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TEACHER TRAINING AND TEACHER IDENTITY IN AUSTRALIAN VET: DISCUSSION PAPER Ian Robertson RMIT University ([email protected])



Paper prepared for VET Practitioners’ Network Conference 2009 Friday 31 July, William Angliss Conference Centre, Melbourne Introduction The paper is based on the premise that the VET system can be broadly divided into two components. The first, occurs in the workplace and is primarily aimed at the development and endorsement of workplace competencies. In this case, the competencies to be achieved are, at least largely, determined by the employer for compliance, production and employee development purposes. The second is that which largely occurs in educational institutions such as TAFE colleges and private providers. Here, participation is often selfinitiated and self-funded by individual participants. There is an expectation of not simply developing the skills required for current employment but also skills, knowledge and attitudes that provide opportunities for personal and career development over a lifetime. It is this second category of VET provision which is the primary concern of the current paper. The purpose of this paper is to prime discussions about the role and importance of teacher training and teacher identity in meeting the needs of the Australian VET system. It does this in three sections. • • • •



What sort of teachers does the VET system need? What sorts of teacher training programs are supported in Australia and in specific Victoria? What is the role of teacher identity in practice? What can we make of all this?



What Sort of Teachers Does the VET System Need? This paper does not to provide a detailed historical critique of the VET system. However, some history is essential in understanding the current context in which teaching occurs and provides a basis upon which to consider the knowledge bases required of teachers in the VET system. Originating in the technical secondary school system in the 1970s the developing TAFE system retained much of the culture associated with education departments but with a strong expectation that teachers would bring significant relevant vocational industry experience. learning (Rushbrook, 1997) From the mid 1980s, as the national economy became a key factor in directing TAFE’s future a nationally co-operative approach Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.



through the Australian National Training Authority (ANTA) was established. A centrepiece of these reforms was the emergence of competency based training (CBT). There were also significant changes in the balance of public and private provision of vocational education and training which aimed to improve institutional efficiency through increased diversity and competition. The system of vocational education in Australia became known as the Vocational Education and Training (VET) in recognition of expanded competition and activity of private providers. These reforms challenged the ‘traditions, strategies, norms, assumptions and pedagogies historically constituting teacher-practitioner culture’ (Rushbrook, 1997, p.100). In particular they represented a challenge to the liberal education discourses which had constructed a particular institutional identity (Chappell, 1998). Generally, CBT required teachers and trainers to become more multi-skilled in an environment characterised by self–paced approaches to teaching and learning resulting in a change from ‘up-front teachers’ to ‘facilitators of learning’ (Smith, Lowrie, Hill, Bush and Lobegeier1997, p.xi). Teachers’ work roles broadened and intensified to include greater levels of administration, curriculum and learning materials development, and, teaching and assessing in a broader range of locations. These changes have been characterised as standardisation and diversification (Billett et al., 1999). Commentaries suggest that the spectrum of teachers’ work in VET continues to increase (Chappell, Hawke, Rhodes and Soloman2003; Corben & Thomson, 2001; Palmieri, 2004) and there appears to be a continued need for VET teachers to accommodate to change. The Enhancing the capability of VET professionals project. Final report describes a workforce where ‘employees are expected to have a broader range of content and skills; and where the nature of learning has changed to a focus on work-based, informal learning in groups and teams’ (Dickie, Eccles, Fitzgerald and McDonald2004, p.3). Some commentators have argued that CBT has resulted in vocational teachers being deprofessionalised (Donaghy, 2000; Down, 2000), under-valued (Palmieri, 2004; Thomas, 2001) and marginalised from decision-making (Robinson, 1998). Others argue that the current manifestation of CBT in the form of Training Packages provides VET teachers with the opportunity to apply their professional expertise in pedagogical skills and knowledge (Down, 2000; Paton, 2000; Scollay, 2000). If this is to be achieved then practitioners require ‘a sophisticated appreciation of the pedagogical choices that are not only available to them but which are also consistent with the context, clients and a pedagogical orientation that they are able to deploy to meet the increasingly diverse requirements of clients’ (Chappell et al., 2003, p.13). Whatever the impact of these reforms on the professional status of VET teachers it is reasonable to conclude that there is an expectation that VET teachers will use professional judgment in the implementation of Training Packages. Further, it is clear that the professional knowledge bases upon which these decisions are made in an increasingly complicated VET marketplace are not simple.



Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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Vocational Teacher Training Programs in Victoria In the Australia, the Certificate IV in Training and Assessment (CIV TAA) which an award issued under the nationally endorsed Training and Assessment Training Package (TAA04). The CIV TAA is the minimum requirement for teaching and assessment against the competencies detailed in Training Packages for the vocational disciplines, it specifies the competencies required to deliver training in an industry area or area of subject matter expertise, and to conduct competency-based assessment in a range of contexts.(National Training Information Service) Achievement of the award requires the completion of 12 core competencies and two elective competencies. These are divided into four streams: the Learning Environment; Learning Design; Delivery and Facilitation; and, Assessment (Table 1). Once completed, participants of the CIV TAA are eligible to enroll in the Diploma in Training and Assessment (Dip TAA) which is also a national qualification under the Training and Assessment Training Package. The Diploma in Training and Assessment (Dip TAA) specifies the competencies required to engage in advanced training and assessment practice which may also include competence in one or more of: development of training products; provision of training advisory and consultancy services; and, leadership and co-ordination of training and assessment services. (National Training Information Service) Award of the Dip TAA requires the completion of five core and seven elective units. Core units are in the fields of the learning environment, learning design, delivery and facilitation, assessment, and, coordination, management and quality of training and/or assessment services (Table 2). Elective units are in the fields of learning design, delivery and facilitation, training advisory services, and, coordination, management and quality of training and/or assessment services. There are also a number of units imported from other Training Packages. The Diploma in VET Practice (21697VIC) (Dip VET) was specifically designed to meet the policy and industrial relations requirements in Victoria. The primary target group as ‘TAFE Teachers who are principally concerned with the delivery of vocational education and training, and who, under minimal or no guidance organize and carry out a range of functions involving learning and assessment’ (State of Victoria, 2009, p.12). The Diploma of Vocational Education and Training Practice assists in building this pedagogical expertise by preparing teachers to adjust their practice in light of the complex needs of their students and the environments in which they learn; to include new learning technologies in their delivery and assessment and to fully explore the theoretical bases of good teaching practice so that they have the tools they need to review and build upon their performance (State of Victoria, 2009, pp.12-13) Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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Applicants are required to have successfully completed the CIV TAA plus the elective TAADEL402A Facilitate group-based learning, or the previous Certificate IV in Assessment and Workplace Training, or equivalent relevant competencies. To meet the requirements of the industrial relations agreement in TAFE colleges (Teaching Staff Multi Employer Agreement (MECA)) participants were required to complete ‘a course of teacher training accredited at Australian Qualification Framework (AQF) Level 5 which includes supervised teaching practice and studies in teaching methodology, or equivalent (MECA clause 19.3.2)’ in order to progress uninhibited through salary increments (State of Victoria, 2009, p.10). This agreement was replaced on 17 June 2009 with the TAFE Multi-Business Agreement 2009. Clause 19.3.2 states that Progression beyond the fourth incremental point of the Teacher classification is subject to the Employee completing a course of teacher training accredited at diploma (Australian Qualifications Framework Level 5) which includes supervised teaching practice and studies in teaching methodology, or equivalent; (Victorian TAFE teaching staff. Multibusiness agreement, 2009) The Dip VET incorporates a combination of new modules and some imported from other course curriculum and requires a minimum of 200 hours of ‘teaching activity’ including a minimum of ‘fifty hours in which the teaching practices of the teaching candidate are observed and evaluated by a teacher educator of the institution conferring the teacher qualification or by a fully qualified teacher who agrees to act as a supervisor/s of the teaching candidate’ (State of Victoria, 2009, p.11). Core units are concerned with: maintain and enhance professional practice; design and develop learning strategies and learning resource; innovation in education and training; facilitate learning in complex environments; action learning projects and e-learning. Participants must also select four electives which are concerned with: undertake organizational training needs analysis; build client relationships and business networks; develop assessment tools for differentiating performance; research and develop competency standards; research and design e-learning; develop and evaluate e-learning resources; integrate generic skills into teaching practice; and, a suite of modules related to (meta)cognition, thinking and decision-making (Table 3). Teacher Identity, Teacher’s Knowledge and Teacher’s Practice? Whilst relatively well developed in the schools sector, discussion and exploration of the nature, importance and development of ‘teacher identity’ in the VET sector remains relatively unexplored. However, in recent years, discussion of teacher identity and its relationship with professional practice in the VET sector has began to emerge (see for example, Chappell, 1995; Haycock & Kelly, 2009; Seddon, 2009b; Tyler, 2009). This research tends to support the view that teacher identity is a fragmented and dynamic entity that is shaped by personal (beliefs about self, teaching and education) and often contradictory external factors (political, social and economic) (Lasky, 2005). It is this view of teacher identity that is adopted for this paper. That is, ‘identity is not a preexisting, stable element that becomes disciplined through discourses and practices of Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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emotions, but something that is constituted through power relations’ (Zembylas, 2003, p.109). Teacher identity is a work-in-progress (Ball & Goodson, 1985; Huberman, 1993; Sikes, Measor & Woods, 1985) where the professional self that evolves over career stages being shaped by school reform, and political contexts (Datnow et al, 2000,; Sachs, 2000). Identity is ‘never unified but are the product of multiple, often intersecting and antagonistic discursive practices that make particular identities possible’ (Chappell, 1995, p.4). Based on these views, teacher identity is: personal; unstable and evolving over