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ABSTRACT 

Education and training, in Australia, has experienced unprecedented levels of change in 

recent times. Government educational policies are now dominated by economic 

discourses that point to the need for all educational systems to contribute to economic 

development, by increasing the knowledge and skill levels of the present and future 

workforce. The twin discourses of new vocationalism and economic rationalism have 

now transformed Australian educational systems. But the effects of this transformation 

on the identities of teachers working in this changed environment have not been 

adequately examined. This study examines the impact of government policies on 

teachers' identities by investigating a particular group of teachers working in Technical 

and Further Education (T AFE) in Australia. 

The study has chosen teacher identity as its focus, because much of recent research has 

involved investigating the new knowledge and skills required of teachers working in 

this changed environment. However, this can be seen as making an overly instrumental 

means-ends connection between teachers' knowledge and skills and the professional 

practice of teaching. It fails to appreciate that when teachers are asked to 'do things 

differently' in their everyday teaching practices they are also being called on to become 

different teachers. That is, to have different understandings of their role in education, to 

have different relationships with students, to conceptualise their professional and 

vocational knowledge differently. In short, to change their identity. 

In order to investigate the impact of the policies and discourses of VET on T AFE 

teachers' identities the study locates itself, in part, within the interpretivist tradition of 

social research and uses the methods and methodologies of critical policy analysis, 

phenomenology and ethnography to investigate the research questions. It then uses a 

number of diverse theoretical perspectives to challenge and interrogate the 

interpretation made of the data gathered. 

The study undertakes a critical analysis of contemporary VET policies utilising a 

'policy-as-discourse' approach to the analysis and draws on the methods of 

phenomenology and ethnography in order to generate situated discourses that are often 
• 
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overlooked in critical policy analysis. The study also uses the perspective offered by 

poststructuralism, which fore grounds the power of discourse in the formation of both 

the social world and individual identity. 

The conclusions reached suggest that T AFE teacher identity is an ambiguous discursive 

achievement constructed out of the multiple, historical organisational and individual 

discourses that all circulate in teachers' life worlds. These discourses now interact in 

complex and contradictory ways with the contemporary policies and discourses of 

vocational education and training resulting in teachers experiencing a degree of doubt 

and uncertainty concerning their identification with the new institution ofT AFE. 
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Chapter One 

Context and orientation of the research 

1.1 Introduction 

A recently completed study conducted by the Ministry of Education, Skills and Training 

(MEST), Province of British Columbia, Canada reports that: 

Major reforms of education and training systems have occurred over the last ten 

years in almost every nation of the Organisation for Economic Cooperation and 

Development (OECD). (MEST 1995:4) 

The extent of these education and training reforms appears to be unprecedented. The 

MEST report nominates a number of common reform themes that have emerged in the 

education and training policies of the governments of the United States, Australia, 

Germany, France, the United Kingdom, Sweden, New Zealand and Japan. These themes 

include: a commitment to lifelong learning/recurrent education systems, a gearing up for 

international competition, a commitment to excellence and effectiveness in education and 

training, development of closer links between education and the economy and finally 

encouragement of greater efficiencies in education and training systems. 

The primacy given to the economic value of education in OECD reports (OECD 1988, 

1989, 1991) is justified by discourses that suggest the economies of these countries are 

entering new and uncertain times. This period is characterised by the increasing 

globalisation of national economies, rapidly changing markets, increased global 

competition for goods and labour, new technological innovations and the movement from 

mass production to flexible specialisation in the productive process (Castells 1993:15-

18). 
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Given the urgency of adapting to new economic conditions, educational systems are being 

reformed to ensure that they fully contribute to the economic adaptations required of 

modem societies. Societies that are variously referred to in contemporary economic 

discourses as post-capitalist societies (Drucker 1992), post-industrial societies (Block 

1990), post-Fordist societies (Mathews 1989), or, as Thurow (1996:3) puts it, new 

societies where capitalism plays a 'new economic game with new rules requiring new 

strategies to win'. These discourses also commonly characterise new economic times as 

generating new work and new work organisation that require new workers with new 

knowledge, skills and dispositions to meet the challenges of the 'new economic order'. 

(Gee, Hull & Lankshear 1996:xiv). 

The domination of economic discourses in the educational policy formulation of 

governments has been labelled the new vocationalism by a number of educationalists 

(Pollard, Purvis & Walford 1988, Grubb 1996, Ball1994). New vocationalism emphasises 

the need for all educational institutions to contribute to national economic imperatives 

and, for the most part, these discourses are embedded within human capital theories of 

economic performance. They promote the idea that economic performance is intimately 

connected to the level of skill and ability of the workforce and are a common feature of 

the educational discourses of many OECD governments (Papadopolous 1996). In 1989 

the then Australian Federal Treasurer, confirmed this view by beginning a series of 

national seminars, designed to promote national reforms to education and training, with 

these words: 

Australia's economic future, especially in the medium to long term, depends on a 

greatly improved and expanded training effort. Skills appropriate for new 

technologies and old are fundamental to diversify our industry structure and trade 

towards more internationally competitive industries in the manufacturing and 

service sectors. A well-educated and trained workforce will give us the advantage 

of flexibility in an uncertain world economy. Flexibility in the deployment of 

labour and a strong skills base will assist industry to adapt and respond to 

changing economic circumstances (Dawkins 1989). 

This economic turn in the educational policies of government is also revealed in 

government calls for greater efflciencies and effectiveness in educational provision and is 

linked to the domination of the discourse of economic rationalism within the policy 

formulation of OECD governments. Economic rationalism promotes the view that 
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government should withdraw from many of its traditional social responsibilities and 

should promote market-style environments and commercial business practices within 

state services, including education (Pusey 1991, Marginson 1994 ). It calls for the 

installation of a culture of 'enterprise and 'excellence' within the public sector 

(OECD/CERI 1989, du Gay1996: 56) and advocates increased accountability and quality 

in public sector services. It is also commonly associated with policies that involve the 

privatisation of state owned assets, the reining in of public spending and reduced 

budgetary allocations for public sector services. 

The educational policies of government, dominated by these economic discourses, have 

now transformed the institutions of modem education. The different purposes of 

education, the organisational practices found within educational institutions, the 

relationship of these institutions with each other and with society, the work of teachers 

within these institutions and the different educational values embedded in the educational 

practices of schools, colleges and universities have all been challenged and reshaped by 

government policies. But the impact of these policies on the identities of teachers working 

in this changed environment have not been adequately examined. The present study 

examines the impact of these policies on teachers' identities by investigating a particular 

group of teachers working in Technical and Further Education (T AFE) in Australia. 

1.2 Changes in vocational education and training 

In Australia, fundamental changes have been made to Vocational Education and Training 

(VET) over the last decade. TAFE the publicly funded vocational educational institution, 

until recently viewed as largely synonymous with VET, is now positioned as only one of 

many providers. Schools, universities, industry and private providers are now all seen as 

being part of VET. Maglen defines contemporary VET as encompassing: 

all educational and instructional experiences be they formal or informal, pre

employment or employment related, off-the-job or on-the-job that are designed to 

directly enhance the skills, knowledge, competencies and capabilities of 

individuals, required in undertaking gainful employment, and irrespective of 

whether these experiences are designed and provided by schools, T AFE or higher 

education institutions, by private training providers or by employers in industry 

and commerce. (1996:3) 
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To promote this view, Federal and State governments have used their legislative power to 

change structural arrangements to support this re-definition and have used their fiscal 

power to promote an increased focus on VET in all publicly funded educational 

institutions. They have encouraged the creation of a new competitive education and 

training market by sanctioning the establishment of private providers in VET. They have 

promoted a competitive ethos within publicly funded educational institutions and have 

extended the public accreditation processes of education and training into industry and 

organisational training programs. 

At a more local level the TAFE system has also been the subject of continuing structural 

reform. In New South Wales, an Australian state with the largest TAFE system, 

restructuring has been a constant theme for the organisation since 1990. The publication 

of the government commissioned report TAFE's Commission for the 1990's: 

Restructuring Vocational, Basic and Adult Education in NSW (Scott 1990) recommended 

the termination of T AFE as a government Department, replacing it with a T AFE 

Commission, made up of twenty-four decentralised networks each headed by a senior 

manager. The report also suggested that an important goal for TAFE should be that it 

became 50% self-funding within ten years. Since that time the institution has changed 

from a government Department to an Authority and in 1991 became a Commission, 

abandoning the network structure in favour of a structure based on eleven Institutes of 

TAFE. In 1995, the TAFE Commission was absorbed into a new government 

Department; the Department of Training and Educational Co-ordination (DTEC) and two 

of the Institutes of T AFE were re-named Institutes of Technology. In December 1997 

DTEC was abolished and subsumed under an expanded Department of Education and 

Training with NSW TAFE now part of this new Mega-Department. The aim of self

funding was pursued with the establishment of T AFE Plus, a subsidiary that that now 

sells TAPE's educational products and expertise in the open training market (Shreeve 

1995). 

One of the outcomes of these policy changes, at both the Federal and State level, has been 

the emergence of a debate concerning the educational and social purposes of T AFE. What 

are the core values of the institution? What are its primary goals? What is its relationship 

to other educational institutions? In short what is T AFE's educational identity in the late 

nineteen nineties? To date, this debate is commonly represented as a clash of ideologies. 

Schofield for example, characterises it as 'the clash of the titans'. She maintains that T AFE 

is caught in an ideological battle. A battle that is taking place between liberal 
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educationalists who argue that T AFE should be about access and equity, second chance 

education and the primacy of individual growth and development in education. And 

educational rationalists who suggest that T AFE should primarily focus on its economic 

and industrial purposes and the needs of business and industry, particularly in view of 

the new economic times facing nation states (Schofield in Keams & Hal11994:57). 

1.3 The impact of change on TAFE teachers 

Not surprisingly, teachers in TAFE have experienced the impact of these government 

policies on their everyday pedagogical practices. As this study and other studies (Smith, 

1997) demonstrate the implementation of competency based education and training, a 

central platform in the policies of the new vocationalism, is considered by many teachers 

as representing a radical change in the way they conceptualise and undertake their work. 

New curriculum designs, assessment methods, recognition of prior learning processes, the 

use of new learning technologies and the establishment of national curricula are all seen as 

not only making new demands on teachers but altering teachers' conceptions of their role 

within the educational process and their relationships with their students. Teachers are 

also experiencing the policy driven imperative of governments to insert the economic 

principles of the market into the operations of T AFE. These principles are characterised 

by the establishment of private providers in vocational education and training, increased 

competitive practices, new tendering arrangements for supplying education and training 

services and an increased emphasis on fee-for-service courses. 

Teachers have also been the focus of policy discourses to do with quality and 

accountability in education. A number of reports have been commissioned by 

governments to investigate the quality of teaching and the new skills, knowledge and 

attributes needed by teachers in the emerging new educational environment (National 

Centre for Vocational Education Research 1990, Vocational Education Employment and 

Training Advisory Committee, 1993, Chappell & Melville, 1995). A common conclusion 

reached by these reports is that teachers in T AFE need to become new teachers in the 

educational and economic environment of the late nineteen nineties. Lepani, for example, 

argues that 

Over the next ten years the role of the VET provider will change significantly from 

the 'stand and deliver' classroom based teacher to richer and more diversified roles 
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of facilitator, researcher, consultant, strategic partner, designer, strategist, manager, 

communicator, career developer, assessor and accreditation specialist. (cited by 

Diplock 1996: 58) 

This position was endorsed by the then Managing Director of T AFE in NSW (ibid: 

1996:59) 

T AFE teachers have therefore been confronted with a set of policies and related 

discourses that have not only destabilised the identity of their educational institution but 

have challenged their understanding of their educational roles, privileging new pedagogical 

practices, new knowledges, new skills and new relationships with students. To date, the 

debate over government reforms to VET has commonly revolved around problems to do 

with their implementation (Sweet, 1993, Curtain 1994) or has foregrounded issues to do 

with the professional competence of teachers in the new educational environment. 

Teachers are positioned in these discourses as requiring new knowledge and skills in order 

to implement the reforms (NCVER, 1990). They are asked to work in different ways 

(Diplock, 1996) and to undertake new roles and responsibilities in vocational education 

and training (VEETAC, 1993). To facilitate this change, calls are also made to reform the 

initial and continuing education of teachers and to provide increased opportunities for 

teachers to access professional development programs (VEETAC, 1993, National Board 

of Employment Education and Training, 1993, Ministerial Advisory Council on Teacher 

Education and Quality of Teaching, 1994). The rationale being based on the need for 

teachers to gain the new knowledge and skills required when working in this new 

educational environment. 

However, the position reflected in these reports, can also be seen as making an overly 

instrumental means-ends connection between teachers' knowledge and skills and the 

professional practice of teaching. It fails to appreciate that when teachers are asked to 'do 

things differently' in their everyday teaching practices they are also being called on to 

become different teachers. That is, they have to have different understandings of their role 

in education, to have different relationships with students, to conceptualise their 

professional and vocational knowledge differently, to change their understanding of who 

they are in vocational education and training. In short, to change their identity. From this 

perspective the current reforms can be seen as not only destabilising the institutional 

identity of T AFE but as representing a crisis of identity for teachers working in this 

institution. As Mercer, for example, suggests, identity: 
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Only becomes an issue when it is in crisis, when something assumed 

to be fixed, coherent and stable is displaced by the experience of doubt and 

uncertainty. (1991 :43) 

1.4 The focus of this research investigation 

This study argues that the current climate of vocational education and training reform has 

led to a degree of 'doubt and uncertainty' among TAFE teachers concerning their identity 

and that of their organisation. It investigates the issue of identity and the processes that 

lead to the construction ofTAFE teachers' identities. 

The central question posed in this study is therefore: 

What impact are the contemporary policies and discourses of vocational education 

and training having on T AFE teachers' identities? 

This question is in itself a very broad one and involves investigating a number of related 

questions including: 

• What is identity and how is it constructed? 

• How has TAFE teacher identity been historically constituted? 

• What kinds of changes are T AFE teachers experiencing? 

• What elements of identity do teachers interpret as being under threat? 

• How do T AFE teachers now speak of their educational roles? 

• What is it like to be a T AFE teacher in the current climate of change? 

These kinds of questions do not easily lend themselves to quantitative methods of inquiry 

but are answered more appropriately within the qualitative or post-positivist research 

tradition (Miles & Huberman, 1994:4-5). This study therefore locates itself, in part, 

within the interpretivist tradition of social research and uses the methods and 

methodologies of critical policy analysis, phenomenology and ethnography to investigate 
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these research questions. It focuses on producing an interpretation of the lived 

experiences of teachers in this changing environment and, therefore, uses teachers' voices 

in the empirical phase of the research. It is based on interpreting the language, expressions 

and metaphors that teachers use when they interpret their life-world and it uses a number 

of diverse perspectives in the research to challenge and interrogate the readings made of 

the data gathered in the empirical phase of the project. 

1.5 Research Perspectives 

Three perspectives are employed in this investigation. The first involves a critical 

analysis of the policy discourses of vocational education and training reform. The term 

critical is used here to foreground the importance given, in this study, to analysing the 

ways in which power operates asymmetrically in the contemporary educational reform 

process. It also signals the view that this asymmetry positions teachers, in the current 

reforms, as merely the instrumental means to particular economic ends. This critical 

perspective is not derived from any single theoretical position concerning the origins of 

power and holds no allegiance to economic relations, gender relations or any other type of 

relations in the operation of power within the educational process. It takes a pragmatic 

position, in the sense that it uses the concepts and interpretive devices from a variety of 

these theoretical positions as resources through which a new and more complex 

interpretation of the ways in which contemporary educational reforms construct new 

identities for T AFE teachers can be developed. 

The second perspective, used in this study, draws on the methods and analytical 

procedures of phenomenology and ethnography, in order to generate localised 

perspectives on how the policy discourses of the new vocationalism influence T AFE 

teachers in the everyday setting of their work. These methods provide access to the 

situated discourses that operate in local settings and offer a way of surfacing the interests 

and concerns of social actors that are often overlooked using other methods that research 

the impact of policy analysis. It is also seen as a useful way in which the contemporary 

conceptions of the formation of identity foregrounded in contingency, multiplicity and 

discursive tension can be interrogated. The methods of phenomenology and ethnography 

are also capable of surfacing other realities that counter the reality constructed by policy 

discourses. They therefore provide tools by which the taken-for-granted assumptions of 
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policy discourses can be disrupted by other interpretations derived from different 

readings of the discourses ofT AFE teachers in the contemporary context of reform. 

The third perspective deployed in this study, is that provided by poststructuralism. This 

perspective emphasises the power of discourse in the formation of both the social world 

and individual identity. The poststructuralist position suggests that discourses do not 

describe reality but: 

systematically form the objects of which they speak .... Discourses are not about 

objects, they do not identify objects, they constitute them and in the practice of 

doing so conceal their own invention. (Foucault 1977:49) 

The poststructuralist position therefore considers policy as discursive practices that 

construct particular 'regimes of truth' (Foucault 1977:43). Discourses exercise power by 

determining not only who can speak but also what can be thought and said. From this 

perspective the current discourses of education and training are constructing new 

educational realities and new identities for teachers and are, at the same time, 

problematising, colonising and silencing other discourses that frame teachers' identities. 

The poststructuralist position is useful in this study because it provides a mechanism by 

which the empirical research data can be problematised and interrogated in novel ways. It 

therefore opens up greater possibilities for the production of new interpretations of the 

ways in which contemporary educational reforms are influencing the identities of teachers 

working in this environment. 

There is a degree of ambiguity implicit in using these different perspectives in this 

research project. Critical policy analysis, for example, is embedded within a 'realist' view 

of policy formulation and implementation. Policy, from this perspective, is seen as the 

site where conscious social agents actively engage in making meaning and changing 

practices. They contest policy, highlight contradictions, re-interpret meaning and form 

alliances and interest groups at all levels of the policy matrix. The role of the policy 

analyst in this context is to describe these complexities in order to represent a true picture 

of policy and the policy process. 

The poststructuralist position, on the other hand, provides a different reading of policy 

formation and implementation. It rejects the realist position that suggests policy analysis 
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can come to a true understanding of the ways in which different power players operate 

within policy formulation and implementation processes. Poststructuralism claims that 

government policies and practices are discursive formations and therefore, like all 

discourses hold within them the ambiguous power of representation; the power of 

naming; the power to construct particular realities. Poststructuralism problematises 

notions of social agency, intentionality, rational action and any realist position regarding 

the impact of policy. It therefore suggests that critical policy analysis often fails to 

appreciate the ways in which various policies combine together to produce particular 

'truths' through the power of discourse. 

Ball, for example, when commenting on the failure of critical policy analysis to 

acknowledge this power suggests that: 

Discourses are about what can be said, and thought, but also about who can speak, 

when, where and with what authority. Discourses embody the meaning and use 

of propositions and words. Thus, certain possibilities for thought are constructed. 

Words are ordered and combined in particular ways and other combinations are 

displaced or excluded (Ball: 1994:21). 

Poststructuralism also rejects many of the assumptions underpinning phenomenological 

and ethnographic research. It questions the privileging of lived experience and the 

essentialist notion of the subject in these perspectives. It challenges the authenticity of 

the voice of the subject-person foregrounded in these methodological approaches and 

argues that interpretivist research does not describe the world but is a 'world-making' 

practice, that is a practice that creates a world discursively (Scott & Usher, 1996:26-28). 

While recognising the ambiguity in using these different perspectives the assertion made 

in this study is that contemporary social research has itself entered a period of doubt and 

uncertainty. It is a project that has become conscious increasingly of the shortcomings of 

traditional research perspectives used in social investigation, yet at the same time is 

unable to relinquish these perspectives in its search for explanations of social life. It has, 

nevertheless, retreated from earlier claims concerning its purview over certain knowledge, 

with much of contemporary social research taking a more reflexive stance in relation to 

investigations of the social world. Research findings are increasingly seen, not as 

representing some pre-existing reality, be they the generalisations represented within 

much of positivist and critical research or the specific case-by-case understandings of 
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interpretivism. But, rather are viewed as partial and incomplete constructs inevitably 

influenced by the framing, focusing and conduct of both the research and the researcher. 

The deliberate deployment of both critical and hermeneutic perspectives in this study, 

alongside the poststructural perspective, is designed to create interpretive tensions in the 

research project that contribute to a broader analysis of the research question. The 

assertion made here is that juxtaposing these perspectives offers greater possibilities for 

different interpretations of the construction of T AFE teachers' identities. These 

perspectives are not brought together in order to generate some cumulative or 'truer' 

explanation of TAFE teacher identity but rather are used to problematise the analysis, 

interpretations and assumptions that are embedded in, and come out of, particular 

research perspectives. 

This mixed approach is justified on the grounds that many contemporary educational 

researchers are rejecting the rules of stereotypic research methodologies in favour of 

pursuing their research within the flexible parameters created by the use of diverse 

research approaches. 1 It also encourages reflexivity within this research project by 

making more explicit the role of the researcher in negotiating the conflicting and often 

incommensurable processes that now characterise contemporary social research. 

A more detailed account of the methodological considerations that form the basis of this 

research project is provided in Chapter Four. It reviews the issues that currently 

influence contemporary educational research, including notions of research paradigms and 

the possibility of commensurability between quantitative and qualitative research. It 

details the main research paradigms that have constituted the field of social inquiry and 

the criticisms made of each. It discusses the impact of postmodemism and 

poststructuralism on the educational research project and outlines the impact of these 

discourses on contemporary notions of method and methodology. Finally, and arguably 

most importantly, it makes explicit to the reader the way in which this researcher has 

come to understand the meaning of contemporary social research and is therefore integral 

to any reading of the research process that is constructed here. 

1 The development of more eclectic approaches to educational research, now occurring in the research 
community, and the contemporary problems facing educational research have been discussed by a number 
ofresearchers, see McGee & Lyne 1987, Hammersley & Atkinson 1985, Ladwig 1994: 84, Calderhead 
1993:13-14, Eisner in Hammersley 1993, Scott & Usher 1996 
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1.6 An overview of the research project 

Conceptions of teacher identity are commonly configured around the idea of professional 

practice. Teaching is regarded as professional work and teachers are positioned as 

belonging to a particular professional community, sharing particular characteristics 

(NBEET 1993, MACTEQT 1994). The characteristics that distinguish professional work 

from other occupations are generally based around the idea that professions have a 

common body of specialised knowledge. Given the specialised nature of professional 

knowledge, society surrenders a degree of control to individual members of professions, 

who in turn are expected to exercise ethical responsibility and self-regulation in their 

professional interactions with the public (Winter & Maish, 1991). 

This leads to the idea that all members of a profession share a common professional 

identity, based on particular sets of knowledge, ethical practices and underpinning values. 

Professions thus form a 'knowledge elite' in society (Etzioni-Halevi, 1985) based on their 

monopoly of specialised knowledge. 

While teachers have, in the contemporary reform process, generally been located within 

this definition (VEETAC, 1993, NBEET 1993, MACTEQT, 1994), the positioning here 

is not without problems. The contemporary discourses of postmodernism and 

poststructuralism undermine modernist conceptions of knowledge at the heart of the 

notion of professional identity, while work done in the area of cultural studies 

problematises the very notion of identity. The issue of difference that distinguishes 

teachers working in schools, TAFE colleges and universities has also been under-theorised 

in contemporary discourses that seek to change the professional identity of teachers 

working in these institutions. These issues are outlined and discussed in Chapter Two. 

The chapter investigates the contemporary discourses that have disrupted modernist 

notions of identity. It reviews the concept of identity that emerged with modernity, 

locating it as an outcome of scientific rationality. It then examines the emergence of social 

relations as a central element in the transformation of identity from an essentialised and 

individualised concept to one that is a product of social relations. In particular, it focuses 

on the ways in which paid employment has been constructed as a central site of identity 

formation in modem conceptions of identity. Finally, it investigates the ways in which 

poststructuralism has altered contemporary notions of identity and provides an account 

of the concept of identity that grounds this study. 
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The impact of contemporary vocational educational reforms on the professional identity 

ofT AFE teachers is the subject of Chapter Three. It analyses the policies and related 

discourses that seek to change the nature of T AFE teaching and locates them within 

broader discourses that suggest contemporary societies have entered a period of 

economic, social and cultural uncertainty; an historical period referred to by Hall & Jaques 

as 'new times' (1989). It reviews the discourses that foreground the changed nature of 

industrial societies and claims concerning the emergence of post-industrial societies. It 

also discusses the emergence of discourses that foreground the failure of education to meet 

the challenges presented by these new post-industrial times. It also outlines the challenge 

presented by postmodem discourses on modernist notions of knowledge, on educational 

institutions and the impact of the discourses of economic rationalism on these 

institutions. Finally it discusses the emergence of TAFE in the context of the changing 

policy discourses of governments. 

The empirical component of the study consists of the gathering and analysis of three sets 

of data. Firstly, it involves an analysis of the responses of T AFE teachers to a survey 

distributed in 1994, which sought their views on what the reforms meant to them in terms 

of their changing perceptions of their educational role in contemporary vocational 

education and training. The survey was distributed to all full-time and part-time teachers 

in two Institutions of T AFE, selected on the basis that they were representative of 

TAFE's geographical spread in New South Wales and also were representative of the 

courses offered by the institution to both industry and the community. The results and 

analysis of the data are discussed in Chapter Five. 

Secondly, this study undertakes an analysis of a series of semi-structured interviews with 

T AFE teachers. These interviews were conducted on site, with the teachers interviewed 

being selected on the basis of their area of vocational expertise. This was done in order to 

ensure representation of the range of Industry Training Divisions found within T AFE. 

Interviews were also conducted with teachers who had a supervisory or management role 

in T AFE in order to establish if their position within the organisation was significant in 

their interpretation of the impact of policy on the professional identity of teachers. All 

interviews were recorded and transcribed. This phase of the research is the focus of 

Chapter Six. 

Finally, the empirical phase of the research utilises the phenomenological approach in the 

investigation of T AFE teacher identity. Over a nine-month period, a dialogue was 
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established with one teacher working in T AFE. Regular meetings occurred between the 

researcher and the teacher involving largely unstructured conversations and observations 

of teaching. The conversations were all recorded and transcribed. The rationale for using 

this approach in the research is based on the recognition that the data gathered by 

questionnaire and semi-structured interviews often fail to reflect the contextualised 

realities of the teachers involved and provide limited opportunities for teachers to clarify 

or change their responses at a later date. Furthermore these methods do not provide the 

opportunity for the researcher and the researched to establish any on-going relationship 

or allow for continuing feedback and re-interpretation of the issues raised by the data. 

The use of this procedure was also seen as important in the context of this research 

project because it was seen as a device by which the notion of professional identity could 

be problematised. It countered the tendency to reduce professional identity to a set of 

generalisable knowledges, values and professional practices thereby separating 

professional identity from personal identity. Consequently it opened the possibility for 

conceptualising the formation of identity as a more complex, contingent and fluid process, 

subject to innumerable and conflicting personal, institutional and social exigencies. It also 

enabled the researcher and the teacher to establish a more personal dialogue in which 

meaning was constantly challenged, clarified and re-negotiated throughout the analytical 

phase of the research. Finally, it offered a means by which teacher identity could be 

located within the everyday practices of a teacher working within the changing 

environment of vocational education and training. The results of this component of the 

project are discussed in Chapter Seven. 

In Chapter Eight the results of the study are brought together and located within the 

wider discourses that speak of cultural formation and the making of meaning in 

organisations. The reasons for the climate of doubt and uncertainty that appear to 

characterise the institution of T AFE are explored and placed within the wider context of 

uncertainty created by the contemporary crisis of governability that now characterises 

nation States. 
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1. 7 Why do this study? 

Teachers in Technical and Further Education have experienced radical changes to their 

work over the last decade. They are, of course, not alone; workplace change has been a 

process that is shared by almost all sectors of the workforce. T AFE teachers, however, 

are not only workers themselves but are also involved in the education and training of 

present and future workers. Thus they have not only experienced changes to their own 

work, but have also had to come to terms with the discourses of the 'new work order' 

(Gee, Hull and Lankshear 1996) that now characterise the occupations that their students 

have entered or are about to enter. They have also experienced the policy driven 

imperative of governments to insert the principles of the market into the operations of the 

public sector including education. 

The 'master' discourses of economics have described the nature of the new economic 

conditions and the attendant new work emerging in the post-industrial condition of late 

twentieth century capitalism. While the policies of new vocationalism, dominated by 

these new economic discourses, have changed the institution of T AFE placing different 

demands and different expectations on teachers working in this sector. 

New competency-based education and training arrangements and the subsequent changes 

to assessment, pedagogical, and other curriculum practices have disrupted the traditional 

practices that many teachers in T AFE once regarded as their particular contribution to the 

vocational learning process. The call for greater responsiveness to the needs of industry 

and the national economy is interpreted, by many in T AFE, as marginalising the 

traditional focus on the individual needs and personal development of learners when 

undertaking vocationally related educational programs. 

Each of these factors, alone, carries enormous implications for the ways in which teachers 

in this educational sector not only undertake their work but also come to understand who 

they are in education. However, the contemporary discourses of VET are also attempting 

to change the language of T AFE and its teachers. Students and industries become clients 

within these discourses, vocational education and training becomes a competitive market, 

vocational knowledge becomes a modularised commodity that can be bought and sold, 

courses become learning packages and teachers become industry consultants, marketing 

strategists and facilitators of learning. All of these changes are justified using the 
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discourses of the new economics with their call for greater productivity, increased 

competitiveness and workplace flexibility deemed essential in meeting the national 

challenge presented by the globalisation of economies. 

Given the extent of these reforms and their impact on T AFE and its teachers, it is 

pertinent to ask what impact these reforms and the discourses that surround them are 

having on teachers' conceptions oftheir identity. Teachers are after all, the major players 

in the implementation of educational reform. Yet very little is known about T AFE 

teachers' understandings of who they are in education, what values they bring to their 

educational role and what tensions are being created by the policies and related discourses 

of vocational educational reform. It is precisely this area that is of interest in this study. 

Against this backdrop of reform there is also a personal motivation in pursuing this 

study. As a teacher-trainer, involved in the initial and continuing education of TAFE 

teachers in New South Wales, I have experienced TAFE teachers displaying a degree of 

uncertainty about their new educational roles in the changing environment of vocational 

education and training. The policies of the 'new vocationalism', the constant restructuring 

of the institution of T AFE and the reforms to curriculum practices seem to have 

contributed to this climate of uncertainty. Some teachers seemed to be displaying a deal of 

frustrated cynicism toward the institution ofT AFE, others appeared overwhelmed and in 

some cases resentful of the changes to courses, curriculum contents, assessment practices 

and the increased emphasis on fee-for-service activities and pedagogical innovations. 

Others accepted the changes, arguing, in some cases, that they were long overdue reforms 

particularly in the current climate of workplace change and continuing economic 

uncertainties. Yet they often expressed some uncertainty concerning T AFE teachers' 

ability to adapt to these changes. 

My interest in pursuing this line of research is also, in part, a reaction to the way in 

which issues of implementation of the vocational educational and training reforms seemed 

to be commonly reduced to instrumental problems concerning the role of teachers in the 

process. Teachers are positioned as not having the necessary knowledge and skills to meet 

this new situation. They therefore require professional development in order to 

implement change. Best practice case examples are found to illustrate the most 

appropriate techniques that can be used by teachers in the new environment. Yet there is 

little acknowledgment in these literatures, that these reforms are not only challenging the 
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existing values and practices of many teachers in TAFE, but are also, often implicitly, 

constructing new educational identities for these teachers. 

The idea of the implicitness of these reforms in constructing new identities for teachers 

led me to the literatures of postmodernism, postructuralism and cultural studies, with 

their emphasis on the power of discourse to construct lived realities. Here discourses 

become powerful because they not only construct realities but also 'conceal their own 

invention' (Foucault 1977:49). From this perspective, the policies and practices of 

vocational education and training reform are seen as discourses that construct new 

identities for teachers while simultaneously concealing their power to do so from the 

teachers involved. My desire in this project is therefore to document the personal 

accounts of teachers working in the new vocational education and training environment, to 

give them a voice in the contemporary changes now occurring. The study therefore seeks 

to identify what issues and concerns are important for them in the current situation. What 

changes do they feel are impacting on their identity as a teacher? What values do they 

place on vocational learning and their relationships with students and what are the points 

of resistance to the discursive re-framing ofT AFE teacher identity that is being conducted 

within contemporary policy discourses? 

However, while foregrounding the voices of teachers, the study also problematises their 

accounts using the perspective offered by poststructuralism. The ways in which teachers 

describe themselves are given no privileged status in terms of truth-representation but 

become another of the circulating discourses that all exercise power through their 

construction of particular realities. The aim of the study therefore is to investigate how 

the circulating discourses that inhabit contemporary education and training influence the 

construction ofT AFE teacher identity. 

1.8 Why is identity the focus of this study? 

In the human and social sciences terms such as the 'self, the 'subject' and 'subjectivity', 

have recently been the focus of unprecedented critique. The tendency of these categories 

to represent the 'self as a unified, originary and integral construct, at the centre of the 

self-sustaining individual, has been problematised as have notions of the 'self that 

constitute it as the product of social relations. Increasingly, discourses to do with ideas of 

the 'self use terms such as 'contingency', 'multiplicity' and 'fragmentation' and the term 
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'identity', in particular, has come to the fore in the contemporary discourses that speak 

of subjectivity. 

The reasons for this discursive shift involve, among other things, the assertion that 

concepts ofthe 'self should not be seen as neutral representations of the subject-person 

but rather as discursive interventions that do important political and cultural work in 

constructing, maintaining and transforming both individuals and their social world. 

Contemporary feminist, post-colonial and cultural studies commentators, for example, 

point to the way in which conceptions of identity that are based on notions of gender, 

class, race and national or cultural allegiance, work to obliterate difference through the 

discursive construction of sameness (Pateman 1989, Butler 1993, hooks 1990,). Others 

highlight the fragility and constructed nature of identity arguing that it has no enduring 

meaning but is subject to continuing cultural and historical re-formation (Hall & du Gay, 

1996). Commentators such as Rosaldo (1993) point to the immanent connection between 

identity and cultural formation and this, in turn, has led to renewed interest in the 

relationship between the workplace as both a site of cultural formation and a site where 

identity is constructed ( du Gay 1996). 

All of these commentaries have in different ways influenced the focus and direction of 

this research. The term 'identity', for example, is used in this study to distance it from 

conceptions of the self that posit a unified and essential core at the centre of subjectivity. 

It signals that this research understands the formation of identity to be a contingent and 

constructed concept, one that is subject to continuing social and historical transformation. 

The study also rejects a conception of identity based on the recognition of some naturally 

occurring set of similarities, common characteristics or shared understandings that 

characterise particular individuals or social grouping at particular historical moments. 

Rather, it sees identity more as a process of identification, that is, a construction of 

sameness that is never complete but always and everywhere remains an imperfect 

articulation that never achieves a consummate fit. Furthermore, because identification is a 

process that imposes itself across difference, it is also a process that requires discursive 

work to be done in order to construct the symbolic boundaries that are used to 

differentiate one particular identification from that which surrounds it. In other words, 

without discursive work the process of identification across difference would be 

impossible. 
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This discursive approach to identity formation has a number of implications. Firstly, it 

suggests that identities are never unified but consist of multiple processes of identification 

that are constructed by different, often intersecting and antagonistic discursive practices 

that make particular identifications possible. This leads to the idea that the formation of 

identity cannot be justified on the grounds that it merely reflects pre-existing patterns of 

sameness, but rather owes its existence to particular discursive interventions. This in turn 

suggests that identity formation is both a strategic and positional process. Identities are 

constructed through the deployment of specific enunciative strategies and are produced in 

specific institutional sites at particular historical moments. 

The following chapter offers a brief overview of the different conceptions of identity that 

have emerged in modernity. It undertakes this history in order to situate these 

conceptions within the specific historical developments and practices that have 

characterised the modem world. It suggests that these different conceptions of identity 

continue to structure the possibilities of thought around the idea of identity and traces the 

influence of these conceptions to contemporary notions of T AFE teacher identity. 

Finally, it examines how the discursive approach of poststructuralism offers a radically 

different perspective on the ways in which the current policies and discourses of change 

are constructing new identities for T AFE teachers. 
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Chapter Two 

Theorising identity 

The previous chapter outlined the context and orientation of this study and provided 

some preliminary comments regarding the particular trajectory that this research project 

has taken. It also introduced a number of key themes and concepts that are used in the 

study and these are now subject to more detailed examination. In this chapter the current 

critique of identity is investigated and located within the much broader critique that has 

emerged out of what is commonly referred to as the 'crisis of modernity'. It suggests that 

this broader critique not only problematises the various concepts of identity that have 

emerged in modernity but provides resources that enable the study to position these 

concepts within their particular historical, social and institutional sites. Specifically, it 

looks at the ways in which debates over identity have generally centred on differences 

over the relationship between individual agency and social structure. 

The chapter then goes on to examine the 'linguistic turn' (du Gay 1996:41) in the human 

and social sciences and the implications of this for a study that seeks to investigate 

identity. In particular, it looks at how the Foucaldian notion of discourse offers a radically 

different interpretation of the processes of identity formation and a radically different 

conception of identity. Finally, the chapter outlines the implications that this identity

discourse connection has for this investigation ofTAFE teacher identity. 

2.1 Identities in crisis 

The previous chapter noted that in the human and social sciences there has been an 

explosion of interest in the notion of identity. At the same time, and somewhat 

paradoxically, it also noted that the concept has been the subject of unprecedented 

critique. Some contemporary commentators, for example, reject the concept entirely 

suggesting that identity is a modem fiction (Rorty 1989) or an invention of modernity 

(Bauman 1996). Others propose that the current deep ambivalence towards the notion of 
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identity opens the possibility for individuals to create new and imaginative 

representations of the self (Elliott 1996). Commentators such as Giddens ( 1991, 1994) 

and Beck ( 1992, 1994) re-configure identity in terms of a reflexive re-writing of the self, 

made possible by the continuous self-monitoring processes that characterise late 

modernity. Hall (Hall & du Gay 1996) on the other hand calls for a radical 

reconceptualization of the concept, one that recognises the complex relationship between 

identity formation and discourse. 

These commentaries are in many ways constructed on the back of a much wider critique 

of modernity that has questioned almost all of the philosophical, epistemological, social 

and cultural assumptions that have underpinned dominant understandings of the modem 

world. Various commentators have pointed to the inadequacies and ambiguities prevalent 

in many of the ideas and assumptions that characterise modernity. Some have initiated a 

political critique ofthe modern state (Hall & Jacques 1989, Perryman 1994), others have 

problematised the traditional sociological assumptions used to explain modern social 

formations (Wagner 1994). Feminist writers have critiqued modernity in terms of its 

gendered construction, its privileging of 'rational thought' and its foundational 

epistemology (Lloyd 1984, Hekman 1994, Luke & Gore 1992) and post-colonial writers 

have critiqued modernity in terms of its eurocentrism (Bhabha 1996). Postmodern 

commentators have launched critiques of the modernist conception of reality (Baudrillard 

1989), its assumption of progress (Vattimo 1988, Deleuze 1983 ), its truth claims (Rorty 

1989) and its conception ofknowledge (Lyotard 1984). 

While recognising the disparate nature of these discourses, what they all display is some 

scepticism towards many of the assumptions that have underpinned modernity's 

understanding of itself. These discourses suggest that Western culture, with its feet firmly 

planted in Enlightenment rationalism, has lived by the notion that everything can or will 

be explained. Confronted by an increasingly complex set of economic, social, cultural and 

political problems that continue to defy resolution, the Western cultural tradition appears 

caught in crisis, conscious only of the inadequacy of these explanations in providing a 

degree of certainty to human activities. 

By undermining many of the assumptions and understandings that have guided modern 

thinking, these commentaries have, as the work of Rorty (1989), Bauman (1996), Elliot 

(1996), Giddens (1994), du Gay (1996) and others illustrate, also problematised 

conceptions of identity that are grounded within the ideas and assumptions of modernity. 
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Indeed a number of contemporary commentators suggest that identity is now not only a 

key problematic of modem life but is also a concept: 

operating 'under erasure' in the interval between reversal and emergence; an idea 

which cannot be thought in the old way, but without which certain key questions 

cannot be thought at all. (Hall & du Gay 1996:1-2) 

In this chapter, the various theorisations of identity formation are investigated in order to 

situate them within the ideas and assumptions that have characterised modernity. The 

position taken here is that these theorisations should not be seen as enduring, 

transcendental constructions but rather as socially and historically located concepts 

intimately connected to the changing face of modernity. Furthermore, their changing 

nature should not be seen as the result of some gradual refinement of our understanding of 

identity, but rather as concepts that do specific kinds of work by shaping particular 

understandings and social practices and by bringing new social practices into play. All of 

these concepts continue to have effects on the process of identity formation. 

Bauman writes (Hall & du Gay 1996: 18) that identity 'is an invention of modernity'. The 

assertion made here is that identity has also been subject to numerous re-inventions, all of 

which continue to have effects on contemporary constructions of identity. 

2.2 The meaning of modernity 

Before embarking on an analysis of the ways in which the various concepts of identity are 

inscribed within the various historical, social and cultural change processes that marks 

modernity, the idea of modernity requires examination. Modernity is itself a complex 

concept. As Bradbury and McFarlane (1976:22) point out, within normal usage, the 

modem is seen as something that progresses in company with and at the speed of the 

years, like the bow-wave of a ship; last year's modem is not this year's. The modem is 

therefore always in formation. It represents the 'transient, the fleeting, the contingent'2 

(Baudelaire in Harvey 1990:10), inevitably, once formed, it loses its title to the next 

historical moment. 

2 It is worth noting here that the description of the modem suggested by Baudelaire is in fact much closer 
to the contemporary discourses ofpostmodemity. The terms transient, fleeting and contingent sit much 
more comfortably within postmodem discourses than they do within the discourses of modernity. 
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This common sense meaning of the term becomes problematic when social and cultural 

commentators attempt to assign the modem a place in history; for in order to identify the 

modem a description of it must be developed. The meaning of the modem therefore shifts 

from being anything of the here and now to being identified as a set of underlying 

assumptions and common characteristics that stamps a particular socio-cultural process 

or product as modem. Individuals, institutions, cultural processes and products that 

reveal some or all of these characteristics are described as modem. Modernity achieves a 

trans-historical dimension linking different examples of itself across historical periods. It 

also offers a trans-spatial dimension linking examples of itself across continents and 

achieves a trans-disciplinary dimension offering a meta-theory that encompasses the 

various disciplines found within the Western intellectual tradition. Thus modernity comes 

to represent particular ways of thinking and acting in the world that are underpinned by a 

set of common assumptions and suppositions. 

Commentators have tackled the issue of modernity from a number of perspectives. 

Habermas (1985) traces the origins of modernity in terms of the philosophical ideas that 

are associated with the concept. Foucault (1977,1972) examines the rise of modem 

knowledge and the self-disciplining subject. W agner ( 1994) looks to the sociological 

constructions that are formed in modernity. Harvey (1990) writes about the cultural 

change processes embedded in modernity and Perryman (1994) looks to the political and 

economic discourses that are associated with modernity. 

Despite the different concerns of these perspectives, they all associate modernity in one 

way or another with changes that occurred in Western Europe from the late sixteenth 

century onwards. Commonly, these changes are seen as coming out of three related 

historical occurrences: 

• the emergence of scientific rationality as a key approach to 

knowledge creation. 

• the emergence of social pluralism as a result of the industrial 

revolution and the adoption of mass production. 

• the emergence of the liberal democratic state as the political 

personification of modernity. 
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There are obvious dangers in making these broad generalisations, as these occurrences can 

be interpreted as particular historical events that revolutionised western societies. The 

economic, social and political change processes surrounding these events were slow and 

uneven, in terms of their temporal, spatial and social distribution. While they signalled the 

emergence of new concepts, ideas and discursive practices, these new ways of 

interpreting the world were still only the province of very small minorities in these 

changing societies. However, although recognising these dangers, there can be little doubt 

that the new ideas and ways of thinking that emerged have had important implications for 

the construction of modem concepts of identity . 

In the following section a brief genealogy of the concepts of identity that have emerged in 

modernity is provided. While recognising that this genealogy cannot do full justice to this 

complex topic, the claim made here is that its production assists the research by 

demonstrating how the various concepts of identity are constructed within the multiple 

discourses that have circulated in modernity. It therefore enables the research to trace the 

impact of these different constructions on the contemporary formation of T AFE teacher 

identity and also provides a different interpretive orientation to the analysis of the 

empirical data that grounds this study. 

Three theoretical schema are recognised here as underpinning modem conceptions of 

identity. The first involves positing a knowing conscious subject at the centre of identity 

formation and is arguably the earliest invention of the modem subject. The second 

invokes the power of social relations in identity formation and is particularly relevant for 

this study because it commonly fore grounds the world of paid work as a powerful site of 

identity formation. The clash between these two theoretical positions, has dominated 

debates in the human and social sciences for most of this century and has been resolved, 

at least in the minds of some, by positing identity as the dialectic outcome of the 

interaction between the essentialised self and social relations. 

The third, and most recent, theoretical schema points to the power of language and 

discourse in the construction of identity and is a significant departure from previous 

debates over identity. Firstly, it does not aim to supplant previous concepts of identity 

with newer and 'truer' ones, but rather attempts to surface the work that different 

concepts of identity do in constructing particular understandings of the self. Secondly, it 

points to the pivotal role identity plays in the politics of location, be it based on 

nationality, ethnic origin, gender, class, race, sexuality or occupation. At the same time, it 
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also reveals the difficulties and instabilities that characterise all forms of 'identity politics' 

that are based on privileging particular identifications over others. Finally, this discursive 

approach also constructs identity formation as an ambiguous and processual project that 

is unstable, multiple and always incomplete. 

2.3. Identity and scientific rationality 

The antecedents of scientific rationality can, according to Habermas (1985:16), be traced 

to the 'discovery' of the 'New World', the Renaissance and the Reformation in Europe. 

These events signalled a renewed interest in the external material world of nature and a 

concomitant insouciance with the internal spiritual governed world dominated by the 

church. In the seventeenth century the work of Galileo and Newton epitomised this 

change and began, what has come to be known as, the Age of Enlightenment in Europe. 

Galileo and Newton undermined the spiritually governed world of Europe, by positing 

science, as the primary investigative tool required in understanding the real material world 

of nature. Through science 'Man'3 was seen as being capable of determining a set of 

absolute rules that interacted with each other in predetermined predictable ways and 

thereby was capable of understanding and controlling the material world of nature. 

These explanations of the world were a radical departure from theistic explanations of 

both the world and the human condition. In Europe, theistic determinism held that God 

was all knowing, controlling the world and all living things of the world. The conclusions 

of Galileo and the work of Newton questioned this orthodoxy and initiated a challenge to 

theistic determinism. 'Man' ceased being a creature of God in seventeenth century Europe 

and emerged as a creature of 'Man' capable of understanding and controlling the material 

world of nature. The discursive shift from God to 'Man' can clearly be seen in the writings 

of Pierre Laplace, when discussing the possibilities ofNewtonian science: 

such an intelligence could embrace in the same formula the movements of the 

greatest bodies of the universe and those of the lightest atom: for it nothing would 

3The use of'Man' here and throughout this chapter is deliberate. As Hekman(l994:53) clearly indicates 
when she writes 'Although men would have us believe that the term 'man' is generic, that is, that it 
includes the experience of both men and women, a simple example proves this false: the statement 'man has 
difficulty in childbirth' is nonsense. I use the word 'Man' in this chapter to indicate the gendered nature of 
modernity and do not subscribe to the notion that the word man is a generic term. 
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be uncertain and the future as the past, would be present to its eyes. (Gleick 

1988:14) 

The French philosopher Descartes linked human reason to the project of science in order 

to achieve certainty of knowledge. Descartes rejected the scholastic philosophy based on 

Aristotelian logic that accepted the eternal and qualitative differences that characterised 

the classification of the things of the world. Descartes interest was to discover unifying 

theories that overcame these supposed eternal differences. He regarded these differences 

with suspicion because they were the antecedents of doubt and as Burbules (1995:4) 

argues Cartesian doubt was: 

a doubt which says that whatever is not clear and certain must be rejected as 

foundational. Cartesian doubt was always doubt in the service of seeking 

certainty. 

Thus Descartes began a systematic search for universal truth and certainty using the 

analytical methods borrowed from mathematics to analyse the world of thought. 

Descartes looked for generalisable truths that would deliver a platform on which certainty 

would be grounded. This rationalist thesis argued that though knowledge can be gained by 

human beings in a number of ways including the imaginative and emotional sphere, 

knowledge gained by way of reason founded on certainty and the essential and 

generalisable properties of things was superior in terms of progress to human 

understanding. Human problems could best be solved by way of the rigorous application 

of logic on proven facts. Rationalism thus entered the discursive world of modernity, with 

its promise of finding generalisable and universal truths that would provide certainty in an 

uncertain world. 

Other philosophers such as Bacon, Locke and Hume continued the theorisation of science 

by attempting to rid philosophy of two uncertainties. The first uncertainty is created by 

recognising the fallibility of the human mind yet having to rely on hypotheses generated 

by that same mind to establish the truth of the material world. The second uncertainty is 

created by the acknowledged limited and limiting capacity of the human senses to identify 

and recognise the complex and often hidden elements making up the material world. They 

attempted to overcome these philosophical imperfections by developing foundational and 

objective 'laws of science' that governed the external world of matter. Based on the exact 

sciences of mathematics and physics, tied to the rigorous experimental research of natural 

26 



' 'f 

\ 
~ 

phenomena, they explained the world through empirical analysis. Thus empiricism joined 

rationalism as the key characteristic of western science and science itself became a 

dominating feature of the Enlightenment; with claims being made that science and science 

alone could provide certain knowledge and material progress. 

Scientific rationality constructs the subject-person in a particular way. The rational 

knowing, conscious subject becomes the privileged identity of the Enlightenment. The 

German philosopher Hegel makes this clear when providing a philosophical description of 

the modem 'subject'. He emphasises individualism as the defining characteristic of the 

modem subject and also adds, as necessary pre-requisites to identity formation, the right 

of subjects to individual freedom and autonomous action (Habermas 1985: 16-17) 

Scientific rationality continues to influence modem conceptions of identity. It constructs 

the modem subject as an active individual human agent, capable of employing logical 

thought to investigate the world in order to find the universal rules that govern it. Agency, 

that is, the ability to act in the world, becomes a central feature of individual identity and 

is closely related to the concept of individual autonomy. The autonomous individual is in 

the best position to explore the material world of nature. 

However Cartesian rationality also effectively constrains individual agency and 

autonomy. The individual subject can discover the universal truths of existence and insert 

certainty into the world only through the act of rational thought. The aesthetic, 

imaginative and sensual domains of human understanding become suspect in Cartesian 

rationalism. It rejects other ways of coming to know the world, regarding them as inferior 

to rationality. Thus while rationality is discursively framed as the privileged way of 

coming to know the world, at the same time, it also acts as a constraint over individual 

agency. Freedom to act is not total but constrained by being governed by a particular way 

of thinking. 

Empirical method also, albeit in a different way, constrains notions of agency and 

autonomous action by its insistence that investigations must follow the tenets of 

scientific method. It also reinforces the immanent commitment to individualism into the 

Enlightenment construct of identity. Empirical 'Man' is seen as a pre-constituted rational 

individual capable of coming to understand the external reality of the world by using 

empirical method. Individuality is also emphasised by empiricism through its insistence 

that 'objectivity' is an essential element of scientific investigation. The individual, though 
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part of the world, must also be at the same time, separate from the world, capable of 

being an objective 'outsider' using the strictures of scientific method to solve the problems 

of human existence. Thus individual identity is constructed as being both outside the 

material world of nature and outside the world of social relations. 

Scientific rationalism has been the subject of considerable critique in the twentieth 

century, not least by science itself. The reductionism implicit in scientific method has 

been criticised (Birke & Silvertown 1984), while Heisenberg's uncertainty principle and 

Einstein's theory of relativity, the indeterminacy built into quantum physics and the 

conclusions of Chaos theory have all in different ways undermined many of the 

assumptions of scientific rationalism. The work of Karl Popper and Thomas Kuhn 

indicates that the knowledge claims of science are conditional and non-foundational and 

the notion of 'objectivity' in scientific method is now regarded as illusory. 

However, despite the concerted assaults on the tenets of scientific rationality within and 

outside of science the conception of identity constructed by scientific rationality, to 

borrow the words of Habermas 'continues to exercise a broad and deep, often 

subterranean influence' (1985:24) on contemporary conceptions of identity. 

The rational subject acting in the world, while at the same time standing outside of the 

world in order to know it remains a powerful identity figure of modernity. The 'I' in the 

Cartesian aphorism 'I think therefore I am' is this constructed Enlightenment identity, a 

conscious knowing subject, capable of teleological action, able to control the external 

natural world and assert his autonomy over it. This 'I' is also discursively constructed as 

an individual, capable of seeing the world from the privileged position of rationality. It is 

also framed as an exclusive 'I', only those individuals capable of accessing the world of 

scientific rationality can contribute to the accumulation of positive knowledge. 

The knowing, conscious subject of the Enlightenment is therefore predicated on a number 

of a priori assumptions. The self is a rational individual. The self can experience reality in 

a transparent, unmediated way. 'Reality' is an independently existing given. These 

assumptions have however all been the subject of critique. The work of Freud, for 

example has highlighted the importance of the subconscious in the formation of identity. 

Lacan (1968) has stressed the role of language in the construction of the self. Feminist 

writers, such as Lloyd (1984), point to the gendered nature of Enlightenment discourses. 

These writers accept the critique of Enlightenment dualisms proposed by Derrida (1978) 
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but go further, arguing that these dualisms (rational vs irrational, objective vs subjective, 

reason vs emotion etc.) are always asymmetric and gendered within the discourses of 

modernity. 

The Enlightenment subject is discursively framed as 'Man' and becomes associated with 

rationality, objectivity and reason. By their absence within these discourses, women are 

discursively constructed as the 'other' of the Enlightenment associated with irrationality, 

subjectivity and unreason (Hekman, 1994:50-55). Post-colonial writers have highlighted 

the eurocentric nature of Enlightenment thought and the deep ambiguity engendered 

between colonial expansion and the discourses of emancipation and individualism at the 

heart of modernity's concept of identity (Bhabha, 1996:199-211). 

While these contemporary critiques of the Enlightenment subject can be seen as reflecting 

the advantage of hindsight, there is evidence that it has also been the subject of some 

ambiguity from the time it appeared. Signs of this can even be found in the writings of its 

earliest promoters. Locke, for example, while retaining the notion of the individual self 

(that is, an essential identity distinguishable from others) as being constituted by the 

power of rational thought also recognised the power of social relations in the formation of 

identity: 

no man escapes the punishment of their censure and dislike, who offends against 

the fashion and opinion of the company he keeps, and would recommend himself 

to. Nor is their one often thousand who is stiff and insensible enough to bear up 

under the constant dislike and condemnation ofhis own club. (Locke 1959:449) 

For Locke, the autonomous 'I' of Enlightenment identity was also, within the life-world of 

social relations, a socially constructed 'me'. Locke concludes therefore that individual 

identity is ineluctably a social identity and provides one of the earliest dialectical theories 

of identity formation, pointing to the importance of the social world in the construction 

of individual identity. 

2.4. Identity and social relations 

The early recognition by Locke of the power of social relations in the construction of 

identity came to have particular significance in the emerging world of modernity. The 
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social transformations that accompanied industrialisation and mass production; including 

urbanisation, the acceleration of the division of labour, increasing social pluralism and the 

emergence of the modem State placed considerable pressure on the concept of identity 

embedded within the Enlightenment subject. 

The identity figure of the Enlightenment was from the outset a concept that restricted 

itself to a small minority of individuals within society. The libertarian rhetorics 

concerning individual freedom and autonomy, were in practice restricted to the 'bourgeois 

economic' and 'intellectual elites' and as Wagner (1994:58) comments: 

the social identity of the members of these groups was shaped by their belief that 

they belonged to the progressive forces of society, those who would advance 

mankind from its often enough miserable fate. 

This Enlightenment identity provided the bourgeois with the justification for their social 

and economic conduct. It was, however, an exclusive and exclusionary identity, 

increasingly incompatible with the complex social transformations occurring in the 

modem state. The economics of industrial mass production, political pressures for 

universal suffrage and the emergence of the democratic State created new social groupings, 

based on notions of collective identity, including class, national identity and political 

allegiance. 

