET teachers in Australia (chapter 10). The accountancy profession in Australia is one of the professions that uses a system of voluntary registration to self-regulate.

Registration in the financial professions is mainly voluntary. There is no legislated requirement for registration of accountants in Australia, except for financial advisers, tax practitioners, external auditors and liquidators. Nonetheless, higher status is conferred on accountants who register with an Australian professional accounting body. Likewise, public practitioners (accountants who service external clients) with an Australian professional body designation are the preferred choice of many consumers. 

There are a number of professional associations for accountants in Australia, including:

· the Institute of Chartered Accountants in Australia (ICAA)

· CPA (Certified Practicing Accountant) Australia

· the National Institute of Accountants

· the National Tax and Accountants Association Ltd

· the Institute of Internal Auditors of Australia.

Some associations reflect a particular area of expertise (for example, the Institute of Internal Auditors of Australia). However, other associations (for example, CPA Australia, ICAA and the National Institute of Accountants) cover a wide range of practitioners. 

The ICAA and CPA Australia are the largest professional accounting bodies in Australia. The ICAA has 50 000 members and CPA Australia’s membership is over 129 000. The main requirements of registration with CPA Australia and the ICAA are:

· the completion of an approved graduate-level course at an accredited institution

· the completion of a professional accreditation program prior to being admitted as a member. This program involves both extra study and work experience (3 years minimum with a registered supervisor). Members wishing to operate a business as a public accountant must also complete a public practice program

· a commitment to continuing professional development and education

· abiding by a professional code of conduct. A formal process enables complaints about members to be heard, evaluated and, where appropriate, disciplinary action to be taken

· undergoing periodic quality reviews for public practitioners. For example, the CPA Australia Quality Review Program, which aims to ensure that Certified Practising Accountants in public practice maintain the highest professional standards.

In setting these standards, the profession seeks to provide consumers with information so as to allow them to differentiate between reputable and qualified practitioners, and disreputable or unqualified practitioners. The market for accountants in Australia is highly competitive, with hundreds of thousand of active practitioners. Since there is no legal constraint to prevent unqualified or dishonest persons from setting up as an accountant in public practice, a competition incentive exists for quality professional accountants to become registered. Indeed, the bulk of accountants working in public practice are registered (Wallace et al. 2000). Understandably, the incentive to register is not as strong for accountants who are privately employed within an existing business or firm.

If consumers were able to discern easily the quality of an accountant, or were unable to switch accountants easily, it is unlikely that self‑regulation would have arisen. It is the threat of competition and a need to provide quality signals to consumers that drive such schemes. In a highly competitive market, membership of a professional body confers a competitive edge to some individuals. 

It is unlikely that gaining a competitive edge would constitute as strong an incentive in the case of the VET workforce. RTOs, not individuals, are authorised to deliver accredited qualifications. A private individual who belonged to a registration scheme would not, therefore, command a greater share of the market for this type of qualifications. He or she may, however, prove attractive to consumers seeking unaccredited training.
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