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RECOMMENDATIONS:





Consultation and Partnerships



�1.	The AEU supports the following changes to consultative processes in VET:



�.1 	A representative national body should be established with the responsibility to define the standards and qualifications required of teachers and trainers in vocational education and training. These standards should be included in the standards for registration of Registered Training Organisations (RTOs) and should include teacher education qualifications, industry qualifications and experience and staff development.

	

	1.2	New representative consultative and advisory bodies should be established at system and national levels to allow for the participation and representation of all stakeholders in the shaping of TAFE directions, including relevant education unions, students, the union movement, industry, community groups and state training authorities and governments.



As an interim measure the ANTA Board should be expanded to include a representative of TAFE Directors, the AEU and a representative from an appropriate TAFE student association.



1.3	Representative regional/area bodies should be established to work cooperatively on the development of whole of government planning for industry planning, employment related issues, education and training and community welfare and support services.



1.4	The development of State Profiles and industry and community strategic plans should be informed by institutes, who can provide input about local community demand from students, industry, enterprises and the community.



1.5	TAFE stakeholders, including education unions, student and community bodies, ACE, other unions and industry groups as appropriate should form stronger alliances to help shape the debates about and future directions of TAFE and to campaign for the resources TAFE needs to ensure that all Australians have access to high quality vocational education and training and further education.



Funding Principles



�1.	TAFE has to be equipped to overcome the developing funding crisis and meet the educational, vocational and social aspirations of Australians in the 21st century.  The current structures must be reviewed based on the following principles:



�2.1	The structures and resourcing of the vocational education system should reflect the recognition that TAFE is a vital public asset which underpins the whole vocational education and training system and plays complex and multi-faceted roles in the development of Australia’s education and skills base, in the achievement of broader government objectives and in the social, economic and educational development of community and national life.



2.2	All Australians should have an equal right to access and participation in high quality technical and further education irrespective of their location, their capacity to pay or other factors. This includes a guaranteed Year 13 for all young people who do not go on to university or get a job, as well as an active commitment to lifelong learning.



2.3	Governments have a responsibility to ensure that TAFE has guaranteed core funding and the support  needed to provide high quality vocational education and training further education and, as the predominant provider of VET, is maintained as the quality benchmark setter.

			

2.4	A high quality TAFE system must be inclusive of and balance the needs of students, industry, educators, local communities and society and be able to provide leadership and advice about current and future education and training needs.



2.5	Educational disadvantage requires specific redress but must also be tackled within the wider context of socio-economic, employment and other barriers which disadvantage many Australians and lead to marginalisation, poverty and disconnection.



2.6	Emphasis on the creation of a largely artificial market and on excessive competition and cost-cutting in the name of ‘efficiency’ undermines the capacity of TAFE to fulfil its wider community responsibilities and leads to reduced access, narrowing of programs and objectives and threats to the quality of individual programs and the national system. 

				

2.7	Quality and effectiveness should be the key principles which must underpin the future development of vocational education and training.

	

1.	Funding models									



Negotiation of a new ANTA agreement for 2001 must be based on above principles. Growth through efficiency policies must be abandoned and real increases in Commonwealth funding should be restored.





The current funding levels, allocation methods and financial situation of TAFE institutes should be reviewed as a matter of urgency in every State and Territory as has occurred in Queensland. Such a review should give particular focus to the funding needs of regional TAFE institutes. The outcomes of such reviews should be aggregated nationally and form the basis of a national review of policy directions, including the appropriate level of contribution from States/Territories.



The impact of funding models, user choice and contestable funding on the quality of programs, general and specific services and on student and community access should be reviewed in every state and territory as has occurred in relationship to apprenticeships and traineeships in Queensland. This should include consideration of the resources available for student services. The outcomes of such reviews should be aggregated nationally and form the basis of a national review of policy directions relating to the VET market and user choice. 



In broad terms, subject to the detailed outcomes of those reviews:

										

3.1	Base funding for TAFE must be increased to address the transfer of institute funding to private providers and to redress the reductions in overall state and territory contributions since 1991-92. 



This would ensure stability of Profile funding for TAFE Institutes and enhance their capacity to meet  complex community needs.  In doing so, TAFE will be able to address longer term problems along with more general educational objectives and wider government policies. It would provide the resource base to enable institutes to reduce current fees and charges to students and to  withdraw from the trend to a casualised teaching force.



Funding models in the states and territories must recognise that some institutes face higher costs than others because of their location and/or student profile. 



3.2	Commonwealth funding for growth must be reinstated to meet current levels of unmet demand and to enable all young people to access at least a year 13 guarantee.



3.3	The Commonwealth should contribute additional funds on a dollar for dollar basis to the states and territories to assist TAFE institutes that enrol a disproportionately large number of disadvantaged students.



3.4	A Quality Improvement Program should be jointly funded by the Commonwealth and States and Territories additional to Profile funding to provide for quality improvement strategies including:

�<	staff development

<	product/curriculum development











<	quality innovation projects

<	initiatives to increase flexible provision

<	research

<	planning and consultation with local communities and stakeholders

<	increased cooperation between TAFE and schools in delivery of VET



While the bulk of this fund would be allocated as an additional targeted base grant to institutes, a proportion of it should be allocated on a project basis.



3.5	The Commonwealth and States and Territories should jointly establish an Education Equity Program (EEP)which would ensure that services, programs and support structures meet the needs of disadvantaged students and local communities.



Such a program should be linked to a Disadvantaged Regional Areas Program (DRAP) which would provide resources for a whole of government approach combining industry policy, labour market programs, job creation, job placement, education and training and community welfare support and services.

		

Provision of a universal careers guidance service  would also link in with these proposals.



4.	Ensuring quality



4.1	The complex roles TAFE plays should receive full consideration in future directions, and national policy frameworks and directions must be centred on quality and effectiveness as the most critical elements of a national system.



4.2	System and national data should be collected and reported on staffing information, including the numbers of teachers and education workers in each state, the effective full time numbers in each case, and the numbers of both teachers and education workers who are employed on permanent, contract and casual/session bases. Such information should include workload related data such as average student contact hours (ASCH) per EFT teacher and average and maximum class sizes per field of study and AQF level. 



This data should form the basis of a review of the impact on teaching and learning conditions with a view to developing guidelines on staffing structures which enhance quality, effectiveness and fairness for workers and students.





	4.3	The AEU recommends that a national body such as the National Training Framework Committee have an enhanced role in the registration, monitoring and auditing of training organisations.  This should include an expansion of the guidelines for the auditing of Registered Training Organisations, including full Occupational Health and Safety site inspections, in order to achieve national consistency in compliance with the Standards contained in the Australian Recognition Framework



4.4 	The criteria for Registered Training Organisations contained in the Australian Recognition Framework should be amended to include:



�C	specific criteria for the qualifications of teachers and assessors;



C	specific criteria for availability of student services and facilities;



�C	compliance with industrial Awards and Agreements pertaining to staff in the training organisation and the relevant industry areas; 



		C	evidence of services and facilities available to genuinely meet the access and equity needs of students;



C	clear recognition that students and industry are equal “clients” of an education and training organisation.

�

	4.5 	That the Australian Recognition Framework include in the Training Delivery Standards for registration of Training Organisations a requirement for organisations to demonstrate:



C	that staff have full industry qualifications and experience as well as teacher education qualifications at a minimum of diploma level

�

		C	that all teaching staff, whether they are employed as permanent workers or as casual  workers, have access to release to industry programs to update industry knowledge as well as to on-going professional development in pedagogical and course design skills  



4.6 	Training and professional development for teachers of VET in secondary schools should be based on the following: 



�		C	completion of at least two years of professional preparation or equivalent;

C	appropriate industry qualifications and experience;

C	inclusion of the possibility of substantial credit through credit transfer or the recognition of prior learning;

C	inclusion of a balance of theory and practice; and

C	possibility of being delivered through flexible or distance modes.

	

4.7 	That the Commonwealth government establish a fund for the purposes of developing learning strategies and materials to support national Training Packages.  Materials should be developed for the use of schools for VET in Schools programs as well as for TAFE.



4.8 	Reviews of national Training Packages should make more explicit the “underpinning knowledge” in the competency standards and broaden the outcomes of the courses to include those explicitly related to fostering knowledge, understanding and values and to preparing learners for further education and training, employment and full and active participation as citizens.   



�	4.9	The above review of Training Packages should ensure that assessment measures used in Training Packages be consistent and not cause barriers to access to further education, training and employment.



�5.	VET in Schools



5.1	The provision of VET to secondary school students should avoid wasteful duplication of public funds and should be underpinned by cooperative arrangements between schools and TAFE.



5.2	Plans for the development of school-industry links and the use of appropriately qualified industry and VET staff in VET in Schools programs  should be built upon the goal of developing a co-operative model of the provision of programs.



	5.3 	Schools and clusters of schools should be encouraged to establish links with local industry organisations, community and TAFE as a means of strengthening school-industry-community links.
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A Quality Vocational Education and Training System for Australia



�





(The Terms of Reference of the Inquiry are addressed at various points in the body of the AEU Submission and where this occurs the particular Term/s of Reference will be nominated)





1.0	Introduction



This submission has been prepared by Officers of the AEU and includes material and responses from AEU Branches and Associated Bodies.



Recent developments in the vocational education and training sector in Australia are characterised by an increasing role of the Federal Government in determining public policy and strategic directions for the sector.



In order to come to some understanding of these changes the AEU has prepared a paper examining the history of these developments focussing particularly on the period beginning with the Kangan Report (1976) up to and including the establishment of the Australian National Training Authority (ANTA) in 1993 and to the post ANTA period.  This work in progress paper titled ‘Learning from history: Towards a new deal for TAFE’ form an appendix to the AEU Submission to the Senate Committee and extracts of it are included in the Submission.



�.5 	About the AEU



The AEU represents 155,000 educators employed  in public pre-schools, schools and post-school educational institutions throughout Australia.  AEU members work as teachers, principals, administrators and allied educational staff (including Aboriginal and Islander Education Workers, [AIEWs]) in kindergartens, schools and TAFE Institutes. 



The AEU campaigns with and for its members, and for those who rely on public education such as school students, young people and mature adults to achieve the highest standards of educational and employment outcomes. 



The AEU pursues these goals through workplace and community action as well as through courts and tribunals.  It also initiates and assists in the development of research and policy on key educational issues and advocates for the development and sustenance of quality public education systems. 



�The AEU represents nearly 15,000 TAFE teachers and associated staff in TAFE Institutions across Australia and forms a discrete division within the AEU.  The AEU TAFE division is represented on many national education bodies and is an advocate for maintenance and development of public sector TAFE provision.



�The AEU also represents the vast majority of secondary school teachers delivering vocational education programs in public secondary schools.



.5 	The importance of Public Technical and Further Education (TAFE) 

.5 	�

Technical and Further Education (TAFE) Institutes are a vital part of the public education system in Australia within the larger post-compulsory education sector.  TAFE is the major provider of vocational and further education to almost 1.5 million people each year.



The vocational education and training system includes public and private training providers and other non-registered training bodies.  The largest vocational education provision by geographic and course spread can only be delivered by a strong network of TAFE Institutes working in partnership with industry and community organisations.



Nearly 87% of all accredited vocational education programs are delivered by TAFE Institutes.



Apart from TAFE, vocational education is delivered by business enterprises, equipment suppliers and manufacturers, non-profit organisations and commercial training providers.  The vast majority of the latter private sector training effort is unregulated and in most cases specific to enterprise needs.



The Australian National Training Authority (ANTA) is responsible for the allocation of public funds to TAFE systems in the States and Territories, Adult and Community Education institutions delivering vocational education programs, and through the states some private training providers. These organisations must be registered in order to receive public funds and are referred to as Registered Training Organisations (RTOs). 



TAFE Institutes in Australia provide the foundation stone for post-compulsory, non-university, entry level qualifications.  They also provide access to education for people undertaking further education through life, whether work related or for self education purposes.  The 84 TAFE Institutes (and 300 campuses) are located in capital cities, regional towns and remote communities.  The existence of TAFE institutions in regional areas of Australia reduces the need for movement of young people to larger centres and provides a local point of access to higher education.



TAFE Institutes play a valuable role in the provision of ‘second chance’ opportunities for the young and mature age people who have not completed secondary education and who may not otherwise pursue further education, and TAFE Institutes maintain a valuable community service obligation while contributing to the social and economic development of Australia. 



TAFE Institutes are sensitive to changing industry and occupational needs and are essential partners in responding to labour force training needs and changes in industry policy.  The National Vocational Education and Training Strategy for 1998-2003 mission statement highlights this dual objective.



The Strategy states that the national system is:



‘To ensure that the skills of the Australian labour force are sufficient to support international competitive commerce and industry and to provide individuals with opportunities to maximise their potential’. 

(ANTA National Vocational Education and Training Strategy for 1998-2003)



The AEU supports this objective but goes further to include non ‘labour force’ participants as an important group for whom the TAFE system has an obligation to provide pre- employment and lifelong learning skills.  In this context the national system:



‘...should have training objectives as their primary purpose and employment outcomes as a secondary purpose. Thus quality skills formation and not employment numbers need to drive the system’.

				(Schofield Report on the Quality of Traineeships in Queensland, 1999)



The TAFE system comprises a network of professional teachers and associated staff who approach their work from a student centred perspective and have long experience in adapting vocational education to a broad range of students including those with special needs.    

 



�2.0	Meeting Individual, Community and Industry Training Needs [T of R (a)] 



�By almost any measure the TAFE student population reflects the social class, economic circumstances, geographic location, ethnic and Indigenous background, age and gender profile of the general Australian community to a greater degree than any other sector of education.



The exception to this situation are students aged 60+ who favour Adult and Community Education courses in almost equal numbers to TAFE courses.



�The second ACOTAFE (Australian Committee on Technical and Further Education) Report, in 1975, informed us that there were 430,000 students enrolled in 367 TAFE institutions across Australia in 1973. About 23,000 (5.4%) of students were full time. Students at that time were reported to be mainly adult, and predominantly male aged between 18–24. 



As a measure of the growth in demand for vocational education in 1998, 587,400 young people, or 21.9% of Australia’s 15–24 year olds, were undertaking training in vocational education programs. Young people are over 38% of vocational education students and accounted for almost 54% of the hours of training in 1998.



The participation rates of the workforce have increased significantly with over 12% of Australia’s working population undertook vocational education programs in 1998.  Moreover, 86.4% of total module annual hours were undertaken in TAFE and government training providers.

(NCVER 1999)



Measured as a proportion of the total population and excluding the 390,000 or so students enrolled in Personal Enrichment Courses (at least in 1996), in 1998 10.7% of all Australians aged between 15 and 64 years old participated in vocational education programs, up from 10% in 1997.  

(ANTA 1999)



While female participation in TAFE has been increasing at a greater rate than male participation since 1994, males are still 51.5% of clients in vocational programs.  A further 12.6% of TAFE students are aged 25-29, 21.7% are aged 30-39, 16.6% are aged 40–49 and 10.3% are aged 50 or older. 										(NCVER 1999)



Of the total number of TAFE students in 1998, 3.5% reported a disability: 2.9% identified as Aboriginal and Torres Strait Islander which is more than 50% higher than their proportion in the population generally, 17.1% were born outside Australia, 12.1% speak a language other than English at home and 1% were full-fee paying clients from overseas.

 (NCVER 1999)





Apprentices and trainees comprise about 20% of overall enrolments in vocational education and training. The number of commencements in training has grown from 64,470 in 1995 to an estimated 133,740 in 1998, an annual growth rate of 27.5%. There has been increased participation for all age groups in apprenticeships and traineeships and an increase in both contracts of training of less than and more than two years’ duration.  There are some difficulties with these statistics as New Apprenticeships are combined with traditional apprenticeships and traineeships.  Thus comparing traditional 4 years apprenticeship numbers and new apprenticeship numbers is almost impossible.  This is addressed under the section of this submission dealing with New Apprenticeships.

											(NCVER 1999c)



Enrolments in what used to be called Stream 1000 and are now called Recreation, Leisure and Personal Enrichment Programs peaked in 1992 and have since been falling. Nonetheless, in 1996 there were 546,724 enrolments in such courses mainly in the ACE sector.  These courses represent a first step for many people unable or not motivated to directly engage in formal education.  On the data available, it would seem that the proportion of Personal Enrichment Program enrolments undertaken in TAFE and other government training providers fell from 27% to 24%. Personal Enrichment Program students fell from 12.3% to 9% of all clients in these providers. 



										(NCVER 1996 and earlier)

	

Despite these statistics it would appear that Australia’s skill base remains low compared to those of other OECD countries for whom information is available. In 1996, 37% of Australia’s workforce aged 25 to 64 years had not completed upper secondary, compared to a country mean of 34%.  Nearly 35% of the Australian workforce had completed upper secondary education, compared to a country mean of 43% and in total 63% of the Australian workforce had completed some form of post-compulsory education, compared to a country mean of 64%. 



(ANTA 1999)



However despite these achievements the public sector suffers from lack of funding and is under pressure to produce more with less.



2.1	TAFE Student Outcomes and Graduate Destinations [T of R (a)]   



As mentioned previously in this submission the primary role of TAFE is to prepare people for work and life through vocational and further education programs.  One measure of the success of this achievement is what happens to students after they complete their TAFE course or program.



The national survey of TAFE students taken in 1999 shows an increase in the number who obtained jobs following course completion.  Of the total surveyed ‘... 87.7% of TAFE graduates were employed or in further study after their course (and) 72.8% of TAFE graduates were employed after their training’ 





Even in cases where a TAFE student had only completed part of a qualification (called module completers) their chances of gaining work were significantly enhanced.  For example the NCVER survey showed that ‘...67.5% of module load completers were employed after their training’.		

61.8% of graduates and 61.7% of module completers rated the overall quality of their TAFE training as eight points or more on a 10 point scale. 



					(Student Outcomes Survey in summary NCVER 1999)



This constitutes strong evidence that the TAFE system is regarded highly by the large majority of its participants in terms of the relevance of the courses and the achievement of job outcomes.



