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The VET sector

.
	Key points

	· The Commission limits its study of the VET sector to include only the activities of Registered Training Organisations. 

· The best available data are for publicly‑funded VET provision, with gaps in available information on fee-for-service provision.

· The VET sector is characterised by diversity in ownership, funding, course offerings, student profiles, location and delivery modes. 

· VET plays a prominent role in Australian education, with 1.7 million students enrolled in the publicly-funded VET system and many more as fee-for-service students in the private sector. There are almost 5000 Registered Training Organisations.

· The emergence of a tertiary sector that includes VET offers the potential for better pathways between the VET and university sectors, but risks compromising the traditional strengths of the VET sector.

	

	


This chapter describes Australia’s Vocational Education and Training (VET) sector, and its role within the education system. It also examines the sector’s diversity and complexity, and proposes a definition of the sector. This definition will be used to identify the workforce included in the scope of this report.
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Origins of the VET sector

VET has traditionally been the responsibility of State and Territory Governments. The first VET institutions arose in the mid-to-late nineteenth century, in the form of mechanics’ institutes, schools of mines, and technical and working men’s colleges. The VET arrangements in each jurisdiction drew common inspiration from the British arrangements of the day. In particular, a large emphasis was placed on the apprentice model (the development of which is described in box 
2.1) and the provision of VET through trade-based technical colleges. Despite these common origins, the development of each state’s system of VET occurred in an autonomous manner, according to their different social, economic and political characteristics (Goozee 2001). 

In the 1970s, state political pressure for greater financial support of technical education led to growing Commonwealth involvement. A major milestone in this period was the 1974 report by the Australian Committee on Technical and Further Education, chaired by Myer Kangan, the then-deputy secretary of the Department of Labour and Immigration. The ‘Kangan Report’ put Technical and Further Education (TAFE) on the national agenda. Although TAFE remained the responsibility of the states and territories, substantial Australian Government funding was injected into the system and several national bodies were established around that time (van der Linde 2007). Guthrie (2010a) points to this era as not only the genesis of the TAFE system, but also of reform of the VET workforce. Just four years after Kangan, the Fleming report of 1978 initiated the first discussion of pre-service VET teacher training. This report resulted in requirements for teachers (in most jurisdictions) in this period to hold Diploma- or Graduate Diploma-level education qualifications (Guthrie 2010a). A more detailed history of VET teaching qualification requirements is provided in chapter 9.

The TAFE system in the era of the Kangan Report was entirely publicly-funded, and the focus of policy was firmly confined to government provision of VET. This began to change in the late 1980s, when the concept of a ‘training market’ emerged within the Australian Government’s microeconomic reform strategy (Anderson 1997). The Deveson Review of 1990 was the first in a series of reviews that recognised a need to improve the efficiency and effectiveness of the training system. It recommended the development of a more open and diverse training market, comprising providers in the public and private sectors (O’Keefe and Dollery 2006). The debate around a competitive market for VET was also heavily influenced by the National Competition Policy Review (Hilmer 1993).
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History of apprenticeships in Australia

	The history of apprenticeships in Australia goes back to the establishment of the colony of New South Wales in 1788, which adopted British law relating to masters and apprentices. After federation, each state adopted its own apprenticeship laws, distinct from, but still based on, the British laws of the time. Apprenticeships in the nineteenth century (and for much of the twentieth), were typically governed by an agreement between employers and employee unions, without direct government oversight or funding. The apprenticeship was served entirely on the job and the apprentice was considered qualified after serving a set time, rather than by demonstrating competence.

In 1973, the Australian Government introduced the National Apprenticeship Assistance Scheme (NAAS), which provided financial assistance to encourage employers to take on first‑year apprentices, and living away from home allowances for apprentices from country areas. It was the first time that the Australian Government had injected significant funding into apprenticeship and trade training, establishing a precedent that continues to this day. 

State Governments, at the time, primarily administered apprenticeships, concentrating on servicing advisory committees and resolving disputes between employers. The Kangan Report of 1974 strengthened the role of the states, as it recommended substantial funding for state-based technical and further education (TAFE) institutions to upgrade facilities and improve the learning process. These TAFEs played a critical role in improving facilities for trade training and apprenticeships.

In 1977, the Australian Government replaced NAAS with the Commonwealth Rebate for Apprentice Full-time Training (CRAFT) scheme, which increased employer funding by providing rebates on wages lost when apprentices attended approved off-the-job training. This reform encouraged attendance of apprentices at off-the-job training facilities, and helped move the system away from one which was based solely on on‑the-job experience. CRAFT also included bonuses to encourage employers to take on additional apprentices. 

