	
	


	
	



9
Workforce capability — background and evidence
	Key points

	· The capability requirements of VET trainers and assessors, and leaders and managers, have been well‑researched. Less is known about the capability requirements of general staff.

· Qualification thresholds for salary progression, and provisions for professional development (PD), vary significantly between the industrial instruments of different states and territories. This suggests that some jurisdictions:

· accord greater relative importance to formal learning for VET practitioners, than to informal learning or work experience

· provide significantly more support for PD.
· Research about the schools workforce reveals no compelling evidence that many observable teacher characteristics, including pre‑service training, higher‑level qualifications and certification have a meaningful impact on student achievement. The Commission is not aware of comparable evidence for the Australian VET sector. This evidence gap should be remedied.
· Some elements of pre‑service training, in particular practicum, are nonetheless effective in building discrete teacher skills.
· The VET workforce currently meets the needs of many learners and firms, however:

· delivery to students who might experience disadvantage is an area of considerable exposure for the sector in the future

· there is tentative evidence of capability gaps relating to delivery of higher‑level qualifications

· there is evidence that the workforce has significant capability gaps in information and communication technology skills

· there is evidence that some trainers and assessors lack skills in Recognition of Prior Learning and Recognition of Current Competence

· there is evidence of capability gaps relating to workplace‑based delivery

· there is evidence of capability gaps among managers and leaders.

· There is evidence of industry currency gaps in the workforce, particularly among some practitioners who have worked full-time in the sector for more than 10 years.

	

	


Capability ‘represents the potential ability of [the] workforce to conduct effective training and assessment’ (IBSA, sub. 8, p. 1). At an individual level, capabilities reflect ‘an integration of [general] knowledge, skills, personal knowledge and understanding used appropriately and effectively’ (Stephenson 1992, cited in Mitchell and Ward 2010, p. 4).

Many factors impact on the effectiveness of the VET sector, but the workforce is the key:

Without capable people — supported by the right policies, budget settings, industrial relations arrangements, procedures and organisational environment — providers cannot be capable organisations. (SA Training and Skills Commission, sub. 51, p. 13)
This chapter lays the groundwork for consideration of issues relating to improvements in capability in chapter 10. To this end, it includes: discussion of the capabilities needed by the workforce (section 9.1); description of institutional settings relevant to capability (section 9.2); a summary of research evidence on the characteristics of trainers and assessors that potentially influence their effectiveness (section 9.3); and analysis of workforce capability gaps (section 9.4) and industry currency (section 9.5).
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What capabilities does the workforce require?

A number of researchers have analysed the capabilities required by different VET workers. Some of the more recent of those analyses are described below.

Capabilities required by VET practitioners

At the request of the then WA Department of Training, Rumsey and Associates (2002) compiled a matrix of the skills required of VET practitioners that comprised of six domains: instruction and assessment; personal; student support; education technology; design; and management skills. Areas of perceived skill need were detailed for each domain for each of 18 types of VET practitioner. Rumsey and Associates’ (2002) definition of a VET practitioner was very broad, and included, for example, VET administrative staff, VET managers and employers involved in VET delivery.
In 2004, Dickie et al. undertook a project for the Australian National Training Authority to identify ‘professional workforce training, development and management needs over the next five to ten years, for VET and the VET professional’ (2004, p. 3). The authors identified a set of skills required by all members of the VET workforce including: an ability to adapt to change; client focus skills; management and leadership capabilities; coaching, mentoring and networking skills; facility with information and communication technologies; and knowledge work capabilities. Skill clusters identified as being required by VET workers directly involved in delivery included pedagogical expertise, a learner focus, industry currency, use of technology, client focus, VET system expertise and a set of personal qualities and attributes (Dickie et al. 2004.
Guthrie et al. (2006), in an update of Rumsey and Associates’ (2002) work for the WA Department of Education and Training, outlined the ‘knowledge, skills and personal attributes that will equip VET professionals to meet key challenges in the next 5 years’ (p. 37). This work distinguished nine categories of requirements: teaching, learning and assessment expertise; program and resource development skills; strategic enquiry; technology; business and client focus; vocational expertise and industry currency; VET system knowledge; management and leadership; and personal qualities and attributes.

Guthrie et al. stressed that not all practitioners required all of these skills and personal attributes, ‘[r]ather, those required by an individual practitioner are dependent on a combination of personal abilities and interests and client, work team and organisational needs’ (2006, p. 38).

Most recently, Mitchell and Ward (2010) used survey responses from VET practitioners about the capabilities that they use in their work to develop a model of VET practice comprising nine skill sets (box 
9.1).
 Unlike the analyses described above, their model distinguishes the capabilities required by new practitioners from those needed in more advanced practitioner roles. Five skill sets are identified as being required for foundation practice, two for more advanced roles, and two as supports for all practice. Drawing on these skill sets, Mitchell and Ward (2010) identified three categories, and five types, of VET trainer and assessor:

1. Foundation VET practitioners, including:

(a) the foundation VET practitioner — novice: members of this group are not yet proficient in the five foundation skills

(b) the foundation VET practitioner — established: have acquired the five foundation skills required of the profession.

2. Specialist VET practitioners, including:

(a) VET commercial specialists — specialists in personalising training for commercial customers and in related marketing and sales

(b) VET learning and assessment specialists — specialists in the facilitation, organisation and management of learning and assessment that goes beyond the context of either the classroom or the workplace. This includes e‑learning and on‑line assessment, as well as distance and off‑shore learning.

3. Advanced VET practitioners — equally competent in the tasks required of a commercial specialist and a learning and assessment specialist.

Mitchell and Ward (2010) noted that practitioners acquire foundation skills through the Certificate IV in Training and Assessment, and/or on‑the‑job during the first year or two of teaching, training and assessing. They reported being unable, however, to describe how practitioners transition from foundation to higher levels of practice, but assumed that development of these skill sets occurs through a combination of on‑the‑job and formal professional development.

Capabilities required by other members of the VET workforce

Some studies have focused solely on the skills needs of VET managers and leaders. These range from a typology covering traditional, change and strategic management skills, proposed by Mitchell in various papers (for example, 2003, 2004), through six areas of leadership capability identified by Callan (2001, 2005), to seven domains of activity for VET leaders and managers, described by Mulcahy (2003). Callan et al. (2007) concluded that core capabilities for managers and leaders vary by level of management, but:

… include those related to the transformational qualities of being able to communicate a vision for the organisation, to build successful teams, and to inspire staff to make a commitment to change. These core capabilities also include sound strategic thinking and planning skills, and an ability to be business like in approach. (Callan et al. 2007, p. 7)
More recently, Coates et al. (2010), in a study of VET leadership, described a capability framework that included: personal; interpersonal; and cognitive capabilities, along with role‑specific and generic competencies.

Dickie et al. (2004, p. 105) noted that there was little literature on the capability needs of general staff working in VET. They concluded that, in addition to a set of skills required by all VET workers (listed in the previous citation to their work), general staff need ‘technical skills in their area of expertise’, and an ‘aptitude and interest in developing new skills’.

	Box 9.
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Elements of Mitchell and Ward’s model of VET practice

	Nine professional skill sets used by Australian VET practitioners

Foundation skill sets
1. Learning theories — knowledge that underpins learning, including knowledge of VET pedagogy and andragogy, theories of cognitive, behavioural and experiential learning, and learning styles and preferences.

2. Learning styles — a skill set that includes the ability to take into account visual, auditory and kinaesthetic learners when teaching/training.

3. Foundation learning facilitation — skills in facilitating individual, group, workplace and equity group learning.

4. Foundation assessment skills — including skills in summative, formative, diagnostic and Recognition of Prior Learning (RPL) assessment, as the ability to perform such assessments within the context of the classroom and the workplace.

5. Course organisation and student management — including skills such as the ability to: apply continuous improvement to the management and delivery of VET courses; engage stakeholders in the delivery, monitoring and evaluation of courses; ensure that all students receive necessary training and support services; and ensure that all training and assessment materials meet the requirements of the relevant training package or accredited course.

Advanced skill sets

6. Advanced learning facilitation and assessment skills — including skills in facilitating e‑, distance‑ and off‑shore learning and online assessment, and the ability to facilitate flexible learning.

7. Commercial skills — skills in conducting commercial educational activity, including teaching and training in a workplace environment, managing commercial relationships, offering consultancy services, personalising training for commercial customers and adapting training packages for commercial purposes.

Supporting skill sets

8. Generic skills — including negotiation, communication, decision making and critical thinking skills, along with ethical standards.

9. Educational research — covering skills in the collection and analysis of data to inform educational quality, and research skills for the purpose of expanding understanding of VET educational issues.

	Source: Mitchell and Ward (2010).
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Institutional settings relevant to capability

A number of institutional settings are relevant to the capability of the VET workforce. These settings relate, primarily, to the formal mechanisms through which capability is assumed to develop — qualifications and other forms of professional development (PD):
· National standards set out the qualification and PD requirements for trainers and assessors employed by Registered Training Organisations (RTOs).

· Industrial agreements include qualification thresholds for progression and provisions relating to PD.
· Training Packages, managed by Industry Skills Councils (ISCs), specify the skills and knowledge that workers require to perform effectively in the workplace. ISCs also provide advice on emerging areas of capability need — a potential focus for PD.
Description of these settings is provided in the following sections, along with a brief recent history of VET teacher qualifications and PD (presented after the discussion of national standards). The section closes with a short description of the role of the National Centre for Vocational Education Research (NCVER).
National standards — relevant Australian Quality Training Framework settings and industrial instruments
The Australian Quality Training Framework (AQTF) 2010 sets out the standards that RTOs need to meet in order to ‘deliver and assess nationally recognised training and issue nationally recognised qualifications’ (Australian Government 2010a, p. 1). The standards include a description of the characteristics required of trainers and assessors working within RTOs — set out in element 1.4 — and of RTO managers and leaders. More detail about these requirements is presented below, preceding a brief history of the initiatives focused on the education of VET trainers and assessors that underlie element 1.4.