�2.2	The New Apprenticeship System and User Choice [T of R (a) and (b)]



2.2.1	New Apprenticeships

The New Apprenticeship (NA) system was introduced after the election of the Federal Coalition Government in 1996.  Its aim was to increase the take up of apprenticeships and traineeships particularly in new and emerging areas of employment.



Included as part of the New Apprenticeship system is the ‘User Choice’ policy, the development of Training Packages (consisting of competency standards aligned to qualifications and assessment guidelines) and an emphasis on delivery for on the job training.  It is interesting to note that although the employer and trainee are to jointly choose an RTO to undertake the training, ANTA and some States interpret this concept more narrowly, as employer choice.



New Apprentices are employed under a ‘contract of training’ for between one and four years duration and the training can be undertaken in combinations of ‘on-the-job’ and ‘off-the-job’ or wholly on-the-job. 



Who actually makes the decision to choose a non-TAFE RTO?  Well, if one were to look at the Northern Territory Employment and Training Authority Annual Report, 1997 you would find that in the NT User Choice means ‘... that employers can use their own preferred training provider’.



			(Northern Territory Employment and Training Authority Annual Report, 1997)



Even though ANTA does not actually deliver any course ANTA publications constantly refer to ‘...employer choice of provider’.



			(The ABC of Vocational Education and Training, ANTA publication 1998)







So much for trainee choice.  The reality is that because the New Apprenticeships system depends on employment to attract a training contract and employer subsidy, the employer has more power to decide, which RTO is to be chosen to undertake the training.  In some cases this can be the employers own RTO. 



2.2.2	User Choice

The AEU is opposed to competitive tendering and in particular ‘User Choice’ policies.  User Choice has been imposed by the Federal Government on the States and is used by some Governments to redirect TAFE funds to non-TAFE providers on a ‘cost without quality’ basis and thus impose constraints on TAFE to meet its community service obligations to industry, the community and particularly those most in need, young Australian’s and people from rural and remote areas.



This policy change was the main driver to reducing the cost of vocational education by government.  The mechanism was ‘contestable funding’ part of which is the ‘User Choice’ funding arrangements.



The most damaging aspect of ‘User Choice’ is that it effectively diverts public funds away from the TAFE system to private RTOs.  In many cases it duplicates the work of TAFE Institutes but at a lower price because of the lower standard of facilities and the lack of staff training of teachers and trainers.  In a contestable funding environment the relatively well resourced TAFE system will always have difficulty competing with private RTOs who are not required to provide all aspects of quality provision.   



For this reason the recent Klynveld Peat Marwick Goerdler (KPMG) evaluation of ‘User Choice’ was a complete waste of taxpayers money because it did not measure the quality of training sought by the employer and trainee or provided by the RTO.



The report claimed that User Choice ‘...is driving positive actions on the part of training providers..’ yet admits that these changes ‘...may not be able to be precisely separated from other reforms..’  It also admits that ‘...apprentices and trainees know less about User Choice than others...’



The KPMG report says that ‘..State Training Authorities report that they are generally satisfied with the progress in implementing User Choice...’  This is a rather surprising conclusion given that the NSW Government has ‘reserved’ its position and the Queensland, Victoria and Tasmanian Governments have placed a moratorium on extension of User Choice until further investigation.  

(National Evaluation of User Choice Phase 2 KPMG, 1999)



These States represent nearly 85 % of the publicly funded vocational education and training system in Australia.  To conclude as KPMG does, the ‘User Choice’ policy should stand when the overwhelming majority of State and Territory Governments have expressed concerns about its impact on the public provider is like making policy in a virtual vacuum. 



�



The KPMG Report acknowledges that there are real ‘hot spots’ in the system but dismisses these in the same way as it does the issues of quality.  Almost before it was released the poverty of ‘User Choice’ became clear when the Victorian Government had to inject millions of dollar into the TAFE system because of the diversion of funds to private RTOs. In Queensland a similar situation had developed in the TAFE system amid concerns about other aspects of the implementation of User Choice.



The ACTU has also expressed concerns about the implementation of ‘User Choice’.  In a resolution passed by the 1997 ACTU Congress it declared it would:



‘...actively oppose the introduction and implementation of ‘User Choice’ and avoid conflict of interest where the employer is a (RTO)’.



(Resolution on Vocational Education and Training, ACTU Congress, Brisbane,1997)



The New Apprenticeship system along with ‘User Choice’ funding policies has diverted millions of dollars to non - TAFE providers without the requisite quality assurance mechanisms and with insufficient auditing and monitoring of the implementation of this new system.



2.3	Funding



The Federal Government policy of forcing States to achieve ‘growth through efficiency’ rather than through Federal ‘growth funds’ (up until 1996 amounting to an additional $70 million per year) has resulted, amongst a range of measures, in States cutting permanent/ongoing staff, increasing class sizes or refusing to offer courses unless they reach a particular class number.



In a recent submission to the NSW House of Assembly Inquiry into the Propose Closure of Seaforth TAFE the Department of Education and Training stated in part that:



‘The growth through efficiencies principle fails to take account of the obligation of public providers to cater for the needs of all community groups. It also fails to reflect variation in demographic profile, differences in industrial awards and diversity in the composition of the VET systems between State and Territories.’   



(Department of Education and Training Submission to the NSW House of Assembly,

Inquiry into the Proposed Closure of Seaforth TAFE)



Despite recent cuts to TAFE funding and diversion of funds to non - TAFE providers, the quality of TAFE staff as measured by their level of teaching qualifications, industrial experience, independence of assessment, continuity and accountability for course outcomes are critical to the achievements of the quality training reform



Under the Federal Government User Choice funding regime the States must increase the funds allocated to ‘contestable funding’ to qualify to obtain their Federal Government allocation to training.



As the NSW DET Submission says:



‘Competitive tendering for government funded training is a policy which is used to introduce competition into the training market.  Competitive tendering means that providers compete on price and there is less emphasis on quality of services as the basis of competition’.    

 

(Department of Education and Training Submission to the NSW House of Assembly,

Inquiry into the Proposed Closure of Seaforth TAFE)



The implementation of competitive tendering policies in most States has meant lower public expenditure and lower quality.  The NSW DET submission States:



‘Around Australia these policies have forced the reduction of services and rationalisation of facilities upon public providers.’



It concludes that the new funding regime is increasingly complex and:



‘States are expected to reduce unit costs to the lowest common denominators irrespective of the social and economic objectives or structure of individual TAFE systems.



Some so-called efficiencies has been obtained by increasing class sizes, longer hours and reduced staff expenses through staff casualisation.  Although not mentioned at the time the States have instituted various measures to reach these targets.



(Learning from History: Towards a New Deal for TAFE, AEU, Michaela Kronemann, November 1999)



For example in Queensland 414 TAFE teachers accepted voluntary early retirement, while an additional (less costly) 313 public servants were employed exacerbating the teaching to non teaching imbalance.



In NSW the Government increased contracted out training and expanded delivery through Adult and Community Education (ACE) centres to achieve a ‘lower than average cost of delivery’ 



(VET Directions and Resource Allocation for 1999, ANTA)



The response varied from State to State but the effect has been a permanent detrimental effect on TAFE staffing including, changes in the mix of permanent and casual staff, changes in the mix of teaching to non teaching staff ratios, a reduction in physical resources and contracting out to private RTOs through User Choice and contestable funding.









This policy called ‘growth through efficiencies’ has effectively frozen funding to the States and Territories and reduced the capacity of TAFE to deliver courses in accordance with  User Choice principles that under-lie New Apprenticeships and:



‘...clearly spell out the clients access to training when, where and how it suits them’.



(The ABC of Vocational Education and Training, ANTA promotional package1998)



TAFE Institutes simply cannot provide access to quality training’ when, where and how it suits’ the employer/trainee if funds are not available to meet these demands or if the numbers seeking to undertake the course do not constitute a viable class size.



2.4	Training Packages



The Training Packages include nominal hours duration for the expected length of a course required to achieve a qualification however for many qualifications at the same level the length of a course can vary significantly.  For a Certificate III (equivalent to a traditional trade qualification) the number of hours required to complete the course can vary between 200 and 800 hours yet TAFE institutes may only be paid a unit cost at the 200 hour rate.  



An important feature of New Apprenticeships was the introduction of Training Packages consisting of endorsed (or compulsory components) and non-endorsed (or optional) components.



The endorsed (or compulsory components) are national industry competency standards, the qualifications that can be gained as a result of combining these competencies and assessment guidelines.  The non endorsed (or optional) components are learning strategies, assessment materials and  professional development materials.  Industry Training Advisory Bodies (ITABs) representing the two industry parties are funded by ANTA to develop these Packages.



Industry has thus been put in charge of setting competency standards while TAFE Colleges are required after the event to turn the Packages into curriculum and learning strategies.



The difficulty with this process is that the teachers and trainers who are specialists in the subject matter as well as teaching/delivery techniques are not consulted in the process of setting the competency standards they are then required to deliver.  This has resulted in an unnecessary split in the training process and has led to a situation where the educational aspects of Training Packages have been neglected.



The inclusion of assessment guidelines as endorsed components, with “learning strategies” as non-endorsed components has led to the wide-spread perception that the Training Packages are  assessment-driven, at the expense of learning and teaching.











In fact, the very term “Training Packages” has misled many potential users of the Training Packages, ie, many understandably believed that they could simply pick up the Training Package and teach from it, whereas the reality is that the Packages are  regulatory mechanisms which require curriculum, teaching and learning strategies and support materials to accompany them.     

Cooperation between developers and teachers in the early stages of development of the Packages could overcome some of these unnecessary hurdles and provide a seamless and inclusive training process where all parties are committed to the outcomes.



2.5	Youth Unemployment



High unemployment is a continuing feature of the Australian economy and youth unemployment is a critical social problem which is not being addressed by public policy makers.  The estimated 7% unemployment rate does not describe the true nature of the labour market which is probably more like 2 million instead of the 700,000 receiving unemployment benefits and, of those in jobs, their future is increasingly precarious. 



Despite the fact that there are ten (10) applicants for every single advertised job vacancy policy makers want to leave the market to decide who gets the diminishing jobs.



An important aspect of NA’s as originally conceived was to increase training participation rates and completions particularly for young people.  Recent statistics show the participation rates for apprentices and trainees across all age cohorts increased between 1995 to 1998.  However there was a ‘...decline in the number of 15 to 19 year olds in-training as tradespersons or related occupations’.



(NCVER Australian Apprentices and Trainees Statistics, 1995-1998)



The AEU support a free-free pre-vocational year in TAFE for all young people unable to obtain a job or university place.

		

2.6	Defining the Client   



The AEU believes there has to be a balance between the views of industry/community clients and RTOs.  Recent changes to the consultative processes have locked out an inclusive voice of the provider.  As Anderson (1996) has noted, ‘individuals and industry’ are usually identified as the principal clients in most policy statements, but the focus on individual students ebbs and flows in these pronouncements. The concept of an ‘industry driven system’ fails to address the reality that individual students in TAFE are the largest users of TAFE programs and services and, given both fees and non-tuition charges, are collectively the biggest purchasers.





ANTA has acknowledged the potentially conflicting wishes of different stakeholders:



Any reform will need to account for the potentially competing demands of client groups. For example, balances will need to be achieved between individual employers (who may prefer enterprise specific training), individual students (who may prefer  more general and transferable skills) and industry bodies (who may prefer national consistency in training).



(Developing the Training Market of the Future, ANTA 1996)



Within the climate established by New Apprenticeships and the revised ANTA Agreement, it is difficult to see what balances have in reality been provided.



The irony is that within the rhetoric of an industry-driven system there is evidence of tension between the national policy and structures, often dominated by large business, and local needs:



One of the consequences of nationally prescribed curricula and the industry training advisory bodies is that, sometimes, they are dominated by the large-scale employers...In my institute...we had 18 small businesses...They did not believe that the new national curriculum actually suited their apprentices, so TAFE often mediated in discussions between the industry advisory body and the local employers in a given area, because, of course, the employers saw the problem as TAFE’s. 

(Professor King, Flexible Learning Centre, University of South Australia, in HRSCEET 1998, p. 11)



At the same time, this must be put into context. The 1997 Employer Satisfaction Survey found that overall employer satisfaction with vocational education and training was 78%. 65% of employers agreed that the VET system is providing graduates with skills appropriate to employers’ needs (only 19% disagreed); and 73% believed that training pays for itself through increased worker productivity.	

(Annual Report, ANTA, 1998)



More fundamentally, the reality is that NCVER Graduate destination surveys indicate that a relatively small proportion of TAFE graduates surveyed undertook their course as a requirement of the job. This was the main reason for 10.5% of respondents in 1997 and 11.6% in 1998.A further 13.1% in 1997 and 13.5% in 1998 reported their main reason as being to get extra skills for their job. While 77.5% reported doing the course for vocational reasons, this included 27.8% who aimed to get a job or start their own business, 12.3% seeking a better job or promotion and 12.3% seeking a different career.  But 21.5% of graduates studied to get into another course, for interest or personal development, or for other reasons.  It is important to note that these NCVER studies address only students who have completed a VET qualification. This does not encompass all students.







Clearly the prime focus of most of TAFE’s students is vocational, but this is equally clearly a complex statement. The 1998 Graduate destination survey reported that 78.9% felt they had wholly or partly achieved their main purpose for doing the course; 76.5% who did their course for vocational reasons felt that, as did 90.3% of those who had non-vocational reasons for undertaking the course. 	



Of those who were employed full time in May 1998 and who did their course mainly for vocational reasons, 63.9% felt they had received an increase in earnings, a promotion, a change of job or gained employment:



A more positive outcome was more likely to be reported by those without post-school qualifications before commencing the course (56.9%) and those who were either unemployed (61.5%) or not in the labour force (62%) before commencing the course. 



(TAFE Graduation Destination Survey, 1998

National Report, NCVER, Leabrook, SA)



This clearly relates to the role of TAFE as a provider of ‘second chance’ educational opportunities.



The Golding and Volkoff (1999) study explores the intentions of learners in greater detail. Reasons of ‘workers’  include to get skills for their present job; to gain a promotion or better job or pay; to gain more skills for different jobs or a new career; because the employer wants the study done; to gain extra skills for self employment; to maintain employment through updated skills. Reasons for ‘jobseekers’ include to get a job; to gain skills or qualifications for a job, or for self-employment; to satisfy CES requirements.



‘Learners’ gave as reasons to gain entry into another course; to gain a qualification; to improve educational level or satisfy hunger for learning; because of interest in the content; because of advantages that studying offered.  ‘Contributors’ were those whose primary focus was to improve their personal capacity to contribute to family and/or community and their reasons were to gain skills for parenting, to provide a role model for children; to gain skills for community service; to improve participation in social activities; to keep up with changes in the world; to feel better about oneself; to gain skills for self sufficiency.



Within this study, ‘workers’ were 19% of respondents; ‘jobseekers’ were 49%; ‘learners’ were 33%; and ‘contributors’ were 18%. Some interviewees reported multiple intentions. 



As Golding and Volkoff  argue:



What is accessible from, and striking in our research, is that learners accessed a range of VET providers for reasons other than those which might be related to a narrowly construed view of the purposes of industrial training, skilling or of direct labour market outcomes. 



As Anderson (1996, p. 67) anticipated, there is a wide range of non-economic factors associated with common social, community and personal goals which lead to participation in VET...The move to a VET system dominated by the collective needs of industry at the expense of the private needs of individuals would, as Anderson argued, tend to ignore the role of VET for non-market participants and devalue their economic contribution. It would also not account for the important social contribution of education and training. (1: p. 59)



(Golding B, & Volkoff, V., 1999, Creating Outcomes:

Individuals and Groups on the VET Journey, ANTA, Brisbane)



Moreover, different groups gave different emphasis in relation to intentions. For example, while ‘learners’ were 33% of the total response, 53% of Aboriginal and Torres Strait Islander peoples, 51% of people with low skills, and 43% of people from non-English speaking background reported this intention. Higher than average (18%)  proportions of people with a disability (28%) and those with low skills (26%) reported a ‘contributor’ intention. 



These differing intentions are also not evenly spread across providers, a critical point in understanding the central role of TAFE as a community service. While 39% of TAFE and 30% of community provider respondents had ‘learner’ intentions, this was true only for 3% of those enrolled in private providers; 20% of both TAFE and community provider respondents had ‘contributor’ intentions, none in the case of the private providers. (Golding and Volkoff 1999)



In terms of study outcomes, VET participants often reported multiple outcomes. In reporting on their single most important achievement, 45% reported that skills acquisition was the most important; 27% had gained self confidence; 10% had gained a job; 26% had achieved their self-defined goal or other benefit; and only 3% reported little or no benefit. (Golding and Volkoff 1999).



A failure to encourage learners with less directly vocationally oriented attentions, or a failure to provide them with the supports they need or the programs they desire, will most heavily affect the disadvantaged groups that are at the core of access and equity policies. Moreover, the Golding and Volkoff study reinforces the understanding of the complex educational and training roles which TAFE institutes play. Unless this is addressed in funding models and structures, real notions of access and the capacity to meet community aspirations will be fundamentally undermined.



It is interesting to remember the response of the 1994 Review of the ANTA Agreement, which recognised that provision of training for some target groups would cost more, and accepted the argument put by the Adult and Community Education Sector about the stated intent of vocational or non-vocational courses not necessarily reflecting student intent. The Review of ANTA did not consider this a justification for abandoning the current distinction between vocational and non-vocational courses. While this is presumably based on funding issues, the reality is that student motivations and perceptions of outcomes of study are far more varied and complex than the system chooses to address.

Provision of access in non-metropolitan communities also provides a good example of the complexities of TAFE’s role as a community asset: in addition to educational access, the presence of TAFE providers supports social infrastructure, employment, flexible delivery and retention of younger people in rural communities.

			

The reality from within the actual operations of TAFE systems, rather than the reductionist view  often propagated at the national level, has been succinctly made by Robin Shreeve, General Manager (Marketing) and A/General Manager (Planning) in the NSW TAFE Commission:



Thus rather than TAFE being a subset of VET, TAFE systems see classic VET programs such as apprenticeships, traineeships and industry upskilling programs as only part of their product portfolios. (Shreeve 1995, p.4)



Apart from the extent to which the focus on industry driven systems is relevant to a system where many students do not in fact have employment relationships and most do not have an employment relationship directly related to their studies, there are other implications of marketisation. Redefining the student as a customer has led to an unreal focus on ‘consumer sovereignty’ rather than student participation and/or representation in the operations of institutes and systems. 