The ‘Kirby Report’ of 1985 extended this source of funding to trainees. Traineeships combined learning and working in a way similar to apprenticeships, but over a shorter time period and in non-trades occupations. Subsequent reforms combined apprenticeships and traineeships under the umbrella title of ‘New Apprenticeships’ in 1998. The New Apprenticeships arrangements introduced Training Packages and User Choice of training provider. 

More recent reforms have aimed to increase study in areas that have been identified as suffering skill shortages (those listed on the National Skills Needs List). Study in the identified areas is encouraged by providing payments to selected groups such as: adult apprentices (people over 25); people in rural and regional areas; people who recommence discontinued apprenticeships; and employers that encourage their workforce to up-skill to the Diploma or Advanced Diploma level.

	Sources: Ray (2001); DEEWR (2010a).

	

	


Gradually, the focus of policy began to shift from TAFE to VET, where VET was defined as encompassing public, private and community education and training, as well as work-based training. TAFE began to be regarded as just one part of Australia’s VET system (Goozee 2001). Further steps were taken in this direction with the establishment of the Australian National Training Authority (ANTA) in 1992, which aimed to introduce greater competition between suppliers of VET. ANTA’s first National Strategy document (in 1994) entitled Towards a Skilled Australia introduced the first contestable funding arrangements (Harris et al. 2006), and provided the policy base for the introduction of User Choice in 1998 (Selby‑Smith 2005). Guthrie (2010a) argues that a larger role for private and community providers was one motivation for loosening regulation on the training requirements for commencing VET teachers. The themes of contestability, competition and User Choice are taken up again in chapter 4. 

The emergence of a nationally consistent VET sector

At the same time as policy was encouraging growth in private provision and contestability, steps were being taken towards national consistency in the VET system. In 1993, education ministers endorsed the Australian Qualifications Framework (AQF), which was designed to be a ‘comprehensive, nationally consistent … framework for all qualifications in post-compulsory education and training’ (AQF Advisory Board 2007, p. 1). Any VET institution wishing to accredit or deliver courses under the AQF was, and still is, required to become a Registered Training Organisation (RTO). 

The Australian Quality Training Framework (AQTF) was introduced in 2001. Its role is to benchmark and validate the activities of RTOs. At the core of the AQTF are mechanisms that promote the national recognition of qualifications awarded by all providers, and seek to assure the quality of VET provision. The National Quality Council (NQC) oversees quality assurance, and ensures national consistency in the application of the AQTF standards for the audit and registration of RTOs, is. Current institutional settings in the VET sector are examined in greater detail in appendix E.

Competency-based training and Training Packages

Much of the national system of VET regulation described above is underpinned by the concept of competency-based training. The National Centre for Vocational Education Research (NCVER) defines competency-based training as ‘training which develops the skills, knowledge and attitudes required to achieve competency standards’ (NCVER 2008, p. 27), where competency is ‘the consistent application of knowledge and skill to the standard of performance required in the workplace’ (NQC 2009b, p. 6). 

The VET sector first moved to competency-based training in 1987, as part of the National Training Reform Agenda (Guthrie 2009). The desire to move away from a provider-driven approach to one based on the attainment of competency standards set by industry was a key motivation (Misko and Robinson 2000). In 1990, the National Training Board was established, with responsibility for ratifying vocational competency standards (as set out in Training Packages). Ministers set a target of substantial progress towards the implementation of competency-based training by December 1993 (Guthrie 2009). However, implementation remained patchy until the introduction of the National Training Framework (NTF), incorporating the AQF (Misko and Robinson 2000). The proportion of TAFE students enrolled in accredited Training Packages rose from 9 per cent in 1999 to 57 per cent in 2006 (Ryan 2011).

Under the NTF, the competency standards set out in Training Packages, provide national competency-based qualifications. They are developed and maintained by industry, through Industry Skills Councils, and endorsed by the NQC (appendix E). In addition to the nationally-applied packages, some enterprises develop their own (for example, Woolworths, Kodak, Qantas and World Vision).
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Defining the sector

Any effective definition of the VET sector depends critically on the types of training that are ‘ruled in’ or ‘ruled out’. At a conceptual level, any training of vocational relevance (that is, employment related) could be considered to form part of the VET sector. A more restrictive approach is one that would focus only on accredited training, that is, courses leading to AQF qualifications. Reflecting this potential range, some stakeholders equated VET with the delivery of accredited training, while others took a much broader view (box 
2.2).