time; and, shaped by contextual influences. In addition to contextual factors that shape teacher identities, core values based on personal beliefs, image of self, role and identity are of critical importance (Day, Elliot, & Kingston, 2005). Importantly, these personal factors are formed at an early life stage and difficult to modify or change (Day et al., 2005; Pajares, 1992). Building on the work of Shulman (1987), Turner-Bisset (2001) offers a ‘new paradigm of teaching that incorporates knowledge, skills, processes and dispositions as 12 knowledge bases (Table 4) that include beliefs about subject, beliefs about teaching and beliefs about self. This model contains elements of other paradigms and is consistent with the views that teachers’ knowledge is a complex and multidimensional phenomenon (Hegarty, 2000), and that teachers draw on a ‘rich and complex knowledge base (Corben & Thomson, 2001, p.1) that cannot be described in a simple way (Korthagen, 2004). There is evidence that knowledge bases such as those described by Shulman (1986) can be identified in teachers’ practice. For example, Chappell (1995) found evidence of VET teacher’s use of content knowledge, pedagogic knowledge, pedagogic content knowledge, knowledge of learners, knowledge of environment and knowledge of self. Corbin and Thomson (2001) found that ‘expert teacher draw on ‘a rich and complex knowledge base’ including knowledge of content, knowledge of learners, knowledge of teaching methodologies, personal attributes, beliefs and values and influence of teacher networks. In the following section the ideas of Turner-Bisset are used to examine the role of VET teacher training is developing teacher’s knowledge and shaping professional identity. Initial VET Teacher Training: An Analysis This section draws on findings from analyses of the CIV TAA, Dip TAA and Dip VET against the knowledge bases proposed by Turner-Bisset that have been reported elsewhere (Robertson, 2008, 2009, submitted-b). Analysis of the CIV TAA (Robertson, 2008) shows that VET teachers bring a knowledge of their subject (content and syntactic) discipline to their practice from previous experiences in industry. Participants are provided with substantial opportunities to develop some knowledge bases, particularly as they relate to the officially legitimised competency based training approach and quality assurance provision in the VET system in an uncritical manner. More limited opportunity is provided to develop a knowledge of learners and general pedagogical knowledge. This opportunity is largely of a descriptive and applied nature with minimal conceptual foundations. There is no explicit opportunity to develop other knowledge bases which require a high level of reflection and selfRobertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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evaluation. As a consequence, the CIV TAA does not provide the opportunity to develop pedagogical content knowledge. If the reference point is a VET teacher who can work in a way that is compliant with required policy, regulations and guidelines in an environment in which he or she feels comfortable, with support from others and in contextually routine circumstances then it is likely that the CIV TAA is adequate for the purpose. The qualification may also provide a foundation upon which further professional development can occur. This sort of approach is consistent with the idea that teacher training in VET should be a two level structure. Initially providing opportunities to develop practical skills followed by learning at a conceptual level (Corben & Thomson, 2001). However, if the VET sector is to meet the diverse requirements of learners in a diverse range of contexts which are characterised by frequent requirements to work autonomously and to address non-routine issues then the CIV TAA is not suitable for the task. Given that the CIV TAA is an entry level program for vocational teachers Robertson (2008) asks if the development of the knowledge bases required of a professional teacher is a realistic expectation of such a qualification. This question is less pertinent in the case of the Dip TAA. Under the Australian Qualifications Framework (AQF) the expectations of graduates at AQF Level 4 (Certificate IV) and AQF Level 5 (Diploma) differ in the required level and scope of skills and knowledge, scope of application, level of autonomy and responsibility. Graduates at an AQF Level 5 should: have developed a broad knowledge base incorporating theoretical concepts with substantial depth in some areas that can be applied to analyse and plan approaches to technical problems or management requirement; be able to evaluate information and use it to forecast for planning or research purposes; be able to transfer and apply theoretical concepts and/or technical or creative skills to a range of situations; take responsibility for their own outputs in relation to specified quality standards: and, take limited responsibility for the achievement of group outcomes (Australian Qualifications Framework (AQF) Advisory Board, 2007) (Table 5). Given that the CIV TAA is a prerequisite for entry into the Dip TAA, and both qualifications are issued under the Training and Assessment Training Package, it is reasonable to ask if this higher level qualification provides opportunities for participants to develop the knowledge bases required of a professional teacher in the VET sector. Consistent with findings in regard to the CIV TAA, the Dip TAA does not explicitly invite participants to engage in critique of existing VET policy and practices. In comparison with the CIV TAA, there are some opportunities to develop curriculum knowledge, knowledge of educational contexts, and, knowledge of educational ends, purposes and values beyond the competency based training approach that is reflected in Training Packages. There are also numerous opportunities to consolidate and extend general pedagogical knowledge as it relates to the VET system. Whereas analysis of the CIV TAA concluded that there is no explicit opportunity for participants to develop the knowledge bases of beliefs about subjects, knowledge/models Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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of teaching, and knowledge of self, in the Dip TAA, there is opportunity but is restricted to a single unit of competence Provide advanced facilitation to support learning. Based on a detailed analysis of the competencies for the Dip TAA against the knowledge bases described by Turner Bisset (2001), Robertson (submitted-b) concludes that the Dip TAA does provide the opportunity for the development of the full suite of knowledge bases, including pedagogical content knowledge, required of professional teachers. However, he questions whether the opportunity to develop the knowledge bases of beliefs about subjects, knowledge/models of teaching and knowledge of self, which is limited to the single competency Provide advanced facilitation to support learning is adequate to develop pedagogic content knowledge which is developed over time with reflection and critique on practice. Analysis