The reality, as Anderson argued is that, having paid the fees and enrolled, it is difficult to implement such redirections of purchasing power. 



Moreover;



In a large institutional context like TAFE, where the majority of students are part time and many are relatively young and inexperienced, consumer power is limited and ineffective unless rights are explicitly recognised, actively upheld and collectively exercised. 



(Reforming TAFE: students first, clients second, Address to VTSAN (Anderson, D)1999 Melbourne)



The lack of structures to enable  students to participate in the shaping of the curriculum, the declining support for student services and growing cost burdens on individuals must be properly addressed. System structures must be made to encourage and support the capacity of students to have a voice in the directions of the system, the institutes and of programs.



As Anderson (1996) argues, it is essential that teaching and supporting students takes precedence over attracting new clients:



Regardless of whether they are self-funded or subsidised by government or industry, meeting the individual and collective needs of students, especially those who are socially and economically disadvantaged, must be restored as the central concern of TAFE providers and systems. (p.4)



One of the ironies of the focus on an industry driven system is that there is some evidence at least of industry withdrawal from training obligations. The Queensland case study see Appendix 2) gave evidence of declining industry support for training, which in itself added to the resource pressures on TAFE institutes.



There is also evidence of skill shortages developing, at least partly as a result of the failure of industry to maintain a training commitment.  



The effective incorporation of general education into VET programs is an essential role for TAFE, one that has always been the base for the use of the term ‘vocational education’ rather than just training, one that relates to the focus on trained vocational teachers rather than trainers. It is one that in many ways has been forgotten within the national focus on enterprise training but remains at the heart of what TAFE institutes see as their role.



2.7	Equity and Access �tc "2.7	Equity and Access " \l 2�



The AEU believes the maintenance of a fully publicly funded TAFE system is fundamental to a fair and just society.



While concepts of equity remain an important feature of every policy statement, there has been an increasing emphasis in recent years on the notion of mainstreaming activities aimed at specific target equity groups. This was seen by Ministers, for example, to be necessary for the implementation of the AVTS : 



...equity in access to structured entry-level training for each of the target groups can only be addressed only across the entire system... Successful mainstreaming will require industry, all Australian governments and ANTA to address equity issues through their programs.



(DEET 1995, Annual Report 1994/95, AGPS, Canberra)



It is noted in relation to access and equity for New Apprenticeships that under the Australian Recognition Framework, a training provider must show it can meet an access and equity core standard, but the reality is that this must be seen as a most minimalist argument. Unless such principles are demonstrated in practical terms - by the provision of adequate student support services, by appropriate programs and flexibility of delivery to meet particular needs, by the inclusion of highly qualified teachers who are trained to meet the needs of disadvantaged students, by requirements that student voices are heard in planning processes -then such principles are likely to remain enshrined in policy documents more than in the praxis of VET delivery and structures. The reality is that constant price cutting undermines the capacity of public providers to maintain these necessary services and enables other providers to escape such obligations.









Aboriginal and Torres Strait Islander people comprise 2.4% of total VET enrolments and 2% of the population. However participation in VET is skewed at the lower ends of the qualifications spectrum and Aboriginal and Torres Strait Islander people are only 1.3% of TAFE graduates. Indigenous people were less likely to be studying with a view to gaining additional skills while working, and were much more likely to be job seekers, engaged in study in order to gain a job or seeking learning for its own sake.		



The barriers they face included inadequate accessible information about program options, problems getting to and from the programs, problems with literacy and numeracy and difficulties keeping up with the class. They also faced difficulties related to self confidence and the confidence needed to apply for entry. The most frequently mentioned difficulties reported by Indigenous learners were coping on the available income, unhelpful attitudes of teachers/employers, lack of access to resources, the way in which the course was taught and not enough basic skills. There were particular difficulties in terms of access and appropriateness of provision of VET in prisons.(Golding and Volkoff 1999) 



Golding and Volkoff (1999) note that;



However well intentioned, VET provision for Indigenous people which does not take account of the imperatives for Indigenous self determination, as well as the cultural and community contexts of the learner and the learning, are unlikely to succeed in terms of participation or outcomes. (p. 300)



In relation to rural and isolated students, barriers to access for what is a very diverse population in terms of location, culture, economy etc include transport costs and distance and coping on low income,  limited program choice in ‘thin’ markets, the need for targeted access to programs inclusive of social and community intentions especially in areas of high unemployment and the need for direct support for online learners. The effects of distance flowed on to family and child care responsibilities, the ability to seek teacher assistance and the ability to gain work



Across all the target groups, there are common threads in these barriers, which include problems of confidence, of finances, of transport,  and for many, problems of skill levels and/or English literacy. There can also be problems in the way in which courses are taught in terms of whether they meet the educational and cultural needs and aspirations of learners. 



While some of these issues are obvious in their resource implications (eg the need to ensure that funding formulae recognise the particular needs of rural providers) in the end, they all do have at least some resource implications. In the context of the declining resources provided for student  services, for example, the need to ensure that students have access to both educational and other support services clearly requires additional resources. The need to ensure ongoing staff development and program development which addresses the needs of all students has resource implications. But so too do the needs to ensure inclusive curriculum, to include stakeholders and agencies, and to take the time to know and understand the needs and aspirations of the diverse range of students within any institute. These things are, however, very necessary. 



The starting point for the Golding and Volkoff (1999) discussions is the ANTA desire to consult with stakeholders. While some target groups, such as women, have specific organisations and support networks who could speak for them, this is not true in the same way, for example, for the long term unemployed. Golding and Volkoff (1999) propose consideration of how a consultation process might be set up through existing or new bodies. While this is a positive proposal, it would have to be said that irrespective of other stakeholders who should be consulted, current structures and resources have undermined the capacity of student organisations to speak up on behalf of their constituents. The clear starting point must be the rejection of the ‘consumer’ paradigm and acceptance and support for student participation in setting the directions, agendas and processes of VET systems and programs.



The same, it might be said, is true for teachers and other staff and their unions; they too have both a right to be involved and a positive contribution to make.

			

But there is another level of consideration as well, which goes to the heart of TAFE’s wider role as a community asset.



As the House of Representatives Standing Committee noted:



TAFE plays an important role in the education, training, and general life of regional communities. In these areas, a TAFE institute is more than just an educational institution. It provides a focal point for current technologies, philosophies and skills and contribute significantly to a region’s social and economic growth. (HRSCEET , 1998, p. 23) 



The presence of TAFE can, for example, provide employment opportunities, encourage industry development, provide niche training and consultancy expertise, contribute to community services and culture, maintain the presence of young people, and provide access to tertiary education. In some systems such as NSW, it is an alternative educational option for disadvantaged students who are unable for whatever reason to continue at school. (HRSCEET 1998)



Given these frequently unacknowledged roles of TAFE in supporting social and economic infrastructure, particularly in regional settings, planning processes and structures must acknowledge and include those realities also. The truth is that industry has a central role to play in the future development of TAFE, although there may be a need for further consideration of how industry input can be more inclusive of local needs. But industry is not the only stakeholder, and this must be recognised and addressed.





��



3.0	Registered Training Organisations



3.1	Registration: The Key to Quality [T of R (c)]



The criteria for registration of an Registered Training Organisation (RTO) is critical to the  quality provision of accredited training leading to an Australian Qualifications Framework (AQF) qualification. 



The AEU is concerned that the registration process is not sufficiently rigorous  to ensure that Australian citizens are guaranteed quality education and training.  The criteria for registration of training organisations is contained in the Australian Recognition Framework (ARF). The National Training Framework Committee has responsibility for overseeing the registration process, but in fact, it is the States and Territories who do the auditing and monitoring.  This means that there is a possibility for inconsistency, both in the criteria established at State/Territory level and the processes used for auditing and monitoring. There is no body at the federal level which has responsibility for ensuring that the criteria are interpreted in a consistent manner and that the auditing process is consistently rigorous. 



3.2 	The Australian Recognition Framework



The following extracts from “Australian Recognition Framework: Ensuring Quality Training Outcomes”, ANTA, January 1998 summarise key elements of the Australian Recognition Framework, including the key quality assurance role played by the Registration of Training Organisations:



New arrangements for national recognition within vocational education and training, known as the Australian Recognition Framework (ARF) came into effect on 1 January 1998.



Mutual Recognition



Mutual Recognition of training organisations, qualifications and training products is at the core of the ARF.



This means that Australian Qualifications Framework (AQF) qualifications and Statements of Attainment issued by one Registered Training Organisation will be accepted and recognised by all other Registered Training Organisations.



Registered Training Organisations can also operate in another State or Territory within the scope of their original registration, without having to go through a further registration process.













Registration of Training Organisations



From 1 January 1998, all training organisations — including TAFE Institutes — which issue AQF qualifications and Statements of Attainment will need to be registered. 



Under the ARF, registration is related to the provision of products and services within an agreed scope, rather than simply being tied to the delivery of particular courses. Registered training providers are now known as Registered Training Organisations (RTOs).



There are two broad product/service areas for registration:



•	provision of training delivery, assessment and the issuance of nationally recognised qualifications and Statements of Attainment; and



•	provision of skill recognition services (assessment only) and the issuance of nationally recognised qualifications and Statements of Attainment.



By meeting the National Standards for Quality Endorsement, an RTO can also receive delegations from a State/Territory Recognition Authority to:



•	self-manage the cope of its registration; and/or



•	self-accredit courses, where no relevant Training Package exists.



Quality Assurance



Under the ARF, registration of training organisations is the key quality assurance mechanism within the vocational education and training sector.



ARF Transition Arrangements



From 1 January 1998, all existing registered providers are being deemed as RTOs under the ARF, based on their current registration scope.



Australian Recognition Framework: Ensuring Quality Outcomes

ANTA, January 1998



The ARF includes :



�C	seven National Core Standards for Registration  

C	five National Product/ Service Standards for Training Delivery

C	four National Product/ Service Standards for Skill Recognition Services (Assessment only)









The National Core Standards as described in “Australian Recognition Framework Arrangements”, ANTA January 1999 are as follows:





�NATIONAL CORE STANDARDS FOR REGISTRATION





CI 	National Principles���Core Standard�The organisation agrees to operate in accordance with the National Principles for Registration and Mutual Recognition.��Evidence 

Requirements�"	Formal undertaking by the Chief Executive Officer or equivalent officer.��"	C2 	Legislative Requirements���"	Core Standard�All relevant Commonwealth and State or Territory legislative and regulatory requirements are followed.���Evidence

Requirements�<	Relevant personnel are aware of and implement legislative and regulatory requirements, including:

<	Occupational Health and Safety;

<	WorkCover or equivalent;

<	Anti-Discrimination;

<	Equal Opportunity;

<	Racial Hatred Act;

<	VET Acts.��<	C3 	Access and Equity���<	Core Standard�The organisation is committed to access and equity principles and processes.���Evidence

Requirements�"	Documentary evidence of access/equity policies.

"	Procedures incorporate access/equity considerations.

"	All personnel are aware of and implement access and equity principles and processes.��"	C4 	Quality Management Focus���"	Core Standard�The organisation demonstrates a focus on quality and consistence in the development and provision of its services, products and operations.����Evidence

Requirements�<	A quality management focus, including evidence of and a means of demonstrating:

<	a business/strategic plan covering relevant areas of organisational activity;

<	established internal monitoring and review processes which regularly evaluate and adjust products and services to meet client (industry, enterprise, other) expectations;

<	applied client service standards;

<	client feedback instruments;

<	version control systems; and

<	dissemination and consistent application of relevant procedural materials within the organisation.��<	C5 	External Review Processes����"	Core Standard�The organisation agrees to participate in external monitoring and audit processes, as required by the Primary Recognition Authority. These include:

"	random compliance audit;

"	audit following complaint; and

"	audit for the purposes of re-registration.��Evidence

Requirements�"	Formal undertaking by the Chief Executive Officer or equivalent officer.��"	C6 	Management and Administration���"	Core Standard�The organisation has sound financial, administrative and client/learner records management procedures in place.����Evidence

Requirements�"	Policy and practices for managing and assuring the integrity of records are in place. These must address:

"	security/confidentiality;

"	archiving;

"	external reporting (eg AVETMISS);

"	access by client.

"	Adequate insurance policies are maintained, eg public liability insurance.

"	On request, formal assistance from the Chief Executive Officer that appropriate management and standards of probity are maintained for all financial matters.��"	C7 	Ethical Marketing and Advertising���"	Core Standard�The organisation agrees to operate in accordance with the National Operational Protocol for the Marketing of Recognised Training.��Evidence

Requirements�"	Formal undertaking by the Chief Executive Officer or equivalent officer.

"	Sighted examples meet requirements of Protocol.��"	

NATIONAL PRODUCT/SERVICE STANDARDS FOR TRAINING DELIVERY

TDI 		Resources for Delivery and Assessment���Training Delivery

Standards�Resources for the delivery, assessment and issuance of qualifications, in the areas(s) of recognition sought, meet the requirements of the relevant endorsed Training Package(s) and./or accredited courses.����Evidence 

Requirements�"	The following resources are identified and applied:

"	delivery personnel with appropriate qualifications, and experience, including assessor requirements as defined in the relevant Training Package assessment guidelines (meeting this Standard includes personnel recruitment, induction and professional development practices);

"	delivery and assessment resources (facilities, equipment and training materials) appropriate to the methods of delivery and assessment requirements; and

"	relevant Training Package and/or accredited course documents and support materials, with necessary copyright authorisations.��"	TD2 	Identifying Learning Needs and Designing Training Products���Training Delivery

Standards�The organisation can demonstrate its ability to identify the learning needs of diverse clients and to plan/implement appropriate learning strategies. This includes the capacity to design and adapt training products, in the area(s) of recognition sought, enabling the endorsed components of the Training Package(s) and/or the accredited course(s) to be achieved.��Evidence 

Requirements�"	Personnel with appropriate skills and experience in interpreting competency standards and/or curriculum for training and assessment purposes.

"	Sample methodologies/instruments used to identify learning needs.

"	Evidence of the design/adaption process and resulting training and assessment products relevant to different learning needs is documented.��"	TD3		Assessment���Training Delivery

Standards�The organisation can demonstrate its capacity to conduct or facilitate assessments which meet the endorsed components of relevant Training Packages(s) and/or accredited course(s) in the area(s) of recognition sought.��Evidence 

Requirements�"	Evidence that assessment practice meets the assessment requirements of the endorsed components of relevant Training Package(s) and/or the assessment requirements of accredited course(s).��"	TD4		Client Services���Training Delivery

Standards�The organisation provides timely and appropriate information, advice and support services which assist learners/clients in achieving their identified outcomes.���Evidence 

Requirements�"	A documented Code of Practice which is disseminated, understood and valued by personnel and clients encompassing:

"	admissions processes;

"	marketing;

"	delivery

"	assessment which meets the National Assessment Principles (including Recognition of Prior Learning [RPL] and credit transfer);

"	appeals processes; and

"	grievance procedures

"	and, where relevant:

"	fees and charges, including fee refund policy; and

"	student welfare and guidance services.��"	TD5		Issuance of Qualifications and Statements of Attainment���Training Delivery

Standards�Qualifications and Statements of Attainment are issued in accordance with the requirements of the AQF Implementation Handbook, the Guidelines for Training Package Developers and specific qualification requirements of the relevant endorsed Training Package(s) and/or accredited course(s).��Evidence 

Requirements�"	Processes/systems in place to issue and record qualifications in accordance with all appropriate national guidelines.

"	Demonstrated understanding of specific qualification requirements in the area(s) of recognition sought.��"	













NATIONAL PRODUCT/SERVICE STANDARDS FOR SKILL RECOGNITION SERVICES (ASSESSMENT ONLY)





AI	Resources���Assessment

Standards�Resources for assessment and issuance of qualifications, in the area(s) of recognition sought, meet the requirements of the relevant endorsed Training Package(s) and/or accredited course(s).���Evidence 

Requirements�<	The following resources are identified and applied:

<	personnel with appropriate qualifications and experience in assessment, as defined in the relevant Training Package assessment guidelines or course documentation (meeting this Standard includes personnel recruitment, induction and professional development practices);

<	resources (facilities, equipment, assessment materials) appropriate to assessment requirements; and

<	relevant Training Package and accredited course documents and support materials, with necessary copyright authorisations.��<	A2	Assessment���Assessment

Standards�The organisation can demonstrate its capacity to conduct or facilitate assessments which meet the endorsed components of relevant Training Package(s) and/or accredited course(s) in the area(s) of recognition sought.���Evidence 

Requirements�"	Evidence that assessment practice meets the assessment requirements of the endorsed components of relevant Training Package(s) and/or the assessment requirements of accredited course(s).��"	A3	Client Services���Assessment

Standards�The organisation provides timely and appropriate information, advice and support services which assist clients in achieving their assessment objectives.����Evidence 

Requirements�<	A documented Code of Practice which is disseminated, understood and valued by personnel and clients encompassing:

<	admissions processes;

<	marketing’

<	assessment which meets the National Assessment Principles (including RPL and credit transfer);

<	appeals processes; and

<	grievance procedures

<	and, where relevant:

<	diagnostic assessment services;

<	fees and charges, including fee refund policy; and

<	student welfare and guidance services.��<	A4	Issuance of Qualifications and Statements of Attainment����Assessment

Standards�Qualifications and Statements of Attainment are issued in accordance with the requirements of the AQF Implementation Handbook, the Guidelines for Training Package Developers and specific qualification requirements of relevant endorsed Training Packages.���Evidence 

Requirements�"	Processes/systems in place to issue and record qualifications in accordance with all appropriate national guidelines.