The Commission explored a number of possible definitions. Key considerations were: first, the extent to which the policy advice contained within this report might be applicable to those ruled in or out by the definition chosen; and, second, the extent to which the data available matched that definition. As an example of the dilemmas the Commission faced, any workforce policy reform directed at RTOs providing accredited training would inevitably impact on RTOs delivering unaccredited training, since they are often one and the same. Further, were the Commission to restrict its definition of VET to accredited training, available statistics on the VET sector do not differentiate between the accredited and unaccredited offerings of RTOs, making it difficult to identify accredited activity.
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Stakeholder views on definitions of the VET sector

	There can be subtle variations in the definition of the VET sector:

I suggest the best compromise for Australia is to define vocational education as all education leading to a qualification offered at levels 1 to 6 (advanced diploma) in the new Australian qualifications framework except the senior secondary certificate of education. (Moodie, sub. DR64, p. 2)

[VET comprises] post-compulsory education and training, excluding degree and higher level programs delivered by further education institutions, which provides people with occupational or work-related knowledge and skills. VET also includes programs which provide the basis for subsequent vocational programs. (NCVER 2008, p. 77)

[L]imit the study to the VET workforce delivering only accredited training although there are some exceptions … namely foundation skills training and courses tailored to the needs of individual firms [and] ‘non-accredited training with vocational intent’ (i.e. training with capacity to facilitate pathways to recognised VET qualifications and improved labour market outcomes). (DEEWR, sub. 60, p. 6)

 [The Commission should consider] VET courses leading to accredited qualifications … [and] also include unstructured, informal and on-the-job training and assessment … (Manufacturing Skills Australia, sub. 22, p. 4)

	

	


The Commission has limited its study of the VET sector to provision (accredited and unaccredited) by TAFEs, private RTOs, enterprise RTOs (ERTOs) and Adult Community Education (ACE) providers, and accredited, VET-specific activity in the schools and higher education sectors (table 
2.1). VET activity, under the Commission’s definition, is undertaken in all instances by an RTO. 

Table 2.
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VET activity in Australiaa
	
	Accredited training by sector of accreditation
	Unaccredited training

	
	Schools
	VET
	Higher education
	

	Registered training organisations
	
	
	
	

	Higher education institutions
	
	
	
	

	TAFEs, private RTOs, ERTOs
and ACE providers
	
	
	
	

	Schools
	
	
	
	

	Non‑registered training organisations
	
	
	
	


a( The area shaded in grey illustrates the Commission’s definition of the VET sector. The area shaded in black might be vocational in nature, but is not regarded as VET for the purposes of this study.

Some participants, such as Australian Industry Group (Ai Group), stressed the importance of all types of vocational training, in all types of setting: 

 … we wish to reiterate the importance of informal and non-formal learning in the workplace which is acknowledged in the draft report … (sub. DR88, p. 4)

The Commission agrees that workplace-based, unaccredited training is no less important than that provided by an RTO. The definition adopted by the Commission is not meant to circumscribe the sector for other researchers or policy makers. Rather, it is intended to communicate what activity is ‘in scope’ for this report. The central role of RTOs in government policy and regulation makes them particularly pertinent to the Commission’s analysis. Only RTOs can:

· deliver accredited courses and qualifications 

· apply for Australian, State and Territory Government funding 

· register on the Commonwealth Register of Institutions and Courses for Overseas Students to provide courses to overseas students (DEEWR 2010j).

In sum, the Commission does not include within its definition of the VET sector:

· Informal, largely on-the-job training, delivered or purchased by firms from non‑RTOs. This training often does not provide skills to employees that are transferable to other firms. For example, training in the use of a firm-specific application of a software package. This is not to diminish the importance of such training for the commercial interests of these enterprises (or the productivity of their workers), but the lack of recognition and oversight within the formal training system takes it outside the scope of the policy recommendations put forward in this study

· Courses with a leisure or hobby focus. These courses are not vocational in the sense of being employment-oriented.
 

Data availability further constrains the extent to which the Commission can fully consider the VET sector as defined (appendix B). Although the Commission has chosen a definition of the VET sector that includes all RTOs, the scope of the best available data on the activity of the sector, provided by the NCVER, only covers the publicly-funded VET system (figure 
2.1). The ‘publicly-funded VET system’ includes all activity by government and ACE VET providers (regardless of funding source), as well as publicly-funded VET delivered by private providers. This terminology is used throughout this report.
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The VET sector today

VET within the education sector

Australia’s VET sector is one of four education sectors, along with early childhood development, schools and higher education. Traditionally, VET is undertaken after completing secondary school in preparation for work or further study. However, a large number of students in the VET sector do not follow this typical path. About 5000 VET providers offer a diverse range of content to suit the needs and circumstances of VET students.

