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This paper considers VET workforce skills relatiee current challenges of
human security and sustainability. It suggests thatexisting ‘delivery’ model of
training downplays the human dimensions of VET ayswvthat undercut the
capacity of VET to meet current demand for skillddng. A solution to this
problem is explored by (a) documenting the kindskilfs required in globally
networked VET through the experience of CROSSLHE-HEuropean-funded
project that supported VET professional developmerntifelong learning and
work; and (b) reviewing research on VET practicel @he changing character of
VET practitioners. The skills required by ‘integedt global educators’ are

proposed as a means of focusing a reprofessioriaisagenda in VET.

Today the world faces three major crises. The dlbbancial crisis, climate change and
Building skills, underpinning knowledge and undanstings that inform action is critical
in addressing these challenges. Yet the capacitheofVET workforce to address this
necessary skill building has been compromised ¢eneyears by the institutionalisation
of a ‘delivery model’ of VET. Building skills forsstainable human societies requires
urgent attention to the skills of the VET workforce

This paper considers the kind of skills that mighable the VET workforce to address
the challenges of human security and sustainabilitys a contribution to the urgent
debate about the role of education and trainingnitigating the impact of convergent
global crises. | begin by elaborating the problerh gkill-building for human
sustainability and the challenges in realising gk8l-building capacity in the current
context. | suggest that the VET workforce requidsroader skill base to address these
challenges. | then elaborate a case for reprofesksation. | firstly draw out limitations

in the current delivery-model of training. Nextnidicate the complex skills involved in



supporting learning by describing a specific prsiesal education initiative, the EU
funded CROSSLIFE project, which aimed to build Iskitequired by global VET
professionals. Finally, | draw on research documgnthe emerging capacities of VET
practitioners as a basis for developing a spetifinaof skills required for professional

renewal in VET.

Convergent crises and a crisis of VET capacity

At the United Nations Climate Conference in Copeama the worldis leading scientists
have drawn attention to the interactive effectslohate change, economic and social
development and human security. Increase in avamgperatures of up to six degrees
by the end of the century is becoming an increapwsgsibility. It would mean massive
rises in sea level, extreme weather and loss ofahnumabitat. These changes would force
billions of people to leave their homelands andatgentense social conflict over space
and resources (Age, 14/3/09).

At the DEEWR Big Skills Conference in Sydney, staiders considered the
contribution of VET in addressing these interconieéccrises. Deputy Prime Minister,
Honorable Julia Gillard (2009) praised Australia®rld class VET system’ but stressed
that ‘relentless technological, economic and soct@nge’ was ‘narrowing the gap
between ‘pure’ knowledge and vocational skills. Mgrowing demand for ‘higher levels
of knowledge and skills’ in almost every industnew employment opportunities in
‘green-collar industries’ and service work, and therld financial crisis, ‘training and
retraining will be an essential part of Australiaonomic recovery’.

There is urgency in these convergent crises and deenand for higher-level and green
skill-building. The challenge lies not only in addsing economic imperatives but also in
developing individual and collective capacitiesdeal with the destructive effects of
social exclusion compounded by escalating involyntaobility. These priorities mean
that skill-building in VET involves more than thes\elopment of technical skills
necessary for specific jobs and industries. It aéspires the development of soft skills,

which enable communication, cross-cultural engagenaad working together, and



values that grasp the need for agency, innovatiwhcllective commitment to human

security and care in a globally interconnected diorl

Yet in 2009 the capacity of Australian VET to resgoto these challenges is
compromised by the institutionalization of a defivenodel of training. As | have argued
elsewhere (Seddon, 2008 a;b), the reform of VEAuUstralia since the 1990s has created
a strong system with significant benefits for inmysand individuals, but there are
significant coordination challenges which undertw capacity of the VET workforce to

respond to urgent skill-building demands.

This compromised workforce capacity within VET isw being called to action by
politicians, industry and citizen communities. Tlemand for skill building that
addresses the converging economic, environmenthkacial crises of our times creates
an opportunity to re-recognise the contributiort the VET workforce makes to human
security and sustainability. This kind of reprofesalisation can build on what is good in
VET and also consider the way the context of VEIE todified and tacit institutional
rules that govern VET practice, can be reconfigumedneet this challenge. Rethinking

the delivery model of training provides a way ithits agenda.