Social theory responded by entering a period of 'grand critiques' (Wagner 1994:62). 

Theorisations concerning identity moved from foundational notions of individuality to a 

view that the macro-social structures emerging in modernity were now the primary agents 

in the construction of individual identity. Two of these 'grand critiques', in particular, 

played crucial roles in developing theories of identity formation and provide clear 

evidence of this change of focus in social theory. The first, the critique of political 

economy developed mainly through the work of Marx, posited economic relations as the 

prime determinant of social formation. The second, developed by Weber, involved a 

political critique of modem state institutions and the rise of bureaucratic rationality 

within these institutions. 

Both critiques, in different ways, moved away from the idea that the individual was the 

centre of self-formation and focused on theorising the ways in which the macro-social 

structures of modernity construct peoples' sense of who they are. The human subject is 
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theorised within these critiques as the product of social relations that in turn are largely 

determined by the macro-social structures of the modem economy and polity. These 

critiques also suggest that social structures are contingent, that is, the product of history. 

As Mead suggests: 

We can speak of individual identity only in terms of what Marx calls the 

'ensemble' of social relations, whose historicity is a fundamental aspect of 

existence. (Quoted in Aronowitz 1994:196-197) 

While Marxist theory emphasised the economic as the fundamental category of social 

relations, Weber's interest was in theorising the political relations that emerged in 

modernity, in particular the bureaucratisation processes that appeared as a fundamental 

characteristic in the governance of modem society. The move to universal suffrage and the 

consequent increased pressure for State interventions in the governance of social life, led 

to the formation of State apparatuses, big industrial enterprises and mass parties. These 

macro-social structures, characterised by internal stratification, hierarchical chains of 

command and abstract rules of action were identified by Weber as taking on the 

Enlightenment mantle of rational action. They became the sites where social progress 

could be assured, where competing claims could be arbitrated, where objectivity could be 

maintained and truth guaranteed. The rational individuality of the Enlightenment could not 

be extended to every citizen of the emergent modem state but needed to be appropriated 

within the governing social structures of society. 

Weber, while recognising the progressive nature of the democratic principles implicit in 

the rise of the modem state, was also deeply suspicious of the ways in which these 

principles were implemented. He regarded the bureaucratisation process as subjecting 

individuals to the dominance of an instrumental rationality. Bureaucratisation builds an 

'iron cage' (ibid 1994: 64), based on an instrumental means-ends theory of action, that 

progressively controlled an individual's whole existence. The individual subject is 

confronted by a rationality, external to itself, based on abstract and 'objective' rules of 

action that appear in direct contradiction to the everyday experiences of the individual's 

immediate life-world. For Weber, therefore, the governing instrumentalities of the modem 

state by their actions and their claims to rationality both appropriate and deny the 

individual's sense of who they are in modem societies. 
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While Weber's critique of modernity focused on political structures and their operation 

within social life, Marx's critique of political economy, privileged economic relations in 

the construction of society, and has, arguably, been one of the most important 

contributions to contemporary theorisations of identity. For Marx the explanation for all 

social relations lay in the mode of production that particular societies adopted. The idea 

of 'economic man' was foregrounded in Marxist theory of identity and in particular the 

notion of 'alienation' in work that Marx suggested was the inevitable outcome of the 

capitalist mode of production. 

The fore grounding of the economic structures of society together with the Marxist notion 

of 'alienation' continue to have a profound influence on theories that attempt to explain 

social and individual formation. The privileging of economic relations has, for example, led 

many social theorists to look to work as a major social site of identity formation and the 

Marxist concept of 'alienation' has been a central element within these theorisations. 

2.5 Identity and work 

Making connections between the work that people do and their identity pre-dates 

industrialisation in Europe. Evidence for this can, for example, be found by reference to 

some ofthe more common family names located in any European telephone directory. In 

the English language, family names such as Smith, Farmer, Mason, Cook and Carpenter, 

can be traced back several centuries and illustrate that, at least in Europe, individuals were 

commonly identified by the work that they did. As Turner puts it: 

Work is a key way of establishing identity in our society. Others value you by 

what you do and how well you do it and your own self-esteem depends on doing 

something real in the real world: learning skills, solving problems, co-operating 

with others, having responsibility, measuring your performance against others, 

feeling you are contributing, in other words, working. (1983: 134) 

Work continues to be portrayed as a major, if not the major, social activity through which 

people come to know themselves; through which personal identity is constructed. 

However running parallel with this view of work and its importance to the construction 

of identity is another view that suggests the modern forms of industrial work, emerging 
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with capitalism, are also deeply problematic. Early management theorists such as Taylor 

(1947) and Mayo (1977), for example, while offering radically different solutions to the 

problem of industrial work, clearly recognised that the forms of work emerging with mass 

production were inimical to the traditional ways in which workers both understood and 

undertook work activities. This problem was characterised by both Taylor and Mayo as a 

problem of management and they offered different management strategies to solve it. 

Taylor's solution was that management had to wrest control of the productive process 

from the minds and hands of the industrial workforce in order to maximise productivity. 

Using the principles of scientific management, managers had to gather in a systematic way 

the: 

great mass of traditional knowledge, which in the past has been in the heads of the 

workmen and in the physical skill and knack of the workmen, which they have 

acquired through years of experience. (Taylor 194 7 :40). 

Taylor proposed that workers have a' natural instinct and tendency to take it easy'. (ibid 

1947:30) and this had to be overcome by scientific investigation, using observation and 

time and motion studies to map out the 'one best way' of undertaking a particular work 

activity (ibid 1947:109). Mayo's solution to the anomie of industrial work, while 

stressing the importance of management intervention in the labour process, was based on 

the view that industrial work, as it was organised, frustrated workers 'innate' need for 

belonging. The prime responsibility of management therefore was to create working 

conditions that nurtured these natural instincts of people at work. (Dunford 1992:60-65) 

Both Taylor and Mayo recognised that the nature of modem industrial work was in some 

way incompatible with the needs and dispositions of the workforce and argued that this 

was a problem that had to be overcome by the efforts of management. However the 

Marxist analysis of modem work went further, arguing that the capitalist mode of 

production, based on wage-labour, not only alienates workers from the product of their 

labour, but also, more profoundly, alienates them from their own human nature or 'species 

being' (Marx & Engels,l978:100). 

In what does this alienation of labour consist? First that the work is 

external to the worker, that it is not part of his nature, that consequently he does 

not fulfil himself in his work but denies himself, has a feeling of misery, not of 
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well being, does not develop freely a physical and mental energy, but is physically 

exhausted and mentally debased. (Marx & Engels 1978:98) 

For Marx the capitalist mode of production itself 'alienates' human beings from realising 

their transcendental 'nature' and therefore this problem cannot be solved other than 

through the overthrow of this mode of production. Although Marx frequently suggests 

that human nature is the product ofhistory and culture (Marx & Engels: 1976:14) and the 

'ensemble of social relations' (Aronowitz 1994: 196), his conception of alienation relies on 

positing an essentialised and transcendent human nature; a nature that stands above 

history and social relations. 

The object of labour is therefore the objectification of man's species life; for he 

duplicates himself not only, as in consciousness, intellectually, but also actively in 

reality, and therefore he sees himself in a world that he has created. 

(Marx & Engels 1978: 102) 

This ambiguity implicit in Marxist theory of alienation vis a vis what it says concerning 

personal identity formation has been the subject of intense debate within the social 

sciences. Because alienation is essentially posited within Marxist discourse as the 

inevitable outcome of capitalism, it is positioned as an 'objective' condition of the 

capitalist mode of production. Workers, under capitalism, can never constitute themselves 

fully, but exist in a distorted world of 'false consciousness' and 'ideology' (Eagleton 

1991 :70). Their everyday experience, their understanding of themselves, their realities are 

always distorted by the omnipotent socio-economic structures of capitalism and it is only 

through the overthrow of capitalism that workers can achieve self-actualisation and realise 

their 'species-being' through creative labour. 

Marxist and neo-Marxist commentators continue to wrestle with this ambiguity in their 

search for explanations concerning social construction. Labour process theorists, such as 

Braverman (1974), for example, take an extreme 'objectivist' position regarding 'alienation' 

at work. Their analyses therefore do not begin with accounts of the subjective experience 

of work, but rather focus on the structural 'reality' of the capitalist mode of production in 

providing explanations of the labour process. In Braverman' s work the individual worker 

is an absent presence in the labour process, a passive victim of the hegemonic domination 

of capitalism. 
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Similar objectivist accounts have been produced by educational theorists such as Bowles 

& Gintis (1976) and Bourdieu & Passeron (1977). They suggest that the educational 

process is a tool of capitalism through which it reproduces its workforce. These 

objectivist accounts of education and work both eliminate their 'subjects' in their 

respective analyses. Students and teachers become the unwitting agents of capitalism in 

the education process and workers are the 'alienated' products of the capitalist mode of 

production. In these analyses, the education and work-based 'subjects' have no voice but 

are seen as deeply compromised 'subjects', acting as unconscious accomplices in their own 

subjugation to capitalism. 

Here a 'true' representation ofthe objective conditions of education and the work process 

can only be developed by the theorist taking 'a god's eye view' of the social world and 

analysing the process through the lens of scientific Marxism. These objectivist accounts 

therefore re-constitute the 'knowledge elite' of the Enlightenment in a new form. It is only 

those in society who have access to the ideas and understandings of Marxist theory that 

are able to develop any 'objective' understanding of social formation. 

The ambiguity in classical Marxism, with its implied disregard for the 'subject' in social 

formation has been the subject of revision by a number of neo-Marxists. Attempts have 

been made to re-insert the 'subject' within both Marxist accounts of education (Willis 

1977, Connell 1982) and the labour process (Burawoy 1979). Willis, for example, uses 

ethnography to insert subjective accounts of the educational experiences of a particular 

group of school students in order to demonstrate 'how working class kids get working 

class jobs'. While Burawoy uses a similar methodology to insert the voice of the 'worker 

subject' in his account of how capitalism continues to extract surplus value while 

concealing its exploitative control over the labour process. However, both positions 

continue to privilege economic relations over other forms of social relations in their 

theorisations concerning the construction of identity and the resistance of students and 

workers is hegemonized, serving only the reproductive ideology of economic oppression. 

In these theses economic relations remain the privileged category as against other social 

relations in society. Du Gay, for example, critiquing Burawoy's work, argues that 

Burawoy gives an ontological priority to the category of labour and: 

represents labour as humankind's fundamental constitutive activity. 

Consequently, the place and weight accorded to ethnicity, gender and the rest is 

35 



•. 

:) 

determined by labour, because labour is the category through which all other 

aspects of existence are mediated. (Du Gay 1996: 17) 

In reaction to the Marxist and neo-Marxist privileging of economic relations in the 

formation of identity and the relegation of subjective consciousness to issues of 

'alienation' and 'false consciousness', a number of sociologists have attempted to 

investigate the problematic of modem education and work. Some critical theorists, in 

education, such as Giroux (1981, 1988) and Mclaren (1986) have attempted to counter 

the pessimism of social reproduction theories by re-focusing on individual agency and 

subjective consciousness, albeit with an acknowledgment of the structural constraints that 

limit such agency. 

Labour process theorists such as Goldthorpe, Lockwood, Bechhofer and Platt ( 1969) take 

a different approach to countering the 'objectivist' interpretation of Marxist theory by 

attempting to re-insert subjective experience in theorising work-based identity. This 

phenomenological approach consisted of undertaking studies: 

within which actors' own definitions of the situations in which they are engaged 

are taken as an initial basis for the explanation of their social behaviour and 

relationships. ( Goldthorpe et. al. 1968: 184) 

It moved away from the Marxist idea of the dominance of economic relations in individual 

and social life, focusing instead on the other social, political and institutional structures 

that were seen as impacting on the lives of individuals. 

The results of their studies suggested that the increasing affluence of industrial workers 

had created an 'instrumental' orientation to work. Workers regard work as merely a means 

to securing a financial end that facilitated entry into a consumption-based lifestyle. They 

concluded that the workers, in their study, did not identify with work but rather 

identified with their life outside of work. Work had no meaning for them in terms of 

identity formation. 

Although this approach attempts to overcome the economic determinism implicit in 

Marxist theories of social formation and the immanent essentialism of the Marxist 

concept of 'alienation' in work, it also appears to replace it with a social determinism. 

Here workers' identities are constructed as 'ideal types', static constructions, identifiable 
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through their possession of common values and images of society that are found in an 

individual's immediate social milieu. This approach therefore seems to insert one form of 

determinism for another. 

In order to overcome the dilemma of choosing between economic or social determinism 

some sociologists (Roy 1973, Hughes 1971) suggested that investigations of work-based 

identity must insert an action frame of reference by focusing on the lived experiences and 

social interactions of individuals at work. From this perspective social interactions are 

regarded as important identity producing and transforming activities. As Strauss 

(1969:44) puts it: 

it is in and because of interaction that so much appraisal of self and others occurs. 

These interactionist accounts reject the structural determinism implicit in both Marxist 

and Weberian accounts of identity formation and posit the self as a contingent and moving 

centre of social formation. They hold a processual view of the self, in that the self is seen 

as never fully produced but is instead always in the process of formation. Work is 

regarded as an important but not necessarily a privileged site of self-formation. 

For the interactionist no work situation can be understood without reference to the action 

and beliefs of those involved in it. Interactionist studies, such as those undertaken by Roy 

( 1973) and Hughes ( 1971 ), reject the concept of 'alienation' at work. Their studies suggest 

that all work is a site where meaning can be generated through the social interactions of 

the people at work: 

We need to rid ourselves of any concepts which keep us from seeing that the 

essential problems of men at work are the same whether they do their work in the 

laboratories of some famous institution or in the messiest vat room of a pickle 

factory. (Hughes, 1971 :300) 

However studies such as these while inserting the lived experiences of workers in the 

construction of identity are problematic in a different way. They suggest that all forms of 

work, irrespective of the context in which it is performed can provide similar identity 

forming interactions. However, it seems unlikely that the interactions that take place in 

the laboratory and the vat room are the same and therefore can have the same meaning for 

workers. By attempting to find the similarities of the 'problems of men at work', 
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interactionist studies, such as these, effectively eradicate difference in the sorts of 

interactions that occur in the widely different contexts of work. 

The question of power and the structural inequalities imposed on different individuals 

within the workforce remain unnoticed and unexplained by interactionists. With its focus 

on everyday interactions, interactionism also leaves the impact of wider social formation 

out of its theorisation of identity formation. Macro-social structures remain unexplicated 

in these theorisations particularly those related to the power relations embedded within 

the social practices ofwork. As Giddens (1979:254) suggests interactionism: 

lacks an understanding of the broader society as a differentiated and 

historically located formation. 

It seems that interactionism is incapable of providing an adequate analysis of the 

problems of institutional life and cannot provide an adequate account of its 

transformation. 

While interactionism can be rightly criticised for failing to deal adequately with the 

influence of wider social structures on identity formation, it has been responsible for 

foregrounding language as the primary way in which social interactions are accomplished . 

Based on the theoretical work of Mead ( du Gay 1996:29-31 ), interactionism regards 

individual identity as a fluid and always incomplete process, continually subject to the 

influences of numerous social interactions and it posits language as the major way through 

which social interaction is accomplished. By foregrounding the importance of language 

Mead initiated the third theoretical schema that social theorists have deployed when 

attempting to explain the formation of identity. 

2.6 Identity and discourse 

The focus on the power of social relations in the construction of identity often involved 

theorising identity in terms of the impact of the structural conditions that constituted 

modem societies. It commonly conceptualised identity as the product of these social 

structures. The Durkheimian thesis of organic solidarity and the functional division of 

labour, Marx's theorisation of class and its emancipatory potential and Weber's notion of 
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the rise of rationality in state institutions all reflect an increased pre-occupation with the 

ways in which macro-social structures determine the formation of individual identity. 

These theorisations moved away from early Enlightenment theories of identity, based on 

the ideas of individual rationality, agency and autonomous action and conflated self

formation with structural issues to do with economic and social formation. Individuals 

were now constructed in terms of class, institutional location, or shared value systems. 

Collective responsibility replaced individual agency in these new theorisations and 

identity became the product of the structural arrangements that constituted modem 

societies. 

However, the recognition of the power of social relations in the construction of self-hood 

also led a number of theorists to focus on communication and language as key elements in 

the construction of identity. Mead was the first, but by no means the only, social theorist 

to point to the importance of language in the construction of the self through the 

processes of social interaction. Habermas also foregrounded the importance of 

communicative action in the creation of an intersubjective rationality to counter the 

excesses of Cartesian rationality which he argued 'elevates something finite to the status 

of the absolute' (1985:24). Lacan also conceptualised subjectivity as being structured: 

according to the laws of the Imaginary (the order of identifications and images) 

and the Symbolic (the order oflanguage and culture). (Usher & Edwards, 1994:62) 

Similarly, various feminist, post-colonial, philosophical and postmodem positions, while 

often presenting contradictory, and occasionally antagonistic, descriptions of identity 

formation all implicate language as crucial in the construction of identity. 

This 'linguistic turn' not only problematises the concept of identity embedded in the idea 

of 'Enlightenment Man' but also questions all social theories that privilege economic, 

social and political structures as the major determinants in the formation of identity. It 

does not reject the notion of social power but rather emphasises the power of language in 

the construction of identity. It suggests that the words and ideas that inhabit the social 

world, cannot be seen as neutral, representations of a pre-existing reality, but act as 

powerful-practices that 'do work' by constructing particular realities. This perspective 

therefore locates the texts we read as being: 
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a part of the social world, human life and the historical moments in which they are 

located and interpreted. (Said, in Lather 1991 :4) 

Power resides in all discourses including those economic, social and political theories that 

attempt to explain identity. Put simply, our conception of who we are, our identity, is 

constituted by the power of all of the discursive practices in which we speak and which 

in turn 'speak' us. 

This poststructural perspective brings together a number of theoretical positions that are 

pertinent in any discussion of identity. The indeterminate, ambiguous and relational 

nature of words, highlighted by the work of Derrida (1978), suggest that language cannot 

be seen as carrying definitive meaning or as representing any pre-existing reality. Rather, 

words act as exclusionary devices, their meaning being as much determined by what they 

leave out as by what they purport to describe. Poststructuralism has also incorporated 

the Foucauldian idea of power (Foucault 1980, 1982). Here power is seen as immanent 

not only in the language that circulates in social groups, but in the very nature of 

knowledge. For Foucault knowledge is itself both the product and instrument of power. 

Discourses are powerful because they construct particular 'regimes of truth', creating 

disciplinary practices that become internalised within the social subject. To use the words 

ofFoucault, discourses are particular technologies of power that act as: 

an inspecting gaze, a gaze which each individual under its weight will end by 

internalising to the point that he is his own supervisor, each individual thus 

exercising this surveillance over, and against, himself. (Miller 1993:223) 

From this perspective discourses act as powerful practices that do not merely construct 

identities, but also hide their presence in the construction. These discursive practices 

privilege, who can speak, what can be thought and said and what identity is given status 

at particular historical moments. Discourses become the absent presence in the 

construction of identity, points of governance over the actions of individuals within their 

life-world. 

However while discourses can and do operate as disciplining practices that constrain 

subjects they also provide the conditions of possibility for the emergence of new 

subjectivities. For Foucault explicating the tensions between the constraining and enabling 

effects of discursive power remains the central problematic of poststructuralism. 
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Discourses then, refer to groups of statements that are not merely linguistic 

representations, but are statements that construct particular ways of talking about the 

world and therefore exercise power by creating particular kinds of knowledge about the 

world. Thus discourses refer to both the production of particular kinds of knowledges, 

through particular linguistic representations and the ways in which these knowledges 

become institutionalised within social practices. 

There are dangers, implicit in using this discursive approach when theorising identity. 

Firstly, it is possible to over-emphasise either the constraining or enabling effects of 

discursive power in identity formation and, secondly, discursive explanations of identity 

formation can slide into a kind of discursive determinism. However, these dangers can be 

minimised by recognising that individuals exist in multiple discourses, simultaneously. 

This multiplicity means that different discourses clash, compete and interact with each 

other, opening up the possibility for the emergence of new understandings, knowledges, 

interpretations and points of resistance in the construction of self-hood. Furthermore, the 

ambiguous, open and duplicitous nature of language prevents any final closure of meaning. 

Words are continually interpreted and re-interpreted by individuals when engaged in 

making meaning of their life-world, consequently discursive meaning is always contingent 

and contextual. Finally, when new discourses enter the life-worlds of individuals, they 

enter a field of already circulating discourses that often act as foci of compliance or 

resistance to these new discourses. 

This study therefore uses the perspective offered by poststructuralism to examine the 

discourses that all influence TAFE teachers' identities. Poststructuralism emphasises the 

problematic nature of discourses in terms of their power to constrain and enable the 

construction of particular ways of being in the world. For many teachers the discourses 

which they are often required to interpret in their working lives, come straight from 

government policies and often remain unexamined in terms of the discursive work that 

they perform in the construction of reality. Poststructuralism alerts us to the 'lack of 

innocence' (Grosz, 1989:xv) of discourses, through their claim to definitive knowledge and 

the constitutive effects they have on teachers' understanding of their identity. 
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2. 7 Summarising theories of identity 

In summary then, the emergence of modem society with its social complexity, 

particularly as a result of industrialisation and the adoption of mass production created 

new discursive sites for the production of social reality. New enunciative strategies were 

needed to accommodate the novel configurations of power found within both capitalism 

and the State. These strategies included a re-configuration of identity, one that placed the 

subject firmly within social relations. The autonomous individuality of the Enlightenment 

was countered by the positioning of individual identity as primarily a socio-economic 

construct, dominated by the new macro-structures that emerged in modernity. 

Rationality ceased being an essentialised and generalisable attribute of individual identity 

and became re-located within the new collectivities that constituted the structures of 

modem social life. Individual identity was thus re-cast as a product of the complex social 

interactions in which the individual participates. 

Traditional Marxist and Weberian theories, while foregrounding the historical nature of 

self-formation, also privilege social and economic structures as the prime determinants in 

the construction of identity. They therefore reduce the multiplicity of social relations, be 

they of ethnicity, gender, sexuality, family position and so forth into amorphous 

structural categories such as 'labour', 'class' and 'citizenship'. 

In opposition to the structural determinism implicit in these theories, interactionism, 

criticises this structural turn, seeing it as negating any notion of individual agency in the 

construction of the self. It reduces social action and history to automaticity, providing no 

explanation for change and contingency in identity formation. Interactionism therefore 

asserts the importance of social action in the immediate life world of social actors 

suggesting that it is a central site of self-formation. 

Interactionism also emphasises the importance of language in the construction of the 

social self because language to use the words of du Gay: 

is the most significant element in this process because it is through language that 

people internalise the attitudes of the social group, and on the basis of this, form 

themselves as subjects. (1996:29) 
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Although interactionism emphasises the importance of social action, language and lived 

experience in the processes of identity formation in its attempt to counter the structural 

determinism ofMarxist and Weberian theorisations, it, nevertheless fails to problematise 

agency in terms of agency's relationship to the power relations embedded within the 

social structures of modernity. Interactionism therefore understands self-formation as a 

localised discursive process occurring in the micro-world of social action and therefore 

effectively confines the power of discourse to local settings. It is silent in relation to the 

wider world of social formation. As du Gay suggests: 

For post-structuralists and post-Marxists, discourse is not equated with a 'local 

moral order', as in interactionism, but rather is understood as constitutive of social 

reality in toto. (1996:38) 

From this perspective self-formation cannot be understood solely with reference to the 

everyday discourses that occur within the immediate life-world of social actors. It must 

also be located within the much broader discursive practices that all compete in the 

construction of social reality at particular historical moments and in particular 

institutional sites. This construction occurs at both the micro-level of social action and the 

macro-level of social structure. The discursive conception of identity therefore suggests 

that it is constructed within the discursive sites of social relations, which in turn emerge 

out of specific historical, social and political contexts. It is therefore also a contingent 

concept, subject to continuing re-formation when the various social contexts in which 

identity emerges are in transformation. Further, it argues that these contexts are 

transformed discursively and that the strength of discourses to transform social realities is 

a function of their power to interact with other discourses that inhabit the life-world of 

individuals. 

2.8 TAFE teachers' identities 

In this chapter the various theorisations of identity that emerged with modernity have 

been examined in order to clarify how the term is conceptualised in this study. However, 

this examination must now look more specifically at the particular identity that is the 

subject of this research. As Hall (Hall & du Gay 1996) and others have pointed out the 

construction of identity has more to do with the production of boundary setting 
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mechanisms, that operate simultaneously as devices of inclusion and exclusion. Therefore, 

by making TAFE teacher identity the object of this research, the study itself constructs 

boundary setting mechanisms that operate to both include and exclude certain 

identifications that the subjects of this investigation use to locate themselves within their 

life-world. 

Firstly, the study constructs these subjects as teachers, consequently educational 

identifications become a primary focus in the investigation and the various policies and 

discourses of education together with their capacity to construct particular educational 

identities, become central concerns of the research. Secondly, the study also constructs 

the research subjects as organisational identities, specifically, identities marked by their 

employment in the state institution of Technical and Further Education. Consequently, 

the research also focuses on the policies and discourses of the state and their impact on 

the construction of particular identities for state employees in the public institutions of 

education. Finally, the study constructs the research subjects as both workers and 

teachers of present and future workers, therefore the research focuses on the discourses of 

work that now seek to characterise workers of the late twentieth century. 

While recognising that the discourses of education, the organisational discourses of the 

state and the discourses of work all influence the construction of T AFE teacher identity, 

the study also accepts that these are only three discursive arenas in the life-world of the 

research subjects. These subjects also exist in any number of personal, social and 

institutional sites outside of work and these sites all contribute to the construction of self

hood. Consequently this study can only offer a partial explanation of the identity 

formation processes involved in the construction of T AFE teachers' identities. With the 

exception of the dialogue undertaken with one T AFE teacher reported in Chapter Seven, 

the study does not enter the other discursive realities that also contribute to identity 

formation of the subject-participants in this study. 

The following chapter analyses the ways in which the policies and discourses of the State 

have constructed TAFE teachers' occupational identity. It suggests that this construction 

is a historically contingent one influenced by the changing policies and discourses 

occurring in specific historical and institutional sites. It also looks to the various 

discourses of education and the part they play in marking T AFE teachers as different 

from 'other' workers in the field of education. Finally, the contemporary policies and 

discourses of 'new vocationalism' and 'economic rationalism' are examined in order to 
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identify how these new discourses are disrupting the previously constituted subject 

positions ofT AFE teachers in Australian education . 
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Chapter Three 
T AFE in new times 

3.1 Introduction 

The previous chapter explored the concept of identity in order to develop and justify 

both the meaning and use of the term as deployed in this study. It noted that identity has 

no transcendental meaning but is rather a constructed concept, marked by the interplay of 

multiple historical, institutional and personal discourses. Furthermore, it noted that this 

research project constructs the identities of the subjects of this study in particular ways, 

by privileging their educational, organisational and work-based location over other 

personal, social and cultural locations that contribute to identity construction 

This understanding of identity is now used to interrogate the different educational, 

organisational and work related discourses that have been used in the construction of the 

identity of Technical and Further Education and its teachers. These discourses are not 

viewed as transparent devices through which this form of education comes to be socially 

understood, but rather, are seen as interventions that attempt to shape educational 

identity by moulding what can be thought and said by those working in this educational 

institution. Today, the once relatively stable and separate institutional identities of 

schools, T AFE colleges and universities are subject to new discursive formations and 

practices that problematise the institutional identities of these educational sectors in novel 

ways. 

The new economic discourses of the late twentieth century, including post-industrialism, 

economic rationalism, new vocationalism and the political discourses of the 'New Right', 

suggest that 'late' capitalist societies have entered new economic, social and cultural times. 

These new times require the implementation of new strategies to ensure survival in an 

increasingly competitive and complex world. Educational institutions are being asked to 
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respond to these challenges by changing the educational purposes and assumptions that 

have previously shaped their educational practices. 

In this chapter the nature of these new times is explored and the ways in which the 

dominant discourses of economics have influenced the institutional identities of education 

are investigated. New times discourses suggest, amongst other things, that the modem 

liberal democratic State, arguably the crowning achievement of modernity, is in crisis and 

that the once stable educational institutions created by the modem State are being re

configured as a result of this crisis. 

The expression 'new times' was first used in 1988 to describe and explain the continuing 

failure of the political left in the United Kingdom to mount any credible alternative to the 

New Right policies pursued by the architect of economic rationalism (market liberalism), 

Margaret Thatcher. A group of self-proclaimed Marxists and post-Marxists wrote a 

series of analytic and polemical essays on the new economic, political and cultural 

conditions that they argued constituted the world of late capitalist societies. These 

discourses were referred to as new times discourses (Perryman 1994) and raised a diverse 

number of issues that challenged the political orthodoxies that had characterised leftist 

political movements for much of this century. These discourses, among other things, 

pointed to the numerical decline of the manual working class, the proliferation of cultural 

identities and the increased social importance of choice and consumption. They 

highlighted the rise of new communication technologies and the irreversible globalisation 

of national economies that threatened to make traditional forms of state intervention 

redundant. They foregrounded the marginalisation of mainstream political parties, the 

increased political sophistication of different social groupings at both the local and 

transnationallevel and the apparent obsolescence ofleft-right distinctions in politics. 

Though essentially a political intervention, new times discourses critiqued not only the 

failure of the social democratic and radical left in the political arena, but also challenged 

many of the assumptions that underpinned the traditional fields of modem economics, 

sociology and philosophy. They drew on the literatures that described the emergence and 

characteristics of post-industrial societies; discourses that not only questioned orthodox 

economics but also posited the emergence of new sociological configurations around this 

new economic order. They aligned themselves with the non-foundationalist thinking of 

poststructuralists such as Derrida and Lyotard and absorbed the Foucauldian definition of 
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power. They also critiqued the Marxist theory of historical materialism, a thesis that had 

influenced much of the social democratic politics of modernity for most of this century. 

The use of the expression 'new times' signalled the scope of this project in its attempt to 

explain the doubts and uncertainties that characterise the condition of many societies of 

the late twentieth century. These discourses suggest that the increasingly complex sets of 

economic, social, cultural and political problems that confront many Westernised and 

Westernising societies can no longer be explained using the traditional assumptions and 

understandings that have underpinned the logic of 'modern society' .4 

In the context of this study, the use of the expression new times is regarded as 

particularly appropriate as it signals the range and complexities of the issues that need to 

be addressed in any investigation of the social formation and transformation of 

educational identities in contemporary societies. Educational institutions are, after all, not 

only sites, where the economic, social, political and cultural traditions of societies merge 

and conflict, they are also constituted by and within particular historically located 

discourses. Thus the challenges presented by new times discourses to the conventional 

wisdoms that underpin current educational policies and practices, not only de-stabilise 

existing institutional identities, but also signal the construction of new identities for 

educational institutions such as T AFE . 

These discourses are powerful influences on the institutional identities of modern 

education because they interconnect and reinforce each other in complex ways, 

constructing new social and economic realities that challenge the previous realities of 

modern educational institutions. The discourses of post-industrialism, new vocationalism 

and economic rationalism have combined together to undermine many of the assumptions 

that have underpinned modern education and are eo-implicated in the construction of new 

identities for education, including the institution ofT AFE and its teachers. 

Making connections between the institutional practices of work and identity formation is 

based on the acknowledgment in social theory that all social practices, including work 

practices, must be meaningful to the people involved. To conduct any social practice 

4 The term modem society as used here is similar to the definition used by Wagner (1994:3). It refers to 
the social processes of urbanisation, industrialization, democratization and the emergence of an empirical
analytical approach to knowledge represented by societies that have experienced the social phenomena of 
industrial and democratic revolutions. 
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social actors must have a conception of it in order to think meaningfully about it. The 

production of meaning is therefore a necessary condition for the functioning of all social 

practices. An individual's identification with shared social meanings, understandings and 

sense making constructions constitutes identity formation and can be seen as a process of 

reality construction through which social actors interpret particular events, actions, 

objects, utterances, or situations in distinctive ways. It therefore provides the mechanism 

by which individuals can make sense of their own social practices. Recent interest by 

organisations in promoting 'cultural change' programs for personnel indicates that 'culture' 

is now regarded by business as an important strategic weapon to achieve increased 

efficiency and profitability. The aim of promoting a particular cultural identity for 

organisations is therefore to produce the sorts of meanings at work that encourage people 

to act in ways that contribute to the success of the organisation. 

The educational policies of government together with the discourses that construct them 

can also be seen as promoting 'cultural change' in educational institutions, such as T AFE. 

They produce new meaning making practices for staff working in the institution and at 

the same time disrupt the previous institutional practices that formerly contributed to the 

formation ofT AFE teachers identities. The ways in which the policies of government are 

constructing new meaning making practices within educational institutions are examined in 

this chapter as is their connections with the new times discourses of the late twentieth 

century. The chapter begins by examining the discourses of post-industrialism. 

3.2 Post-industrial times 

The discourses of post-industrialism are not new. They emerged almost thirty years ago 

in the speculative writings of 'futurists' such as Toffler (1970) and Bell (1973). These 

writers suggested that modem societies were experiencing a revolution in work 

organisation. Work was no longer taking place primarily in the factories of the industrial 

revolution, but was increasingly found in business offices and in the locations of the 

expanding services sector. These commentaries suggested that this change to work 

signalled the end of 'blue-collar' work and the emergence of 'white-collar' work as the 

primary work category of society. They suggested that this new work required a better

educated workforce consisting of workers more in the business of processing information 

than raw materials. They also proposed that this change would lead to the establishment 
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of a new managerial age where democratic decision-making and open access to information 

would replace the confrontationist managerialism of the industrial age. 

They justified this assertion by pointing to the extension of mass, comprehensive 

education together with the adoption of progressive educational policies5 adopted by 

numerous governments in the nineteen sixties. The expansion of the university sector in 

terms of its increasing numerical enrolment and its incorporation of new areas of academic 

research and teaching, including an increased emphasis on applied technology and 

business, was also seen to demonstrate the response of governments to the new age of 

post-industrialism. 

Many commentators rejected the thrust of these speculative discourses. Braverman 

( 197 4) argued that the process of capitalist deskilling of factory work was merely moving 

from the factory into the office, a position supported by Cooley (1980), Butler 

(1988:23), and Mathews (1989:67) who argued that the highly Fordist approach to work 

'is still dominant in most large organisations'. Other commentators suggest that this new 

democratic workplace is an illusion with little or any freedom of information or real 

decision making in workplaces (Dunford & McGraw 1988). Others propose that sharing 

in decision making forces the workforce to also share in the responsibility for achieving 

the economic goals of capitalist accumulation (Callus 1986). 

Educationalists including Bowles & Gintis (1976), Willis (1977) and Connell et.al. (1982) 

rejected the progressive educational thesis as at best naive, arguing instead that schools 

were in fact, despite the best efforts of teachers, merely reproducing workers who fitted 

into and accepted existing differentiated work stratifications. Other critical sociologists of 

education problematised the contents of educational curricula arguing that they reflected 

particular knowledge selections and were thus implicated in the hegemonic practice of 

conferring 'cultural legitimacy' on particular knowledges by the processes of incorporation 

and exclusion manifested in the curriculum (Young 1971 ). 

5These were the policies promoted by liberal educationalists that were based on social/family deficit 
theories to explain difference in educational outcomes and subsequent social inequality. The 1970's 
Disadvantages Schools Program (DSP) in Australia and The United States Operation Headstart initiatives 
in the sixties are examples of this liberal response to inequality. With school breakfast programs and other 
social interventionist strategies Headstart and DSP accepted the view that there was a causal relationship 
between educational achievement and social position. 
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The shock ofhigh unemployment in the eighties, experienced by most western industrial 

societies led to a change in emphasis in the discourses of post-industrialism. The 

combination of high unemployment and the technological revolution led to the 

proposition that the post-industrial society would see the end of the 'work ethic' and the 

dawning of the 'leisure society'. Work would increasingly become a secondary feature of 

social life for many. New forms of production overseen by a technological elite would 

negate the need for many to enter the workforce. A new era of leisure would arrive for 

those displaced by the new forms of production (Jones 1982, Roberts 1978, Seabrook 

1988). This proposition was also dismissed by many commentators (Windshuttle 1979, 

Turner 1983) who pointed to the social dimension of work and its function in providing 

individual identity and social cohesion and the overwhelming dominance of wage-labour as 

the primary economic category in society. 

The prolonged crisis in employment put further pressure on the notion that the post

industrial society would become a 'leisure society'. The durability of the 'work ethic' 

within Western societies remained as strong as ever. Far from becoming an anachronism 

work in the late eighties and nineties became even more central to the life experiences of 

individuals within these societies. Australian Bureau of Statistics (1993) figures on 

employment, for example, indicate that more people than ever are involved in paid work 

while more people than ever are unemployed or under employed. Those in paid work are 

working harder while those without work are unemployed for longer, yet between 1983 

and 1993 the number of two income families increased by 15%. 

Confronted by the persistence of the work ethic and the chronic nature of unemployment, 

particularly for the young, the most recent discourses of post-industrialism have moved 

in a new direction. Now these literatures suggest the emergence of a new form of 

capitalism and posit a transformed economic order quite different from its antecedent. 

This transformation is characterised as materialising in the post-industrial organisation of 
\ 

production in late twentieth century capitalism, creating a new work environment where 

all workers require new skills for the new forms of work found within 'new capitalism' 

(Clegg 1992: 156-187). Thus preparation for work, within these discourses, becomes a 

central element of economic progress. 

The new work of post-industrialism is characterised, as indeterminate and ephemeral, 

based on rapidly changing technologies and undertaken by a fragmented global workforce 

consisting of highly skilled, mobile and functionally flexible workers and lowly skilled, 
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numerically flexible workers subject to periods of unemployment (Hetrick & Boje 1992: 

48-58, McNabb & Ryan 1990). Halel characterises the post-industrial workplace in terms 

of multiple goals, smart growth, strategic management and democratic free enterprise 

(quoted in Harvey 1990:174). Claims are made that post-industrial work is found 

increasingly at the sites of consumption rather than the sites of production (Abercrombie 

1991: 171-85). The extrinsic value placed on the products of work has shifted away from 

the products themselves into the 'images' of products. The post-industrial society is a 

society where traditional product differentiation including cost, quality and reliability has 

become largely indistinguishable. Products become differentiated using other parameters 

such as image, style and representation. Thus post-industrial capitalism has commodified 

the images and representations of products and is now more in the business of the 

production and exchange of cultural forms rather than material products. (Blighton & 

Turnbull, 1992:236-237, Firat, 1992:79-83). 

Elements of the previous discourses of post-industrialism remain within these newer 

discourses. The overturning of the hierarchical and alienating character of the F ordist 

industrial workplaces is highlighted. Mathews (1989:1), for example, begins his account 

ofthe possibilities of post-industrial work with these words: 

The secret is out! Work need no longer be performed in conditions of anger, 

frustration and alienation. Jobs need no longer be fragmented into meaningless, 

boring and repetitive tasks. Workers need no longer be treated as mere appendages 

of machines .... Work need no longer be paced, measured, supervised and 

planned .... A new world of work is emerging ....... 

Other commentators including Drucker (1992), Peters (1993) and Hammer & Champy 

(1993) hold similar positions, proposing that the new capitalism creates a new 'enchanted 

workplace' where workplace hierarchies are replaced by collaborative work teams, 

characterised by autonomy of decision making, collective commitment and mutual 

respect. These up-beat and optimistic predictions, regarding the possibilities for work in 

the new capitalism, are countered by other discourses that are more cautious in their 

analysis. These suggest, among other things: 

• an increasingly globalised competitive market for both goods and labour. (Thurow 

1996:115-119) 
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• the dependence of increased productivity on the speedy application of science and 

technology particularly in the area of microtechnology, biotechnology and 

microelectronics. (Levett and Lankshear 1994:31) 

• the importance of information technology in the processes of production, distribution, 

consumption and exchange. (Castells 1993:15-16) 

• the crucial role of 'symbolic analysts' in post-industrial economies that are moving 

away from material production to information processing and cultural production 

(Reich 1993) 

• the replacement of mass production principles with flexible specialisation and niche 

marketing. (Cope & Kalantzis, 1997:53-55). 

In summarising the main features of post-industrialism. Castells (1993:15-21) suggests it 

involves five significant features. The first feature is the application of new science and 

technology, together with information and management practices in production, 

distribution, consumption and exchange. It also involves the increasing role of the 

manipulation of symbols and information processing activities in work organisation and 

productivity. It involves a shift from mass production to flexible specialisation together 

with an increased emphasis on innovation and adaptability. A fourth feature is the 

emergence of a global competitive market in terms of the organisation of production, 

distribution and consumption and, finally, it requires a high dependency on the creation 

and application of new knowledge. 

Critics of the newest versions of post-industrialism argue that, on the global scale, most 

industrial work is now no different in form only different in geographical location. It has 

merely shifted from older capitalist economies to emerging capitalist economies 

(Callinicos 1989:133-144). While Touraine (1988) an early critic of the concept insists 

that the post-industrial society is merely the latest mechanism by which capitalism seeks 

to maintain its insatiable need to grow and profit. Pixley (1993) and Brass (1995) attack 

these discourses in terms of their tendency to marginalise the unemployed and their 

acceptance of the inevitability of large-scale unemployment. While Watkins (1986), in a 

study of the work organisation adopted in new high-tech industries, finds little evidence 

to suggest that work is organised in any way other than that based on F ordist production 

principles. This position is also confirmed by research conducted by Hull (in Gee, Hull & 

Lankshear 1996:105-128) on work organisation in a computer company located in Silicon 

Valley, California. 
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However despite this opposition, the dominant discourses of post-industrialism insist 

that contemporary workplaces require new kinds of people, with new knowledge, skills 

and dispositions. Champy (1995), for example, constructs these new workers as 

'partners' in the post-industrial organisation, they must be 'in the know' (ibid:47), and 

'mobilised' by management to display 'the imagination, the resourcefulness, the steady 

willingness, and the sensitivity to the marketplace needed in today's changing 

environment'. (ibid:41) They must share in the corporate 'vision' articulated by 

management, internalising it so that it provides them with their own 'personal meaning' 

(ibid:58). These new workers are also described in corporate values and vision statements, 

becoming the subjects of 'individual opportunity', 'reward based on merit~ 'initiative', 

'hard work and continuous self-improvement'. (Collins & Porras quoted in Gee, Hull & 

Lankshear 1996). 

3.3 Post-educational times 

Running parallel to the discourses of post-industrialism, are other discourses that 

specifically challenge the capacity of formal educational institutions to adapt to this new 

situation. These discourses suggest, in one way or another that modern educational 

institutions, as constituted, are inadequate to the task of preparing the present and future 

workforce with the necessary knowledge, skills and dispositions required in post

industrial work and promote the need for major reforms to the institutions of education. 

These new discourses have been labelled the 'new vocationalism' in education by a number 

of educationalists (Ball1994, Pollard. Purvis & Walford 1988). Grubb (1996:1-23) traces 

the emergence of this phenomenon, in the United States, to the publication of the 

government report A Nation at Risk He argues that the rationale for this development 

involved discourses that contained 'insistent economic rhetoric' concerning 'the threat to 

our country's future' and the 'rising tide of mediocrity in the schools, causing a decline in 

competitiveness with the Japanese, the South Koreans and the Germans' (ibid 1996:2). 

Subsequent reports, in Australia, also played heavily on the importance of education and 

training to meet the new economic needs of industry. The Australian Education Council 

Review Committee (1991 :6) for example, argued that the traditional: 
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separate approach to general and vocational education in this country (Australia) 

has in some ways hindered the development and implementation of more creative 

and relevant educational responses to the rapid changes in the nature of work and 

the skill requirements of individuals as workers and active participants in modem 

society. 

It went on to suggest that: 

employers are more clearly articulating their desire for the school system to 

provide young people with a foundation of basic skills and a range of broad skills 

and attributes which are generally relevant to the world of work. 

Business achieves a much more influential and explicit role in the educational policy 

development of new vocationalism. Calls for educational institutions to focus much more 

on learning for work, career guidance, vocational skill development and 'coping with 

authority' than on the traditional academic curriculum (Business Council of Australia, 

1986: 1 0-17) are given more authority by government. Industry is encouraged to involve 

itself more in the development of vocational curricula, by developing industry and 

occupational competency standards, which can be used to inform educational curricula. 

Many Governments of the OECD have initiated discussions concerning the ways m 

which education can contribute to the employability of young people and have identified 

generic competencies needed by all people in the world of work. The report published by 

the Australian Educational Council and Ministers for Vocational Education Employment 

and Training (1992), for example, identifies Key Competency areas related to a young 

person's initial and lifelong employment and suggests: 

that there is a great deal of overlap between the requirements for an effective and 

satisfying life as an individual or as a citizen, and the requirements for a 

productive and satisfying life at work in today's world. The Committee found that 

once it had identified what is regarded as essential competencies for the world of 

work, it had also incorporated many of the attributes required for individual well

being and for citizenship. (1992:55) 

It constructs employment related competencies and the attributes needed for citizenship 

as largely interchangeable and infers that competencies required in work settings also 
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encompass the attributes needed to function in all of the different contexts and 

contingencies that individuals face in their life-world. 

One of the more remarkable features of the new vocationalism is the similarity of reforms 

that education has been asked to implement. Australian governments, like those of the 

United Kingdom, Scotland, Canada and New Zealand have not only identified similar 

generic competencies that education should develop but have also introduced quite 

specific reform measures to achieve a more vocational focus for education.6 These 

measures include: 

• work competency standards development 

• competency based education and training 

• the development of modularised curricula 

• increased quality assurance and accountability in education 

• reformed apprenticeships and credit transfer arrangements 

• increased industry involvement in education 

• increased school to work programs 

• increased focus on the quality of teachers and teaching 

(Ministry ofEducation Skills and Training 1995:7) 

However, these reforms and the criticisms directed at modem education by the reformers 

are not the only challenge confronting education. A second challenge is contained within 

contemporary discourses that focus on learning that occurs outside of educational 

institution~. The discourses of 'Learning in the workplace' (Marsick & Watkins (1990), 

'learning organisations' (Senge (ed.) 1994), 'Work-based learning' (Boud 1997) and 

'informal learning' (Garrick 1998) now have a central place within contemporary 

literatures concerning the development of knowledge and skills in post-industrial 

societies. These discourses promote vocational learning outside of educational 

institutions as crucial sites for learning and justify this position by drawing on a number 

of learning theories that posit experience as central to learning. Marsick and Watkins 

(1990:8), for example use the work ofDewey to suggest that the workplace is an excellent 

site for learning because' learning takes place through an ongoing dialectical process of 

action and reflection'. Other commentators highlight the 'authenticity' of the workplace as 

6 While originally confmed to these countries, more recently some of these measures have also been 
adopted by other countries including Mexico, Thailand, Singapore and Vietnam and the rationales for 
adopting these reforms are remarkably similar to those expressed within OECD policy pronouncements. 
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a learning setting, arguing that authenticity not only privileges the workplace as a rich site 

for learning (Stevenson, 1994) but also provides a purposeful social and cultural context 

for learning (Pea, 1987). 

These discourses support the policies of the new vocationalism by suggesting schools, 

colleges and universities must incorporate the learning that occurs at work within their 

educational programs. New partnerships between educational institutions and industries 

are promoted. New curriculum designs, assessment practices and recognition of prior 

learning procedures, that incorporate workplace experience, are developed and the 

assumptions and propositions embedded within adult learning theory are also 

incorporated in the new discourses of workplace learning. 

The concepts of 'empowerment' (Mezirow 1990) and 'self-direction' (Knowles 1980) are 

seen as ways to develop worker 'autonomy' and 'independent decision making' needed in 

post-industrial work. The ideas of 'critical thinking' and 'reflection' (Brookfield 1991) are 

re-interpreted as techniques that can be used to construct dispositions of 'flexibility~ 

'innovation' and 'adaptability' in the post-industrial worker and the concept of 'lifolong 

learning' (Candy 1991) is reconfigured within contemporary organisational discourses 

that speak of 'continuous improvement' and 'commitment'. 

In these discourses the workplace rather than the educational institution becomes the 

most authentic site for learning for work. The work sites of post-industrial capitalism 

compete with the educational institutions of the State as the privileged sites of learning 

(Gee, Hull & Lankshear 1996:6) and in post-compulsory education employment rather 

than education becomes, in many ways, the gateway (and barrier) to learning 

opportunities, personal development and educational credentialling. Liberal educational 

goals such as personal growth, citizenship and intellectual development lose their 

dominance in educational policy formulation and the socialisation, selection and 

legitimising functions of formal education are transferred to the world of post-industrial 

work. 

However, the third and perhaps most disruptive challenge to the institutions of modem 

education are those contemporary discourses that problematise what counts as knowledge 

in new times. These discourses, while emphasising the crucial role of knowledge in 

contemporary societies (Castells 1993:15-21), at the same time, question the adequacy 
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and utility of both the content and organisation of the traditional forms of 'academic 

knowledge' that have been central to the formation of modem educational institutions. 

Education's traditional purview over what counts as knowledge provided it with the 

power to construct and legitimise its own identity. This power being derived from its 

acceptance and incorporation of modernist conceptions of knowledge based as they were 

on claims to truth, social progress and human emancipation. As Usher and Edwards 

(1994:24) put it: 

Education is very much the dutiful child of the Enlightenment and, as such, tends 

to uncritically accept a set of assumptions deriving from Enlightenment thought. 

Education constituted itself as both the guardian and gatekeeper of modem knowledge. 

New times discourses now challenge this relationship characterising knowledge, in the 

rapidly changing economic, social and cultural conditions of late twentieth century, as 

transient and increasingly prone to obsolescence. 

Contemporary knowledge is not judged in terms of claims to certainty, nor in terms of its 

consistency and locatedness within the existing knowledge schema of modernity. 

Knowledge is not judged in terms of any generalisable claim to its contribution to human 

progress but is judged in terms of its economic benefit. It is not judged, in terms of its 

'truth' claims but, its utility in maximising the 'efficiency' and 'effectiveness' of social and 

economic systems; an example of what Lyotard (1984) calls 'performativity'. Knowledge 

becomes another commodity in the globalised capitalist market of the late twentieth 

century (Marginson 1994, Kenway 1993). 

The knowledge that has sustained and legitimised the institutional identities of schools, 

colleges and universities, is now characterised as dated and inadequate both in terms of its 

content, organisation and exchange value. As Senge (1994:283) puts it, when discussing 

the knowledge requirements of post-industrial organisations: 

The 'compartmentalisation of knowledge' creates a false sense of confidence. For 

example, the traditional disciplines that influence management - such disciplines as 

economics, accounting, marketing and psychology divide the world into neat 

subdivisions within which one can often say, 'This is the problem and here is the 

solution'. But the boundaries that make the subdivisions are fundamentally 
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arbitrary as any manager finds out who attempts to treat an important problem 

as if it is purely 'an economic problem' or 'an accounting problem'. 

The knowledge disciplines that have sustained modem education since its formation, are 

thus characterised as inadequate in meeting the demands of the new economic 

circumstances and incapable of providing the workforce with the capabilities needed in 

post-industrial work. 

3.4 Economic rationalism and the state 

A third and equally powerful discourse is also found in the educational institutions of the 

State. Australian governments, like others in the OECD have pursued policies that 

encourage competition between private sector organisations and public sector 

instrumentalities. They have restructured the public sector by installing management 

systems and discourses that mirror those found within the private sector and have 

promoted the view that public sector organisations should be seen as commercial 

businesses that supply particular commodities within market-style environments (Pusey 

1991, Marginson 1994). 

Many governments have also adopted the language of business to construct new identities 

for public sector organisations. They have called for the development of a new culture of 

'enterprise and 'excellence' within the public sector of the economy (OECD/CERI 1989, 

du Gay 1996:56) and these new economic discourses are commonly described by 

commentators as representing the dominance of economic rationalism (market liberalism) 

within government policy development. 

Economic rationalism promotes the view that governments should withdraw from many 

of their traditional social responsibilities and should promote market-style environments 

and commercial business practices within state services. While there is considerable 

debate over the meaning of economic rationalism and its impact on policy development, 

Nevile (1993:3) suggests that it is based on the economic belief that 'the market is the best 

way of deciding what is to be produced and how it is to be produced'. Consequently 

'economic rationalists have a strong preference for small government'. 
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Within the discourses of government the State justifies its withdrawal from many of its 

traditional services by suggesting that the public sector is incapable of providing either the 

quantity or quality of services required in contemporary societies. These discourses go on 

to suggest that the operation of the 'market' delivers more effective and efficient services 

to the public. Government discourses point to the inefficiencies of the public service and 

the costs to taxpayers, in supporting public service operations. 

While the reason for this policy shift is often explained as an attempt by governments to 

improve social service provision, a number of commentators read this shift in policy 

differently. Pusey (1991) for example characterises it as a paradigm shift in public policy 

in Australia, from one that focuses on 'nation building' via public provision to one that 

focuses on the management of scarce resources. Others represent it as a response of 

governments to the processes of globalisation and the subsequent diminution of State 

power (Lindberg et.al. 1975, Offe 1984, 1996, Wagner 1994). Briefly, this thesis suggests 

that the State is unable to balance the increasing demands of the welfare state, social 

pluralism and the promotion of democratic participation, leading to a position whereby 

the State can no longer meet its obligations and responsibilities. The State finds itself 

impotent in the face of globalisation, less able to assert its authority over national 

economic and political decision making and becomes a peripheral player in the economic 

and political life of its citizens. Government ordering of society is now formulated within 

global systems of control in which international regulatory agents, private and public 

multi-national companies and credit rating agencies increasingly influence government 

decisions (Marginson 1994 ). 

Governments, faced with this loss of power, are forced to re-invent themselves. They 

withdraw from many of their traditional public functions, handing over responsibility to 

the private sector. Where possible, they become another consumer in the market, a 

purchaser rather than a supplier of public services and when this option is unavailable 

become the reluctant provider of last resort. Governments reduce the size and function of 

the public sector, by reigning in public spending and cutting budgetary allocations to 

public sector institutions. At the same time they construct public sector bureaucracies as 

commercial enterprises, a process referred to by du Gay as the 'businessing' of 

bureaucracy ( 1996: 164). 

These new government discourses therefore attempt to construct public sector 

organisations in ways that make them indistinguishable from the private sector. 
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Ontological priority is given to the norms, values and interests that circulate in the 

commercial world. Public sector management practices now speak of entrepreneurialism, 

competitive advantage, customers, markets, profit, enterprise, value adding and bottom 

lines, and the visible face of government is removed from the operations of its 

instrumentalities. 

This construction of 'entrepreneurial' government is in direct opposition to the 

bureaucratic culture of the modem liberal democratic state and in some ways is 

constructed on the back of Weberian criticisms of state bureaucracies. Weber construed 

them as 'iron cages' that confronted individuals with an instrumental rationality, far 

removed from the lived experiences of everyday life. The Weberian thesis highlights 

bureaucracy's strict adherence to protocols and procedures and its inflexibility when 

confronted with different and changing circumstances. The thesis also points to the non

involvement of bureaucracy in the problems of individuals caught up in its procedures and 

its impassive face when confronted with inconsistancies. It also emphasises the 

hierarchical nature of decision making within its ranks. All of these criticisms have been 

used to illustrate the problem with bureaucratic culture. 

These criticisms have also been given additional impetus, in recent times, by new 

economic discourses that point to the massive uncertainty that characterises economic life 

in the late twentieth century. They suggest that the technico-instrumental form of 

government, which characterised the modem liberal democratic state, is now inimical to 

the needs of contemporary societies (Osbome and Gaebler 1992). 

Therefore 'entrepreneurial' government is constructed as a way of changing the seemingly 

flawed nature of bureaucratic culture and involves the State in activating new forms of 

organisational conduct within its public institutions. However, this involves the 

replacement of one set of norms, values and form of conduct by another and this has 

consequences in terms of changing the conduct of the public institutions of government. 

What effect does this have on bureaucracy's strict adherence to the law? What does this 

mean for issues such as equity and consistency in the treatment of individuals by 

government instrumentalities? What impact does this have on the priorities public sector 

organisations give to particular areas of their work? What services are ignored by public 

service agencies? What ethical framework is constructed by these new forms of public 

service conduct? These and other questions have been largely unexamined by governments 
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intent on constructing public sector services in the image of business and, as will be 

shown later, present the public sector workforce with real workplace dilemmas. 