Element 1.4 of the AQTF

Element 1.4 is presented in box 
9.2. The National Quality Council (NQC) sets out the competency requirements for trainers and assessors referred to in element 1.4(a) in ‘Determinations’. The most recent Determination, from 17 June 2010, is reproduced in box 
9.3. The ‘necessary training and assessment competencies’ have not changed significantly for a number of years. In contrast, a section on vocational competency was included for the first time in the Determination of 18 December 2009 and included a:

· definition of vocational competency
· requirement that Training Packages include advice from industry on the vocational competencies required by assessors
· requirement that Training Packages provide advice on the types of evidence that practitioners might use to demonstrate that they are maintaining their vocational currency.
	Box 9.
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Element 1.4 of the AQTF

	Element 1.4 of AQTF 2010 (Australian Government 2010a, p. 6) requires that:

1.4 Training and assessment is delivered by trainers and assessors who:

(a) have the necessary training and assessment competencies as determined by the National Quality Council or its successors, and

(b) have the relevant vocational competencies at least to the level being delivered or assessed, and

(c) can demonstrate current industry skills directly relevant to the training/assessment being undertaken, and

(d) continue to develop their Vocational Education and Training (VET) knowledge and skills as well as their industry currency and trainer/assessor competence.

Elements 1.4(c) and 1.4(d), replace element 1.4(c) from AQTF 2007, which stated:

(c) continue developing their vocational and training and assessment competencies to support continuous improvements in delivery of the RTO’s services. (NQC 2007a, p. 4)

	

	


Other relevant AQTF content

The AQTF also sets out requirements relating to the characteristics of RTO managers and leaders. Condition one, on governance, requires that:

The RTO’s senior officers and directors or substantial shareholders who are in a position to influence the management of the organisation must satisfy fit and proper person requirements unless these requirements have already been met through other legislative provisions. (Australian Government 2010a, p. 3)
	Box 9.
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Recent NQC Determinations

	Determination of 17 June 2010

Trainers must:

i) hold the TAE40110 Certificate IV in Training and Assessment from the TAE10 Training and Education Training Package; or

ii) be able to demonstrate equivalent competencies; or

iii) work under the direct supervision* of a person who has the competencies specified in (i) or (ii) above; and be able to demonstrate vocational competencies at least to the level of those being delivered.

Note: Direct supervision is achieved when a person delivering training on behalf of the RTO has regular guidance, support and direction from a person designated by the RTO who has the trainer competencies in (i) or (ii) above and who monitors and is accountable for the training delivery. It is not necessary for the supervising person to be present during all training delivery. 
Assessors must:

i) hold the following three competencies from the TAE10 Training and Education Training Package:

a) TAEASS401A Plan assessment activities and processes

b) TAEASS402A Assess competence

c) TAEASS403A Participate in assessment validation; or

ii) be able to demonstrate equivalent competencies to all three units of competency listed in (i).
Vocational Competency — Determination of 18 December 2009

Vocational competency is defined as broad industry knowledge and experience, usually combined with a relevant industry qualification. A person who has vocational competency will be familiar with the content of the vocation and will have relevant current experience in the industry. Vocational competency must be considered on an industry-by-industry basis and with reference to the guidance provided in the Assessment Guidelines of the relevant Training Package. 

Training Packages include advice specific to the industry related to the vocational competencies of assessors. This may include advice on relevant industry qualifications and experience required for assessing against the Training Package or for specific qualifications within the package. The Training Package will also provide specific industry advice outlining what it sees as acceptable forms of evidence to demonstrate the maintenance of currency of vocational competency.

	Source: NQC 2010c.

	

	


A brief history of trainer and assessor standards

VET teacher education received little attention in Australia until the Kangan report recommended an urgent inquiry into the issue in 1974. The resulting Fleming report, published in 1978, was ‘the first serious study of TAFE teachers in Australia’ (Chappell et al. 1994, p. 184). A series of national conferences on Technical and Further Education (TAFE) teacher education followed during the early 1980s, but consensus on a preferred model for teacher preparation did not emerge. A subsequent national review in 1990 prompted the introduction of degree-level programs at some universities. However, debate about initial teacher training continued. A report commissioned by training and employment Ministers, and published in 1992, concluded that:

The inappropriateness of many of the initial teacher training courses continues to restrict TAFE. The fundamental problem is the lack of recognition that the TAFE employers and employees are the clients. (VEETAC 1992, p. 14). 

Meanwhile, in 1989, the Dawkins report concluded that a significant initiative was needed to upgrade the skills of enterprise trainers (Peak 1992). The first competency standards for workplace trainers and assessors were subsequently endorsed in 1992 and 1993, respectively. Following a review process, revised and expanded versions of these standards were combined in the first Training Package for assessment and workplace training (BSZ98) (Gillis et al. 1999):

The Standards apply to people carrying out assessment and training regardless of the setting. This means they apply just as much to staff in vocational education and training institutions as to people training and assessing in the workplace. (ANTA 1998, p. 12)

Concerns about trainer and assessor capability continued to be raised in studies conducted in the late 1990s (for example, Schofield 2000; Parliament of Australia Senate 2000), and there were calls for the national regulation of standards.

The first national standards for trainers and assessors working in RTOs were mandated in AQTF 2001. The teaching qualification requirements in this standard were based on the Certificate IV in Assessment and Workplace Training, and assessor competencies, described in the BSZ98 Package. Most jurisdictions, at that point, did not have minimum standards for TAFE teachers in place (Parliament of Australia Senate 2000). (One exception, New South Wales, retained a teaching degree requirement for permanent staff until 2008.) AQTF 2001, therefore, represented a general raising of the regulatory bar. It is not clear why the Certificate IV was adopted, rather than a degree qualification. Guthrie (2010a) points to a number of possible explanations, including: dissatisfaction with university course offerings; casuals’ lack of access to funded formal development; and state and territory resourcing concerns.

In the broad, the requirements laid out in element 1.4 of the AQTF 2010 are very similar to those in AQTF 2001. The minimum training and assessment competencies required are a Certificate IV, or equivalent competencies, or supervision by someone holding the Certificate IV. However, the detailed content of the Certificate IV has changed with revisions of the Training Package. The TAE10 Training and Education Training Package, endorsed by the NQC in May 2010, is now the Reference Package. AQTF 2010 also introduced changes which increase the clarity of AQTF requirements relating to vocational competency. RTOs are now explicitly required to ensure that their trainers and assessors are able to demonstrate relevant current industry skills.

Industrial instruments

Qualification thresholds for progression
With the exception of the Tasmanian Polytechnic, minimum qualification requirements for VET trainers and assessors across the states and territories are consistent with the relevant NQC Determination. In Tasmania, from 1 January 2011, VET practitioners employed by the Tasmanian Polytechnic are required to register with the Teacher’s Registration Board of Tasmania. The requirements for full registration include that practitioners hold an approved higher‑education teacher education qualification. Practitioners who do not hold such a qualification can be granted provisional registration, but need to obtain a qualification within five years (Teachers’ Registration Board of Tasmania 2011).

For TAFE trainers and assessors in other jurisdictions (and in the Tasmanian Skills Institute), progression to some points within the salary scales contained within awards and agreements is dependent on the attainment of a qualification (table 
9.1). (Detail on the salary points is located in table C.40.)
The variation in these requirements across the states and territories is noteworthy. The Western Australian TAFE Lecturers’ General Agreement 2008, for example, requires TAFE lecturers to hold the Certificate IV in Training and Assessment, or an equivalent qualification, before progressing to the fourth level of the lecturer salary scale, and a minimum salary of $67 768. In contrast, the Victorian TAFE Teaching Staff Multi‑Business Agreement 2009 requires that teaching staff hold a Diploma‑level teaching qualification before progression to the T3.1 point on the scale and a salary of $60 724. This disparity suggests that, with respect to rewarding capability, some jurisdictions attach more relative importance to formal learning than to informal learning or work experience.

Pay rates for casual teaching staff within TAFEs also vary with teaching qualifications in some states and territories. The Victorian TAFE Teaching Staff Multi‑Business Agreement 2009, for example, stipulates that casuals holding a Certificate IV teaching qualification should receive $58.47 per teaching hour, and those with a Diploma $60.77.

Under the Modern Award, which covers trainers and assessors in RTOs other than TAFEs, starting salaries are higher as workers’ qualifications are higher, and trainers and assessors cannot progress beyond level nine in the salary scale if they do not hold a three year degree (or can demonstrate that they can carry out the duties of someone who has a higher‑level qualification).
Table 9.
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Lecturer/teacher qualification thresholds for progressiona
	
	Thresholds

	New South Wales
	· progression more than one step beyond the step paid on initial appointment — Certificate IV

· Head teacher — TAA Diploma

	Victoria
	· T1.2 — TAE10 Certificate IV in TAA or equivalent
· T3.1 — teaching qualification at Diploma level which includes supervised teaching practice and studies in teaching methodology

	Queensland
	· step 4 — higher education teaching qualification

	South Australia
	· step 3 — TAE10 Certificate IV in TAA & 5 core units from the TAA Diploma or qualification in teaching field

· step 4 — TAE10 Certificate IV in TAA & 10 core units from the TAA Diploma

· step 5 — TAA Diploma or equivalent

· ASL — B.Ed (Adult, Vocational & Workplace Learning) or equivalent

	Western Australia
	· step 3 — TAE10 Certificate IV in TAA or equivalent
· step 6 — TAA Diploma or equivalent
· ASL1 — higher education qualification

	Tasmania
	· step 9 (AST) — degree with education units and/or 3 years PD related to teaching and learning

	Northern Territory
	No qualification threshold for progression

	ACT
	· step 7 — TAE10 Certificate IV in TAA or equivalent


a Advanced lecturer/teacher classifications have been included where there is a qualification threshold for progression. ASL — Advanced Skills Lecturer; AST — Advanced Skills Teacher.
Sources: Relevant industrial relations instruments for each jurisdiction; Coutts‑Trotter 2008 (qualification requirements for New South Wales).
Professional development
Provision for PD is also made within the sector’s awards and agreements. Dedicated hours per annum and funding provisions for the PD of VET practitioners are reproduced in table 
9.2. Provisions vary significantly between jurisdictions, and are almost non‑existent for casual and sessional staff. No provision is made for PD in the relevant modern award Educational Services (Post-Secondary Education) Award 2010.
Table 9.
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Professional development provisions in state and territory industrial instruments, by employment arrangementa
	
	NSW
	Vic
	Qld
	SA
	WA
	Tas
	NT
	ACT

	Ongoing lecturer/teacher arrangements

	Hours per annum
	20b
	30 off scheduled dutiesc
	64
	–
	Can accrue up to 37.5 hours of time worked on PD towards subsequent time off
	100
	Eligible to apply for 6 months after 3 years
	36

	Funding as % of salary per annum
	–
	–
	2.5
	0.5
	–
	–
	–
	1

	Casual/sessional arrangements
	
	
	
	

	Hours per annum
	  –d
	–
	–
	    –e
	  –d
	  –d
	–
	–

	Funding as % of salary per annum
	–
	–
	–
	0.5
	–
	–
	–
	0.05f


a No provision is made for PD in the relevant modern award Educational Services (Post-Secondary Education) Award 2010. b(Arrangements preserved for new teachers. c(Minor variations in some Institutes. d(No formal entitlement, but can be authorised. e(Except for hourly paid instructors with 400 hours teaching per annum. f Where the employee has averaged 8 hours/week over 4 terms. – denotes zero.
Source: Karapas, G., DFEEST, pers. comm., 15 September 2010.