"	Demonstrated understanding of specific qualification requirements in the area(s) of recognition sought.��"	Australian Recognition Framework: Ensuring Quality Outcomes



ANTA, January 1998



3.3  	The AEU’s Criteria for Registration of Training Organisations



The 1999 AEU National TAFE Council Annual General Meeting recommended that in order to gain access to public vocational education and training funds a training provider must be required to demonstrate the following as part of their criteria for registration: 



�C	able to provide an appropriate physical environment: 

�*	safe workshops

*	adequate classrooms and computer facilities  

*	necessary infrastructure (eg libraries etc)  



C	human resources

	*	appropriately qualified teachers/trainers and support staff

*	all staff employed in compliance with and covered by relevant legislation/awards/agreements)



C	able to meet accountability requirements including:

	*	full acquittal of funds

*	disclosure of “commercial-in-confidence” agreements where public funds are involved

*	submitting to audit of delivery including staffing resources, assessment and outcomes

	*	student satisfaction survey

	*	disclosure of any student fees and charges



�C	capable of providing training to equity groups in a sensitive and supportive environment

	*	teaching staff appropriately qualified, ie, English as Second Language teachers in area where there is a high proportion of non-English speaking background students

*	access and equity policies

*	cross cultural awareness

*	consideration of cultural responsibilities and family responsibilities



�C	able to demonstrate a long-term commitment to the provision of vocational education and training including a five year plan based on sound educational principles



C	able to provide full range of student services

*	student counselling services

*	recreation facilities

*	support to student representative organisations

*	child care facilities

*	car parking facilities

*	assistance with accommodation

*	settlement advice and advocacy for overseas students and other “away-from-home” students

*	translating, interpreting and other language services

*	appropriate facilities and support for students with a disability  



The following is an examination of the some of the criteria for Registration of Training Organisations as contained in the Australian Recognition Framework, taking into account the criteria established by the AEU TAFE Division:



3.4 	Core Standard 1:  The organisation agrees to operate in accordance with the National Principles for Registration and Mutual Recognition



The view of the AEU is that the evidence requirements, ie, a formal undertaking by the Chief Executive Officer or equivalent is not sufficient to ensure national consistency in the implementation of the National Principles.  A national body, such as the National Training Framework Committee, should have a much stronger role in the auditing of prospective RTOs to ensure compliance.  This should entail the establishment of a set of nationally consistent guidelines for external auditing processes. The National Principles should include more specific criteria related to the availability of student services and facilities as well as definitions of what constitutes “appropriate qualifications” for teaching staff.



3.5 	Core Standards 2:  All relevant Commonwealth and State or Territory legislative and regulatory requirements are followed.



The evidence requirements for this standard do not include a  requirement to implement industrial Awards or Agreements which regulate the employment of staff in the training organisation.  This core standard should be amended to include in the evidence guide a requirement for relevant personnel to be aware of and implement relevant Awards and Agreements pertaining to the employment of staff in the training organisation. Also, relevant staff should be aware of the Awards and Agreements which operate in the industry areas in which education and training is being delivered. 





�The evidence requirements call for an awareness and implementation of Occupational Health and Safety legislation.  The AEU believes that compliance audits of each training organisation should be conducted to ensure that all classrooms and facilities meet the requirements of Occupational Health and Safety Legislation. Training environments which are intended to simulate a workplace environment must meet the Occupational Health and Safety regulations relevant to that industry. All learning materials must contain information for students about the Occupational Health and Safety regulations and the rights and obligations of workers in the relevant industry.



In Queensland, the compliance requirements with regard to Occupational Health and Safety go further than Principles stated in the ARF.  As stated in “How to Become a Registered Training Organisation”, Queensland Department of Employment, Training and Industrial Relations, 1998, p4:



RTOs need to be fully aware of any relevant industry-specific legislation requirements that apply to the areas in which they provide training delivery and /or assessment services............



Compliance with workplace health and safety legislation is essential.  There are a number of industries, particularly where industrial equipment is used, that require employers and RTOs to meet specific workplace health and safety requirements.......................



DETIR recommends that every RTO has a workplace health and safety plan(s) in place which is relevant to their core business.  



The documents provided to prospective RTOs in Queensland include a model workplace health and safety plan and the site inspections undertaken as part of the compliance audit process include attention to compliance with Occupational Health and Safety regulations.



The processes established in the other States/Territories vary both in the requirements for registration and in the compliance audit processes. Some require demonstration that the organisation has an Occupational Health and Safety policy and undertake a “desk-top” audit of the policy, without inspection of the site.



The ARF should achieve consistency of Occupational Health and Safety standards as they pertain to training organisations as well as consistency and rigour in  the compliance auditing against  the standards.  Personnel with expertise in Occupational Health and Safety inspection should be involved in site inspections of prospective RTOs.

  

3.6 	Core Standard 3:  The organisation is committed to access and equity principles and processes.



Genuine commitment to access and equity principles is best demonstrated through the provision of specific services and products rather than through mere awareness of policies. 



The AEU believes that the evidence requirements to meet this core standard should be specific and should include:



C	provision of child care facilities, either on-site or through partnership arrangements with other child care services

C	evidence of on-going professional development programs for all staff  in cross cultural awareness, particularly where are likely to be indigenous students, overseas students or migrant/refugee students

C	appropriate services and facilities to meet the needs of students with a disability 

C	teachers with training in English as a Second Language to provide support for students from non-English speaking backgrounds, including indigenous students

C	provision of interpreting, translating and other essential language-related support for students

C	provision of student counselling, advocacy and referral services



There should be evidence that the organisation can provide a safe and harassment-free learning environment.



3.7 	Core Standard 4:  The organisation demonstrates a focus on quality and consistency in the development and provision of its services, products and operations



This standard calls for evidence of elements of a quality management process.  It is essential that, in this process, the “client” be defined not just as industry or enterprise, but also as the student.  Client feedback systems would then include student feedback systems.  These feedback systems should relate to all aspects of the organisation’s services to students.  



There should also be staff feedback systems and an opportunity for a feedback loop for staff to evaluate the performance of management.



3.8 	Core Standard 5:  The organisation agrees to participate in external monitoring and audit processes, as required by the Primary Recognition Authority.



As mentioned in Core Standard 1 (above), there must be attempts to strengthen the role of the National Training Framework Committee, or some other such body, to achieve more nationally consistent auditing processes. 



Documentation from the States and Territories shows that all  require Training Organisations to meet the standards set in the Australian Recognition Framework. However, the practice in relation to external monitoring and auditing varies considerably. 



Documentation from Tasmania specifies a monitoring and auditing process over a five year period (Registration Guide; Tasmanian State Training Authority, November 1998, p5):





�THE REGISTRATION PROCESS



The registration process consists of a preparation stage, an approval stage and an on-going compliance stage. The period of registration is five years. You may extend your scope of registration during this period. The steps can be shown as follows:



Information Gathering��9��Self assessment��9��Application preparation��9��Application submission��9��Validation audit��9��Approval process��9��On-going monitoring��9��Compliance Audits��9��Re-registration��(Registration Guide; Tasmanian State Training Authority, November 1998, p5)



It is not clear from all State and Territory documentation whether site inspections of all prospective RTOs are conducted or whether “desk-top” audits suffice.  For example, the Queensland system aims to do “follow-up” site inspections of each RTO every 18 months – two years during a five year period of registration, but this is not the case in other systems. 



The States and Territories also have different policies and processes for the registration of  secondary schools/colleges as RTOs.  For example, in Queensland, this process is managed by the Queensland Board of Secondary School Studies for schools/colleges seeking to deliver courses up to Australian Qualifications Framework Level 2.  This Board reports to the Vocational Education and Training Accreditation Body.  In New South Wales, school districts within the government school system are able to gain RTO registration. 



The AEU believes that if VET in Schools programs and the qualifications young people receive as a result of these programs are to achieve and maintain credibility with industry, employers and the community, there needs to be consistency in the criteria and processes for RTO registration.  Secondary schools/colleges in the government and private sectors should be subject to the nationally consistent registration requirements and auditing processes.  



3.9 	Training Delivery Standard 1: Resources for Delivery and Assessment & Training Delivery Standard 2: Identifying Learning Needs and Designing Training Products 



The evidence requirements for these standards include “delivery personnel with appropriate qualifications, and experience, including assessor requirements as defined in the relevant Training Package assessment guidelines” and Personnel with appropriate skills and experience in interpreting competency standards and /or curriculum for training and assessment purposes (Australian Recognition Framework, January 1999, p.11)



The AEU’s view is that the terms appropriate qualifications  and appropriate skills are too loose and open to interpretation by the States and Territories and by individual providers. Depending on the scope of registration, and the number of different industry areas which the provider is delivering, there may be a wide variety of qualifications and types of experience necessary.  However, there are two matters which are common to all:



C	the necessity for professional teacher education qualifications which equip teachers with the pedagogical and methodological skills required to develop appropriate learning materials and learning strategies needed to deliver and assess vocational education and training.

C	the necessity for full industry qualifications and experience in the relevant industry area



It is essential to have a balance of these two areas of qualifications and experience.



The previous practice with regard to what was considered appropriate qualifications in TAFE has been that industry personnel were recruited into TAFE teaching and the employer (the system) provided time and resources for those teachers to undertake teacher education training, usually in work time. Some States had registration boards which determined the criteria for levels of qualifications and experience required for registration as a TAFE teacher in that State.  Some did not have registration boards, but similar criteria were incorporated into  industrial awards and agreements.  These criteria were used to determine starting salary, incremental progression and promotion.  Most had barriers to incremental progression beyond a certain level for TAFE teachers who did not undertake a teacher education qualification.  



The criteria are still current in many awards and agreements.  However, the rapidly increasing casualisation of teaching staff in TAFE over the past ten years has altered the situation because there may not be requirements for hourly-paid teachers to be qualified in teacher education, though in most cases they hold the relevant industry qualifications and experience .





�A national research project, report entitled “ The CBT decade: Teaching for flexibility and adaptability” conducted an investigation into the development and implementation of competency-based curriculum in Queensland and Victoria found that it was the instructional and curriculum practices that existed prior to the introduction of Competency Based Training that contributed most to the development of skilfulness and adaptability in the learner:



Consistently, the quality of educational encounters was reported as determining whether adaptability and flexibility are realised in students.  It seems that group activities, individualised learning, resource-based activities, project work and teacher guided experiences, as well as combinations of classroom and workplace-based experiences, are likely to deliver adaptability and flexibility.  However, it is in combination that such experiences are at their most potent.  It is the effective qualities of the “enacted curriculum” (that is, curriculum as it is implemented), something managed best by teachers with appropriate pedagogical knowledge and skills, that is probably most central to the quality of learning and the prospect of securing outcomes desired by industry, enterprise and individuals. (NCVER brochure “The CBT decade: Teaching for flexibility and adaptability” from a presentation by Stephen Billet at NCVER research forum, Adelaide, 10 November, 1999).



It is through professional teacher education and experience that the above skills are developed and yet this is an area that has been neglected by employers and governments in recent years.



The implementation of Training Packages makes it more critical for providers to have teachers with these qualifications, as the emphasis shifts to the development of learning strategies and resources at the provider level. The best way to ensure that a provider has: Personnel with appropriate skills and experience in interpreting competency standards and /or curriculum for training and assessment purposes (evidence for Training Delivery Standard 2) is to ensure that they have full teacher education qualifications, including assessor competencies and full industry qualifications and experience.  The fact that Training Packages contain assessment guidelines but no curriculum/learning resources, or learning strategies as endorsed components, has led to a perception that the VET system is now assessment driven.  This perception is reinforced by the fact that Training Packages require assessor qualifications but not teaching qualifications.



The AEU supports the establishment of a national education industry body with the responsibility to define the standards and qualifications required of  teachers of vocational education and training. These standards should be included in the standards for registration of training organisations.



3.10	Education ITABs



The introduction of Competency Based Training (CBT) and the establishment of competency standards aligned to qualifications levels was a progressive training reform initiative.  It gave the industry parties (employer associations and unions) through Industry Training Advisory Bodies (ITABs) responsibility for setting skills standards for particular industries and occupations.  



�





While there is evidence in recent ANTA evaluations that some ITABs may not represent the interests of all parties in their industry in general their role training advisory bodies is vital to the vocational education system.  National Industry Training Advisory Bodies (ITABs) now take responsibility for:



C	provision of advice on the training needs of their particular industry

C	advising on and development of Training Packages

C	marketing nationally recognised training to industry

C	providing assessment services if so desired



(The latter addition of ‘assessment services’ puts ITABs in a potential state of conflict with their role as advisors to government on critical training decisions and their use of public funds.  It also puts them in conflict with public and private training providers).   



Competency based training requires the learner to demonstrate ‘workplace’ competence in order to acquire a qualification.  While this can be ‘simulated’ the fact is it dramatically shifts the focus of training delivery away from institutional, classroom, time-based learning to nominal time, workplace-based learning.  Training can now be delivered at a time and location suitable to the employer.  In theory this choice was supposed to extended to the worker however choice is limited because of the differential power relationship in the workplace.  



The adoption by the Australian National Training Authority (ANTA) of Training Packages (comprising competency standards aligned to qualifications and assessment guidelines) as the main form of regulation of vocational education and training has created a split in the delivery of training, between competency standards and curriculum, between training and assessment and between teachers and the industries they serve.



The integration of competency standards and curriculum as well as teaching and assessment are critical to the success of reforms to the training system.  Just as important is the future cooperation between teachers and industry in the delivery of training.  Teachers and trainers should work to restore the continuity and balance in the delivery of nationally accredited portable education and training qualifications .



National ITABs have been established by ANTA for almost every industry in Australia yet there is none for the education and training industry.  Why is there no Education Industry Training Advisory Body to undertake the task of setting standards for teaching and learning?  The quality of teaching in the classroom or the workplace is critical to the achievement of occupational skills for workers and for achieving a competitive economy.











The qualifications of teachers and trainers should be of the highest standards possible.  Teachers and trainers need a forum to discuss these issues and to consider appropriate qualifications and service standards for the delivery of education and training.  A national Education ITAB could be a valuable vehicle for developing a plan for the industry and for setting quality standards for teachers and trainers.  Such a forum could also address the problems associated with delivering vocational education and training courses in secondary schools.



Industry is concerned about the quality of delivery of some Registered Training Organisations (RTOs).  A  Joint Industry Training and Education Council (JITEC) representing peak employer and union bodies expressed concern at reports that  ‘...some RTOs are issuing qualifications using processes which industry doubts are capable of achieving the requirements of Training Packages’.  



Reflecting concerns over the registration requirements for RTOs the Council decided to offer to work with ANTA to achieve ‘...a nationally consistent industry led process for registration of RTOs (especially quality endorsed RTOs) and audit arrangements (focussing) on whether the qualifications issued actually meet industry’s requirements as expressed in the Training Package’. 

A national Education ITAB could work with State Training Authorities and the industry parties to develop appropriate RTO standards, including occupational standards, for the delivery of quality VET programs.  Cooperation is the underlying principle in education which could assist in restoring balance to the national education and training system. 





�4.0	A Funding System for Diverse Needs



4.1	The Challenges �tc "4.1	The Challenges " \l 2�



�The TAFE system has largely continued to provide the broad range of courses and services needed by students, by industry and by the wider community. Evidence from employer satisfaction surveys, from student and graduate outcome surveys, from equity reports and from participation rates indicates that TAFE has, overall, successfully maintained its role in meeting the vocational education and training and further education aspirations of the Australian community.



�Having said that, it must also be noted that there is growing evidence that much of this success is despite, rather than because of, the current national structures and policies. There has, both in resourcing and structural terms, been a complex interactions between the national and State/Territory frameworks. While clearly there has been substantial positive change as a result of the national reform agenda, there is also much that has been destructive for institutes, for students, and for wider community aspirations.  The top-down, bureaucratic and ideological frameworks that have been imposed, particularly in recent years, have had a substantially negative impact on the operations of TAFE institutes around the country.

	

It seems more and more that a theocratic bureaucracy has seized control of the national vocational education and training agenda, implementing structures and systems based on faith; faith in marketisation and competition, in privatisation, in cost-cutting in the name of efficiency, in a specific and narrow view of industry needs which distorts the realities of whom TAFE serves and  ignores the complexities of TAFE’s historical and current roles. A theocratic approach to system planning and development fails to analyse the impacts of the recent reforms in any serious way.  Quality and effectiveness are paid lip service but do not seem to be a serious part of the national agenda. Serious cost benefit analyses are not undertaken.

	

Anderson  has noted some of the possible consequences of these trends if they are left unchecked:



In terms of their impact on TAFE, there is a strong prospect that the training market reforms will create a two-tier training system in which private providers cream off the most lucrative areas of training, leaving what is left of the public TAFE system to assume responsibility for meeting community service obligations in low cost areas of training. 



Such a development would inevitably result in a ghettoisation of the public training system, the residualisation of the remnants of the TAFE college system and the marginalisation of public sector graduates in the labour market. (p. 32)



(Are you being served ....., ESSSC, Melbourne 1995, Anderson, D)







�



The warning signals are becoming ever louder. Despite the efforts of TAFE institutes to continue to meet the needs of their local communities within state and national frameworks, there is growing evidence of a massive crisis emerging in our national vocational education and training system. The interactions of the structured marketisation of VET with the additional funding pressures imposed by, at least in recent years, both Commonwealth and state and territory governments, are the central key to this situation, although not the only factors which need review and redress. 

			

The financial viability of TAFE institutes in a number of systems has been substantially undermined and a number are in serious financial crisis. The recent establishment of reviews in Queensland, Tasmania and Victoria provide evidence of concern about TAFE funding. There are growing questions about the quality of some programs and of whether the current structures guarantee that the education and training requirements of students are properly met. Evidence is emerging of rorts in relation to the much vaunted New Apprenticeship system. (See Appendix 2).   Student services, integral to the role of TAFE in ensuring equal educational opportunities, are under threat. The quality of teaching is undermined by the growing casualisation of the teaching force and by massive workloads which impact both on teaching and learning conditions. Issues related to access and participation are becoming serious questions given the financial and structural pressures on TAFE institutes and on regional institutes in particular, as well as on individual students in an increasingly user-pays environment. 



There is growing evidence of a divide between education communities and national/government policy makers. The voices of providers, of teachers, of students and of local communities have too often been marginalised or silenced. At least in some cases, this includes a belief by local industries that they too are not always being heard.