There is no definitive figure for the total population of VET students in a given year. The closest Australia has to an official count is the NCVER’s figure of 1.7 million VET students in 2009 (table B.4). However, as mentioned, the NCVER only reports on activity in the ‘publicly-funded VET system’ and does not, therefore, capture privately-funded VET delivered by private providers. The most recent estimate of this activity comes from a survey conducted by the Australian Council for Private Education and Training (ACPET), which reported that about 1.5 million full‑time-equivalent students were studying in the private VET sector (including publicly‑funded places) in May–June 2010 (ACPET 2010a unpublished). 

Although the total VET effort is not able to be measured with precision, this does not diminish the significant contribution the VET sector makes to education and training in Australia. By way of comparison, in 2008:

· the higher education sector educated about 1.1 million students, enrolled with 114 providers (DEEWR 2010g)

· the schools sector educated about 3.5 million students in 9500 schools (ABS 2009e). 

Australians have a high participation rate in VET. Cross-country comparisons by the OECD rank Australia ninth in rates of VET participation for secondary students, and fifth for post-secondary students aged 18–24 (Field et al. 2009).

Figure 2.
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The Commission’s definition of the VET sector
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a The fee-for-service and enterprise funded activity of these RTOs is in scope but is not captured by accurate data. b Includes industry and professional associations and equipment manufacturers

Diversity of the sector 

The diversity of the VET sector is apparent in a number of dimensions, including ownership, funding, course offerings, student profiles, location and delivery.

Diversity of ownership

Almost 5000 RTOs, both public and private, deliver VET today. In the public sector, there are 59 TAFEs and polytechnics delivering in over 1300 locations, 345 schools, 11 universities,
 423 ACE providers, and 112 government entities such as the Australian Defence Force. In the private sector, VET is delivered by 3147 private RTO providers that specialise in education (including group training organisations), alongside 585 private firms operating in other industries (such as professional and industry associations) and ERTOs. A complete list of RTOs by type is provided in table B.1. 

The number of private RTOs has grown rapidly since 2005, when they numbered about 2500 (DEEWR unpublished). 

Diversity of RTO funding

The diverse ownership arrangements in the VET sector are matched by a diverse range of funding sources, with funding often delivered by different parties. Even though all RTOs are accredited by government, they are not all funded from public sources. Some private RTOs, including many delivering to overseas students studying in Australia, rely exclusively on the payment of fees by students. The training provided by ERTOs, on the other hand, is largely funded by the enterprise itself, at no cost to the employees undertaking the training. At the other end of the spectrum, many ACE organisations provide community education services for a nominal fee and are almost wholly reliant on public funding.

In the publicly-funded VET sector, many RTOs supplement their government income with private income from industry and students. Nonetheless, revenue from government funds about 82 per cent of the hours delivered in this sector (table 
2.2). 
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Proportion of hours of delivery in the publicly-funded VET system, by major funding source, 2008

	Funding source
	Per cent

	Commonwealth and state funding
	82.3

	Domestic full-fee paying
	12.1

	International full-fee paying
	5.6


Source: Table B.13.

When VET providers outside the publicly-funded VET sector are also considered, the contribution of fee-for-service funding to the operations of all providers becomes more significant. Indeed, fee-for-service and enterprise funding are the dominant sources of funding for private providers (table 
2.3).
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Government recurrent and fee-for-service training revenue, government and private VET providers, 2008a

$ million

	
	TAFE and other
government providers
	Private providersb

	Government recurrent funding
	3 645
	455

	Fee-for-service
	991
	2 075

	Enterprise funding in ERTOs
	945c
	1 155d

	Total
	5 581
	3 685


a Broad estimates only. Figures are not strictly comparable. b Includes private ERTOs, private RTOs receiving public funding and other RTOs. c ERTOA estimate (sub. DR91, p. 8) of government ERTO training expenditure, based on ERTOA (2009). d ERTOA estimate (sub. DR91, p. 8) of private ERTO training expenditure, based on ERTOA (2009).
Source: Productivity Commission estimates based on NCVER (2010c), ACPET (unpublished) and ERTOA (2009).
Diversity of course offerings

The VET sector delivers accredited training in two main ways. First, students can complete a suite of articulated and sequential modules that lead to full qualifications such as certificates and diplomas. Second, students can choose to complete selected modules only, resulting in statements of attainment. The sector also delivers a range of unaccredited programs, including pre‑accredited training (for example, bridging courses delivering foundation skills) and courses tailored to the particular needs of individual firms (box 
2.3). 
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Course offerings in the VET sector

	Accredited training — training that provides the student with nationally recognised and transferable skills. Accredited training can only be delivered by Registered Training Organisations (RTOs) and its content has to be approved by state accreditation bodies. Accredited training can lead to a:

· Qualification — awarded in recognition of a student completing an AQF qualification or course by demonstrating the required knowledge, skills or competencies.