The wide variation in provisions for PD is noteworthy, given the AQTF requirement that RTOs ensure that trainers and assessors continue to develop their competence. It is unclear why these variations exist, and it suggests that states and territories have significantly different views about what it takes to comply with this AQTF requirement.
Sources of advice on capability
IBSA and the TAE Training Package

Innovation and Business Skills Australia (IBSA), an Industry Skills Council (ISC), has a central role in identifying and proposing solutions to the capability needs of the VET workforce. As an ISC, IBSA is funded by the Australian Government to:
· provide integrated industry intelligence and advice to governments on workforce development and skills needs
· maintain and improve training materials and supporting products and services
· provide advice on skills, training and workforce development to enterprises. (IBSA nd, p. 2)
As part of these functions, IBSA is responsible for the development and maintenance of the TAE10 Training and Education Training Package, which provides a description of ‘the skills and knowledge needed to perform effectively in the [VET] workplace’ (DEEWR 2010h, p. 27). The TAE10 Training Package currently contains seven qualifications (box 
9.4). An eighth, the Diploma of Training and Assessment, is currently under review.
	Box 9.
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Qualifications contained in the TAE10 Training Package

	TAE40110 Certificate IV in Training and Assessment

TAE50310 Diploma of International Education Services

TAE70110 Vocational Graduate Certificate in Adult Language, Literacy and Numeracy Practice

TAE70210 Vocational Graduate Certificate in Management (Learning)

TAE70310 Vocational Graduate Certificate in International Education Services

TAE80110 Vocational Graduate Diploma of Adult Language, Literacy and Numeracy Leadership

TAE80210 Vocational Graduate Diploma of Management (Learning)

	Source: DEEWR (2010h).

	

	


Through its annual environment scan, IBSA also provides advice about the key challenges facing the VET sector and their impact on workforce development needs. Based on this assessment, it devises and sells PD activities to the VET sector:

IBSA is committed to running a range of national professional development workshops and events for trainers and assessors, and VET professionals. (IBSA 2011, p. 1)

IBSA also commissions research relevant to capability, to inform its activities. A recent report by the Enterprise Registered Training Organisation Association (ERTOA, sub. DR91, attachment 1) is a case in point.
Other Training Packages
As noted above (box 
9.3), from December 2009, Training Package developers (mainly ISCs) are required to include advice about the vocational competencies required by assessors, and the types of evidence VET practitioners can use to demonstrate that they are maintaining the currency of their vocational competence. To date, advice of this type has not been included in many Packages. The TAE10 Training Package is one exception (box 
9.5). As Packages are updated and revised, information of this type has the potential to be a valuable input to decisions about PD for VET practitioners.
	Box 9.
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Advice about evidence indicating maintenance of currency in the TAE10 Training Package

	Good practice in maintaining currency

All persons conducting assessments against the competency standards in the TAE10 Training and Education Training Package should:

· demonstrate current skills and knowledge in assessment practice, which could be met by a combination of evidence, including:

· relevant work history

· attendance at professional development activities focusing on best practice in assessment and/or workplace training

· colleague/peer support and participation in trainer/assessor and/or professional networks

· participation in networks and communities of practice

· participation in moderation and validation activities

· knowledge of current practices in assessment and workplace training

· recent assessment and workplace training activities

· knowledge of language, literacy and numeracy issues in the context of assessment and workplace training

· have current knowledge of the industry and workplace of the TAE learners/candidates, which would include:

· familiarity with the industry/enterprise competency standards to be used by the learner/candidate as the basis of assessment and/or training

· an understanding, where applicable of the training and/or assessment system in which the learner/candidate operates

· knowledge of the requisite assessor qualifications for the industry or enterprise.

	Source: DEEWR (2010h).

	

	


The National Centre for Vocational Education Research

The NCVER’s work has relevance to the capability of the VET workforce through its role as an ‘independent body responsible for collecting, managing, analysing, evaluating and communicating research and statistics about vocational education and training (VET) nationally’ (NCVER 2011a). (More detail on the NCVER is presented in appendix E.)

At March 2011, the NCVER’s catalogue contained 42 publications under the theme ‘VET workforce’ — some are about capability. A number were produced through the Consortium Research Program: supporting vocational education and training providers in building capability for the future, funded by the NCVER over a period of two years from late 2004.
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Evidence on the impact of teachers’ observable characteristics on student achievement

The effectiveness of the VET workforce in educing students’ learning is a key motivation for focusing on capability. This focus is based on the premise that the capabilities of VET teachers, trainers and assessors influence their students’ achievement. Those capabilities potentially develop via a number of pathways, including formal study and on‑the‑job experiences. This section summarises research conclusions on the links between trainers and assessors’ observable characteristics, and student achievement. There is a dearth of evidence on this topic for the VET sector. In contrast, a large literature exists for the schools sector. Much of the following material is therefore drawn from that literature. A discussion of the limited evidence for the Australian VET sector concludes the section.
Many researchers have analysed the relationship between school teachers’ observable characteristics and student achievement, where the latter is measured, for example, as pass rates, completion rates and test scores. (Higher quality analyses tend to measure achievement in terms of changes in student test scores over time.) Links have been examined, for example, between achievement and: pre‑service teacher training; advanced degrees; experience; PD; teacher scores on achievement tests; voluntary teacher certification; and teacher subject matter knowledge. Examination of this research reveals that, despite considerable effort, researchers have not found compelling evidence that many observable teacher characteristics have a meaningful impact on student achievement:
Many aspects of teacher quality that have been measured have resulted in findings that are inconsistent across studies or have such small effects that they are of no practical significance, even when they are statistically significant. (Goe 2007, pp. 2–3)

Some study participants referenced single studies that have found a positive relationship between teacher characteristics and student achievement. The Australian College of Educators (sub. DR95, pp. 2–3), for example, cite a paper by Darling‑Hammond, that draws conclusions from a working paper by other authors. However, given the large number of studies in this area, the Commission has favoured those that systematically review and draw conclusions from the thrust of the international literature (for example, through meta-analyses).

Qualifications and experience

Evidence on pre‑service training points to little, if any, effect of alternative teacher preparation models on student achievement. American school teachers can enter the profession via traditional and alternative routes (one of which is Teach for America). There are striking differences in the hours of instruction employed in both program types. Constantine et al. (2009) found that hours in traditional programs ranged from 240 to 1380, and in alternative programs from 75 to 795. They concluded that ‘[t]here is no evidence … that greater levels of teacher training coursework were associated with the effectiveness of AC teachers [teachers trained in alternative programs] in the classroom’ (Constantine et al. 2009, p. xviii).
The most rigorous studies of the Teach for America program find no evidence of a statistically significant link between the type of pre‑service program and student achievement (Teach for America 2008). More generally, on the basis of a synthesis of meta-analyses, Hattie (2009) concluded that:

Teachers’ initial teacher training programs have little impact on how well those teachers influence the achievement of their students. Maybe subsequent effects wash out this earlier training, limited as it is in effectiveness, although the low quantity and quality of evidence on teacher training should be a major embarrassment for these institutions who constantly ask for more — more years, more resources, more influence. Hattie (2009, pp. 126–7)
Hattie did, however, identify elements of teacher training that have larger effects on student learning, in particular microteaching, which involves ‘student‑teachers conducting (mini) lessons to a small group of students … and then engaging in post‑discussions about the lessons’ (Hattie 2009, p. 112). This finding suggests that practicum is important and should form part of trainer and assessor teaching qualification — a topic addressed in chapter 10.

In terms of higher‑level qualifications, Hanushek and Rivkin (2006), in a review of research relevant to teacher labour markets, identified 34 high-quality estimates (from a pool of 170) of the impact of teachers holding advanced degrees on school students’ achievement.
,
 None of these estimates pointed to a positive relationship. (Three indicated that the relationship was negative. The rest were not statistically significant.)
Evidence on the impact of teachers’ years of experience on student achievement was also assessed by Hanushek and Rivkin (2006), who drew a less definitive conclusion than Goe (2007). They located 206 estimates of the effect of teacher experience on student performance, 37 of which were judged to be high quality. Of these, only 41 per cent were statistically significant and positive. More than half were not statistically significant. They conclude that, although the evidence for a link between teacher experience and student achievement is more positive than for other teacher characteristics, ‘the overall picture is not that strong’ (p. 11).

Professional development

There is little quality empirical evidence about the effects of PD for teachers on student achievement. As Hattie (2009) notes, much of the research is about the effects of PD on teachers. In relation to this, one study cited by Hattie concluded that:

The four types of instruction found to be most effective on teacher knowledge and behaviour were: observation of actual classroom methods; microteaching; video/audio feedback; and practice. (p. 120)

This provides further support for the importance of practicum, noted previously. Hattie (pp. 120–21) also cites a review of 72 studies from which it was concluded that PD is more likely to be effective when:

· learning opportunities occur over an extended period

· it involves external experts

· teachers are sufficiently engaged — so that knowledge and skills acquisition happens

· it challenges teachers’ prevailing discourse and conceptions about learning

· it was supported by school leaders.