The limitations of ‘delivery’ in training

The idea of training ‘delivery’ has developed besmtraining reform has been designed
using an economic methodology. This framing represéraining as a ‘market’, an
institutional mechanism that supplies skills toghdindustry, communities including the
nation, and individuals) who invest in skills. Buyend sellers come together to transact
skills. The providers supply skills to meet thegfieations of users. Yet this is a market
that has prioritised service to industry users ondividual and community users. It has
operated on price signals (how much does trainosg) aather than on quality signals
(How good is this training? How do | value it r@lat to my needs? What values or
‘goods’ does this training offer?). It has privieg economic efficiency (return on

investment) over educational ethics (Seddon, 2009).



This economic view downplays the way market medrasi are always embedded in
social and cultural contexts. It abstracts indialdwactors from the relationships,
communities and cultures that make human agencsilpes Yet these contexts enable
and disable individual and collective capacitiesédction because of the way institutional
rules develop to govern human behaviour. Theséutishal rules exist in two forms, as
codified rules (eg. laws, regulations, principléesat are developed through rational
decision-making processes, and as community-baseagentions and norms that develop

as people live together and are evident as tagiswaliving within communities.

It is these codified and tacit institutional rulashich are made through social and
cultural processes, that shape the way the trainingrket works. Economic

methodologies systematically simplify these humametisions of institutional

arrangements through their neglect of contexts.s€guently the economic view of
training as ‘delivery’ does not adequately acknalgke the human dimensions of skill-
building.

Yet skills are always embodied by people who arédexmided in communities and
cultures. Skilled recruits for industry are peoplleo have committed to learning that is
relevant to particular communities of practice (istties, occupations, disciplines and
cultural understandings). They have engaged inaffpgopriation of knowledge, skills
and understandings so that they become skilled Ipesyho demonstrate educated
performance. They do not just receive learning Bkletter delivered by a postman, but
must wrestle with the complexities of practice,msrand ideas in order to be recognized
and accepted as ‘one of us’ within the preferreshrooinity of practice. This process of
learning is not a smooth or simple pathway butadrmade up of rocks and hurdles as

well as flowers.

The neglect of the human dimension in skill-deljwektends to the VET workforce. This
term ‘workforce’ suggests the work of VET is dong &n aggregated collection of

individuals, with no particular social and cultui@aracteristics, no values, no social



commitments. This is a representation of ant-likectionaries who do training delivery.
There is little acknowledgment that this work reqai VET practitioners to support,
enable, coordinate, organise and strategically plai learning as a collective human
capacity that must be ready to serve future negdsre is almost no recognition that
processes of learning are supported through batkiepses of ‘socialization’, which
inducts individuals into the norms of a particutammunity of practice (eg. sitting next
to Nellie), and ‘education’ through which learneegyotiate their relationship to specific

and more generalized communities of practice.

The economic view of individuals who relate to amother through market transactions
fails to recognise that learners and the VET waxddare communities of practice. VET
practitioners are an occupational community madelitfprent job families (eg. teacher,
administrator, manager, student support staffatibns, decision-makers) that coalesce
around a particular vocational stream (vocatioaication) and embody particular value
propositions that are realized in everyday workcficas (Buchanan, 2006). What is
‘good’ in VET is a consequence of the moral comreits within this occupational
community and the way they are realized through dtiecated performance of these
skilled workers within VET.

These limitations in institutional design mean tAastralian VET has limited capacity to
meet the challenges that we now face in the Auatrglart of a globally interconnected
world. The delivery model of training has privilegesocialization at the expense of
education; encouraged learning that focuses oricuskill-needs rather than developing
the capacities for learning, researching and proidelving that enable innovation; and
institutionalized the industry trainer, a socialiaa expert, as the practitioner norm in
VET.

These limitations in the delivery model of trainiage evident in most VET learning
spaces. | illustrate this with reference to a paléir project that aimed to support VET
professional development to meet the challenge¥Er in a globally interconnected

world.



Acknowledging the human dimension in learning

CROSSLIFE (2009) was a EU-funded curriculum dewvelept project based on a 6-
university partnership (Monash, Tampere Finlandtitute of Education London, Malta,
DPU Copenhagen and Zurich). This cross-nationakadter models the challenges
facing VET today, with expectations about workingbally and locally in networks,

multi-agency decision-making and dealing with cdtucomplexities in all aspects of
work and learning. In this way the project providest hand evidence of the skills

required to realize skill-building in a globallyrmeected world.

The aim of the CROSSLIFE project was to designualystprogram, preparing VET
practitioners for work in complex global-local peskional networks and multi-agency
decision-making contexts that are now characterfstatures of VET on a global scale.
This program design extended the old idea of ‘acécl@pprenticeship’ as a way of
developing qualitatively new expertise relevantgtobally connected VET practice. It
was organised as a 5-step learning pathway thaileuented Masters and Doctoral
research studies. Our ‘students’ were VET profesd® recruited through the 6
universities who wished to develop their expertisecross-cultural collaboration in

education and work.