of the curriculum documents for the Diploma in Vocational Education and Training Practice shows that this program also provides opportunities for the development of the full suite of knowledge bases, including pedagogical content knowledge, described by Turner-Bisset (2001) and therefore, the opportunity to develop the knowledge bases required of professional teachers (Robertson, 2009). Opportunities for the development of knowledge about subject, models of teaching and self are limited to the module Facilitating learning in complex environments, and the suite of modules related to (meta)cognition, thinking and decision-making. In this case, participants are also required to complete 200 hours of teaching activities including 50 hours of supervised teaching. As was the case for the Dip TAA, Robertson (2009) raises the question of whether this limited opportunity provides enough time and experience to develop pedagogic content knowledge. The conclusions that both the Dip TAA and Dip VET Practice do provide the opportunity for the development of the full suite of Turner-Bisset’s (2001) knowledge bases is qualified with the observation that pedagogic content knowledge requires experience and reflection. Robertson (2009; submitted-a) questions whether the limited opportunities for participants to develop knowledge of beliefs about teaching, self as teacher and beliefs about subject within both of these qualifications is substantial enough to develop more than a foundation for pedagogic content knowledge. If the Australian Vocational Education and Training System wishes to ensure that teachers are provided with opportunities to develop the knowledge bases required to support professional practice there is a need to endorse teacher training programs that incorporate adequate opportunities to develop a full suite of knowledge bases where theory and practice are synthesised over an adequate period of time. Initial VET Teacher Training and Teacher Identity The word ‘teacher’ has been used deliberately in this paper. I am concerned with the knowledge bases required by individuals whose primary responsibility is in the teaching and assessment of vocational studies rather than an instructor or trainer. The ideas of responsibility and identity go to the core of this distinction. In the case of the teacher, primary responsibility is for teaching and assessment. On balance, one would expect the identity of the individual to be more aligned to that of a professional teacher than a Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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practitioner in their primary discipline. In comparison, the primary responsibility of the trainer is associated with workplace production. On balance, such a trainer’s identity might be expected to be aligned with that of the primary vocational discipline rather than that of the educator. The sorts of knowledge that are legitimised by initial teacher training programs are important in a number of ways. Firstly, teacher’s values and beliefs are central to their teaching practice. Secondly, active engagement with teaching is essential to the development of teacher identity (Tyler, 2009), ‘external meditational systems may have a deeper or more enduring effect on the formation of teacher identity, than on reshaping professional identity that is securely established’ (Lasky, 2005, p.914). That is, initial teacher training is likely to be more influential in forming professional identity than later professional development. Thirdly, initial teacher training legitimises a particular form of teacher identity. As the base level qualification, the CIV TAA models practice is largely about compliance with the existing VET system. There is little conceptual foundation of teaching and learning, and a lack of critique of existing normative practices and values. Teachers have voiced their dissatisfaction with the Certificate IV in Training and Assessment ‘claiming it as unsatisfactory to their teaching identities’ (Tyler, 2009, p.9). Curriculum documents for the Dip TAA and Dip VET suggest that, whilst limited in scope, participants are provided with an opportunity to develop a full suite of teacher’s knowledge bases including one’s beliefs about the subject, self and self as teacher. Participants in the Dip VET report the tensions inherent in the dual occupational identities of VET teachers. These reports of a professional identity in transition, as one moves into the new occupation as vocational teacher from a discipline based expert (e.g. Accountant, plumber etc) creates a special set of circumstances where ‘each occupational identity is somewhat disturbed by each other identity’ (Haycock & Kelly, 2009, p.8). The lack of exploration of values and beliefs in shaping the ways in which teachers practice ‘are rarely acknowledge or valued in the management and implementation of change and reform agendas by governments’ (Day et al., 2005) and those who fail to address these issues do so at their peril (Errington, 2001; Marland, 1998; Robertson, 2005) Conclusion If, the VET system is seeking a professional teaching workforce with the capacity to work in an increasingly complex environment with diverse groups of learners then VET teachers need to be able to make sophisticated pedagogical decisions that are consistent with the needs of learners and clients. The sophisticated decisions require more than the ability to comply with established rules and guidelines, they require high level professional judgment. As Corben and Thompson (2001, p.1) conclude, ‘excellence in teaching extends far beyond competence in a set of practical skills’. It is my proposition that professional VET teachers require a full complement of teachers’ knowledge bases in order to be able to practice at an expert level in routine and non-routine situations. Such Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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abilities are consistent with the development of pedagogical content knowledge (Shulman, 1987; Turner-Bisset, 2001) and is consistent with the idea of developing a teacher identity. Seddon (2009b, p.4) argues that VET reforms have failed to recognise and endorse teaching as a resource in ‘the productivity challenge’ and that this ‘runs counter to government efforts aimed at engineering change in VET to support skill building in an innovative Australia’ (Seddon, 2009a, p.56). The current portrayal of VET teachers in Australia is of ‘an aggregated collection of individuals with no particular social or cultural characteristics, no values, no social commitment’ (Seddon, 2008). The analysis reported in the current paper shows that, it is this portrayal of VET teachers that is legitimised in the CIV TAA. If VET teachers are to develop an identity that contributes to the nation’s capacity for innovation and productivity then VET teacher training will need to move beyond the CIV TAA to recognise the importance of teacher identity and the role that teachers’ play in this important endeavor. An important question that needs to be addressed is: Do the Dip TAA and/or Dip VET provide these opportunities?



Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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Stream Learning Environment



Learning Design Delivery and Facilitation



Assessment



Unit of Competence  Work effectively in Vocational Education and Training  Foster and promote an inclusive learning culture  Ensure a healthy and safe learning environment  Use Training Packages to meet client needs  Design and develop learning programs  Plan and organise group-based delivery  Facilitate work-based learning  Facilitate individual learning  Plan and organise assessment  Assess competence  Develop assessment tools  Participate in assessment validation



Table 1: Summary of Certificate IV in Training and Assessment: Streams and Competencies (National Training Information Service, 2008)



Field



Unit Code Core Units TAAENV501B



Learning environment Learning design



TAADES501B



Delivery and facilitation



TAADEL503B



Assessment



TAAASS501B



Coordination, management and quality of training and/or assessment services



TAACMQ503B Elective Units TAADES502B



Learning design



TAADES503B TAADES504B TAADES505B Delivery and facilitation



TAADEL501B TAADEL502B TAADEL504B



Unit Title Maintain and enhance professional practice Design and develop learning strategies Provide advanced facilitation to support learning Lead and co-ordinate assessment systems and services Lead and conduct training and/or assessment evaluations Design and develop learning resources Research and design e-learning resources Develop and evaluate e-learning resources Research and develop competency standards Facilitate e-learning Facilitate action learning projects Lead and coordinate training services