Teachers talking to teachers about teaching was necessary but not sufficient. Conversations of this type were more effective, for example, when teachers were challenging problematic beliefs. Finally, ‘funding, release time and whether the involvement was voluntary or compulsory were unrelated to influences on student outcomes’ (Hattie 2009, p. 121).

Other observable characteristics of teachers

Hanushek and Rivkin (2006) also considered the evidence on the link between teachers’ scores on tests of achievement and student achievement. Of nine high quality estimates, six found no statistically significant relationship. A positive link came through in two statistically significant estimates. One study found a negative relationship. They concluded that: the evidence is far from overwhelming and ‘even when significant, teacher tests capture just a small portion of the overall variation in teacher effectiveness’ (p. 14).
The US National Board for Professional Teaching Standards (NBPTS) runs a voluntary certification scheme for school teachers. The scheme provides certification over and above that required by most US states before someone is permitted to teach. According to various studies, the process of NBPTS certification does not enhance teacher productivity, although more able teachers tend to seek certification.
Commentators have pointed to the work of Shulman in support of a view that teachers’ knowledge of their subject matter, and of how to teach it, is important to student achievement (for example, Wheelahan and Moodie 2010). Hattie (2009), however, cast doubt on the representativeness of this view:

If there were a large and consistent set of studies showing the power of teacher subject matter knowledge/pedagogical knowledge on subsequent student outcomes, it would seem that it should be well cited and not elusive to find. (p. 113)
Nonetheless, Hattie (2009) labelled the lack of evidence that subject matter knowledge affects student learning ‘a conundrum’. Other researchers have been slightly more positive:

There is one aspect of teacher quality where a consensus across studies has clearly emerged: the effects of teachers with degrees in maths and appropriate certifications [in maths teaching] … appear to be strongly and consistently related to student achievement in mathematics … Similar findings were not apparent for other subjects … [Teacher] experience [also] matters, but it contributes differentially only in the first four or five years of teaching. (Goe 2007, pp. 2–3)
The importance of both subject matter knowledge and subject‑specific pedagogical knowledge are clearly areas that merit research. As Hattie suggests, research into how teachers who lack subject knowledge nevertheless can have positive effects on student learning might be a promising avenue for inquiry.

Australian VET sector evidence

As noted above, Australian evidence on the links between teacher qualifications and student achievement is limited.

Seddon et al. (2004) surveyed Victorian TAFE teachers’ and managers’ attitudes to education qualifications. They concluded that ‘[t]here is acknowledgment that education qualifications cannot guarantee teaching capability but, other things being equal, they contribute to teaching quality’ (p. 8). However, this research did not attempt to empirically estimate the relationship between teaching qualifications and student achievement.
John Mitchell and Associates, and JMA Analytics (sub. DR102) reported results from an analysis of the relationship between practitioners’ qualifications and their self‑rated levels of foundation training and assessment skills. The relationship was positive, however, the analysis did not control for other factors that might explain this relationship — in particular, experience. It is likely that trainers and assessors with higher‑level qualifications also have more experience. Nor did the research examine the link between qualifications and student achievement.

The variation in qualification requirements for progression by VET trainers and assessors, in tandem with the homogeneity of student outcomes (NCVER 2010d, table 4), across states and territories, is circumstantial evidence that teaching qualifications have no discernible impact on student achievement in the Australian VET sector. The change in requirements for permanent VET teachers in New South Wales in 2008, and Tasmania’s recent step to mandate a Degree qualification, represent opportunities to gather and analyse data on this relationship.

Quality evidence on the links between teachers’ experience and student outcomes is especially pertinent to the Australian VET sector, where factors like casualisation and rapid private RTO growth might mean that a sizeable proportion of trainers and assessors do not have much experience within the sector. As discussed in chapter 3, 58 per cent of trainers and assessors in private RTOs who responded to a recent survey had been employed in the VET sector for less than five years. The links between trainer and assessor experience and student achievement should be a priority for Australian VET research.
Conclusions

In summary, the literature on the links between teacher qualifications and student achievement points to two conclusions:

· there is a strong need for research of this topic for the VET sector

· any move to require higher‑level qualifications for VET teachers, trainers and assessors should be made with caution.

Recommendation 9.1
The National Centre for Vocational Education Research should ensure that it collects all the information required to allow the critical determinants of quality training and assessment to be investigated quantitatively. Once that information is available, the Centre should conduct quantitative analysis of the relationship between trainers’ and assessors’ characteristics and student outcomes, including by level of qualification delivered.
9.
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Workforce capability gaps?

A range of factors driving change in the VET sector are having an impact on the expectations placed on the VET workforce (chapter 6). They imply a need for capability in a number of areas, including: support for learners who might experience disadvantage; delivery of higher‑level qualifications; use of information and communication technologies (ICT) in delivery; working within a more contestable and commercial environment; assessment via Recognition of Prior Learning (RPL) or Recognition of Current Competency (RCC); delivery within workplaces; and management and leadership skills.

Current, and potential future, capability needs in each of these areas are considered below. Indigenous learners’ needs are discussed both in the context of learners who experience disadvantage, and in a stand‑alone section.
Capability in delivery to learners who experience disadvantage

A large, and increasing, proportion of the VET student population has characteristics that suggest economic or social disadvantage (chapter 6). Using data from the 2009 Student Outcomes Survey, the Commission estimates that about 60 per cent of students who completed publicly‑funded VET in 2009 (as graduates or module completers) had at least one of the following characteristics:

· Indigenous Australian

· spoke a language other than English at home

· disability

· prior education of less than Year 12 (excluding students aged under 20)

· low socio‑economic status (defined as living in the bottom 40 per cent of statistical local areas, ranked by socio‑economic status).

Learners from backgrounds associated with disadvantage are the norm in the VET sector. It is part of the VET mandate to assist such students. As the NSW Government noted, for example, the Technical and Further Education Commission Act 1990 (NSW) requires TAFE NSW to:

… provide educationally or vocationally disadvantaged groups (such as women, Aboriginal people, persons of non-English speaking background, persons with disabilities and persons in rural areas) with access to technical and further education services, including a range of appropriate specialised services. (sub. 57, p. 10)

More generally, equity and access principles are the focus of Standard 2 of AQTF 2010. Among its seven elements are requirements that:

2.1 The RTO establishes the needs of clients, and delivers services to meet these needs …
2.5 Learners receive training, assessment and support services that meet their individual needs. (Australian Government 2010a, p. 6)

Reflecting this Standard, skill and knowledge requirements relating to equity and access considerations are set out in the TAE10 Training Package. Foundation competencies in catering to individual learner groups are covered in core units, and deeper competency development can be pursued through electives. The Certificate IV in TAA elective unit Address language, literacy and numeracy skills (TAELLN401A) is a case in point. Furthermore, IBSA has addressed a gap in qualifications for language, literacy and numeracy (LLN) specialists through inclusion of a Vocational Graduate Certificate and a Vocational Graduate Diploma in language, literacy and numeracy within the TAE10 Training Package.
Members of disadvantaged groups tend to require more support from the VET workforce. For example, in New South Wales, disadvantaged students place:

… a wide range of demands on the TAFE … workforce in relation to, for example: counselling and advisory services; foundational and employability skills programs; community liaison and partnerships; intermediate pathways for at-risk groups; targeted resources to support engagement for particular student backgrounds; and customising programs to meet an extremely diverse range of individual needs. (NSW Government, sub. 57, p. 10)
Although some indicators for these groups are less positive than for other students, a range of factors are at play. Indigenous students and students with disability, for example, are overrepresented at lower qualification levels. However, students from these backgrounds tend to have relatively low educational attainment on entry to VET. Similarly, module completion rates for students from these groups lag those of other students (chapter 5). However, data on the reasons that students from these groups do not continue with training indicate that factors outside the control of the VET workforce are significant (table D.14). One quarter of students with disability, for example, nominated illness as the main reason for not completing training in which they enrolled. Just over 50 per cent of Indigenous students nominated personal reasons (including illness). 

Melbourne Graduate School of Education had concerns that the prevalence of personal or health-related reasons might not properly represent the underlying causes of non‑completion:

Students and their institutions are likely to mistakenly accept on face value that students discontinue due to factors in students’ lives, rather than the way in which curriculum excludes such students and less than inclusive institutional arrangements. (sub. DR65, p. 5)

Yet, data on students’ opinions of their VET experience suggest that over 90 per cent of students for nearly all disadvantaged groups report that they would recommend their training, or the institution at which they studied, to others (table 
9.3).

Table 9.
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Percentage of students who would recommend their training or institution to others by equity group, 2009
	
	Indigenous
	Speaks a language other than English
at homea
	Disability
	Highest prior level of education less than Year 12
	All students

	
	%
	%
	%
	%
	%

	Would recommend training to others
	
	
	

	Graduates
	96.4
	92.9
	93.2
	95.9
	94.2

	Module completers
	89.0
	88.4
	86.3
	91.1
	89.8

	Would recommend institution to others
	
	
	

	Graduates
	94.5
	93.2
	92.1
	94.8
	93.1

	Module completers
	90.0
	90.2
	88.4
	92.9
	91.9


a Excluding Indigenous students.

Source: Productivity Commission estimates based on unpublished data from NCVER, 2009 Student Outcomes Survey, NCVER, Adelaide.

In addition, on the whole, data from the publicly‑funded VET sector on students’ opinions about different aspects of their training do not reveal marked differences between student groups, and students are generally very positive (tables D.11 and D.12). There are three noteworthy exceptions to this message:

· Indigenous graduates are more positive about their experiences than their peers. Nearly 70 per cent of Indigenous graduates, for example, strongly agreed with the statement ‘my instructors treated me with respect’ and 58 per cent with ‘my instructors understood my learning needs’, in contrast with 63 and 49 per cent of all graduates, respectively.