3.5 The modern educational project7 

The discourses of post-industrialism, new vocationalism and economic rationalism 

together with the reforms that governments have made to education have, in different 

ways, disrupted the institutional identities of modem education. They have 

problematised the assumptions and understandings of modem education and have inserted 

new institutional practices, new priorities, new values and new forms of conduct in 

educational institutions such as TAFE. However, before pursuing the impact of these 

new policies and discourses on the institutional identity of T AFE, it is pertinent to 

examine the ways in which earlier policies and discourses constructed the different 

educational identities of the modem state. 

Harvey (1990: 12) asserts that the work of the early Enlightenment thinkers amounted to 

an extraordinary intellectual effort on their part to use the accumulation of knowledge to 

advance human progress. However the discourses of autonomy and individual freedom at 

the heart of the Enlightenment had, by the late nineteenth century, been swept away by 

the social transformations that accompanied industrialisation. The liberal ideas of human 

autonomy and freedom and the underpinning principles of egalitarianism and 

universalism, within the discourses of the Enlightenment, were free floating ideas, 

unattached to the new social realities emerging with industrialisation. Their openness was 

seen, by many, as dangerous to the new social order and they were thus subject to 

discursive re-formation in the nineteenth century. 

The work of Wagner ( 1994) provides a useful framework to interrogate the ways in which 

the different educational institutions of modernity were constructed. Briefly, he argues 

that the taming of the universalising discourses of the early modem project was achieved, 

by the discursive establishment of three boundary setting mechanisms in modernity; 

7 The term project is used here in the same way as it is used by Usher & Edwards (1994: 37) 'We want to 
suggest that education should not be understood as some kind of transcendental good or something that 
follows 'naturally' from a recognition of the central attributes of'man'. Rather, education is itself a 
historically located cultural construct, constructed through a narrative which is not simply a means of 
understanding the world but also of continually changing it through the attempt to mould the subjectivities 
of those within it'. 
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boundary setting mechanisms characterised by the signification of difference and 

exclusion. 

The first boundary setting mechanism of modernity involved the discourses of reason 

and, in particular, science over other forms of coming to know the world. These 

discourses provided the intellectual means of boundary setting in modernity. The 'others' 

inside one's own society were identified by their lack of reason and civilisation; they 

comprised most importantly 'the lower, working classes, women and the mad' (ibid 

1994:39). Only those that could exercise rational thought in the pursuit of positive 

knowledge, truth, human progress and emancipation could become full members of 

modern society. 

The second boundary setting mechanism involved the establishment of the State to justify 

and enforce the exclusionary boundaries of society. The modern state became the key 

instrument of social regulation. State institutions including the more obvious regulating 

bodies such as the judiciary, the constabulary, the prison system and the asylum were 

constituted as State instrumentalities charged with regulating social life, as were the 

institutions of education, health and other public utilities. 

The third boundary setting mechanism was constructed by discourses that privileged 

collective identity over individual identity, most obviously constructed by the discourses 

of nationhood. National identity became the overarching identity of modernity subsuming 

social difference through the creation of national 'sameness'. This boundary being set 

discursively in cultural-linguistic terms by the establishment of supporting mechanisms 

including: nationally organised institutions, the fostering of national intellectual and 

cultural traditions and the establishment of national networks of communication and 

public service utilities. 

This proposition by Wagner has obvious implications in terms of interpreting the 

construction of modern educational institutions. Education, for example, becomes the 

gatekeeper to rational participation in social life. The uneducated (largely the working 

class and women) lacked reason and civilisation therefore could be excluded from full 

participation in society. 

The universities pre-date the rise of the modern liberal democratic state and their 

institutional identity, in many ways, is framed most clearly by the Enlightenment 
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discourses of reason, knowledge and the pursuit of truth. Because knowledge is 

constructed as being associated with social progress, the unique contribution of the 

universities is constructed as providing leadership in the advancement of knowledge, 

which in turn contributes to a better understanding of society and thus can guide 

humanity towards perfectibility and greater happiness. 

Knowledge, particularly that found within the foundational 'disciplines' is cast as the 

summit of intellectual endeavour. Etzioni-Halevy (1985:38) comments that the discourses 

of intellectual leadership are taken for granted within society. Those within the academy 

are positioned as not only providing leadership in terms of the advancement of knowledge 

but also as having a privileged place in the determination of the social, economic and 

political organisation of modem society. 

However, because education is positioned within these discourses as the gatekeeper to 

social participation, increased social pluralism and the associated pressure for democratic 

representation in social life raises demand for an educated society. As the principle social 

regulatory body, the modem state responded by involving itself in the provision of public 

education through schooling. Unlike universities, schools were not seen as the educational 

sites for the production of intellectual leadership, but were used to justify and enforce 

boundary settings in a new form. The discourse of intellectual development was extended 

to schools, through the transmission of the academic disciplines. Mastery of these 

disciplines provided the means by which selection to social leadership could be 

legitimised. Thus the disciplines became a new exclusionary device in the expanding world 

of education. 

Another discourse also framed public schooling, one involving the construction of an 

educational system that emphasised common intellectual, cultural, linguistic and civic 

traditions consistent with the state's construction of 'national identity'. The social and 

cultural differences emerging with a pluralising society were subsumed by the insertion of 

the discourses of nationhood. While not all students were capable of mastering the 

intellectual challenges of the disciplines, they could all benefit from the socialisation 

function of education, which encouraged every citizen to identity with nationhood. 

While the assertions made here can be seen as reducing the complex, competing and 

changing nature of modem educational institutions to one of governance, there is evidence 

that the discourses outlined in this interpretation continue to be reflected in contemporary 
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education. The Vice Chancellor of the University of Queensland, for example writes, that 

even in the age of mass education, universities 'remain fundamentally elitist'. 

All children, whatever their intellectual capacity, have the right to attend primary 

and secondary school. No such right currently exists to continue into Higher 

Education: only those who meet the standards for entry are accepted (Wilson 

1992:55). 

Thus the claim of elitism by the universities continues to be discursively constructed as 

arising from the 'intellectual capacity' required to master the foundational disciplines of 

knowledge guarded by the universities. Not everyone has the necessary intellectual 

capacity therefore the disciplines of the universities are constructed as requiring the use of 

high level intellectual skills beyond the cognitive capacity of many. Wilson also asserts 

the independence of universities from the state. 

Universities have always maintained (but only in the 20th Century realised) the 

importance of their autonomy, ultimately defined perhaps as the retention within 

the institution of the authority to determine who was taught, who should teach 

and what should be taught. The establishment of criteria for admission of 

students, the nature and extent of qualifications and experience of academic staff 

to be appointed and the curricula to be offered have remained the characteristic 

prerogatives of universities throughout the western world. (Wilson 1992:54-55) 

Thus universities continue to be constructed as independent educational institutions 

separate from State instrumentalities, able to make and implement autonomous decisions, 

free from external interference. Through these discourses, the university sector is 

constructed as an institution of educational leadership responsible for maintaining the 

intellectual health of society and acting as guardian and creator of 'true' knowledge. 

The institutional identity of universities continues to be influenced by particular 

discourses of modernity that framed early Enlightenment thought. However, this identity 

is only achieved through the discursive assertion of difference. When universities are 

constructed as sites of educational leadership, through their claims to intellectual 

leadership, truth, foundational knowledge, social progress and autonomy, they, 

simultaneously bring into being that which is left out. Educational leadership makes no 
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sense except through the discursive construction of that which it is not - educational 

followership. 

Universities are constructed as knowledge creators, schools are constructed as knowledge 

users. The foundational disciplines of the universities, developed through the 'free' 

association of individuals within the academy, become the compulsory 'subjects' of study 

in schools. The disciplinary knowledge of universities with its claims to human progress 

and emancipation becomes, in schools, the subjects used to select and exclude learners 

from further involvement in the educational project of modernity. Scientific rationality 

and its contribution to social progress become, in schools, the means to 'render the great 

body of the working class governable by reason' (Homer cited in Donald 1992:23). 

As Usher and Edwards comment 'there is and always has been a dual face of education' 

(1994:137) and this duality is reflected, at least in part, by the different discursive 

practices that have constructed the different institutional identities of education. 

The recognition that the construction of the identity of modem universities is an act of 

discursive power and therefore inevitably contributes to the construction of the 

institutional identity of schools does not imply that this second identity is merely an 

artefact of the first. The identity of modem schooling has also been constructed by other 

discourses that emerge in modernity particularly those used to construct the modem 

liberal democratic State. 

For example, Cole writes that the aim of education in schools: 

is human welfare - health, ability to earn a living and to serve the common good, 

social qualities, taste and sentiment, knowledge, character and the right use of 

leisure. (Cole quoted in Jones 1974) 

These words, though written in 193 7 reflect the continuing tensions and ambiguities that 

characterise the discourses of public schooling in the modem state. The words reflect a 

humanist orientation to schooling that speaks of individual growth and development while 

at the same time revealing an instrumental orientation that points to economic 

productivity and the relationship of education and work. It also emphasises the 

socialising role of education in transmitting normative social and cultural behaviours and 

the responsibilities of citizenship and also effectively buries issues of difference and 
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social pluralism within a discourse that emphasises collective unity, consensus and 

national sameness. 

Within the discourses of modernity schools became the educational institution of the 

liberal democratic state. As Halliday (1993 :41) suggests the liberal democratic discourses 

of the State construct schools as the institutions that advance individual autonomy and 

social cohesion through the development of: 

frames of reference within which conflicting values could be articulated and 

resolved. 

Open to all and offering the possibility of social and economic advancement, schools are 

discursively constructed as the social institution providing equal opportunities for all 

members of the nation-state, irrespective of class or socio-economic background. 

Unlike the university, the institutional identity of schools is constructed as democratic; 

providing the opportunity for anyone, with the intellectual capacity, to master the 

disciplinary knowledge of modernity and to improve their social and economic status. At 

the same time, schools can provide all of the citizenry, irrespective of their intellectual 

capacity, with a sufficiently broad education that develops the social qualities needed to 

effectively participate in a democratic community. (Poole, 1992:9) 

As Dale (1989: 104-1 05) points out, ambiguity and tension therefore plague the 

construction of the institutional identity of the modern school. The discourses that 

construct this identity include those concerned with 'public interest' and social 

improvement, together with discourses that privilege personal development, social change 

and the production of citizens capable of critical examination of society. Certain 

discourses emphasise the importance of schools in promoting the 'national interest' 

through their contribution to economic development, while others emphasise the 

importance of'private interest', competitive selection and personal economic advancement 

in the schooling process. 

The institutional identity of modern schooling therefore can be seen as being constructed 

not only by the Enlightenment discourses that are implicated in constructing the identity 

of universities but also by the discourses used in the construction of the modern liberal 

democratic state. 

67 



. 
I , 
I 

The identity of T AFE is inextricably linked to the discourses that have been used to 

construct both schools and universities. In the following section this issue is explored 

further through an analysis of the development ofTAFE as a third educational institution 

of the State. 

3.6 The construction of technical educations 

According to Goozee (1993) government involvement in technical education in NSW 

began in 1882 with the establishment of a Board ofTechnical Education. The rationale for 

this development reflected increasing concerns that public school education, as then 

constituted was failing to provide an adequate supply of skilled labour to the rapidly 

expanding primary and secondary industrial base of the NSW economy9. Technical 

education was thus born iil. NSW specifically to service the labour needs of industry and 

the economy. And while technical education experienced remarkable growth in NSW over 

the next eighty years, becoming 'the largest and most complex post-school educational 

institution in Australia' (Scott 1990:6), until the nineteen seventies, government policy 

continued to reflect this industrial orientation of technical education. As the then Federal 

minister responsible for Technical Education put it, the purpose of this educational sector 

was: 

the training of persons for engagement in trades, technical occupations, or 

agricultural or other rural occupations'. (Fraser 1972:4) 

While this industrial orientation has always been a dominant one in technical education, it 

has not been the only orientation spoken of in the literature. Murray-Smith (1965), for 

example, points out that the early development of the Mechanics Institutes in Australia 

reflected the view that education should address the cultural needs of the workforce as 

well as the technical needs of the trades. However, for the most part technical education 

8 The term technical education is used here because this is the term that was originally used to describe 
public vocational education in Australia from 1880 to 1974. The acronym TAFE only appeared in 
Australian educational literature after the publication of the Kangan Report in 1974. 

9 According to Spaull (in Poole, 1992: 21-40) the emergence of technical education in Victoria was also 
based on the perception that a 'vocational gap' existed between the then arrangements for Victorian 
schooling and the skill needs of the Victorian economy. 
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has been discursively framed as an institution responsible for industrial training; an 

institution quite distinct from (and inferior to) the broad educational goals articulated 

within the discourses of school and university education. 

Education was for schools and universities while the emphasis for technical colleges was 

'training'. Consequently the institution of technical education did not have the same status 

as either schools or universities in the public mind. This led a number of commentators to 

refer to technical education as the 'Cinderella' institution of education (Fooks 1994:29, 

Fleming, 1994:45), with presumably schools and universities cast as her ugly siblings. 

Although technical education did not receive the same government support or status as 

the other educational institutions of the State, it did receive a degree of social legitimacy 

and acceptance, through its connections with government and industry. It employed 

practicing tradespeople as instructors, and, more importantly, had a near monopoly 

right10 to issue 'trade' and other occupational certificates; the currency for gaining 'skilled 

labour' status for the industrial workforce. However, for the most part, its status within 

public education was at best marginal and limited to 'training' the skilled and semi-skilled 

of the industrial workforce. Indeed, according to Scott (1990:7) the history of technical 

education in NSW demonstrates that moves by that institution to provide training for the 

emerging occupations at the para-professional and professional level, inevitably led to 

these courses being taken over by the universities. The justification for this being claimed, 

not least by the universities themselves, that technical education concerns itself only with 

the transmission of 'technique' a position, far removed from the broader educational goals 

needed in professional education. As Fleming writes: 

Tech ed had been badly neglected for generations. Teachers, parents and students 

dreamt of a university .............. Tech ed was for the not so bright, those who 

'were good with their hands'. It reflected socio-economic status or rather the lack 

ofstatus. (1994:46) 

An example of the way in which technical education was positioned by the discourses of 

education can be seen in the following quote, attributed to Ash by, when describing the 

10 In a number of industries trade certificates were issued for some occupational qualifications but these 
inevitably involved the successful completion of a trade course within the TAFE sector. 
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difference between what should be taught in universities and what should be taught in 

technical colleges: 

If the subject lends itself to disinterested thinking; if generalisation can be 

extracted from it; if it can be advanced by research; if in brief, it breeds ideas in 

the mind, then the subject is appropriate for a university. If on the other hand, 

the subject borrows all its principles from an older study ....... Let it be taught 

somewhere by all means. It is important that there should be opportunities 

for training in it. But it is a technique, not an exercise for maintaining 

intellectual health; and the place for technique is a technical college. (Ashby 

quoted by Hermann 1976:57) 

Within these discourses, technical education is constructed as appropriate for training the 

non-professional in work related skills and in the 'techniques' required in work, but totally 

inappropriate for the education of the present and future leaders of society represented in 

the professions. For the most part it is also not seen as the educational institution that 

should promote social responsibility and citizenship. 

'Real' education is thus constructed as a largely cognitive activity and training as a largely 

manual activity. This reflects a position, going at least back to Socrates, where thinking 

about education has been dominated by the supposed dichotomy between vocational 

education and 'genuine' education and all that this entails, viz. body vs. mind, hand vs. 

head, manual vs. mental, skills vs. knowledge, applied vs. pure, knowing how vs. knowing 

that, practice vs. theory, particular vs. general, and training vs. education. Thus, as against 

the universal truth concerns of 'genuine' education, technical education is portrayed as 

essentially concerned with the performance of particular and discrete technical tasks 

which, however skilled they may be, involve a minimum of thought. Despite concerted 

opposition to these dichotomies by influential thinkers such as Dewey, their influence on 

the identities of educational institutions remains very strong (Hager, 1994). The 

discourses of schools and universities have always claimed the second half of these 

dualisms as their major contribution to the social good, leaving the first half to technical 

education. 

Schofield (1994:57-60) proposes that the positioning of technical education, as a narrow 

'training' institution responsible for providing industry with a suitably skilled workforce 

was again challenged in Australia, by the publication of the Kangan Report in 1974. She 
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argues that this report articulated, for the first time, an institutional identity for technical 

education that while accepting its traditional vocational purpose also appropriated other 

educational discourses in the construction of this new identity. 

Using the principles established in the landmark UNESCO report 'Learning to Be: The 

World of Education Today and Tomorrow, - the right of all people to education and 

lifelong learning', published in 1972, The Kangan Report constructed a new identity for 

technical education in Australia. It articulated the purposes and aims of this sector of 

education and this new identity was symbolically formed by the recommendation that 

technical education should have a new name, Technical and Further Education (TAFE). 

For the first time, an educational philosophy was set out for vocational education m 

Australia, based on the principles of access, equity, the primacy of the individual learner 

in the learning process, the need for continuing and lifelong learning and an increased 

emphasis on adult education. It constructed a much broader educational and social role for 

T AFE in the educational provisions of the State and conceptualised this new role as a 

means to: 

satisfy the needs of the individual as a person and his or her development as a 

member of society, including the development of non-vocational and social 

skills that affect personality. (ACOTAFE 1974: xvii) 

These discourses specifically challenged the narrow technico-instrumental view of 

technical education and brought technical education much closer to the discourses that 

were used to construct the institutional identity of schooling. Post-Kangan, TAFE was 

committed to issues of access and equity, concern for individual learning, personal 

development, educational need and social development. As the Report put it: 

There are at least two alternatives to the emphases that can be given to the 

purposes of technical colleges and like institutions. A manpower orientation 

expresses their purpose as being to produce the skilled manpower necessary to 

the development of the economy. An educational and social emphasis is on their 

function to enable people to develop their potential as individuals but within the 

realities of the job opportunities by means of which they are aiming to use their 

education to earn a livelihood. The committee has adopted the educational and 

social purpose of Technical and Further Education. (ACOTAFE 1974: xviii) 
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These discourses constructed T AFE as an educational institution with aims and purposes 

similar to other educational institutions. It rejected the traditional distinction that implied 

that schools and universities provided 'general' education programs concerned primarily 

with individual development and the learning of knowledge for its own sake, without any 

labour market orientation. Instead these discourses promoted the view that 'vocational' 

learning is as much concerned with abstract reasoning, theoretical concepts and the 

development of social and interpersonal skills as the learning in other institutions of 

modem education. The major distinction now between the institutional identity of 

schools and universities being constituted through technical colleges' continuing focus on 

vocational education, together with new foci including 'second chance education', 'adult 

education' and 'open access'. 

Kinsman (1992:29) observes that it was also around this time that the recruitment 

policies of technical education changed in relation to its teaching staff. Staff working in 

technical education in NSW have always laid claim to the title teacher. However, 

historically, this title was based on the claim to specialised vocational knowledge of a 

trade or other occupation rather than any claim to specialised educational knowledge; 

indeed many part-time teachers working in TAFE today, have no recognised teaching 

qualifications. For the most part, what distinguished technical teachers from others in 

their trade was that they passed on their specialised occupational knowledge and skills to 

others in educational institutions away from the workplace. However post-Kangan, many 

more generalist teachers were recruited by NSW T AFE to service the increasing number 

of T AFE students who were returning to T AFE to continue or repeat general education 

courses. These teachers entered T AFE with a commitment to social justice, adult learning 

and the rights of educational access for individuals and disadvantaged groups. 

Kinsman, however also makes the observation that the Kangan Report continued to 

conceptualise T AFE as an institution for 'knowledge users' not 'knowledge producers' 

(1992:26). Thus the Report continued to support the distinction between vocational and 

higher education along similar lines to those of Ashby. Universities continued to be 

constructed as the sites of knowledge creation, with the other institutions of education as 

the sites of knowledge use. 

The Kangan Report constructed T AFE using the humanist discourses of the liberal 

democratic state, largely consistent with those used to construct the institution of modem 

schooling. The Report, however, reinforced the separation of vocational from higher 
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education based on the assumption that vocational education and training was not in the 

business of creating generalisable knowledge but was concerned with the use of this 

knowledge in practice. This position 'has been accepted- with some pride in most parts of 

TAFE~ (Kinsman, 1992:26) 

So the legacy of Kangan was that the institutional identity of TAFE was shaped by 

discourses that construct it as an educational institution committed to the liberal 

democratic principles of the modem state. While continuing to emphasise its connection 

with the world of work, the institutional discourses also emphasise its role in individual 

development, educational access, second chance educational opportunities and social and 

economic progress. To this day, these discourses remain powerful identity forming 

practices within the institution of TAFE, not least in their influence on T AFE teachers' 

understanding of their role in education. However, the discourses referred to in this study 

as the discourses of new times are now disrupting this institutional identity creating a 

crisis of identity both at the institutional level and at the level of the teachers 'life-world'. 

3.7 TAFE an 'anagram for change' 11 

Teachers working in TAFE have experienced new times discourses most directly through 

the radical changes to their work that have occurred over the last decade. They have also 

experienced the policy driven imperative of governments to insert the principles of the 

commercial world within the operations of the public sector. Finally, as members of the 

wider society, they are living through a period of unprecedented social, political, cultural 

and economic uncertainty. Therefore, T AFE teachers exist in a climate of change, one that 

is simultaneously reshaping their work, the students they work with, the institution in 

which they work and the society in which they live. 

Government policies have always been a dominant influence in problematising and re

constructing the identity of T AFE and its teachers. The influential Kangan Report 

constructed an institutional identity for T AFE significantly different from that previously 

given to technical education by using the liberal educational discourses associated with the 

emergence of the liberal democratic state. Today, government policy discourses, to a large 

extent, reflect the dominant discourses of post-industrialism, new vocationalism and 

11 This expression was used by one of the teachers interviewed in this study when describing the 
contemporary environment ofTAFE and reflects a commonly held view of many participants involved in 
this study. 
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economic rationalism and these discourses, in different ways, again challenge the 

institutional identity ofT AFE by constructing a new identity significantly different from 

its predecessor. 

An illustration of the way in which this re-construction is being achieved can be found, 

for example, in government policy documents that now, more often than not, speak of 

VET rather than T AFE when referring to vocational education and training provision in 

Australia. Today, TAFE is constituted within policy discourses, as only one of many 

providers of VET (Maglen 1996) and the acronym VET has become the preferred epithet 

used in government policy documents. In NSW, T AFE has been subsumed within the 

Department of Training and Education Coordination (DTEC)I2 and has also been re

structured. In the process, it has lost its status as a state-wide educational identity, 

through government policies of decentralisation, that have restructured the organisation 

into semi-autonomous institutions, that are, to some extent, in competition with each 

other and with an increasing number of private providers. 

A number of commentators have suggested that these changes, in themselves, represent a 

loss of institutional identity. Ryan, for example writes: 

Just as research was showing a gradual increase in community appreciation of the 

meaning and role ofT AFE, for ideological reasons the meaningless jargon of VET 

was forced to the forefront. Of course, there is a rational distinction to be made 

between VET and T AFE, but is it hard to avoid the conclusion that much of the 

'reformers' zeal has been focused on a dislike of the public system rather than any 

positive beliefthat a better alternative exists. (1997:8) 

She interprets the insertion of the term VET in the policy discourses of government in 

terms of a loss of institutional identity brought on by the ideological dominance of 

'economic rationalism', and its 'dislike of the public system', in the policies and practices 

of governments. She also suggests that T AFE already has a distinct identity 

distinguishable from VET and that this identity is recognised in the 'community' through 

12 Since writing this the NSW government has initiated another re-structuring that has involved the 
elimination of the Department of Training and Education Coordination (DTEC) and as of December 1997 
TAFE is now subsumed within the Department of School Education in NSW to form the mega
Department of Education and Training. The impact ofthis restructure is unclear at the time ofwriting. 
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its 'appreciation of the meaning and role of TAFE', a role established by the Kangan 

Report in 197 4. 

Ryan in a similar way to Schofield (1994:58) represents this battle over the institutional 

identity ofTAFE, as an ideological one where the current 'economic rationalist' policies of 

governments are undermining and attempting to change the liberal/humanist educational 

policies that previously shaped the institutional identity of T AFE. These commentators 

suggest that the policies and discourses of governments are the sites of an ideological 

struggle over the educational identity of T AFE, with the protagonists in this struggle 

being positioned as engaging in debates over the construction, meaning and intent of 

government policy. Negotiation, compromise and the remaking of meaning are commonly 

regarded as outcomes of this ideological engagement over policy, with the final result 

dependent on the relative power positions of the protagonists. 

Ball (1994) argues that this position is embedded within a 'realist' view of policy 

formulation and implementation. Policy protagonists, caught up in this ideological battle, 

are constructed as conscious social agents actively engaged in making meaning, contesting 

policies, highlighting contradictions, reinterpreting meaning and forming alliances at all 

levels of the policy matrix. There are numerous examples of this 'realist' orientation to 

policy analysis in the literature. Marginson (1993), for example, suggests that the 

volatility of current educational policies is caused by the conflicting positions of the key 

policy players. Similarly Considine (1994) sees policy as involving powerful interest 

groups, actors and key stakeholders negotiating both the rhetorics and practices of policy 

formulation and implementation. A number of researchers illustrate the ambiguities 

inherent in policy formulation by pointing to the contradictions of government policies 

(Yeatman 1993, Crump & Walker, 1994, Dwyer, 1995) as inevitable outcomes of the 

policy development process. These 'realist' commentators view policy as: 

both contested and changing, always in a state of'becoming', of'was' and 'never 

was' and 'not quite', for any text a plurality of readers must necessarily produce a 

plurality of readings. (Ball1994: 16) 

Ball goes on to suggest that policy texts: 

are not necessarily clear or closed or complete. The texts are the products of 

compromises at various stages (at points of initial influence, in the micropolitics 
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of legislative formulation, in the parliamentary process and in the politics and 

micropolitics of interest group articulation). They are typically the cannibalised 

products of multiple (but circumscribed) influences and agendas. There is ad 

hocery, negotiation and serendipity within the state, within the policy 

formulation process. (Ball 1994: 17) 

However, a discursive approach to policy provides a different reading of the power 

relations that influence policy formation and implementation. This approach rejects the 

'realist' position that infers that policy analysis can come to a 'true' understanding of the 

ways in which different power players operate within policy formulation and 

implementation. Government policies are discursive formations and therefore, like all 

discourses hold within them the ambiguous power of representation; the power of 

naming; the power to construct particular realities. In the context of this study, the 

discursive perspective argues that the discourses involved in contesting and constructing 

the identity ofT AFE, be they at the macro-level of educational policy formation or the 

micro-level of the teachers and students 'life-world', bring new realities into being 

discursively. 

This position suggests that government policies that impact on T AFE and its teachers 

should be seen as powerful discursive practices that operate to construct particular 

'regimes of truth', exercising power by privileging not only who can speak but what can be 

thought and said. Using this interpretation the dominant discourses of the 'new 

vocationalism', 'post-industrialism' and 'economic rationalism' found within government 

policy can be seen as discursively constructing a new identity for T AFE while at the 

same time competing with other educational discourses that have previously constructed 

the identity of this educational institution. All actors involved in this critical engagement 

now face mastering a significantly different institutional language. They must now 'walk 

the walk' and 'talk the talk' of this new discursive reality or become disengaged, silenced 

or marginalised. 

A poststructuralist interpretation of the discursive power of the new policies of 

government would, for example, suggest that the use of the acronym 'VET' rather than 

'T AFE' in the policy discourses of government is an example of the construction of a new 

discursive reality. Now, in order to speak or be heard the signifier 'VET' must be used in 
( 

discourses to do with vocational education and training. Contemporary commentators 

now face considerable difficulties when confronted with this new discursive reality. 
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Rushbrook (1997:103-112), for example, when discussing the construction of TAFE in 

Victoria is forced into using the signifier 'T AFENET' in his writing because the discourses 

of government have created a new discursive reality that, in effect, constructs a 'new' 

educational institution. An institution that is and at the same time is not T AFE. 

The poststructuralist position, also suggests that the institutional identity of T AFE is 

inevitably contingent, subject to the ever changing discourses that bring identity into 

being. T AFE has no foundational identity that distinguishes it from the other educational 

institutions of the State, but has an identity conferred upon it through the exercise of 

discursive power. 

Initially constructed as a State institution responsible for the supply of appropriately 

skilled labour to the rapidly expanding industrial base of the economy, technical education 

gained its initial identity predominantly through the discourses of industrialism rather 

than education. Indeed the establishment of technical education was in many ways an 

outcome of industrial discourses that pointed to the failure of schools and universities in 

meeting the needs of industry by supplying it with a suitably skilled workforce. 

Initially, therefore technical education was discursively framed as the 'other' of education. 

An institution that did not concern itself with pursuing Enlightenment discourses to do 

with 'truth' and the pursuit of knowledge as represented in the disciplines of education. 

Nor was it an institution that concerned itself with individual development, social 

cohesion and mastery of the disciplines. It was an institution for 'training', unlike schools 

and universities that were discursively constructed as institutions of 'education'. 

However, the social tensions and ambiguities that characterised the rise of industrialism, 

placed significant pressure on the State as an institution of social control. New discursive 

practices emerged within the nation-state centred on constructing a social reality where 

the principles of liberal democracy could be seen to be overcoming the tensions caused by 

increasing social pluralism and structural inequality. The modem state was discursively 

framed as the agent of social progress and stability capable of overcoming the excesses 

and negative aspects of the industrial revolution. The institutions of education were 

subject to new discursive formation in this period. 

From the Second World War onward, the elitism of the university sector sat uneasily with 

the liberal democratic notion of egalitarianism and equal opportunity. By the nineteen 
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sixties, this sector of education had expanded dramatically, to accommodate the increasing 

social demand for access and perhaps more importantly, the increasing industrial 

requirements for more highly skilled technologists and applied scientists. This was the era 

when universities took on a greater vocational role of occupational preparation, for the 

emerging technologically oriented jobs in industry and the economy more generally. 

The identity of public schooling was also subject to discursive reformation at this time, 

the notion of 'streaming' children into academic and non-academic pathways, was replaced 

by the discourses of universal and comprehensive access to school education. Social 

inequality would be overcome through such an education, life chances would not depend 

on social location but rather ability as demonstrated through success in education. 

The discourses of liberal education appeared later in technical education, coinciding with 

the emergence of Technical and Further Education in Australia in the nineteen seventies. 

The ideas of open access, second chance education and equity in education sat 

comfortably within the discourse of liberal education. Also the move away from an 

emphasis on supplying suitably skilled personnel to industry, to an emphasis on 

individual development through vocational education was also consistent with the new 

discursive practices that constructed State educational policy at this time. 

Today, the identities of modem educational institutions are once again subject to change. 

Superficially, the discourses of post-industrialism seem to privilege the institution of 

T AFE over the other sectors of education. T AFE, after all, has always claimed a close 

connection between its educational practices and the world of work, in contrast to the 

reluctance of schools and universities to make such connections. 

However, the discourses of post-industrialism now privilege skills and dispositions that 

have less to do with the technical skills required in work and more to do with general 

attributes including such things as, resourcefulness, problem solving and continuous 

learning. The discourses of post-industrialism also point to the demise of much of the 

trade and technically based occupations central to the traditional role of T AFE, suggesting 

that post-industrial work is not trade based and is also in a state of continuing change. 

Career training for particular occupations is becoming less important within the newly 

emerging world of work. Finally, while the discourses of post-industrialism often stress 

the importance of education and training, they commonly suggest that the educational 

institutions of the State are now not the best sites for vocational learning, these being 
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replaced by the work site itself. Consequently, these discourses have problematised the 

institutional identity of T AFE by down playing the role of formal education in 

developing the new skills and dispositions required in the contemporary world of work. 

Similarly, the discourses of the new vocationalism seem, at first glance, to privilege the 

institution ofT AFE over other educational institutions. However this position confuses 

the term 'vocationalism' with 'vocational education'. In Australia, 'vocational education' 

has come to mean technical education, while vocationalism in education is not a discourse 

that confines itself to one educational institution or to trade and lower level industrial 

training. Rather it involves all educational policies that in one way or another promote 

the idea that educational institutions should primarily concern themselves with propelling 

their students through the learning process into the world of work, with 'unprecedented 

efficiency and concentration in effort'. (Rodgers & Tyack 1982:278) 

Hence, the policies currently associated with new vocationalism do not confine 

themselves to T AFE, but impact on all educational institutions, including private 

providers of VET. Increasingly TAFE shares its vocational education identity with 

schools and universities. The discourses of the new vocationalism play no favourites in 

terms of educational institutions, but explicitly implicate them all in constructing 

education as a primary site of human resource development in new economic times. 

Finally, the discourses of economic rationalism have impacted on the institutional identity 

of T AFE directly through their influence on policies designed to reduce public 

expenditure in this area of State education. But they have also impacted more subtlety, 

through the processes of organisational restructuring including: decentralisation, internal 

competitive tendering, the establishment of private competitors in the vocational 

education and training market and the installation of commercial business practices within 

the organisation. This includes the promotion of fee-for-service courses, the pursuit of 

new 'markets' in VET and the commercialisation of the knowledge and skills of the 

organisation's staff. 

This chapter suggests that while the discourses of post-industrialism, new vocationalism 

and economic rationalism have initiated a change in the institutional identity of T AFE, 

they have also entered a crowded discursive field. T AFE has been invented and re

invented by a variety of discourses that all continue to circulate in the institutional life of 

the organisation and these discourses remain important in the construction of meaning 
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making practices for teachers working in the institution. How teachers come to identify 

themselves with these different, often antagonistic, meaning making practices is 

investigated in Chapters Five, Six and Seven. 
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Chapter Four 

Educational research as a social practice 

4.1 Reflexivity- a sign of the times 

Earlier in this thesis, the suggestion was made that contemporary social research, 

including educational research, has entered an unprecedented period of doubt and 

uncertainty. Many researchers are now questioning the efficacy of traditional research 

perspectives in providing adequate explanations of the social world, yet, are often unable 

to relinquish these perspectives in their own research practices. While there have always 

been strident debates within the research community over questions of methodology, the 

current research climate appears to transcend these debates by problematising all research 

methodologies. The claims by social researchers to the production of certain knowledge 

have, in recent times, been replaced by a much more tentative stance to investigations of 

the social world. Today, researchers often view research findings as partial and 

incomplete, inevitably influenced by the framing, focusing and conduct of both the 

research and the researcher. 

This undermining of certainty in the research community can, at least in part, be seen as 

one of the consequences of the discourses of postmodemism and poststructuralism. By 

suggesting that the social world is constructed discursively, poststructuralism implies that 

any investigation intent on getting behind the 'world of appearance' to some essential core 

of truth and transcendental meaning, is searching for a chimera. Postmodem discourses 

also problematise the idea that scientific method can be deployed in social and educational 

research to overcome or neutralise the research subjectivities that are often seen as 

distorting the disclosure of truth and certainty. Indeed both discourses problematise the 

very notion of truth and certainty as possible goals of social and educational research. 
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These discourses also reject the idea that research should be conceived as some kind of 

investigative technology. Instead, they construct research as a social practice that 

operates within and through discourse. This leads to the idea that all research is 

historically, socially and culturally located and therefore should be regarded as a situated 

and contingent practice. This, together with the discursive or 'world making' nature of the 

research process itself, inevitably means that research outcomes are always partial, 

limited and open to multiple readings. 

By problematising the notion of any pre-existing social world outside of discourse, 

poststructuralism also points to the need for social researchers to investigate the 

circulating discourses that are all involved in constructing particular realities at particular 

moments in time. This brings a political and teleological dimension to social investigation. 

For it suggests that the construction of social reality is, in effect, a temporary and 

contingent discursive achievement. However, it also implies that as the social world is 

made up of multiple discourses, that are often incommensurable, there is always the 

possibility that, through the processes of research, the 'world making' actions of 

discourses can be surfaced. Thus this provides opportunities for the emergence of new 

constructions of social reality. 

By foregrounding research as a social practice rather than a technological achievement 

these discourses also open up the processes of social and educational inquiry to on-going 

critique, forcing a reconceptualisation of the researcher-researched dualism. The re

conceptualisation moves away from the requirement that the researcher should be outside 

and separate from the researched, immune to influence, to one that stresses the 

inseparability of the researcher and the researched. Both work to construct particular 

realities through discourse, and are therefore changed by the research encounter. From this 

perspective the act of social research is not seen as an attempt to identify the 'real 

conditions' of social life, but rather as a process of 'languaging', the discursive process of 

reality construction. 

Because research is conceptualised as a social practice, this position foregrounds its 

historical and social locatedness, within particular communities. These communities, in 

turn, determine the particular research practices that are acceptable from those that are 

not. Consequently, although research is often conducted by individuals, it is governed by 

social norms, criteria and boundaries, that different communities impose on the research 

process. The individual researcher is thus, 'governed' by particular research discourses and 
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undertakes the process of research through the 'disciplining' power of particular research 

discourses. This in turn shapes the research questions that are asked, the research 

methods that are chosen, what aspects of the research are highlighted and what aspects 

are neglected, how the research is presented and, above all, what impact the research has 

on those involved. 

Finally, conceptualising research as a social practice also directly confronts the researcher 

with the issue of reflexivity. That is, the idea that when researchers undertake their 

research activities in the social world the activities of the researcher become part of the 

world that is being researched. As Usher (Scott & Usher 1996:35) puts it: 

if research, the making of knowledge claims, is dependent upon the activity 

of the researcher, do we then as researchers simply research ourselves? 

This reflexive moment in social and educational research has a number of consequences. It 

suggests, for example, that researchers, by necessity, must locate themselves within the 

research. Here researchers are not constructed as individuals who merely 'do' the research 

but are integral foci of investigation. From this perspective, researchers, therefore, should 

not attempt to hide their presence in the research process but rather make this presence a 

legitimate and productive object of study. Indeed using a postmodern framework the 

foregrounding of how as researchers we construct what we are researching becomes 

central to the research process. This notion of reflexivity is not however synonymous 

with the idea of critical-reflection as conceptualised by the work of Schon (1987), 

Brookfield (1995) and Candy (1991). Here reflexivity moves beyond the notion of 

personal reflection on one's own research practice, to one of identifying the modalities of 

power that construct the researcher, the research processes and the researched. It 

foregrounds the asking of questions such as what kind of reality is my research 

constructing? What particular forms of knowledge are being constituted by this research? 

What are the values and assumptions that underpin the research process? How does this 

influence what can be said in this research and how it can be said? 

This 'reflexive' moment in contemporary research is now not only foregrounded in the 

discourses of postmodernism and poststructuralism. It also appears, for example, in the 

writing of Beck (1992) and Giddens (1994), who, while rejecting much of postmodern 

critique, propose that late modernity is characterised by the rise of a pervasive and 

generalised reflexivity that intrudes in all aspects of modem life. By this they seem to 
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mean, that a particular pattern of thinking has emerged in late modernity. One which not 

only recognises the excesses and unintended consequences of the modem project but also 

acts as a catalyst for the adoption of new systems of action that aim to counter or reduce 

the risk creating tendencies of modernity. This position, therefore, moves away from 

characterising modernity in terms of the incremental progress of society towards 

perfectibility to one .that constructs modernity in terms of its reflexive capacity to manage 

risks. 

This thesis, when transposed to the world of social and educational research can be 

interpreted as positioning reflexivity as central to the research practices of late modernity. 

From this perspective, research is constructed as a 'risky business' that often brings with 

it unintended and sometimes detrimental consequences. Therefore, in order to manage the 

inherent risks associated with the practice of research, researchers need, as a matter of 

course, to be reflexive. They need to problematise the assumptions that underpin their 

research practices. They need to locate their research within its social, cultural and 

political context. They need to examine the potential consequences that their research 

may have on individuals and communities and, finally, they need to embed reflexivity 

within the very fabric of the research processes. 

From this perspective, reflexivity cannot be seen as being restricted to particular research 

practices. Rather it becomes central to the conduct of all research practices. This research 

accepts this idea of the centrality of reflexivity by explicating the author's position in 

terms of this research and, more generally, the location of the research within the 

uncertain field of contemporary social/educational research. It begins by making more 

explicit the ways in which I, as author, construct the different research perspectives that 

inhabit the world of social/educational research and uses the discourses of postmodemism 

and postructuralism as the means by which these perspectives are opened to scrutiny. 

Each research perspective, albeit for different reasons, appears to bring with it a degree of 

risk to the research process, largely through the assumptions and suppositions that are 

embedded within the perspective. In the following section the various research 

perspectives that are used in social and educational research are scrutinised by the 

researcher. 
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4.2 Educational research and the paradigm 
wars 

Almost a decade ago Gage (1989:4-10), writing about educational research in the United 

States, suggested that three alternative research paradigms were then contesting the 

dominance of positivism in academic research. He named them 'antinaturalism', 

'interpretivism' and 'critical theory' and described them as challenging the use of scientific 

method in investigations of human affairs. Often conceptualised as a battle between 

quantitative and qualitative research, these alternative paradigms critiqued the 

epistemological, ontological and teleological assumptions that underpinned positivism. 

The antinaturalists argued that unlike the natural world, the human world is not 

characterised by causal connections and stability in time and space, therefore scientific 

method could not be applied to social investigation. The interpretivists suggested that 

because causation in human affairs is determined by interpreted symbols, the kinds of 

prediction and control that underpinned scientific method could not apply in the social 

arena. Critical theorists regarded positivism as trivialising the educational enterprise by 

failing to concern itself with the ways in which education is implicated in social 

(re-)construction. 

The quantitative versus qualitative debate in educational research is also characterised by 

a lack of any agreement about the conduct of qualitative inquiry. Many commentators 

argue that qualitative research is different from quantitative research, therefore issues such 

as validity, reliability and dependability, that occupy the minds of quantitative 

researchers are not relevant or applicable to qualitative research. However, according to 

Bessant & Holbrook (1995:243): 

By the late eighties and nineties there was in fact some serious bridge-

building going on in the literature. The sorts of complex social questions 

researchers were becoming interested in required a range of approaches and many 

a quantitative researcher, following the wisdom ofOppenheim, had been asking 

open ended survey questions and leaving space on questionnaires for further 

comments. Many were also using field techniques including interviewing and 

observation. 
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Educational researchers from a pragmatic philosophical perspective were arguing that 

combining quantitative and qualitative methods was not only a useful and practical 

approach to investigation, but was also epistemologically coherent (Howe, 1988:10). 

While others, such as Smith & Heshusius (1986:4-12), took an opposite view maintaining 

that any quantitative-qualitative rapprochement was illusory, hiding insurmountable 

epistemological differences with qualitative research effectively being colonised by the 

epistemology of quantitative research. 

For many inquirers, the most pressing problem now is to develop criteria and 

procedures that will do for qualitative inquiry what certain criteria and procedures 

have done for qualitative inquiry. (Act as a constraint on our subjective selves, 

allow for the possibility of certitude, etc.) As a result, the quantitative-qualitative 

debate has become a discussion of variations in techniques within the same logic 

of justification. Both approaches are thought of as having the same goals; both are 

interpreted in the same way, and only the aspects of practice differ. Not 

surprisingly detente has given way to the claim of compatibility and the call for 

cooperation. (ibid 1986:6) 

More recently, related debates in educational research have also focused on the usefulness 

of educational research in informing and transforming educational practices; with many 

researchers questioning the value of research in the field of education. A number of 

explanations are produced to account for, what is regarded, as the partial and limited 

impact of research on educational practices. Eraut (1985), for example, proposes that the 

knowledge generated in the practitioner domain and the knowledge generated within the 

academic domain are given different valuations by the players that, in turn, limits the 

'interpenetration' of these different kinds of knowledge within the theory-practice 

dualism. Ladwig ( 1994) nominates the unequal power relations and different motives 

manifested within the practitioner-academic research interaction. He suggests that the 

relationship between researchers and the researched is often characterised by exploitation 

not collaboration. Robinson (1993) suggests that the problems occupying the minds of 

practitioners are different in kind from those occupying the minds of academic researchers 

and that academic research is often more concerned with describing the research problem 

than providing theories for practitioner action within the complex and uncertain world of 

practice. While Salomon, ( 1994) in a similar vein, comments that educational research is 

largely conducted out of its social and cultural context and is based on unjustified 

reductionist methodologies that underplay the important issue of 'ecological validity'. 
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The contemporary discourses of postmodemism and postructuralism have now added a 

new dimension to debates concerning educational research by questioning the very 

legitimacy of any research that is underpinned by the epistemological and ontological 

assumptions of modernity. Burbules (1995) points out that postmodemism itself cannot 

be seen as a theoretical position but rather as an intellectual trend incorporating elements 

of: 

phenomenology, certain kinds of critical theory, hermeneutics, some 

feminisms, a kind ofNeo-Aristoleanism, neopragmatism, and so called 'post

analytic' philosophy. (ibid 1995:14) 

This intellectual trend has, nevertheless, problematised all of the research paradigms that 

currently inhabit the field of social and educational research. It questions the 

philosophical, epistemological and ontological assumptions that are foundational to 

modem research methodologies. It rejects the tenets of positivism, with its claims to 

privileged truth and objectivity and foregrounds the connections between power, 

knowledge and language in the discursive construction of reality. Postmodemism also 

emphasises multiplicity, difference and contingency over essentialised and foundational 

notions of subjectivity and is sceptical of claims to certain knowledge, truth and 

generalisable theoretical understanding. Some postmodem commentators refute the notion 

that there is any adequate means by which subjective realities can be represented, 

communicated, evaluated or compared (Baudrillard 1983, Touraine 1988) arguing that 

nothing can be said of the human condition that either warrants or licences any meaningful 

action. Others, such as Rorty (1982) and Bauman (1987) while accepting the inadequacies 

of the truth claims of modernism and its view of an essentialised and pre-existing reality, 

suggest the possibility of meaningful engagement at certain sites of human action, at the 

local level. These writers, generally, avoid making any claims to definitive knowledge 

beyond the immediate site of its formation. 

Many within this intellectual trend also treat knowledge claims as text and therefore, 

following Derrida, look to the unsaid in discourse arguing that this 'deconstruction' of text 

counters the tendency towards authoritative meaning, which they claim is endemic to all 

of the discourses of modernism. They dismiss the modernist distinction between mental 

states and the outside world as pure illusion and contend that people do not exist in any 

objective reality but rather in an everyday world of representations (Lash 1990: 12). 

Realities are always 'simulacra' consisting of shifting words and images that are already 
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reproductions. Thus for the postmodemist there is no single privileged reality but rather 

multiple and contradictory representations of reality created entirely from the meanings 

attributed by those who perceive them. 

Alongside this constructivist view of reality is a contexualist view that suggests all 

knowledge claims are intelligible and debatable only within the context, paradigm, or 

community in which the discourse takes place. Knowledges are merely conventions 

negotiated through contextual agreement. Thus reality is the result of the social processes 

accepted as normal within a specific context. 

Perhaps the most problematic view, at least for researchers, is contained within the idea 

of linguistic convention (Eagleton 1983:1 05). Here language is seen as relative and 

arbitrary and reality a universe of competing discourses. A rhetoric based on action that is 

itself only discourse (Aronowitz 1988:432, Latour 1987:37). This view, when applied to 

the world of social research, denies the possibility of intercommunicative agreement over 

meaning and therefore effectively withdraws both the tools of social research and the 

rationale for conducting such research. 

Now the competing and often incommensurable claims that characterise the field of 

contemporary social and educational research suggest that the issues of method and 

methodology, not only represent the central problematic of social and educational inquiry, 

but also necessitate researchers making explicit both the methods and methodologies they 

employ. And perhaps more importantly, they must highlight the limitations inherent in 

all methodological frameworks that guide their investigations. 

Here the research methodologies that have traditionally characterised educational research 

are interrogated, in order to explain and justify the methodological approach used in this 

study. The goal, here, is not to construct some new methodological approach to social 

investigation but rather to emphasise the limitations of all research methodologies that are 

deployed to investigate the social world. 

It begins by focusing on the traditional research paradigms that have constructed social 

science research. While the study recognises that educational research has often been 

relegated to the status of 'a mere sub-species of social science' (Scott & Usher 1996:1) it 

suggests that education is by its very nature a social practice. Therefore, educational 

researchers have not only borrowed the methods and methodologies of the social sciences 
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but have also inherited, in the process, the epistemological and ontological assumptions 

that are embedded within the traditional discourses of social science research. In the 

reflexive moment that now characterises much of contemporary social life these 

assumptions are the subject of unprecedented critique, requiring researchers to look more 

closely at the consequences of their methodological assumptions on the understandings 

that they derive from their research. 

4.3 Paradigms of social inquiry 

Kuhn (1970:75) uses the concept of a paradigm to describe; 

the entire constellation of beliefs, values, techniques shared by members of a given 

scientific community. 

Today, paradigms are used in research communities, as guides by which the quality of the 

processes and outcomes of a research project can be judged. Within the social and 

educational research communities, three paradigmatic frameworks are commonly 

recognised by researchers and, while there is a degree of looseness in naming these 

frameworks in research literatures, for the purpose of this study they will be called 

positivism, interpretivism and critical theory. These paradigms are significantly different 

from each other in terms of the assumptions that they make concerning the nature of 

knowledge, the purpose of research and the structure of reality. 

These differences, in turn, influence the methods and methodological frameworks that can 

be legitimately deployed by researchers operating within a particular paradigm and also 

problematise the research outcomes that are derived from the use of these methodologies. 

In this section these issues are investigated, in order to both explain and justify the 

methods and methodological framework that are used in this study. 

4.3.1 Positivism and social inquiry 

The nineteenth century philosopher Auguste Comte is generally associated with the 

emergence of positivism as a dominant discourse within the Western intellectual and 

cultural tradition. Comte was one of the first to make the connection between scientific 

method and philosophy and initiated what Sorell (1991:4) suggests, continues to be the 
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most contentious topic of Western intellectual debate, namely the place of positivism in 

Western epistemological theories. Positivism became the dominant research paradigm of 

the social sciences after its promotion by a number of twentieth century philosophers 

including Camap, Reichenbach and Neurath. As members of the unity of science 

movement, in the 1920's, these commentators promoted the idea that there was no area 

of epistemology which could not benefit from a positivist approach to understanding. 

This perspective suggested that the natural sciences, the humanistic social sciences and 

the 'law-seeking'l3 social sciences, would all benefit by employing positivist methodology 

in their quest for certain knowledge. The work of some contemporary philosophers, such 

as Churchland (1986) and Sperry (1990) illustrate that positivist epistemology remains an 

important, albeit contested, paradigm in philosophy. They suggest for example that 

neuroscience is now in a position to replace philosophy entirely with Sperry (1990:6) 

going so far as to propose that: 

ideologies, philosophies, religious doctrines, world models, value systems and 

the like will stand or fall depending on the kinds of answers that brain research 

reveals. It all comes together in the brain. 

The work of a number of sociobiologists such as Ruse (1986) and Dawkins (1978) also 

reveal the continuing influence of positivism on the understanding of human affairs. These 

writers reduce the problematics of human ethics, intelligence and altruism to positivist 

interpretations grounded in the science of genetics. Likewise some positivist 

psychologists, such as Cascio (1982:5-6) continue to argue that scientific empiricism 

must be foundational to the development of psychology. 

In the social sciences, Lazarsfeld (1972: 4), when discussing the development of the social 

sciences, argues that they are now in their 'pre-scientific' stage and that like the natural 

sciences: 

direct measurement must be a crucial element in sociological investigation. 

13 According to Paul Lazarsfeld (1972) an OECD committee first used this term in the 1970's to identify 
areas of social science that had adopted an empirical base. They included economics, psychology, 
linguistics and sociology. The humanistic social sciences included history, literary studies and philosophy. 
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Similar sentiments have also been expressed by many educational researchers who insist 

that educational research must follow the methods and methodological framework of 

positivism. When speaking of the practice of teaching, for example, McDonald writes: 

There is a need to identify those behavioural events that are reliably 

measurable and to determine the intercorrelations among these events .... I was 

investigating the positive reinforcement given by a teacher for student 

participation in the class and the adversive stimulation provided by the 

teacher .... Although the number of positive and negative reinforcers were 

negatively correlated the correlation was far more modest than I had predicted. 

(McDonald in Houston 1972: 72) 

These statements illustrate the influence positivist epistemology has in some areas of 

social and educational research. They indicate that these commentators regard social and 

educational research as being in the business of discovering facts and formulating theory 

through the deployment of the principles of generalisability. Indeed the language and 

methods of the natural sciences are employed, unproblematically, by many positivist 

researchers of the social world. 

However, the ways in which positivism constructs social research has also been fiercely 

resisted by many in this research community. Humanist sociologists such as Mills, Weber 

and Parsons refused to recognise the importance of positivist methodology in social 

research, leading Boudon (quoted in Lazarsfeld 1972: 41 0) to suggest (rather 

prophetically in light of the position of some poststructuralist commentators) that the 

objections of these sociologists to empirical social research would: 

if carried to the extreme, allow one to substitute facile writing and discursive 

language for research. 

Despite the reluctance of many sociologists to embrace positivism in social sctence 

research, Wagner (1994:104-123) argues that it remains the dominant paradigm within the 

social sciences. He names Adolphe Quetelet as the early champion of empirical social 

science. Quetelet's positivist sociology mirrored empirical science by developing 

mathematical abstractions and sociological tools to discover, through experiment, abstract 

sociological laws which governed the external world. Quetelet's use of the 'law of large 

numbers' created the statistically derived 'average man' (ibid:105), the 'Norm' of the 
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nineteenth century and later the influential empirical sociologist Paul Lazarsfeld refmed 

the instruments of empirical social research by developing sociological surveys, opinion 

polls, questionnaires and the statistical abstractions by which these instruments were 

governed. Taking their lead from positivist social science, a number of educational 

researchers also adopted the technologies of empirical social research developing 

psychometric tools that could be employed to 'measure' intelligence, aptitude and 

educational progress (Horton, 1990). 

Critics of positivism, commonly base their arguments on problematising the 

epistemological and ontological assumptions, which are left unexamined in the paradigm. 

Usher (Scott & Usher 1996:12-13), for example, lists a number of assumptions that 

positivism leaves unexplicated: 

• The world exists independently ofknowers- it is a pre-existing 

given. 

• There are clear separations between subjectivity and objectivity, facts and 

values - true knowledge can only be gained through exercising objectivity in 

the pursuit of facts. 

• Knowledge can only be validated through the use of scientific 

method because scientific method ensures replicability - the most 

important indicator of procedural objectivity. 

• The natural world and the social world are governed by universal laws that 

when known can explain and predict natural and social phenomena. 

• All of the sciences ifbased on the same methodological 

framework and procedures produce epistemological certainties. 

Other critics of positivism, in similar ways, also point out that when used in social 

research, the paradigm falsely assumes value neutrality and objectivity on the part of the 

researcher and ignores crucial differences between investigating social phenomena and 

natural phenomena (Harnmersley & Atkinson 1985:1-25). Eisner (1993:49-56) also 

problematises the assumption of objectivity within the positivist paradigm arguing that 

the notion of objectivity demands the acceptance of a correspondence theory of truth: 
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When we say we have an onto logically objective view of things, we mean that we 

see things the way they are. We see them in a way that reveals their actual 

features. (ibid: 50) 

However he suggests that this correspondence theory of truth reinforces a view of 

knowledge that is highly problematic: 

How can we ever know if our views of reality match or correspond to it? To 

know that we have a correspondence between our views of reality and reality 

itself, we would need to know two things. We would need to know reality, as well 

as our views of it. But if we knew reality as it really is, we would not need to 

have a view of it. Conversely, since we cannot have knowledge of reality as it is, 

we cannot know if our view corresponds to it. (ibid:51) 

Gadamer (1975) suggests that positivism asserts its authority over other explanatory 

paradigms by claiming human reason as its own. Rationality is held up as the exclusive 

feature of positivism and is constructed, in this paradigm, without any recognition of its 

historical and sociallocatedness. 