· Statement of Attainment — recognition of having completed part of an accredited qualification or course.

Unaccredited training — training that has not been accredited, but has vocational relevance. Examples include:
· Pre-accredited training — courses designed for students to gain the confidence and skills required to undertake accredited training. These include foundation, bridging and enabling courses.

· Firm-specific training — unaccredited training that is delivered based on an individual firm’s needs.

For unaccredited training to be considered part of this study’s definition of the VET sector, it needs to be delivered by an RTO. Hobby and leisure activity is not included.

	

	


Of approximately 2 million course enrolments in the publicly-funded VET system in 2009, 77 per cent were in AQF qualifications (table B.7). Delivery at certificate level makes up the bulk of course enrolments for the publicly‑funded VET system, private providers and ERTOs (table 
2.4). 
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AQF level of study undertaken, number of enrolments by portions of the VET sectora

‘000

	
	Publicly
funded VET  system 
	TAFE and other  government  providers 
	Private
(including
ERTOs)
	ERTOs
(public and private)

	Certificate level enrolments
	1 362b
	845b
	598c
	233d

	Diploma or higher enrolments
	223b
	185b
	307c
	37d


a(Data in this table are indicative only, as they overlap and are not strictly comparable. b(In 2009. c ACPET estimates of enrolment levels (not course type) in May–June 2010. d Productivity Commission-adjusted ERTOA estimates of number of enrolments in 2008 (sub. DR91, p. 7).

Source: Table B.7; NCVER (2010i); ACPET (2010a unpublished); ERTOA (2009).

The enrolments captured in the data on the publicly-funded VET system show the wide range of fields in which students enrol (table 
2.5). The largest proportions of enrolments are in ‘Engineering and related technologies’ and ‘Management and commerce’. It is these fields that also attract the largest proportion of apprentices and trainees accounting for 35 per cent and 21 per cent, of Australia’s totals, respectively (NCVER 2010b). 
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Proportion of course enrolments by field of delivery, publicly-funded VET, 2009

	Field of delivery (course)
	Per cent

	Natural and physical sciences
	0.4

	Information technology
	2.0

	Engineering and related technologies
	16.4

	Architecture and building
	7.4

	Agriculture, environmental and related studies
	4.3

	Health
	5.4

	Education
	3.4

	Management and commerce
	19.5

	Society and culture
	10.2

	Creative arts
	2.9

	Food, hospitality and personal services
	10.8

	Mixed field programs
	17.3


Source: Table B.9.

Diversity of student profiles

The student population enrolled in the publicly-funded VET system ranges from young students from school and post-secondary education, through to 25 to 44 year olds (the largest cohort), as well as 45 to 64 year olds and older (table 
2.6). 

Table 2.

 SEQ Table \* ARABIC 6
Age profile of publicly-funded VET students, 2009

	Age
	Number of students
	Proportion of students

	
	‘000
	%

	14 years and under
	12.9
	0.8

	15 to 19
	447.4
	26.2

	20 to 24
	287.4
	16.8

	25 to 44
	601.4
	35.2

	45 to 64
	312.7
	18.5

	65 and over
	25.9
	1.5

	Unknown
	18.9
	1.1


Source: NCVER (2010e).

An important characteristic of students in the publicly-funded VET sector is that a high proportion study part-time (86 per cent in 2009) (table B.17). Contributing to this is the prominence of the apprenticeship/traineeship system in VET delivery, with about 20 per cent of students in the publicly-funded VET system studying as an apprentice or trainee (enrolled part-time in VET for off-the-job training). Furthermore, most VET students who begin VET are already employed. For example, in 2009, 75 per cent of graduating VET students had been employed at the time of commencing VET (NCVER 2009e). 

The main reason that students enrol in VET is for employment-related purposes. In 2009, 71 per cent of students in the publicly-funded VET system reported this as their main motivation for study, with 29 per cent citing personal development and 2 per cent citing further study (table B.18).

Although the majority of VET students have at least completed Year 12 prior to enrolling in VET, the VET sector is an important source of further education for students who have not completed Year 12, which is at least one third of all students (table 
2.7). Removing VET-in-Schools (VETiS) students from the total, 21 per cent of VET students have left school before completing Year 12. 

Table 2.