Students and tutors worked together in cross-alltearning environments (face to face
cross-national workshops and technologically mediatglobal communications).
Participants were introduced to theories, empirichlidies and interdisciplinary
approaches that underpin research and profes®apatltise relevant to lifelong learning.
They also engaged in experiential and reflectiaernimg activities that developed their
cultural understandings and awareness in crossralltcontexts. Through these
processes they learned more about globalisatiormanagments of peoples and ideas in
education and work, developed research-based eeeand skills in cross-cultural
collaborations, and considered the implicationshese changing contexts of work and

learning for their own practice within VET.



This approach to content and process learning lwoithpetence and capacities that
enhanced student’s professional and research eeartd practices in multi-lingual and
multi-cultural collaborations and networks. The hoetology encouraged dialogue and
knowledge sharing that recognised the way partitippavere embedded within contexts,
cultures and knowledge traditions. This cooperasipproach built on the personal and
professional knowledge that students brought tar tverk as well as the academic
knowledge of university-based staff. It modelled &ind of critical respect and trust that

sustains productive global relationships.

Boundary-crossing and working in ambiguous boundanes were fundamental to both
the study program and the work of the planning te@his meant that everyone found
themselves engaged in new and challenging reldtipnsork. The human dimension

was critical. The way people conducted themselveakase culturally ambiguous settings

was the make or break factor that made the diftex@mterms of project outcomes.

At the three workshops (London, Finland and Ma#ta)Jdents worked across national,
occupational and discipline boundaries. These iiewrevealed the culturally embedded
knowledge and practices of lifelong learning andkweithin the host country and also
problematised the taken-for-granted national assiermpand expectations of participants
from other countries. These dissonances promptedtigms, discussion, reflection and
knowledge-building within each workshop. In thisaywy the workshops supported
experiential learning, critical reflective inquignd theory-building related to global
lifelong learning and work, cross-cultural commuation and collaboration. These
learning processes modelled ways of working asoasedisciplinary and cross-national

team.

The use of advanced communication technologiesatestlthis work at every stage and
supported further boundary-crossing. ICTs serveanaans of communication, record
keeping and as repository that was accessible spate and time. Students and tutors

learned to work with technology, understand delegatbetween people and machines,



and develop new ways of using ICTs in project warid research. The storage of
electronic records also made CROSSLIFE activitiemilable for subsequent

collaborative reflection, research, teaching anolipicommunications.

Learning security was a critical precondition instleurriculum design. Students were
being asked to work beyond their comfort zone aakk trisks as they engaged in
boundary crossing and peer relationships acrossiratldifferences and hierarchies.
They had to feel secure in order to engage progelgtin the learning pathway. Pastoral
care and emotional labour ensured a supportivenilegrculture and encouraged
supportive social relationships.

CROSSLIFE’s integrated learning design linked contand process learning with
learning security (See Figure 1). By nesting laagractivities in supportive collaborative
student-tutor relationships, students benefitethftbe expertise of both university-based
staff and students, but were also endorsed as ‘@&rsdwith professional knowledge and
research competence. They were empowered to asitiange investigate and build

knowledge within rigorous but respectful relatioipsh

In this way learning to know and do cross-cultwark became a process of learning to
be a VET researcher-professional with the knowledg#éls and dispositions needed in
globally networked times. As one European VET pgéint said in a workshop
evaluation, ‘I did not learn what | expected (trettral knowledge) but | learned more
than expected in terms of insight in academic wamgject making, cross-cultural

interaction, group processes, as well as capalbilityorking in this setting myself'.



Figure 1: The CROSSLIFE approach to integrated Banncrossing learning
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The success of the program depended fundamentallghe negotiation of human
relationships, through dialogue, negotiation of nie@ and relationships, and care.
While skills were ‘delivered’ and transacted withihe program, the personal and
pastoral dimensions made the difference betweewessful learning outcomes and

conflicted breakdown in relationships and actigt{&raus and Sultana, 2008).