4.3.2 Interpretivism and social inquiry 

The perceived failure of positivism, in social and educational research, to generate 

generalisable knowledge and predictive insights, combined with the increasing acceptance 

by the natural sciences that knowledge is always tentative, relational and conditional, 

generated the space in which an alternative research paradigm emerged in the social 

sciences. Known as the interpretivist or hermeneutic paradigm, it rejects the construction 

by positivism of an external reality constituted independent of the subject and a subject 

constituted independent of an external reality. It questions the empirical notion of 

objectivity and criticises positivism for not problematising the subject in its theoretical 

framing, arguing that subjectivity is critical to the emergence of understanding and 

explanation in the social world. An interpretive epistemology emphasises social practices 

as the foci of social research and makes the assumption that all social practices are 

meaningful to those involved. Therefore it constructs social and educational research as an 

activity that concerns itself with interpreting and making meaning of lived experience and 

social interaction. 
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Interpretivism also criticises the positivist approach to investigation that sets up artificial 

and simplistic experiments to prove connections between agents of cause and effect 

arguing that the investigation of complex and inter-relational social constructs cannot be 

reduced in this way: 

Social events, processes and phenomena are more usefully seen as open and 

indeterminate. Predictive generalisations are only possible if this openness is 

closed. Closure is only possible if a determinate world is assumed and so the 

closure that is necessary can only be imposed. (Scott & Usher 1996:14) 

Interpretivism also argues that there is an inevitable act of interpretation in any and all 

investigations and that these acts of interpretation always get in the way of simple 

means/ends theories of action. In the research process, the researcher and those that are 

being researched are both involved in making meaning through the use of interpretive 

frameworks. Therefore social researchers operate within a 'double hermeneutic' in that 

they are investigating the sense-making interpretive frameworks of others and at the same 

time using their own interpretive schema to make sense of these interpretive frameworks 

of others. 

Interpretivism also highlights the importance and influence of culture, history and social 

relations on the one hand and language and symbols on the other in the construction of 

social meaning and points to the impossibility of separating the researcher from these 

influences. Finally, interpretivism rejects the positivist construction of neutral, value free 

knowledge, made universally acceptable by the application of scientific method. 

Interpretivism argues that knowledge is never neutral or value free but is constituted by 

and within its social contexts. In other words interpretivism, in social research, does not 

concern itself with knowledge that focuses on generalisation, prediction and control but 

with interpretation, meaning and illumination. 

While there are a number of different research methodologies that claim affinity with the 

interpretivist paradigm (Atkinson, Delamont & Hammersley, 1993:16-31) as a 

generalisation, these methodologies share a number of common assumptions, that are 

associated within a humanist framework. Within this framework, humans are constructed 

not as passive participants in the unfolding of history but rather are constructed as active 

agents that have certain inner capabilities, that enable individuals to direct, control and 

make decisions over their own social life. 
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Candy (1991 :432) suggests that interpretivism holds a number of assumptions concerning 

the social world. Firstly, interpretivism holds that cause and effect are mutually 

interdependent and can be explained in terms of the multiple interacting factors that are all 

involved in social interactions. It also rejects generalisability as a goal of social research 

positing instead the achievement of an understanding of specific cases or social events. 

Interpretivism also problematises objectivity in social research because of the inevitable 

acts of interpretation that occur in social research. It also takes a holistic view of social 

interactions and therefore rejects 'experimentalism' in social inquiry. Finally, 

interpretivism also recognises the value-laden intent of social inquiry and sees these 

values as inevitably influencing the focus, content and outcomes of acts of social research. 

Interpretivists focus on specific individuals in their life-worlds and emphasise subjective 

experience. Thus they construct subjective experience as an inevitable consequence of 

social interactions and rather than eliminating or reducing the tendency to subjectivity in 

the interpretive process of social inquiry, they stress the importance of subjectivity in the 

research process. All researchers bring with them particular standpoints or subjectivities 

and it is when these subjectivities confront the different standpoints emerging in the 

process of the research that new consensual interpretations of reality can be achieved. For 

interpretivists, far from being a methodological blot on the research landscape, the 

subjectivities of both researchers and the researched are essential components of social 

mqmry. 

Interpretivist research, therefore, focuses on social interactions and individuals operating 

in their life-worlds. It rejects positivist methods of inquiry that are artificial and 

disruptive to the lived experience of those being researched. Case studies, observations, 

participant-observations, unstructured interviews, story-telling and extended contact 

between researcher and the researched are the preferred methods of interpretivism and the 

work of Willis (1977) and Connell et.al. (1982), in many ways, typify this paradigm 

when used in educational research. 

Finally, some interpretivists also foreground the importance of language in social 

interactions and, following the work of Herbert Mead, regard language as constructing a 

symbolic order in the making of meaning which is always connected to the field of social 

interaction. Words (and gestures) are given meaning because of their social embeddedness 

and play a crucial role in social regulation: 
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The original and primary function of language remains as a medium for the more 

successful mutual adjustment of individuals within their social activity. (Burkitt, 

1991:37) 

The importance of this position in terms of the interpretivist paradigm is that it works 

against the methodological individualism that is often central to other interpretivist 

research by suggesting that individuality only emerges through the processes of social 

interaction, communication and language. The individual subject is therefore a constructed 

subject, constituted within social interactions, that are themselves mediated by the 

symbolic order of language. 

4.3.3 Critical Theory and social inquiry 

The discourses of critical theory are, in some ways, oppositional to both positivism and 

interpretivism in social and educational research because they problematise the 

teleological assumptions that underpin both. Originating in the work of German 

philosophers that collectively made up the Frankfurt School of Philosophy, critical 

theorists attack positivism as essentially anti-emancipatory and oppressive. Habermas 

(1971), arguably the most important theorist of the critical paradigm, constructs the 

different research paradigms of social inquiry as being closely connected with particular 

'cognitive interests'. He suggests, for example, that the methodological framework of 

positivism, based on technical rationality14 reveals a cognitive interest in social prediction 

and control. By way of contrast, he argues that the methodological framework of 

interpretivism reveals a cognitive interest that privileges understanding and 

communication as the goal of social inquiry. 

According to Habermas both paradigms are flawed, albeit for different reasons. He argues 

that human understanding and reflection is mistaken for reason in positivism and thus this 

paradigm: 

elevated something finite (understanding and reflection) to the status of the 

absolute (reason) (1985:24) 

14 Bemstein writing in 1985 uses a similar term when critiquing Positivism and represents the history of 
positivism has a slide into 'purposive -instrumental rationality' (1985: 5) 
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His essential argument is that individual understanding and reflection is constituted in and 

by social relations, which in turn are changed by this engagement. To elevate individual 

understanding to the status of absolute reason and truth produces an environment where 

domination and oppression not only hold sway in social relations but also become 

internalised within the socially constituted individual. 

This second point also leads to the criticism of interpretivism in critical theory. Because 

interpretivism constructs individuals as autonomous, knowing subjects, it fails to 

acknowledge the differential relationships of power in social interactions that limit the 

capacity of individuals to realise their own autonomy and understanding. Because it has 

no theory of power, it neglects the structural and ideological inequalities that constitute 

social life and distort social interactions. Interpretivism, therefore, fails to fully recognise 

the constraints that are imposed on individual members of society by the differential 

operation of power. 

These power relations emerge as oppressive forces both in the economic-material sphere 

and in the sphere of language, knowledge and ideas. This results in individuals being 

constrained in both what they can do and what they can think. Individual understanding 

and reflection is constituted in and by differential power relations and these relations limit 

the understandings and reflections available to the individual. 

The point of departure for social inquiry in critical theory is the recognition of and 

resistance to those oppressive forces that limit social access to knowledge. The cognitive 

interest of critical theory is explicitly emancipatory. Social and educational inquiry must 

focus on exposing the ideologies and influences of powerful interest groups that operate 

to restrict the access of others to the means of gaining knowledge. 

The work of educational researchers such as Giroux (1981) and Apple (1979) 

demonstrates the penetration of this paradigm into educational research. Giroux calls for 

the emergence of critical educational inquiry to: 

help students develop the capacity and determination to struggle collectively to 

control their own lives. (ibid:83) 

In a survey of qualitative research traditions, Atkinson, Delmont & Harnmersley 

( 1993: 16-31) illustrate the impact of critical theory on the direction of educational 
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research from the nineteen seventies and early eighties. They indicate that it was 

influential in a number of different research traditions including, neo-Marxist 

ethnography, some feminist research and certain forms of action research. The work of 

Bowles and Gintis (1976), Apple (1979), Giroux (1981), Sarup (1982) and Sharp (1980) 

attest to the importance of critical theory as an influential research paradigm in 

educational inquiry: 

The ideas that attracted those of us on the Left included an insistence that social 

class, forms of labour, and structures of political and economic power are 

fundamental in perpetuating not only educational but other social inequalities. We 

called ourselves 'cultural workers' and were hopeful that we could influence 

students and colleagues to work for social transformation - fundamental change in 

education and other social systems. (Anyon, 1994:115-116) 

However, Anyon also recalls that by 1990, while attending the annual conference of the 

American Educational Research Association (AERA): 

It became apparent that the ideological scene had shifted dramatically, in the five 

years of my absence. There was only one Marxist-oriented session that I could 

locate and I could find no sessions that appeared to take a socialist-feminist 

perspective. (ibid: 116) 

She goes on to suggest that the more interesting critical work in educational research was, 

by 1990, found within 'postmodem' and 'postructural' modes and she represents these 

positions as 'new paradigms' that promote social change by promising improved critical 

practice, empowerment, or emancipation. 

4.3.4 Postmodernism and social inquiry 

Notwithstanding the comments of Anyon, postmodemism sits uneasily under the title 

'Paradigms of social inquiry', because, as Burbules (1995) suggests, postmodemism is a 

diffuse collection of intellectual ideas, with a genealogy involving a variety of theories, 

that pervade many disciplines and aesthetic endeavours. It also has a close affinity with 

its more theorised companion, poststructuralism and in the literature both postmodemism 

and poststructuralism appear to overlap and subsume each other in numerous ways. A 

number of different genres and perspectives inhabit this field of inquiry and often sit 
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uneasily along side each other. As Bordo (1990:144) remarks, they have a way of 'slip

slidin' away and 'having it any way they want'. 

Nevertheless, it is possible to distinguish three analytical heuristics, which for the most 

part, appear to be common features in the literatures of poststructuralism and 

postmodernism. Firstly, there is an emphasis, within these discourses, on the local. 

Postmodemism and poststructuralism appear to privilege the local because they suggest 

that it is only at this level of social interaction that narratives come closest to capturing 

the complexities of power relations. A focus on situated discourses is seen as avoiding the 

tendency to produce normative explanations of social life that are applicable across 

culture and history. These explanations then acting as 'master' discourses that have the 

power to either legitimise or silence other discourses that circulate in the social world. In 

arguably, the most famous aphorism of postmodemism, there is an incredulity to meta

narrativests. 

Postmodeniists reject the idea that there are universal truths, with transcendental 

applicability. Instead based on a Foucaldian perspective, 'truths' are constructed as 

particular outcomes that are embedded within regimes of truth such that their truth-status 

is an effect of power that is inherently unstable because the discourses that construct 

them are historically specific, contingent and hence susceptible to change. 

A second heuristic that can be gleaned from the discourses of postmodemism and 

poststructuralism is deconstruction. Again, based on the work of Derrida, deconstruction 

attempts to show that while the conceptual categories that are used to ground argument, 

commonly involve making assertions that are discrete and in opposition to each other, 

they are in fact definitionally interdependent. 

Deconstruction when used in social and educational research, for example, attempts to 

show that many categorical oppositions that are used in social and educational analysis 

(man-woman, capital-labour, theory-practice, manual-mental, general-vocational etc.) are 

socially constructed oppositions rather than natural and immutable ones. Indeed, their 

existence as conceptual categories can only be maintained through their mutually 

15 This quote from Lyotard is arguably postmodemism's most famous expression. In fact the full quote 
comes from Lyotard attempting to explain the postmodem condition.' Simplifying to the extreme, it 
defmes postmodemism as incredulity toward metanarratives.' (Lyotard J-F. 1984:xxiv) 
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dependency, that is, one side of the dichotomy can only have meaning in the presence of 

its opposite. 

However, this mutual dependency, in some ways, hides the asymmetry of power 

contained within these binaries. So, for example, there is a 'first' term 'man' and the 

'second' term 'woman' takes its meaning from the first. Deconstruction's first move is to 

locate the 'first' term of the binary and see what happens if you try and reverse it. By 

this process the power of terms that are used to naturalise certain relations of power and 

identity, is rendered visible 

The third heuristic that can be constructed from postmodem and poststructural accounts 

involves the idea that language does not reflect an existing reality, but rather constructs a 

reality, thereby turning the common sense notion of language on its head. Rather than 

language being seen as representing the world as it is, language is conceptualised as 

creating the world. Both the construction of knowledge and reality is therefore regarded as 

a process of 'languaging' (Scott & Usher, 1996:27). Words only have meaning through 

their insertion within a particular classificatory system (du Gay, 1996:42). 

The meaning of any object therefore resides not within the object itself but through its 

insertion within a particular classificatory practice. Consequently meaning is constructed 

through discursive practices and thus becomes implicated with questions of social power. 

Discourses set conditions on what kinds of meaning are legitimate, what kinds of talk can 

occur, who can speak and what can be said. Discourses act as powerful devices that 

construct particular subjectivities in the social world. 

In the context of this study, the deployment of these heuristics, albeit in different ways, 

problematise the epistemological and ontological assumptions that underpin the 

paradigms of positivism, interpretivism and critical theory. Positivist approaches to 

research are made problematic in this study because they rely on positing a pre-existing 

reality. However, if the assumption of a pre-existing reality is called into question and 

replaced by an assumption that reality is constructed through discourse, this has a 

number of consequences. Firstly, because research is constructed as a social practice 

rather than a technological achievement, invariably research must involve recognising 

issues of power. Secondly, if realities are constructed they are always contingent, situated 

in particular social, cultural and historical contexts and are therefore open to change. 
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Scientific method is also undermined by the discourses of postmodemism because science 

itself is a social practice and can never be objective and value neutral. Empirical data, the 

life-blood of scientific method can never free itself from acts of interpretation and the 

positing of linguistic transparency between the world and its representation fails to 

recognise both the limits of language and the power of discourse in the construction of 

truth. 

These perspectives also problematise critical theory, because of its tendency to raise 

particular discourses to the status of essentialised and universal truths, thus implying a 

pre-existing social reality. The Marxist tradition, for example, privileges economic 

discourses over all other social and cultural discourses and casts economics as the master 

discourse that forges the 'objective' conditions of human existence. It therefore effectively 

silences other discourses in theorising social and cultural change processes. 

While science is the master discourse of positivism, economics is raised to this status in 

critical theory. Critical theory also universalises the discourses of oppression and 

emancipation giving them a sweeping and transcendental status, above history, culture 

and society. Finally, critical theory appears to continue to operate within the same terms 

and conditions imposed by the discourses of positivism, using binary opposites (labour

capital, oppression- emancipation) in order to maintain discursive control over assertions 

of rationality. 

The relationship of interpretivism to the discourses of postmodemism and 

postsructuralism is, however, more complex. Interpretivism appears in many ways to 

share a number of the features of postmodemism and poststructuralism. Interpretivists 

recognise that all inquiry is mediated by acts of interpretation and that therefore reality is 

a constructed phenomenon, characterised by multiple readings and embedded within 

socio-cultural contingency. Some interpretivist discourses also emphasise the power of 

language in the construction of subjectivity and foreground local rather than general social 

conditions as the major site of social investigation. Unlike critical theory, interpretivism 

rejects the notion of an essentialised and universal master discourse, such as economics, as 

dominating the world of social reality. 

However, interpretivism also positions the subjective experience of individuals in their 

life-world as the privileged site of social inquiry. This brings with it a transcendental and 

essentialised view of the individual, one that exists outside of history, language and socio-
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cultural circumstances. When discussing interpretivism, Garrick (1997:98), for example, 

writes that: 

A central tenet of this domain is the belief that individuals are not merely passive 

vehicles in social, political and historical affairs, but have certain inner capabilities 

which can allow for individual judgements, perceptions and decision making. 

Possession of such capabilities, it is assumed, can contribute to, influence or even 

change events. 

Thus interpretivism retains the idea that there are universal and generalisable truths 

concerning human subjects, that exist outside of the situated discourses that 

interpretivism uses in its construction of subjectivity. Finally, interpretivism, like critical 

theory also maintains a commitment to the binary opposites of positivism. As Usher 

(Scott & Usher, 1996:26) puts it, when discussing the interpretivist approach to research: 

it (postmodemism) sees this as still implicitly operating within the terms and 

discourse of the positivist/empiricist tradition - in other words, the emphasis on 

the 'subjective' instead of the 'objective' is merely a reversal which still works 

within a framework of 'objective-subjective' as polar opposites. 

Therefore while interpretivism shares a number of characteristics with postmodemism 

and poststructuralism it still retains, features of a positivist inquiry. 

4.4 Method and methodology 

The discourses of postmodernism and postructuralism have been used in this chapter to 

problematise modem social research methodologies. They offered a way of opening the 

research process to reflexive scrutiny, while at the same time providing the research with 

a different perspective on the nature of social and educational research. Firstly, they 

problematise the idea that social research can be seen as primarily a technical achievement 

that leads to the cumulative revelation of truth concerning the nature of the social world. 

Secondly, they suggest that the process of research is itself a 'world-making' activity, 

where the researcher not only constructs a reality discursively, but also investigates 

realities that are discursively constructed by others. 
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From this perspective research is seen as the investigation of particular discourses that are 

socially, historically and contextually located and involves the concurrent creation of a 

'sense-making' discourse that constructs a new way of seeing the world, offering different 

explanations to account for social, cultural and economic change processes. 

From this perspective research, therefore, focuses on discourse in two ways. Firstly, 

discourse becomes the object of the research in so far as it provides the data on which the 

inquiry hinges. And secondly research is itself a process of 'languaging' (Scott & Usher 

1996:27), a textual act that is itself a process of reality construction achieved through the 

production of a particular research discourse. Discourse, consequently has a double role in 

research, being both the object of research and its textual production. 

This double role leads to two significant characteristics of research. The first is the 

recognition that the research methods, used in the inquiry, must involve strategies that 

encourage the production of discursive outcomes. While the second involves the 

recognition that the 'writing-up' of the research is not, as other research paradigms would 

have us believe, a question of merely reflecting the meanings derived from the research 

data, but should be seen as 'constitutive of, rather than reflective of meaning' (Lee & 

Green 1996:2). As Torrence and Thomas (quoted by Lee & Green, 1996:2) put it: 

Research writing is not simply a description of the researcher's activities, but a 

constructive process that uses research fmdings as raw materials to build one of 

several possible accounts of a programme of research. In the course of writing, the 

researcher makes decisions about what audience to aim his or her account at, what 

results to report, the theoretical framework in which to set the account, what 

conclusions to draw and so forth. Each of these decisions constrains not only the 

rhetoric but also the meaning of the text that is produced. Research writing is, 

therefore, not simply a communication of knowledge but a negotiation of 

knowledge claims. 

The textual dimension of the research process, and its location within particular research 

communities, recognise that research (writing) is a social practice. And although it is often 

done by individual researchers, it is an activity that is 'governed' by research 'traditions' 

that exercise power through their ability to approve, exclude, legitimise, silence or 

undermine acts of social inquiry. The 'disciplining' of research and researcher is therefore 

an inevitable consequence of undertaking research and, because it influences both the 
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processes of research and its textual representation, must itself become a reflexive object 

of study in postmodem social inquiry. As Scott & Usher, (1996:35) suggest reflexivity in 

research: 

helps us to recognise that we ourselves are a part of rather than apart from the 

world constructed through research. More than this, however, by becoming aware 

of the operation of reflexivity in the practice of research, the place of power, 

discourse and text, that which in a sense goes 'beyond' the personal, is revealed. 

The idea of going 'beyond the personal' is particularly significant in this context. For it 

suggests that reflexivity, though commonly presented as the need to recognise and make 

explicit the researcher's personal positioning; including, for example, the researcher's 

values, epistemological understandings and personal identity, is in fact much more than 

this. Reflexive research can, for example, reveal that the research itself is infused with 

particular epistemological and ontological values and assumptions. Therefore, reflexivity 

can lead to a critical examination of the research practices as they unfold during the 

inquiry. Finally, the reflexive approach may also reveal the ways in which the research 

community manages the 'disciplining' of both research and researcher, by exposing the 

social, cultural and political practices that are implicated in the construction of both 

'disciplined' research and 'disciplined' researcher.I6 

The recognition of the power of discourses to construct particular realities, leads to the 

adoption of research practices that can surface the multiple, contingent and contextual 

nature of discourses which, together, create a complex discursive web that constructs 

particular realities at particular moments in time. Consequently, in this study, the 

methods that are employed in the empirical phase of the research are selected on the basis 

of their ability to surface as many of the discourses that operate within the life-world of 

TAFE teachers as is practically possible. 

Teachers working in TAFE are conceptualised, here, as living in a discursive world 

consisting of three different but interrelated arenas. The first arena consists of the master 

discourses that at particular historical moments and in particular social configurations 

16 The word 'discipline' is used in the same way as Foucault (1977b) uses it in Discipline and Punish. 
Foucault does not view the use of this term to describe particular bodies of knowledge and its meaning in 
terms of social control mechanisms as coincidental but, rather, for him it represents the irreducible 
connection between knowledge and power. 
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form the dominant social discourses that are used to explain individual and social life. 

They consist of what Lyotard calls 'grand meta-narratives' that construct generalised and 

abstract explanations of social reality and assert their power either through their claims to 

scientific rationality or consensual agreement. 

The second discursive arena consists of institutional or organisational discourses that 

inhabit the social structures and institutional frameworks. These include the bureaucracies 

of the State, such as government instrumentalities, political apparatuses and other state 

sanctioned organisations but also large social institutions in the private sphere such as 

private companies, trade unions, churches, etc. These institutions are also constructed 

discursively, typically through assertions of commonality of interest or shared values and 

mutual goals. 

The third discursive arena consists of those personal discourses that operate at the 

immediate and situated sites of lived experience and consist of the discourses that 

individuals employ to construct particular identities or particular 'ways of being in the 

world'. These are the discourses of immediacy and specificity and are constructed by 

reference to the lived experiences of individuals. They are used as sense-making devices to 

explain the situated experiences of everyday life. 

The use of this heuristic device does not imply that these discursive arenas operate 

independently in terms of their impact on the construction of identity. Indeed the power 

of these discourses lies in their capacity to interact, compete and re-enforce each other in 

complex and often unexpected ways in the construction of particular realities. They also 

account for the multiple, contingent and de-centred nature of contemporary notions of 

individual identity. As Gee, Hull and Lankshear (1996: 1 0) suggest individuals 'are capable 

of being different kinds of people in different discourses'. Ultimately, all three discursive 

arenas are eo-implicated in the construction of identity and therefore the multiple 

discourses that inhabit these arenas must be the focus of any study that investigates the 

construction of identity. 

This in itself presents enormous difficulties for the study, not least because of the range 

and number of discourses that compete with each other in these different discursive 

arenas. In addition a study such as this can easily fall into the trap of privileging one 

discursive site over another in the formation of identity. Therefore it can promote, albeit 

unintentionally, the view that individual identity is merely a product of the dominant 
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discourses that circulate within particular social structures or that individual identity is 

the result of the local and specific discourses that circulate within the lived experiences of 

everyday life. 

In order to deal with these difficulties this study uses different methods to surface the 

different discourses that all contribute to the formation of T AFE teachers identities. 

Firstly, in Chapter Three, it critically reviewed two of the dominant discourses that now 

inhabit contemporary understandings of social and economic life, the discourses of post

industrialism and economic rationalism. It then located them within broader discourses 

that characterise the late twentieth century as entering a period of 'new times'. It analysed 

the policies and discourses of 'new vocationalism', in terms of their impact on the 

construction of a new institutional identity for T AFE and its teachers, and contrasted this 

with 'liberal education' discourses that previously constructed these identities. 

In the following chapters the empirical phase of the study is discussed. Chapter Five 

represents the responses of T AFE teachers to four open ended questions that formed 

part of a survey, being sent to teachers working in T AFE. These questions were asked in 

order to find out what teachers were saying about the contemporary changes that were 

occurring within their institution and also how they currently saw their identity as a 

T AFE teacher. The ideas, expressions and words used by teachers in these responses 

were then categorised and compared with the policy discourses of governments 

concerning the institution ofT AFE. 

The use of the survey instrument brought with it certain positivist methodological 

assumptions that, in some ways, governed not only how the data could be processed but 

also what could be said about this data. The survey, itself, formed part of a much larger 

study that was investigating 'Professional Competence and the Initial and Continuing 

Education of NSW TAFE Teachers' (Chappell & Melville 1995). It therefore inherited 

much of the methodological framework that grounded this larger study. Issues of validity 

and reliability were taken seriously, for example. Steps were taken to ensure the adequate 

sampling of respondents. The survey instrument itself was tested before it was used in 

the study and the assumption was made that through these processes, the study could 

validly produce generalisations concerning the ways in which T AFE teachers regarded 

the contemporary changes occurring in their institution. 
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The sheer number of responses also had consequences in terms of shaping the research 

practice, for it not only supported claims to validity, reliability and generalisability but 

also led to the use of a computer program (QSR-Nudist) that facilitated the construction 

of patterns from large inputs of qualitative data. In short, the use of the survey brought 

with it a number of positivist research assumptions that have been the subject of critique 

in this study. Furthermore, these assumptions bring with them a number of research 

'risks'. By focusing on the goal of generalisability, the study downplays the significance 

of specificity and uniqueness i~ the formation of identity. It therefore conceals difference 

through a discursive assertion of sameness. It also runs counter to the view, expressed 

earlier in this research, that identity is also influenced by the contingent and contextual 

location of individuals in their life-world. 

However, in defence of the use of the survey in this research project, it did provide 

another platform from which T AFE teachers could speak about their understanding of the 

contemporary change processes taking place in their institution thus providing an 

additional source of discursive input. Consequently, while the study recognises the 

limitations and unintended consequences of a positivist methodology within social and 

educational research, it reads the critique of positivism not so much as denying positivist 

methodology its place in the world but rather its claim to privileged truth and 

generalisability. A positivist methodology may well result in the production of a truth 

about the world. What contemporary critics deny is the claim of positivism to produce 

the truth about the world. 

The second method, reported in Chapter Six, consisted of semi-structured interviews with 

both teachers and managers of teachers in TAFE. This method was chosen because it 

provided an environment that created greater possibilities for an opening up of the 

situated discourses of teachers, allowing them to express in more detail and greater 

freedom their views on the reality of being a teacher in the contemporary environment. 

Interviews with managers in T AFE were also conducted in order to identify how the 

contemporary policy discourses were being reflected in the discourses of management and 

what differences, if any, existed between teachers and managers when interpreting the 

contemporary climate of change. 

Thus this phase of the · research located itself much more within an interpretivist 

framework and focused on interpreting the sense-making constructions that social actors 

were using when constructing their institutional world in T AFE. It therefore did not 
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attempt to produce generalisations about the world ofT AFE but rather produced a series 

of representations of the organisation as reflected in the words of its constitutents. This 

also brings with it certain methodological problems in that it can be seen to privilege the 

immediate life-world of T AFE teachers, without locating that world in a much broader 

social and political context. This tendency is countered in this study by placing the 

discourses of teachers and managers within a much broader analysis of the contemporary 

social and political environment outlined in Chapter Three. 

The third method used an ethnographic approach to surface the personal and situated 

discourses of one teacher working in T AFE. This method was used because it offered the 

greatest possibility for accessing the personal discourses that a teacher used in the 

construction of identity. The other methods, while providing opportunities for discursive 

input focused quite specifically on work as a privileged site of identity formation, and the 

discourses that were captured reflected this. Consequently, this ethnographic approach 

provided an opportunity for both the researcher and the teacher not only to establish a 

degree of trust and mutual respect, but also provided time and numerous opportunities 

for conversations that ranged well beyond those to do with work. This opened the 

possibility for a more complete and integrated picture of the ways in which this teacher 

constructed her identity. (Chapter Seven.) 

This combination of methods was used here, as it contains the possibility of accessing the 

different discourses that characterise the institutional world of T AFE teachers. It also 

confronted the study with a number of difficulties. As was outlined earlier research 

methods are not neutral interventions in the research process, but are themselves shaped 

by the methodological assumptions from which they originate. Therefore the researcher 

needs to exercise a degree of vigilance in terms of the influence the chosen research 

methods have on the trajectory of the research. 

Finally, it should be emphasised that while a combination of methods was employed to 

capture some aspects of the discourses that teachers used when constructing their 

identity, the study does not claim to capture all of the discourses that are involved in self

formation. Indeed the complexity, multiplicity and contingency of the discursive elements 

involved militates against this possibility. However, while recognising the limits of this 

investigation, the study does construct an explanation that provides some insights into 

the ways in which TAPE teacher identity is being (re-)constructed in contemporary 

times. 
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Chapter Five 

T AFE teachers in new times - an initial 
investigation 

5.1 Background 

While there have been substantial changes to vocational education and training 

arrangements in Australia over the last decade. There has been little research done that has 

focused on the ways in which T AFE teachers working in this sector of education view 

these reforms or indeed, which of the reforms are seen by teachers as being most 

problematic in terms oftheir 'everyday' pedagogical practices. In part this may be seen as 

reflecting, the historical neglect of the whole area of vocational education and training by 

educational researchers (Maglen, 1996). It may also be to do with the generally poor state 

of funding for research in this area (McDonald, Hayton, Gonczi & Hager, 1993). Despite, 

the establishment of the Australian National Training Authority (ANTA) and the 

subsequent decision to create an Australian National Training Authority Research 

Advisory Council (ANTARAC), there has been little funded research that specifically 

investigates the impact of reform on teachers understandings of their role in education or 

their professional practice as teachers. 17 

Research that has involved investigating teachers is located more in the discourses 

concerning the 'quality' of teaching and learrJing in this educational reform environment 

(OECD 1989, OECD, 1991). In Australia this has commonly taken the form of 

investigating the issue of teacher 'competence' and related issues of teacher training and 

on-going professional development. The National Project on the Quality of Teaching and 

LearrJing (NPQTL ), for example, that consisted of a partnership between the Australian 

17The recent publication by Smith 'et al' (1997) is an exception, this study reports in some detail the ways 
in which teachers perceive their new roles in competency based education and training and suggests that , 
among other things, their relationship with their students has changed dramatically (pp92-94) with the 
implementation of CBT. 
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Federal government, teacher employers and teacher unions focussed on both initial teacher 

education and continuing professional development and developed a National 

Competency Framework for Beginning Teachers (NPQTL, 1994). In 1994, the New 

South Wales government established a Ministerial Advisory Council on Teacher 

Education and Quality of Teaching and produced a description of the 'Desirable 

Attributes of Beginning Teachers' (MACTEQT, 1994). 

While these reports focussed on teachers working in schools, T AFE teachers were also 

the subjects of similar reports. The TAFE National Centre for Research and Development 

(NCVER) was commissioned in 1989 to conduct a national review of TAFE teacher 

preparation and development, including research into the 'skills and competencies' 

required by TAFE teachers in the 1990's (NCVER, 1990:3). In 1993, the Vocational 

Education, Employment and Training Advisory Committee (VEETAC) published a 

report 'to advise T AFE's industrial parties regarding options for career development and 

the setting of competency standards for TAFE staff (VEETAC, 1993:1). In 1993, the 

Victorian State government commissioned a research project to develop Victorian T AFE 

Teacher Competence Statements (Denning, 1993). 

Fortunately, for the purposes of this study, the Research Centre for Vocational Education 

and Training (RCVET) together with TAFE NSW were successful in gaining funding from 

the NSW Education and Training Foundation (ETF). This funded project was designed to 

make recommendations and suggest strategies that would assist in the development of a 

high quality teaching workforce for TAFE NSW. As part of this research, I was asked to 

undertake a project to develop a competency profile of T AFE teachers working in NSW 

(Chappell & Melville, 1995). This project utilised a variety of research methods including 

a functional analysis workshop, a survey distributed to teachers and semi-structured and 

critical incident interviews with teachers. 

As the principal researcher on the project, it also provided me with an opportunity to 

pursue my interest in the ways in which the reforms to education in general and 

vocational education and training in particular were impacting on T AFE teachers' 

understanding of their role in contemporary education and training. A survey instrument 

developed as part of this project provided an opportunity to begin the process of finding 

out which of the current reforms to education and training were seen by NSW T AFE 

teachers as having the most influence on their professional practice. It also could be used 

to identify what changes, if any, these reforms were having on the values they considered 
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important for T AFE teaching. The survey instrument was developed and tested on a 

group of fifteen teachers in the presence of the researcher and the feedback provided was 

used to refine and clarify the survey items prior to it being printed and sent to 

participating teachers. 

In terms of the commissioned project the survey (Appendix two) served a number of 

purposes. It was used to validate the information gained in the functional analysis 

workshop (question 16, 1 7) and was also used to gather information regarding the initial 

teacher training experiences of respondents (question 6, 9, 12). It was also used to 

establish whether teachers working in TAFE were confident that they could contribute to 

the development of general abilities in their students; abilities including working 

collaboratively, problem solving, thinking critically etc. (question 12, 13, 14, 15) 

While these questions were important in terms of the commissioned research, the survey 

also provided an opportunity to ask questions that were seen as informing this research 

study. Two items were inserted in the survey to specifically address the concerns of this 

research: 

7. Nominate the most important change that has occurred in your work as a TAF 

teacher in recent years? 

8. If you were asked to nominate three major educational problems that now confront yo 

as a teacher in TAFE what would thev be? 

Two questions were also inserted into the survey to identify what changes, if any, T AFE 

teachers considered as influencing the values and ethical positions they held as teachers. 

10. If you were asked to nominate 3 qualities required of a TAFE teacher working with 

students in the 1990's what would they be? 

11. If you were asked to nominate the values or ethical positions that T AFE teachers 

working with students need in the 1990's what would they be? 

As was outlined in the previous chapter the embedding of these questions within the 

survey instrument of another commissioned research project is not without problems. 
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Primarily, because research methods and methodologies have a symbiotic relationship 

with each other based on a common, if largely implicit, set of assumptions about the 

world that is being research. Furthermore, violation of the research rules that govern a 

particular research perspective renders the research invalid within the particular research 

community. 

This study takes the position that while it recognises that research practices are governed 

by the rules and norms of particular research perspectives. It also recognises that these 

rules and norms are themselves open to scrutiny; not least because they contribute a great 

deal to the discursive construction of the research. In the following section, the rules 

concerning the use of the survey instrument in this research are made more explicit by 

providing an account of the protocols that governed this particular component of the 

project. 

5.2 Demographics of the survey respondents 

The commissioned research project was advised by a special TAFE task-group set up by 

the NSW Ministerial Advisory Council on Teacher Education and Quality of Teaching 

(MACTEQT). This group had already developed a set of Principles for Quality Teaching 

in TAFE that emphasised the professional nature of TAFE teaching (Appendix one). 

Their advice was sought concerning the most effective way in which a representative 

group of T AFE teachers could be accessed for the purposes of the survey. The group 

established three criteria for the purpose of gaining a representative sample of T AFE 

teachers: 

• 

• 

• 

teachers from all thirteen vocational training divisions18 should be represented. 

teachers working in inner metropolitan, outer metropolitan and regional institutes 

ofT AFE should be represented. 

part-time and full-time T AFE teachers should be represented . 

18 The thirteen training divisions in NSW T AFE include; Arts & Media, Building & Construction, 
Business Services, Engineering Services, Information Technology, Manufacturing, Personal & Community 
Services, Rural & Mining, Tourism & Hospitality, Transport, Basic Work Skills, Foundation Studies 
and Pre-vocational Programs. 
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On advice from TAFE representatives in the advisory group, the Human Resource 

Managers from three Institutesi9 ofT AFE were approached for their co-operation. These 

Institutes were located in an inner metropolitan, an outer metropolitan and a regional area 

of NSW and also operated across all thirteen of T AFE's vocational training areas. While 

the Human Resource Managers of the three nominated Institutes were very supportive 

and happy to participate in distributing and collecting the survey forms from full-time 

teachers in their institutes, there were a number of difficulties in accessing part-time 

teachers. Lists of part-time teachers often failed to distinguish between those that were 

currently working in T AFE and those that had worked or wanted to work in the 

organisation. 

There was also the additional problem that part-time teachers often only worked for one 

or two hours per week in the colleges. They were therefore difficult to contact. Only one 

of the institutes nominated had a comprehensive list of home addresses for part-time 

teachers who were currently working in the institute. Consequently only 314 part-time 

teachers working in one of the institutes could be surveyed. This was done by posting the 

survey forms to their home addresses enclosing a stamped return address envelope. There 

were 44 returns representing a 14% response rate of those surveyed. 

Two thousand one hundred and twenty full-time teachers were employed in the three 

institutes and all were surveyed. There were three hundred and eighteen responses from 

full-time teachers representing a return rate of fifteen per cent Because of the difficulties 

encountered with surveying a representative sample of part-time teachers, for the 

purposes of this study these responses were not used. 

While the fifteen per cent response rate among full-time TAFE teachers was somewhat 

disappointing, for the purpose of providing preliminary data concerning teachers' views 

on the current reform climate the data gathered was still considered useful and worthy of 

analysis, particularly at this phase of the research project. 

19 There are 11 Institutes ofTAFE in NSW. They include the Hunter, Illawarra, New England, North 
Coast, Riverina and Western regional institutes and North Sydney, South West Sydney, Sydney, Western 
Sydney in the metropolitan area. The OTEN Institute ofT AFE is one dedicated to distance and flexible 
delivery programs in TAFE NSW. 
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Summary Details of Full-time Teacher Respondents 

Years of Working in Training Division Geographical Location 
NSWTAFE Representation 

Arts & Media 7 
< 5 years 126 Basic work skills 12 I 

5-10 years 88 Building & const 15 Metropolitan 210 
I 

> 10 years 104 Business services 65 Regional 108 
Engineering services 27 
Foundation studies 32 
Information techno 14 
Manufacturing 13 
Personal & comm 27 
Pre-vocational 34 
Rural & Mining 21 
Tourism & Hosp 42 
Transport 9 

TOTAL 318 TOTAL 318 TOTAL 318 
- -- ···--·- - ~----

This description of the respondents serves an important function within the research 

process. Not least, because it constructs the platform of credibility on which the 

subsequent research findings or conclusions are judged. It addresses such issues as 

validity, reliability and sampling within the research process. Perhaps, most importantly 

it also underpins the claims to generalisable understanding concerning T AFE teachers 

views viz a viz the questions asked in the survey. 

This quest for generalisability is a central feature of both the survey method and 

positivist methodology more generally. However, given the qualitative and open-ended 

nature of the questions asked, generalisability is only achieved by an interpretive analysis 

that looks to find particular recurring themes, patterns of responses or categories in the 

data. In the case at hand, this research activity was assisted using the QSR NUD.IST, a 

computer program specifically designed to support the development of general categories 

from qualitative data. 

As a consequence of both the conceptual assumptions and technological support that 

were brought to bear in completing this aspect of the research project, the analytical 
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findings reported here are constructed in particular ways. Thus while these findings may 

well be seen as constructing 'a truth' about TAFE teachers views in the current climate of 

reform, they cannot be seen as constructing 'the whole truth'. Not least because they 

privilege 'sameness' over 'difference' in the categorisation and interpretation of the 

responses provided by teachers. 

5.3 Analysis of responses 

Item 7 

Nominate the most important change that has occurred in your work as a TAFE teacher 

in recent years? 

The responses to each of the questions were transcribed from the survey form and 

analysed in order to identify broad categories in which the responses could be placed. 

Two hundred and twenty four responses were provided in answering question 7 (for a 

complete list ofthe statements see Appendix four). 

The categories that were constructed from the analysis included: 

• Organisational change (0) 68 statements (30%) 

• Competency Based Training (CBT) 4 7 statements (21%) 

• Work Load (WL) 44 statements (20%) 

• Personal changes (P) 3 9 statements ( 1 7%) 

• Technological change (T) 18 statements (8%) 

• Industrial issues (I) 7 statements (3%) 

(not classified) (M) 1 statement 

The statements in each category were then analysed further to identify the main themes 

that emerged in teachers' comments within each category. 
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Organisational change 

This category was the largest with responses representing almost one third of the total. A 

small number of teachers represented organisational change as a shift in emphasis for the 

organisation, one that focuses 'entirely on vocational outcomes', 'business', 'commercial 

profit generating' 'market focused' and 'client' and 'customer focused' training. 

Other teachers nominated the 'restructuring' of NSW TAFE and expressed concern that 

the process had been detrimental to teaching. Expressions such as 'excessive growth in 

bureaucracy', 'top heavy management', 'lowering of teacher morale', 'indecisiveness of 

management', 'disruption' 'unproductive', 'lack of direction', 'support' and 'instability' 

characterised the statements that dealt with the restructuring of the Institution. Lack of 

resources was also a common feature in the comments of teachers. 'Financial constraints', 

'less resources', 'reduced budgets' and 'lowering standards due to cutting hours' and the 

'ever tightening budget' were prominently featured in these comments. 

Competency based training (CBT) 

This was the second largest category of responses and the comments in almost all cases 

were neither hostile nor supportive of this change (there was one exception out of 47). 

CBT was simply nominated as the most important change to their work. Where the 

acronym CBT was not used, teachers nominated related aspects of its implementation 

including the 'modularisation of syllabuses', the 'Recognition of Prior Learning (RPL)', 

'flexible delivery', 'self paced learning', 'open learning', 'competency based assessment' 

issues and general course changes resulting from the introduction ofCBT. 

Workload 

This category held 20% of responses. The most common theme in this category was the 

perception by teachers that their workload had increased. In fact 'Increase' was the most 

commonly used word in this category and was attached to other words including 

'responsibility' 'accountability', 'demands', 'work load', 'marking', 'administration' and 

'paperwork'. 

Overall the impression given by teachers was that their responsibilities had increased and 

there was an expectation that teachers should do much more without being given 
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additional time. A number of teachers indicated that they had difficulties balancing 

'administrative' demands with their teaching, expressing the view that they were 

overwhelmed by the increase in expectations and that their teaching was suffering due to 

'lack of preparation'. 

Personal changes 

This category was a wide one in terms of the responses given by teachers. The responses 

commonly reflected particular changes that had occurred in either their personal or 

professional lives. These changes included promotion or moving from a part-time position 

to a full-time position, geographical re-location, family commitments, personnel changes 

at their college, completion of professional development programs, changes in groups 

taught or in programs that they were now responsible for delivering. 

Technological change 

This category was one of the smallest in terms of responses and involved comments to do 

with the use of technology either within their particular vocational area of expertise or 

within their teaching practices. 

Industrial issues 

Only seven responses were categorised under industrial issues and in general these 

reflected industrial concerns regarding changes to working conditions in new industrial 

agreements being negotiated in T AFE. 

Question 8 

If you were asked to nominate three major educational problems that now confront you 

as a teacher in T AFE what would they be? 

Respondents provided 431 statements to this question. The categories developed after 

analysing the responses included: 
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• National issues (NI) 78 statements (18%) 

• Student issues (S) 7 4 statements (17%) 

• T AFE specific issues (TS) 60 statements (14%) 

• Resource issues (R) 54 statements (13%) 

• Course issues (C) 48 statements (11 %) 

• Teaching issues (T) 4 2 statements ( 10%) 

• Professional development issues (PD) 3 8 statements (9%) 

• Work Load (WL) 3 7 statements (9%) 

The statements in each category were then analysed to identify the main themes that 

emerged for teachers within each category. 

National issues 

This category was the largest and contained statements that either directly or indirectly 

focussed on the national agreed reforms to vocational education and training. As in 

question 7, issues to do with the implementation of Competency Based Training (CBT), 

including modularisation of courses, assessment, Recognition of Prior Learning (RPL ), the 

implementation of national modules and flexible delivery were prominent items in the 

statements. A small number of respondents also nominated 'competition from private 

providers' and new competitive 'tendering arrangements' to supply training and one 

teacher nominated the issue of international students entering T AFE. 

Student issues 

This was the next largest category of responses and was new, in the sense that it was not 

an issue that appeared in the responses of teachers to question 7. These statements 

clustered around several themes. The first was to do with 'student ability', some teachers 

expressed concern that students entering T AFE were unmotivated, unprepared and lacked 

basic literacy and numeracy skills. 'Discipline' issues were also mentioned, as were the 

difficulties involved in teaching unemployed youth. A number of teachers expressed 

concern that selection standards were too low and raised the issue that the standard of 
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course outcomes was also dropping. Language and cultural issues to do with students was 

also raised. 

Other teachers expressed concerns regarding being able to meet the individual needs of 

students particularly when in their view there was an increasing range of abilities in T AFE 

classes. They wanted to find ways to motivate students in their classes. Others indicated 

that they were concerned with meeting the needs of disadvantaged student groups and 

focused on equity issues in teaching these students. There was also a degree of anxiety 

expressed in terms of the needs of students with emotional and other problems and the 

lack of counselling services for these students. Overall the views expressed in this 

category suggested that the profiles of students entering T AFE was changing and teachers 

were having difficulties coming to terms with the new kinds of students entering their 

courses. 

T AFE specific issues 

The responses in this category were similar to those expressed in the Organisational 

Change category of Question 7. Most teachers expressed a negative response to the 

changes that had occurred in the organisational structure of T AFE, suggesting that T AFE 

management did not provide 'leadership', lacked 'consistent direction' and that there was 

poor 'communication' within the organisation. A number of teachers nominated poor 

administrative systems, 'lack of support' from the administrative areas and delays in 

decision making. The requirement to 'make money' and 'fund raising from commercial 

courses' was raised by two teachers and the issue of 'remoteness' from industry was also 

an issue. A number of other statements dealt with specific issues to do with particular 

college procedures and processes that teachers found inappropriate. 

Resource issues 

In this category there was an almost universal view that resources within T AFE were 

inadequate. The most common words used by teachers in this category were 'lack', 

'inadequate' and 'insufficient'. The lack of resources represented the full range including 

libraries, work rooms, student resources, equipment, computers, software, teaching 

resources, accommodation, industry standard resources and professional development 

opportunities. This category of responses was by far the one where there was little 

difference in opinions expressed by teachers in the survey. 
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Course issues 

This category contained statements that referred to courses being run by teachers 

responding to the survey. In general, two major concerns were expressed in these 

statements. The first involved teachers expressing concerns about their experience of 

constant change to courses and related syllabus documents. There was 'lack of 

information' about the 'changes'; the syllabuses were 'substandard', 'contradictory' and 

fragmented. There had been a 'lack of consultation' over the changes and there was 'too 

much' or 'too little' in the courses. Some teachers expressed concerns that the curriculum 

did not reflect adequate flexibility or 'modem teaching approaches'. 

The second issue, reflected in the statements, was a view that the implementation of the 

changes was inadequate with insufficient guidance, lack of student learning materials and 

teaching resources and an inadequate understanding of the needs of students undertaking 

the program of study. This category can, in some ways, be linked to the issue of the 

implementation of Competency Based Training (CBT) as the changes to courses were 

caused by this reform to vocational education and training. 

Teaching issues 

The statements in this category reflected issues to do with improving teaching practice 

and involved finding ways of improving 'teaching performance' making it 'relevant' to 

'industry', students and the 'real world'. Some teachers e~pressed the need to move from 

'teacher centred' to 'student centred' learning and incorporate new learning technologies, 

'life-long' learning and 'adult learning' into their practices. Others focused on the issue of 

'motivating' students through teaching, while others were concerned to maintain standards 

while implementing changes. Some concern was also expressed regarding consistency in 

teaching approaches between teachers and the difficulties in using part-time teachers in 

programs. 

Professional development issues 

In this category the statements reflected the concern of teachers to maintain their 

knowledge and expertise in both the industrial area in which they taught and the 

educational area in which they now worked. The issue of maintaining industry credibility 

was of major concern particularly in a period of rapid change. In education the use of 
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technology was nominated by a number of teachers as being important as was developing 

expertise in new educational approaches to learning and there was some comment 

regarding the availability of professional development opportunities in TAFE. 

Work load issues 

The statements in this category were similar to those expressed in item 7. The comments 

related to the perception by teachers that they now had insufficient time to undertake all 

of the additional work and responsibilities that they were asked to do. Increased 

assessment load, preparation of learning materials, greater administrative load and more 

responsibilities were seen as making it more difficult to either prepare for classes or keep 

up-to-date with industry and educational changes. In general these statements reflected a 

perception that there was an intensification of work in T AFE teaching. 

While question 7 & 8 were designed to identify how T AFE teachers were experiencing the 

reforms to vocational education and training in terms of their 'every day' practices, 

questions 10 & 11 were designed to identity what qualities, values and ethical positions 

TAFE teachers regard as important in their professional practice in the 1990's. 

Question 10 

10. If you were asked to nominate 3 qualities required of a TAFE teacher working with 

students in the 1990's what would they be? 

Respondents provided 3 7 4 statements to this question. The categories that were 

developed after analysing the responses included: 

• Personal attributes (PA) 138 statements (37%) 

• Student focus (S) 69 statements (18%) 

• Commitment to work (CW) 54 statements (15% 

• Knowledge focus (K) 51 statements (14%) 

• Professional development focus (PD) 36 statements (9%) 

• Personal skills focus (PS) 26 statements (7%) 
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The statements in each category were then analysed to identify the main themes that 

emerged within each category. 

Personal attributes and values 

This category contained by far the largest set of responses (37%). In order to identify the 

major areas represented in the responses the statements were analysed to cluster them 

into a number of sub-categories. Seven sub-categories emerged from this analysis: 

• Interpersonal (lP A) 3 2 statements 

• Tolerance (TPA) 22 statements 

• Fairness (JPA) 22 statements 

• Flexibility (FPA) 20 statements 

• Enthusiasm (EP A) 18 statements 

• Creativity (CPA) 1 0 statements 

• Uncategorised (P A) 14 statements 

Teachers nominated a number of personal and interpersonal attributes and values in the 

Interpersonal category. These attributes included 'sense of humour', 'rapport', 'empathy', 

and 'approachability'. The Tolerance category included words such as 'tolerance', 

'patience' 'open-minded' and 'non-judgemental'. The Fairness category focused on 

statements to do with 'equity', 'honesty', 'fairness' and 'integrity'. The Flexibility 

category represented statements that had a focus on 'adaptability', 'change', and 

'flexibility'. The category Enthusiasm focused statements that revealed teachers needed 

to be 'enthusiastic', 'persistent' and 'energetic', while the Creativity category suggested 

that teachers must be 'resourceful', 'inquiring' and 'creative'. 14 statements remained 

outside of these categorisations and contained a variety of attributes including ' bravery', 

'self-motivated', 'problem-solving' and 'reliable'. 

Student focus 

This category of statements was the next largest category after Personal attributes and, 

while reflecting attributes found in other categories, these were distinguished by the 

explicit connection made between these attributes and the teachers' relationships with 

students. 'Equity', fairness', 'valuing' students, 'sensitivity' to individual and cultural 
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differences, 'respect', a focus on 'individual needs', 'supportive' and 'understanding' of 

students were identified as important qualities needed by teachers. 

Commitment to work 

The statements in this category focused on a commitment to providing high quality 

teaching within TAPE and involved statements that focused on the quality of teaching, 

professional expertise that was the focus of teaching, and a commitment to working 

collaboratively with colleagues and the TAPE section. Words such as 'quality', 

'commitment', 'professional', 'best practice', 'willingness to work hard', 'well prepared', 

'customer' and 'service orientated' were found in this category. 

Knowledge focus 

This category contained statements that focused on teacher's knowledge. The statements 

fell into two broad knowledge areas. The first was knowledge of teaching ('understanding 

of adult education', 'teaching/learning process', 'human development', 'teaching delivery', 

'learning outcomes'). However statements to do with expertise in specific vocational areas 

represented the main focus in terms of knowledge in these statements. 'Knowledge of 

industry', 'practical professional experience', 'workplace knowledge', 'expertise in the 

field', 'technical competence' and knowledge that was 'industry relevant' figured 

prominently in these statements. A number of other statements focused on knowledge to 

do with equity issues and special needs, broad social and community experience, and 

cross-cultural understanding. 

Professional development focus 

The statements in this category focused on continuing professional development. These 

statements emphasised the need 'to keep up-to-date' both in terms of educational practice 

and industrial/vocational expertise. Teachers should be 'flexible' in their use of new 

teaching/learning strategies, be open to 'continually up-date', be open to changing 

practices, maintain industry 'expertise' and to 'continue to develop professionally'. 
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Personal skills focus 

In the last category the statements focused on particular skills that teachers needed in 

T AFE. Almost half of the statements nominated good communication skills, as an 

important quality needed by TAFE teachers. 'Organisational', 'negotiation', 'counselling' 

and skills in 'working collaboratively' were also nominated by teachers in this category. 

Question 11 

11. If you were asked to nominate the values or ethical positions that T AFE teachers 

working with students need in the 1990's what would they be? 

Respondents produced 423 statements to this question. The categories developed after 

analysing the responses included: 

• Personal attributes (PA) 125 statements (3 0%) 

• Equity issues (E) 121 statements (29%) 

• Student issues (S) 70 statements (16%) 

• Quality issues (Q) 54 statements (13%) 

• Organisational issues ( 0) 4 2 statements ( 1 0%) 

• Uncategorised 11 statements (2%) 

The results of this analysis indicated that respondents often repeated the same comments 

that they wrote in answering question 10, indicating that for many, qualities and values or 

ethical positions were the same. This was particularly obvious in the category Personal 

attributes (P A). An analysis of this category indicated that respondents were covering 

j the same ground as they had in answer to question 10 in the same category. There was no I significant difference in their responses. 

..ll 

However this was not the case for the second category that emerged in the answers to 

question 11. 
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Equity issues 

This category while being similar to the Tolerance and Fairness categories in question 10 

was more prominently featured in responses to question 11. Almost a third of the 

statements were categorised here and indicated a strong view that T AFE teachers should 

be agents of access & equity in education. Understanding of and commitment to 

principles of equity in terms of culture, gender, sexual preference, disability and individual 

difference were mentioned and this category contained numerous references to 'fairness', 

'non-discrimination', 'respect for difference', 'impartiality', 'open-mindedness', 'sensitivity' 

and 'tolerance'. The issues of 'confidentiality' and 'respect' for students were also 

mentioned as was 'consistency' and 'impartiality'. 

Student issues 

This category contained similar sentiments to the previous category Student focus in 

question 10. They were expressed by more respondents answering question 11 and 

contained numerous references to 'valuing' students, being 'supportive', making learning 

'relevant', developing 'practical outcomes' and encouraging students 'to think'. Other 

respondents in this category spoke of 'student centred learning' and 'facilitation' of 

learning, encouraging 'life-long' learning, 'valuing' student experience and student 

'empowerment'. The general tone of the statements in this category was that a high 

priority for teachers was to encourage, assist and support students in the learning 

process. 

Quality issues 

The issue of quality was also described more explicitly in responses to question 11. The 

development and maintenance of 'standards' was a common feature in these responses as 

was 'commitment' and 'dedication' to delivering high quality 'best practice' teaching and 

learning programs. The willingness to work hard, the need for teachers' 'accountability' 

and a commitment to 'professionalism', 'excellence' and 'keeping up-to-date' were common 

features in this category. The need to be 'well prepared' and to provide 'value' for the 

students was also highlighted in this category. 
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Organisational issues 

In some ways the responses in this category were similar to those in the Commitment to 

work category of question 10. However there was a greater concentration on the 

enhancement of the T AFE system in these responses using words such as 'belief in the 

TAFE system', 'the importance of the TAFE system', 'being an active participant in 

TAFE', 'promoting' T AFE and being committed to 'TAFE'. Other respondents highlighted 

the issue of working 'collaboratively' in T AFE and with 'industry' while others suggested 

that T AFE teachers needed to negotiate between the needs of individual learners and the 

needs of industry and the organisation. Others emphasised the broader educational role of 

TAFE rather than 'simply skills training', and rejected the 'accountancy' principle in 

educational decision making. Finally a number of respondents highlighted the need for 

T AFE teachers to understand the broader society in which they lived including 'industrial' 

and 'community' issues and problems that influence T AFE teachers. 

A complete inventory of the responses and their categories can be found in Appendix 

four. 

5.4 Interpreting the data 
In order to make some sense of the categories and themes that emerged using this research 

approach, they are located within the broader policy discourses that have characterised 

contemporary education and training over the last decade. This is done here by 

interrogating these emergent themes using sets of discursive markers that commonly 

'mark' the educational reform policies referred to in Chapter Three as new vocationalism 

and economic rationalism. 