		

The national framework provides a narrow focus which fails to reflect the realities of TAFE’s complex and multi-layered roles, the nature and aspirations of its clientele, and its links to local communities.



In recent times there have been a number of suggestions that the role of TAFE must be more clearly defined. There is a strong likelihood that this largely reflects concerns about the national and system level frameworks and the extent to which they fail to capture the complex realities of TAFE’s roles. TAFE teachers and institutes continue, with extraordinary success in the face of often overwhelming constraints, to endeavour to meet the genuine needs of their clients and communities but the growing pressures make this ever more unsustainable.

				

The pressures on TAFE systems have now lead three states to undertake reviews of key aspects of current policies and directions. The outcomes to date are extremely disturbing, but those systems are both highlighting the need and showing the way for the national level.





	

4.2	Vocational Education and Training in the 21st Century �tc "4.2	Vocational Education and Training in the 21st Century " \l 2�



The 1986 funding review recognised the complexity of TAFE’s educational roles and the need to ensure a holistic approach which addresses longer term goals and more general educational objectives such as the development of broad-based adaptive skills. That report recognised the danger of fee for service arrangements and an emphasis on ‘consumer sovereignty’ distorting educational processes towards the job-specific end of the scale.



While this paper has been unable to address all issues in full, there is at least some evidence that the quality and breadth of the programs offered to students is being undermined. Certainly the current structures of training create the real possibility of a narrowed focus.

	

At the least, the current structures and policy frameworks contain a tension between the push towards a fairly narrow skills focus and a recognition that the pressures of economic, social and technological change require a renewed commitment to lifelong learning.



Increasingly, more workers will require excellent interpersonal and human relations skills; critical analytical and interpretative skills and to be entrepreneurial and enterprising.  Increasingly, generalist skills are vital.



Robinson  argues that more investment is needed if we are to become a leading skills nation and that an appropriate benchmark for total investment might be to raise Australia’s position to that of the world’s leading economies in terms of national investment in skills and knowledge. This would require an increase from 6% of GDP to at least 7% of GDP over the next decade or two.



The impacts of the economic and social changes being experienced in Australia and internationally are not evenly distributed. While some groups are benefiting from these changes, a growing proportion of the population are finding themselves in insecure and marginal employment, with consequent affects on their income, their quality of life and on their relationship to social and community structures. The reality is that socio-economic and educational inequalities have a geographic component and that there is a strong neighbourhood relationship between these factors.



Issues of social justice are as central to the responses needed in the face of these directions as are issues of specific vocational skill shortages and development. Here too, the role of education and training systems is critical in providing people with opportunities to break through the barriers of poverty, educational disadvantage and disconnection from community. 



As the recent UNESCO Congress report has said in response to deep concerns about social marginalisation and labour market segmentation, more ‘comprehensive and inclusive systems’ are needed to ensure that technical and vocational education becomes ‘an effective tool to achieve social cohesion, integration and self-esteem’. This takes us squarely back to the roles that TAFE does and should play as we move into the next century.

�

4.3	The Role of TAFE �tc "4.3	The Role of TAFE " \l 2�



It is the very diversity of TAFE that is its strength and that underpins its critical role to the community, but that leaves it vulnerable to reductionist tendencies at a systemic level. The need to restate a vision for TAFE, as suggested earlier, has more to do with the tensions and contradictions found within national frameworks than in the work of institutes, although it is true that the impact of the national directions is inevitably influencing institutes’ sense of their role.

This view was essentially shared by the 1998 House of Representatives Standing Committee report:



While the Committee found that TAFE institutes have a clear sense of their role and mission, Governments at both Commonwealth and State/Territory levels have not clearly articulated their vision for and expectations of TAFE. 



The 1999 National TAFE Council Annual General Meeting of the AEU endorsed the view that:



...to be a successful modern society Australia needs a vital, relevant and forward thinking vocational education and training system. Its cornerstone is the public TAFE system. Such a system must meet the needs of students, educators, industry and society.



TAFE provides the foundation and much of the structure and delivery of Australia’s vocational education and training system. Its role within VET is broader and fundamentally distinct to the role of private providers but, as argued earlier, the role of TAFE extends beyond VET. 



TAFE as a public education system and community asset plays extremely complex and multifaceted roles in the development of Australia’s educational and skills base, in the achievement of broader government objectives and in the social, economic and educational enhancement of community life. TAFE as the public provider and an instrument of government policy is the key instrument in addressing market failure.

		

The House of Representatives report  identified the following as the key roles of TAFE:



C	Vocational education;

C	Adult and community education;

C	Second chance education; ad

C	Special needs education.



As the Standing Committee said:



Institutes of TAFE play special roles which other providers of further education generally do not fulfill. TAFE’s primary role is the delivery of vocational education and training but it strives to meet this role while monitoring social equity objectives. It is this unique aspect of TAFE that is its defining quality.

Within vocational education and training, TAFE provides preparatory and entry level vocational programs, advanced skills training, updating skills and programs for access and re-entry to the labour force and to business. 



As the Committee noted and as participation and graduate outcomes data testify, TAFE plays a crucial role in broadening access to education and training opportunities for the socially, economically and educationally disadvantaged. TAFE’s role as a significant provider of adult and community education provides locally accessible, community based education opportunities for adults. TAFE’s role includes, or should include, the provision of uneconomic programs and activities that are important to the local or wider economy and community in what has been described as ‘thin markets’.



As an integral part of the public education system, TAFE is positioned to provide articulation, credit transfer, dual awards and shared facilities with schools and higher education, and to provide access via a range of pathways including those that involve cooperative arrangements with both schools and TAFE. In regional areas, TAFE institutes can provide the only local access to higher education.



The House of Representatives Committee went on to identify a range of roles played by TAFE institutes as vital assets within local communities and as instruments of broader government policies. A particular focus of the Committee’s considerations was the role of TAFE in regional areas:



The existence of a vibrant TAFE sector in regional Australia is to be valued by all Australians. TAFE provides a range of services in rural communities which simply would not be readily available were commercial considerations to be the main priority. It is highly unlikely that private providers would or could offer at an affordable price he range and quality of programs in regional areas currently available through TAFE...In these areas, TAFE is more than just an educational institution. It provides a focal point for current technologies, philosophies and skills and can contribute significantly to a region’s social and economic growth.



The Committee noted that, in addition to the actual provision of education and training opportunities, regional TAFEs provide employment opportunities, keep young people in the area, provide a skills base for local industry and can help make new investment attractive. They can thus play an important role in regional development.



In addition, they support local social infrastructure by contributing to areas such as community services, child care and the arts. Such roles are particularly important given higher levels of unemployment in non-metropolitan areas.



The Committee argued that it saw it as vitally important that institutes of TAFE continue to focus on their whole of community approach and provide wide-ranging access to education and training for all groups.







The reality is that metropolitan TAFE institutes, particularly in areas with higher levels of socio-economic disadvantage and unemployment, can and do make similar contributions to the life of their local community. They can ensure that the particular educational needs and aspirations of their local community are addressed, both by negotiating and delivering programs and by working in partnership with schools and universities. They can assist in the provision of local employment, they can contribute to the social and community life of their neighbourhood and they can play an important role in making local connections. 



In addition, support for new regional or area support structures would enable the development of coordinated whole of government approaches which would locate education and training within the framework of an integrated approach to community and economic development and redress of disadvantage. The introduction of a Disadvantaged Regional Areas Program would allow such a whole of government approach. It would provide the basis and resources for the development of a local Community Development Plan combining industry policy, labour market programs, job creation and placement, welfare and community support and services and education and training, underpinned by a long term Education Equity Program involving full service education institutions which would place them at the heart of the community and integrate the whole approach. 



The AEU believes that TAFE provides training beyond normal requirements as it offers stability and continuity of supply in the face of cyclical commitment to training by industry and provides an opportunity for risk taking and innovation that would not necessarily happen if left to the private sector.



TAFE, with its expertise and knowledge, has a key role to play in policy development and implementation which is effectively discounted by current structures:



The problem with defining the relationship between the TAFE system and state training authorities as the purchaser/provider model is that it ignores the other functions of government. It reduces TAFE to ‘just another provider’ when in fact TAFE has the expertise and knowledge to contribute to the formation of policy and a broader role to play as a government owned vehicle for policy implementation. 

			

TAFE employs qualified teaching staff, has valuable intellectual and physical capital, and is educationally focussed on quality outcomes. 



The apparent tensions between national and statewide planning and policy development and local needs and perspectives could be addressed by recognition of the expertise located in TAFE through the incorporation of institute and local perspectives in the development of strategic directions and profile planning. Recognition of the community role (and ownership) of TAFE would also suggest a more inclusive approach generally to policy development.

4.4	Emerging roles �tc "4.4	Emerging roles " \l 3�



The House of Representatives Committee (HRSCEET 1998) additionally noted a number of emerging roles for TAFE. These include:



C	becoming increasingly flexible in course delivery;

C	delivery of VET in the workplace, including consultancy and training services both nationally and internationally;

C	increased engagement in Distance education, including development of material, acting as a broker and supporting students;

C	collaboration in the provision of VET in schools; the Committee noted that this would avoid unnecessary duplication and make courses more industry responsive;

C	export of education; and

C	greater involvement in collaborative research partnerships with the research arms of universities.



Such roles require serious consideration. They reflect the learnings which have led to the development of full service school approaches and which underpin the proposal for Disadvantaged Regional Area Programs touched on above.



Last but not least, the House of Representatives Committee noted that while it was in the long-term interests of industry to have well-educated employees who possess appropriate general and interpersonal skills as well as industry specific skills, industry itself has been reluctant to make this longer term investment.



In a sense this comment takes us full circle: back to the understandings that underpinned the Kangan vision of 25 years ago, and reflecting the inability of market structures to provide even the basic educational objectives of the Australian community.



TAFE, in brief, is not a business. It is an integral part of the public education system and a vital community asset. The full complexities of TAFE’s roles and contribution must again be given practical recognition within policy frameworks and strategic directions.



4.5		A New Deal �tc "4.5		A New Deal " \l 2�



4.5.1	Funding structures �tc "4.5.1	Funding structures " \l 3�



Proposals to transfer responsibility for vocational education and training to the Commonwealth have met with strong resistance from the states and territories in the past. While TAFE has developing links with higher education, this is at least as true and in some ways more pressing in relation to schools, which are a state responsibility.  Moreover, the two-tiered structure has created complexities but for much of TAFE’s history, it has also frequently meant that there is at least some buffer against the cost-cutting pressures from a particular level of government. 



The issue of who is doing the funding is far less pressing than the issues of what is being funded and at what level.



4.5.2	Funding principles



If TAFE is to overcome the developing crisis and meet the educational, vocational and social aspirations of  Australians in the 21st century, then the current structures must be reviewed.



C	The structures and resourcing of the vocational education system must be based on the recognition that TAFE is a vital public asset which underpins the whole vocational education and training system and plays complex and multi-faceted roles in the development of Australia’s educational and skills base, in the achievement of broader government objectives and in the social, economic and educational development of community and national life.



C	All Australians should have an equal right to access and participation in high quality technical and further education irrespective of their location, their capacity to pay or other factors. This includes a guaranteed year 13 for all young people who do not go on to university or get a job, as well as an active commitment to lifelong learning.



C	Governments have a responsibility to ensure that TAFE has the resources and supports  needed to provide high quality vocational education and training further education and, as the predominant provider of VET, is the quality benchmark setter.

			

C	A high quality TAFE system must be inclusive of and balance the needs of students, industry, educators, local communities and society and be able to provide leadership and advice about current and future education and training needs.



C	Educational disadvantage requires specific redress but must also be tackled within the wider context of socio-economic, employment and other barriers which disadvantage many Australians and lead to marginalisation, poverty and disconnection.



C	Emphasis on the creation of a largely artificial market and on excessive competition and cost-cutting in the name of ‘efficiency’ undermines the capacity of TAFE to fulfil its wider community responsibilities and leads to reduced access, narrowing of programs and objectives and threats to the quality of individual programs and the national system.  Contestable funding should only be applied for short-term, specific programs or where the local TAFEs are unable to provide particular programs.



C	While TAFE should certainly be efficient, quality and effectiveness are the key principles which must underpin the future development of vocational education and training.

	

4.5.3	Funding models								 �tc "
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Negotiation of a new ANTA agreement for 2001 must be based on these principles. Growth through efficiency policies must be abandoned. Competitive funding and marketisation must be restricted to clearly defined and specific programs which cannot be met by TAFE and which do not undermine the capacity of TAFE institutes to deliver their complex and multi-faceted roles.



The current funding levels, allocation methods and financial situation of TAFE institutes should be reviewed as a matter of urgency in every  state and territory as has occurred in Queensland. Such a review should give particular focus to the funding needs of regional institutes. The outcomes of such reviews should be aggregated nationally and form the basis of a national review of policy directions, including the appropriate level of contribution from states/territories.



The impact of funding models, user choice and contestable funding on the quality of programs, general and specific services and on student and community access should be reviewed in every state and territory as has occurred in relationship to apprenticeships and traineeships in Queensland. This should include a review of the resources available for student services. The outcomes of such reviews should be aggregated nationally and form the basis of a national review of policy directions relating to the VET market and user choice. 



In broad terms, subject to the detailed outcomes of those reviews:

										

C	Base funding for TAFE must be increased to address the transfer of institute funding to private providers, to redress the reductions in overall state and territory contributions since 1991-92, and to ensure viable allocations per Annual Hour Curriculum. 



This would ensure stability of Profile funding for TAFEs and enhance their capacity to meet  complex community needs, and to address longer term problems and more general educational objectives and wider government policies/objectives. It would provide the resource base to enable institutes to reduce current fees and charges to students and to  withdraw from the trend to a casualised teaching force.



As the House of Representatives’ Standing Committee noted, funding models in the states and territories must recognise that some institutes face higher costs than others because of their location and/or student profile. 



C	Commonwealth funding for growth must be reinstated to meet current levels of unmet demand and to enable all young people to access at least a year 13 guarantee.



C	The Commonwealth should contribute additional funds on a dollar for dollar basis to the States and Territories to assist TAFE institutes that enrol a disproportionately large number of disadvantaged students, as per the House of Representatives’ Standing Committee recommendation.



C	A Quality Improvement Program should be jointly funded by the Commonwealth and States and Territories additional to Profile funding to provide for quality improvement strategies including:

�<	staff development

<	product/curriculum development

<	quality innovation projects

<	initiatives to increase flexibility

<	research

<	planning and consultation with local communities and stakeholders

<	increased cooperation between TAFE and schools in delivery of VET



While the bulk of this fund would be allocated as an additional targeted base grant to institutes, a proportion of it should be allocated on a project basis.



C	The Commonwealth and states and territories should jointly establish an Education Equity Program (EEP)which would ensure that services, programs and support structures meet the needs of disadvantaged students and local communities.



Such a program should be linked to a Disadvantaged Regional Areas Program (DRAP) which would provide resources for a whole of government approach combining industry policy, labour market programs, job creation, job placement, education and training and community welfare support and services.

		

Provision of a universal careers guidance service as recommended by the House of Representatives’ Standing Committee would also link in with these proposals.
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C	The complex roles TAFE plays should receive full consideration in future directions, and national policy frameworks and directions must be centred on quality and effectiveness as the most critical elements of a national system.



C	System and national data should be collected and reported on staffing information, including the numbers of teachers and education workers in each state, the effective full time numbers in each case, and the numbers of both teachers and education workers who are employed on permanent, contract and casual/session bases. Such information should include workload related data such as average student contact hours (ASCH) per EFT teacher and average and maximum class sizes per field of study and AQF level. 



This data should form the basis of a review of the impact on teaching and learning conditions with a view to developing guidelines on staffing structures which enhance quality, effectiveness and fairness for workers and students.

		

								



C	A representative national body should be established with the responsibility to define the standards and qualifications required of teachers and trainers in vocational education and training. These standards should be included in the standards for registration of training organisations and should include teacher education qualifications, industry qualifications and experience and staff development.

	

C	Quality assurance and compliance audit mechanisms should be strengthened within a nationally consistent framework, including compliance with Occupational Health and Safety standards.

	

C	The Australian Recognition Framework should be amended to include more specific criteria  relating to the availability of student services and facilities as well as definitions of what constitutes appropriately qualified staff, compliance with relevant Awards and Agreements, and requirements for student and staff feedback systems.
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C		New representative consultative and advisory bodies should be established at system and national levels to allow for the participation and representation of all stakeholders in the shaping of TAFE directions, including relevant education unions, students, the union movement, industry, community groups and state training authorities and governments.



As an interim measure the ANTA Board should be expanded to include a representative of TAFE Directors, the AEU and a representative from an appropriate student association.



C	Representative regional/area bodies should be established to work cooperatively on the development of whole of government planning for industry planning, employment related issues, education and training and community welfare and support services.



C	The development of State Profiles and strategic plans should be informed by institutes, who can provide input about local community demand from students, industry, enterprises and the community.



C	TAFE stakeholders, including education unions, student and community bodies, ACE, other unions and industry groups as appropriate should form stronger alliances to help shape the debates about and future directions of TAFE and to campaign for the resources TAFE needs to ensure that all Australians have access to high quality vocational education and training and further education.



�

4.8	National Plan for TAFE

 

There is a need for a national Plan for TAFE as the major provider of vocational education in Australia.  The current Federal Coalition Government include such a plan in its policy statements it nevertheless pays lip service to implementing this commitment.



It is timely to consider appropriate changes to public policy to ensure the survival and growth of the national TAFE system.  This includes not only the source and level of funding but the basis for allocating public funds and the mechanisms for ensuring quality outcomes from training.



A national Plan for TAFE would have the following elements:



�C	guaranteed funding for TAFE at 1995/96 levels

C	restoration of growth funds

C	provision for community service obligation

C	a fee-free year in TAFE for all school leavers unable to obtain a job or university entrance



The policy is based on the principle that:



C	TAFE should deliver all vocational education programs unless there are no existing educational staff employed by TAFE who are available to provide those services; and

C	non-TAFE providers delivering TAFE programs meet the same human, physical and qualifications requirements as TAFE.