The process of developing and implementing the CRMSE learning pathway
provided first hand experience of multi-scalar anokss-cultural network organization. It
confirmed the importance of skills in culturallynsitive partnership work, decision-
making and explicit governance, and diplomacy adoheg) emotional labour and care

within professional relations.
Towards professional renewal in VET
If human societies are to ameliorate convergenh@tic, environmental and social

crises, we need to build skills in working and fteag together across cultural

differences, as well as green skills. Such skillddng requires a global teaching



workforce that has the knowledge, skills and urtdedings necessary to support adult
learning in changing and culturally ambiguous crt#telike CROSSLIFE. This kind of
socializing and educational work requires much tgreaecognition of the human

dimension than is currently acknowledged in thévéey model of training.

A broader skills-base within the VET workforce chuild on the existing ‘industry
trainer’ model's endorsement of lower-level teachiskills to support socialization.
Extending cross-cultural competence and capacigngst VET practitioners enables the
development of higher-level teaching skills thgtmart education for innovative problem
solving in changing contexts. | suggest elementshif reprofessionalisation agenda
under three headings: distinctive features of VEdcpce, key skills in VET practice,

and processes of professional renewal.

Distinctive features of VET practice

VET makes a distinctive contribution to human seéguand sustainability. The Bradley
Review recognizes this point. Compared to univiesitVET supports broad-based
access and patrticipation in learning and high-lewéluser satisfaction. This highlights

the importance of VET learning cultures in skilllbling and social inclusion.

VET learning cultures are an outcome of VET practi¢docational education workers
make these learning spaces and cultures throughetveryday work. The capacity and
capability of VET is anchored in specific teachiegpertise that has developed in
response to the imperatives shaping VET core bssiQdarris, Clayton and Chappell,
2008; Seddon, 2008a;b). | call this ‘Applied Ad&ducation’ expertise, following the
terminology coined by pioneer VET practitioners wdeveloped their specific skills as a
result of historic public investment in VET and tinansition from centralised to market

training provision (Sefton, Waterhouse, & Deakifi94).

Applied adult education expertise distinguishes \fifdctice from teaching and learning

in other education sectors in Australia. Its pegi of teaching, organisational



coordination and stakeholder engagement support &8 business. Seftat al (1994)

describe this ‘integrated training’ in terms of:

= Working in mixed teams, including teachers, trasnend [industry] stakeholders,
to develop ‘sophisticated understandings and sfiege which support work-
related and ‘workplace learning and change prosésse

» Teaching that is ‘active, experiential and inquiaryproject based, linking theory
to practice and promoting holistic’ learner develgmt and competence.

» Using partnership work to build learning culturdett ‘model the principles,
processes and practices’ which learners are engetoause in workplaces.

= Contextualising programs/projects so they are afiyerelevant to, and based
upon the real world requirements’ of each learngésticular workplace context
and requirements’.

This VET practice mobilises applied adult educatexpertise in a wide range of
relationship work - with learners, colleagues, amier VET stakeholders. When
generalized in this way, it distinguishes the wofKintermediaries’ who navigate and
mediate between communities in sophisticated oraiisral communications and
collaborations. It is particularly significant dkibday, in global training markets where
higher skill levels are required to mediate sultsthrcultural differences in ways that

realise productive outcomes.

New skills in VET practice

The development of applied adult education expetiss been documented in a range of
research. Early studies of market reforms in VE@hhghted the way staff in TAFE
Institutes had to reconfigure their teaching angaoizational practices as competition
increased and Institutes moved into commercial workupplement their public sector
funding (Seddon, 2000; Seddon & Brown, 1997). Cledd@001: 11) captured important
shifts in VET practitioner identity, noting that:



. the new VET professional must in some sensesomb¢ be capable of
spanning the cultural divide that distinguishes wogld of work from the world
of education but also that which distinguisheswvtloeld of private enterprise from
the world of public service. This requires themriegotiate different values,
norms and modes of conduct than those currentlpydan either the public or
private sector. How this might be achieved may Wwellthe greatest challenge in
the development of the new VET professional.

The term ‘new VET practitioner describes a newdkiof demand-driven educational-
organisational worker in VET (Mitchell, 2009). Suphactitioners are responsive to the
demands of industry and communities. They combeseterly values and concerns
about teaching techniques, learning materials @asdssment strategies, with the values
and concerns of VET business managers. These cenoelated to customer service,
client needs and building relationships that suppasiness practice and organizational
sustainability.

Mitchell (2009) suggests it is this merging of ealimnal and business thinking that
creates distinctive VET learning cultures. When tloeindary between the educational
and organizational dimensions of VET practice shifiractitioners develop sophisticated
skills in listening and communicating across cuwtuooundaries. They build stronger
relationships between education, industry and conitieg, and customise programs to

suit enterprises and individuals.