Markers of 'new vocationalism' Markers of 'economic rationalism' 

•establishment of competency based programs • installation of a 'market orientation' in state 

services 

•greater industry involvement and control of •increased competition from private sector and 

vocational education and training contraction of the delivery of public services 

•more flexible systems of delivery and greater •emphasis on 'efficiency', 'quality' and 

integration of educational programs in all 'accountability' in the public sector 

sectors of education 

•increased emphasis on assessment and the •reduction in funding and encouragement of 

reco_gnition of prior learning commercial business _practices 
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Although these discursive markers are by no means exhaustive they do represent common 

elements that are found in the literatures to do with the contemporary reforms to 

vocational education and training. They also point to the emergence of both economic 

rationalism and new vocationalism as key organising principles in the formulation of 

government economic and educational policy. (See Chapter Three). For the purposes of 

this study the cluster of responses under each theme was analysed against each of the 

discursive markers listed above. This was done in order to gain insights into which of the 

current reform policies were being incorporated into the discourses used by T AFE 

teachers when speaking of their work. 

The responses of teachers to the survey items clearly indicate that the discourses of new 

vocationalism and economic rationalism have a prominent place in T AFE teachers' 

representations of their new roles in vocational education and training. Respondents 

foregrounded Competency Based Training (CBT) together with the related issues of 

assessment, Recognition of Prior Learning (RPL ), greater industry focus, flexible delivery, 

modularisation of courses, self-paced learning, student centred learning and the 

development of learning resources. These issues are prominently featured in the policies 

of new vocationalism. 

These developments are represented by respondents as requiring significant changes to 

their work practices, characterised by new curriculum practices, increased assessment 

practices, changes to the ways in which they teach, an increased need to be 'up-to-date' 

within their vocational area of expertise and be more closely involved with industry. 

These reforms are also constructed by teachers as giving them greater responsibility for 

developing learning resources for students. 

The responses also indicated that the most significant factors identified by T AFE 

teachers in this new environment are to do with issues of implementation. In most cases, 

the responses suggested that teachers were not opposed to the changes foregrounded in 

the policies of new vocationalism, but were frustrated by what they saw as the increased 

workload demanded by these changes without commensurate support being provided by 

the organisation to implement the changes. In general T AFE teachers responses were 

therefore consistent with the discursive markers of new vocationalism outlined above. 

Teachers talked of competency based education and training, they articulated a need to be 

up-to-date with industry needs and to provide more flexible training arrangements 

including increased articulation of courses and the recognition of prior learning. Thus it 
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seems the discursive markers of new vocationalism are now very much a part of the 

educational discourses ofT AFE teachers. 

The discursive markers of economic rationalism are also prominent in the responses of 

teachers. However, unlike the responses to the policies of new vocationalism, the 

majority of respondents perceived the constant 'restructuring' ofT AFE, with its claims to 

increasing 'efficiency' through 'competition' and the adoption of commercial 'business 

practices', as having a negative impact on their work. 

Many respondents were scathing in their comments about the new management systems 

of TAFE, regarding them as 'top heavy', 'chaotic', and 'directionless'. Others saw 

restructuring as leading to an increased requirement for teachers to take on more 

administrative functions at the expense of their teaching role. There was also an almost 

universal perception that the organisation was insufficiently resourced to undertake the 

new demands associated with the policies of new vocationalism. The issues of 

'restructuring' and 'lack of resources' were universally interpreted by respondents as 

leading to an increased workload for teachers working in T AFE. 

The commercialisation of T AFE together with discourses to do with increased 

competition and a new business orientation for the organisation were not common themes 

in the responses. However, a small number of teachers used expressions associated with 

these discourses including 'client', 'customer-focus' and 'best practice'. A number of 

respondents also used the expression 'increased accountability' of teachers in the 

organisation while others also pointed to an increased emphasis on 'marketing' and selling 

profitable training programs to industry. 

While there was more resistance to the discourses of economic rationalism in T AFE 

teachers responses, in so far as they were interpreted as increasing workload and 

disrupting the organisational and management structures of T AFE, a small number of 

teachers also talked the talk of 'quality', 'accountability', 'competition' and 'efficiency'. 

These teachers spoke of 'competition from private providers', and the increased need for 

'quality assurance' in teaching. Others spoke in terms of more 'effective and efficient 

educational delivery' and a greater need for 'more accountability on the part of teachers for 

course outcomes'. 
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As was outlined in Chapter Three the policies and discourses of new vocationalism and 

economic rationalism, as they play themselves out in the institutions of education, 

represent a decisive shift by the State in how it represents itself as a social and political 

institution. The social democratic discourses of the State, which once constructed 

education as a primary agent involved in overcoming economic, social and educational 

inequality has largely been silenced by the contemporary discourses of educational 

'reform'. The social benefits of education now take a back seat to human capital theory 

with its increased emphasis on education as both a private responsibility and an 

individual investment. 

However, the responses of TAFE teachers to the survey indicate that many of them 

continue to represent their educational identity using the liberal democratic discourses of 

education. T AFE teachers appear to hold considerable loyalty to, and identify with, the 

institutional identity of TAFE that was first articulated by the Kangan Committee in its 

report TAFE in Australia (Keams & Hall 1994:10). This report was the first to use the 

acronym 'TAFE' in Australia, and as discussed earlier, is commonly regarded as a 

watershed in the development of this sector of education (ibid 1994:1 ). The Kangan 

Report established a number of principles that have been used to construct the 

institutional identity of Australian T AFE systems for more than twenty years. It 

established a humanist, liberal educational mission for the TAFE sector (ibid 1994: 17), 

characterised by a number of discursive markers that constructed a particular institutional 

identity. 

markers of liberal orientatio11 

•foregrounding of individual 

growth and development 

•promoting broad educational 

and social purposes of 

vocational education alongside 

industry training requirements 

•focusing on access and equity in 

TAFE 

•emphasising recurrent education 

for adults in T AFE 
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For the most part, the qualities and values spoken of by respondents in answer to 

questions 1 0 & 11 are consistent with the identity ofT AFE, as constructed by the liberal 

educational discourses contained in the Kangan report. (See Chapter Three) 

Respondents to this survey reflected this when speaking of a commitment to students 

characterised by an emphasis on 'individual needs', 'respect' and 'fairness'. They expressed 

a commitment to 'access & equity' in their professional practices emphasising 'respect for 

difference', 'tolerance', 'impartiality' and 'sensitivity' to individual, cultural and gender 

issues. Notions ofvocational'relevance', 'practical outcomes', 'keeping up-to-date' in their 

vocational area and a commitment to the 'needs of industry' were also prominent in their 

answers. However, the commitment to industry was tempered in the responses by a 

continuing commitment to the 'individual needs' of students and an on-going commitment 

to access and equity issues in relation to students. The importance of knowledge was also 

foregrounded in the responses with pre-eminence given to 'practical', 'work place' 

'industry' knowledge and knowledge of the teaching learning process. 

Overall, then, the analysis of the responses to the preliminary survey indicate that the 

current policies and discourses of reform have clearly influenced the ways in which 

teachers speak of their work in the new educational environment. While teachers interpret 

the policies of the new vocationalism as creating new demands including an increased 

workload, that have also adopted much of the language of new vocationalism when 

speaking of their professional work in T AFE. However many teachers appear to resist 

the discourses of economic rationalism, countering them with discourses that construct 

these policies as having a negative impact on TAFE teachers' work, their understanding of 

their role in education and the institution and management ofTAFE. 

'TAFE is an anagram for change'. These words, spoken by one respondent, in some 

senses, summarise how T AFE teachers construct their organisation in the nineteen 

nineties. The issue of change appeared in the responses to the questions related to 

teachers' everyday practices (Qn. 7 & 8) and in the responses to questions regarding the 

qualities and values of TAFE teachers in the nineteen nineties (Qn. 10 & 11). From the 

responses provided, the policies and discourses of both new vocationalism and economic 

rationalism can be seen as major contributors to TAFE teachers' perception of change. 

For some teachers the changes brought about by the restructuring of TAFE, including its 

increased emphasis on organisational'efficiency', 'accountability' and 'commercial focus', 
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are constructed as being detrimental to the work of T AFE teachers. There was a 

perception by respondents that, while these changes were being introduced, they were 

also experiencing reduced funding, increasing bureaucratic requirements and a greater 

workload within a climate of resource reduction. A minority of respondents also 

highlighted the increasing pressure being placed on teachers to look for courses that had a 

potential commercial focus. Others suggested that T AFE was now more narrowly 

focused on delivering cost effective industry courses at the expense of other courses 

traditionally offered in T AFE. 

In summary, the responses given to questions 7 & 8 in the survey provide strong 

evidence that the discourses of the new vocationalism and economic· rationalism now 

influence T AFE teachers' understanding of their institutional work. However making 

connections between these discourses and the discourses that teachers use, when 

constructing the qualities and values that they hold, are much less obvious. Indeed it 

seems that, in many ways, these discourses, are appositional to the main thrust of the 

reforms that are constructed by the policies and discourses of new vocationalism and 

economic rationalism. 
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Chapter Six 

TAFE teachers in new times - the 
interviews 

6.1 Background 

The empirical data, reported in the previous chapter, outlined the responses of T AFE 

teachers to a set of survey items. These were then analysed in order to identify how the 

contemporary discourses of new vocationalism and economic rationalism were being 

incorporated in teachers' constructions of their educational identity. This was achieved by 

examining the responses against a set of discursive markers that typically characterised 

the discourses of new vocationalism and economic rationalism. The responses were also 

examined against a series of discursive markers that characterised the discourse of liberal 

education as enunciated in the Kangan report on Technical and Further Education in 

Australia. 

It appeared from this analysis that the policies and practices of new vocationalism had 

made a considerable impact on the ways in which teachers described their professional 

practices. In particular, the implementation of CBT and related issues to do with 

assessment practices, the modularisation of courses, flexible delivery requirements and 

increased industry involvement were all very much a part of the discourses that teachers 

now use to describe their changing role within vocational education and training. For the 

most part, T AFE teachers saw the impact of these policies in terms of the creation of 

additional work and responsibility and regarded these policies as problematic only in 

terms of inadequate resourcing for successful implementation. Generally, the discourses 

of new vocationalism appeared consistent with teachers' previous understanding of their 

educational role. Although there was a degree of anxiety concerning the implementation of 

these reforms, there was little evidence, in the responses, to suggest that teachers 

interpreted the discourses of new vocationalism as incompatible with their existing 

identity as T AFE teachers. 
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By way of contrast, T AFE policies influenced by the discourses of economic rationalism 

were constructed by respondents as creating a 'crisis' of management within their 

organisation that was having a negative impact on their work as teachers. These changes 

were seen as creating an increased workload for teachers, particularly through the 

intensification of administrative activities, alongside a sense of a lack of leadership within 

the T AFE management structure. 

Respondents also spoke of the insufficient resources being provided to support the 

increasing responsibilities that they were being asked to perform. Perhaps more 

importantly, in terms of the focus of this study, the discourses of economic rationalism 

also appeared to be inconsistent with many of the qualities and values that many T AFE 

teachers expressed as being central both to the educational identity of T AFE and the 

professional identity of its teachers. 

These economic discourses with their emphasis on educational markets, competitive 

business practices, income generation and contraction of the public provision of 

educational opportunities, were resisted by some teachers because they appeared 

inconsistent with the previous educational identity of the organisation of T AFE. They 

were also seen as being inconsistent with the ways in which teachers constructed their 

professional identity. Most respondents held on to an identity previously constructed by 

the liberal educational discourses that had dominated the policies and practices of T AFE 

for more than twenty years. Indeed the language that teachers used were remarkably 

similar to those articulated in the Kangan Report on Technical and Further Education 

written in 1975. 

In this chapter, the ways in which teachers speak of these contemporary changes are 

investigated further using the transcripts from semi-structured interviews conducted on

site with a number of T AFE personnel. The rationale for conducting this phase of the 

study was based on utilising a second discursive site that could be open to analysis. 

There were a number of reasons for using semi-structured interviews in this phase of the 

study. Firstly, the survey while having the obvious advantage of reaching a large number 

ofT AFE teachers did not provide respondents with the opportunity either to clarify or 

expand on particular issues that they regarded as being of importance. The relevant 

survey items were also embedded within another research study, opening up the 

possibility that the responses were, in some senses, determined by their location within 
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this study. The use of semi-structured interviews was seen as addressing this problem by 

providing a more open arena in which teachers could speak of the contemporary situation 

and by making the focus of discussion more precise. These on-site interviews were also 

seen as a mechanism that could be used to validate the interpretations reached in the 

preliminary analysis of the survey responses. In this phase of the study therefore 13 

T AFE teachers, from different vocational areas, were interviewed and the transcripts of 

the conversations analysed. 

Finally, the study also wanted to fmd out if T AFE personnel, who were in a teacher 

management role, spoke of the contemporary situation in T AFE differently from 

teachers. Consequently interviews were also conducted with College Directors (CD 

seven) and Senior Head Teachers (SHT eight).2o 

The question of managing the data again became an important issue because the interview 

transcripts were large and the conversational nature of the interviews, meant that the 

answers to questions emerged in many places. Therefore, the transcripts needed to be 

analysed as a whole document rather than as discrete sections and this presented a 

number of logistic problems for the analytical work. The Q.S.R. NUD.IST program was 

used again in this phase of the analysis to manage and assist the categorisation and 

analysis of the interview data. The text units produced were based on analysing the 

transcripts and breaking the conversations at various points when interviewees started to 

develop different ideas and foci. 

6.2 Demographics of the interviewees 

College Directors 

Seven college directors were interviewed in this phase of the research. They were chosen 

on the basis of representing different sized colleges, different geographical locations and 

different vocational specialisations2I. 

20 All but two of the interviewees were happy to have the interview recorded and transcribed. In the case c:f 
the exceptions, notes were made at the time of interview and written up later. 

21 In order to maintain the anonymity of these respondents the geographical locations and vocational areas 
of specialisation are not reported here. The most recent restructuring of TAFE NSW has established TAFE 
colleges as specialised vocational institutions. This information and the geographical location ofthese 
colleges would therefore identity the interviewees and breach the spirit of the confidentiality agreement 
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Senior Head Teachers 

Eight senior head teachers were also interviewed and these were selected on the basis of 

their vocational area. The vocational areas included; Arts & Media, Plumbing, Rural & 

Mining, Basic Work Skills, Fashion Manufacturing, Vehicle Maintenance, Electrical 

Engineering, Tourism & Hospitality. 

Teachers 

Thirteen teachers were interviewed and were also selected on the basis of representing 

different vocational areas. The areas represented included Rural & Mining, Arts & Media, 

Building & Construction, Communication, Information Technology, Vehicle Maintenance, 

Business Management, Tourism & Hospitality, Foundation Studies, and Disabilities 

Coordination. 

The interviews with college directors, senior head teachers and teachers were all held on 

campus and, with the exception of two interviews, were taped and later transcribed. The 

interview protocol was semi-structured in that the interviewer was given three broad 

questions to cover in the conversations with interviewees. However these were used as 

prompts by the interviewer rather than as specific questions, and the interviewees were 

given a great deal of freedom to cover any issue that they thought was important that 

came up in the conversation. The three prompt questions were related to those asked in 

the survey and consisted of these questions: 

1. What are the most significant changes that have occurred in NSW TAFE in recent 

years? 

2. How have these changes impacted on the work of teachers? 

3. What qualities and values do you think T AFE teachers need to have in the 

contemporary working environment in TAFE? 

entered into by the researcher. 
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By way of a beginning the interviewees were also asked to provide a general description 

of their professional background, college and areas of responsibility. 

6.3 Reporting the interview data - T AFE teachers 

The issue of continuing change was a common theme for the teachers interviewed. Mark, 

for example, spoke of change in terms of increasing administrative work for teachers and a 

concomitant decrease in quality educational provision: 

I perceive lots of things have changed, most of them for the worse not for the 

better. I react badly when I hear the word 'change'. I think change is a wonderful 

thing but it has come to mean something else in T AFE. It has come to mean, 

whenever I hear the word 'change' I always hear more work, more administrative 

work because of all the things that happen, in society, in college, in the 

community we always seem more and more answerable to everybody. So 

whenever somebody says change there is going to be this other thing that we are 

going to have to do. It means all the way through T AFE, shorter courses and less 

learning outcomes and an overall downgrade of our trade or industry. That is what 

change has come to signify for me. (MARK)22 

Jane interpreted contemporary changes to TAFE as being inevitable. But at the same 

time saw it as creating a degree of institutional instability for teachers working in the 

organisation. 

The amount of change that we've been asked to go through in the last five years is 

just unbelievable, but I have come to the realisation that it will be change from here 

on in. It's never going to be as stable as we knew it. (JANE) 

Issues to do with change were common features that emerged in the interviews with 

teachers. In many ways the issues raised mirrored the responses of teachers to the survey 

questions reported in Chapter Five. For the most part these changes were linked to the 

reduction of resources for T AFE. However, in these interviews, the importance and 

impact of these changes on the teachers varied considerably. 

22 All of the names used here and throughout this study are pseudonyms and the quotes used in the study 
have been amended where necessary to eliminate the possibility of identifying the individual. 
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Organisational restructuring 

A number of interviewees spoke about the impact of organisational restructuring on their 

work. 

Well the restructuring or devolution of financial and administrative responsibility 

has certainly brought us closer to officialdom in the sense of directly being 

answerable to somebody. I'm sure my colleagues would agree with me, I would 

spend more of my time now justifying what I do than actually doing what I 

should do and I think that's very true of a lot of areas ofT AFE. (BEN) 

Personally what came out of the restructuring was that it was determined that 

Fashion was not necessarily a viable section. It wasn't deemed to be vocationally 

what T AFE was seeking at the time. That is when the change for me came because 

I saw the writing on the wall and went back to university and did more training 

and that's why I'm a full time teacher now. But generally I think TAFE teachers 

everywhere in the restructuring no matter who they were had quite low morale. 

(CAROLE) 

With the restructuring I don't see the power of the principals reduced at all. If the 

restructuring was about giving more power to the teachers and more resources it 

hasn't been successful. (JAMES) 

As teachers we see all this restructuring, whether you want to call it good, bad, 

garbage or whatever (sic), as far as I'm concerned it hasn't helped me in my job at 

all. It doesn't benefit any teachers. (DA VID) 

These interviewees, when speaking of the restructuring of T AFE suggested that it had no 

positive outcome for them, indeed the flavour of their responses suggested that the 

process actually involved teachers undertaking more administrative work which they saw 

as detracting from their educational role as teachers. However, other interviewees were 

less concerned with the impact of organisational restructuring on their teaching, suggesting 

that it was more a matter for TAFE managers than teachers: 

If we are talking of the hierarchy I don't think restructuring has made much 

difference. It probably does to my head teacher and senior head teacher because 
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they are higher and therefore they have to deal with it much more than I do but for 

me no. (CA THY) 

As far as restructuring is concerned it doesn't make very much difference it's all up 

there and we just go on dealing with the grass roots dealing with students. 

(JANET) 

The major restructuring in TAFE hasn't been an issue to me. I have excellent 

Heads of Studies. I don't have a problem with the restructuring. (VIRGINIA) 

Restructuring has had little impact on me. It has probably impacted more on the 

level above teaching staff the administrative level, the head teacher level where 

more jobs have been passed down the line. (JIM) 

Course changes 

There was however more agreement about the changes to courses and delivery systems 

and the comments of interviewees indicated that the discourses of new vocationalism 

were now integral to teachers' discussions of their work. Flexible delivery, open-learning, 

student-focused learning, competency based training, facilitation, assessment and the 

recognition of prior learning were expressions that littered the discourses of interviewees: 

There is more flexibility in courses. I'm delivering in a flexible delivery mode so 

that's another aspect again of the modules, which is quite different. I've never done 

flexible delivery before. I have to reorganise notes and reorganise the method of 

delivery you know the lessons being teacher focused now it's student focused. 

(CAROLE) 

I'm involved in setting up an open learning centre where the students will enrol to 

do the same certificate. But it won't be a structured fifteen to one ratio at a 

specific time of the week. They will book into the centre and there will be self

paced learning units and resources and the teacher will act as a facilitator rather 

than a teacher. It's got to become more flexible otherwise we will just lose business 

out in industry (JANE) 
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Everything is heading the way of modules and CBT and the assessment 

associated with CBT is more specific. We have had no direction on the 

introduction of CBT. (GILLIAN) 

The whole of the course structure will change with CBT. Things that have been 

going on in Horticulture for thirty years are now going to be broken up and put 

here and fitted in with other things and it will barely be recognisable. It's like it's 

going to be thrown into a big bucket and stirred up and then brought in. (JANET) 

We were one of the first areas where we had competency-based courses thrown at 

us and I really mean thrown at us. We were given little to go on and we have been 

running around for three years developing the material that goes with it. The 

course was cut down by like 30% in duration that made it even more complicated. 

(MARK) 

And, in a similar way to the teacher respondents in Chapter Five, these changes were 

associated with both increasing workload and lack of resources for implementation. 

We are now asked to do more and more in less time. Courses that involve students 

in writing demand more and more time in marking. Even the keeping of the rolls is 

more demanding and specific with having to keep records of students achieving 

competency. (GILLIAN) 

In the subjects that we teach now we have to organise all notes, organise all 

excursions, the excursion handouts and things like that, we have to spend much 

more time on assessment. (KELL Y) 

We are still left grappling with problems. For example if TAFE is going to start 

teaching this new course in July a lot of the material has not been written. I went 

to a meeting on Friday and they said look just teach the stuff anyway too bad if 

it's not written, who is going to suffer? The teacher at the coalface. (VIRGINIA) 

Workloads are increasing too that's the other thing and it seems that more is being 

allocated from above to down below. (MARK) 
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Students have to learn independently. They have to do that because courses here 

at T AFE have been cut. The hours have been cut down and we have to push 

students through much faster. (CA THY) 

Staff development has been cut there is no money there for continuing 

professional development (JIM) 

While issues of lack of resources and increasing workload were raised by many 

interviewees, like the teacher respondents to the survey, there was little evidence to 

suggest that the policies and discourses of new vocationalism were regarded as a threat to 

the educational identity ofT AFE or its teachers. Indeed a number of teachers regarded the 

changes to courses as being long overdue, forcing teachers to up-date their teaching: 

In my field a lot of teachers are using the same notes and stuff that they have been 

giving out for fifteen years and it is easier to do that than make new materials. I 

mean it is an awful thing to say but I am gung ho because I'm new to it and haven't 

been jaded yet. (CAROLE) 

Links with industry 

Like the respondents to the survey these teachers also spoke about closer links with 

industry and the increasing need for TAPE teachers to work in industry settings: 

I've found teachers feel very threatened by it. They are concerned that they will 

not succeed, that industry will not like it. We have to make decisions out there 

that we have never had to make, when we get out in the industry a lot of decisions 

will have to be made on the factory floor. (JANE) 

I think we need to get back out into industry, to have people from industry 

coming to us all the time, we have to be provided with workshops and lectures 

and things like that so that you know we are almost forced to keep up-to-date. 

(KELLY) 

However while there was some agreement that teachers needed to remain closely involved 

with industry, others expressed concern that the call for more responsiveness to industry 
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often meant a lowering of the quality of the courses and neglect of individual student 

needs. Thus there appeared to be some tensions between the focus on industry needs and 

the needs of students. 

I mean at the time responsiveness to industry was what we are aiming for, never 

mind the course, never mind the students, never mind learning outcomes as long as 

the employers we are dealing with are happy. So lots of mistakes have been made. 

(MARK) 

Student issues 

The issue of the changing student profile was also raised by some interviewees and once 

again mirrored concerns expressed by a number of respondents to the initial survey. 

Managing the behaviour of young schoolleavers is now a problem. My life 

experiences and teacher training didn't prepare me for dealing with these students. 

(GILLIAN) 

I would say that the age of the students in particular has dropped enormously and 

along with their life experience which doesn't give them such a good background 

coming into courses like ours. (KELL Y) 

Our students have changed. Personally I find most demanding is being able to cope 

with the type of student we now have moving away from the traditional adult 

learner to having more of the younger student. Taking on the joint secondary 

schools program was a shock, for a lot of teachers the students' behaviour is 

appalling. (MARK) 

Here an outcome of the policy discourses of new vocationalism, with its increased 

emphasis on vocational education for young people, was seen as disrupting the adult 

education focus that T AFE and its teachers inherited from the Kangan Report. Teachers 

spoke of this with some regret, suggesting that it now changed their relationship with 

students and their approach to teaching and learning. Many constructed themselves as 

adult educators and expressed some disquiet about this loss of professional identity. 
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These interviews covered much of the same ground as teachers responding to the survey 

reported in Chapter Five. Teachers spoke of the difficulties of implementing the policies 

of the new vocationalism while at the same time incorporating its discourses in the 

construction of their educational practices. Teachers saw little contradiction between 

these new discourses and their existing understanding of their educational identity and 

that of the T AFE institution. 

The tensions that did emerge were confined to a perceived over-emphasis on industry 

need at the expense of individual student needs. The increasing number of young people 

in T AFE courses was also regarded as creating some tension because this development did 

not fit the adult education focus that teachers in T AFE spoke of as a central feature of 

their professional identity. Both these changing aspects ofT AFE teaching are also central 

elements in the discourses of the Kangan Report. 

However, like the teacher respondents before them the policies and discourses of 

economic rationalism were constructed in terms of intensifying teachers' work and at the 

same time reducing the educational resources made available to T AFE. Significantly, 

issues of increasing competition and income generation, both central features of economic 

rationalism were conspicuous by their absence in these interviews. Unlike the 

respondents to the survey none of the teachers interviewed raised either of these issues, 

in sharp contrast to the prominence given to these issues by T AFE managers when 

speaking of change. 

Qualities and values ofT AFE teachers 

The teachers that were interviewed nominated very similar qualities and values to those 

spoken about by teachers in the survey. For example, keeping up-to-date with industry 

was a common quality nominated by teachers: 

Well I think I do try the best to be current and up-to-date with the subject area so 

that I feel confident in what I'm delivering is accurate and correct. (CAROLE). 

Other interviewees including Cathy, Gillian, Jenny, Kelly, Jim, David, James and Virginia 

shared this position. In these discourses keeping up-to-date was also intimately 

connected to maintaining credibility with students. Teachers also highlighted a focus on 
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student needs and individual development, as important qualities needed by T AFE 

teachers: 

It's a pretty old fashioned view in many ways I think, but the idea of education 

being an opportunity for self-development. (JAMBS) 

Carole, Cathy, Jim and Mark expressed similar views to James. Equity and fairness were 

also spoken of by a number of teachers, qualities that were also foregrounded by the 

survey respondents: 

I think it means fairness, a fairness treatment, even handed treatment, a quality of 

treatment, being able to recognise that every student is a different type of learner, 

to respect difference, not to favour one student over others, to try and overcome 

racist tendencies. (llM) 

These sentiments were also expressed by Carole, Ben, Cathy, Gillian, James, Jane, Jenny, 

Kelly, Janet and David, indeed they represented the most common qualities raised in the 

interviews and are also central to the discourses of post-Kangan T AFE. Managing change 

was also a quality nominated by interviewees. 

I think you have to cope with changing students, the changing type of student, the 

changing administrative procedures, the changing industrial relations area, the 

changing courses, accreditation, syllabus updates. I don't think T AFE understands 

how much change has occurred. (JIM) 

Carole, Ben and Jenny also spoke of change in their interviews. 

Individual teachers also raised a number of other issues. Carole proposed that teachers 

need to be 'dedicated' and this view was also expressed by Ben who suggested that 

teachers must be 'committed' to their profession, 'persistent' and have a 'sense of humour', 

sentiments also supported by James. Cathy nominated 'enthusiasm' and an understanding 

of multicultural issues, a position also supported by Jane. James went further arguing that 

teachers should promote and model anti-racist, pro-aboriginal and anti-sexist values, while 

Janet nominated professional 'loyalty' and Virginia suggested that teachers should be 

committed to high standards and professional 'teamwork'. 
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In summary the teachers interviewed expressed similar views to those reported in 

Chapter Five. Many had incorporated the language of the new vocationalism in their 

discussions concerning teaching and for the most part displayed no animosity to these 

policy changes. However, they like the previous survey respondents, were much more 

hostile to the policies and discourses of economic rationalism. These were characterised as 

not only creating additional workloads in an environment of shrinking resources but were 

at the same time devaluing the educational and social goals that previously were used to 

construct the educational identity of T AFE and its teachers. The discourses of 'liberal 

education', expressed in the policies flowing from the Kangan Report, were clearly 

reflected in the qualities and values that teachers suggested were important for T AFE 

teachers. A number of teachers, for example, regarded the changes that were now 

occurring as disrupting their commitment to individual student needs and to adult 

education. 

However, the interviews conducted with college directors revealed a significantly different 

organisation to that constructed by teachers. In particular the discourses of economic 

rationalism appeared much more prominently in the conversations of college directors. 

6.4 Reporting the interview data - college directors 

The report in chapter five indicated that the policies and discourses of new vocationalism 

and economic rationalism were interpreted by T AFE teachers as having a significant 

impact on their work as teachers. And while the discourses associated with new 

vocationalism were for the most part not seen as a threat to either the identity of T AFE 

or its teachers, this was not true of the policies and discourses associated with economic 

rationalism. In general these were constructed as not only posing a threat to the working 

conditions of teachers and the resources made available to public education, but were also 

described as being inconsistent with the policies and discourses of liberal education that 

the Kangan Report articulated for TAFE in 1975. This report had greatly influenced both 

the construction of the identity of the organisation and the professional identity of its 

teachers. 

In order to establish whether this interpretation was significantly different for T AFE 

personnel in a management role, interviews were conducted with college directors and 

senior head teachers. The transcripts of interviews were then analysed by categorising 
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them into statements that reflected the policies and discourses of new vocationalism, 

economic rationalism or 'liberal education'. Each area was then sub-categorised in order to 

detect what particular aspects of the policies and discourses of new vocationalism, 

economic rationalism and 'liberal education' were incorporated in these discourses. 

6.4.1 Economic rationalism 

In terms of the policies and discourses of economic rationalism the interviews with college 

directors surfaced four related areas. 

• the new competitive training market 

• the reduced public funding for TAFE. 

• the need for TAFE to generate alternative income 

• the restructuring ofT AFE 

College directors and the competitive training market 

Competition was one discursive marker that loomed large in conversations with college 

directors. The loss of 'monopoly' status and the emergence of private providers of 

vocational education and training were nominated by five out of the seven directors as 

representing a fundamental change of identity for T AFE in the nineteen nineties: 

T AFE has been lucky up until now its got an attractive market where we didn't 

have to do much advertising. People just turned up but that's not going to happen 

forever because there are a lot more people out there who are running training 

courses and they are in competition with us and we won't have jobs. (CD 1) 

Within this area here there are a number of either private providers or large 

employers who do some of their own training. A lot of private providers and large 

employers have for example special training people set up within their own 

organisation. Teachers in TAFE need to be aware that sort of thing exists. Because 

the nature of our clientele is changing and the fact that we are actually competing 

with other deliverers of similar accredited courses means it's the quality of the 

delivery often that decides who gets the job. (CD 2) 
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We have got to be competitive and look at different ways that T AFE can provide 

that little bit extra against someone else. We need to build a strong reputation that 

we are quality providers. (CD 3) 

We have to get an understanding of what is out there within the commercial area. 

We have to make sure that our programs are as competitive as a private provider 

or any other public service provider. We just can't sit back and just keep running 

the programs that we have been running as we did say ten years ago. (CD 4) 

I mean look at the number of private providers they've (TAFE teachers) got to 

realise that they have not got a monopoly, TAFE has not got a monopoly any 

more, we've got to be out there competing with other people. (CD 5) 

Unlike the teachers that were interviewed, college directors spoke about educational 

markets and commercial business practices in the institution ofT AFE. The language used 

by the college directors when discussing these issues also commonly tied these issues to 

an inference that unless T AFE teachers 'lifted their game' in this new competitive world, 

job losses would be inevitable. Thus, within these discourses, the need for teachers to 

change was directly tied to the threat of job losses. At the same time college directors 

promoted the view that teachers could not continue to undertake their work as they had 

in the past. They now needed to consider issues of 'quality' and deliver 'that little bit 

extra' in order to make sure that their 'programs are as competitive as a private provider'. 

Thus the discourses of college directors suggest that what teachers have been doing up to 

now is no longer appropriate in the new environment with the implication that without 

change teachers will lose their jobs. 

College directors and reduced public funding 

College directors also expressed the view that T AFE was experiencing a decline in the 

operational resources provided by governments. Six out of the seven interviewed drew 

attention to this when discussing the changes occurring for T AFE: 

I think there hasn't been an increase in funding provided to the institute in general 

to match the increase in cost. Mainly costs of salary, costs of goods, consumables, 

consumer costs have increased and there hasn't been a commensurate increase in 
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funding to match that. So we are basically being asked by the government as 

private institutes to do more with less. (CD 1) 

TAFE is now being run as a 'lean machine'; it is about being efficient eg. no 

massive overtime payments and the employment of part time teachers who are 

cheaper to employ. Management has not only to 'do' but be seen to be 'doing'. You 

can't tell people that they cannot spend or cut their budget when you go away on 

expensive retreats. Courses are restricted to budget as part of global budgeting. 

(CD 2) 

There is a rationalisation of the dollar right across the institute. You can't think 

only at the college level as it's really not economical or feasible to maintain that 

individual college focus. There needs to be more economical thinking. (CD 3) 

I believe that for a number of other reasons one of which is economic that pressure 

will increase and that means a greater pressure on teachers to work out what is the 

most effective way of delivering a course so that students are here for the least 

amount oftime. Yet at the same time get the skills that they require (CD 4) 

Because of the way we budget and allocate funds these days we employ part time 

teachers it's cheaper, it's a cheaper option, it's attractive in that regard. (CD 5) 

We haven't received extra money we have achieved this by cost saving I suppose 

it's because of economics. We have turned out lights and looked at the cost of 

drying your hands in the toilet using the hot air dryer or paper towel or a linen 

towel and getting into garbage and leaky taps in order to save money. (CD 6) 

The discourses of college directors indicate that they are very conscious of the reduced 

level of funding being provided by government and report this in discourses that construct 

this problem as a problem of managing this reduction. Unlike teachers, college directors do 

not speak of lowering standards in teaching and learning but speak of different ways of 

reducing costs including the use of part time teaching staff who are cheaper to employ. 

College directors speak of creating 'a lean machine', 'cost effective courses' and doing 'more 

with less' and employing more part time teaching staff with the implied threat to the 

security of TAFE teachers' jobs. 
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College directors and income generation 

The squeeze on government funding for T AFE is also connected with the need for income 

generation. 

We are being asked to do more with less and we're being asked to generate our own 

income and we are involved in planning funding from other sources whether it be 

in the form of projects or outside training. Teachers are paid to teach but they are 

going to have to be more responsible for looking at ways to generate income in 

their section, because if we all don't focus on that we won't have a job. They need 

entrepreneurial skills; yes I think that what's going to happen. They (teachers) 

have got to come to terms with the fact that their job is not just to sit in the 

classroom. (CD 1) 

With more and more emphasis on fee-paying students the image of T AFE is 

important. Teachers in TAPE need to be more entrepreneurial and have marketing 

skills. In most of our courses there is an increase in international fee-paying 

students. This has had an impact, not only on the teachers themselves but also on 

the other services the college has had to offer because of you know the market 

increase in the last few years. (CD 2) 

Teachers have also had to become to some extent entrepreneurial if I c~ use that 

sort of term. They have to liaise with customers to produce training packages. 

(CD 3) 

We are now looking outwards to a more international role. I go to Japan in a few 

weeks to pursue a relationship. We traditionally have been looking at the Asian 

market. We haven't had a commercial orientation and we haven't been aware of the 

value of our property. Although again there is a big debate on who owns our 

property anyway. We need people with a marketing role or an entrepreneurial role 

or whatever. (CD 4) 

I think they (teachers) need to look at least nationally and I mean we've got quite 

an offshore focus now, we have lots of international students. I think they need to 

know something about where Australia sits in terms of its international 

competitiveness. (CD 5) 
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Unlike the teachers that were interviewed, income generation appears as a new and 

important focus in the discourses of college directors and is closely tied to reduction in 

public funding for T AFE. College directors now incorporate the discourses of the 

commercial world when describing T AFE and its teachers. Teachers must be more 

'entrepreneurial', 'liaise with customers', be 'internationally competitive', have 'marketing 

skills', and look for ways to 'generate income' and have a 'more commercial orientation' in 

the new environment of vocational education and training. 

College directors and organisational restructuring 

Only two of the seven college directors referred to organisational restructuring as a major 

change for T AFE indicating that they did not give this aspect of the reforms as much 

prominence in their discourses as teachers. The two college directors that did mention 

organisational restructuring were also far less negative about the changes than teachers, 

with only one suggesting that it had lowered morale in the organisation: 

T AFE does an enormous amount of good, but the staff are becoming tired of the 

continuing restructuring. Morale is dropping because there has been too much 

restructuring with not enough direction as to what is happening. There have been 

some pluses with the changes there is far more flexibility particularly in that 

responsibility has been passed down and this tends to bring out the best in 

people, but teachers see the money being spent and can see no benefit. The 

negative aspects of the significant changes have been that after four years of 

instability, some management staff, from head teachers up, are terrified. Job 

security is in doubt. (CDl) 

And the second college director, when speaking of organisational restructuring, suggested 

that it was an attempt to improve the responsiveness of the organisation to meeting the 

needs of industry: 

It is important and I think in reaction to the structural changes, which have been 

put into place, that we try and make our organisation, our structure, our 

management, our business, I guess, more responsive. I mean I think it's essential 

we need to be more effective in meeting the needs of industry. I guess that is why 

we keep restructuring ourselves to try and you know do a better job supporting 

our teachers learning programs. But I do notice that some attitudes tend to 

149 



.. 

tighten up, some people's response is renowned that you know there is so much 

change going on you do less and concentrate on core areas that they know well. 

(CD 5) 

The difference between the discourses of teachers and college directors to organisational 

restructuring represents one of two substantial differences that emerged between teachers 

and their managers. Teachers when speaking of organisational restructuring represented it 

in negative ways, suggesting that it had been detrimental to the educational provision of 

T AFE, while college directors either failed to mention it or referred to it in a much more 

positive way. However, arguably the most significant discursive difference can be found 

in the importance given to the 'commercialisation' of T AFE by college directors when 

speaking about changes in the organisation and the relative silence of teachers on this 

issue. T AFE teachers had not incorporated the discourses of commercialism when 

speaking of educational change and within their discourses did not construct education as 

a commercial activity. 

6.4.2 New vocationalism 

The other area of change to which college directors referred was the changing nature of 

TAFE courses as a result of the policies of the new vocationalism. The particular aspects 

that were prominent in their discourses were: 

• new flexible delivery strategies 

• closer links with industry and its needs 

• changing student profiles 

New flexible delivery strategies 

Like teachers in T AFE when college directors spoke of changes to T AFE the issue of 

flexibility figured prominently in their discourse. 

I think the national training reform agenda has had the most significant impact. 

This has meant for teachers that they themselves now become responsible for the 

delivery of a course to a particular group or group of students. This means that 

they have to develop not only the way in which the course is going to be delivered 
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but also some of the assessment tasks that go along with it and developing 

educational resources. Because if you have a flexible delivery approach for 

example then you need to think of the type of educational resources that you need 

to do that. Previously a lot of that was done centrally now we are fmding that to 

meet the needs of local customers the teachers actually have to learn to do that 

locally rather than look at it from a unified point of view. And this, especially in 

some of the high technology areas, is what teachers are fmding hard to grapple 

with. (CD 3) 

College directors construct the issue of flexible delivery as primarily the responsibility of 

. teachers. However they also concede that this change is a difficult one for many teachers 

and promote the view that teachers need new knowledge and skills to implement this 

change: 

Flexible delivery means that there needs to be a lot more up-skilling of teachers to 

come up with a totally new concept in education delivery. (CD 1) 

When new modules are designed for industry, new teaching techniques are needed, 

teachers need to be multi-skilled and conscious of the quality of teaching. (CD 4) 

There is a battle to keep up with syllabus requirements for modules. This results 

in teachers having to work harder in preparation. It is not repetitive now. (CD 2) 

Teachers must learn how to produce learning materials on site for their students. 

That means they must learn how to become computer literate, how to use desktop 

publishing software, how to integrate video-text and other learning materials. So in 

fact the teachers plans the total delivery package, the package has to be developed 

at the site the local site. (CD 3) 

One of the things I've already mentioned and that is increased emphasis on mixed 

mode or flexible delivery. So the teacher becomes an educational designer as well 

as a teacher, switching from a teacher based learning environment to a student 

based learning environment and a lot of our teachers are finding that hard to cope 

with. A teacher is now becoming a facilitator rather than the fountain of all 

knowledge and some of our teachers are finding this difficult because that requires 

additional skills that originally nobody asked them to have. (CD 6) 
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I think that one of the major skills now needed is that they (teachers) need to be 

able to translate course documents for a particular module or a course into a 

delivery package. (CD 1) 

The changes to curriculum have put a lot of strain on teachers, there is a lot of 

pressure on teachers. They have to organise re-testing, scheduling, curriculum is 

constantly changing, there has been change in the ways we present courses much 

more into flexible delivery mode, massive changes in terms of technology and 

that's been quite challenging for a lot ofteachers. (CD 7) 

Teachers and college directors speak of flexible delivery in similar ways. While recognising 

the value of this approach both groups indicate that there are difficulties in 

implementation. What is different in these discourses, however, is that college directors 

construct flexible delivery as being primarily the responsibility of teachers, while teachers 

construct flexible delivery within a discourse that points to reduced resources, increasing 

workload, poor administrative procedures and lack of professional development in this 

area. 

Closer links with industry 

College directors and teachers also incorporate closer links with industry when they 

speak of changes to TAFE. However they speak of these links differently. Teachers talk 

of closer links in terms of maintaining currency and relevance in their teaching, but are also 

wary that responsiveness to industry may lower the quality of courses and neglect issues 

of individual student's needs. College directors, on the other hand, regard closer links with 

industry as essential for TAFE's survival. 

I see industry need as the main, the very main focus, and unless we address that, I 

think you will find that industry will certainly take it's coupons and go elsewhere 

and you know go to private providers or in-house training. (CD 2) 

While seeing it as an essential element of the changes to vocational education and training, 

they also closely linked it to issues concerning the changing nature of T AFE teachers' 

work. 
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Teaching will change in that it won't always take place in a college. I think teachers 

are prepared to go out and teach in the workplace a lot more. Because companies 

will want a lot more on the job training themselves so a teacher must be prepared 

to move around because that's what the private providers are prepared to do and 

that is what the company wants. (CD 1) 

Because of the funding of vocational training centres of excellence students will 

have to travel more to access these centres and some teachers will have to move. 

Some are not happy about this but they have to put aside personal preferences 

and look at the overall good. There is a move to centres of excellence with a high 

level of industry involvement. There needs to be more flexibility within the hours 

of work - working Saturdays and vacations to respond to the demands of 

industry. (CD 5) 

I think we are doing much more in terms of being proactive in networking with 

industry, teachers have always done that although it probably hasn't been as 

focused as it currently is. In some of the newer courses, traineeship entry courses 

employers request teachers to work on site. But I suppose what I'm thinking is 

that there are a lot of teachers that find it difficult or lack confidence in moving 

outside their traditional role. (CD 2) 

In order to meet industry needs we have to have acceptability and credence if you 

like with our customers in the industry. We need to develop that reputation. 

Teachers need to have a good knowledge of the industry culture and climate that 

they are working in. (CD 3) 

College directors therefore locate closer links with industry within discourses that 

promote changes to teachers working conditions, speak of competition with private 

providers and imply the threat of job losses. College directors also highlight the 

importance ofteachers keeping up-to-date with their industry: 

We are trying to be more responsive to meet the needs of industry and we are also 

fmding that teachers that have been in T AFE for any length of time are fmding 

that they need upskilling themselves to make themselves vocationally relevant. 

(CD 5) 
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Return to industry should be available for 6-12 months and maybe industry can be 

persuaded to pay. Teachers should have leave to return to industry. (CD 1) 

As far as full timers go I think the return to industry or the ongoing link with 

industry needs to be formalised. (CD 4) 

College directors speak of this issue in very similar ways to teachers, who articulate the 

need to keep up-to-date with the rapidly changing world of work in order to maintain 

their legitimacy in vocational education and training. 

Changing student profiles 

The changing nature of students entering T AFE was also an issue spoken of by teachers 

and college directors: 

I think TAFE will become more involved with schoolleavers and school students. 

This was not a problem 10 years ago. There are some teachers that have never 

experienced that and that's very important. TAFE is a tertiary educational system 

however the government doesn't see it that way. (CD 2) 

What we have found is that students from schools require a lot more hand holding 

for their classes than what would be our adult students who are part time at night 

or full time. (CD 3) 

The problem is that they (teachers) may well have students who are still in year 

1 0 or 11 at high school on the one end of the scale. On the other end of the scale 

you may have people coming back for retraining in industry who in their own 

right are very capable people and have a lot of knowledge. But they need a piece 

of paper to advance up the ladder and you would treat these groups quite 

differently. (CD 4) 

For some college directors this changing profile was seen as a problem in so far as T AFE 

teachers saw themselves as adult educators and this approach was inappropriate for the 

new student groups. Teachers also commonly expressed this view. 
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Others, however, spoke of better educated students and implied that these students 

demanded a better quality of educational provision than had previously been provided by 

T AFE, suggesting that students are now 'customers' of T AFE rather than students and 

demand a better service. 

There is a difference with the number of students coming to T AFE with the HSC 

and with people undertaking life-long learning compared to twenty years ago. 

Students now are much more questioning. They can evaluate their teacher as being 

good, bad or indifferent and can do it very well. (CD 7) 

There is a great change in the students now, they are much more customers than 

students. Students are much more aware of what their rights are. They are much 

better educated people coming through now they know what they want and we 

are here to provide a service. (CD 5) 

The qualities and values ofT AFE teachers 

The qualities and values of teachers that college directors spoke about were significantly 

different from those articulated by teachers and were closely tied to the discourses of 

change: 

The attitude the teacher needs to bring with them is one that says I can expect 

change. I want to develop those skills that allow me to cope with change and that I 

want to be involved in implementing some of these changes myself. So that I can 

actually contribute to the process rather than waiting to be beaten over the head all 

the time. (CD 3) 

College directors saw the contemporary reform environment as representing a watershed 

for the professional work of T AFE teachers, characterising the changes occurring in 

T AFE as inevitable and arguing that teachers must therefore adapt to the new 

environment. 

We are at a period of cross roads there are some teachers who probably are 

teaching the old approach you know the talk and chalk approach and other 

teachers are probably facilitating more and looking more at individualised learning. 

(CD 2) 
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The discourses of the college directors spoke of the move from 'teacher centred learning' 

to 'student centred learning'. TAFE teachers needed to be 'educational resource 

developers', 'designers of learning packages', 'facilitators' and 'consultants to industry'. 

Teachers therefore had to be 'multi-skilled' in the new environment and much more 

conscious of quality issues: 

When new modules are designed for industry, new teaching techniques are needed. 

Teachers need to be multi-skilled and conscious of the quality ofteaching. 

The focus on quality was prominent in these discourses and linked to competition from 

private providers. The acceptance by teachers to continually up date their vocational 

skills and expertise in a rapidly changing industrial environment was also seen as an 

important quality as was the need to monitor the quality of teaching: 

We have an assessment procedure for teachers but nothing happens after the 

second year unless they want to be assessed and I think that is a bit poor. I think 

there should be a built in on-going assessment at all staff levels. I don't like it any 

more than anyone else. But I think that's the only way we are going to keep 

people up to speed. (CD 2) 

I would like to see as part of the employment contract that after two years you 

will get X numbers ofweeks off and you will go back to industry. (CD 4) 

Teachers who were happy to contribute to income generation was also proposed as an 

important quality: 

I think teachers are going to have to be more responsible for looking at ways to 

generate income in their section. If we don't focus on that we won't have jobs. 

(CDl) 

! The qualities and values college directors nominated as being important for T AFE 

teachers in the nineteen nineties were closely linked to the policy discourses of new 

vocationalism and economic rationalism. 'Flexibility', 'adaptability' and 'willingness to 

change' were commonly featured qualities in the interviews and were tied to discourses 
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that spoke of a willingness to teach in different ways, in different locations and with 

different groups of students. Teachers also needed to be more 'market focused', 
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'entrepreneurial', 'customer driven' and concerned with 'quality'. Teachers should also be 

more 'responsible' for delivering courses 'economically' and for producing marketable 

'learning packages'. 

A number of college directors also expressed the view that because T AFE was now in a 

commercial environment, teachers needed to display 'loyalty' to the organisation: 

We are now in a more commercial competitive orientation. Teachers need to have a 

loyalty to the organisation. Certainly (they have to be) ethical in the sense of not 

disclosing information about one's competitive advantage or situation. (CD 3) 

Another area that is becoming more difficult is that in some cases our staff are 

working for other private providers and so the question arises as to can I use the 

learning materials developed in T AFE time, can I use it elsewhere. The issue of 

copyright and intellectual property and all that sort of stuff is becoming 

something that we need to address in terms of ethics. (CD 2) 

In general the answers provided by college directors to the question regarding the qualities 

and values required of TAFE teachers were firmly tied to the policies and discourses of 

new vocationalism and economic rationalism. There was little or no reference to the 

qualities and values that are associated with the liberal educational position that 

previously framed TAFE's educational identity and which teachers themselves expressed 

as central to their educational practice. The college directors were silent in their discourses 

about issues such as access and equity, fairness, tolerance and respect for difference; 

values and qualities that figured prominently in the discourses of teachers in both the 

survey and in interviews. It seems that these qualities, so much a feature of the discourses 

of liberal education in post-Kangan TAFE are now only found in the discourses of 

teachers working in T AFE and have no place in the senior management discourses of the 

organisation. 

6.5 Reporting the interview data - senior head teachers 

The position of senior head teacher (SHT) in T AFE is an interesting one in terms of this 

study in that this is the management position that links T AFE senior management and 

teachers within the organisation. SHTs are teachers and managers within the T AFE 
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structure and as such the ways in which they speak of the changes to T AFE are of 

particular interest. 

Eight senior head teachers were interviewed in their colleges and asked similar questions 

to those posed to college directors. The transcripts of these interviews were analysed in 

the same way as those provided by the college directors in order to establish any 

commonalities and differences in the discourses of SHTs in the contemporary T AFE 

environment. A number of significant differences emerged from this analysis. 

The impact of the policies and discourses of economic rationalism were understood by 

SHTs as effectively reducing the resources available to the institution. 

6.5.1 Economic rationalism 

Senior head teachers and resourcing 

Seven out of the eight SHTs interviewed spoke of the current problem of inadequate 

resourcing in T AFE, echoing the concerns expressed by a number of college directors. 

However, unlike college directors, SHTs tied the issue of inadequate resources to the 

frustrations of teachers unable to do their job because of the reduction in funding: 

The only other thing that I would like to say, before I finish, is that TAFE's 

funding at the moment seems to be getting worse and worse and I think that does 

filter down to teachers. It seems that T AFE is getting poorer and poorer and that 

is demoralising for teachers when things that are supposed to happen all of a 

sudden fall through because of a lack of resources. (SHT 2). 

I find that I'm having a continual problem with lack of resources within colleges 

and lack of support to gain additional resources and the teacher's role is becoming 

very much hindered in all aspects of their work. Now teachers are getting more 

involved in the making of their own resources. We have a new extension in our 

college, but there is nothing in it, it's an empty building. So the work that has to 

take place there is get it up to standard will be done by teachers. Now to me that 

is not good enough though the teachers are prepared to do the work I don't believe 

that they should have to do that on top of their teaching loads. (SHT 4) 
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We are continually fighting at the college for better resources for our students and 

over the last couple of years the funding for plumbing has gone backwards so I 

can't see how the restructuring has improved the delivery of the courses to our 

students. (SHT 3) 

Like T AFE teachers, senior head teachers made direct connections between reduced 

funding and the subsequent difficulties of providing adequate learning resources for 

students. Some SHTs, in a similar way to teachers, linked reduced funding with the issue 

of course changes being promoted by the discourses of new vocationalism, particularly in 

the area of flexible delivery. Unlike college directors however they suggested that 

inadequate funding created a lack of infrastructure to support these changes: 

Well I think with flexible delivery coming in I think we've got to really look at if 

TAFE is capable of implementing this sort of system because we have so many 

financial barriers these days that we talk of CBT and what we are going to do but 

as soon as dollars and cents are mentioned we just can't seem to do this anymore. 

(SHT 1) 

I think one of my frustrations is that we now always fall off the list when 

resources for major purchases, funding and staff development or whatever are 

asked for. (SHT 6) 

Senior head teachers, therefore spoke about lack of resources in ways that were much 

closer to the position of teachers than college directors arguing that the lack of resources 

hindered the implementation of flexible delivery systems. 

Senior head teachers and restructuring 

SHTs also spoke of the issue of the restructuring ofTAFE quite differently. For some the 

restructuring was constructed as a direct threat to teachers' jobs while others regarded it as 

of little importance to teachers' work, once again a position that more closely reflected 

that of teachers than college directors. 

It's interesting you know with all the restructures and everything like that has 

been happening I think what has happened in the classroom has continued right 

throughout and I think teachers have really been carrying T AFE, they have 
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continued with what they are here to do. They can see all these changes and have 

seen no real benefits yet they continue to present in the classroom. (SHT 6) 

Unfortunately at the moment if you spoke to a teacher in any trade area he would 

feel that you know it is close to five years of restructuring and now they probably 

won't need any of us, that is the way we feel. The restructuring has had no impact 

on improving any aspect of any student, any student's learning in the college. The 

way the system was before as far as information and productivity and a whole 

range of other things was far better and I feel the system the way it is now has 

broken down. (SHT 2) 

T AFE always used to be a friendly and helpful place, it's not friendly anymore, 

its not friendly to the teachers either so you get to the stage where you think they 

are going to chop the courses and make teachers redundant. (SHT 4) 

While these comments suggest that the impact of restructuring has had a negative effect 

on morale, other SHTs expressed the view that the restructuring had little impact on 

teachers. 

I'm not sure that it (restructuring) has had actually affected teachers all that much. 

I think that they have been cushioned from it. I mean, I have had to deal with a lot 

of it because I was part of the restructuring and as a senior head teacher you're 

probably more aware of what's going on. But I think that in my role there seems 

to be more and more things that I need to do and I think because of that it means 

that I try and put more and more work on them (teachers) as well. (SHT 5) 

However on closer examination this SHT concedes that the overall impact of restructuring 

has been to increase the workload of teachers, a view that was echoed by teachers when 

commenting on the changes they experienced in their work. 

Senior head teachers, competition and income generation 

One of the more remarkable features of the discourses of SHTs was that unlike college 

directors all but one made no mention of income generation or the competitive training 

market during these interviews. These discourses were for the most part absent from their 

comments, in stark contrast to the college directors who emphasised these aspects of the 
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reform process prominently in their discussions. The one SHT who did refer to this also 

made a direct connection between income generation and the maintenance of teachers' 

jobs: 

A lot of our courses now are going to be fee for service, we are all out looking 

around for that market that we can grab. It's pretty hard for somebody just off the 

workshop floor to whip out and do the entrepreneurial thing. (SHT 2) 

When teachers see the new course and that the teaching hours are increasing a little 

bit and that we have got enough work here for everybody and we are doing 

something worthwhile, then I think the smiles appear again. (SHT 2) 

It seems from this that the discourses of economic rationalism, used to promote the 

establishment of competition and commercial practices in T AFE, have only entered the 

discourses of college directors. Teachers and senior head teachers are, for the most part, 

silent on these issues. 

6.5.2 New vocationalism 

Senior head teachers and flexible delivery 

While senior head teachers had failed to adopt the discourses of 'commercialism' when 

speaking about T AFE, the discursive markers associated with the new vocationalism were 

common features of their discourse. Competency based training, modularization, flexible 

delivery, assessment and the recognition of prior learning were spoken of by senior head 

teachers and tied to their impact on teachers' work: 

Flexible delivery is going to present so many different situations to our teachers. 