�5.0 	VET in Schools



5.1  	The quality of provision of VET in both government and non-government schools



There has been significant expansion of VET in Schools Programs over the past three years.  This has followed an allocation of $ 20 million per year over four years of ANTA funds in the 1996 Federal Budget for the development of VET in Schools programs.  In the first two years of the four year period, we have seen the introduction of arrangements to recognise VET qualifications within senior secondary certificates, procedures for the implementation of the National Training Framework within the secondary school sector by State and Territory authorities and accreditation agencies and the development of nationally agreed principles to guide the development of VET in Schools and New Apprenticeships for school students.



The numbers of school students undertaking training as part of their senior secondary studies has expanded from approximately 60,000 in 1996 to approximately 117,000 in 1998 and was projected to reach 129,000 in 1999.  ("Partnerships for Growth" Report of the MCEETYA Task Force on Vocational Education and Training (VET) in Schools).



The AEU supports the provision of VET for secondary school students. There is evidence that it provides further opportunities for young people at the point of transition from school to work. A report, Vocational Education and Training in Senior Secondary Schools, the findings of research conducted in 1998 by the Vocational Education and Assessment Centre found that:



*	VET programs had grown significantly within the past five years and had enriched opportunities for teachers and students. 



Of the student experience, the research found:



Few of the 177 who participated having anything negative to say about VET. The vast majority of students (83 per cent) said they thought the VET program would help them get an apprenticeship or into other study.  Their top three reasons for choosing VET courses were “having an interest in the area” (75 per cent) “thought it would help me get a job” (60 per cent) and “it’s what I want to do in the future” (50 per cent).  Only one in 10 students surveyed said they wanted to go on to university.

(“The Neglected VET,” by Amanda Tattam, Australian Educator, No22 Winter 1999, pp 13 & 14)

  

VET in Schools programs are continuing to be popular with students and with their parents. However, the AEU is concerned that the growth of VET in School programs in the past 4 years has been haphazard, with insufficient funding available for quality provision and little overall planning for a context which should include a balance of industry needs, individual student needs and aspirations, community needs and aspirations and school administrative needs. Researchers found that:



�*	VET exists at the margins of senior secondary education.  Many schools have not integrated VET into their structures, such as timetabling and resource allocation. Dual and conflicting assessment criteria are an issue, and work placements are difficult to come by in some areas.

(A. Tattam, Australian Educator, p 13)



The introduction of VET was done without sufficient staff development and consideration of the workload and resources. 



Forty-four per cent of  teachers surveyed said that they were attracted to the benefits of VET for students, 26 per cent said that it was the course they had always taught and 23 per cent said they were asked or told to teach VET.  The majority of teachers (66 per cent) had done professional development to teach VET but the rest had not………



On the issue of teacher workload, the results show teachers are overworked: 64 per cent said their workload had “greatly increased” and 27 per cent that it had “slightly increased”. 

	(A Tattam, Australian Educator, p 13)



Initial and on-going problems have also been created by the separate nature of School and VET systems, structures and bureaucracies at the national level, at the State and Territory level and, in some cases, at the local level.  This has led to unnecessary duplication of resources and poor communication among people who all have a valuable contribution to make.  The AEU policy is to strengthen partnerships between schools and TAFE in the delivery of VET programs to secondary school students. Examples of local and regional cooperation among schools (in some cases, clusters of schools), TAFE institutes, local community groups and industry have emerged.  These models of partnership among the stakeholders are proving to be very successful in achieving positive outcomes for students such as increased retention, employment opportunities or orientation towards further study in VET or non-VET areas.    
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The AEU believes that the rights and needs of the young person are paramount in developing VET in Schools programs.  In planning and managing the VET programs, the school must play a central role with strong links to TAFE, industry and appropriate community groups.





The AEU believes that the following principles are critical to the achievement of quality provision of VET for secondary school students:



�C	Support for Public Education



Government schools and TAFE institutes must be supported.  Partnerships between Government schools/colleges and TAFE Institutes should be strengthened to avoid duplication of provision and to provide young people with access to the best facilities and industry-based expertise.



C	The Secondary School Curriculum:



The implementation of vocational education programs for secondary school students should provide opportunities for students to gain knowledge about work and industry-based skills in the context of a broad general education which provides preparation for employment, for lifelong learning, for participation in public life and for personal development.  The senior secondary curriculum should emphasise the development of critical thinking through a broad range of subject areas and through teaching and learning methodologies which encourage independent learning. 



C	National Standards:



Vocational education courses must be based on endorsed national standards leading to qualifications within the Australian Qualifications Framework and should provide for student articulation into further study and/or employment.  



C	Equity:



Vocational education must be accessible to all students regardless of  racial and cultural background, employment status, gender or socio-economic background.  The school must have the responsibility for  student counselling, selection and placement of students in courses.



C	Qualifications of Teachers:



Teachers of vocational education must have recognised and agreed qualifications.  There should be a national  teacher registration process.  There should be the provision for recognition of prior learning.  The qualifications must be agreed between the AEU and its Branches and Associated bodies, other unions, the employers and the providers of teacher training.



C	Rights and Entitlements of the Student:



The industrial rights of students in all vocational courses must be protected. Employment relationships for students undertaking Apprenticeships or Traineeships should be negotiated through the relevant trade union and according to the National Training Wage Award or Training Awards under relevant State Industrial Relations legislation.



Relevant legislation regarding workers’ compensation arrangements will apply.



C	Occupational Health and Safety:



Occupational Health and Safety provisions will apply . There must be compliance with those provisions which are mandated by law. Safety rules and procedures should be consistent across industry, schools and TAFE and must be of the highest standard. Resources must be provided for development of teaching and learning materials dedicated to Occupational Health and Safety to be used to support National Training Packages 



5.2	Secondary Schools as Registered Training Organisations



Schools can form partnerships with TAFE, other Registered Training Organisations (RTOs) or Group Training Companies(GTCs).  To teach VET programs which lead to nationally recognised qualifications, without such partnerships with TAFE, they have to become RTOs in their own right.



There are several possible approaches for schools to deliver VET programs as or through RTOs.  

These could include:



�"	direct registration as non-TAFE RTOs;

"	delivery through a memorandum of understanding or a co-operative arrangement with a TAFE institute, a GTC or another RTO which supervises or auspices the training and assessment;

"	registration of either the school education authority (government or n0n-government) or the senior secondary credentialing authorities as an RTO, giving the authority the responsibility for the supervision and quality of the training and assessment;

"	the use of credit transfer to allow school-based VET qualifications or credits to gain credit towards or recognition against VET qualifications.	

"	�J Keating, “Australian Training Reform Implications for Schools”, Curriculum Corporation, 1998



The AEU believes that partnerships between schools/colleges and TAFE should be strengthened  to avoid duplication of resources and to enable young people to have access to the best expertise, facilities and resources available.  



There are many examples of such partnerships and of cluster arrangements where school/colleges band together to provide VET programs for their students in conjunction with TAFE institutes, Group Training companies, industry groups and other, often assisted by programs such the Jobs Pathway Program, The Australian Student Traineeship Foundation and the School to Work Program.  In some cases, partnerships which may have enhanced the quality of the VET programs on offer have not been established.  





There are many situations in which secondary schools/colleges seek to gain registration as Registered  Training Organisations under the National Training Framework in their own right.  It may be in remote or rural locations where access to a TAFE institute is difficult or it may be the decision of the school/college that it is in the best interests of the student or school community.



There is debate within the AEU about the notion of schools being registered as RTOs.  This is, in part a recognition of the increased workload at the school/college level that has arisen as a result of the implementation of VET in Schools.  The process of applying for RTO registration significantly adds to the administrative burden of Principal class and Allied staff and system-wide registration should be considered.



The States and Territories have different policies and processes for the registration of  secondary schools/colleges as RTOs.  For example, in Queensland, this process is managed by the Queensland Board of Secondary School Studies for schools/colleges seeking to deliver courses up to Australian Qualifications Framework Level 2.  This Board reports to the Vocational Education and Training Accreditation Body (VETAB). For courses beyond AQF Level 2, the process is monitored by VETAB, which has authority for the registration of training organisations generally in Queensland.  In New South Wales, school districts within the government school system are able to gain RTO registration.  In the Australian Capital Territory, some senior secondary colleges have gained RTO registration in their own right. 



The AEU believes that if VET in Schools programs and the qualifications young people receive as a result of these programs are to achieve and maintain credibility with industry, employers and the community, there needs to be consistency in the criteria and processes for RTO registration.  Secondary schools/colleges in the government and private sectors should be subject to nationally consistent registration requirements and auditing processes. 



Section 3 of this submission provides analysis of the criteria for registration of Training Organisations as contained in the Australian Recognition Framework.  This submission makes recommendations for the achievement of more national consistency in the monitoring /processes and more specific criteria regarding the qualifications and professional development of teachers, standards for Occupational Health and Safety and evidence of compliance with industrial awards and agreements .  



All of these recommendations and the points made in Section 3 are also relevant to VET in Schools because the quality of VET in School programs, as with all other VET, is assured through compliance with and consistent application of the principles and processes of the Australian Recognition Framework. 



5.3 	Relationship with General Education, accredited National Training Packages and Higher Education



Current AEU policy on VET for Secondary School students states:



The prime function of educational provision is to:





i. 	prepare young people for quality participation in adult life  –  including participation in all levels of the workforce.



ii.	encourage and enable all people to re-enter the education system to enhance their quality of life as well as to update and learn new workforce skills.  Such quality educational provision can only be guaranteed through public education facilities.



and



These policies must ensure that such design and delivery is broad based and recognises the needs of individuals, communities and industry, enabling access by all individuals to all levels of the workforce.  It must not be dictated by narrow enterprise or short-term industry needs or influenced by the prevailing economic ideology.



and



The AEU believes that vocational education should include within National Frameworks components of personal development that encourage the development of skills in self-expression and public debate, beyond pure workplace literacy and numeracy skills.



The AEU supports the opportunity for secondary school students to have access to qualifications under the Australian Qualifications Framework.  For students, this should increase opportunities for both employment and further study.  Gaining AQF qualifications will ensure portability of those qualifications and employment skills as well as compatibility with further TAFE or university study.  It is crucial that the choice to undertake VET studies provide young people with more career and study choices rather than the opposite.



AEU policy on VET in schools is based on the belief that all students have a right to a broad, rich, general education and that it is the responsibility of educational institutions to provide equitable access to a quality general education for all students.  VET is therefore merely one option provided to students in the context of their general education.  



Students must not be “streamed” into specific VET programs on the basis of gender, ethnicity, disability, academic performance or any other criteria. Models of VET which provide dual recognition for VET within senior secondary certificates enable students to keep open a number of options to pursue after secondary schooling.  Current AEU policy states:



The AEU’s approach to VET programs is that it is in the post-compulsory years, ie Years 11 and 12 or equivalent, that VET courses linked to accredited National Training Packages and leading to a qualification under the Australian Qualifications Framework should be implemented.



Curriculum for students in the compulsory years, ie up to Year 10 or equivalent, should provide an orientation towards the world of work through VET studies but avoid a narrowing of student choice through early specialisation.  



A broad, rich general education which increases rather than limits young people’s opportunities must be available to all students in the compulsory years of schooling. A broad and general education in the compulsory years of school is also critical to the development of the generic skills/key competencies which are desirable not only for employment but also for full participation in all aspects of life. 



Early specialisation in VET courses of study in the compulsory years of schooling could lead to the practice of “streaming” which occurred systematically in past decades where students were forced to specialise in a particular technical course of study in the second or third year of secondary school.  This specialisation was often on the basis of gender, location and social class, ie, girls opportunities limited to secretarial studies and so on.  VET entry level training and career education programs should be constructed in ways which benefit all students by expanding programs’ access, variety and scope.



It must be noted, however, that there is evidence of considerable success in increasing school retention rates of some groups of young people where innovative, and interesting and well resourced VET programs are available to students in Years 9 and 10.  Tony Dreise, national executive officer of the Aboriginal and Torres Strait Islander People’s Training Advisory Council has said that indigenous youth could benefit from VET in school in Years 9 and 10.  



Indigenous youth are voting with their feet, early and in high numbers, with 70 per cent leaving before Year 12.  It is still early days for VET in schools for Aboriginal and Torres Strait Islander students, and we don’t have strong statistical evidence, but anecdotes from schools in the Northern Territory indicate that VET improves retention rates and employment prospects for indigenous youth.  Forty-eight per cent of the indigenous population is under the age of 19 and over 40 per cent is under 15.  We cannot persist with current educational outcomes and extremely high levels of unemployment.  (“Australian Educator”, No. 22 Winter 1999, p.16)



However, it is very important that a decision to undertake a VET course does not limit a student’s option to study at university.  



It is also important for the status of VET courses that they are able to attract students who are considering the option for further university study as well as options for employment or further VET.  There are a number of issues related to the willingness or capacity of university admissions processes to give sufficient value to VET courses undertaken in senior secondary certificates.  



These are :



�C	the “ad hoc” nature of current credit transfer arrangements for VET generally



C	understanding by universities of competency-based education and assessment



C	graded competency-based assessment



C	depth of underpinning knowledge in VET courses  



C	the extent to which VET courses are included/embedded in senior secondary certificates

�

The following shows how the states and territories have included VET in their Senior Secondary Certificates.



STATE AND TERRITORY POLICIES ON THE INCLUSION OF VET IN SENIOR SECONDARY CERTIFICATE PROGRAM



State�Current Policy��ACT�Vocational curriculum is embedded within the general education curriculum.

Vocational courses fall within three categories:

Vocational (V) courses are based on Training Packages or industry endorsed competency standards and which deliver nationally recognised vocational certificates.  V courses may also be board-accredited courses with or without tertiary recognition.

Employment (E) courses which are not nationally recognised and are being phased out.

Registered (R) courses.  These are usually recreational courses, but may include vocational courses.  No board-accreditation is required, and courses may be delivered by an external provider.  Contribution towards the ACT Year 12 Certificate is minimal.��NSW�The NSW Board has developed a number of Vet courses based on competency standards and/or national modules, where these exist.  Some courses have been developed by schools or school systems, and have been endorsed by the Board.  All VET courses have been developed in consultation with industry.



Courses or modules within courses which cannot be delivered by schools may be delivered by other Registered Training Organisations (RTOs).



VET courses may be studied over Year 11 and/or Year 12, and contribute units towards the Higher School Certificate (HSC).��NT�The NT Board of Studies (NTBOS) and the Senior Secondary Assessment Board of South Australia (SSABSA) curriculum is offered.  Curriculum is developed in collaboration with schools and industry.  Individual NTBOS Subject Area Committees make decisions on whether to embed VET modules/competencies within NTBOS accredited courses.



In addition, stand-alone VET modules can be packaged and given Northern Territory Certificate of Education (NTCE) unit equivalence.  A total of 50-60 hours of VET modules is granted status for one NTCE unit.  Under normal circumstances, 12 units of credit for VET may contribute towards the completion of the NTCE.��QLD�The Board of Studies develops syllabuses for Board subjects or study area specifications for Board-registered subjects.  These delineate two-Year courses of study.  Some syllabuses and most of the study area specification for Board-registered subjects embed competencies or Certificate I and II courses; these are drawn from Training Packages, where they are available.  If none exist, the Board will develop courses based on endorsed competency standards.



Schools may implement stand-alone courses provided they are outside Board-developed courses, or if they meet key local needs.



Schools also make arrangements with TAFE institutes and other RTOs to deliver VET to secondary schools students.���SA�SA Board of Studies recognises all VET curriculum and Training Packages.  VET is currently integrated within the senior education curricula in two ways:

"	VET is embedded in Board-accredited subjects; the decision to embed is made at the school level.

"	Stand-alone Vet is recognised as South Australian Certificate of Education (SACE) units.  Combinations of VET modules that total 50 nominal hours of instruction time are granted status for one SACE unit.  Where nominal curriculum hours are not provided, the Board negotiates the amount of status to be granted towards completion of SACE requirements, either prior to commencement or on completion of the training.  The packaging of the combinations is a school-student decision.  Maximum credit available is 400 hours, or 8 units at Stage 1 (Year 11).��"	TAS�"	In seven industry areas, Tasmanian Certificate of Education TCE Vocational Studies (VE) syllabuses have been developed to incorporate VET curriculum.  They are used to assist delivery of VET courses and programs.  VE syllabuses will be phased out in the Year 2000.��"	VIC�"	The Board of Studies recognises accredited VET curriculum for contribution on the VCE.  Modules are packaged to provide equivalent VCE units.  In some industry areas, credit transfer for some modules is available from VCE studies.  VET in Schools providers are registered by the Office of Schools using the same registration criteria applied by the Office of Training and Further Education.  There are 24 VET in Schools programs available.��"	WA�"	The Curriculum Council recognises student achievement in all VET curricula.  Schools embed a selection of modules in appropriate subjects, mainly vocational subjects.  VET studies completed in addition to Curriculum Council subjects are not currently recognised for Secondary Graduation Western Australian Certificate of Education (WACE), but are recorded on the Statement of Results.��"	(John Firth, “Assessment and Accreditation”, Quality VET in Schools Conference Papers, Melbourne 27 May 1999)



The acceptance by universities of VET courses in their admissions policies and processes varies  around the states and territories.  A recent ANTA report suggested that the following are some of the approaches taken by universities:



(i) 	Base the calculation of university entrance scores on the full number of courses required for completion of the senior secondary certificate and prohibit the inclusion of VET courses.



This would compel students to:



"	take VET courses in addition to the minimum requirements for the completion of their senior secondary certificate; or

	

"	complete the minimum number of courses required for their senior secondary school certificate, include VET courses and give up the option of going to university on leaving school; or

	

"	avoid VET -in -school courses, even though they may be particularly likely to benefit from them.



(ii) 	Base the calculation of university entrance scores on the full number of courses required for completion of the senior secondary certificate but limit the number of VET courses included to only one or two.



Students may want to take more than one or two VET courses because some VET courses complement each other well and together provide better preparation for work and faster progress to higher AQF qualifications.  Such students would be compelled t

	take only one or two VET courses; or

	

"		take more VET courses and sacrifice the option of going to university; or



"		take more VET courses but keep the university option open by taking more than the number of courses usually required.