However continuing institutional change requiredsth new VET practitioners to engage
in practical innovation as well as continuous inyenment. These trends prompted
Mitchell to coin the term ‘advanced VET practitioseto described the superior skills
that some practitioners developed. The advanced WEttitioner has ‘extraordinary
capabilities’ for building client relationships, sming customer responsiveness and

supporting flexible delivery (Mitchell, 2009: 25)e notes:

VET practitioners range from novices to very expeced, they continue to learn



from a range of different experiences such as erjgh cases and off-the-job and
from their relationships with peers, learners aliehts, and their practice changes
and deepens, including their approaches and s@sdaver their career. Like the

master artisans of previous ages, advanced VETifwaers take to higher levels

than their peers their work-related learning, skilberformance and impact (p.
13).

This categorization of VET practitioners capturesportant features of the shifting
context, content and complexity of skills requireithin contemporary VET. Yet it
doesn’t capture the full range of skills requirestay because it over-emphasises
demand-driven teaching within a single spatial escad the core-business of VET. It
acknowledges developments in Australian VET but mjghays cultural diversity and its
implications for teaching, business practices ammkgnance within complex networks. A
broader conceptualization that considers VET withiobally interconnected industry,
labour market and education systems begins to rékeaskills required by ‘integrated
global educators’.

Skills required by integrated global educators

The idea of new and advanced VET practitionersuraptthe way demand-driven VET
reform has encouraged boundary crossing throughmeomial relationships in Australian
VET practice. The ‘integrated global educator’ da##ghis, at both low and high-levels
of skill, but also extends the range of skills extied in their work.

This practitioner is not locked specifically intdeV¥ but reaches out from this location to
access resources and relationships in other ssp@des. They consciously engage in
networked relationships and partnership work at yrscales. They work globally and
locally, paying attention to system interfaces #ralimportance of internal and external
relations in strategic development, succession suxlainability, and the competitive
edge that underpins innovation capacity.



Being conscious of themselves in time and space lasated node within networked

organization, encourages the integrated global &ducto be explicit about value-

propositions — the distinctive ‘good’ that they exdly in market relationships, decision-

making activities and in their community commitngenthey are alert to the importance

of building knowledge and managing information toneey this good within the

network.

Integrated global educator engage in partnershipk vtllat combines high levels of

emotional labour, interpersonal respect and cané, ethical practice in contexts of
ambiguity (Seddon et al., 2008). Good practice as just about learning or business

outcomes but is judged against multiple criteriswécess:

Process outcomes: working more closely with pastnsiharing information and
staff resources, financial collaboration via podiaading of activity;

Governance outcomes: development of a collectiggoniand agreed strategy,
widening the range of interests involved in locakcidion-making, creating a
stronger local voice, projecting specific valuegwsition, standing for
something, encouraging commitment, improving thegiged legitimacy of local
governance, exercising more effective influencallgand nationally; and
Service outcomes: areas of progress in serviceowapnent, delivering services
that conform to local community strategic plangtdremeeting local community

needs.



This structure of skills that extends new VET pitamter integrated educational-business
thinking is suggested in Table 1.

Table 1: Skill requirements: from traditional VET to integrated global educator

Traditional VET New-advanced Integrated global
VET practitioner educator
Formalised education- | Integrated Multi-agency and multi-
Skill eras business division of | educational and | scalar global-local
labour business skills partnership work

Cross-cultural  teaching
skills & learning support

Teaching skills Intercultural
Educational skills communication and
Character of | Vs partnership work
skills Business skills Knowledge building,
Customer information management
(evident at high responsiveness and research
and low skill Organisational
levels) development and HRD

Client relationships | Multi-agency decision-
making and governance

Toward professional renewal in VET.

The ‘industry-training workforce’ that is currentlgstitutionalized in Australian VET
includes many individuals with sophisticated voamasl education skills. They embody
‘applied adult education’ expertise that underpiteaching, organizational and

collaborative VET practice and gives VET its distige learning culture.

Yet these practitioner skills are poorly recognjzesvarded or mobilized in current VET
regulatory and pricing structures. Their supply imgreasingly problematic as a
consequence of demographic aging, dispersion okfmare expertise due to the terms
and conditions of VET work, and systemic failurarneest in VET workforce skills. This
is symbolized by the institutionalization of a Glecaite 1V as the necessary qualification
for teaching in VET.

These arrangements render sophisticated VET egpertlatively invisible within
vocational education. As an unacknowledged and naged resource, its sustainability
is becoming questionable just as demand for sapaistl applied adult education

expertise increases. In this context, professimrawal becomes urgent.
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