· Module completers with disability were rather less positive than other students. For example, eleven per cent disagreed with each of the statements ‘my instructors understood my learning needs’, and ‘I received useful feedback on my assessment’, in contrast with 6 per cent and 8 per cent of all students respectively. (These were the least positive responses identified within the opinions on teaching and assessment.)

· Students from groups that tend to experience disadvantage appear to get more out of their training than do other students. Responses for graduates who agree or strongly agree with a range of statements about their generic skill and learning experiences in VET are presented in table 
9.4. (Similar patterns are observed for module completers.) For example, 85 per cent of graduates whose highest prior level of education was Year 12, reported that they were more confident in their ability to learn as a result of their training, in contrast with 78 per cent of all students.

The data do not suggest, overall, that students from cohorts that might experience disadvantage are markedly less satisfied with their VET experiences than their peers.
Study participants pointed to possible skill gaps relevant to disadvantaged learners among VET trainers and assessors:

Ten years have passed since the VET blueprints for Indigenous Australians and people with a disability were first agreed by Ministers. There are still concerns about whether the VET workforce has the necessary skills to meet the needs of disadvantaged learners … (National VET Equity Advisory Council, sub. DR75, p. 48)

Within the VET workforce itself there are questions about the standards of literacy and numeracy of some staff. Where this is the case with lecturers, it means that they also lack the capability to assist students improve their language and literacy skills to a standard that will enable them to progress to and complete higher level qualifications. (WA Department of Training and Workforce Development, sub. 26, p. 2)

Table 9.
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Graduates who agree or strongly agree about aspects of their generic skill and learning experiences, 2009 (per cent)

	
	Indigenous
	Speaks a language other than English
at homea
	Disability
	Highest prior level of education less than Year 12
	All students

	
	%
	%
	%
	%
	%

	My training developed my problem solving skills
	79.7
	79.7
	72.9
	77.5
	70.7

	My training helped me develop my ability to work as a team member
	81.5
	80.6
	72.5
	77.0
	72.6

	My training improved my skills in written communication
	71.6
	73.0
	64.4
	67.2
	61.4

	My training helped me to develop the ability to plan my own work
	76.9
	77.6
	72.4
	76.4
	72.0

	As a result of my training, I feel more confident about tackling unfamiliar problems
	83.5
	80.6
	75.2
	81.0
	76.8

	My training has made me more confident about my ability to learn
	84.6
	84.8
	78.5
	84.5
	78.2

	As a result of my training, I am more positive about achieving my goals
	83.8
	82.8
	76.1
	82.5
	77.3

	My training has helped me think about new opportunities in life
	86.0
	83.2
	78.4
	80.6
	78.3

	Overall I was satisfied with the quality of this training
	92.1
	89.5
	87.1
	90.9
	89.1


a Excluding Indigenous students.

Source: Productivity Commission estimates based on unpublished data from NCVER, 2009 Student Outcomes Survey, NCVER, Adelaide.

Study participants also observed that some RTOs are experiencing difficulties in recruiting specialist language, literacy and numeracy practitioners (for example, NSW Government, sub. DR82) — a capacity issue.
As noted in chapter 6, rates of VET participation for members of equity groups are expected to increase. Reflecting this, study participants pointed to a need for even greater capability in the future (box 
9.6).

	Box 9.
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Prevalence of disadvantaged learners points to greater capability needs in the future

	Participants pointed to a need for enhanced skills among trainers and assessors …

The pressure on TAFE (and vocational education) to ‘fix’ broad social and economic problems and the obligation to respond to public policy goals/settings … requires more flexible and adaptive teachers with a broad range of inclusive teaching skills in addition to specific content knowledge and industry experience. (Joint TAFE Associations, sub. 48, p. 5)

… our teaching staff, who do already have skills in teaching students with disadvantaged backgrounds, will need to enhance those skills and accept that this is a ‘normal’ part of their teaching across a broader range of programs and levels (which can be compared with having international students in class — teachers need to adapt and tailor their methodologies and pedagogy). (The Gordon, sub. 9, p. 9)

… an increasingly diverse society necessitates an expanded focus on teaching with cultural inclusion and in diverse contexts (including issues specific to Aboriginal and Torres Strait Islander students). (Australian Education Union, sub. 34, p. 41)
… and more specialist support.

The VET workforce needs to have the capability to recognise and deal with learners whose needs are complex — who may have mental health issues, who may need literacy and numeracy support, who need specialist assistive technologies — the VET trainer or assessor needs access to expertise and in the ideal, embedded world, specialists would focus more on teacher capability and much less on direct student services. (National VET Equity Advisory Council, sub. 58, p. 5)
We also need to increase the availability of high quality, well‑trained adult LNN practitioners who can operate effectively in a diverse range of environments, to support a diverse clientele. (DEEWR, sub. DR110, p. 3)
Providers will … need to develop strategic partnerships with service providers who can provide the wrap around support services required by disadvantaged and marginalised learners. (SA Training and Skills Commission, sub. 51, p. 8)

	

	


Formal opportunities to develop at least foundation capability in this area are provided by the Certificate IV in TAA, and specialist qualification offerings are now available. As discussed further in chapter 10, opportunities for PD beyond the Certificate IV should also address this need, enabling individuals’ skill gaps in this area to be identified and addressed, as required.

Although the evidence does not suggest that the VET workforce currently has significant capability gaps that impede its ability to address the needs of the vast majority of students who might experience disadvantage, the capability of the workforce will be further challenged in the future. The Commission supports the National VET Equity Advisory Council’s (NVEAC’s) recommendation that ‘an outcomes framework to measure the progress and achievements of disadvantaged learners in VET’ should be developed (sub. DR75, p. 43).

Challenges relating to teaching and training Indigenous students

Chapter 8 discusses possible measures to increase the size of the Indigenous VET workforce, through recruiting and retaining more Indigenous people. As noted, increasing the size of the Indigenous workforce is an important factor in improving outcomes for Indigenous students. This section elaborates on this issue, and canvasses measures to overcome the capability challenges of the broader VET workforce in this area. 

Overall, Indigenous Australians are at a marked disadvantage, compared with non‑Indigenous Australians. Life expectancy is significantly shorter for Indigenous people (by about 10 years). Additionally, education and employment outcomes are worse for Indigenous Australians. Different aspects of disadvantage are often interrelated. For example, there are strong links between health, education and employment outcomes. Higher levels of education can lead to improved employment outcomes, which can in turn increase income and improve other outcomes, such as health status. Because the VET sector provides a pathway for Indigenous people into employment and higher education, it can ultimately contribute to a reduction in the gaps between Indigenous and non‑Indigenous Australians in other areas, such as health. 

An example of the potential employment benefits to Indigenous Australians from VET participation, in this case, to build accountancy expertise, is presented in box 
9.7. 
Through a stocktake of research on good practice, Miller (2005) identified seven key factors that lead to positive and improved outcomes from VET for Indigenous people. The single most important factor was Indigenous community ownership of, and involvement in, training for Indigenous students. The other factors were:
· the incorporation of Indigenous identities, cultures, knowledge and values

· the establishment of ‘true’ partnerships

· flexibility in course design, content and delivery

· quality staff and committed advocacy

· extensive student support services

· appropriate funding that allows for sustainability.

These factors are related in several ways to the identity, culture and capability of VET trainers and assessors.

	Box 9.
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Indigenous representation in the accounting profession

	Lombardi and Clayton (2006) commented that, while Indigenous representation was increasing in many professions, they could only locate nine Indigenous Australians in a population of approximately 150 000 accountants in Australia. The authors discussed four barriers that need to be overcome to increase the number of Indigenous accountants: education barriers; the poor image of accountants; lack of Indigenous role models in the profession; and the lack of engagement with Indigenous communities while working in ‘mainstream’ accounting roles.

This lack of qualified accountants limits opportunities for Indigenous people, communities and organisations:

A lack of qualified business professionals in the Aboriginal community, like Certified Practicing Accountants and Chartered Accountants … means the capabilities of the Indigenous community to interpret, critically analyse and respond to complex governance, education and business issues … is severely compromised. (Andrew McIntosh CPA, sub. DR112, p.1)

I have a website, ‘Indigenous Accountants Rock.com.au’ and I routinely receive phone calls from 1 of the 5,000 existing prosperous Indigenous Businesses in Australia or other businesses inquiring about Indigenous Accountants. ... I can never help any of my repeated callers. (Adrian Williams, sub. 111, p. 2)

Greater participation in accounting and other business courses among Indigenous people is critical to improving governance and leadership, one of seven strategic areas of focus for improving outcomes for Indigenous Australians (SCRGSP 2009).

As in other professions, qualifications play a part in career progression for accountants. The VET sector and its workforce play a critical role in providing Certificate- and Diploma-level accounting courses, and have a role in explaining and promoting pathways into employment and higher‑level qualifications to accounting students. These pathways might be especially important for Indigenous students, since many Indigenous people have low levels of school education and often begin post-secondary education studying Certificate-level courses in the VET sector.

Andrew McIntosh CPA noted that professional accounting bodies should be encouraged to partner with the VET sector and its workforce to develop pathways to professional membership (sub. DR112, p.1).

	

	


As discussed in chapter 5, many Indigenous students lack foundation skills. This implies that LLN tuition is often their first experience of VET. McGlusky and Thaker (2006) produced a ‘Good Practice Guide’ for literacy support for Indigenous VET students. The guide noted the importance of Indigenous input (both formal and informal) regarding design, development and delivery at all stages. The guide also noted the importance of collaboration with Indigenous staff and the local Indigenous community. Other research has noted the importance of VET providers engaging with the local Indigenous community (Anderson 2009). 
Indigenous students can also have their first exposure to VET via the VET‑in‑Schools (VETiS) program: 

A recent report by the National Centre for Vocational Education Research (NCVER) has highlighted how participation rates in VET in Schools decrease with geographic isolation and for particular learner groups. Framework experience in the Northern Territory indicates that VET in Schools has great potential to help Indigenous learners and learners in outer regional and remote areas. (TVET, sub. 56, p. 9)
It is important, therefore, that both LLN and VETiS content and delivery have the desired characteristics of Indigenous input, community involvement and cultural awareness, identified previously. Dockery (2009) found that cultural attachment can have an enabling effect for Indigenous students and that there was not a trade off between cultural attachment and success in education.
VET providers also need to aware of the diversity of Indigenous students. Balatti et al. (2004) found that an increasing number of Indigenous students were studying in mainstream programs in TAFEs, but that they were getting less support than Indigenous students in Indigenous training units. It was evident that relationships between Indigenous training units and the rest of the institute needed to be improved, and, more generally, that cross cultural skills for all staff needed to be developed. VET providers also needed to understand that Indigenous students could comprise a number of groups with different needs, expectations and attachments. 