 SEQ Table \* ARABIC 7
Publicly-funded students by highest education level, 2009a
	Previous highest education level completed
	Students in VET

	
	%

	Degree or higher
	7.1

	Certificate, Advanced Diploma or Diploma
	20.5

	Miscellaneous education
	0.7

	Year 12
	22.4

	Year 11 or lower
	34.2

	Unknown
	15.1


a(Figures include VETiS students, many of which are currently undertaking study at Year 11 or 12 level.

Source: Table B.16.

Early school leaving tends to be associated with lower literacy and numeracy skills. In 2006, the literacy skills of nearly one third of VET students were below the ‘minimum required to meet the complex demands of everyday life and work in the emerging knowledge based economy’ (Productivity Commission estimate based on ABS 2006a). Forty‑five per cent had similarly low numeracy skills. The fact that VET can remedy foundation skill deficiencies in some of its students adds to its employment-related orientation. Recent research has shown that a person’s literacy and numeracy skills are crucial factors influencing his or her productivity and future engagement with the labour market (Shomos 2010).

VET is an important source of post-secondary education for learners from equity groups. The participation of these groups in the publicly-funded VET system is higher than in the higher education sector (table 
2.8). 
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Proportion of students from equity groups, 2008

Per cent

	Status
	Publicly-funded VET system
	Higher educationa

	Indigenous
	4.3
	1.3

	Disability
	5.9
	4.1

	Non-English speaking background
	14.4b
	3.8


a(Domestic students only. b Includes international fee-for-service students. These students account for 2.8 per cent of all students in the publicly-funded VET system (table B.13).

Source: Table B.19; DEEWR 2010g.

Indigenous Australians are proportionally over-represented in VET populations. In 2009, 17 per cent of all Indigenous Australians aged 15 to 64 participated in VET, compared with 8 per cent of all Australians (SCRGSP 2010). 

The VET sector is also an important provider of education to international students. Data from Australian Education International show that in 2009, 37 per cent (232 500 in total) of Australia’s international students studied in the VET sector. The private sector is the dominant source of provision in this market, with students in these providers comprising over 80 per cent (192 300 in total) of international students studying in the VET sector (table B.21).

Diversity of location and delivery

VET is delivered widely across Australia. Although 54 per cent of students in the publicly-funded VET system are located in major cities, 38 per cent are located in inner- and outer‑regional areas, and 4 per cent are located in remote or very remote areas (table B.22). Students outside of the main cities are served by a range of providers. According to a DEEWR survey (2010h), in 2010, 64 per cent of TAFEs, 64 per cent of ERTOs, 43 per cent of ACE providers and 41 per cent of private providers had campuses outside capital cities. In some areas, the local VET provider is the only source of post‑secondary education. Indeed the TAFE, ACE or private provider is an important face of learning in many rural areas (table B.23). 

The traditional method of VET delivery involving face-to-face learning on campus is becoming less prominent, partly with increased use of technology. The proportion of publicly-funded VET contact hours delivered in the classroom has declined from 82 per cent in 2000 to 70 per cent in 2009. Over the same period, the proportion of hours delivered at the site of employment has risen from 5 per cent to 12 per cent (table B.23). Further discussion of delivery trends is provided in chapter 6.

Blurring of boundaries between VET and schools, and with higher education

The VET sector increasingly overlaps with schools and higher education. Although the AQF clearly identifies the sector with authority for setting the standards of each qualification (table 
2.9), some institutions are accredited to deliver several types of qualification: 

· some VET qualifications are issued in the schools sector through VETiS programs (box 
2.4)

· some RTOs deliver Senior Secondary Certificates

· some VET qualifications are issued by higher education institutions that are also RTOs

· some higher education qualifications, such as Associate Degrees and Bachelor Degrees, are issued by RTOs that are also approved as higher education providers.

Table 2.
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Australian Qualifications Framework qualifications by sector of accreditationa
	School sector
	VET sector
	Higher education sector

	
	
	Doctoral degree

	
	
	Master’s degree

	
	Graduate vocational diploma
	Graduate diploma

	
	Graduate vocational certificate
	Graduate certificate

	
	
	Bachelor’s degree

	
	Advanced diploma
	Associate degree /
Advanced diploma

	
	Diploma
	Diploma

	Senior secondary certificate
of education
	Certificate IV
	

	
	Certificate III
	

	
	Certificate II
	

	
	Certificate I
	


a( There are no standardised rankings or equivalences between different qualifications issued in different sectors. Where the same qualifications are issued in more than one sector, but authorised differently by each sector, they are equivalent qualifications, albeit sector-differentiated.