A lot of them hear that flexible delivery is going to occur but they are not aware of 

how quickly it's going to occur. Next year I think you will find that it is going to 

be difficult to have courses accredited that haven't got a flexible mode. (SHT 2) 

Teachers are going to need retraining into how flexible delivery works and how to 

go about it. We need to look at other states to see what they are doing. I think 
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some sort of training in what's new and the changes and in teaching for this new 

approach. (SHT 4) 

I think the teaching method is changing so we're looking for example at flexible 

delivery in some of our classrooms. Flexible delivery is a whole different approach 

where the packages have to be developed and students have to be given direction 

to take their own steps at their own pace through lessons. The teacher becomes 

the facilitator, on a one to one basis. So the old days of chalk and talk lecturing up 

the front are gone. (SHT 4) 

With flexible delivery, and that seems to be the trend, it could be that the influence 

of the teacher, which I believe is still paramount, may not be what we see. Now 

for example we have a mixed mode system where students really only have to 

attend 33% of the time and the rest is more or less like correspondence. The 

teacher may be more on the telephone than the classroom and I think that is going 

to have a totally different effect on teaching. Some teachers will be able to adapt to 

it well, others will find it more difficult, so that is going to have a major influence. 

(SHT 5) 

Once again this suggests that SHTs and teachers use discourses to describe the changes to 

work in ways that are more closely aligned with each other than with those used by 

college directors. 

Senior head teachers and links with industry 

Links with industry were also given a high priority by interviewees and the issues raised 

were commonly to do with the difficulties of teachers maintaining currency in their 

vocational areas. For some the changing nature of teachers' work was seen as providing 

opportunities for increased industry involvement. 

I think one of our major roles in the future is going to be on the job assessing and 

on the job training. That is probably our biggest change. There will be a reduction 

of time teaching to students here (College) and we will be more out in the field. 

(SHT 1) 
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Now I have to spend some time with industry people, with companies to update 

skills of someone who has been doing a job on the production line for twenty 

years. We have to look at their prior knowledge and their prior learning to see how 

that can be taken into account. The teacher, more and more, is having to deal with 

these problems, being asked to teach specific skills to people in industry. (SHT 3) 

Now the normal teacher is asked to perhaps go to the premises and conduct a 

series of classes teaching those employees on the job how to fix those motors. 

Now the teacher needs more than classroom skills, they need to be able to talk to 

the foreman. (SHT 4) 

While others highlighted the maintenance of private practice as an important contribution 

to continuing industry contact. 

Most of our teachers keep up some sort of practice on their own which keeps 

them up-to-date. We do get involved with industry as we take on some jobs from 

outside, for instance, which are done in class. We have got what is called the 

creative services section where we have people come in and want things done and 

we actually bill them, so the students get some experience and the teachers do 

keep up-to-date. (SHT 5) 

......... we the teachers actually take students out on industrial visits and the 

teachers also go out onto various sites in their own time to keep up-to-date with 

what is going on, they see this as part of their staff development. If we are to be 

professional and if we are to keep up with what is happening in industry then you 

have to do it. (SHT 3) 

However three senior head teachers suggested that in areas of rapid technological change it 

was extremely difficult to keep up-to-date. 

Ultimately you can't keep up-to-date by reading the books unless you return to 

industry. The life of a computer is generally six months in design. That is what the 

computer manufacturers' tell me. So every six months they bring out a new model 

or a change so we can't possibly keep up-to-date. What we can do is bring 

industry experts in and they come in at night time and work with our teachers so 

that our full time staff gain some of their expertise. (SHT 4) 
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I think that probably is the most demanding thing is that we have to keep up-to

date with what supervisory people do in the industry. That is the most 

challenging aspect of teaching. (SHT 6) 

In our area, where we are expanding knowledge at a rapid rate, we have a lot of 

plastics coming in to our piping systems, our gas and our water and these are 

things the older teachers fmd very difficult to cope with. These people are 

screaming out for staff development in these areas, specialist areas thermostatic 

mixing valves, backflow prevention areas. These people have not been involved in 

this before it wasn't part of their trade when they were out there as a trades 

person so they have this fear of things. (SHT 2) 

Generally, within these discourses, the links with industry were seen as important in that 

they ensured that teachers were up-to-date and the skills taught relevant in the 

contemporary world of the various industries. Two SHT's suggested that this was so 

important that it should be a compulsory feature of teachers' work. 

I was impressed by a speaker from Florida. She said that they had a barrier every 

five years for teachers. There was a points system and every five years they had 

to have done something from a course or returned to industry or whatever. There 

should be encouragement in the system to upgrade skills perhaps linked to 

teachers' salary increment. (SHT 5) 

SHTs like teachers and college directors connected closer links with industry with 

discourses that foregrounded the importance of being up-to-date, a rare example of 

agreement among these groups. 

Senior head teachers and changing student profiles 

The issue of changes to the student profile was discussed by four of the SHT's. The 

young schoolleaver was a common focus for comment. Some regarded this development 

as problematic. 

The problem is that I think it was a great idea but the types of students we have 

been attracting are ones that can't cope with school and if they can't cope with 

school they can't cope here. We have had a lot of problems in this area. I mean the 

164 



.... 

amount of classes we run it's a lot of work for very little, we get very little back 

because the quality of the students, they don't care at all. (SHT 1) 

Today we are encouraged more and more to take the school leaver, really at the 

expense of the mature age student and that has given us a different sort of student. 

It could be said that the school leaver isn't as industrious as the adult student. A 

lot of schoolleavers are undecided as to what they want to do. (SHT 4) 

However for other SHT's this development was regarded as positive. 

Over the last couple of years we have found that with our school students of year 

ten and eleven are extremely good. We have already placed one in employment. He 

is finishing his high school certificate next week and then he starts the job the 

following week. (SHT 2) 

We have school leavers that didn't want to continue at school and in that respect 

the introduction to what we call the HSC Pathways has been a very vital sort of 

link for that type of student who didn't really like the school environment but still 

wanted to study. (SHT 5) 

SHT's also nominated the diverse nature of the student population in T AFE. 

We have a large variety, we have mainstream apprentices, we have unemployed 

youth, we have unemployed aboriginal groups and we also teach prisoners at 

Parklea prison. (SHT 3) 

Some were proud of their achievements. 

With our unemployed courses we have had a very good success rate for them 

getting jobs. I see these courses as helping the community. Our students do work 

experience and they are also able to obtainjobs at the end of it. 

Diversity of the student population was also nominated as an advantage. 

We have a lot of people from different backgrounds doing our courses and I think 

that is probably a success in as much that you do have, in a particular group, quite 
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a combination of backgrounds. We think that has a very good influence on 

students where they really benefit from the experiences of others and quite often 

where friendships have developed. (SHT 6) 

These comments reflect in many ways the traditional view of the institution of T AFE, 

constructed by the policies and discourses that emerged with the Kangan Report. SHTs 

promote the issue of access and equity, the recognition of difference and TAPE's social 

role in assisting the disadvantaged in their discourses. They also demonstrate a continuing 

commitment to individual student needs and adult education and thus suggest that SHTs 

continue to construct TAPE's educational provision using the liberal educational 

discourses of Kangan. 

Senior head teachers and the qualities and values of TAFE teachers 

Finally, when discussing the qualities and values needed by TAFE teachers SHTs 

appeared to reflect the position of both college directors and teachers. Some suggested 

that teachers needed to market and promote courses in T AFE: 

Teachers need a certain degree of marketing skills, they need to go out and 

promote courses, the entrepreneurial thing (SHT 1) 

Teachers need to portray an image that TAFE has got something to offer, quality 

and standards. We provide a service, customer recruitment service. Teachers need 

customer service skills. This is an important attitude now. (SHT 2) 

SHTs also focused on the need for teachers to focus on quality issues: 

They need to have an understanding of quality controls, and that it reflects in their 

attitude, reflects in their teaching. They should be focusing on producing a quality 

product. (SHT 4) 

However, the most commonly nominated qualities of TAFE teachers were similar to 

those mentioned by teachers: 
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Honesty is a big value in the work because you must be honest with students you 

must be very honest in the way you deal with students. You must have empathy 

for situations, you don't need to agree with their position but you must 

understand their situation. You must be non-judgemental. (SHT 3) 

Honesty and integrity, honesty as far as the information that is given to the 

students, honesty in as much as that if they indicate that they are going to do 

something they do it. (SHT 5) 

Teachers have to be very caring and sincere people. You're dealing with peoples' 

lives who look up to you as a teachers for many things such as guidance, their 

education obviously, support and in some cases just someone to talk to. You have 

to maintain a certain amount of confidentiality and if that is not maintained your 

credibility is lost and you will find that the students will just lose respect for you 

straight away. (SHT 6) 

Students are very quick to find out who you are. Teachers should treat students in 

the same way as they would like to be treated. If you treat students with respect 

you will get the same back. (SHT 2) 

These comments clearly demonstrate that SHTs in their discourses continue to place 

students at the centre of teachers' work and despite the changes that have occurred still 

maintain an allegiance to ideas of individual student need, respect and access and equity in 

TAFE. 

6.6 Interpreting the interview data 

It appears that the discourses of new vocationalism and economic rationalism, in different 

ways and in different areas of T AFE, are now very much part of the 'meaning making' 

practices of people working in the organisation. The transcripts of interview contain 

many of the discursive markers that distinguish these discourses in 'educational talk'. 

However, the power of these discourses, appears partial and ambiguous, often dependent 

on the position of the speaker within the organisation. 

College directors, when asked the interview questions, responded by constructing an 

institutional reality using the discursive markers of economic rationalism. The language of 
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competition, entrepreneurialism, income generation, efficiency, profit, customers and the 

market structured much of their talk. While reduced funding was also central to college 

directors' organisational talk they constructed reduced funding within a discourse of 

inevitability. College directors therefore saw it as an organisational problem that could be 

solved through the application of better management strategies and an increase in the 

efforts of all staff. 

The discourses of new vocationalism were less prominent in college directors' talk. Indeed 

when they did speak of the policies of new vocationalism, it was generally couched in 

terms that suggested that these policies would enhance the marketability of T AFE 

programs in industry. Flexible delivery, closer links with industry and the greater 

involvement of young people in vocational courses were all spoken about, not so much in 

terms of educational innovation or merit but rather in terms of their impact on 

'marketability', 'customer focus' and greater efforts of TAFE staff. Finally, college 

directors also made direct connections between the need for greater efforts by staff with 

talk of staff redundancies. 

By way of contrast, the teachers interviewed continued to construct their work and the 

institution ofT AFE largely through the language of liberal education. They maintained an 

allegiance to the ideas of publicly funded education and adult education, the needs of 

individual students and the principles of educational access and equity in their 

organisational talk. They were generally silent about the new 'competitive' training 

market and appeared to have absorbed little of the language of economic rationalism in 

their representation of their contemporary work. This could also be said in regard to the 

values and qualities that they suggested were important for T AFE teachers. Their 

responses, mirrored those of their colleagues, reported in the previous chapter, and bore 

little relation to the qualities and values that college directors saw as central to the identity 

ofT AFE teachers in the contemporary reform environment. 

T AFE teachers, however, adopted the discourses of new vocationalism, in their 

institutional talk, much more readily. They commonly constructed their contemporary 

teaching practices using the discursive markers found within these discourses. Modules, 

competency, the recognition of prior learning, industry need, keeping up-to-date, 

vocational relevance, flexibility, outcomes and accountability all formed part of the 

discursive world constructed by TAFE teachers. For the most part these changes were 

embedded within an educational discourse that privileged the individual and social benefits 
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of learning over industry or national economic benefit and used the language of liberal 

education. This being in stark contrast to the language used by college directors. 

In some senses, the talk of senior head teachers reveals a more ambiguous position than 

that presented by either TAFE teachers or college directors. The transcripts of interviews 

suggest, for example, that these middle managers construct an institutional reality much 

more in keeping with that constructed by teachers. They characterise the new economic 

rationalist policies of government as creating a crisis of resourcing for the institution and 

appear to regard organisational restructuring as either irrelevant to the 'real business' of 

T AFE or as a process that has undermined teacher morale and commitment. Generally, 

they are silent about the new competitive training market in vocational education and 

training and references to the need for income generation are conspicuous by their absence 

in the talk of senior head teachers. When speaking of the policies and practices of the new 

vocationalism, senior head teachers highlight the same issues as teachers. They point to 

the importance of flexibility, vocational relevance, the needs of industry and keeping up

to-date but highlight the financial constraints that limit the capacity of the organisation to 

implement these changes. 

However, senior head teachers, like college directors, foreground the current threat to 

teachers' jobs in their organisational talk. They speak of the need for teachers to work 

outside of the college and 'in industry'. They speak of changes to teachers' work. They 

suggest teacher qualities and values that are more aligned to the 'commercialisation' 

discourses of college directors and in some cases construct students as 'customers', 

teachers as marketers and courses as 'products'. 

It seems from this that the talk of senior head teachers is a discourse that in some ways 

reflects the ambiguous position of senior head teachers in the organisation. They are, and 

at the same time are not, both teachers and managers in the institution of T AFE. Their 

institutional talk is one that reflects this ambiguity. 
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Chapter Seven 

Kate's story- phase three 

7.1 Introduction 

The responses of the teachers and managers, reported in the previous chapters, are 

important in this study, because they provide evidence that the current policies and 

discourses of vocational education and training are changing T AFE teachers' 

understandings of their occupational identity and the identity of their educational 

institution. The insertion of these contemporary discourses in education has created new 

tensions and ambiguities in the educational project not least because they challenge the 

humanist discourses that previously dominated the construction of both the institutional 

identity of TAFE and the occupational identity of its teachers. However, while 

recognizing that for teachers work represents a major discursive site where they 

continually re-construct their occupational identity, there are also significant dangers in 

over emphasizing its importance in the process of self-formation. 

As is argued in Chapter Two, T AFE teacher identity is conceptualized, in this study, as a 

multiple construct always in formation. This study takes a processual view of identity 

construction and foregrounds the power of discourses to create particular ways of being 

in the world. A discursive interpretation of self-formation therefore not only suggests that 

T AFE teachers' identities are constituted by individual identification with an educational 

institution and with a set of shared occupational knowledges and values, but are also 

constituted through the multiple, personal and social discourses in which teachers interact 

in their life-world. Work is only one discursive site among many. Teachers exist in 

multiple discourses, all of which clamour for attention in the process of self-formation. 

By privileging the work site as a locus for self-formation there is always the potential for 

this to silence or marginalise other discursive sites which all play their part in the 

construction of identity. Indeed, by focusing on TAFE teachers' identities, this 
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institutional naming, not only implies that T AFE teachers are different in some way from 

other groups of teachers but perhaps more importantly, that the identity formation 

processes that construct identity are predominantly connected to the specific educational 

sites in which they work. 

The problem of institutional naming is also compounded because it constructs individual 

T AFE teachers as a general category, thus obliterating difference by the categorical 

assertion of sameness. Differences of gender, ethnicity, personal history, sexual 

orientation, political stance, personal values, social grouping, work experience and cultural 

background are, therefore, all subsumed under the unitary title T AFE teacher. Yet the 

discursive assertion of difference is deeply implicated in the construction of individual 

identity. 

The methodological approaches used in Chapters Five and Six, are unable to surface these 

multiple and personal discourses of difference, indeed these approaches resist attempts 

by respondents to insert them within the data. The multiplicity and diversity inherent in 

researching these discursive sites of self-formation violate the principles of 

generalisability that are deployed in the methodological approaches that focus on 

examining the occupational identity ofT AFE teachers. The rationale for this resistance is 

based on the need to draw generalisable conclusions from the data that are then used to 

construct a 'generalized' TAFE teacher or manager as an abstract and disembodied 

category. 

The personal discourses that play themselves out in the formation of individual identity, 

within this methodological frame, are regarded as too diverse and idiosyncratic to 

incorporate into an analytic frame that looks to pattern construction as the primary 

interpretative process. Therefore, while personal responses are recorded in Chapters Five 

and Six, they are placed within response categories that remain outside of the generalisable 

conclusions that emerge from the analysis of the identity formation processes occurring at 

work. 

In order to counter the tendency to generalisability and the misleading privileging of some 

discursive practices over others in the process of self-formation, this chapter reports the 

results of a different methodological approach that is used to investigate the formation of 

T AFE teacher identity. It does not seek to make any generalisable conclusions regarding 

the identity construction process of TAFE teachers. Rather, it seeks to examine how the 
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personal discourses of one individual working as a teacher in NSW T AFE, interact, 

compete and align themselves with each other and with the broader social, economic and 

institutional discourses that are all involved in the process of self-formation. 

The findings, reported in this chapter, are based on an analysis of conversations and 

meetings held over a nine-month period, with Kate, a teacher of social welfare in NSW 

T AFE. This phase of the study focuses on analyzing the personal, local and specific 

discourses that jostle for a place in Kate's construction of her self. And it suggests that 

these discursive practices point to a more complex and contingent process of identity 

formation than the one that emerged in the previous chapters. 

Meetings with Kate generally occurred on a weekly basis and were, for the most part, 

unstructured. In the initial conversations, talk often began with a general question about 

teaching or Kate's occupational history. However Kate's active involvement in the project 

soon became clear when she began to use these meetings as occasions where she could talk 

through issues that she brought with her to the meetings. On some occasions the meeting 

occurred after a particular class had been observed by the researcher and this also 

stimulated a much broader discussion about how Kate conceptualized her identity as a 

teacher. 

In order to provide some background to the reader, the following brief biography of Kate 

has been constructed from the material that emerged in the conversations. 

7.2 A brief biography 

Kate was born in country NSW and grew up with three brothers in what she describes as 

'a very male-dominated family on the farm.' She went to a catholic school in the country 

and remained at the same school from kindergarten through to year 9. She remembers with 

affection a number of her teachers, particularly a teacher she had for the first three years 

of schooling. However, she also commented that: 

There were a lot of nuns around who wanted to be nuns, not necessarily teachers. 

While her memories of school are generally positive, she also recalls a number of negative 

experiences with teachers. In particular she remembers a teacher in years 4 and 5 who she 
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described as 'abysmal'. In year 9 her school became co-ed, merging with the nearby boys 

catholic school. She recalls that this 'wasn't a major drama for me' because she grew up 

with three brothers. However, she also remembers that some of the Christian Brothers 

teachers at the school were not teachers that she either liked or respected. 

Teachers she did like in her school days were those that treated her and her classmates 

'with respect' and 'fairness'. She describes an incident where she became very upset by the 

victimization of one girl in her class by a particular teacher. Kate describes herself as even 

then having: 

...... an almost genetic sense of justice which was always there and so if I saw the 

teacher's actions as being just that was OK, but if I saw there was injustice there 

then that sort of indicated to me a lack of respect. 

Her favourite subjects in school were English and the humanities, while she 'coped' with 

science and didn't like maths. Her reasons for this bias towards humanities being based on 

her observation that the humanities 'were about expanding your knowledge' while maths 

and science were about being right or wrong: 

If you had to get the right answer then that always bothered me because I thought 

well surely there has got to be other ways of looking at it. 

Kate regarded herself as a 'high flyer' at school doing extremely well academically and 

indicates that this was 'very much generated by my family'. 

First was good; second was, well, you could have done a little bit better, like 

coming first. 

She was popular at school, but remembers at one stage being 'sick of being smart' wanting 

to be more like her classmates. She came fourth that year, much to the dismay of her 

parents. 

At the end of Year 9 Kate went to a sixth form catholic college, as a boarder, and felt 

much in the minority because out of a class of one hundred and twenty there were only 

twenty boarders. She felt quite isolated from the day students because of the many 

restrictions imposed on boarders. However she thought that her academic success might 

173 



I ,:! 

'.j 

' 

! 

well have been partly to do with these restrictions as they resulted in her taking on 'a huge 

workload' at school and graduating in the top fifty in the State. 

By this time Kate determined that she wanted to be a social worker, music teacher or 

physiotherapist and after her results came through was in the position to pursue any of 

these careers at university. However, she declined all the offers, because of family 

pressure. At the time her older brother was at university and her parents were 

particularly worried about what the university experience was doing to him. Her brother 

had become a 'bit of a radical'. 

I knew my parents were really anxious about me going to uni because I might end 

up like that, so I bowed to their pressure and looked for a safe thing to do so that 

they wouldn't have to worry. There were also three kids behind me still being 

educated. 

Kate decided that rather than go to university she would enroll in a 'safe' advanced 

secretarial course at a T AFE college in Sydney, while living with an aunt who lived close 

to the college. She completed this course and for the following five years worked in a 

variety of jobs. She was a secretary working for various companies, then worked for the 

director of a non-government social welfare organization and had various jobs with the 

catholic church, with local councils, ending up working for a small public relations agency. 

After five years Kate decided to enter university as a mature age student, enrolling in a 

BA program at a regional university in NSW. She focused on sociology and psychology in 

her degree with the initial intention of making her career in public relations, after 

graduating. Her experience of university was mixed, while enjoying some aspects of the 

course, particularly sociology, her most vivid recollection was that it was here that she 

came to realise that to do really well in the university course you had to: 

write what the lecturers wanted to hear, ifyou did that you did really well, if you 

didn't do that you didn't do so well. 

Kate summarizes her university experience as ingraining a sense of conservatism, while at 

the same time increasing her commitment to social justice and social action: 
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I suppose that is why I'm such a mismatch, because I'm so inculcated with 

conservative ideas, but then through my learning and my work I saw that it didn't 

fit. 

On completing her degree she returned to the country town close to the family home and 

became the sole community worker responsible for setting up a government funded 

project to support unemployed young people in the local area. She put the success of this 

program down to her hard work but also because she was the 'local girl made good': 

I got a lot of resources out of that town because of my family's connections and I 

also got much quicker acceptance of the project. I mean this is a pretty 

conservative national party town. 

Kate was by this time married and expecting a baby and after eighteen months felt 'burnt 

out' as the community support worker. She therefore changed jobs becoming coordinator 

of Home Care in the area, a position that was soon up-graded to Branch Manager, turning 

it into an administrative position. 

Kate and her husband then moved out of the area, and soon after the move she became 

coordinator of the local community centre. As coordinator, Kate became involved with 

the Samaritans and got a job as parish community worker with that organization. She held 

this position for three years. She then made another career move by getting a job as a 

social worker in the local hospital, a position that she loved because, as she put it, she 

'had always wanted to be a social worker'. It was at this stage that Kate decided to 

upgrade her qualifications, enrolling in a new Bachelor of Social Work offered by the local 

university. However, after 12 months of study, she concluded that 'this was the pits' and 

decided to leave both the course and the social work job. She then got a job as coordinator 

of the meals-on-wheels program in the area and worked there for 12 months.23 

Kate then got a job as the Information Referral Worker with the Samaritans and soon 

became involved in tendering for a Federally funded research project to identity the 

regional needs of young people. Kate realized that, if successful in getting this project, the 

23 From our conversations it was clear that this was a particularly difficult period in her personal life. The 
job she took was not demanding, but this was important because of the personal difficulties that she was 
facing at the time. Kate mentioned her husband on only a few occasions. Kate told me that they had 
divorced. However this was something she obviously did not want to discuss and I respected her wishes. 
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job would involve substantial travel and a greater workload. This presented a number of 

difficulties because of her recent divorce, and the fact that she was now a single parent 

with two children aged 8 and 10. She realized that she would face considerable difficulties 

in balancing the needs of her children with the demands of the project. This dilemma was 

eased somewhat because she had also applied for a full time teaching position in her local 

T AFE college in social welfare. As it turned out she was successful in getting the tender 

and in being offered a full time teaching position in T AFE. While regretting not being able 

to be in the project, she now believes that she made the right decision. As Kate puts it: 

It was a hard choice but it was the obvious choice, and it wasn't based on thinking 

I've got to take this job, but that this is going to be great - I love it. 

The conversations from which this brief biography was constructed reveal an individual 

with a unique personal history. Kate's decision to become a teacher and the sort of teacher 

she has become is constructed through a complex and interconnected set of discourses 

that reveal some of the personal meaning making practices that Kate draws on in the 

process of self-formation. Kate's life experiences including issues of gender, family life, 

educational and work experience, personal and interpersonal relations, all form a complex 

web of discursive sites that construct Kate's understanding of herself. Kate's identity as 

woman, mother, sister, community worker, student, and teacher all exist simultaneously 

and these identities are all the products of different, albeit interrelated, sets of discourses. 

Kate's identity as teacher, therefore, cannot be seen as involving only the dominant 

institutional, social and policy discourses that currently inhabit the discursive sites of 

education or indeed the professional identity that has been forged through the interactions 

with her peers at work. But it is also an outcome of the juxtapositioning of all of the 

discourses that are involved in constructing these 'different kinds of people' in the one 

person. 

In the following sections the conversations with Kate are analysed in order to develop a 

richer description of the ways in which the multiple discourses, involved in the 

construction of identity, interact at the local and personal sites of discursive practice. It 

begins by focusing the analysis on conversations concerning the new policies and 

discourses of vocational education and training and the interpretations that Kate uses in 

terms of their impact on her occupational role. The outcomes of this analysis are then 

compared to those that emerged in the previous chapters. 
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7.3 Kate and new times 

Kate's interpretation ofthe new policies and discourses of government are in many ways 

very similar to those expressed by other T AFE teachers reported in the previous 

chapters. Kate, for example, nominates two major changes that she believes have had the 

most significant impact on her work as a teacher in T AFE and refers to them as 'the 

competency based training movement' and 'the move to privatisation': 

I have only been with T AFE for two and a half years but, I would say the 

competency based training movement and the privatisation of VET in that there is 

increasing pressure put on us to tender and to look at the issues of competition in 

training. 

Kate describes the impact of competency based training in terms of changes to her 

teaching, in particular changes in curriculum design and in the assessment process. At the 

time of our conversations a new competency based curriculum was about to be introduced 

and in some ways Kate viewed these changes quite positively. She thought that the 

changes forced social welfare teachers to think more carefully about 'What is a competent 

welfare worker?' and also suggested that the changes could lead to assessment processes 

that were 'more tightly connected to the objectives and outcomes of the curriculum'. 

However she also observed that many social welfare courses, in particular, practical 

courses such as counselling and project management had always been based on the 

principles of competency based training. She felt that CBT was not so 'scary' for her as it 

was for other teachers because the issues raised by CBT were covered in her recently 

completed teacher training course. 

Nevertheless, Kate was also critical of these changes pointing out that the top down 

imposition of these reforms, with scant regard for, or involvement with, the teachers who 

had to implement the changes, reflected a certain contempt that policy makers seemed to 

have for teachers working in TAFE. Perhaps more significantly, Kate also expressed a 

philosophical concern regarding CBT in that the notion implicit in CBT is that 

competence is somehow 'a black-white type way of seeing things', a position which views 

actions as being either 'right or wrong'. This view of practice she thought did not sit 

comfortably with her or with other social welfare practitioners. Furthermore, she 

177 



observed that this technical view of practice is regarded by many feminists in social 

welfare as yet another example of a 'patriarchal' mind set in education, that continues to 

be uncomfortable with ambiguity and more concerned with issues of control. 

Kate also regarded the policy moves to privatisation with a degree of scepticism 

particularly in terms of social welfare courses: 

I guess in Welfare we perhaps, sometimes arrogantly, see ourselves as different to 

everybody else and certainly in our teaching we're not into competition - we're 

into cooperation and collaboration. But administratively we're being pushed into 

this sort of competitive way of doing and looking at things. 

She suggests that this feeling is compounded in so far as it is difficult to identify exactly 

who the competition is likely to be in social welfare or who the fee-paying clients might 

be: 

There is no money to be made in social welfare courses, it is not like business or 

information technology that can make money, community based organizations just 

don't have the money to buy training. 

She also comments that the changes taking place in T AFE and the move to privatisation 

are based on an economically driven agenda that runs counter to her personally held 

commitment to public education: 

Being entrepreneurial and making money makes a joke of education in its broader 

sense; it undermines the importance of the public responsibility for education. 

Now decisions are made on the basis of dollars and cents as opposed to what is 

going to be the best for the people undertaking the courses. 

Her comments regarding the current state of the T AFE institution are also remarkably 

similar to the position of many teachers reported earlier: 

There is a whole sort of culture growing out of the organization, which wasn't 

there when I started with it, and that is the culture of uncertainty and I guess 

frustration and there are varying degrees of cynicism. I think everyone is sceptical 

of the changes that are now occurring. 
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In similar terms to the ones used by T AFE teachers in Chapters Five and Six, she argues 

that the new policies of government have resulted in a much greater workload for her as a 

teacher 'I can't believe how busy it is'. She also expresses considerable frustration 

concerning the lack of resources available to implement courses: 

We don't have our own teaching spaces in social welfare and our photocopying 

budget is always being cut. 

She also declares a degree of frustration with the organization because, while she is being 

asked to be more 'flexible' in teaching and learning approaches, organizational restrictions 

and lack of resources prevent the implementation of more flexibility in the programs, 

illustrating this point with a recent example: 

One of my tutorial groups can only meet together at 7.30 am, because of their 

work and family commitments, but it is impossible to get the rooms at the college 

open at that time so now we have to meet in a coffee shop nearby. 

Kate also commented on the rapid technological changes that she needed to keep up with. 

She cited, as an example, the new on-line Australian Bureau of Statistics web site which 

could now be a useful information source that she would be able to use in her classes as 

soon as she became more confident in using the new technology. 

A theme that Kate returned to, again and again, in her conversations was the need to 

constantly update her vocational knowledge and experience: 

I'm really scared that I will lose contact with the community sector. I think one of 

the main things I now offer students is that linking of theory to my practice and 

I'm really scared that I will lose the relevance and currency of my practical 

experience. 

And on another occasion she discussed a strategy that she hoped would lead to 

maintaining her involvement in community work: 

I'm thinking of doing some voluntary work at a youth refuge. Because when 

people turn up to a refuge they are in a crisis situation and I think the level of 

intensity in crisis situations means that if I spend eight hours there I'm probably 
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going to get maximum experience for those eight hours. This would be primarily to 

help my teaching, yeah, cause I'm just really scared about my credibility with the 

students; you know five years down the track and I haven't seen a client for five 

years. 

The importance of maintaining currency within her vocational area of expertise is a 

position that Kate shares with many other T AFE teachers. From her comments this 

commitment is based on the view that her legitimacy as a teacher, particularly in the eyes 

of her students, is dependent on her ability: 

.... to bring 'live' examples and practical case studies to the classroom in order to 

demonstrate through real examples the relationship between theory and practice. 

During our conversations Kate also highlighted what she thought were important values 

that T AFE teachers should bring with them to their teaching. She expressed the view that 

teachers in T AFE should have a commitment to adult education which she explained 

meant, a recognition of experience, the right to self-direction, mutual respect and a 

recognition of the complexities for adults in undertaking educational programs: 

Often the women in our programs, who are on their own, are raising kids or else 

are having complications with adult children hassles, or grandchildren or things like 

that, tend to get distracted a lot and have difficulties in meeting the work 

requirements of the course. 

Drawing on her own experiences as a student both at school and university she also 

stressed on a number of occasions that she thought that it was crucial for teachers to 

exercise honesty, integrity and fairness in their relationships with students. 

These conversations with Kate are in some ways unremarkable in that they generally re

state many of the views expressed by other T AFE teachers concerning the contemporary 

institution ofT AFE and the changing nature of teaching. However, they also surfaced, in 

much richer detail, how Kate's personal identity as a T AFE teacher is constructed as 

much by the personal discourses that mark Kate's understanding of herself as it is by the 

policies and discourses of government. Her memories of her education, her work in the 

community sector, her experience of adult education, her views on the values needed to 
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work in social welfare, her family relationships and her gender have all, in one way or 

another, had a powerful influence on her self-formation. 

7.4 Personal discourses of teaching 

Kate began her teaching career in T AFE as a part time teacher, teaching one subject in 

social welfare. But, by her account, teaching was by no means a career that she had 

thought much about. In fact she only started to do some part time teaching in T AFE 

because, at the time, 'I wanted to supplement my income'. On many occasions when Kate 

was talking about teachers she acknowledged that though she remembers a number of her 

teachers with affection, overall her views on teachers were by no means flattering: 

I guess I've been somewhat cynical about teachers, certainly in tertiary education, 

so I think that's part of my hesitation. My experience of tertiary education has 

been teachers who sit in their ivory towers and know lots of things but when it 

comes to implementation aren't so strong. And I guess that's my concern. I'll end 

up like the teachers I've been most cynical about. 

On another occasion, when discussing her experience when doing her Bachelor of Arts 

degree she remarked that the most significant thing it taught her was: 

that if you wrote what the lecturers wanted to hear, then you'd do really well, and 

if you didn't then you wouldn't do so well. 

She singled out only one teacher at university who she thought actually encouraged 

critical thinking and oppositional discussions with students in her classes. 

Kate's memories of her schoolteachers were also mixed, she recalled a number of teachers 

that she liked but remembered others with little enthusiasm. 

In Year 4 and 5 I had the same teacher for two years and she was just abysmal, I 

mean she was just horrible. She used to drill us in everything. I can remember the 

first thing we would do each morning when we went into class was to stand for 10 

minutes and recite tables, even when we learnt a song we would learn it by drill. 
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In high school Kate recalls a Christian Brothers teacher with this same view of learning: 

'Don't ask questions do as I say', 'you have got to get it right', that sort of stuff, 

and he actually called my parents because I asked too many questions that would 

bounce off him. 

Teachers that did earn Kate's respect were those that seemed to have a degree of open

mindedness and demonstrated, by their actions, 'respect for students' treating each 

student with 'dignity' and Kate believes that these were the teachers that continue to 

influence her own view of teaching: 

I'm doing it now (respecting students), there was respect there for each child and I 

see that as a theme right through my education where teacher's behaviour indicated 

a level of respect for students. 

However, during a discussion about her initial choice of career she said that, at the time, 

her view of teaching was simple: 'Who'd be a teacher- I can't imagine anything worse than 

being a teacher'. So for most of her career in the community sector she had no thoughts of 

teaching. 

When asked when she first considered teaching, she responded by recalling a particular 

occasion when she was working as a parish community worker. Kate remembers someone 

commenting that, in her work, she must do a lot of teaching and she recollects that she 

was quite put out: 

'Oh no! I don't teach! I'm a trainer- Oh I've never been a teacher! But that sort of 

started me thinking Oh! I've been teaching adults and it works OK. 

On reflection she now thinks that in her career, in community work, she often worked 

with groups to assist them set up projects and organize events and now considers that 

what she was doing then was being a 'facilitator', a word she closely associates with adult 

education: 

I've done a heap of work with groups - training groups, and yeah working with 

groups. I think that's when (adult education) really took shape in my head. I'd 

done some training with X and Y and they were just totally committed to adult 
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learning, self-directed learning and facilitation especially. And so I experienced that 

process. We ran a week-long workshop together, you know, as eo-workers- and 

that was back in 1980 something. And they were just so committed to it and so I 

spent a lot of time talking to them about it and their rationale for it and I did a 

heap of reading about it. So I think then when I started doing more training work 

with groups I had that in my head. 

She now considers her experiences in community welfare, as being extremely useful in 

terms of the adult learning focus that she believes is central to her identification with 

T AFE teaching. 

The conversations with Kate also revealed a sense of deep ambiguity between her 

identification with social welfare practice and T AFE teaching. An ambiguity that she 

expressed in many different ways throughout our conversations. 

When asked if she now thought of herself as a community welfare practitioner or a 

teacher, her response was: 

I'd have to say teacher and the reason I hesitate is because I'd rather be a 

practitioner. There is my dilemma; the main thing I bring to my teaching is my 

experience as a practitioner, that is the main asset that I see TAFE has. They have 

experienced practitioners as teachers, however now my primary concern is how am 

I doing as a teacher, I guess that means that now I'm more of a teacher. But it's 

interesting I've only just started saying that to people, before I would say 'Oh I 

teach welfare at T AFE', whereas now when people ask me I say 'I am a T AFE 

teacher' so I'm less concerned with making the link. 

On other occasions, however, Kate expressed a great deal of enthusiasm for teaching: 

I love teaching, I just love it, because it is like doing the same sort of thing with 

those groups in community projects, they were all adults who had a purpose and 

facilitating, is not like just standing up the front giving them knowledge and skills. 

People who sit in the classroom also have incredible levels of multi-skills and 

abilities and all sorts of things, and I think quite often that I learn as much as they 

do! And so, you know, sort of that fellow traveller thing, where 'We're in this 

together, we can work through it together, we've got our goals made out so let's 
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work out how we can best achieve them.' And I think that's part of my personal 

style 

This ambiguous position concerning her identity as a community welfare practitioner and 

her identity as a T AFE teacher and her attempts to resolve this ambiguity was a 

continuing source of tension for her. Kate laid great emphasis on her credentials as a 

community welfare practitioner because it gave her legitimacy as a teacher. Yet, at the 

same time, she constructs herself as a teacher in terms of not being part of the 'real world': 

I mean here we are sitting in academia and you know, we had one of the part time 

teachers came in the other day and I said 'Oh how's life in the real world?' So I 

think it's important for them (her students) to know that I've been in the real 

world and that this really happens, and I find myself saying to them 'This is really 

happening- these are the sort of issues you have to deal with'. But you know, it's 

the REAL WORLD! It's tough! There's a lot of work to do. There are deadlines to 

meet, certainly in Community Work. And I have said that to them, that 'This is it! 

you know,' ... there are competing interests, there are lots of demands, there is a lot 

to produce, there is a deadline to meet, and it's damned hard work. 

Commentary 

In these conversations Kate constructs her identity as a T AFE teacher in particular ways. 

She points to the importance of adult education in her teaching and links this to her 

previous work as a facilitator in the community welfare sector. She also constructs the 

T AFE teacher as different from other teachers in public education. Kate doesn't identify 

with schoolteachers: 

I couldn't teach in schools! No way would I teach in schools - too hard! Trying to 

keep dragging students into some enthusiasm for their subject, and it's something I 

hear school teachers talking about, would be soul destroying. It would be too hard 

to maintain my levels of enthusiasm when I was teaching a bunch of people who 

thought the whole thing was pretty irrelevant. 

She also distinguishes T AFE teachers from university lecturers, using the discourses of 

relevance and practical industry experience as important differences: 
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I mean, I remember a psychology lecturer I had at university who was lecturing on 

abnormal aspects of psychology, and he never even laid eyes on a schizophrenic; 

and I mean I just thought at the time really! Surely he could have at least met one! 

or a person with schizophrenia I should say. So, yeah, that's my fear that I'll end 

up looking like that person did. 

Kate's discursive construction of T AFE teachers therefore involves positing them as 

experts in a particular occupational area, who teach students course content that is 

directly tied to their career aspirations. The motivation of students in T AFE is high 

because of the relevance of the content of T AFE courses and because T AFE courses 

focus on practical knowledge that can be applied directly in the workplace. As Kate puts 

it: 

T AFE pays me for my practical knowledge and skills gained through my work 

experience. Students in our courses aren't interested in theory, but want to know if 

it works in practice. I always have to make this connection and use real case 

studies and examples to illustrate what I mean. 

By emphasizing the practical over the theoretical; applied knowledge over academic 

knowledge; experiential knowledge over disciplinary knowledge; androgogy over 

pedagogy and the workplace over the classroom in the learning process, Kate constructs 

the identity of the T AFE teacher through assertions of difference. Differences that she 

regards as distinguishing the T AFE teacher from the other teachers in public education. 

The discursive practices employed by Kate to construct this different teaching identity 

are, in many ways, congruent with the institutional and policy discourses that have been 

used to construct the identity of TAFE and the identity of its teachers. For well over one 

hundred years staff working in Technical Education in NSW have laid claim to the title 

teacher. However, for most of this period, this title was not based on any claim to 

specialised educational knowledge or the completion of specialised professional training 

courses. Indeed only informal short courses were offered to T AFE teachers and by the 

1960's there were still only short non-award courses available for technical teachers in 

NSW, Victoria, Western Australia and South Australia (Chappell, Gonczi & Hager 1994: 

183). 
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Therefore, historically, technical teachers were defmed not so much by any claim to 

formal educational knowledge but more through a claim to specialized vocational 

knowledge and skills gained through experience and expertise in particular industries and 

occupations. What distinguished them from other experts in their vocational field was that 

they passed on this specialized vocational knowledge and skills, to others, in an 

educational institution, away from the workplace. 

Unlike schoolteachers, technical teachers laid no claim over the disciplinary knowledge of 

the academy and for most of this century had no claim to any formal knowledge of 

education to legitimize the use of the term teacher. As was suggested in Chapter Three, 

Technical Education has been characterized by many educationalists outside of it as a 

narrow training endeavour quite distinct from mainstream education. The status that 

technical teachers did have therefore was derived solely from the recognition of their 

specialized vocational expertise and their close connection with the practical world of 

work. This position in many ways is congruent with Kate's view of T AFE teacher 

identity and with the views expressed by other teachers in earlier chapters. 

However, by 1974, the policies of government (ACOTAFE 1974) made a significant 

discursive shift in its construction of TAFE24• These policies emphasized T AFE's 

primary role as an educational institution rather than a training institution. This discursive 

shift constructed T AFE as an institution with a much broader social and educational role, 

while still retaining its traditional role in providing industry with suitably skilled and 

qualified workers. (ACOTAFE 1974: 6-7) 

The increased focus on education within these discourses, led the institution of T AFE to 

increase its emphasis on the educational knowledge and skills of its teachers and there was 

a slow but sustained upgrading of teacher training for full-time T AFE teachers. This 

culminated in 1991 with the introduction of degree level vocational teacher training 

programs (Chappell et. al. 1994:183-186). These programs were generally in-service 

training courses, with participants undertaking training concurrently with their teaching. 

They were also located within Faculties of Education indicating that full-time T AFE 

teachers were now recognized as having equivalent status to teachers in schools. 

24 The Kangan Report was heavily influenced by the principles established in the landmark UNESCO 
report (Learning to Be: The World of Education Today and Tommorrow, 1972)- the right of all people 
to education and lifelong learning. This report fore grounded the importance of the individual and the need 
for life-long learning, second chance education and the social and educational role of vocational education. 

186 



t 

• 

The K.angan Report also placed a great deal of emphasis on the issues of second chance 

education, re-training and life-long learning as well as the need for T AFE to have well 

trained and effective teachers (ACOTAFE 1974: 3-21). Therefore teacher training 

programs were developed for T AFE teachers and these laid a great deal of emphasis on 

adult learning theory in their philosophy and rationale. Educational qualifications now 

joined vocational expertise as the defining characteristics ofT AFE teachers and today all 

full time TAFE teachers, appointed in NSW, must already have such a qualification or be 

prepared to undertake a university teacher training program in the first years of their 

teaching career. Their employer sponsors these programs in NSW. 

Kate found her recently completed Graduate Diploma in Vocational Education and 

Training useful because she says this experience: 

provided me with the theory that justified the approach to adult learning that I 

have always been most comfortable with. The emphasis on critical reflection in 

practice is one that I think is important for being a teacher and a community 

welfare worker and this course legitimized me using this approach in my work. 

Kate's personal discourses about T AFE teaching, with their emphasis on practice, 

vocational expertise and adult education can therefore be seen as being congruent with the 

historical discourses that have been used to construct TAFE's institutional identity and 

the identity of its teachers. 

However, by foregrounding both vocational expertise, gained outside of education, and 

educational expertise gained within the academy, these discourses also create ongoing 

tensions in Kate's discursive construction of identity. The legitimacy given to her in 

T AFE, she believes, derives from her status as expert practitioner in social welfare rather 

than her identity as teacher. Kate's expression of fear about losing her connection with the 

field of social welfare is therefore also tied to a fear of losing her status as TAFE teacher. 

Unlike teachers in schools and universities, Kate's legitimacy as teacher is not tied to 

claims over particular bodies of disciplinary knowledge, but is derived from her status as 

expert practitioner. Therefore, maintenance of her status relies on continuing to be an 

expert in the constantly changing environment of social welfare practice. Her insistence 

that as a TAFE teacher she needs to constantly update her vocational knowledge and 

skills reflects her desire to maintain her legitimacy in the educational institution and in the 

187 



! 

• 

classroom. Her ambiguity about whether she sees herself as a practitioner in the field of 

social welfare or a teacher in the field of adult vocational education is an outcome of the 

clash of these discourses. The discourses of relevant practice intersect with the discourses 

of professional educator, creating unresolved tensions in Kate's understanding of who she 

is in education. 

The highlighting of workplace relevance, practice and experience within Kate's personal 

discourses also resonates with a number of the discourses of new vocationalism. Thereby 

reinforcing the power of these discourses in the life-world of T AFE teachers as shown in 

the previous chapters. Policy discourses that speak of closer connections between 

education and work, the importance of relevance, and continuing updating of skills are 

powerful discourses for T AFE teachers. Because the personal meaning making practices 

that they deploy in the process of self-formation are constituted, at least in part, by their 

claims to workplace expertise, relevance and the 'real world' of work. 

Kate, for example, when asked how she could improve one of her courses argues that she 

would love to work with her students out in 'the real world': 

I'd love to work with them in Community Centres and, you know, get them doing 

a Community Development project, and, yeah just see what it's like out there. 

Because I don't think they understand the interpersonal stuff well enough in the 

whole scheme of things. And I don't think they understand how significantly their 

ideologies can impact on people out there. Whereas if, I mean, to me it would be 

just be bliss to have them for say four or six weeks and work with them in a real 

hot house situation. I mean I know it would be intense, but I think they'd learn 

things more. 

So Kate's personal meaning making practices are consistent with those discourses of new 

vocationalism that privilege the workplace rather than the classroom as the primary site 

for learning. However, this alignment falls far short of an endorsement. When asked if she 

thought that community workers could be trained entirely on-the-job her response was: 

I don't think that's possible. I mean I think they could but only for general run of 

the mill stuff. I mean there are a lot of untrained practitioners out there, doing 

quite reasonable jobs when things are just sort of normal, but when things get 
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more difficult I don't think they have the analytical and reflective skills to embrace 

something that is quite different. They meet the crisis rather than being proactive. 

She maintains that there are advantages for students, undertaking their training at some 

distance from the workplace: 

Our students come to us with various perspectives and particular ways of seeing 

things and with particular ideologies. Working here gives then more of an 

opportunity to evaluate and sometimes change their positions. When they are in 

the workplace they are too busy just surviving and there are practical ideological 

forces on them in the workplace that aren't as strong in an educational institution. 

So someone comes in with a very conservative approach and has the freedom here 

to look at other ideologies. They may or may not agree, but if they are in the 

workplace working for a conservative organisation they will not be exposed to 

other ideologies and the same can be said for those working in radical 

organisations. 

Kate's position is that students in community welfare should be in training programs that 

are split between the workplace and the college. This provides practitioners with hands 

on experience of working in the field while at the same time giving them critical distance 

that assists them in becoming 'self-conscious' practitioners: 

Good community welfare practitioners are self-conscious. They are fully aware of 

what they are doing. I think much more harm can be done by an unself-conscious 

worker than a self-conscious one. I think very strongly about this. If they are 

doing things and they're not thinking about it, when they are not aware of what 

they are doing it is then really scary stuff for clients. 

Kate therefore is unconvinced by discourses of workplace learning that see no place for 

educational institutions in learning for work. She believes that the workplace cannot 

provide learners with opportunities to fully experience the diversity of organisational 

cultures and practices that are found within the working world of social welfare. 

Kate's personal discourses construct the identity of the TAFE teacher as one that gains 

legitimacy through its connection with the world of work. However, the emphasis placed 

on the T AFE teacher as vocational expert also problematises the educational identity of 
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the TAFE teacher. Kate's identity as teacher is constructed through Kate's identity as 

vocational expert, yet this identity comes under challenge because Kate's identity as 

teacher only comes into existence through working in the educational institution ofT AFE. 

The emergence of teacher identity is therefore in some senses dependent on the weakening 

of the identity of vocational expert constructed in 'the real world of work': 

It has taken me a while to accept the fact that I am no longer a practitioner. I 

experienced a significant feeling of loss because I had left the field and it was really 

hard to let go of that. To turn around and lose all that was very difficult for me 

personally. 

From this it can be inferred that personal discourses that speak of maintaining and 

updating vocational expertise can be seen as an attempt to resolve the conflict between 

educational identity and workplace identity. The discourses of new vocationalism are 

powerful discourses for T AFE teachers, because they speak of the importance of the 

workplace in vocational education, a position that has traditionally been used by the 

T AFE institution and T AFE teachers themselves in the construction of identity. Kate, 

however remains unconvinced by discourses that down play the role of formal education 

in vocational learning. She argues that educational institutions provide students with the 

critical distance that they need in order to develop the skills of critical analysis and 

reflection; skills that Kate regards as essential for competent practice in community 

welfare. 

The discourses of economic rationalism have less resonance in Kate's construction of 

identity. Indeed in some senses these discourses violate the discursive practices that Kate 

uses to construct her identity as both social welfare practitioner and T AFE teacher. 

Issues of competition, profit and the market sit uncomfortably with Kate's understanding 

of the purpose of both social welfare and public education: 

The current political climate is pretty depressing, public services such as social 

welfare and education will be asked to do more with fewer people. The emphasis 

on individualism means that once again the dominant view will be that people who 

are disadvantaged are disadvantaged because it's their own fault. So I think we are 

all going to be screwed harder. I guess in Welfare we perhaps, sometimes 

arrogantly, see ourselves as different to everybody else and certainly in our 

teaching we're not into competition - we're into cooperation and collaboration, but 
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administratively we're being pushed into this sort of competitive way of doing and 

looking at things. 

The personal discourses that construct Kate's identity interweave and intersect with the 

historical and contemporary discourses that are all involved in the meaning making 

practices used to construct the institutional identity of TAFE and the identity of its 

teachers. On occasions personal discourses and social and institutional discourses come 

into partial alignment while on other occasions they appear in opposition. Kate's 

understanding of herself as both practitioner and teacher is one such example, creating 

particular tensions and ambiguities, that are the result of the interplay of both personal 

discourses and historical and contemporary discourses that construct T AFE teacher 

identity. 

However, the personal discourses of teaching and social welfare practice are themselves 

also subject to another and arguably more powerful personal discourse that emerged in 

conversations with Kate. Issues of gender surfaced on many occasions and in different 

contexts in conversations with Kate and her understanding of both herself as teacher and 

practitioner are influenced by the discourses of gender. 

7.5 The discourses of gender 

The discourses of gender permeate Kate's construction of personal identity. When 

speaking of her childhood, her family, her previous career choices and her new career as a 

T AFE teacher, gender issues appear in various ways in Kate's production of personal 

meaning. However, in the beginning, conversations about gender were for the most part, 

couched in impersonal rather than personal terms and surfaced in more general discussions 

about the nature of social welfare. For example, when Kate was asked to describe the field 

of social welfare, she suggested that social welfare focused on the needs of disadvantaged 

people and then added that social welfare was a good example of a 'gendered' industry: 

There is approximately 70% females to 30% males in social welfare with the ratio 

of males increasing slowly. But generally the males go into management positions 

rather than in the field. 
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When asked why social welfare had such a big gender imbalance, her response was: 

because the work is often part time, poorly paid and is seen as a traditionally 

nurturing caring sort of role that women have been traditionally slotted into. Yeah! 

I think that is pretty clear to me. 

She gave as an example, her personal work history to illustrate the point, indicating that 

almost all of the nine social welfare jobs that she had worked in were part-time and that 

one of the reasons for applying for a teaching job was that: 

I needed to supplement my income because all those jobs I've talked about were 

part time and badly paid. 

She also pointed out that in the two social welfare classes that she now taught there were 

only three male students out of a total of thirty-eight. She also added that for the first 

time, the social welfare section in her college had one male teacher out of a total of eight. 

She noted that social welfare in TAFE was in many ways a microcosm of the industry at 

large. 

Gender issues also cropped up when Kate talked about the different types of 

organisations that made up the social welfare sector indicating that the sector had a wide 

spectrum of ideological and political differences: 

Social welfare basically focuses on people who are disadvantaged. It supports 

them in many different ways, from the practical, providing food, through to a lot 

of different types of support; working with homeless kids through to working 

with people with disabilities. There are ideological differences in the sector. I mean 

some people are very conservative and work from that basis while others are quite 

radical. Certainly I've seen that in areas where the types of groups are mainly 

women, solutions to welfare problems are worked out in truly radical ways. These 

groups are generally very socially active and I guess are structuralists in their 

approach. 

She later gave an example of the radical position when she described how many feminist 

practitioners in social welfare were opposed to the increasing tendency to 'volunteerism' 

in social welfare: 
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Practitioners, especially in more militant womens' areas like Womens' Refuges, 

argue that volunteerism is just another way of exploiting women who make up the 

vast majority of volunteers. 

Gender issues began to get personal in our conversations after Kate described a 

particularly difficult situation that she was having in one of her classes. It involved a male 

student in the group who Kate thought continually challenged her position as teacher in 

the class. These challenges involved questioning the decisions she made, making half

audible comments to others in the class, mimicking her statements, continually challenging 

her point of view and pointing out as many inconsistencies in her stated position as he 

could find. As Kate put it: 

There is this continuing battle going on, tensions between us so whenever 

something happens. I think Oh no! Not you again. I've had enough. 

Kate's view of the situation was that he was struggling in the course because he came from 

a fundamentalist Christian background and was having difficulties coming to terms with 

the different values that are represented in the group and in social welfare more generally. 

She thought that often he took up too much air time in the group and on some occasions 

she had to cut him off to let others have their say. She believes that these interventions 

seemed to exacerbate the situation. She had come to the conclusion that there was: 

A sort of power battle going on and because I used to work for a number of 

Christian agencies he thought at first that we had a lot in common and was later 

very disappointed. 

She also thought that he had a narrow and limited set of views concerning social welfare 

and refused to accept the diversity of approaches and values that constitute the field of 

social welfare. 

At one point in the conversation, when she talked of a 'sort of power battle' going on, I 

asked her if she thought that the problem might also involve a gender issue because she 

was a female teacher. Her response at the time was that it could be, but he was the only 

male student that she had any problems with and effectively dismissed the idea, so 

closing down this aspect of the conversation. 
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During a subsequent conversation the same student cropped up again in the conversation, 

this time in a different context. A female student was making a formal complaint of verbal 

vilification against him, on the grounds that he had verbally abused her because of her 

sexual orientation. Kate was very disturbed by this, feeling very angry for the obvious 

pain and anger that the female student was feeling, because: 

She had trusted us by telling us something very personal and he had abused that 

trust in the class. I am just furious he can be so closed minded and judgemental, 

after two years in social welfare that he can still adopt that position. 

During our fifth meeting, the issue of gender came up again in discussion and, for the first 

time, Kate identified herself as having a feminist perspective in social welfare. She began 

the conversation by announcing that she had had a particularly dreadful week, involving 

another official complaint of harassment being lodged by one student in her group against 

the same male student Coincidently, the college had launched an anti-harassment training 

package for teachers which she had just completed. The complaint was that the male 

student had made an offensive and sexist remark in her class, one that she had only half

heard, and that now the case had gone to the formal complaints mechanism established in 

the college. 25 

Her dilemma was that although she regarded the student being complained about as a 

'homophobic misogynist' and a totally unsuitable candidate to work in social welfare, she 

was also concerned that this training package and the mechanisms laid down by it, 

simply: 

Drives these attitudes underground and then we run the risk of students gomg 

through our courses, shutting up, because they know it is not acceptable. But 

never asking the question 'Why is it not acceptable?' or, you know, what is it that 

is within them and their attitudes and values that makes them see things this way. 

It makes a farce of what we are trying to do with them, which is to get them to 

take things out and have a look at them. 

25 The comment that formed the basis of the complaint was that 'if a woman nags you, you just hit them 
over the head with a fence paling'. Kate says she only heard half of this statement and was unaware of the 
context in which it was said. 
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Kate believed that her responsibility as a social welfare teacher was certainly to confront 

issues of sexism, racism and inequality, in her classes but did not think that the formal 

channels that were now in place would assist in confronting these issues, as she explained: 

Now I'm out of it. I'm cut out of the whole process. The Head Teacher takes it on. 

I handle the initial complaint, pass it on to the Head Teacher, and that's it, until 

someone comes back to me and tells me what's going to happen next. 

Kate's view was that this procedural approach left teachers in the unenviable position of 

not being allowed to exercise some discretion in their responses to particular situations 

that commonly arose in the heated debates occurring in social welfare classes. Her 

position was that these things needed to be confronted in class and on an ongoing basis: 

With a lot of students they come in saying terrible things initially but as we 

continue to point out what they are saying and why are they saying it many of 

them change and become more careful about what they say; to me that is learning. 