Some states and territories have developed explicit strategies to increase cultural awareness in the VET sector. An example is Victoria’s Wurreker Strategy (box 
9.8). 

At the provider level, many have explicit overarching Indigenous policies, involving assistance to Indigenous students, via support for Indigenous teachers. An example is the North Coast TAFE Institute (box 
9.9). 

Information sharing is needed to ensure adequate Indigenous capability

Each RTO seeking to improve its workforce’s capability in teaching and training Indigenous students should consider lessons learnt from programs in other RTOs but there seem to be bottlenecks in the sharing of learnings. As the NVEAC noted: 

Time and time again we see positive policy statements, but the implementation is failing to translate into real change. We see clever pilot programs but these are not transforming into new design and embedded good practice. (NVEAC 2011a, p. 22)
Previous opportunities to embed aspects of good practice resulting from pilot programs with finite funding have failed. … The time is right to change the approach and to now capitalise on the investments and accrued wisdom and experience realised from such programs; this can be achieved by implementing a knowledge-sharing and dissemination strategy that ensures good practice influences and drives continuous improvement in policy development and implementation. (NVEAC 2011a, p. 30)

	Box 9.
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Wurreker Strategy

	The Wurreker Strategy was developed by the Victorian Aboriginal Education Association Incorporated (VAEAI) in partnership with the State Government. It was launched in July 2000. The Strategy was developed because the VET sector was not addressing the training needs and aspirations of Koorie people. There were no clear pathways from training to employment. Registered Training Organisations, including TAFE providers, were offering programs that did not match the employment opportunities available to Koorie students. 

In Victoria, every TAFE provider is now required to maintain a Wurreker Implementation Plan to increase the participation and success of Koorie students in education and training. As part of the implementation of Wurreker, each Institute is required to achieve progress towards the Victorian Government Koorie employment target. Each TAFE Board is responsible for the achievement of the outcomes contained in the plan and required to report against these outcomes. The outcomes include:

· employing more Indigenous people 

· ensuring professional development is available for Indigenous staff
· providing cultural awareness training opportunities for Indigenous and non‑Indigenous staff

· increasing module completion rates and course completion rates for Koorie students 

· increasing enrolments by Koorie students in higher-level VET qualifications (Certificate III and above).

	Sources: VAEAI (nd); Joint submission by the Victorian TAFE Association and TAFE Directors Australia, sub. DR94, p. 11.

	

	


In 2010, the NVEAC began collecting ‘good practice case studies’ of VET delivery to learners who experience disadvantage, including Indigenous students. The examples the NVEAC chose have been trialled and evaluated (NVEAC 2011b).

	Box 9.
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North Coast TAFE Institute Indigenous initiatives

	The North Coast TAFE Institute has undertaken a number of initiatives to provide a supportive environment for Aboriginal students. The Institute works towards a 2020 Vision for Aboriginal Education and Training, which is based on a triple bottom line of contributing to the cultural strength, social wellbeing and economic security of Aboriginal communities in the region. In 2009, the Institute developed a Reconciliation Action Plan, which was launched in Reconciliation Week 2009. 

To support North Coast TAFE’s commitment to social inclusion, a new role of Aboriginal Teacher Coach will be trialled in 2011. The purpose of this new role will be to provide flexible support to Aboriginal learners to support successful study outcomes, work placements, completions and transitions into further study or employment opportunities. The program will be evaluated at the end of the trial. 
North Coast TAFE already employs:

· Aboriginal Vocational Initiatives Consultants, who liaise with communities, employers and other service providers to identify training needs for Aboriginal people and communities. The Consultants contribute to developing Aboriginal Cultural Capability across the organisation, and also seek external funding from a range of sources

· Aboriginal Learning Liaison Officers, who provide advice and referrals to support Aboriginal students enrolled in North Coast TAFE. These officers work with a range of campus‑based staff to provide support, promote courses in Aboriginal communities and contribute to campus‑based activities to promote Aboriginal cultures and identities to all students and staff

The new Aboriginal Teacher Coach’s role will be different. Recruits will be employed to provide educational support to Aboriginal students, and be employed as part‑time casual teachers.

	Source: Aloise, M., Director, Strategy and Support, North Coast Institute, pers. comm., 18 March 2011.

	

	


This work holds important lessons to the VET sector about good practice. The NVEAC should extend this work and gather more information about Indigenous programs in the VET sector.
 The NVEAC should develop and disseminate a database of evaluation reports on these programs. This database should not be restricted to examples of ‘good practice’. RTOs, and the VET sector more broadly, can also learn from programs that have encountered problems or failed. 

Finding 9.1
Many Registered Training Organisations have programs in place to assist Indigenous students, including through the provision of culturally aware tuition. However, few programs have been evaluated, and not all evaluation reports have been made publicly available.

Recommendation 9.2
The National VET Equity Advisory Council should establish a publicly-available database of evaluation reports on programs directed at assisting Indigenous students. This database would provide information on what works well and what does not. This information would assist Registered Training Organisations with developing successful Indigenous programs and would improve the VET workforce’s capability in this area.
Capability in delivering higher level qualifications

A number of study participants have suggested that delivery of higher‑level qualifications requires higher‑level teaching skills (box 
9.10). In a similar vein, John Mitchell and Associates, and JMA Analytics, concluded that the sector has a shortage of learning and assessment specialists (sub. DR102).

In terms of students’ outcomes and their assessment of their training, indicators from the publicly‑funded VET sector differ little across qualification levels for those who graduate, but some that relate to teaching decline with higher‑level qualifications for module completers (chapter 5). For example, while 70 per cent of the Diploma and above cohort agreed with the statement ‘my instructors understood my learning needs’, the response was higher (at 77 per cent) for those who enrolled in a Certificate III qualification (table D.10). Three quarters agreed that their instructors communicated the subject content effectively, compared to 81 per cent of the Certificate III cohort.

It is noteworthy that about 90 per cent of all students agreed with the statement ‘my instructors had a thorough knowledge of the subject content’. This suggests that students are relatively positive about their teachers’ industry currency.

	Box 9.
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Participants’ views on higher‑level qualifications and teaching skills

	In general the TAFE workforce is reasonably well qualified however the trend towards higher level qualifications will have an impact on the entry level qualifications of VET practitioners and on their continuing professional development … A shift to higher level qualifications may also bring with it a move to emphasise teaching skills over technical skills; and with more enterprise-based delivery the technical expertise may largely be sourced from the workplace (particularly in relation to new or emerging industries/technologies) with the VET practitioner providing their specialist skills in education and training. (Joint TAFE Associations, sub. 48, pp. 22 and 32)

At higher levels more complex competencies and job roles are covered and often a basic training approach is still used. Higher order teaching skills such as scenario/problem based learning are often more appropriate. Therefore there could be some requirement that if you deliver and assess at higher levels the teaching qualification and experience should be appropriate. (DFEEST, sub. 54, p. 15)

The demand for higher level qualifications will drive a need for higher level qualifications within the VET workforce. Serious consideration will need to be given to whether a Certificate IV level minimum qualification is adequate to provide a professional workforce with the capacity to deliver higher level qualifications that meet the needs of industry. (Minerals Council of Australia, sub. 23, p. 10)

… it is not uncommon to have university graduates using the higher level VET skills as training outcomes for professional development to enhance their ability to do their job … By implication it … requires … the VET workforce to have higher level VET teaching qualifications … (NSW Community Services and Health ITAB, sub. 38, p. 2)

	

	


Data also reveal that students who enrol in a Diploma or higher qualification are more likely than other students to discontinue their training. The 2009 Student Outcomes Survey (NCVER 2009d) reveals that 20 per cent of this cohort discontinued, against 12 per cent for students who enrolled in a Certificate III. One quarter of those who discontinued a higher-level enrolment nominated ‘the training was not what I expected’ as their main reason, in contrast with 5 per cent of those who discontinued Certificate III study.
Many factors potentially contribute to the gap in outcomes and opinions by qualification level for module completers. The detailed data suggest that the capability of trainers and assessors is a key contributor.

As VET providers increase delivery of higher‑education qualifications, the question of whether or not their staff should also hold higher‑education qualifications above the level at which they are delivering will inevitably arise.

Arguably, higher‑education lecturers demonstrate mastery of their subject matter via formal qualifications and research activity, while VET trainers and assessors do the same through experience in industry and other activities that continue to develop their capability, including PD. On the latter point, the TAFE Development Centre has noted unprecedented demand for professional learning programs relevant to the delivery of higher‑education qualifications (sub. DR92).

In summary, there is tentative evidence of capability gaps relating to delivery of higher-level qualifications. This might point to the need for higher-level delivery skills. However, as previously discussed, data that would support rigorous assessment of the link between teacher characteristics and student outcomes at different qualification levels have not been located. Research is needed into the factors that drive quality student outcomes at different qualification levels, including, the role of higher‑level qualifications.

Capability in the use of ICT in VET delivery

Technological change will have significant implications for the VET sector (chapter 6). As IBSA noted:
These sorts of developments, if they occur at anything like the rate predicted, will place significant pressure on the VET workforce to upgrade their own IT and related skills. In fact many technological developments in industry will require a greater engagement with, understanding of and competence in the digital economy by the VET workforce. (sub. 8, p. 6)
The use of ICT in the delivery of education and training is significant, and has been growing (chapter 6). Study participants were overwhelmingly of the view that this trend will continue. They pointed to the importance of ICT to VET delivery, and acknowledged that it placed extra demands on the workforce. While basic ICT skills relevant to training and assessment are covered in core units in the Certificate IV, training in more advanced skills sits in electives and the Diploma. Effective flexible delivery requires higher level skills:

I now realise that unpacking a Training Package to do that sort of flexible delivery is not something to give to novices … you actually need to put the foundation skills into somebody before you ask them to use high level skills. (Mitchell 2010a, p. 5)

Study participants presented evidence that ICT skills are an area of significant capability gap for the workforce (box 
9.11).