Source: AQF Advisory Board (2007).
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VET-in-Schools

	VET-in-Schools (VETiS) programs are undertaken by some school students as part of the Senior Secondary Certificate. VETiS provides credit towards a nationally recognised AQF VET qualification. The training is delivered by a school that is a Registered Training Organisation (RTO) or a school in partnership with an external RTO. VETiS is designed to expand pathways for students to improve post-compulsory educational outcomes. In other words, it seeks to aid future employment prospects or articulation into further studies.

In 2009, there were 229 500 VETiS students, representing 51 per cent of all VET students aged 15–19. VETiS students comprised:

· 21 500 school-based apprentices and trainees

· 208 000 students enrolled in other VETiS programs (NCVER 2010g).

	

	


Until recently, the VET and higher education sectors have been differentiated by the nature of teaching in each, with VET institutions offering competency-based qualifications, and universities offering curriculum- and research-based qualifications. However, there is a progressive blurring of the divide between the higher education and VET sectors, with a shift towards a ‘tertiary’ sector. 

The Australian Education Union listed a number of recent policy decisions by government that it regards as consistent with this shift:

· the re-structuring of the federal Department of Education, Employment and Workplace Relations (DEEWR) so that higher education and VET are within the same ‘group’;

· a ‘strengthened’ Australian Qualifications Framework;

· a combined ministerial council for tertiary education (Ministerial Council for Tertiary Education and Employment (MCTEE));

· a new regulatory body for higher education that will eventually include VET (Tertiary Education Quality and Standards Agency (TEQSA)); and,

· the extension of income contingent loans to some VET qualifications (VET FEE‑HELP). (sub. 34, p. 10)

A growing number of VET and higher education institutions deliver qualifications in both sectors. Moodie et al. (2009) notes the existence of dual-sector providers and mixed‑sector providers. The former offer a substantial proportion of their teaching load in both VET and higher education and must meet each sector’s different accreditation, funding, reporting and quality assurance requirements. Mixed-sector institutions are primarily either a VET or higher education institution, with a relatively small offering in the other sector. Most arrangements for programs in the other sector can be handled as exceptions to their normal structures, systems and processes.

There are now 11 TAFEs (as well as the whole of the New South Wales TAFE system) that are registered as higher education providers and there are also 80 private providers registered to deliver both VET and higher education (Wheelahan 2010b). There are also 12 universities that are RTOs (table B.1) in their own right, but this number does not represent the full involvement of universities in the VET sector. Moodie (sub. DR64) indicated that 21 universities are registered to offer VET, or have an affiliated RTO that is registered. These affiliated RTOs are essentially private RTOs, since they are not funded by the broader university’s government funding. It is not unusual for private RTOs to be commercial offshoots of bodies such as universities, firms, government departments and trade unions.

By diversifying their course offerings, providers might be able to reap economies of scale and scope. The move towards a tertiary sector also offers the potential for better pathways between the VET and university sectors. As the Bradley Review concluded:

 … although distinct sectors are important, it is also vital that that there should be better connections across tertiary education and training to meet economic and social needs which are dynamic and not readily defined by sectoral boundaries. Apart from some professional, associate professional and trade jobs, there is no neat relationship between the level or field of qualifications obtained by students and subsequent occupations. Most firms demand a mixture of workforce skills acquired from either or both sectors and skills acquired on the job become more important the longer someone has been in the labour force. (Australian Government 2008, p. 180)

The desire for better articulation between the VET and university sectors is partly driven by perceived rigidities that make it difficult for students to switch from one sector to the other. For example, Innovation and Business Skills Australia noted that ‘the competency based nature of the VET sector has itself been perceived as a barrier to seamless, or even any, articulation’ (sub. 8, p. 2).

While few stakeholders would like to see the VET sector limited to being a ‘feeder’ for universities, it is widely acknowledged as a valuable stepping stone to higher education, particularly for disadvantaged students. For example:

With the VET sector traditionally catering for a lower socio-economic profile of students, it is also likely that VET would be a more important pathway to higher education for disadvantaged students than for higher socio-economic students. (NSW Government, sub. 57, p. 4)

It is known that to increase the participation in the workforce by low SES groups, well specified pathways from Certificates I and II with integrated literacy and numeracy support is essential. (Charles Darwin University, sub. 40, p. 2)

The capacity of the VET sector to provide pathways to higher education is of particular relevance to the COAG targets for educational attainment in the population. The VET sector can be both an effective pathway to higher education and a potential source of extra capacity needed to meet these targets (Skills Australia 2009). Submissions to this study echoed this sentiment. For example, Technical and Vocational Education and Training (TVET) Australia stated:

The emerging tertiary sector has the potential to enable more collaboration between the VET and higher education sectors and more pathway options for the full spectrum of learners, including those experiencing disadvantage. There is also the opportunity to promote and emphasise the vital role that VET can play in providing a pathway to work or further learning — including higher education. (sub. DR87, p. 3)

However, pathways are not dependent on the existence of dual-sector or mixed‑sector providers. Many standalone institutions in the higher education and VET sectors already provide such opportunities through integrated delivery or articulation arrangements (box 
2.5). Some participants in this study highlighted that there were risks associated with the emerging tertiary sector. For example, TVET Australia noted:

 … it has become clear that some strengths of the VET sector may be at risk when they are integrated with higher education. At a preliminary level, this includes the workplace, competency-based learning model, which may be in danger of being subsumed by Higher Education’s curricula-based learning model. The practical nature of VET and its close ties with industry and employment, which have been particularly successful in engaging and upskilling people who experience disadvantage, may be at risk. (TVET Australia, sub. DR87, p. 2)

Both Ai Group and DEEWR concurred that the VET sector should retain its existing focus:

It is important for the VET sector to not ‘lose its way’ and concentrate on higher level qualifications, especially those provided by higher education. The VET sector overwhelmingly provides foundation skills and trade, intermediate, supervisory and para-professional training for industry and this should remain the main focus. (Ai Group, sub. DR 88, p. 4)

A major strength of the Australian VET system is that it is able to provide competency based training that directly meets the skills identified by industry that are required in the workplace. It offers flexibility for employers and students. For example, a student can receive a statement of attainment or gain a skills set for a specific job role without the need to complete a full qualification. (DEEWR, sub. DR110, p. 3)

Do not delete this return as it gives space between the box and what precedes it.
	Box 2.

 SEQ Box \* ARABIC 5
Western Riverina Higher Education Project

	The Western Riverina Higher Education Project is run by Charles Sturt University (CSU), TAFE NSW Riverina Institute (RI) and Griffith City Council. The key aim of the project is to use the infrastructure at the RI in Griffith to offer integrated programs that have CSU and TAFE components, and lead to CSU qualifications. 

At present, an integrated business program, lasting three years, is offered. Students graduate with four nationally recognised Australian Qualifications Framework (AQF) qualifications, including:

· a CSU Bachelor of Business Studies

· an RI Advanced Diploma of Management 
· an RI Diploma of Management

· an RI Certificate IV in Frontline Management

In November 2008 CSU and the RI also signed a Statement of Intent for the joint development of integrated degree/diploma programs in Nursing and Early Childhood.

The collaborations under the Western Riverina Higher Education Project form only one part of the cooperation between CSU and RI, with other programs delivered at other RI campuses. CSU also runs similar programs with TAFE Western and Wodonga TAFE and has an extensive set of articulation arrangements with TAFEs from both New South Wales and Victoria, and with the Australian Defence Force’s Enterprise Registered Training Organisation.

	Source: CSU (2010); Anne Lyons, Department of Education and Training NSW, pers. comm., 3 November 2010.

	

	


There might also be risks to equity goals from pursuing higher education at the expense of traditional VET. The National VET Equity Advisory Council noted that there is a:

 … need to retain the ‘traditional strengths’ of the VET sector in terms of its strong focus on work-related outcomes and an ‘applied learning’ pedagogy which emphasises the development of practical, work-related skills. Given that around 20 percent of VET students have left school before completing Year 12 (and early leaving tends to be associated with lower levels of literacy and numeracy skills) and the key role of VET in providing a pathway to [higher education] for disadvantaged students, it is important that VET delivers both the technical and foundation skills needed by students to achieve their immediate employment goals and longer term further study goals. (sub. DR75, p. 4)

The Commission agrees with the participants quoted above that moving too far from VET’s traditional strengths and training focus might prove counterproductive for the sector and its clients. 

Finding 2.

 SEQ Finding \* ARABIC 1
The emerging tertiary sector provides an additional set of pathways and education options for students, including those who experience disadvantage, but it is important that the traditional strengths of the Vocational Education and Training sector not be diminished as a result.





























































�	A difficulty arises, in that some VET trainers and assessors might simultaneously or sequentially deliver training with a vocational purpose, and training with a hobby or leisure focus. The data do not permit a distinction between the two forms of delivery by the same practitioner.


�	The official number of publicly-owned universities reported here understates the extent of university involvement in the VET sector. Further discussion is provided later in this chapter.


�	On 14 September 2010, Prime Minister Gillard announced a new ministry, appointing a Minister for Tertiary Education, Skills, Jobs and Workplace Relations. This new Minister is to have responsibility for both VET and higher education.
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