	

(iii) 	Recognise, as eligible to apply for admission, those students who have included a VET course in their senior secondary certificate program but calculate their university entrance scores only from their results in their non-VET courses.



(ANTA Discussion Paper,

Recognition by both Industry and Higher Education of Student Achievement in VET-in- School Courses, 1999)



Many of these options would clearly have the effect of discouraging students from undertaking VET courses and at the same time, undermine the status of those courses in the eyes of the parents, students and the community generally.



The issue of graded competency-based assessment is one which is widely debated in VET “circles”, not merely in relation to VET in schools, but among TAFE teachers, employers and industry generally.  There are suggestions that being assessed as merely “competent” or “not competent” can remove a student’s motivation to do his/her best, so it has pedagogical implications for teachers in the development of teaching and learning strategies in line with National Training Packages.  There are also suggestions that employers want more information about a prospective employee than is provided by a “competent” assessment against standards.  These issues are currently being explored in national research.  With regard to university entrance, the issue is that the calculation of university entrance scores usually involves assessment that ranks students in order of merit.  



It may be that what is required for universities to treat VET courses in the same way as other courses would be additional assessment and reporting on top of assessment against the performance criteria in the relevant National Training Package.  Another option would be to have graded competency-based assessment.  There needs to be much more debate and discussion  about these questions among teachers, industry and the university sector.



5.4 	Effectiveness and quality of curriculum materials and teaching



There is a need for an extensive debate about the educational aspects of National Training Packages, not just in relation to VET in Schools programs but in relation to VET generally.  The term “Training Package” is an unfortunate one, as it implies that the packages are training manuals or curriculum documents.  Much of the material written about National Training Packages and their place in the National Training Framework implies that indeed they were intended to replace curriculum.  Certainly the presence of assessment guidelines and the absence of teaching/learning guidelines in the endorsed components has led to the perception that the system is now assessment-driven and that teaching is somehow unimportant.  As the Training Packages have been progressively released, there is a growing understanding in the “VET community” that they are inadequate on their own and that a great deal of resources need to be made available for curriculum materials to support the Training Packages.  

This parallels the growing understanding that the knowledge which underpins the competency standards needs to be stated in the Training Packages, or , at the very least, taught to students in their VET courses.



There is, therefore. a great and growing need for curriculum materials, books, videos, CD Roms, web pages etc to be produced to support the Training Packages.  There is a also a need for resource allocations to providers to develop materials, in line with the principles of flexible delivery, which are tailored to the particular needs of students.  These issues apply to VET generally.  



In relation to implementing VET in Schools, there has been some specific attention to the need for teaching/learning materials to support National Training Packages. In 1996-97, the Curriculum Corporation was allocated $409,000 to produce the following products:



�C	a VET in School database

C	a VET in Schools Framework for Development

C	a VET in Schools Teacher Support Pack

C	VET in Schools Course Support Materials



Further funding has been made available to the Curriculum Corporation since then for further development of materials.



Materials produced by the Curriculum Corporation are of a high standard, but  they are inadequate in scope and in quantity to meet the needs of teachers and students.



�Equally critical is the issue of teacher qualifications and professional preparation.

There is some concern about teachers of VET without teacher education qualifications teaching in  schools and there is some concern about school teachers without industry qualifications and experience teaching VET subjects.  The challenge is to accommodate both perspectives, ie, both professional teacher training, necessary to develop the methodological and pedagogical skills necessary and full industry qualifications and experience. It is necessary to look realistically at the full range of qualifications, competencies and experience required to fit the diversity of VET delivery.



Schools are often required to use industry experts to teach particular courses or modules and these industry experts may not have qualifications such as Bachelor of Education or Diploma of Education.  For example, in the hospitality area, a school may be required to use the services of a fully qualified and experienced chef. Similarly, to deliver modules in the Electronics area, a school may enlist the services of a fully qualified and experienced electrician. It is unlikely that a school staffing would include teachers with such industry background.  It is also unlikely that such people would hold teaching qualifications if they are recruited directly from industry.  If they are experienced industry trainers they may hold the Certificate IV in Assessment and Workplace Training.









The AEU has identified a range of concerns about the use of such people in schools:



�C	there is a potential to undermine the profession of teaching;

C	employers may cut costs by employing such personnel on salary levels below that of qualified teachers;

C	they may be employed in precarious forms of employment, ie fixed term contract or casual

C	these people are unfamiliar with their “duty of care” responsibilities towards children;

C	they do not have experience with teaching methodologies appropriate for secondary school students;

C	their inexperience can create additional workload for other teachers .

�

The State and Territory education systems have differing arrangements for managing the use of such personnel in schools.  For example, the Queensland Registration Board has determined that VET teachers without teacher qualifications should be supervised at all times in the classroom by a fully qualified teacher.



Concerns have also been raised about the use of school teachers to teach VET courses or modules of courses where those teachers do not have the full qualifications and experience in the relevant industry area.  This situation is likely to arise where the school is unable to form partnerships with TAFE or because the relevant industry personnel are not available.



The National Training Packages in each industry area determine that those who are teaching and assessing must hold a qualification at the same level as the qualification they are teaching.  One of the fundamental principles of VET is that it is contextualised learning - the context being industry  and on-the-job practice. It is critical that students are learning with the guidance of personnel with full industry qualifications and experience.  Some secondary teachers involved in VET courses have also gained qualifications in Workplace Training and Assessment as part of professional development programs.



�The AEU also has concerns about school teachers without full industry qualifications and experience delivering VET courses:

	

�C	inability of those without considerable industry experience to translate the theory into industry practice;

C	the potential to undermine the status of the trade or profession (industry area);

C	potential for insufficient emphasis on occupation health and safety  in the VET  curriculum;

�C	recognition by industry of the course undertaken or qualification gained by the student.



VET is a very diverse area. The staffing needs may be as diverse as the curriculum offerings and administrative arrangements. VET in schools is being taught by TAFE teachers either at TAFE or in school, by school teachers with or without “guest lecturers” or “industry experts”. 









What we need to grapple with is how to maintain the integrity of the teaching profession and the integrity of industry knowledge and skills while meeting a range of staffing needs. To further complicate the matter, these needs are not static. The reality of rapidly changing technology and changing workplaces determines that there is an ongoing need for up-to-date industry skills and knowledge.  



Other industries have ITABs which develop the standards and competencies for that industry but the education industry has none.  



There have been many projects to develop competency standards in particular areas.  The Training Package for Workplace Training and Assessment is the only national set of standards which related to the teachers/ trainers in the VET system.  The Certificate 4 in Workplace Training and Assessment has become a defacto entry-level standard for TAFE /VET teachers.  Some TAFE systems require teachers to gain this qualification regardless of the fact that they may never go anywhere near a workplace, but indeed do all of their teaching in the institution. 



This Training Package is inadequate to meet the needs of the VET sector. The AEU urges the Federal government to establish an Education Industry Training Advisory Body (ITAB).



It is necessary in the delivery of VET to secondary school students to balance the practical and industry based focus with the responsibility of schools to be  mindful of the developmental needs of the young person on a number of levels.  Achieving this balance is critical if we are to avoid the notion of schools as “factory fodder” for industry.



Appropriate qualifications for VET teachers are critical to achieving this balance.  



5.5	Funding for VET in Schools



Funding arrangements for VET in Schools have been inadequate to meet the demands of full implementation, including teacher training and professional development. 



The Commonwealth Government provided a total of $187 m in a series of measures in the 1996-97 budget for the Years 1997-2000.  These measures were:



�C	$80 m of ANTA funds

C	$23 m for the School to Work Program

C	$40m for the Australian Student Traineeship Foundation (ASTF)

C	$38 m for workplace coordinators to be provided through the ASTF

C	$ 6 m for the Jobs Pathways Program (later raised to $13.5m)

�



A report from the MCEETYA Taskforce on Vocational Education and Training (VET) in Schools has estimated that :



VET in Schools is more expensive than general education, both now and over the period 2001 to 2004, ie the additional costs are $64.5m in 1998 rising to $101.3 m in 2004.  This takes into account their estimate that general recurrent education funding is also contributed, totalling $61.5 m in 1998 and $119.4 in 2004.

Partnerships for Growth , 

Report of the MCEETYA Task Force on Vocational Education and Training (VET) in Schools, April 1999



The same report estimated the current and projected costs as follows:



National Cost of VET in Schools�������1998��2004����Off Job�On Job�Off Job �On Job��Hours�12647916�5517766�	24951360�9389.309��

$/Hour

Corporate VET & Establishment

Costs�$0.88�$0.84�$0.62�$0.58��Coordination & Delivery Costs�$6.05�$6.11�$6.05�$5.20��Total Cost/Hour�$6.93�$6.95�$6.67�$5.78��

Total VET Costs ($’000)

Corporate VET & Establishment

Costs�11130�4635�15470�5446��Coordination & Delivery Costs�76520�33714�150956�48824��Total�87650�38349�166426�54270��

Less Equivalent Cost of General Education ($’000)

General Education

-$4.30 per hour�	�54386�(7,118)*��107291�	(12,112)*��

Additional Cost of VET ($’000)

Additional Cost of VET�33264�31231�59135�42158��Total Additional Cost of VET�64495��101293���



The AEU’s position is that these costs are conservative and that clearly additional costs have been met through a redirection of state and school budgets and even through student and parent outlay.



Anecdotal evidence shows that, although VET in Schools is often described as an opportunity for disadvantaged students, or for those who are disengaged or disaffected with secondary schools, the additional cost incurred in undertaking a VET in Schools program makes yet another opportunity for already advantaged students.  At a metropolitan secondary school, a figure of $2000 was quoted as the cost incurred by a student or his/her family to undertake a Certificate 2 in Hospitality.  This cost covered additional materials and equipment not provided by the educational institution. 
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��Glossary



ACE			Adult and Community Education

ACOTAFE	Australian Council on Technical and Further Education

AEU			Australian Education Union

AIEWs		Aboriginal and Islander Education Workers

ANTA		Australian National Training Authority

AQF			Australian Qualifications Framework

ARF			Australian Recognition Framework

AVETMISS	Australian Vocational Education and Training Management Information Statistical Standard



CBT			Competency Based Training



DEET			Department of Employment, Education and Training

DEETYA	Department of Employment, Education, Training and Youth Affairs

DETIR		Department of Employment, Training and Industrial Relations (Qld)

DETYA		Department of Education, Training and Youth Affairs



HRSCEET	House of Representatives Standing Committee on Employment, Education and Training



KPMG		Klynveld Peat Marwick Goerdler



MCEETYA	Ministerial Council for Education, Employment, Training and Youth Affairs

MINCO		Ministerial Council on Vocational Education and Training



NA			New Apprenticeship

NCVER		National Centre for Vocational Education and Research



RPL			Recognition of Prior Learning

RTO			Registered Training Organisations



TAFE			Technical and Further Education



VET			Vocational Education and Training

VETAB		Vocational Education and Training Accreditation Body
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��APPENDIX 2



USER CHOICE CASE STUDIES





CASE EXAMPLE 1



Employer Type:	National Donut Franchise



Descriptor:		Numerous Level II Hospitality Patisserie and Level II Retail Operations trainees.

*	Number of trainees were responsible for supervising shifts at various times throughout the week.

*	All applicants were engaged on a casual basis despite the fact that part-time was indicated on the Training Agreements.

*	Employer indicated other franchises located in other regions had already had Training Agreements approved where the trainees were engaged on a casual basis.



Outcome:		Employer given two options, ie, withdraw Training Agreements or re-submit the Training Agreements with evidence verifying that the terms of engagement of the applicant trainees had changed to indicate employment on a full-time or part-time basis.  Registered Training Organisation responsible is prioritised for audit.



CASE EXAMPLE 2



Employer Type:	National Supermarket Chain



Descriptor:		Five Certificate in Food Processing applicant trainees.

�*	Applicant trainees engaged as Workplace Health and Safety Officers undertaking duties such as health and safety, first aid, workers’ compensation, public liability (customer accidents) and food hygiene standards. Three of the five applicant trainees stated that they reported to State Managers for Workplace Health and Safety and Food Co-ordination. It was clear applicant trainees held positions of significant responsibility within their respective stores.

*	The Departmental Training Consultant contacted the Queensland Food Industry Council Inc. and expressed concern about the appropriateness of the Food Processing traineeship in a retail environment. The Queensland Food Industry Training Council Inc. representative supported the Training Consultant’s concerns and stated that the Food Processing traineeship was designed for people working as food manufacturing employees in factory-based operations such as sugar mills, dairies, pasta factories, etc.

�

*	The Departmental Training Consultant subsequently contacted the State Workplace Health and Safety Manager for the supermarket chain and the Registered Training Organisation and advised of the concerns regarding the appropriateness of the traineeships. The Registered Training Organisation representative stated that the Workplace Health and Safety Officers were also Food Safety Officers which meant that they must ensure that the stores met national legislative requirements with respect to food hygiene. The Registered Training Organisation representative also stated that the Food Processing Level III traineeship contained a module on Workplace Instruction which would assist the Workplace Health and Safety Officers in training team leaders and “second in charge” employees throughout the store on hygiene and sanitation.

*	Information received by the Registered Training Organisation representative and the Supermarket chain representative indicated that they chain might be using traineeships to subsidise a program which they will run throughout Australia.



Outcome:		Traineeships were not approved. Registered Training Organisation responsible is prioritised for audit.



CASE EXAMPLE 3



Employer Type:	National Electrical Franchise



Descriptor:		14 Certificate Transport and Storage (Transport) trainees.

*	Application received to change traineeship to Warehouse traineeship four months into the traineeship.

*	One month later Departmental officers visited the employer and identified all trainees were existing employees. Three trainees had been retrenched. No cancellations had been submitted to the Department at the time of the investigation.

*	Seven trainees informed the Departmental officer that they had advised their employer three months earlier that they were no longer continuing their traineeship. The trainees stated that they could see no benefits in undertaking the program.

*	The Registered Training Organisation had not conducted any visits since the sign-up.



Outcome:		Registered Training Organisation responsible had contract cancelled. Cancellation of Training Agreements for 11 trainees.











CASE EXAMPLE 4	



Employer:		Copy Franchises



Descriptor:		Four Certificate III in Business (Office Administration)

�*	Trainees include a Manager and Assistant Managers. Discussions with the Manager revealed that these trainees also supervise other trainees and casual staff.



Outcome:		Regional Office actioning. Registered Training Organisation has received notice of breach.



CASE EXAMPLE 5	



Employer:		National Dry Cleaning Franchise



Descriptor:		Numerous Certificate in Small Business trainees.

�*	Trainees include Store Manager, Department Manager, Second in Charge of Dress Department.

*	Trainees indicated that the course reinforced the in-house training provide by the Franchise.



Outcome:		Pre-State Existing Workers’ Policy.



CASE EXAMPLE 6



Employer:		National Petroleum Franchise



Descriptor:		A total of 15 Certificate in service Station Operation Trainees.

�*	Investigation identified that eight trainees had left the company after only two months into the traineeship. The Department had not been notified.

*	One trainee did the accounts, payroll, banking, timesheets and spent four hours per week on the console. The “part-time” trainees did not receive holiday pay or sick leave and were paid casual rates.



Outcome:		Regional Office actioning. Registered Training Organisation responsible had contract cancelled.





CASE EXAMPLE 7



Employer:		National Petroleum Franchise



Descriptor:		A total of 13 trainees had been employed.

�*	A departmental audit identified that all were employed as casual staff, so were not eligible to be trainees in the first instance. It appeared that the traineeships had been organised through the Head Office of the Franchise. The training plans were generic and not negotiated individually with any of the trainees. There were no Training Record Books.

*	The trainees had not seen nor heard from the Registered Training Organisation. Self-paced books were delivered, completed and sent back to the Registered Training Organisation.

*	The supervisor of the trainees was also a trainee.

*	No Recognition of Prior Learning was explained.

�*	Workbooks were completed in the trainees’ own time.

*	No learning support was discussed.

*	No-one had signed off any of the job competencies.

*	Trainees in one North Queensland town stated that they did not know who the Registered Training Organisation was, had never received any information, did not want to do the traineeship, but their boss had instructed them to do so.

*	Anecdotal evidence indicates that this Company is instructing all franchises across Australia to undertake traineeships.



Outcome:		Most trainees cancelled. The Registered Training Organisations contract was cancelled.



CASE EXAMPLE 8



Employer:		Retail Ladies Fashion Franchise



Descriptor:		Two Certificate III Retail Operations trainees.

�*	The Departmental audit identified that the Store Manager the casual employee were the trainees.



Outcome:		Regional Office actioning. Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 9



Employer:		National Key and Shoe Repairs Franchise



Descriptor:		50 trainees across the State.

�*	The Departmental Audit identified that trainees under Registered Training Organisation undertook a six-week training program at commence of employment in employer’ Sydney office. The trainees then, in most cases, worked alone in Kiosks and were fully responsible for the operation of the shop. The supervisor allocated by the Franchise Head Office visits each trainee approximately once a month or by telephone. The duration of the visits varies from a half to a full day.

*	It would appear this occurs in all States.



Outcome:		Regional Office actioning. Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 10



Employer:		National Hot Bread Franchise



Descriptor:		One Certificate II Retail Operations trainee.

�*	Trainee manages the business alone for two days per week.



Outcome:		Regional Office actioning. Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 11



Employer:		National Car Tyre Chain



Descriptor:		12 applicant Certificate in Business (Office Administration trainees)

�*	Regional Office identifies that all trainees were managers and ineligible for the traineeships.



Outcome:		Employer notified and Training Agreements repealed.



CASE EXAMPLE 12



Employer:		National Supermarket Chain



Descriptor:		The Department had been alerted by a New Apprenticeship Centre that the Supermarket Chain will be submitting up to 3,000 Training Agreements for staff across the State. These will include a combination of new employees and existing workers. The cost to the Commonwealth Government would be in the region of $7.5m.



Outcome:		The Department has instigated an audit of the Registered Training Organisation concerned.



CASE EXAMPLE 13



Employer:		Island Resort



Descriptor:		Numerous trainees.