Table 2: Dip TAA, Units of Competence



Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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Module/Unit Code Core: TAAENV501B TAADES501B TAADES502B TAADEL501B TAADEL502B VBN389



VBP892 Electives: TAATAS501A TAADES503B TAADES504B TAADES505B



BSBREL402A VBP893 VBP894 VBP632 VBP633 VBP634 VBP635 VBP637 VBP638



Module/Unit Title All seven (7) must be completed Maintain and enhance professional practice Design and develop learning strategies Design and develop learning resources Facilitate e-learning Facilitate action learning projects Innovation in Education and Training



Nominal Hours 40



Source



TAA04 Training and Assessment Training Package



40 50 30 30 60



21532VIC Graduate Certificate in Innovation in Education and Training Purposely developed for the Dip VET Practice



Facilitate learning in complex environments Four must be completed Undertake organizational training needs analysis Research and design elearning resources Develop and evaluate elearning resources Research and develop competency standards



50



Build client relationships and business networks Develop assessment tools for differentiating performance Integrate generic skills into teaching practice Cognitive Skills Metacognition Critical Thinking Creative Thinking Decision-making Visual communication and spatial reasoning



50



BSB07 Business Training Package



60



Purposely developed for the Dip VET Practice Purposely developed for the Dip VET Practice 21678VIC Course in Developing Higher Order Cognitive Skills for VET Practitioners



40



TAA04 Training and Assessment Training Package



40 40 30



15 60



Table 3: Module.Unit requirements for the Diploma in VET Practice



Robertson, I. (2009, 31 July). Teacher training and teacher identity in Australian VET: Discussion paper. Paper presented at the VET Practitioners' Network Conference 2009, William Angliss Conference Centre, Melbourne.
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Subject knowledge: Substantive Subject knowledge: Syntactic Beliefs about subject Curriculum knowledge General pedagogical knowledge Knowledge/models of teaching Knowledge of learners: Empirical Knowledge of learners: Cognitive Knowledge of self



Knowledge of educational contexts Knowledge of educational ends, purposes and values Pedagogical content knowledge (PCK)



Content knowledge associated with facts, concepts, models and frameworks The ways through which propositional knowledge is generated and established. Relates to the way in which the teacher understands the history and purpose of the subject or discipline. A broad concept that incorporates knowledge of programs and resources developed by government, commercial interests and others. Generic and largely procedural knowledge about teaching that is gained from and is likely to develop with practice. Described as beliefs about what constitutes good teaching practice which is derived from one’s own experience as a learner. Relates to criteria such as age, interests, social nature and behavioural patterns. Relates to knowledge of learning theories which inform practice, and contexts specific knowledge of how a particular group of learners respond and behave. Combines the personal and the professional. Is important in shaping the way that teachers’ perceive their identity and critical to reflection on personal teaching practice. Knowledge of the settings in which teaching occurs. Based on the premise that teaching is a purposeful activity expert teachers are able to make educational ends, purposes and values explicit. Shulman (1987) describes PCK as an amalgam of pedagogical knowledge and content knowledge. Turner-Bisset (2001) describes PCK as that knowledge which embeds all other knowledge bases. PCK cannot develop in the absence of any other knowledge base.



Table 4: Turner-Bisset’s (2001, pp.13-19) 12 knowledge bases



AQF 4 A broad knowledge base incorporating some theoretical concepts



Understanding …



Problem solving



Apply solutions to a defined range of unpredictable problems



Information and use



Identify, analyse and evaluate information from a variety of sources



access



Contexts



Responsibility self Responsibility others



for for



Identify and apply skill and knowledge areas to a wide variety of contexts with depth in some areas Take responsibility for own outputs in relation to specified quality standards Limited responsibility for the quantity and quality of the output of others



AQF 5 A broad knowledge base incorporating theoretical concepts with substantial depth in some areas Analyse and plan approaches to technical problems or management requirement Evaluate information using it to forecast for planning or research purposes Transfer and apply theoretical concepts and/or technical or creative skills to a range of situations Take responsibility for own outputs in relation to specified quality standards Limited responsibility for the achievement of group outcomes



Table 5: Source: (Australian Qualifications Framework (AQF) Advisory Board, 2007)
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