Similarly, the NSW Government also noted that the new information technology training packages introduce emergent technologies that many trainers and assessors delivering in that field will not have been exposed to (sub. DR82, p. 10).

In summary, there is sufficient evidence to conclude that the VET workforce has capability gaps relating to the use of ICT in training and assessment. 

	Box 9.

 SEQ Box \* ARABIC 11
Views on the use of ICT in VET delivery

	ICT is fundamental to VET teaching …

Practitioners require three sets of skills in VET — currency of industry knowledge, adult learning capabilities and integration of technology into learning. New entrants tend to come into VET strong in either the first or the second of these. The third which is fundamental to their teaching requires mentoring and professional development. (TVET Australia, sub. 56, p. 7)
… and its use in delivery places additional demands on VET workers …

E-learning, and specifically on-line teaching, is different to traditional classroom teaching and is more demanding, more complex and requires greater effort to teach. (AEU, sub. 34, p. 7)

ICT enabled learning will likely increase the knowledge and skill requirements of some VET practitioners. (TVET Australia, sub. 56, p. 10)
Our research shows how e-learning is a specialist learning and assessment skill. This means that to master e-learning, a VET practitioner must have previously mastered a set of core teaching and assessment skills. (John Mitchell and Associates, and JMA Analytics, sub. 37, p. 33)

The VET practitioner will need high-level facilitation skills supported by technical skills in using online technologies. It may be the case that the one individual will have all the skills to do this, however it is more likely that VET practitioners will work in teams of people that collectively share these skills. (Joint TAFE Associations, sub. 48, p. 17)

… but the workforce has capability gaps in this area …

… in many cases VET teachers and trainers are on the back‑foot when it comes to the application of technology, responding to changes in learner behaviour rather than driving it. (Flexible Learning Advisory Group, sub. DR99, p. 2)

In the short to medium term the lack of these technical skills is limiting the uptake of online delivery in the VET sector. (Joint TAFE Associations, sub. 48, p. 17)

When asked to rate themselves in relation to over 55 skills, the respondents [to a survey of VET practitioners] rated their e-learning skills as their absolutely lowest … They also indicated that, of all the professional development on offer in the sector, their highest demand for VET professional development is for developing skills for designing and delivering e-learning … Ward comments that ‘these two results indicate that, as a whole, Australian TAFE teachers perceive e-learning skills as the area in which they are most lacking’. (John Mitchell and Associates, and JMA Analytics, sub. 37, p. 33)

… despite investment through the Australian Flexible Learning Framework.
The first Framework Strategy focused on raising awareness of the potential of e-learning and starting to build capability. The second Framework Strategy … continued this work and focused on engaging with key target groups. The third Framework Strategy, for the period 2008–2011, is focusing on embedding e-learning in training providers and businesses. Together these strategies have created a considerable infrastructure and a sound foundation for e-learning across the national training system. (TVET Australia, sub. 56, p. 1)

	

	


Capability in working in a more commercially-oriented environment

A more contestable and/or demand‑driven environment points to an increased need for skills in identifying and catering to client needs — whether on a government‑funded or fee‑for‑service basis (chapters 4 and 6). The Commission has not located data on the proportion of delivery that reflects this type of activity.

John Mitchell and Associates, and JMA Analytics, defined commercial specialists as practitioners who are:

… skilled in writing tender proposals, pitching training products to business clients, customising the product to suit a particular enterprise, maintaining good client relationships over a period of time and ensuring there is a healthy profit margin at the end of the service delivery. (sub. 37, p. 29)

Some of these skills would be required of VET practitioners delivering training tailored to the needs of an individual client, irrespective of the funding mode. However, in a number of instances, such as industry partnerships, the ability of clients to influence the nature and mode of delivery can be greater where fee‑for‑service is involved.

Although it is clear that entrepreneurial and commercial skills will be increasingly needed in the future, it is not clear from study participants that the workforce currently has a capability gap in this area (box 
9.12).

	Box 9.

 SEQ Box \* ARABIC 12
Is the sector well‑placed to respond to commercial pressures?

	According to The Gordon (sub. 9), delivery in a more contestable environment requires a workforce that is: business savvy; professional; and consultant or advisor-like. Although there is evidence that these skills might be relatively common in the workforce …

Surprisingly, the research by JMA Analytics has revealed that the level of commercial skills of VET practitioners is high, so stronger commercial pressures will be handled with some assurance. (John Mitchell and Associates, and JMA Analytics, sub. 37, p. 11)

TAFE SA Regional found through a recent exercise to measure practitioner capability, that its workforce contained sufficient commercial specialists, but lacked specialist expertise in learning and assessment. (Janek, D., TAFE SA Regional, pers. comm., 19 October 2010)
… there is a sense from some that they need to become more broadly held.

A second immediate issue for TAFE is that our workforce needs to get up to speed rapidly with skills and knowledge about the commercial market for vocational education and training – some respond positively to this challenge, others feel that this is not what they signed up for when they decided to become a TAFE teacher. (The Gordon, sub. 9, p. 9)

	

	


It is also not clear that a gap in the workforce’s capability is likely to develop in the future. Commercial pressures have been increasing steadily for many years (chapter 4). This might have led to the development of staff recruitment and development processes that have resulted in many in the workforce being reasonably well‑placed to respond to increased commercial pressures.

Capability in recognition of prior learning and current competence

As discussed in chapter 6, the percentage of subject enrolments in which students received RPL almost doubled to 4.9 per cent between 2000 and 2009. Despite this growth, a significant proportion of VET students report that they had skills and experience related to their training on enrolment which their provider did not offer to assess (table B.24). Some evidence suggests that this outcome is due, at least in part, to capability gaps in the VET workforce.

At present, RPL and RCC are not done well, and the complexity of these processes acts as a barrier to the gaining of qualifications via these means … The VET sector needs to develop effective recognition processes that apply fair practices and provide valid pathways for skills recognition. Then VET practitioners need to be up-skilled in the use of these processes so that they are competent and confident in applying these processes. (Manufacturing Skills Australia, sub. 22, p. 10)

Input from other participants indicates that RPL and RCC have characteristics that place higher demands on assessors (box 
9.13).

These characteristics suggest that RPL and RCC are best performed by trainers and assessors with significant experience within the VET sector. The relatively short tenures of many VET practitioners, particularly in private RTOs (chapter 3), suggest that overall, the workforce might not have adequate capability for effective RPL and RCC. This gap was discussed by some study participants (for example, the NSW Government, sub. DR82) and illustrated by the TAFE Development Centre’s statement that ‘[RPL and RCC] represents one of the most pressing PD issues currently being experienced by the TDC’ (sub. DR92, p. 10).

Other capability gaps

Capability in employment‑based delivery
Between 2000 and 2009, employment‑ or workplace‑based VET expanded significantly from 5 to 12 per cent of hours of delivery (table B.23). Study participants anticipated that this trend will continue (chapter 6). South Australia, for example, has a target that delivery within the workplace comprise 25 per cent of total effort by 2012 (AEU, sub. 34, p. 34).

	Box 9.

 SEQ Box \* ARABIC 13
Participants’ views on skills for RPL and RCC

	While acknowledging that RPL (and RCC) is simply a different assessment methodology, it requires practitioners applying their assessment skills in different contexts … A key to the RPL process is ensuring that practitioners use their professional judgement in confirming that the evidence presented satisfies the assessment requirements and that the individual is competent (or not) in the task. Being confident to use their professional judgement in different settings and in line with industry expectations about the skills and knowledge required is a higher order skill … The assessor needs to have a thorough understanding of the qualification and the ability to interpret what they are seeing, and then map the integrated/clustered tasks against a range of variables required to be deemed competent against a [Unit of Competence]. (Joint TAFE Associations, sub. 48, p. 24)

… a VET practitioner needs to have a sound foundation practice to make decisions about a straightforward RPL candidate but a practitioner needs a raft of skills to make professional judgements about candidates who present with complex portfolios of evidence. When faced with an RPL candidate who is not straightforward, the practitioner needs to be able to draw on previous experience and case studies. So this shift to a greater use of RPL will drive an increased level of VET practice. (John Mitchell and Associates, and JMA Analytics, sub. 37, p. 11)

The Gordon is moving to have a significant component of its delivery in industry and its initial delivery to the community underpinned by RPL and RCC … [one immediate implication is that it] needs to streamline its processes for RPL/RCC, including professional development for all teaching staff that ‘sticks’, and a clear understanding of the pedagogical, programmatic and funding issues if RPL/RCC becomes mainstream. (The Gordon, sub. 9, p. 10)

	

	


There is some evidence that employment‑based delivery places additional skill requirements on VET practitioners:

An increased uptake of … workplace assessment may also require lecturers and educational managers to acquire additional skills. (AEU, sub. 34, p. 35)

Furthermore, the NQC identified a need for the development of RTO staff to support more successful partnerships with industry (NQC 2009a). Study participants also identified this as an area of workforce capability gap:

Public providers have been very slow to embrace work‑based delivery … There needs to be a concerted effort to provide support to public RTOs to encourage work‑based delivery through professional development and through the introduction of greater internal flexibility. (Ai Group, sub. DR88, p. 3)

NSW audit activity would indicate that practice is poor for work‑based delivery and the workforce needs to develop additional capability. (NSW Government, sub. DR82, p. 10)

In summary, there is evidence of a capability gap in relation to workplace‑based delivery.
Leadership and management capability

Evidence from the Department of Education, Employment and Workplace Relations (DEEWR) survey (DEEWR 2010i) suggests that not all managers have the capability that they need to perform effectively. As discussed in chapter 3, that evidence shows the most common reason given for VET workers intending to leave the sector in the next 12 months to be poor management (nominated by 41 per cent of potential movers).