�*	Trainees signed up have since been identified as Managers, backpackers, and university students on three months holidays. The Registered Training Organisation had told the trainees and employer that training was obligation free and they were not locked in. They were also told it was free training.



Outcome:		Active investigation. Registered Training Organisation responsible has been prioritised for audit.



CASE EXAMPLE 14



Employer:		Small Restaurant



Descriptor:		Two Certificate III in Cooking apprentice chefs.

�*	One apprentice was a part-time employee and raised concern that the business only had a chef employed one day per week.

*	The apprentice was undertaking 100% work-based delivery.



Outcome:		Registered Training Organisation and employer have been notified of breach. State Training Council is dealing with the issue of the Registered Training Organisation delivery. Regional Office is overseeing issue. Apprentice is to be transferred to TAFE Institute.



CASE EXAMPLE 15



Employer:		Various Hotels



Descriptor:		16 Hospitality trainees identified by Departmental Audit as pre-vocational students.



Outcome:		Funding reclaimed and Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 16



Employer:		Coffee Shop/Restaurant

Descriptor:		Four Certificate in Hospitality (Operations) trainees and one Certificate in Office Administration trainee.

�*	All staff are casual employees. Some are doing up to 40 hours per week.

*	One trainee is a full-time university student.



Outcome:		Region taking appropriate action and Registered Training Organisation responsible has been advised on breaches involved.



CASE EXAMPLE 17



Employer Type:	Church



Descriptor:		Eight employees, all trainees.

�*	Four Certificate in Small Business trainees (including Pastor)

*	Three Certificate III Business trainees (including Pastor’s wife)

*	One Certificate III Horticulture trainee (Pastor’s son)



Outcome:		Active investigation. Registered Training Organisation responsible is prioritised for audit.



CASE EXAMPLE 18



Employer:		Aboriginal Corporation



Descriptor:		A total of 23 trainees.

�*	The Registered Training Organisation allocated a large proportion of the trainees to the small business traineeship when this traineeship was not the most appropriate for the trainees’ needs. The Corporation had specifically requested training in specific areas such as farming and cabinet making.



Outcome:		All trainees have been reassigned to appropriate traineeships with alternate Registered Training Organisations. Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 19



Employer:		Aboriginal Corporation



Descriptor:		Nine Certificate in Small Business trainees.

�*	Eight trainees were assigned to the Small Business traineeship. They were dancers with the Corporation.



Outcome:		All trainees have been reassigned to appropriate traineeships with alternate Registered Training Organisations. Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 20



Employer:		Small Accountant’s office



Descriptor:		Two Certificate in Small Business trainees.

�*	At the time of the Departmental investigation it was identified that the trainees had been told by their supervisor that they had to undertake the training. One trainee was a Certified Practising Accountant and the other possessed an Associate Diploma in Accounting.



Outcome:		Trainees opted to cancel.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 21



Employer:		National Supermarket Chain



Descriptor:		18 Certificate in Transport and Storage (Transport) trainees.

�*	Application received to change traineeships to Warehouse traineeship four months into the traineeship.

*	One month later Department officers visited the employer and identified all trainees were existing employees.  Eight trainees had  discontinued their traineeship at the time of the visit.  The Department had not been notified.

*	Training Plans had not been discussed with trainees by the Registered Training Organisation.  Registered Training Organisation was not registered for Warehouse traineeship at commencement of traineeship.  Once registration was granted the trainees were changed into the appropriate traineeship.



Outcome:		Eight traineeships cancelled.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 22



Employer:		Hotel



Descriptor:		Four Small Business Trainees

�*	all trainees working as food and beverage waiters.



Outcome:		Registered Training Organisation assigned trainees to Small Business Traineeship because it was not registered to delivery Hospitality Traineeships.



CASE EXAMPLE 23



Employer Type:	Chemical Company



Descriptor:		Four Certificate Transport and Storage (Transport) trainees.

�*	Application received to change traineeships to Warehouse traineeship four months into the traineeship.

*	All trainees were existing employees at time of application.  One trainee was the Warehouse Manager and was in charge of the other three trainees.

*	The traineeship was inappropriate for the trainees as their previous experience was of a higher level.

*	The Registered Training Organisation was not registered for Warehouse traineeship at the commence of traineeship but later was granted registration, hence the change in traineeship.



Outcome:		Employer requested Recognition of Prior Learning from the Registered Training Organisation.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 24



Employer:		National Retailer and Hairdressing Franchise



Descriptor:		13 Certificate II Retail Operations trainees.

�*	The Departmental audit identified that 11 trainees were working as qualified hairdressers and two trainees were working as apprentice hairdressers.



Outcome:		Regional Office actioning.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 25



Employer:		Shopping Centre Management Company (Multiple Sites)



Descriptor:		17 Certificate III Retail Operations trainees.

�*	Training Agreements received by various Regional Offices.















*	All applicant trainees were existing workers and employed as Retail Marketing Managers.  The employer did not have the range of work or facilities which would support the traineeship.



Outcome:		The Training Agreements were not approved.



CASE EXAMPLE 26



Employer:		Small Butcher’s Shop



Descriptor:		Two Certificate in Retail Operations trainees.

�*	At the time of the Departmental audit it was identified that one trainee thought he was on-the-job trainer for his apprentice.  In fact, both the qualified butcher and the apprentice were registered as trainees.  The butcher had no idea what the traineeship was about and had completed no workbooks.

*	The trainee who thought he was an apprentice had only completed three workbooks but was invited to attend a graduation ceremony as he had graduated dux of the course.



Outcome:		Region took appropriate action and State Training Council advised. Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 27



Employer:		Bus Company



Descriptor:		12 Certificate II in Information Technology

�*	Trainees who are employed as mechanics, drivers, inspectors, General Manager, Workshop Manager, Workshop Foreman and Operations Supervisor.



Outcome:		Traineeships completed.  Registered Training Organisation has received notice of breach.



CASE EXAMPLE 28



Employer:		Registered Training Organisation



Descriptor:		Three Office Administration trainees

�*	One trainee held a Bachelor of Business and was a sales consultant for the Registered Training Organisation.  Two remaining trainees were acting as sales and training consultants for the Organisation.  A Departmental audit identified that the aforementioned trainees were assessing modules of trainees in the same course in which they were enrolled.

*	A former employee, who had also been registered as a trainee, stated that he was forced to sign the Training Agreement as a condition of employment yet he was undertaking a Masters of Business at Queensland University of Technology at the time.



Outcome:		Region actioning.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 29



Employer:		Registered Training Organisation



Descriptor:		One Certificate III Retail Operations trainee

�*	At the time of the Departmental Audit it was identified that the trainee was a sales consultant for the Registered Training Organisation.  She was also responsible for providing training advice to employers and trainees undertaking the same course.



Outcome:		Trainee has now completed course.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 30



Employer Type:	Egg Farm



Descriptor:		One Certificate in Office Administration trainee (partner in business with husband).

�*	Applicant trainee did not receive a wage from the business.  Registered Training Organisation had advised applicant trainee that she would be suitable to sign up for training.



Outcome:		Training Agreement was not approved.  Registered Training Organisation responsible has been prioritised for audit.









CASE EXAMPLE 31



Employer Type:	Hairdressing Salon



Descriptor:		One Certificate in Office Administration trainee (partner in business with husband).

�*	Applicant trainee had worked for two days per week and part of that time was spent on the floor doing hairdressing in the salon.



Outcome:		Training Agreement was not approved.  Registered Training Organisation responsible has been prioritised for audit.



CASE EXAMPLE 32



Employer Type:	Small Business Administration Centre



Descriptor:		One Certificate in Office Administration trainee.

�*	Trainee had completed one traineeship with the business already, but on the Training Agreement the trainee was identified as a new employee.  Trainee confirmed that she was an existing worker and stated that the addendum had been completed by the Registered Training Organisation.



Outcome:		Active investigation.  Registered Training Organisation responsible is prioritised for audit.



CASE EXAMPLE 33



Employer:		Phone Message Business



Descriptor:		Six Certificates in Office Administration trainees.

�*	Five trainees cancelled as they stated that they already knew most of what was to be taught.



Outcome:		None required.



CASE EXAMPLE 34



Employer:		Mobile Catering Operation



Descriptor:		One Certificate in Retail Operations trainee who is the owner.



Outcome:		Active investigation.  Registered Training Organisation responsible has been prioritised for audit.

CASE EXAMPLE 35



Employer:		Small Electrical Contractor



Descriptor:		Five Certificate in Office Administrative trainees.

�*	The contractor employs 12 employees of whom five are tradespersons and two are apprentices.

*	Supervision is an issue.



Outcome:		Active investigation.  Registered Training Organisation responsible has been prioritised for audit.



CASE EXAMPLE 36



Employer:		Small Computer Business



Descriptor:		Numerous trainees.

�*	Business closed on 30 June 1998 but re-opened in same premises the same day.

*	All staff were workers prior to 30 June 1998.

*	All trainees were highly qualified people, eg, one trainee held Bachelor Applied Science - Nursing and was undertaking a Certificate II in Office Administration.  The same trainee admitted she was the Office Manager doing payroll, accounts etc.

*	A Small Business trainee, who had almost completed an Associate Diploma in Information Technology, was employed as computer technician by the business.  The trainee did call-outs and computer repairs.

*	Another Certificate II Office Administration trainee changed to Retail as she had already completed a Diploma of Management at TAFE.

*	Business owners indicated that the traineeships were undertaken to assist cashflow problems.



Outcome:		Regional Office actioning.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 37



Employer:		State Primary School



Descriptor:		Five Certificate in Education trainees.

The breakdown being:

�

*	1 Certificate III Education (IT Support)

*	1 Certificate III Education (Office) trainee

*	3 Certificate III Education (Language and Literacy Aide)

�*	The only permanent part-time position is the Information Technology Support trainee, the others are engaged on a casual basis.

*	All were existing workers with the school from 12 months to two years.

*	Off-the-job modules could only be done in school holidays.  Staff allotted additional days off to compensate for having to do college work during school holidays.  Trainees did not expect to be paid to do their off-the-job training component.



Outcome:		Registered Training Organisation and employer have been notified of breaches involved.



CASE EXAMPLE 38



Employer:		State Primary School



Descriptor:		Four Certificate in Education (Teacher Aide) trainees.

�*	Deputy Principal increased work time to 15 hours per week but were still employed on a casuals basis.

*	Registered Training Organisation conducted training during holidays.  Trainees were not paid for this attendance.

(Note: this occurred at a number of schools).



Outcome:		Education Queensland was notified of conditions relating to ineligibility of casual trainees.  Registered Training Organisation was notified of breach.



CASE EXAMPLE 39



Employer:		State Primary School



Descriptor:		Four Certificate III Education (Information Technology Support) trainees.

�*	All trainees were teacher aides and existing workers in that field prior to commencing traineeships, with three having higher qualifications (one teacher and two registered nurses).  One trainee had been employed by Education Queensland for 20 years.

*	No Recognition of Prior Learning was put in place and no evaluation process on-the-job established.

*	The trainees had been told by Education Queensland that the Certificate III Education traineeship was becoming a compulsory pre-requisite and qualification for persons working as Teachers’ Aides from the year 2000.

*	The core module component of the course is 360 hours, and with the additional elective hours, the 500-hour course could not possibly have been completed in one year (the nominal period of the traineeship).  All four trainees have needed to extend their traineeships by some six months.



Outcome:		Registered Training Organisation and employer have been notified of breaches involved.



CASE EXAMPLE 40



Employer:		State High School



Descriptor:		Two Certificate in Education (Office Support) trainees and two Certificate in Educational (Integration Aides) trainees.

�*	Investigation has revealed that two trainees are casual employees. One Integration Aide trainee has a teaching degree and has received no recognition for prior learning.



Outcome:		School has been notified of casual employees’ ineligibility.  Registered Training Organisation has been notified of breach.



CASE EXAMPLE 41



Employer Type:	Community Support Group



Descriptor:		One Certificate in Child Care trainee.

�*	Trainee employed on casual basis and worked only during the school holidays providing vacation care services to the community.  Registered Training Organisation allegedly attempted to persuade the employer to provide false information on the Training Agreement to guarantee funding of the training by the Department.



Outcome:		Traineeship repealed.  Registered Training Organisation responsible is prioritised for audit.



CASE EXAMPLE 42



Employer:		Car Dealership



Descriptor:		Car Detailing Trainee.

�*	Trainee was not given any on-the-job training.  Trainee undertook menial and non-work related tasks for the employer.

*	Trainee completed and received a qualification without gaining any skills.



Outcome:		The Department is investigating.



CASE EXAMPLE 43



Employer:		Large Car Dealership



Descriptor:		Total of 47 Trainees and 41 Apprentices.  The breakdown being:

�*	4 Certificate in Automotive Replacement Parts

*	31 Certificate in Automotive Salesperson

*	6 Certificate in Certificate II Administration

*	41 Certificate in Engine Mechanics

*	2 Certificate in Automotive Salesperson

*	1 Certificate in Small Business

*	3 Certificate in Office Administration

�*	At the time of the Department Audit the New Car Sales Manager indicated that it was a condition of employment that all new employees enter into a Training Agreement.

*	No recognition appeared to be given to the experience of employees prior to commencing.  One sales person had been employed for five years and was undertaking a Level II traineeship.



Outcome:		Regional Office actioning.  Registered Training Organisation responsible had contract cancelled.



CASE EXAMPLE 44



Employer:		Car Dealership



Descriptor:		Five trainees.

�*	At the time of the Departmental Investigation into the Registered Training Organisation the employer stated that they had never seen the Registered Training Organisation after the sign-up.  (This Registered Training Organisation had also acted on behalf of a New Apprenticeship Centre).  All staff targeted were experienced and qualified.



Outcome:		Employer and trainees opted to cancel.  Registered Training Organisation responsible had contract cancelled.





TAFE CASE STUDIES





CASE EXAMPLE 45



Employer:		A TAFE Institute



Descriptor:		A TAFE Institute was requested to assess the competencies of an apprentice in Hospitality who had attended a private RTO and received a Statement of Attainment showing competencies in theory only. The apprentice’s employer agreed to release him for a week to attend the TAFE Institute (hundreds of kilometres away) so that some realistic assessment could be made of his competencies by cross-crediting or RPL. The request came with an admission that the student had been disadvantaged in his earlier placement by an incompetent provider and that it would take some flexibility on the Institute’s part to ensure he was not further disadvantaged. 



Outcome:		Based on their knowledge that theory and practical competencies cannot be separated and that they were being asked to do the impossible, the Institute declined to take the student.





CASE EXAMPLE 46



Descriptor:	Dave is probably typical of many casual teachers who spend most of the year working on casual contracts and then are dispensed with by TAFE over the Christmas break.



Family commitments (two young children and an unemployed wife) forced Dave to seek employment in a regional area of a large state during December and January.



He was advised that there was a position as a Coordinator in Hospitality and Aboriginal and Torres Strait Islander programs with a local private training company. This position was subsequently advertised in the local press. He was successful in gaining the position and was informed by his employer before starting that he would be paid $30,000 per annum and $10,000 for the use of his vehicle and was to work a 40-hour week.



The facilities were an ex-commercial building in the centre of town with a partitioned office to divide it from the teaching area. The staff facilities were two tables for all staff with no private area for the interviewing or counselling of students. The only other equipment in the room was an STD telephone.



Confidential student records and module descriptions were piled on one of the desks and spilling onto the floor. Dave requested a filing cabinet but was informed that the organisation would not spend any money on facilities until programs were successfully completed.



The first course to be run was Workplace Trainer Category 1 for Aboriginal and Torres Strait Islander students from the local community. Dave questioned the ability and qualifications of his colleague, who had recently had difficulty completing the Workplace Trainer Category 2 qualification at the college where Dave worked during the year. He was informed that “he” needed to start somewhere and he could teach this under their guidelines with Dave’s support.



At the completion of lesson one the “teacher” had an altercation with another colleague and refused to continue with the class. Dave rang the head office of the organisation to inform them of the proceedings and recommended that this particular teacher not be re-employed in this course. The organisation agreed and requested that Dave complete the teaching component of the course. Dave completed the 16 hours of instruction.



While teaching the program Dave requested assistance in the photocopying of module descriptors and lecture notes and was told he would have to drive across town to use photocopying and faxing facilities at the sister organisation.



This course was followed by a Certificate I in Hospitality Practices with twelve students to be enrolled. Dave inquired to head office where the on-the-job training components would be delivered and was informed that they could cut “stuff” up in the classroom.



Unable to attract suitably qualified staff at the offered rate of $20 per hour the organisation re-employed the previously mentioned teacher to teach all subjects.  The duties of the re-appointed teacher would also include the supervision of a group of business administration trainees. When Dave asked the teacher what he would do when asked a question about the traineeships, given that it was not his field of expertise, he replied that head office had told him to just “wing it”.



During the next few weeks Dave was in constant touch with head office to supply the basis office equipment to help him to promote both the company and the courses. Each time he was told that no new equipment would be supplied until the completion of the courses.  This was in spite of the fact that he was required to maintain the “corporate” image of suit and tie.

Outcome:	After six weeks Dave decided to resign rather than to continue to compromise his professional and personal ethics and values. When he tendered his resignation he was told to take it across town and fax it to head office.





CASE EXAMPLE 47



Descriptor:	A TAFE teacher went to private industry to teach a particular module. He was to teach a number of employees over a seven week period. The first few lessons went as planned but then production schedules changed. When arriving at the plant for later lessons, he was told that they could not take the employees away from the production line as they had a large contract to fulfil.



Outcome:	It appears that production will always dictate when employees can be released from their work for training.



CASE EXAMPLE 48:



Descriptor:	An ex-TAFE teacher working for one of the largest providers in a large state was told to sign off a student for a competency. He refused and no longer works for them.



Outcome:	The student was signed off by another person from the private provider.



CASE EXAMPLE 49:



Descriptor:	An ex-TAFE teacher was working for a private provider in the construction industry. He was to supervise 28 apprentices who were building a house. He was the only tradesman on the site.



Outcome:	The agreed group size for practical work such as this between the TAFE Institute and the union is six so the teacher was forced to limit the supervision of the work and thus the validation of the training.
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