However, Kate also admitted that the student at the centre of this complaint was of 

particular concern to Kate and her colleagues. While the majority opinion of the staff was 

that he would be an unsuitable worker in social welfare, his assessment results were 

reasonable and his behaviour in class was not part of the existing assessment of the 

course: 

We have talked about this and we have said we can't fail this person because if he 

passes the assessment then he passes. As far as getting around it is concerned, I 

don't know because it gets into a very sticky area. I mean we could be at risk of 

discrimination because we have a particular philosophy in this department. I mean 

we generally come from a fairly feminist way of seeing things and he could accuse 

us of discrimination. It seems at the moment you could be a rabid homophobic 

misogynist and get through the course quite easily. 

It was at this point that Kate talked of her personal experience of teaching students who 

were predominantly female: 

It's interesting, but if I think about it, I think it is easier to teach a group of 

women, because I am a woman. I have to think more about what I am saying if 
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there is a man in the class. With women I just tend to teach, I don't have to make 

any qualifications. If a woman says something about patriarchy and stuff like that, 

if there is a man in the group I have to say 'Well you realise this is not personally 

directed at you?' Because that is the problem with many men that come into class. 

So with a group of all women I don't have to worry so much about how it is 

impacting on a man. So there is one less thing to have to worry about when I 

haven't got any men in the class. 

During the same conversation she argued that the feminist orientation of the social welfare 

department was not without problems. Because of the appointment of a male teacher she 

thought that some changes might have to be made: 

I think as a woman over the years I've become increasingly aware of the 

Sisterhood notion, and we have got that in our staff and I think that now we have 

a male we may need to rework that. Because the problem is, that if you have this 

nice strong Sisterhood then it can exclude anyone that is not female and I think 

that is something that we need to be aware of. 

She also explained that sometimes she felt that the notion of 'Sisterhood' in some ways 

obliterated some real differences: 

We are all different anyway, like I am the only one with young kids; four of them 

have got grown up children, the other one has no kids and so immediately there is 

a difference; just in our life stages and in the way we look at things. and sometimes 

that has been difficult for me because my children are my priority and it's a 

perpetual juggle whereas the others don't have to get home to pick up the kids, 

because they can get themselves home. 

By this stage I had observed Kate's classes and it was during the debriefing session when I 

commented that she seemed more relaxed with one of the groups than she was with the 

other. I asked was that to do with the fact that one of the groups contained the difficult 

male student that was causing some distress for her this semester. She began to talk more 

freely about the issue of gender and her identity as a teacher and I felt able to return to 

this issue by asking her to talk about being a woman and a social welfare teacher. 
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Well I've sort of reflected on it since our conversation last time. And I think that 

for me it's got a lot to do with power and control. I think being a female teacher in 

a class that has men in it means that I should be sort of in control and in a 

powerful position, and for me personally that is difficult and I also think it is 

difficult for some men like my difficult student. For me it is difficult because I still 

think in some ways of men being in charge and being in control and I sort of still 

pay homage to that. 

Kate believed that this was a personal issue for her, because she knew that the Head 

Teacher and another female teacher had had little problem with the difficult student in 

their classes. 

She has status and authority and another female teacher just carries a lot of 

personal power herself, and she has little problem with him, not to the extent that 

I have. They have said he is a source of frustration to them and they have had to 

come down hard on him, but it doesn't sort of disempower them like it does me. 

Kate considers that the sense of disempowerment she feels goes back to her upbringing: 

I think it goes back to me growing up in a very male dominated patriarchal family 

where men are the important ones and daughters are sort of welcome incidentals. 

Not that they don't want daughters, it's just that they must have sons. Even now 

my brother automatically assumes that his son will work the farm not his 

daughter. So even in the next generation it is still there which indicates how strong 

it must have been in the generation before when they weren't even asked to think 

about issues related to gender. 

When asked if this influenced her career choices Kate's response was: 

Oh it fits beautifully! You know women doing the caring and the nurturing and 

there are two girls in the family me a social welfare teacher and Z a 

physiotherapist. I started my life off as a secretary and I have one brother a vet, 

the other a doctor and the third a farmer. It struck me how entrenched these 

notions of gender are, somewhere deep inside my psyche. Because I THINK in 

my adult relationships I'm much more aware of gender issues, but it is almost like, 

I feel like it is really easy to slip back into my old ways. I've been socialised one 
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way and I've had to work against that socialisation. When I face a critical incident 

like the one with A (difficult male student) I step straight back into my old ways 

of being powerless. 

To a subsequent question that asked if women made better social welfare workers than 

men her response was: 

I think they have been socialised to be better at it, some men in social welfare are 

really good but if you plucked up one hundred men and one hundred women, yeah 

I would say women would be better at it because we have been socialised into it. 

Women are more socialised into caring, through having children or elderly parents, 

or looking after sick family members. 

Later in this conversation we returned to the issue of being a woman teacher and a 

comment that Kate had made in an earlier conversation that she found it easier to teach an 

all women class: 

I think it's because we all understand each other because we are all women and 

there is less concern about being misinterpreted. We all know where we are coming 

from and there is an immediate rapport. I think we can be straighter with each 

other. 

I think some men do dominate groups and then it is really difficult because the 

women are feeling frustrated and wanting, perhaps to do things differently, but 

they can't sort of overcome this domination by particular males in the group. 

Finally, her relationship with the male student that she was having real difficulties with 

came up again in the conversation. She had decided that she had to confront the issue and 

explained that she had talked to the other teachers about her problem and had found out 

that: 

He tries to do the same thing with them, but they won't let him. They just sort of 

sit on him very quickly and I think that is the difference. I kept avoiding coming 

down heavy on him, trying a whole lot of gentle mechanisms. I don't like coming 

down hard on him, I get kind of anxious when I have to do it. It is almost like 

someone's going to hit me in the ribs any minute. 
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She talked of confronting the problem directly: 

I decided that I had nothing to lose that I wasn't going to let him disempower me 

any more; that he wasn't my former husband and that I wasn't his former wife. I 

really psyched myself into it and thought 'this guy is not going to get the better of 

me' and since then it's been much easier, like his behaviour has improved 

dramatically. I think he realised I was going to set limits and that was going to be 

it. 

Commentary 

The processes of reality construction that Kate uses to make meaning of herself as a 

teacher, a community welfare practitioner and the other identity figures that constitute 

Kate as an individual, commonly involve personal discourses of gender. Kate's 

explanations about how her identity as a woman has in one way or another influenced 

who she is in her life-world can be found in her recollections of childhood, family, work 

history and her present career as T AFE teacher. 

Kate's initial reticence about discussing issues of gender can be partly explained because 

of her natural reluctance to discuss personal and sometimes confronting aspects of her life 

with a male researcher who was at one stage her university program director. However, 

the discourses of gender are also all pervasive, occupying space in the construction of 

every identity that constitutes Kate as an individual in her life-world, and this very 

pervasiveness can hide the presence of these discourses in the process of self-formation. 

As Foucault (1977:49) writes: 

Discourses are not about objects, they do not identify objects, they constitute 

them and in the practice of doing so conceal their own invention. 

And as Ken way ( 1990) puts it, the dominant discourses of gender serve to marginalise 

women because it is through such discourses that the social production of meaning takes 

place, and through which subjectivity is produced and power relations are maintained. 

In our conversations Kate reveals that she is conscious of the impact of the dominant 

discourses of gender on her identity, but also uses appositional discourses that undermine 
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the hegemonic nature of these dominant discourses in the construction of subjectivity. 

Kate recognises that her upbringing in a 'male dominated patriarchal family on a farm' is an 

important discourse constructing her life-world and her production of subjectivity, yet at 

the same time she understands that this discourse does not fit with her interest in social 

justice and social action: 

I guess I came out with an ingrained conservatism, but with a conflicting sense of 

justice, social justice, social action I guess. And I think that is why I'm such a mis

match, because I'm so inculcated with conservative ideas, but then through my 

learning and my work I saw that it didn't fit. 

Similarly, when reflecting on her experiences as a woman teacher in T AFE and the 

difficulties she experienced when forced to assert her authority over a difficult male 

student she noted: 

I think a lot of it is to do with power and control stuff and I think being a female 

teacher of a class which has men in it means that I should be sort of in control and 

I'm in a powerful position. I think that for some men that is particularly difficult 

and I think it would be particularly difficult for him. I think to myself there is this 

personal issue of men being in charge and being in control and me sort of paying 

homage to that. 

She also commented how ingrained the dominant discourses of gender were in her own 

subjectivity: 

It just struck me how entrenched these notions of gender are, somewhere deep in 

my psyche, because I think in my adult relationships I'm much more aware of 

gender issues. But it is almost like I feel like it's really easy to slip back into my 

old ways - I've seen the world and I've related to the world. So it's like I've been 

socialised one way, and I've had to work against that socialisation. So when I get 

into a critical incident like the one with the male student I can easily slip back into 

those old ways of feeling powerless. 

Kate also noted that her career options had been for the most part influenced, in one way 

or another, by the dominant discourses of gender. Her initial decision not to go to 

university; her training as a secretary; her interest in social welfare with its focus on 
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nurturing and caring and the part time, poorly paid work that she had spent much of her 

working life doing were all decisions that Kate recognised as being outcomes of the 

dominant discourses of gender: 

It has fitted in beautifully, you know women do the caring and nurturing. I started 

my life off as a secretary, everything was very gender appropriate. 

On another occasion Kate also suggested that in the field of social welfare, and in the 

T AFE organisation, managerialism appeared to be an increasingly important feature of 

day to day activities and linked this development with the discourses of gender: 

Because of the restrictions on funding and the accountability requirements and the 

competition for funds that is out there, it is almost like a business. You know 

there are budgets, five-year plans, mission statements, three-monthly reporting to 

management. It's much more like a business. 

While recognising that more and more women were capable of doing this job she still 

thought that this managerial approach favoured men: 

I think we're (women) not in touch with our authority and our personal power 

when we need to be and there are times when we badly need to be. I think 

certainly in the TAFE environment, it's still pretty male dominated. I mean not in 

numbers, but certainly in ways of doing things. It has that managerialist sort of 

idea that, you know quantity counts and incomes and outputs and that sort of 

way of thinking. 

The ways in which Kate constructs subjectivity around the discourses of gender are often 

deeply personal. Her memories of childhood, her relationship with her parents and 

siblings, her role as a mother and the difficult but unstated relationship with her former 

husband all contribute to her construction of selfhood. Her experience of herself as teacher 

is also commonly tied to these personal discourses. However they are by no means 

individual or idiosyncratic, but rather resonate with feminist and poststructuralist 

discourses that are associated with new times. 
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Kate's understanding of her work record, for example, is consistent with the ideas of 

feminist commentators who highlight the gendered nature of work (Sachs 1992, Connole 

1996). Connole, for example, uses Australian labour force statistics to demonstrate that: 

Australia continues to possess one of the most gender-segmented workforces 

among OECD countries. 

She argues that, for the most part, women in Australia occupy employment positions 

that are part time, casual, poorly paid and generally located in service industries such as 

health & community services, education, finance, retail and hospitality. While men are 

largely located in full time permanent jobs in the manufacturing, transport, construction, 

communications and wholesale trades. Other commentators (Pocock 1988) have suggested 

that this gendered segmentation of the workforce also involves using the discourses of 

'skill'; discourses that construct 'skill' as an ideological category imposed on certain types 

of work by virtue of the sex and power of the workers who perform it: 

Women, because of their lack of workplace power, have generally not managed to 

win and defend definitions of skill for their jobs, with associated pay levels and 

structured lengthy training. Many jobs traditionally done by women have -

despite their objectively high level of skill - become defined as unskilled. (ibid 

1988: 15) 

Feminist commentators such as Pateman (1989) and Lee & Taylor (1996), while 

recognising gender segmentation in the workplace also suggest that the economic changes 

represented in the discourses of post-industrialism have now problematised the 

constructed identity of the 'modern industrial worker'. The white, male breadwinner with 

wife and two children working full time in the 'productive' sector of the economy is no 

longer a viable construct in an economy now characterised by a rapid expansion of the 

services sector and a decline in the manufacturing sector. It is an identity that is now 

unsustainable given the rapid changes to the nature of production and exchange brought 

about by the forces of globalisation and the changing nature of work. New patterns of 

work organisation and participation in employment have been created in the post

industrial world, leading to the 'feminisation' of work, where part time, casualised, 

temporary and service-focused paid employment, traditionally done by women, now 

becomes the norm for most of the post-industrial workforce. (Hart 1992) 
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Kate's comments concerning the nature of social welfare reflect the position of a number 

of these discourses. Kate, for example, acknowledges that women have been constructed 

as the carers and nurturers of society and this construction has seen them gravitate to 

careers in the 'caring' industries including social welfare: 

If you plucked up one hundred men and one hundred women, yeah I would say 

women would be better at it (social welfare) because we have been socialised into 

it. Women are more socialised into caring, through having children or elderly 

parents, or looking after sick family members. 

At the same time she constructs 'caring' in terms of personal attributes acquired 

informally outside of the paid work domain and, therefore, outside of the discourses of 

work-based skill that are used to categorise technical and industrial work. As Jenson (in 

Wood, 1992) observed, women have talents and men have skills in the world of work. 

Kate also indicates that different types of students are now entering social welfare 

training: 

We've now got people who have been doing all sorts of other things, often really 

active physical jobs like working in the mines. Making the transition from where 

they were to where they are now ....... bringing with them the sort of loss and grief 

issues of their chosen career adds another dimension to the classroom. 

She also comments that an increasing number of men are entering the field. 

However, perhaps the most intriguing feature of Kate's construction of her own 

subjectivity is her assertion of gender difference as a defining characteristic of self

formation, while at the same time problematising this assertion of difference in the 

localised reality of her life-world. Kate constructs her identity as a woman through the 

assertion that women experience their social world differently from men and share a 

commonality of understanding as women: 

I think we (women) all understand each other because we are all women. There is 

no concern about things being misinterpreted, we all know where we have come 

from and there is an immediate rapport. I think we can be straighter with each 

other. 
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She also suggests that her experience and that of women of 'her generation' has also 

involved being made to believe that men are more 'powerful', more in 'control': 

Women have been socialised into thinking that males are rougher and tougher and 

all that sort of thing. I think they carry with them a certain level of power just 

because they are male and because women have been socialised into believing that. 

This view, expressed by Kate, is one that has resonance within feminist theory. Feminist 

researchers such as McDowell (1988) and Beechey (1987) have observed that women are: 

defined in opposition to men, seen as 'the other', as fundamentally different from 

the rational behaviour and good sense of (most) men (McDowell 1988: 156) 

A common theme through much of this literature is that this positioning of women as a 

category that comes into existence only by way of reference to men, discursively 

constructs women as being merely what men are not (Hekman 1994), resulting in women 

being relegated to secondary social positions. 

Kate's position of power as teacher, violates this discursive construction. As she notes 

when faced with exercising her authority in a confrontation with a male student: 

Oh I didn't like it, yeah, I mean, because I get kind of anxious when I have to do it. 

I mean it's almost like someone's going to hit me in the ribs. Then I think he will go 

at it even harder - that's the other issue, that, yeah, people like that; if you start to 

sabotage them exercising their power there is always a risk that they're going to 

come in harder. 

She freely admits that she doesn't have the same problem when exercising her authority 

with female students: 

If a woman student is a problem then I'll just tell her, because I have a problem 

with her behaviour or something like that. There is a straight forwardness there. 

I've not had a female student that has had the impact on me personally that this 

male student has had. 
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However, despite Kate's personal and sometimes painful experience of being constructed 

by the dominant discourses of gender that locate women as the 'other' of men, she still 

retains a somewhat ambiguous position regarding her identification with some feminist 

literature. This literature rejects the categorisation of women constructed by the dominant 

patriarchal discourses of gender yet at the same time constructs a new category that all 

women are said to fit. As she states at one point when discussing her relationship with 

her female colleagues: 

We are all different anyway, like I am the only one with young kids; four of them 

have got grown up children, the other one has no kids and so immediately there is 

a difference; just in our life stages and in the way we look at things. And 

sometimes that has been difficult for me because my children are my priority. 

Similarly she notes that two of her female colleagues: 

Are aware that they do have power, I think they are very secure in themselves, 

secure in their own capacities and abilities. They know they can make an impact 

on the world, not only in the traditional female areas but in areas less traditional, 

getting into management and stuff, if they choose. 

She is also quite conscious of not stereotyping men in her explanations concerning the 

construction of her subjectivity. 

I mean some men are less threatening than others, and maybe men are also victims 

of stereotypes just as women are. Some men are very good in social welfare; the 

field often attracts men that are sensitive and more concerned with the 

disadvantaged. 

Kate, therefore, also problematises those feminist discourses that construct women as a 

category because she recognises that the establishment of any category tends to obliterate 

difference through it's discursive construction of 'sameness'. 

This view is one that in some ways resonates with the poststructural turn in feminist 

thinking. Feminists such as Harris (1990) and hooks (1990) criticise the essentialism at 

work in particular constructions of feminism. Because they not only privilege the issue of 

patriarchy over issues of race, class, sexual preference and other forms of oppression but 
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also defme patriarchy in ways that exclude the everyday experiences of many women, 

including black, gay and working class women. As Giroux explains: 

Differences among women are ignored in favour of an essentialising notion of voice 

that romanticizes and valorizes the unitary experience of white, middle class 

women, who assumed the position of being able to speak for all women. All too 

often this position results in totalising narratives that fail to recognise the limits of 

their own discourse in explaining the complexity of social life and the power such 

a discourse wields in silencing those who are not considered part of the insider 

group. (Giroux 1992: 208) 

Butler (1993) in a similar way has developed an internal critique of feminist identity 

politics pointing to its foundationalist premises that presumes a universality and unity of 

its subject conceptualised as a seamless category of women. 

The personal discourses that Kate uses to construct her identity reflect, in different ways, 

the various discourses that have been used to construct gender identity. Through her 

personal discourses she demonstrates that she recognises the power of the dominant 

discourses of gender that have traditionally constructed women as 'the other' of men and 

acknowledges the influence this has had on her understanding of herself. She also 

acknowledges the importance of feminist discourses that posit a radicalised construction 

of women rejecting any referential relationship with men. However, she also recognises 

that her subjectivity, her understanding of who she is in her life-world, is also influenced 

by multiple discourses and therefore rejects the idea that her gender is an essentialised and 

privileged discursive site in the production of her own identity. 
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Chapter Eight 
The Making ofTAFE Teachers' identities 

8.1 The research question in context 

In this fmal chapter the research questions that initiated this investigation are reviewed 

and the main research findings summarised in terms of their resonance with what has been 

said in the literature regarding the central problematic of the research. The findings of the 

research are then presented and substantiated with particular attention being given to 

issues that the investigation has left unresolved. Finally, some consideration is given to 

the limitations of the research process that shaped this inquiry and suggestions made 

concerning the trajectory of any subsequent research effort. 

This study set out to investigate the question: 

What impact are the contemporary policies and discourses of vocational education 

and training having on T AFE teacher's identities? 

The posing of this question led to the examination of a number of closely related issues. 

The concept of identity, deployed in this study, was developed after an investigation of 

the historical and contemporary literatures that had all, in one way or another, contributed 

to the formation of the concept. This investigation (reported in Chapter Two) led to the 

study adopting a constructivist concept of identity characterised by multiplicity, 

perspectivism and ambiguity. Moreover, the study understood the formation of TAFE 

teachers' identities as involving the interactions of multiple discourses operating at a 

number of levels in teachers' life-worlds. This focus on the power of discourse (pp 39-

42) to construct individual, organisational and social life, more generally, was to have 

crucial significance in shaping the research project. 
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Firstly, it alerted the study to viewing polices of government as discursive interventions 

that do specific kinds of work by constructing particular social, political and economic 

realities. Consequently, in order to analyse the contemporary policies of VET, the study 

took a 'policy-as-discourse' approach to the analysis. Following the perspective offered 

by Ball ( 1994:21 ), the research accepted the idea that: 

Policy ensembles, (that is) collections of related policies, exercise power 

through a production of 'truth' and 'knowledges' as discourse. 

The study therefore understood the various contemporary VET policies of government as 

not simply combining together to fashion a particular economic emphasis in education but 

rather to construct a particular social and educational reality for those experiencing it. 

Thus the dominant discourses of new vocationalism and economic rationalism in 

government policies, became important heuristic devices that the research used to analyse 

the talk of T AFE personnel who spoke of the contemporary changes occurring in their 

educational institution. 

However, the study took the idea of Ball's further, by looking at the ways in which other 

dominant discourses, circulating outside of government, intersect with the policy 

discourses of the State to construct particular realities. The discourses of 'new 

economics', for example, which highlight the effects of globalisation on national 

economies and the impact of new technologies on work and work organisation, create a 

climate of urgency in which government policy shifts are seen as not only necessary but 

inevitable. Similarly, the contemporary discourses of 'learning at work' when read 

alongside economic discourses that question the quality and value of the public provision 

of government services, can be seen as a signalling a shift in support away from the public 

funding of vocational education and training institutions. 

The focus on discourse also led the study to conceptualise the formation of T AFE 

teachers' identity around three discursive arenas. These included the broad site of policy 

formulation, the institutional site of policy implementation and the individual and local 

sites of TAFE teachers' life-worlds. Furthermore, it proposed that within each of these 

discursive sites, contemporary and historical discourses all circulate, competing with each 

other for authority to represent particular realities. From this perspective, all of these 

discourses, in one way or another, have effects on the construction of TAFE teachers' 

identities. 
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This discursive approach also led to the acknowledgment that the multiple nature of 

discourses limits the explanatory reach of the research project. The act of institutional 

naming by the research, in itself, constructs teachers in specific ways. By foregrounding 

the institution of TAPE, the study privileges particular contexts, locations and discursive 

practices in the identity formation process. While the work site is obviously an important 

one, in terms of identity formation, it is by no means representative of all of the social 

interactions in which TAPE teachers participate in their life-worlds. Explanations 

concerning the construction of identity needed to look beyond the contemporary context 

of work and locate them within a more complex web of historical, institutional and 

individual discourses that all compete, contradict and interact in the process of identity 

formation. However, although the study recognised these limitations it also asserted that 

the work site remains an important discursive arena that contributes to the construction 

of identity. 

This assertion is based on the recognition in social theory that all social practices, 

including work practices must be meaningful to the people involved ( du Gay 1996:40-41 ). 

To conduct any social practice social actors must have a conception of it in order to think 

meaningfully about it. The production of meaning is therefore a necessary condition for 

the functioning of all social practices. Cultural formation is the product of individuals' 

identification with shared social meanings, understandings and sense making 

constructions. It is a process of reality construction through which social actors interpret 

particular events or situations in distinctive ways and consequently enables individuals to 

make sense of their own social practices. 

The making of meaning in the organisational life of TAPE is constituted by acts of 

discursive power. In this institution particular 'meanings' are not only emphasised but 

also used to construct particular workplace realities for teachers in the organisation and 

particular ways of being teachers within T AFE. The dominant organisational discourses, 

circulating in TAPE forge new relationships between teachers and the organisation, 

through the promotion of new meaning making practices and new ways of being teachers 

within the institution. The insertion of these new discourses challenges TAPE teachers' 

existing identification with an institution constructed by previous dominant discourses 

that have constructed TAPE as a particular type of educational institution. How this 

challenge plays itself out is the concern of this research project. 
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The research is also influenced by the work of a variety of commentators in the areas of 

postmodemism, poststructuralism, gender and cultural studies. These perspectives form 

an important theoretical backdrop against which the interpretive account of the impact of 

policy discourses on T AFE teachers' identities is developed. This theoretical backdrop, 

for example, draws attention to the crisis of 'governability' confronting the modem liberal 

democratic state and consequently leads the study to examine the consequences of this 

crisis on public sector institutions such as T AFE. It reinforces the idea that identity 

formation is an ambiguous discursive achievement and foregrounds the ways in which 

discourses exercise power by constructing particular regimes of truth, which then become 

internalised within the social subject. It problematises modem concepts of knowledge that 

are used to construct the contemporary educational project and also forces the study to 

recognise that this research project is, in itself, a discursive intervention that also 

constructs a particular reality for T AFE and its teachers. 

8.2 Changing discourses - changing cultures 

The study takes the view that contemporary government educational policies, in 

Australia, are constructed as much in terms of their economic impact as their educational 

significance. Indeed the discourses of economics are central to the policy development and 

implementation process in almost all areas of government activity, not only education. As 

Pusey (1991) puts it, the policy rhetoric of government has moved from one of nation 

building to one of management of scarce resources. 

Two sets of economic discourses, in particular, characterise the policy shift of 

government in the field of VET provision. New vocationalism emphasises the need for all 

educational systems to focus on developing the knowledge, skills and abilities of the 

nation's workforce. While economic rationalism calls for greater quality in public 

education provision; the insertion of private business practices in educational institutions; 

the encouragement of private providers of education and training and the re-organisation 

of educational systems along more commercially accountable lines. Both discourses insert 

new meaning making practices in T AFE characterised by different values, interests and 

modes of conduct for the organisation. They therefore problematise teachers' 

identification with the organisation, by promoting different sense making constructions 

and a different organisational culture. 
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In order to proceed, the study identified three intersecting and somewhat contradictory 

discourses that had all contributed to the meaning making practices in T AFE. Originally 

conceived as a public institution that supplied the emergent industries of the State with a 

suitably skilled workforce, the institution was shaped initially by the dominant 

discourses of industrial skills development. However, by the mid-nineteen-seventies a 

second dominant discourse, that of liberal education became a prominent feature of 

government policies to do with this sector of public education. These policies constituted 

T AFE as an educational institution that focused as much on individual development, 

equal opportunity, educational disadvantage, personal growth, lifelong learning and social 

responsibility as it did on industrial skills development. 

The third discourse shaping the institution is the discourse of public service. This 

discourse is in turn embedded within the discourse of liberal democratic government. 

Modem political life has been characterised by increasing involvement of the State in the 

social, cultural and economic life of society, largely, through the construction of various 

state instrumentalities and bureaucracies including those of public education. These 

bureaucracies are in turn constructed by particular discourses that foreground the political 

and ethical features of liberal democratic governance including a focus on issues such as 

probity, fairness, consistency in decision making, equity and adherence to law. 

The study considered that all three discourses contribute to the cultural formation 

processes of T AFE, by foregrounding particular meaning making practices and sense 

making constructions within the institutional life of the organisation. Furthermore 

teachers' identifications with these sense-making constructions constitute, at least in part, 

T AFE teachers' identities. 

The contemporary policies and discourses of new vocationalism and economic rationalism 

now compete with the discourses of industrial skills development, liberal education and 

public service to become the dominant sense making constructions in the institution. The 

institutional talk of T AFE staff reported in this study indicates how these competing 

discourses are making their presence felt in the institutional life of the organisation. They 

also point to the impact this presence is having on T AFE teachers' identities. 
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8.3 A climate of uncertainty 

There is a whole sort of culture growing out of the organisation, which wasn't 

there when I started with it and that is the culture of uncertainty and I guess 

frustration and there are varying degrees of cynicism. I think everyone is sceptical 

of the changes that are now occurring. 

In some ways this comment characterises the views of many T AFE staff at this 

contemporary moment in institutional life. These views indicate that the policies and 

discourses of new vocationalism and economic rationalism have caused a significant shift 

in the relationship between the institution and its staff. T AFE is now viewed, by many 

within it, as not being what it was. A rupture has occurred between what staff regard as 

the institution's traditional identity and the 'new' institution that has emerged out of the 

contemporary policies and discourses of VET. 

While it is possible to dismiss these sentiments as merely a retreat into nostalgia when 

confronted by the inevitable social, economic and political changes that now characterise 

both education and contemporary society more generally. This position fails to provide 

any explanation as to why these changes have precipitated these feelings of uncertainty in 

the institutional life of the organisation. 

One explanation can be found in the talk of college directors and senior head teachers 

(Chapter six). Managerial discourses in the institution now commonly speak of job losses 

and redundancy. Moreover, TAFE managers link this threat to job security directly with 

the policy changes being implemented in the institution. When college directors speak of 

increased competition and the need for T AFE to be more entrepreneurial they connect 

this with a much more coercive discourse that suggests jobs are under threat if teachers 

fail to accept these new institutional realities. Senior head teachers also highlight job 

insecurity as a pervasive feature of contemporary organisational life in T AFE. However 

they connect this with the more general disquiet caused by the constant restructuring of 

the organisation. The issue of low morale is a theme mentioned by many T AFE staff at all 

levels of the organisation and is associated not only with job insecurity but also with 

government funding cutbacks, a sense of lack of organisational leadership and an overall 

feeling of 'change overload'. 
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A second explanation for the emergence of this climate of uncertainty is found in 

contemporary literatures to do with teaching in T AFE. T AFE teachers are positioned as 

requiring new knowledge, skills and abilities to meet the challenges presented by the new 

realities confronting T AFE. Indeed the term 'teacher' disappears in many of these 

discourses, replaced with terms such as 'facilitator', 'mentor', 'curriculum developer', 

'industry consultant' and 'career developer'. The designation 'teacher' is now regarded as 

no longer an adequate term to represent the new work that T AFE personnel are expected 

to undertake in the reformed VET system. Teachers also nominate a number of other 

aspects of contemporary institutional life that contribute to the creation of this climate of 

uncertainty. These include such issues as the lack of staff development to implement 

curriculum changes, reduced resources, organisational instability, increasing administrative 

workload and a focus on training rather than education in the learning process. 

However, the analysis in this research suggests that this culture of uncertainty is also an 

outcome of TAFE teachers' attempts to make meaning out of the competing, often 

incommensurable discourses that now fight to represent the institutional reality of TAFE. 

8.4 Public service and private enterprise 

The language of economic rationalism dominates the managerial talk of T AFE college 

directors (Chapter six). Finding reasons why this is so did not form part of this study. It 

may be that as senior managers in the institution college directors are closest to the 

policies and discourses of government. Alternatively, the domination of economic 

rationalism in college directors' talk may simply reflect the current processes used by the 

institution to select its senior managers. Seeking answers to this question must be left to 

future research. 

However, discursive markers such 'competition', 'business', 'efficiency', 

'internationalisation', 'doing more with less', 'private providers', 'accountability', 'profit', 

'customers' and the 'market' are all common expressions found in the language of college 

directors. Indeed, even when college directors acknowledge the reduction in funding for 

the institution as a result of the policies of government, their responses suggest the only 

solution is to increase organisational efficiency and promote the entrepreneurial work of 

the organisation. When college directors speak of T AFE teachers they also deploy the 

language of economic rationalism. Teachers must be more 'entrepreneurial', 'customer 
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oriented', 'efficient' and 'flexible' in the new institution of TAFE. Teachers must focus 

more on 'quality' and the 'marketing' of their educational products and expertise. Teachers 

must respond to the 'needs of industry' and identify 'new commercial opportunities' in 

their colleges. 

What is surprising, given the level and intensity of college directors' talk, is the failure of 

these discourses to make much headway in disrupting teachers' identification with T AFE 

constructed by the discourses of public service. The markers of economic rationalism are 

conspicuous by their absence in the talk of T AFE teachers. Moreover their responses to 

the policies and discourses of economic rationalism revolve almost exclusively around the 

negative impact these policies are having on TAFE. Teachers speak of the reduction in 

funding, the privileging of administrative work over educational work and the instability 

of management brought about by the constant restructuring of the organisation. A 

minority of teachers spoke of competition in tendering arrangements and increased 

competition from private providers. However, for the most part, the talk of teachers 

suggests that economic rationalism has so far failed to make much progress in changing the 

sense making constructions that teachers use to construct their occupational identity m 

the institution. 

Their talk suggests that teachers continue to identify with an institutional culture 

grounded by the discourses of public service. When teachers are asked about their college 

and its achievements they choose examples that illustrate their continuing commitment to 

public and community service rather than entrepreneurial activity. Programs for the 

unemployed, women returning to work and aboriginal programs are nominated as note

worthy aspects of their educational activities. It seems that although teachers are 

surrounded by the 'talk' of economic rationalism they continue to construct an 

institutional identity characterised by the discourses of public service. 

The few teachers that spoke directly about increased competition and the 

commercialisation of T AFE did so by suggesting these developments are meaningless in 

terms of their traditional client groups. 

There is no money to be made in social welfare courses. It is not like business or 

information technology that can make money. Community based organisations 

just don't have the money to buy training. 
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The competitive practices promoted by these new managerial discourses are regarded as 

running counter to teachers' approaches to their work. 

In our teaching we are not into competition. We are into cooperation and 

collaboration. But administratively we are being pushed into this competitive way 

of doing and looking at things. 

Finally, and perhaps most significantly it seems that many teachers take the view that: 

Being entrepreneurial and making money makes a joke of education in its broader 

sense. It undermines the importance of public responsibility for education. Now 

decisions are made on the basis of dollars and cents as opposed to what is best for 

the people undertaking the courses. 

Despite the best efforts of government and college directors to insert the practice and 

ethos of private enterprise into the organisation, many TAFE teachers continue to 

identify with an educational institution constructed by discourses of public service and 

social responsibility. Indeed the values and attitudes that teachers nominate as being 

central to their educational practices are firmly located within the discourses of liberal 

democracy and public service. 

Consequently, when teachers are asked by college directors to be 'more entrepreneurial' 

they are also being asked to deny an ethos of conduct constructed by the discourses of 

public service. What advocates of enterprise in T AFE fail to acknowledge is that these 

discourses require T AFE teachers, whose mode of conduct is shaped by the institutional 

norms, values and interests of public service, to take on the different, often contradictory, 

norms, values and interests of private enterprise. 

In effect the policies and discourses of economic rationalism attempt to dissolve the 

discursive boundaries that distinguish private enterprise from public service, particularly 

those boundaries delineated by the different forms of conduct that govern the activities of 

these particular types of organisation. However, when advocates of economic rationalism 

point to the 'flaws' in the bureaucratic culture of public service organisations such as 

TAFE, they fail to acknowledge that this form of organisation is 'flawed' in these ways 

precisely because they are constructed as public-sector organisations. Institutions such as 

TAFE not only deliver politically sanctioned social 'goods' but are asked to deliver these 
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'goods' in ways that are equitable, impartial, consistent, directed and which perhaps, 

more importantly, also adhere to the rules and regulations designed to increase public 

confidence and political accountability. 

The results reported in this study indicate that many TAFE teachers' continue to identify 

with an institution constructed by the discourses of public service and, perhaps more 

importantly, with the ethos and norms of conduct that are realised in these discourses. 

Expressions such as fairness, equity, access and disadvantage sit much more comfortably 

in an organisation constructed by the discourses of liberal democracy and public service 

than the discourses of enterprise. T AFE teachers speak overwhelmingly of equity, 

fairness, social justice and public access rather than profit, competition, efficiency and 

entrepreneurial activity. 

8.5 New vocationalism, industry skills development and 
liberal education 

Unlike the policy discourses of economic rationalism, this study has found that the 

discourses of new vocationalism are now important elements that shape the ways 

teachers speak of their educational practices. Competency based training, closer links 

with industry, more accountable assessment practices, recognition of prior learning 

processes, modularisation of courses and more flexible education and training 

arrangements are now common features of TAFE teachers' talk. Moreover, teachers 

indicate that that their frustration over the implementation of these policies has more to 

do with the failure of the institution to support the policy implementation process rather 

than with the policies themselves. 

However, this study also shows that the policies and discourses of new vocationalism are 

not unproblematic in terms of their impact on teachers' identities. These policy 

discourses interact with teachers' existing understandings of their educational identity in 

complex and often contradictory ways. 

At one level the focus on education and work, at the centre of new vocationalism, 

complements TAFE teachers' existing understanding of their identity as particular types 

of teacher. Indeed TAFE and the institution that preceded it have always laid claim to this 
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territory. As was outlined earlier (p. 69-74), connections between technical education, 

industry and the world of work has been a dominant discourse in this sector of education 

for well over a century. From its inception technical education was constructed as an 

educational project whose specific purpose was to supply industry and the economy 

with a suitably skilled workforce. And although the discourses of 'liberal education' in the 

nineteen seventies (ACOTAFE 1974) inserted a much broader social and educational role 

for TAFE, it has nevertheless remained an institution that claims a special connection 

with industry and work. Moreover, this has been used to construct a distinctive 

institutional identity for the organisation, one that is used to differentiate it from other 

educational institutions. This explains, for example, why T AFE recruitment policies 

continue to use industrial experience as an essential criterion in teacher selection. 

The talk ofT AFE teachers in this study demonstrates that they also use this connection 

with industry and the world of work as a prominent feature in the construction of their 

identity. The responses of teachers to the survey, in interviews and through conversation, 

all point to the importance they place on the industrial experience they bring with them to 

teaching in TAFE. Teachers speak of 'knowledge of industry', 'workplace knowledge', 

'technical competence', 'knowledge relevant to industry' and 'practical experience' of 

work as important characteristics of their practice: 

The main thing I bring to my teaching is my experience as a practitioner; that is 

the main asset that I see T AFE has. They have experienced practitioners as 

teachers. 

The focus on outcomes and work-based skills in new vocationalism is also consistent 

with TAFE teachers' views of their work. Making learning 'relevant to industry' and the 

'real world' of work, 'working collaboratively with industry' and 'working in industry 

settings', providing students with 'workplace skills' are all expressions that teachers use 

when speaking of their work in T AFE. Industrial experience can be seen as a characteristic 

that TAFE teachers employ to 'mark' them as different from other teachers in education. 

It forms one of the boundary lines or points of distinction that T AFE teachers use to 

construct an identity that is different from other teachers in the educational project. 

However, the talk of teachers reveals that this claim to industrial expertise is also 

problematic. Commonly, TAFE teachers (and their managers) indicate that teachers must 

'keep up-to-date with industry', and maintain 'industrial experience' particularly in a 
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period of rapid change. However, unlike their managers, teachers' interest in this need is 

directed not so much to issues to do with the quality of courses but rather to maintaining 

credibility with students: 

I'm really scared that I will lose the relevance and currency of my practical 

experience. I'm just really scared about my credibility with the students; you 

know five years down the track and I haven't seen a client for five years. 

Many other respondents expressed similar views. It seems that teachers believe that their 

legitimacy as teachers, particularly in the eyes of students, is dependent on their industrial 

expertise. The emergence of new vocationalism has meant that many teachers are now more 

anxious about the level of their expertise. A number of teachers suggested that T AFE 

teachers 'feel threatened' by having closer links with industry because they 'will not 

succeed' in meeting the demands of the industrial sector and thus lose their professional 

credibility. 

This suggests that T AFE teachers use their industrial experience to construct a sense of 

who they are in the educational project. Industrial experience marks them as different from 

other teachers in education. Moreover, they see this industrial knowledge and experience as 

conferring legitimacy on their professional identity as teachers. The discourse of 'industrial 

expertise' can therefore be seen as doing similar discursive work for T AFE teachers as 

'disciplinary' knowledge does for teachers working in schools. The geography teacher in 

the school and the hospitality teacher in the T AFE college achieve an educational identity 

through their 'mastery' of particular albeit different bodies of knowledge. 

This similarity is, however, only a partial one. In the world ofT AFE the ability of teachers 

to 'keep up-to-date' is given additional importance because many TAFE students are not 

only learners but are, at the same time, workers. Thus they are able to make an immediate 

and on-going evaluation of the industrial expertise of the TAFE teacher. The utility and 

currency of the vocational knowledge and skills that T AFE teachers share with their 

students can be tested immediately by students in their working lives. It is in this sense 

'practical' knowledge and is judged not in terms of its claims to generalisable 'truth' as in 

the case of discipline-based subjects but rather its performativity in the workplace. 

Consequently, a TAFE teacher's credibility as 'industry expert' is always open to 

question and further compounded by her location in an educational institution rather than 

an industrial workplace. 

218 



1 

ui 

Furthermore, this educational location is also a site characterised by different discourses 

and different sense making constructions. Therefore, while the discourses of new 

vocationalism, in some ways, support the identity of T AFE teacher constructed as· 

industry practitioner they, simultaneously, problematise other aspects of TAFE teacher 

identity that are constructed by the liberal education discourses that circulate within the 

institutional setting ofT AFE. 

It's a pretty old fashioned view in many ways, but the idea of education being an 

opportunity for self-development. I think that any by-products of education like 

jobs are a benefit but not necessarily an outcome. I think education is about life 

skills and if it is on going, as it is, it should be for people all their lives. 

Indeed the opposition to the renewed focus on industry by the discourses of new 

vocationalism utilise the discourses of liberal education to resist this focus. 

I mean at the time responsiveness to industry was what we are aiming for, never 

mind the course, never mind the students, never mind learning outcomes as long as 

the employers we are dealing with are happy. So lots of mistakes have been made. 

Thus the tensions that emerge over the discourses of new vocationalism are brought 

about, at least in part, because they clash with the liberal educational discourses that 

remain powerful sense making constructions for teachers working in T AFE. 

It should be emphasised here however that new vocationalism does not cause these 

tensions but merely magnifies them. TAFE teachers particularly, since the mid-nineteen 

seventies, have had to straddle the discursive boundary that distinguishes the world of 

work from the world of education. Furthermore, their identity, as T AFE teachers, has 

been discursively constructed across this boundary, drawing on both the discourses of 

work and of education. This construction has therefore involved a constant negotiation 

and renegotiation of the competing and sometimes incommensurable discourses that 

delineate the world of work and the world of education. 

What emerges from the analysis of the talk of T AFE teachers is that their educational · 

identity continues to be heavily influenced by the discourses of liberal education, which 

has dominated the institution of T AFE since the publication of The Kangan Report in 

1974 (ACOTAFE 1974). Indeed the similarity of language used in this Report and by 
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teachers today is remarkable. When T AFE teachers speak of their commitment to 

individual growth and development, second chance education, access, equity, respect for 

difference, adult education and lifelong learning they echo, almost word for word, the 

educational values and goals that the Report constructed for the institution of T AFE. 

However, teachers also indicate that they construct an identity using the discourses of 

industry skills development, by highlighting workplace expertise, practical skills and 

industry relevance as central features of their occupational identity. 

This study, therefore, suggests that the early industry skills development discourses and 

the more recent liberal education discourses articulated in government policies in the 

nineteen seventies remain powerful sense making constructions for T AFE teachers. 

Furthermore these discourses create powerful points of tension with the contemporary 

discourses of new vocationalism that now circulate in the institutional world ofT AFE. 

Evidence of this can be found in teachers' responses to the changing profile of students, 

brought on by the discourses of new vocationalism, entering TAFE. Commonly, T AFE 

teachers refer to the increasing number of school age students. Teachers, senior head 

teachers and college directors all indicate that this is a significant change for the 

institution. 

New vocationalism blurs the boundaries between schools, TAFE colleges and universities. 

The call for all educational institutions to contribute to the development of the nation's 

workforce, has forced a revision of the different purposes, clientele, educational outcomes 

and assumptions that have marked these sectors as different from each other. The focus 

on 'education for work' has not only seen schools, colleges and universities change their 

course offerings to reflect this shift in government priorities, but has also increased the 

numbers of educational participants who look to education to provide them with job 

relevant skills. This expectation is particularly acute in school age students (and their 

parents) who are well aware of the high rate of youth unemployment that characterises 

the labour market of many OECD countries such as Australia. 

As a consequence of these developments the participation of young people in T AFE 

courses has increased dramatically with much closer links being forged between T AFE 

colleges and schools. 26 Clearly, the talk ofT AFE teachers in this study indicates that the 

26 There is every likelihood that this relationship will get even closer in NSW in light of the latest 
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increasing numbers of young people in T AFE has now put pressure on the adult 

education focus that many T AFE teachers regard as an important point of difference that 

constructs their educational identity: 

Managing the behaviour of young school leavers is now a problem. My life 

experiences and teacher training didn't prepare me for dealing with these students. 

T AFE teachers construct their educational identity using the discourses of adult 

education. Indeed, in some ways adult education is a second 'marker' alongside industrial 

expertise that T AFE teachers use to assert an educational identity different from teachers 

working in schools. The liberal education discourses, which circulated in T AFE in the 

nineteen seventies, constructed T AFE as an adult education institution. This discourse 

was picked up in teacher training programs designed specifically for T AFE teachers 

(Chappell et. al. 1994). The talk of teachers in this study confirms that adult education 

remains an important discourse that T AFE teachers use to construct their educational 

identity. Consequently, the increased participation of school age students in TAFE, 

brought on by the policies of new vocationalism, has problematised another point of 

difference that T AFE teachers have used to construct a particular educational identity. 

8.6 Individual discourses and identity 

The analysis of conversations with Kate (Chapter seven), in some ways, confirms the 

interpretation of teachers' talk made here. She speaks of institutional uncertainty. She 

identifies herself as an adult educator but on a number of occasions continues to construct 

herself as a social welfare practitioner. Kate vacillates between describing herself as a 

social welfare practitioner who teaches and a teacher of social welfare. This ambiguity, 

inherent in the boundary crossing that all T AFE teachers experience, represents a 

continuing tension in the construction of her identity. In the case of Kate this tension is at 

least partially resolved by the recognition that some of the values that underpin her two 

careers are similar. Indeed, Kate recognises that, in some senses, her work as a social 

welfare practitioner is very similar to her work as a TAFE teacher. For example she 

comments that when working with groups in social welfare she now realises that she was 

in fact working as an adult education teacher: 

structural reform that has brought T AFE and the Department of School Education under one new 
department, the Department of Education and Training. 
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I've done a heap of work with groups - training groups, and yeah working with 

groups. I think that's when (adult education) really took shape in my head. I'd 

done some training with X and Y and they were just totally committed to adult 

learning, self-directed learning and facilitation especially. And so I experienced that 

process. 

She also believes that the values she brings with her to her teaching are similar to those of 

her previous career in social welfare. She considers her commitment to equity issues and 

her orientation to social change cross the borders between the world of social welfare and 

the world of teaching. 

Kate also constructs her identity as a T AFE teacher by drawing on the discourses of 

public service and liberal education. She talks of the principles of liberal education and 

promotes educational aims that are not merely restricted to vocational training or the 

needs of industry. She highlights the broader social and educational goals of her work, 

particularly in terms of individual development and the overcoming of educational 

disadvantage. She speaks of adult education as a primary locus of her identity as a teacher 

and is somewhat scathing of training that is solely based on learning in the workplace 

which she regards as inadequate: 

Working here gives then more of an opportunity to evaluate and sometimes change 

their positions. When they are in the workplace they are too busy just surviving 

and there are practical ideological forces on them in the workplace that aren't as 

strong in an educational institution. 

She remains committed to the institution of T AFE as a public provider of education and 

training and continues to support the principle of government funding for public 

education. She is sceptical about the possibility of social welfare in T AFE ever being 

entrepreneurial insisting that social welfare agencies are under-funded and therefore 

incapable of entering a fee-for-service training market. 

However, Kate's personal discourses add a further dimension to the complex and 

ambiguous story of identity formation. Her sense of who she is as T AFE teacher, social 

welfare practitioner and public servant is compounded by her personal life experiences 

and biography. She suggests, for example, that her 'genetic sense of justice', so much a 
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part of her identification with social welfare and teaching, constructed herself early in her 

life. She recalls the deep outrage she felt at school when she believed teachers were being 

unjust. Furthermore she recognises that her work choices as social welfare practitioner 

and T AFE teacher also fitted neatly with her gendered identity constructed for her in her 

family. Indeed the discourses of gender remain significant in the ways in which Kate now 

interprets her identity as a teacher. When speaking of teaching she comments that she 

thinks it has a lot to do with having power and being in control and says that, for her, 

these aspects of being a teacher, particularly with male students, she finds personally 

difficult. 

I think it goes back to me growing up in a very male dominated patriarchal family 

where men are the important ones and daughters are sort of welcome incidentals. 

She remarks, at one point, that her career choices fit beautifully with her identity 

constructed by the discourses of gender: 

You know women doing the caring and the nurturing and there are two girls in the 

family me a social welfare teacher and Z a physiotherapist. I started my life off as 

a secretary and I have one brother a vet, the other a doctor and the third a farmer. 

It struck me how entrenched these notions of gender are, somewhere deep inside 

my psyche. 

Her status as a single parent also, in some ways, constructs her identity as a teacher. She 

describes, for example, that this status makes her different from her other female 

colleagues who have no children or have grown up children. She, unlike her colleagues, has 

to juggle her commitments as a teacher with those of a mother and this perspective she 

believes makes her more sympathetic to many of her students in the same situation. 

Often the women in our programs, who are on their own, are raising kids or else 

having complications with adult children hassles, or grandchildren or things like 

that, tend to get distracted a lot and have difficulties in meeting the work 

requirements of the course. 

These and other aspects of Kate' s account of herself insert a final cautionary note to this 

study. It suggests that the (re )formation of T AFE teacher identity cannot be explained 

solely in terms of the multiple government and institutional discourses that are involved 
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in constructing the institutional life of T AFE. While government policies and discourses 

produce powerful, often competing representations of reality, which teachers have to 

negotiate in order to make sense of their organisational practices in T AFE, teachers also 

bring with them unique sense making constructions from other personal sites of identity 

formation. These discourses insert a degree of uniqueness, individuality and uncertainty 

to the sense making processes that contribute to teachers' identification with the 

institution. 

The constellation of individual discourses that, in one way or another, contribute to the 

construction of individuals' sense of who they are, are not hermetically sealed from the 

discourses that circulate in the world of work. Rather they act as points of reference for 

individuals attempting to make sense of the competing claims of organisational discourses 

to represent institutional realities. This suggests for example that another teacher, with a 

different set of life experiences, would identify with the organisational practices of work 

in ways that are different from Kate. A male teacher of automotive engineering might well 

be expected to have different individual discourses with which to negotiate meaning out of 

the competing government and institutional discourses that currently construct the 

institutional life of the organisation. These personal discourses may be more consistent 

with some organisational discourses than with others or they may, in themselves, be 

contradictory and contingent. Either way, it seems unlikely that T AFE teachers will 

respond 'as one' to the changing government and institutional discourses that now 

characterise VET and may well be a fruitful focus for further research. 

However, having said this, what this study reveals is the inadequacy of change policies 

and discourses in VET that reduce questions of implementation to the renewal of the 

knowledge and skills base of educational practitioners such as T AFE teachers. 'Doing 

things differently' pre-supposes much more than just new knowledge and skills 

acquisition. It requires T AFE teachers to renegotiate the complex, contingent, multiple 

and often incommensurable discourses that all contribute to the construction of their 

identity. 

8. 7 Coming to a conclusion 

Some commentators would have us believe that the contemporary moment in 

organisational life is characterised by the dissolution of the discursive boundaries or 
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points of difference that once acted to distinguish one form of organisation from its 

'other'. (Osbome & Gaebler, 1992, Kanter, 1993, Peters, 1990). From this perspective 

the policies and discourses of new vocationalism and economic rationalism can be read as 

examples of this in action. Some features of new vocationalism dissolve the discursive 

boundaries that once distinguished the organisation of work from the organisation of 

education. While economic rationalism dissolves the discursive distinctions that construct 

public sector organisations as different from organisations in the private sector. 

The contemporary policies of VET, influenced by the discourses of new vocationalism 

play their part in the dissolution of differences that mark work and education as separate 

spheres of existence. Australian governments have implemented policies that construct 

the work site as as much a legitimate site for vocational learning as a T AFE college. 

Vocational learning achieved at work can now lead to the award of the same qualification 

as that awarded by T AFE colleges. Industry is now a key player involved in not only the 

content and outcomes of vocational education and training programs but also in their 

delivery. Workplace competency standards determine vocational education curricula and 

government reports suggest that employment related competencies are largely 

interchangeable with the attributes needed for individual well being and citizenship. 

(AEC/MVEET, 1992:55). 

In a similar way, the policies of VET constructed by the discourses of economic 

rationalism dissolve the boundaries that once distinguished TAFE as a public sector 

organisation from an organisation of the private sector. These policies insert the language 

of the commercial world into the operations of T AFE and emphasise the business nature 

of the institution's activities. These policies call for the establishment of an 'enterprising 

culture' within the institution ofTAFE and a greater focus on TAFE as an entrepreneurial 

organisation. The 'new' TAFE is thus constructed as an organisation with norms, values 

and modes of conduct that are largely indistinguishable from those found in private 

organisations. 

The conclusions reached in this study present a much more complex and ambiguous 

explanation of the contemporary changes taking place in the organisation of T AFE than 

that proposed by commentators such as Kanter (1993) and Peters (1990). For many 

teachers, the discursive boundaries used to construct T AFE as a particular type of 

organisation have not dissolved in the face of the contemporary policies and discourses of 

VET. TAFE teachers continue to identify with an institution constructed by the 

225 



1 

discourses of industry skill development, liberal education and · public serviee. 

Furthermore, these discourses remain powerful and sometimes contradictory sense 

making constructions that teachers use to fashion their occupational identity in the 

organisation. 

This does not imply that the contemporary policies and discourses of VET have had no 

impact on the organisational life of T AFE and its teachers. The discourses of new 

vocationalism have, simultaneously, supported and problematised TAFE teachers' 

understanding of themselves in the vocational education and training project. T AFE 

teachers do identify with the world of work, constructed by the discourses of new 

vocationalism but, at the same time, also identify with the world of education constructed 

by the discourses of liberal education. Their identity is thus, in some senses, fashioned 

across the discursive boundary that constructs work and education as separate spheres of 

existence. The discourses of industrial skill development and liberal education have both 

contributed to the meaning making practices of teachers in the institution. Consequently, 

while the contemporary policies and discourses of new vocationalism work to magnify 

the ambiguity that T AFE teachers feel as they make meaning across the discursive 

boundary between work and education, they do not unsettle teachers' identification with 

T AFE as a particular type of educational organisation. 

The same cannot be said of the policies and discourses of economic rationalism. Economic 

rationalism constructs a radically different organisation, with different purposes, values, 

and interests than those used to construct public sector institutions. It generalises the 

enterprise form of conduct to all forms of conduct and constructs 'successful' 

' organisations as those whose people possess particular entrepreneurial attributes and 

capacities. Implicit in this revision of organisational purposes, values and interests, is the 

re-construction of the organisation and the modes of conduct that are legitimised in this 

organisation. 

I 
I 
I 

However, what advocates of this reconstruction fail to recognise is that by extending the 

enterprise form of conduct to all forms of conduct this denies the possibility of an 

organisation such as T AFE pursuing different, but nonetheless valuable social and 

educational ends. They are unable to imagine that the business ofT AFE is not identical in 

every respect to the 'business' of business. It remains an agency of government and as 

such is constrained by the forms of conduct imposed on it by the political environment 

that constructs it. 
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Moreover, the installation of enterprise in TAFE undermines any persuasive rationale for 

its existence as a particular type of organisation able to pursue divergent and sometimes 

mutually unrealisable goals. Perhaps more importantly, in the context of this study, it 

also undermines any persuasive rationale for the existence of TAFE teachers as particular 

types of teacher. This particularity does not imply that TAFE teachers' identities are free 

from ambiguity and contradiction. Indeed this study has demonstrated that ambiguity and 

contradiction are in many ways defining features of the construction of identity. 

What it does suggest is that the failure of new vocationalism and economic rationalism to 

make much headway in changing T AFE teachers understanding of who they are in VET 

can be accounted for precisely because these discourses leave little room for ambiguity 

and contradiction. They provide no discursive space within which teachers are able to 

construct meaning making practices that are capable of spanning either the world of work 

and education or the world of private enterprise and public service. New vocationalism 

and economic rationalism merely offer teachers singular conceptions of practice and forms 

of conduct that are drawn from one world and imposed on another. This position 

therefore has little meaning for teachers in their working lives, for it denies the complex, 

ambiguous, and contradictory discursive achievement that is realised by teachers in the 

construction of their identity. 
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MACTEQTffAFE- Taskgroup: 
Principles for Quality Teaching in TAFE 

I. Teaching is a professional activity which is derived both 
from technical expertise and experiential and theoretical 
knowledge. 

2. The professional practice of teaching is founded on ethical 
relationships with students and colleagues. 

3. The practice of teaching is a complex and creative process 
and should be influenced by ongoing critical reflection and 
informed by research and practice. 

4. Teaching should foster in students a commitment to lifelong 
learning. 

5. Teachers' professional knowledge and skills are acquired 
through prior and concurrent experiences and teacher 
education and continuing education programs. 

6. Teachers' professional knowledge and skills are applied in a 
variety of contexts and settings in collaboration with 
stake holders. 