Study participants also identified leadership and management skills as a capability gap:

The analysis of the nature of the VET workforce compared with the attributes desired by industry, learners and the practitioners themselves, suggests that the VET workforce for the service industries needs … increased levels of leadership and management skills. (Service Skills Australia, sub. 13, p. 95)
Recent feedback from the sector regarding workforce development needs indicates a growing need for management development, particularly at senior educator and middle management levels where most VET managers have progressed from teaching careers into management positions and have not always had adequate leadership and management training and support. (TAFE Development Centre, sub. DR92, p. 10)

Recent research on VET leadership also indicates potential areas of focus for the development of VET leaders:

… in many respects the concerns of leaders are only loosely aligned with the broader pressures confronting the VET sector — graduate outcomes, quality and education fundamentals. In broad terms, VET leaders are focused on input-side factors such as student numbers and funding. A challenge for the future involves developing a more outcomes-focused orientation, one centered on effective change implementation, on delivery, and on high-quality graduate outcomes. (Coates et al. 2010, p. 10)

Finding 9.2
Considering the educational capabilities of the VET workforce:

· the delivery of training and assessment to students who might experience disadvantage is an area of considerable exposure for the VET sector in the future
· there is considerable scope to improve the dissemination of lessons learnt from innovative programs directed at the needs of disadvantaged students in general, and Indigenous students in particular
· there is tentative evidence of capability gaps relating to delivery of higher-level qualifications
· there is evidence of a significant capability gap in information and communication technologies skills among the VET workforce
· there is evidence of a capability gap in the ability of some VET practitioners and enterprise trainers and assessors to assess Recognition of Prior Learning and Recognition of Current Competency
· there is evidence of capability gaps relating to workplace‑based delivery
· there is evidence of capability gaps among VET managers and leaders.

9.

 SEQ Heading2 5
Industry currency
Industry currency is critical to the effective delivery of VET. A requirement that RTOs ensure that trainers can demonstrate, and continue to develop, their industry currency has part of the AQTF for many years. However, as noted above, changes to the AQTF in 2010, and the NQC Determination of 18 December 2009, seek to clarify these requirements.

Despite a longstanding recognition of the central role of industry currency in quality VET delivery, it does not appear to be well researched or understood.

Industry currency is much discussed but little explored. (Professor Erica Smith, sub. 39, p. 2)

The importance of industry currency is not disputed but there is little literature to assist in understanding its nature or the best way to develop it. (Service Skills Australia, sub. 13, p. 16)

The credibility of the VET sector hinges largely on whether the skills of its practitioners match the skills used in contemporary industry. But the industry currency of VET practitioners is rarely discussed in public, and when it is raised people normally talk about practitioners undertaking a quick stint in industry. (John Mitchell and Associates, and JMA Analytics, sub. 37, p. 45)

Recent research from Queensland that sought to clarify how trainers can demonstrate and maintain industry currency concluded that, despite enhancements to the AQTF:

… there are no standard quantifiable measures to assist RTOs to evaluate and benchmark trainer industry currency … [and that] there is a wide variation in understanding among Queensland VET stakeholders about what is required to demonstrate industry currency and how best to maintain it. (DET Queensland 2010, p. 6)

Development of industry currency occurs in many ways

Maintenance of industry currency is often equated with industry release (time spent working in industry), but currency can develop through a wide range of activities.

Mitchell (2010b) identified six broad strategies that practitioners use to maintain their currency: contact with personal and professional connections; use of mentors, coaching and benchmarking; industry experiences; training courses; working in VET; and active enquiry. Many of these are evident in the following description from The Gordon:
Many TAFE teachers maintain industry currency through the assessment and apprenticeship training work that they do out in industry. Some also have their own businesses that they work on outside of TAFE hours. And some are consultants who maintain their currency because it is vital they do so if they want to be employed on projects. Sometimes industry is invited into the Gordon to meet with relevant staff and talk about their training needs, and sometimes our staff are invited to meet with an industry forum. (sub. 9, p. 15)

Some view employment as the most effective way of maintaining currency.

All [sixteen participants in a study undertaken on behalf of Service Skills Australia] agreed that working in industry was the preferred way in which this status could be maintained. (Service Skills Australia, sub. 13, p. 46)

The relatively high level of multiple‑job holding in the workforce, together with the high proportion of trainers and assessors that have been in the VET sector for less than five years (chapter 3), suggests that a number use contemporary industry employment to ensure their industry currency.

However, working in industry might not be sufficient for currency development:

Simply working part-time in an industry provides only a very basic level of industry engagement and ‘return to industry’ programs are not well structured. (Professor Erica Smith, sub. 39, p. 2)

From this perspective, evidence that most VET practitioners engage in a range of activities that contribute to the development of their industry currency is telling (table 
9.5), as is the finding from a recent DEEWR survey (DEEWR 2010i) that only 3 per cent of VET practitioners felt that they were not up to date with the knowledge and skills needed by their industry. The very small percentage (for example, 2.4 per cent of graduates) of respondents to the Student Outcomes Survey who disagreed or strongly disagreed with the statement ‘my instructors had a thorough knowledge of the subject content’ lends support to practitioners’ views (tables D.11 and D.12).

Table 9.

 SEQ Table \* ARABIC 5
Activities undertaken by VET practitioners in the past 12 months to keep industry knowledge up to date, by employment type

Number of practitioners
	
	Casual
	Fixed-term
	Ongoing
	Self employed
	Sessional

	Industry placement
	19
	28
	129
	8
	9

	Concurrent industry/RTO employment
	41
	46
	193
	27
	18

	Industry/prof. assoc. membership
	36
	74
	394
	26
	10

	Conferences, workshops, courses
	95
	147
	699
	44
	39

	Subscriptions to professional journals
	60
	99
	512
	31
	28

	Networking
	76
	138
	632
	39
	30

	Industry visits
	39
	79
	453
	12
	9

	Other
	9
	6
	30
	1
	5

	Total practitioners
	147
	194
	926
	57
	63


Source: Productivity Commission estimates based on unpublished data from DEEWR (2010i).
However, some study participants raised concerns about industry currency in the workforce (box 
9.14). Recent analysis of industry currency among trainers and assessors at TAFE SA Regional revealed gaps, particularly among some practitioners with 10 to 15 years tenure with the Institute (Janek, D., TAFE SA Regional, pers. comm., 19 October 2010).

	Box 9.

 SEQ Box \* ARABIC 14
Some trainers and assessors lack industry currency

	… there will be some teaching staff who are threatened by the notion of going out into industry to test their currency. (The Gordon, sub. 9, p. 15)

[Participants in a study undertaken on behalf of Service Skills Australia] felt that TAFE had the training experience but lacked industry currency … In particular the age profile of TAFE teachers was interpreted as a measure of non industry currency. (Service Skills Australia, sub. 13, p. 28)

AQTF 2007 audit outcomes in Queensland show that 19% of non-compliances relate to AQTF 2007 Element 1.4. It appears that industry knowledge is well maintained through a variety of information sources and networks, but technical skills are more difficult to maintain. (DET Queensland 2010, p. 24)

	

	


Barriers to the maintenance of industry currency

A range of barriers to the maintenance of industry currency have been identified by DET Queensland:
Queensland trainers experience significant barriers to maintaining industry currency. Some barriers are experienced at RTO level, others at the industry level and a few are personal. (DET Queensland 2010, p. 13)
Barriers at an RTO level included: limited access to industry currency activities; lack of support for engagement with industry; and complexities associated with locating replacement trainers. At an industry level, barriers included limited placement opportunities and capacity to access up‑to‑date technology within local industry. Personal barriers included: challenges in balancing work and family with expectations about industry currency; having to use own time and money to fund currency activities; and a lack of industry contacts (DET Qld 2010).

DET Queensland (2010) attributed many of the barriers to conventional thinking about industry currency and a lack of planning. The latter factor also received comment from Service Skills Australia:

… RTOs do not appear to pay much attention to industry currency in their staff development planning. The survey showed this very clearly. One reason for this may be that they do not see industry currency maintenance and development as a ‘program’ but as an individual teacher’s responsibility. (sub. 13, p. 87)

Given that a large number of VET practitioners enter the sector with current industry knowledge and skills, maintenance of currency needs to be one focus of PD:

The consensus from EE-Oz’s consultations was that Continuing Professional Development … is of paramount importance in maintaining trainer currency; although methods to ensure this training is adequately funded, relevant, well targeted, of high quality and innovative are highly contentious. (EE‑Oz Training Standards, sub. 20, p. 8)

Finding 9.3
Industry currency is not well‑researched or understood. Although currency is often equated with industry release, or work in industry, maintenance of currency can occur through a variety of activities. There is evidence of currency gaps in the current workforce, particularly among those who have worked full-time in the VET sector for more than 10 years. Professional development systems need to identify and address these gaps.
�	Mitchell and Ward (2010, p. 7) describe VET practitioners as ‘any person working in the (VET) sector who undertakes teaching/training and/or assessing, full or part�time, regularly or occasionally’.


�	For a fuller discussion of this topic, see Guthrie 2010a.


�	High-quality estimates use value�added models (that is, models that seek to explain the change in a student’s test scores over the course of a year) and data on individual students from single US states.


�	The authors do not explicitly state that the advanced degrees included in the studies that they review are in education. However, they do state that ‘advanced degrees invariably lead to higher teacher salaries and … are required for full certification in a number of states’ (Hanushek and Rivkin 2006, p. 11). It could be concluded, therefore, that whether the degrees are in teaching or other subject areas, the expectation is that they will enhance teaching performance.


�	Fewer than 5 per cent of Indigenous graduates disagreed with these statements.


�	Indigenous programs in place in other education sectors, particularly the higher education sector, can also provide useful lessons. The NVEAC expressed support for ‘collaboration with the Indigenous Higher Education Advisory Council to learn from and build on strategies being considered within the [Higher Education] workforce where similar capability concerns have been identified’ (NVEAC, sub. DR75, pp. 9–10).
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