7. Initial teacher education programs should be designed: 

• to reflect principles of adult learning; 

• in response to the needs of both teachers in training and 
TAFE as the employer; 

• in collaboration with stakeholders; 

• to maximise opportunities for recognition of prior 
learning, articulation and portability. 

8. Initial teacher education for TAFE teachers in content and 
delivery needs to take into account the characteristics of 
teaching listed in the preceding principles. 
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A High Quality Teaching Workforce for T AFE NSW 
ETF/UTS!f AFE Project 

Questionnaire 

Your name is optional (it may be useful for a follow through) •••.....•....••....••... 

1. To which Industry Training Division (ITD) do you belong? 

-------------------------------------------------------------------------------------------

2. What is/are your major area(s) of teaching? 

-------------------------------------------------------------------------------------------

3. Are you a full-time /part-time teacher in TAFE? 

-------------------------------------------------------------------------------------------

4. For how many years have you worked in TAFE as a teacher? (Indicate the actual years 

worked) 

FULL-TIME:N0 OF YEARS 19 to 19 

PART-TIME: N0 OF YEARS ...•......•.....•• 19 to 19 

5. Is your college in the Sydney metropolitan area? YES NO 
(please circle) 

6. If you were asked to specify one staff development programme that would assist 

you most in your teaching what would it be? 

-------------------------------------------------------------------------------------------
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7. Nominate the most important change that has occurred in your work as a TAFE 
teacher in recent years? 

8. If you were asked to nominate three major educational problems that now 
confront you as a teacher in T AFE what would they be? 

• 

• 

• 

9. Were you granted exemption/advanced standing (RPL) for any part of your teacher 
training? 

YES NO 
(please circle) 

If 'yes' do you feel there are any 'gaps' in your training/experience which need to be 
addressed by staff development programmes? 

YES NO 
(please circle) 

If 'yes' please specify the area: 

The following questions are being asked in order to find out the qualities, values 
and ethical positions that TAFE teachers see as important in their relationship with 
students. 

1 0. If you were asked to nominate 3 qualities required of a T AFE teacher working with 
students in the 1990's what would they be? 

• 

• 

• 

11.If you were asked to nominate the values or ethical positions that T AFE 

teachers working with students need in the 1990's what would they be? 

• 
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• 

12. If you were asked the major area of your current work that was least addressed in 
your initial teacher training what would it be? 

Present and future work is said to require capabilities that include the technical 
knowledge and skills required to undertake particular jobs. There is also an 
increased emphasis on the requirement for more general abilities at work including; 
working collaboratively, problem solving,thinking critically, interpersonal 
communication and cultural understanding. The following questions are designed to 
find out your views on the contribution your teaching area can make to the 
development of these general abilities. 

13. Do you believe that your vocational teaching area as currently organised provides 
opportunities for students to develop some or all of these more general abilities? 

(please indicate by writing ALL, SOME or NONE in the box) I I 

If your answer is SOME or NONE, what do you see as the constraints that prevent 
these abilities being developed in your vocational area? 
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14. If these abilities are incorporated into future curricula, it may be necessary to use 
teaching and learning methods that have not been considered traditional 
approaches. These may include the use of group projects, problem-based learning, 
learning contracts and self directed learning. 

Do you feel that your vocational education and training area can adopt these new 

approaches? 

YES NO 
(please circle) 

If your answer is NO what prevents these approaches being used in your vocational 
area? 

15. In education many people argue that when ever people learn something specific 
they also learn something in general. In your particular area of vocational 
education and training what are some of the general things that you believe 
students learn in their studies? 

16. A workshop conducted with TAFE teachers in 1994 indicated that they 
conceptualised their work as consisting of a number of roles including: 

teaching and learning 
industry and community liaison 
administration 
professional development 
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curriculum planning and development ( ) 

evaluation and assessment 
developing learning resources 

( ) 
( ) 

In the brackets to the right of the list could you indicate what priority you give each 

role using a scale 1-7, with 1 indicating top priority. 

1 7. Are there any other roles that you believe are important for TAPE teachers m 

the 1990's. 

-------------------------------------------------------------------------------------------

-------------------------------------------------------------------------------------------

-------------------------------------------------------------------------------------------

'Thank You' for the time you have taken to complete this questionnaire. Your 
responses are valuable - and very much appreciated. 
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Interview Protocol for teachers and T AFE Managers 

1. Personal History 

Could you tell me a bit about your personal background? 

How long have you worked in T AFE? 

What did you do before? 

Why did you decide to come into T AFE? 

2. College 

What sorts of students do you have? 

What are the different areas in the college? 

What changes have you experienced in the last few years in this college? 

3. Working In TAFE 

What are the main changes that you have experienced? 

What roles do you see as the main ones for teachers? 

What do you regard as important qualities for being a T AFE teacher? 

How is T AFE different from schools and universities? 

What do you think the future will be like in T AFE? 

These questions were used as prompt questions only. as far as possible the participant 

was allowed to speak freely regarding the three areas outlined above and questions were 

only asked if necessary to keep the response going. 
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Question 7 categories and responses 

0 college focussing entirely on vocational outcomes 
0 administrative bureaucracy bigger and more incompetent 
0 restructuring in T AFE 
0 record keeping 
0 Post Scott changes-TAFE's business orientation 
0 commercial profit generating courses-marketing focus 
0 break up of admin services into separate training divisions making organisation difficult 
0 not being able to teach communication modules 
0 TAFE is an anagram for change 
0 replacing existing courses with unpiloted $ driven courses 
0 disruption caused by poor implementation programs 
0 chaos in management - no direction -
0 top-heavy middle management 
0 provision of personal development time 
0 lack of funds for frrst half of 1995 
0 shift from mixed community/vocational focus to primarily a vocational focus 
0 change of focus from disadvantaged groups 
0 dealing with continuous, unproductive restructuring of no benefit to learners or teachers 
0 constant state of change 
0 financial constraints - being told what courses to run rather than responding to local demand 
0 unaddressed enormous gaps left by restructuring 
0 size of section has decreased 
0 more meaningful co-ordination with fellow teachers 
0 change offocus from educating to training - workplace focus 
0 politics - internal and external 
0 focus on quality 
0 constant reorganisation and centralisation of control- MASSIVE WIDE SCALE demoralisation 
0 wide range of subjects demanding high levels of technical and academic knowledge 
0 the Principal of my college was lost in the restructure - I have no direction support 
0 dividing the state into institutes 
0 lack of direction and support from the training division 
0 keeping up-to-date with TAFE changes- restructuring and introduction of national modules 
0 lack of resources B4 and equipment 
0 phasing out of fashion 
0 being responsible to students as clients 
0 move to institutes resulted in less ITD input -
0 more time on administrative work, less on student/teacher related duties 
0 budgeting ourselves 
0 introduction of short term courses such as LMP and JSST 
0 planning for future courses 
0 degradation of budget - broken equipment not repaired, poorer resources 
0 restructuring 
0 instability of constant restructuring 
0 reduction in numbers in Certificate of Matriculation (HSC) at my college 
0 feeling of isolation - lack of communication - no discourse with colleagues across the state 
0 decrease in resource material available 
0 excessive growth in bureaucracy 
0 staff developments that do not have outcomes beneficial to the classroom 
0 lowering of teacher morale 
0 reduced No's of full- time and increased No's of part- time teachers 
0 increased accountability for students 
0 increase in numbers of students 
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0 teaching across a wider range of programs 
0 commercial services 
0 shift in emphasis from training to cost recovery 
0 restructuring - the institutionalisation ofT AFE-
0 changes in course content becoming more customer driven 
0 change in direction of teaching to vocationally oriented courses 
0 more students of lower standards 
0 lowering standards by Govt cutting course hours 
0 catering cancellation of short courses ( eg, bar operations) 
0 removal of most of our courses (Home Economics) 
0 my original employment area being phased out 
0 decrease in available staff developments 
0 indecisiveness of top 'management' 
0 professional development hours 
0 running the ever tightening budget 

0 statements 68 

WL doubling of preparation 
WL increasing amount of paper work: 
WL data collection 
WL increasing responsibilities and administration 
WL extra work load -
WL more paperwork and marking 
WL extra workload & trying to keep up-to-date 
WL increase of face-to-face teaching hours & less preparation time 
WL additional but unchanged courses 
WL significant shift from teaching to administrative work 
WL Implementing new National Association Dip. Accounting 
WL the need to keep up-to-date on new methods & technologies 
WL non-teaching work load 
WL more expected in less time 
WL explosion of technical information 
WL increased workload -taking work home
WL increased paperwork 
WL professionalism push increased my responsibilities and accountability 
WL more paperwork 
WL more demands on time - coping with changes in course structure & work environment 
WL CAFE- meeting individual needs of increased number of students in a class, NESB/ESB, 
WL role of counsellor & teacher- increased social problems 
WL increased scope of teaching responsibilities 
WL workplace is becoming more stressful and chaotic 
WL increased workload -marking 
WL more & more admin 
WL more paper work, more work and less help 
WL amalgamation of sections in 1992- doubling of staff o'night changed my duties as SHT 
WL increase of teaching load 30% 
WL increased accountability 
WL increased responsibility- TAA4 
WL increase on records management 
WL producing long form syllabus documents 
WL increased clerical/admin work- massive proliferation of paper work 
WL increase in face-to-face teaching hours and change in content and approach & reduction in preparation 
WL increased workload = decrease in quality of service to T AFE clients 
WL increased teaching load 
WL escalating administrative work 
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WL balancing educational responsibilities with vocational teaching 
WL increasing amount of responsibility 
WL fitting in the work load 
WL increase in material being taught 
WL admin overload 
WL overwhelmed by preparation and presentation planning lesson objectives 

WL statements 44 

CBT new modular courses 
CBT introduction of national modules - CBA 
CBT CBT 
CBT RPL 
CBT flexible delivery 
CBT flexible delivery-
CBT introduction of Competency Based Assessment 
CBT CBT delivery 
CBT National core courses 
CBT implementation of National Skills based learning programs 
CBT intro of CBT - administration burden -
CBT coping with more CBT subjects 
CBT CBT assessment -
CBT National Competency modules 
CBT RPL 
CBT no more Pitman shorthand 
CBT Competency-based modules -
CBT student workbooks 
CBT change to competency bases assessment 
CBT assessment, 
CBT National Curricula 
CBT very frequent assessment events 
CBT National modules 
CBT making grading ways of working 
CBT changes in syllabus 
CBT curriculum- National Training Reform Agenda 
CBT improving assessment 
CBT introduction of new courses & new curriculum in welfare 
CBT flexible and self-paced delivery 
CBT developing competence 
CBT competency based education (CBT) 
CBT new modules, new courses 
CBT CBT 
CBT CBT assessment is making us a laughing stock not applicable to many courses, 
CBT teaching mathematics in general education using competency based philosophy 
CBT Change in syllabus to Associate Diploma 
CBT National Training Reform Agenda- core National Competencies 
CBT for certificates and diplomas restructuring of Commercial Cookery to CBT 
CBT CBT delivery and modules and its uncertainties -
CBT assessment course delivery standardisation 
CBT open learning 
CBT RPLIRPL-customer service standard dropping 
CBT Many new courses, curricula 
CBT change to syllabus - for the worse 
CBT flexible delivery in time of rapidly changing technology 
CBT CBT -new curriculum and assessment -modules restricted access
CBT increasing paperwork associated with assessment 

CBT statements 47 
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P I now have my own office 
P devaluing of teacher status 
P becoming a head teacher 
P transition from part-time to full-time 
P moving from a country to a city 
P full-time TAFE teaching 
P improved course structure 
P student-centred learning 
P change in role to training & co-ordinating new teachers 
P personal reluctance to take on new subjects 
P lack of training 
P changing from High School to T AFE 
P becoming full-time 
P teaching itself is mainly unchanged 
P Grad Dip TESOL changed /consolidated my approaches to learning 
P becoming full-time with regular classes and dedicated preparation time 
P retrained from reinforced plastics vocational courses to ESOL courses 
P increased variety of subjects 
P integrating numeracy & literacy CABE & CAFE 
P changing teaching areas 
P professionally exempted from all teacher training 
P being appointed full-time 
P Head Teacher, Teacher-in-charge 
P more young students in the class 
P inability/indifference of small business in training 
P having 2 children and balancing work and family commitments 
P increased requirement for own staff development 
P high incidence of NESB students 
P finishing teacher training at UTS 
P I became a T AFE teacher 
P Appointment as Head Teacher 
P have moved from writing curricula and learning materials to delivery 
P switch from small scale catering to an emphasis on large scale 
P going full-time to permanent part-time -
P going from teacher to A/head teacher (administration) 
P change from part- time to full-time 
P as a new teacher I have survived the first nine months- I'm on the right track 
P acting head teacher role 
P unemployed students 

P statements 39 

T computer technology 
T computers 
T computers & computing 
T computers in an office environment 
T updating on software programs 
T updating on new software 
T technological change 
T new technology 
T access to T AFE computer system 
T technical content 
T very fast moving technical changes in computing 
T computerisation of pattern 
T emphasis on computers -need for adaptive technology 
T availability of computers to prepare resources - use of multi media resources 
T computers 
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T Technology 
T electronic technology in new vehicles 
T pace of technological change 

T statements 18 

I loss of daylight equivalent 
I elimination of overtime (earning less) 
I loosing conditions- daylight equivalent and 18:12 program 
I deterioration of conditions-equivalent hours 
I loss of daylight equivalent 
I loss of working conditions daylight equivalent and increased teaching hours 
I real value of salary has decreased 

I statements 7 

M too many to nominate just one 

227 statements were recorded for question 7 

Question 8 categories and responses 

R excessive & rapid curriculum changes, constant education program changes with no resources, 
R lack of support 
R lack of support 
R lack of adequate educational resources, upgrade of existing, keeping resources relevant to 
R finance/budgeting pressures - possible class and course cuts 
R lack of funds for requisitions, lack of funds for essential equipment 
R lack of library resources to students 
R inadequate classroom design 
R resources - technology overtakes the budget 
R lack of administrative resources, lack of access to admin 
R time management TAFE/work and keeping industry relevant 
R lack of resources 
R lack od funding for curriculum development 
R insufficient budget to run at maximum level 
R lack of purpose built spaces, incompatible accommodation 
R lack of industry standard equipment in computer design 
R lack of up-to-date software, 
R books on graphic design 
R no time or money to develop new facilities for industrial production 
R secretarial support (is minimum only) 
R resource problems, lack or resources (financial & physical) 
R lack of equipment, resources and library facilities, lack of up-to-date resources, 
R quality of class accommodation 
R inadequate and insufficient physical/teaching resources (notes videos, equipment) 
R inadequate and insufficient teaching facilities, lack of space and materials to complete 
R inability to make full use of computer teaching packages (insufficient facilities and lack R lack of course 
hours given to many courses and subjects, insufficient course hours for 
R computer rooms that don't function 
R using current resource material, lack of prepared notes 
R lack of adequate resources fmancial and academic, lack of funds to run the section, 
R poor quality student workbooks produced by ITD 
R pressure from implementation of poorly designed modular course introduced too quickly 
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R inadequate and inaccessible information systems 
R stifling of growth of what can be offered due to lack of funds 
R technology computers 
R budgeting restraints no new initiatives 
R lack of funding for R&D 
R lack of adequate resources 
R lack of resources at classroom level, difficulty in obtaining resources specified in the syllabus, R lack of 
teaching resources for CBT modules 
R antiquated resources 
R adequate access to library and research resources 
R software not supported by adaptive technology, computing 
R lack of time/funds for return to industry, updating vocational skills 
R lack of access to professional staff development,lack of regular SD' s or interaction 
R not enough FT staff 
R effect on education ofB4 restrictions 
R availability of resources (small colleges) 
R lack of teaching resources, particularly those in pace with technological change 
R cost of teaching aids, continuation of high quality teaching aids 
R lack of equipment 
R inadequate classroom accommodation 
R lack of sufficient funds for necessary equipment, no resources other than a syllabus 
R adequate funding to run classes 

R 54 statements 

S young adults in courses with no real interest, younger generation -enthusiasm in courses 
S supporting students with idiosyncratic world views 
S life presentation and methods of hearing impaired students 
S motivation and standard of students entering T AFE 
S student entry level not high enough for the courses 
S the change in students attitudes towards education, teaching unemployed students 
S bringing slow students up to speed 
S number of students with emotional problems 
S Diverse learning needs, keeping lessons relevant to student needs 
S literacy/numeracy levels in students, teaching accredited material to students who have limited skills 
S breaking down the perception by students that T AFE is a low-aspiration option 
S non-academic attitude of students which is getting worse from year to year, 
S High school students who cannot spell or comprehend basic maths 
S students sent by CES 
S fostering cross-discipline teacher and student commitment to communication as an essential subject 
S inability to meet individual students needs-eg.enrolments not changing in line with flexibility 
S teaching students who don't want to learn and who would rather have jobs, 
S disinterest and loss of interest in learnimg, 
S motivation of younger students- a proportion of students lack motivation, 
S student behaviour, students unable to accept responsibility for learning 
S student discipline and classroom conflict, assertiveness of studentsentry levels too low 
S entry level of students, fundamental lack of skills, numeracy inadequacy of students, 
S Engineering in particular in T AFE is getting a lower standard of student 
S chaos in students' life, work etc. 
S language and cultural barriers 
S more positive attitude to learning from the students, apathetic student attitudes towards T AFE, 
S unrealistic expectations on CGE students to fit immediately into formal training arena 
S feepaying overseas students with little English in technical subjects 
S ill-suited students- selection criteria required 
S counselling time with students 
S lack of adequate counselling service for students, dealing with students who have problems 
S wide ability range in one class 
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S involuntary students (eg sent by CES), youth disenchantment with education 
S encouraging Kooris to attend classess 
S NESB demands in small country areas NESB &ESB together, no formal teaching 
S pathways for disadvantaged students, ensuring access for those most in need 
S encouraging students to articulate to other training programs 
S non-English speaking students 
S cultural understanding, multicultural classrooms-mixed level of commitment 
S student expectations/ goals 
S student selection 
S mixed ability groups especially meeting needs of ESL & special needs students while challenging the high performers, 
S inclusive education for people with disabilities when teachers are not trained for this, 
S how to motivate students to enjoy learning 
S students seeking emotional healing thru a course, student problems 
S student access to research materials 
S diversity of student population, change in student profile -students younger, less experienced 
S selection criteria 
S students' poor reading/writing skills 
S provision/monitoring diverse student course options 
S changing student clientele 
S NESB students in mainstream courses 
S removal of age restrictions adult environment unsuitable for children, dealing with students 
S falling student numbers 
S uneven entry level skills 
S low standard of students, student attitudes 
S decrease in mature age students/ increase in younger less dedicated students 
S motivating students to study out of class time, lack of general motivation in students, 
S difficulty in motivating HSC pathways students (too few of them to be selective) 
S offering equal opportunity to a wide range of experience and abilities 
S range of students in the class - no selection criteria, basic skills deficit in some clients 
S providing variety for wide range of students, determining levels to 'pitch' lessons to meet student needs 
S lack of focus in young students, student motivation, student discipline 
S students not suited to hospitality industry, accepting students who have no hope of succeeding, 
S lack of motivation (students), de-motivation of students 
S Australian students with poor language skills 
S discipline, handling classes in light of new students' rights, unwilling attendance of some LMP/CES students 
S large numbers ofNESB students, poor English, increasing numbers of Asian students, 
S low literacy and numeracy skills, students lacking basic skills 
S getting students to accept CBT, more 
S rapid lowering of standards in Diploma classes - anyone seems to pass, 
S demanding attitudes of students resulting in more paperwork 
S discipline of young adult males 
S poor communication between staff/students 

S 74 S statements 

WL time-too many tasks - split between too many areas- paperwork, meetings, insufficient time to prepare for classes, 
WL balancing educational with administrative/procedural 
WL timetabling 
WL increased structuring and preparation for new courses, adjusting to the volume of new courses 
WL administrative duties 
WL updates on industrial changes, lack of time for just keeping up, lack of time for self 
WL large classes increasing the marking load, student/teacher ratio 
WL inability to keep pace with modem trends, keeping current in electronics and computing 
WL lack of balance between teaching time and assessment time with too much time on 
WL workload, greater administrative load, managing diverse administrative tasks 
WL insufficient time to prepare/develop lessons - time limitations due to admin. procedures 
WL face-to-face teaching hours 
WL lack of time in face of demands, unproductive use of time in travelling between 3 campuses 
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WL intrusion of admin duties into preparation time 
WL time to keep abreast of educational changes 
WL time restraints to develop & implement SPL units and learning contracts 
WL coping with volume of marking 
WL lack of full-time teaching staff 
WL not enough time for old fashioned prep. for students or for research 
WL marking assignments within working hours 
WL productivity increases without commensurate pay increase 
WL lack of consultation on working condition changes increased teaching hrs/decreased incidental hrs. 
WL courses introduced with no time to prepare materials & no material centrally provided 
WL time to prepare teaching material, prepare & mark tests/assignments in short course times, WL no 
time to prepare for all the new content and teaching strategies 
WL time spent on non-teaching related activities & enquiries and increasing volume of paperwork, 
WL lack of time/opportunity for staff developments, lack of Maths specific Staff Developments 
WL time to adequately teach briefly outlined syllabus topics, 
WL time to incorporate new technology, 
WL increased levels of unproductive administration at the expense of preparation time, 
WL lack of time to prepare, to think or to plan or deal with individual student problems 
WL time to meet curriculum requirements, teaching overload - insufficient time to prepare 
WL time to do prep for new subjects 
WL teaching a wide range of subjects in one semester (ie. 9) 
WL time to read material that comes into the section 
WL additional and excessive admin duties, multiple 'hat wearing' - time issues 
WL lack of time to prepare lessons 

Wl 37 statements 

NI training in CBT and current philosophy, teaching strategies 
NI implementation of CBT 
NI assessing creative work (particularly for grading) 
NI curriculum issues 
NI RPL, time involved, benchmarks 
NI assessment -centrally set tests, assessment of CBT in a meaningful valid way, 
NI developing assessment tasks for labour market students, integrating assessment tasks for National Communication 
NI National Communication Modules establishing a standard applicable for high/low level groups attempting same 
NI lack of knowledge oflndustry Standards/expectations 
NI implementation of CBT courses, confusion over new Competency Based Training Course, 
NI gets the job done but not how or why!, not self-paced, 
NI lack of staff development for CBT, lack of resources to teach CBT, lack of buildings and 
NI maintaining lesson material to comply with Australian standard changes 
NI proposes Australia wide plumbing trade certificate 
NI implementation of national curriculum in Building 
NI assessing student performance, time restraints on marking assignments, 
NI assessing students of various levels of ability in the one class, problem of quality and 
NI reduced practical skills 
NI new mode of delivery, lack of resources, equipment necessary, lack of advice and staff 
NI sudden change to CBT with no or poor training in CBT approaches and RPL, 
NI inadequate formal CBT assessment procedures,-
NI feedback, adjustment of staff and students to CBT, 
NI developing material which caters for three major groups International students students straight from high school(3)ad 
NI how to handle RPL on paper, recognition (doesn't specify of what by whom), 
NI RPL for teachers not addressing the major issues 
NI lack of Fed & State Gov, appreciation of the loss of the heavy engineering metal/fabrication industry to Asia 
NI modules, teaching modules from very poor descriptors 
NI lack of assessment guidance 
NI too many changes too soon in new courses, curriculum 
NI assessment, lack of uniform testing 
NI fitting into the modular structure 
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NI competition from private providers 
NI flexible delivery 
NI lack of flexibility of system to provide true CB self-paced learning 
NI over assessment, confusion over practical implementation of CBT assessment 
NI tenders politically controlled & implemented regardless of educational outcomes 
NI understnding the big training picture educating for the workplace 
NI CBT hard to implement in its present form 
NI flexible delivery v 15: 1 ratio to run a class 
NI RPL for NESB 
NI designing apprporiate assessment schedules, assessing competencies, assessment, 
NI lack of foresight as to what industry requires 
NI impact of current social context on student perception of education 
NI competitiveness between providers, fee for service, outside funding of courses 
NI CBT, introduction of modules 
NI flexible delivery 
NI keeping up with training philosophies 
NI flexibility within courses - offerings, exemptions 
NI subjective v objective approach to education ie overall life approach/critical analysis v training/competence only 
NI RPLIRPC/implementation of flexible delivery, mixed mode etc 
NI CBT, preparing material for CBT 
NI new modules, CBT management- recording-attendance, competency based curricula, 
Nisetting appropriate activities/ exercises for CBT courses, adjusting to the concept of'competency' 
Nicompetency based assessment is not universally applicable, assessing competencies. 
NI RPL for teachers, more flexible recognition of qualifications 
NI open learning options to meet variety of needs 
NI equating CB Toutcomes with norm-referenced outcomes for University articulation, 
NI implementation of CBT 
NIRPL 
NI lack of funds for 'bread & butter' items while $0000s are spent on competencies 
NI assessment requirements in time available, skills assessment 
NI working with industry to co-ordinate programs 
NI assessing prior learning 
NI quality is sacrificed to low National benchmarks, industry based training, national Core Curriculum 
NIRPL 
NI integrating the 'new' VET (CBT, RPL etc into a conservative organisation 
NI CBT is not the only answer 
NI National modules ill considered- expectations too high 
NI CBT, confusion over CBT, mixed attitudes of students/staff to CBT, 
NI understanding why CBT was introduced, 
NI CBT assessment, grading CBT, keeping pace with changes in assessment, time restraints on re-assessing 
NI National curriculum 
NI dealing with trends from NT A 
NI timing and number of assessment outcomes, excessive assessments, assessment 
NI organisation, CB assessment repeats the training?, workplace assessment, student assessment focus in TAFE 
NI introduction of CBT, CBT- unclear outcomes in time delivery, dealing with trade specific CBT 
NI working with industry to co-ordinate programs 

NI 78 statements 

C More A TY Courses 
C substandard syllabuses 
C making LMP courses relevant and workable for both students and teacher 
C substandard syllabuses 
C making LMP courses relevant and workable for both students and teacher 
C provision of adequate long form syllabus for all subjects in course 
C lack of information on new courses 
C little creative force particularly in relation to environmental issues- industry driven 
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C teachers guidance notes 
C absence of use of 'modem' teaching approaches, teacher support for more flexible delivery 
C inconsistencies of curriculum material delivered at different centres 
C constant change in courses and subjects - often for the sake of change itself, new courses 
C new National Office Skills Module Based Instruction, integration of theory and practical in 
C suitability of courses to students, curriculum development, inconsistency of syllabi adapting C syllabus 
to the real world the continuous change of syllabi -get used to one just in time to see 
C changing nature of material covered in courses, 
C padding of some courses with theory subjects 
C syllabus tasks- to teach an overloaded curriculum 
C changing course structure 
C ever changing curriculum, fragmented and inappropriate curriculum 
Clack of course materials, resources- development and availability, 
C curriculum unsuited to student needs, understanding the syllabus, 
Chow to get involved in workplace literacy/numeracy delivery 
C intro of new courses eg CAFE meeting needs of CAFE students 
C suiting course to industry needs, updating course relevance 
C curriculum designed from patriarchial perspectives 
C decline in course offerings 
C no money-no course syndrome in meeting industry and community needs 
C existing curriculum 
C too much prescriptive curriculum content for effective teaching in the time allocated 
C lack of consultation on curriculum changes 
C curriculum devoid of content 
C fragmentation of courses, (semesters and modules) lack of cohesion 
C poorly designed, ill conceived syllabus 
Clack of planning in course development and implementation 
C means of delivering distance courses 
C convincing ITDs we need core subjects in courses 
C establishing just where a trade course should be aimed 
C articulation ofT AFE courses into Universities 
C out of date syllabus, updating of syllabus to reflect industry changes, relevance to current industry practice 
C in some subjects too much subject matter to teach properly 
C too many recent changes in curriculum, changes without support and discussion 
C poor quality competency based curriculum, disregard by management of staffi'student 
C suggestions for curriculum improvement, curriculum too 'thin' 

C knowing the parameters of subject areas from short form syllabi 
C duplication of material from subject to subject within the same course 
C Lack of lead time in release & implementation of courses 
C mixed modes of delivery- insufficient theory/lecture time to fulfil curriculum requirements 

C 48 statements 

TS negative storepersons 
TS hostile and obstructive administration 
TS non-transfer policy within institutes (teaching staff) 
TS isolation when the only FIT person in the institute in a discipline 
TS restructuring within TAFE-future directions within TAFE- my future within TAFE 
TS enrolment system needs refming. lack of flexibility in administrative procedures 
TS lack of management in small college 
TS working environment 
TS isolation within the institute, the continuing changing faces of management 
TS constant changes within the Institute of campus and staff positions and titles, 
TS lack of communication between colleges and institutes 
TS few opportunities for networking within the state 
TS delays and frustration in dealing with the ITD, 
TS imited staff support from the training divisions, lack of course information from Training no TS 
receiving and disseminating information between staff 
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TS not being able to teach communication without a degree when I've been teaching it for fifteen years 
TS inconsistent budget planning, decreasing funds, obstruction by Institute Office of funds for extra teachers 
TS student/teacher ratios too high for safety and effective teaching 
TS lack of direction, operating in a planning vacuum, lack of support from management 
TS quality assurance 
TS Jack of communication/isolation due to institute structure 
TS lack of educational leadership/direction 
TS cluster management breakdown lack of support 
TS lack of user friendly admin. systems, time spent on adminunclear delegation 
TS poorly informed TAFE management(re role of ABE) managers who do not understand TRA constant change 
TS blocks from internal bureaucracies 
TS how to liase with trade teachers 
TS cancellations of advertised classes 
TS enrolment forms unsuited for ESOL students 
TS lack of consistent direction, dealing with poor management, Jack of management systems, 
TS not knowing if courses will be sponsored by the TD or will disappear 
TS industrial relations & organisational climate to allow change to occur 
TS lack of career paths up from or out ofT AFE teaching 
TS feedback on performance 
TS no professional feedback on strengths and weaknesses as a teacher little support 
TS isolation from industry changes 
TS insistence that class numbers be maintained to keep courses running 
TS reconciling T AFE Admin. policy with NTRA 
TS isolation due to admin. tasks lessens the contact with 'teachers of excellence' 
TS need to respond to fundraising for commercial courses 
TS red tape' in organising excursions 
TS lack of communication between staff and/or students including with H/T & SHT 
TS bureaucracy 
TS rigidity of structure, lack of flexibility with teaching hours 
TS lack of contact with ITD specialists, teacher support 
TS high student/teacher ratios, class sizes 
TS poor quality category C exams prepared by other centres 
TS bureaucracy in Education, organisational problems 
TS pressure to turn students out quickly 
TS lack of support from Training Division 
TS lack of information on resources and assessment 
TS misinterpretation of customer focus - students supported, teachers not in dispute situations 
TS good leadership and direction from upper management 
TS constant admin changes 
TS linking teaching with need to make money for T AFE 
TS extremely poor morale 'TAFE -wide' 
TS lack of experienced managers who have also taught 
TS lack of support for teachers from training divisions 
TS inflexible delivery times/ attendance choices 
TS lack of support from ITD 

60 TS statements 

PD technical knowledge updates, staying technically competent in my field, 
PD keeping up-to-date with computers & the latest software packages 
PD development, lack of staff developments for specific subjects 
PD distance from Sydney make staff development very difficult 
PD lack of staff updating /training 
PD upskilling - living in country areas 
PD use of computers 
PDkeeping up with industry trends and changes, including use of computers 
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PD computer based lessons, how to teach computers in the classroom, 
PD lack of staff development in the teaching area, release time to be trained in the new modules 
PD current industrial experience 
PD getting through the Uni course 
PD keeping on top of technological change, particularly in computing 
PD reconciling my educational philosphy with prescribed documents, expectations of rapid progress 
PD keeping up with educational changes 
PD how to get updated information 
PD networking 
PD lack of educational staff developments 
PD limited opportunity to network with other staff, isolation 
PD lack ofstafftraining in professional areas 
PD updating skills 
PD time for background reading, educational research, involvement on committees etc, keeping up-to-date 
PD increased accountability of teachers (classroom/student responsibilities) 
PD keeping technologically updated 
PD loss of practical experience and industry exposure, keeping up with industry changes 
PD keeping up with developments in teaching specialties 
PD no staff development time 
PD training required for use of sophisticated equipment/ updating 
PD inability to attend conferences 
PD quality control of teachers/ standards, professional development for quality teaching 
PD keeping ahead of industry, opportunities for return to industry, some knowledge of industry 
PD knowledge of counselling skills 
PD keeping up-to-date with current trends, maintaining pace with technological change 
PD lack of training in current technology, lack of staff development programs 
PD ncreasing use of computers 
PD favouring of some teachers for external staff developments 
PD lack of staff development in use of modem technologies, no update training provided, 
PD maintaining competence in both industry & educational terms 

PD 38 statements 

T evaluating and improving teacher performance at the classroom level (admin seems to take priority of performance) 
T industrial relevance, keeping lessons relevant to 'industry' needs, difficulties in developing materials which are workpla 
T how to develop self directedness in students, 
T how to implement student centred learning in a teacher directed environment 
T some part-time teachers are poor presenters-too much talk and not enough class interaction 
T making lessons relevant to students ability, 
T making lessons relevant to real world 
T teaching content which is sometimes seen as being dry, boring and unnecessary 
T finding methods to motivate students 
T using technology in program delivery 
T developing resources 
T planning interesting and exciting classes 
T learning to teach genre and functional grammar 
T lack of ethics 
T competitiveness among teachers 
T working in isolation 
T student/teacher ratio in modules 
T creative teaching strategies for diversity of students 
T contact with other discipline teachers in other T AFEs to ensure quality standards 
T difficulty fmding adequate part-time teachers 
T lack of high quality supervisor for placements 
T teaching practical skills to large groups of students 
T maintaining educational standards 
T keeping teaching relevant, interesting and based in active learning 
T burnout from load of new subjects and marking 
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T implementing new policies/initiatives while maintaining quality standards 
T general education has to justify itself continually 
T incorporating variety of teaching strategies to cater for all learning styles 
T lack of teacher input into effective education delivery management 
T the concept of the adult learner introduction of new 'educational fashion trends' eg CBT 
T implementing non-traditional ways of teaching 
T development of questioning skills 
T burnout (lessens motivation/ optimum performance) 
T implementing 'lifelong learning' 
T SHT retraining traditional autocratic teachers to be flexible, open & prepared to take risks 
T time to co-ordinate with part-time staff 
T facilitating conformity and consistency among part-time teachers 
T lack of full-time teachers in the area 
T teachers who won't conform 
T experienced teachers not being aware of change CBT 
T how to recognise 'real' achievers, 
T assessment of qualitative outcomes with unrealistic measurement scales 

T 42 statements 

Question 10 categories and responses 

F P A flexibility 
F PA flexibility, 
F PA adaptability to change (which is not resistance by guile) 
F P A ability to change,- to evaluate what is essential, adaptable 
F P A being open & welcoming of educationally sound initiatives, 
F P A being versatile, adaptability 
F P A ability to cope with change, flexibility in adapting to change 
F P A flexible 
F PA flexibility, flexible thinker/lateral thinker, being prepared to be challenged by change 
F PA flexible & open minded, adaptable 
F PA coping with continual change as challenging & exciting, ability to change 
F PA willingness to change 
F PA flexibility to change in a dynamic environment 
F P A ability to remain optimistic in times of constant change, preparedness to adapt to change 
F P A adaptability 
F P A vision, drive 
F PA flexibility -adapting to learning styles, ability to vary teaching strategies, 
F PA flexibility, ability to change 
F P A flexibility and adaptability 
F P A forward thinking 
T P A patience 
T P A tolerance to diverse backgrounds and attitudes of students 
T PA sensitivity to cultural & racial issues, sensitivity to the long-term unemployed 
T P A to be open-minded and non-judgemental 
T P A patience, tolerance 
T PA patience 
T PA tolerance with tact, open minded 
T PA generosity, consideration 
T P A non-prejudiced 
T PA patience 
T PA patience 
T P A warmth, tolerance 
T P A patience 
T P A tolerance 
T PA tolerance & acceptance 
T P A tolerance, patience 
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T PA tolerance while maintaining standards, patience-lots of it 
T P A patience, understanding & sympathetic disposition, tolerance 
T PA unlimited patience for bureaucracy, unlimited time to needless paperwork 
T PA patience 
T P A tolerance 
T P A infinite patience, calm temperament 
J P A consistency 
J P A just and honest 
J PA honest, open, integrity with sensitivity 
J PA fair, firm and friendly 
J PA honesty, integrity 
J PA fairness 
J PA honesty in all aspects of assessment 
J PA honesty 
J PA honesty 
J PA fair & equitable 
J PA truthfulness, honest & ethical behaviour, open, integrity, trustworthy 
J P A a sense of equity and justice 
J P A realistic, just 
J P A honesty & integrity 
J PA integrity, honesty 
J PA reliability 
J PA intellectual & personal integrity 
J P A consistency & fairness, vigilance 
J P A non biased an grounds of gender/ race, empathy with all community groups 
J PA fairness in assessing ability and knowledge 
J P A personal integrity & maturity 
J PA compassion, dedication to students' interests (with a healthy respect for teachers' sanity), 
C PA creativity, initiative 
C P A inquiring creative mind 
C PA inquiring mind 
C P A creative, resourceful, innovative 
C PA innovative 
C P A resourceful 
C P A resourcefulness 
C P A creativity 
C P A perform miracles at no expense 
C P A resourceful 
E P A commitment, 
E PA endlessly energetic 
E P A enthusiasm 
E P A enthusiasm 
E P A persistent 
E PA desire for excellence 
E P A resilience, persistence 
E P A enthusiasm 
E P A perseverance 
E PA being positive, dynamism, enthusiasm, genuine enjoyment of working with people, 
E PA perseverance 
E P A enthusiasm, energy 
E PA being positive, enthusiasm, ability to motivate students, promote the need to 'want to learn' 
E PA enthusiasm 
E PA enthusiasm, unstoppable enthusiasm 
E P A persistence 
E P A assertiveness, being positive 
E PA follow-through 
IPA sense ofhumour, sharp wit 
IPA approachable 
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IPA sense ofhumour, quick wit 
I P A be an extrovert not an introvert 
I PA kindness, caring 
IPA empathy, compassion 
IPA sense of humour 
IPA willingness to impart a positive attitude and knowledge and skills 
IPA diplomacy 
IPA empathy 
I P A approachable 
I P A encouraging and motivating 
I P A sense of humour 
IPA empathy 
IPA rapport 
I P A empathy (culture, background, problems goals etc) 
IPA approachable 
IPA empathy 
IPA approachable 
IPA respect 
IPA empathy 
I P A sense of humour 
IPA helpful 
I P A sense of humour 
IPA empathy 
IPA empathy, affiliation to student culture, trust and rapport 
IPA good sense ofhumour 
I P A unpretentious 
IPA sense of humour (and quit whingeing) 
I P A sense of humour 
I PA sense of humour 
I P A approachability-co-operative-egalitarian-respectful, accessible 
PA promotional ability/self-direction 
P A self directed 
P A self motivated 
PA discipline 
P A credibility 
PA reliability, ethics 
P A pragmatism 
PA bravery 
PA problem solving 
PA logical thinker, problem solving 
P A joy in life 
PA ethical 
P A philanthropic 
PA trust 

PA statements 138 

S a commitment to my students, caring attitude (not just for the academic but to the whole person 
S valuing individual differences, understanding students with special needs 
S empathy with individual students 
S approachable to students 
S flexibility allowing students to achieve personal goals 
S ability to make content relevant 
S non-judgemental attitude, respect for students 
S flexibility in expectations of students' abilities 
S empathy, being able to relate to students, 
S being aware of students' learning problems self esteem 
S EO & EEO for student 
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S ability to apply discipline & fairness, finn but fair disciplinarian 
S flexible approach to classroom activities & teaching methodologies, facilitator of students 
S ability to build student confidence, ability to motivate students, ability to assist students 
S genuine desire to assist students, supportive, caring, ability to respond to individual needs, 
S understanding, be aware of work and social pressures, understand students ambitions and problems, 
S commitment to equity, non-racial and non-sexist, ability to work with diverse cultural groups, sensitivity 
S rapport with students of all ages, ability to relate well to Kooris, genuine liking and respect 
S recognising the value of students experience & prior learning 
S teacher-not a disciplinarian (ie. not responsible for students' attendance), mutual respect 
S respected by students, respect for students 
S ability to understand students on their level, infonned on adolescent attitudes, teach 'equal' 
S supportive of students when applying for work, be constructive with advice, encourage 
S adaptable to students, tolerant of students who don't confonn to the 'nonn', 
S awareness/understanding of ethnic/socio differences 
S creative, flexible & down to earth with students 
S racial, sexual & age tolerance applied with a sense of humour 
S awareness of needs of students entering the workforce 
S sensitivity of needs of NESB students 
S genuine interest in students, commitment to teaching as well as to discipline area 
S respect for learners, particularly adult learners 
S access & equity for all students 
S recognise students needs to gain Nationally recognised credentials 
S equipping students for the workforce 
S a genuine concern for student' well being & development, a personal caring interest in each student 
S to assist students in goal setting & evaluation & 'learning to learn' strategies 
S provide students with what they need in their own preferred learning style 
S being sympathetic to students' problems, compassionate 
S equal consideration of all students 
S discipline 
S commitment to what the student needs to know 
S must allow students to reach competency at their own pace, meet student needs, 
S ability to motivate 
S ability to relate course content to individual student needs 
S patience with a diverse range of students, understanding 
S friendly professional teaching manner 
S rapport with students, a sense of working with students 
S aware of different student populations eg. age/aboriginal, encouraging to all students 
S individual student needs 
S focus on relevant education, holistic approach to student needs 
S enjoyment of working with students/teaching, 
S caring -being genuinely interested in the total person 
S understanding the complexity of the young student in TAFE and their needs and problems, 
S sensitivity to student needs, ability to relate to assess & teach to student needs 
S treating students as equal human beings, no bias towards minority cultures, 
S model the teacher as learner 
S covering confusing of admin procedures so as to help students 
S courteous and considerate and friendly manner, good rapport with students -
S interest in & ability to deal with student problems where possible 
S equitable treatment of students (esp assessment), fairness 
S care in providing feedback 
S fairness to students 
S being accessible for students 
S tolerance, recognition of the importance of students as individuals, interested in & relates to students, 
S compassionate & sympathetic & sensitive to student needs/learning difficulties 
S respect students, understand students' outside problems, employment problems, 
S flexibility/adaptable to various students' needs, ability to adapt 
S understanding of students, compassion 
S set an example of work ethics, standards & attitudes 
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S statements 69 

CW to equate TAFE policy/changes with teaching integrity & a variety of teaching methods 
CW tolerance of a system which neither rewards teaching dedication nor expresses gratitude 
CW ability to work 18 hrs per day, prepared to spend unpaid time on preparation 
CW ability to work 18 hrs per day, prepared to spend unpaid time on preparation 
CW commitment to students, staff and college etc 
CW customer oriented 
CW best practice 
CW commitment to quality preparation & presentation, continual improvement 
CW professionalism 
CW PA availability of time 
CW sense of responsibility, dedicated, devoted 
CW committed - you need to enjoy teaching your subject 
CW a passion for my subject 
CW ability to work well under stress 
CW dedication to teaching, consistency, commitment, reliability 
CW willingness to contribute & be involved in the section 
CW ability to relate to the changing environment, willing to accept change 
CW ability to fully utilise resources, well organised resources 
CW professional 
CW dedication to learning in the V oc Ed environment 
CW tolerance of the system, 
CW professionalism 
CW being aware of current industry trends, updating on industry skills, keeping up-to-date 
CW being prepared for lessons 
CW being a tireless worker 
CW flexible, extremely persistent lateral thinking in dealing with T AFE management 
CW be well prepared for every class 
CW enthusiasm and adaptability in order to embrace new pedagogical demands 
CW professional approach 
CW dedication, conscientiousness 
CW long suffering in the face of bureaucratic obstacles & low pay 
CW be prepared to 'cut corners' on syllabus (in time allowed), cover the curriculum adequately 
CW high standards which are vocationally determined 
CW professional course materials supplied to the students 
CW working within a supportive teaM 
CW show professionalism at all times 
CW quality work using current audio-visual equipment, ideas/ creativity for interesting learning 
CW setting strong goals/maintaining rules associated with classroom expectations 
CW professionalism, accountability of performance 
CW willingness to work hard 
CW willingness to work in teams 
CW maintaining high up-to-date & consistent standards 
CW work ethic- inspire students, ability to motivate students 
CW able to deal with educational problems 
CW ability to deliver a quality product 
CW dedication to profession 
CW well prepared & well researched teaching material, use a current syllabus 
CW fully qualified, professional expertise of the highest level, good academic background 
CW service oriented, provision of total customer service to individuals (this is time consuming) 
CW good administrators 
CW commitment to work, dedication, motivated to do their best for students 
CW be able to teach a broad range of skills/subjects 
CW link CBT with relevant training packages & methods 
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CW commitment to quality delivery 

CW statements 54 

K sound knowledge of teaching 
K sound knowledge of subjects/ curriculum 
K knowledge of industry 
K broad understanding of subject areas, up-to-date knowledge, a high degree of theoretical knowledge of subject 
K knowledge, broad life experience, depth of practical professional experience 
K understanding of student and industry needs, practical links to industry 
K thorough knowledge & understanding of subject 
K understanding 
K education, sound broad basic education, lifelong learning 
K technical competence, subject competence, know your subjects & courses, practical knowledge 
K deep knowledge of subject areas, up-to-date recent industry knowledge, 
K application of the knowledge of industry 
K liaison with industry 
K awareness of social climates 
K high technical ability in subject areas 
K a clear, strong theoretical basis for the learning process, an understanding of adult learning 
K broadbased training & experience 
K experience out in the community, employment experience outside the classroom 
K understanding each student's needs, understanding of broader issues of women, the disabled and aboriginals, 
K thorough understanding of teaching/learning processes 
K solid grounding on the legal implications of some actions 
K sound theory & practical experience, knowledgeable, vocational diversity & experience, 
K a greater knowledge & understanding of career pathways, 
K awareness of a wide range of resources and options for students 
K awareness of legal responsibilities 
K teaching current industrial knowledge, keep teaching and laboratory equipment up-to-date 
K strong knowledge of current industrial issues, to be vocationally relevant 
K ability to pass on knowledge while drawing on and cultivating students own ability 
K understanding human development lifespan 
K current workplace knowledge, good relations with the private sector 
K technical expertise, 
K updated knowledge of industrial skills, constantly updating 
K up-to date vocational skills, subject expertise, technical credibility & competence, 
K knowledgeable person in their field 
K mental agility/understanding of human societyhonesty & frankness, integrity 
K being well informed as to support facilities 
K thorough knowledge of subject, subject expertise 
K know ledge of support material 
K awareness of shifts of emphasis in course content, awareness of change 
K sound, broad subject matter 
K high level of expertise in their field, high professional standing in their field of expertise, 
K industry relevance, technically competent, up-to-date/current knowledge, industry & teaching knowledge 
K knowledge/experience, engender confidence in students 
K experience - good basic all round skills, multiskilled 
K credibility (current industry knowledge & skills) 
K thorough knowledge of material being taught, currency, current knowledge, 
K crosscultural understanding 
K a good provider of knowledge, good teaching delivery 
K up-to-date in-depth knowledge of subject area 
K understanding of the learning outcomes 
K knowledge of teaching area, expertise in subject/s being taught, discipline knowledge, s 

K stateents 51 
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PD adaptable to new technology, ability to continually up-date 
PD maintain integrity in teaching area 
PD being an adult educator 
PD ability to make content relevent 
PD teaching ability 
PD being prepared for teaching 
PD dedication to teaching 
PD love of learning 
PD enthusiasm for teaching 
PD personality and ability to perform in the classroom, open supportive style 
PD the maintenance of personal artistic practice (for relevance and to credibility in specific contemporary context) 
PD flexible teaching abilities 
PD authority (control of groups), ability to maintain discipline 
PD to continue to develop professionally 
PD ability to deliver tailormade/individuallearning experiences 
PD facilitation, ability to motivate students to work, ability to make learning enjoyable and experiential, ability 
PD flexibility in teaching styles, mixed mode delivery 
PD be prepared to retrain self 
PD facilitating adult education 
PD understanding that to grow we must change 
PD continued contact with associated professional field, stay up-to-date 
PD up-to-date with industry needs and expectations, willingness to keep in touch with industry, 
PD flexibility in teaching & learning strategies, ability to use a variety of delivery methods 
PD up-to-date teaching /learning methods, use appropriate 'self-directed' learning, animation 
PD ability to learn new skills as required 
PD 'up-to-dateness' in field 
PD ability to teach, ability to impart knowledge 
PD ability to present material in a simple form while covering course essentials, 
PD preparedness to use a variety of teaching strategies to meet needs of learners 
PD commitment to teaching 
PD ability to carry out research, ability to self evaluate 
PD good presentation skills, ability to present material slowly, methodically & logically 
PD facilitate learning rather than teaching, ability to change teaching/learning styles 
PD good class control, good interaction with students within the class, discipline 
PD presenting lessons in a meaningful way, greater student/teacher interaction 
PD need for ongoing education 

PD statements 36 

PS good communication skills 
PS good communication skills, good listener 
PS ability to communicate 
PS ability to communicate experience to students 
PS good organisational and planning skills, time management skills, good classroom management skills 
PS effective communicator, be a good listener, 
PS effective communicator, empathy & listening skills, active listening, assertiveness skills, 
PS having computer expertise, the ability to utilise technology effectively 
PS advanced interpersonal skills, good listening skills, counselling skills, communication skills, PS 
negotiator, problem solving 
PS ability to work collaboratively 
PS organisational skills 
PS effective communicator 
PS communicator 
PS communication sills, listening, negotiating, problem-solving, conflict resolution skills 
PS organisational skills 
PS good communicative skills, people skills, problem solving, listening, team building, 
PS good communicator, good listener, ability to relate to students & communicate in their language 
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PS counselling skills 
PS being computer literate 
PS good communication skills, able to work effectively and harmoniously in a team, 
PS counselling skills, people skills, empathy, ability to sympathise with students 
PS good communicator, a negotiator 
PS good organising abilities, keep programs stable 
PS ability to communicate well, ability to relate well to all types of students 
PS counselling skills 

PS statement 26 

Question 11 categories and responses 

PA honesty 
P A enthusiasm for teaching 
P A flexibility in meeting needs 
P A dedication, being helpful, desire to impart knowledge 
PA honesty 
PA strength (meaning what you say) 
P A sincerity 
PA willpower -do not substitute your beliefs for 'political correctness' 
P have no non-educational dealings with students (especially financial) 
P A sincerity 
P A high level of integrity 
P A diplomacy 
PA patience 
P A reliability & credibility 
P A unselfishness 
P A to have Christian values andethics to love their studentsto rebuke evil, not condone it}* 
PA loyalty (where deserved) to colleagues & students 
P A loyalty to job originally trained for 
P A kindness and empathy 
P A good sense of humour 
P A dedication 
P A integrity 
PA honesty 
P A reliability 
P A hardworking, high work ethic 
P A professionalism 
P A acceptance of change, willingness to adapt 
P A strong morals 
P A thick skin 
P A democratic approach 
P A concern for the welfare of others 
P A integrity 
PA honesty 
P A independent, self-motivated, empowered to assist students in their learning needs 
P A professionalism ( previously the desire to learn & enhance now a greater unsupported 
P A honesty & professionalism a all levels of contact with the public 
P A flexibility to adapt to change 
P A integrity 
P A honesty including honesty about employment prospects 
P A enthusiasm 
PA strength 
PA honesty 
P A having values 
PA empathy 
P A readiness to change 
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P A supportive (counselling) 
P A clear personal values which one is prepared to review 
P A recognise your own value - believe in what you're doing 
P A flexibility to deal with change 
PA truthfulness (if you say you will do something, do it and if you don't know say so) 
P A high moral integrity 
P A reliability and consistency 
PA empathy 
PA flexibility 
P A caring attitude 
P A self assured, confident of own ability 
P A positive values 
PA morality 
P A broad values and ethical principles 
PA belief in non-violent solutions to problems 
P A good sense of humour 
P A honesty, truthfulness, sincerity 
P A belief in the value of education and training 
P A be prepared to take risks 
P A concern for others 
P A personal honesty 
P A integrity 
PA patience 
P A professional approach with open lines of communication, an educator not a teacher only, P Arecognise 
our responsibility to our students 
P A professionalism, self assured, belief in own ability 
PA love of people, care & concern for students problems 
PA flexibility, co-operative approach to learning 
P A maintain high ethical behaviour 
P A hardworking 
P A responsibility 
P A honesty and integrity in all aspects of work 
P A reliability 
P A love of people 
P A regard for fellow people - students and other staff 
P A totally honest and open communication 
PA sense ofhumour 
PA empathy 
P A integrity 
P A enthusiasm 
P A non-dictatorial 
P A professionalism, professional ethics (do as I do) 
PA empathy 
PA honesty 
P A strong work ethic 
P A humanitarian 
P A being understanding 
P A strong work ethic, hardworking 
PA disciplined 
PA patience 
P A sincerity 
P A openness and honesty 
PA morality 
P A reliability 
PA having integrity (high trust in relation to dealing with students) 
P A personal integrity to learn in your own time in spite of no support from T AFE 
PA empathy, sensitivity and understanding to learning needs 
P A understanding and compassion, supportive, caring 
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P A preparedness to change 
PA to work beyond accountable time, dedication, willingness to help others 
PA honesty 
P A objective outlook 
PA responsibility to students and community 
P A self confidence 
P A motivation, be positive 
P A value of education/training as a life experience 
PA ability/competence/honesty in approach & delivery 
PA sound work ethic -provide most effective & relevant material & learning environment
p A high value in education, create an environment of learning 
P A always deliver on promises 
PA objectivity 
P A managing time 
P A positive approach, high motivation 
P A value open/adult learning 
P A belief in lifelong learning 
P A willpower 
PA empathy 
P A honesty with students 
P A integrity 
PA being an example of honesty & integrity (role model) to instil these values in students, 

PA statements 125 

E to use inclusive language at all times 
E a strong commitment to freedom of information and educational opportunity 
E to ensure the right of every student, regardless of sex, race, religion or disability to equality 
E a broad non-judgemental attitude - which acknowledges ethnic/religious/philosophical divergence 
E racial and cultural tolerance 
E understanding or more tolerant of long term demotivated unemployed students 
E confidentiality 
E non-sexist ideology 
E teachers need to keep an open mind as society changes (student -teacher relationship) 
E the right of every student to work in a safe, harassment free environment 
E as always be firm, firm and friendly but now add in an equal way 
E respect for individual differences 
E open-minded - fair 
E to be fair and impartial & to be perceived as such by students 
E sensitivity to cultural and racial issues 
E sensitivity to the long-term unemployed & related issues 
E non-biased to all in relation to gender, sexual preference, vocational group, race etc. 
E commitment to active EEO principles- affmnative action 
E to respect the student - to be open to their experiences 
E apply guidelines in a rational way without favour 
E to present a non-threatening, non discriminatory learning environment free of harassment 
E allow for a range of educational abilities 
E understanding of individual students needs 
E respect for students 
E awareness of discrimination 
E fair and consistent, particularly with marking 
E respect for students 
E fair sense of justice -
E fairness and consistency with all students, especially in assessment 
E non-judgemental 
E knowledge & implementation of policies and access procedures (counsellors, harassment officer etc) 
E respect for values and beliefs of others including students, non -judgemental 
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E treat as individuals, believing all students may learn something 
E awareness of and respect for individual differences, adjust teaching strategies accordingly, 
E equity & fairness & tolerance in multi racial/multi cultural classroom 
E belief in access second chance education 
E equality, EEO, a concern for equal opportunity 
E equality of attitude towards and opportunities for all students 
E good understanding of the many forms of discrimination 
E non-discriminatory - don't put any student down for any reason, non-prejudiced 
E awareness of vilification (don't malign) do not devalue other teachers work with teachers or students 
E take a firm stand on student attendance & behaviour - be fair and honest about standards 
E fair & consistency of assessment 
E being fair and reasonable and consistent 
E able to make impartial decisions 
E valuing that NESB students have a lot to offer -cross cultural awareness, non-racist, non-discriminatory 
E belief that every student has the right to achieve their potential through the best possible education 
E EEO -knowledge of and belief in equal opportunity, access & equity to all students 
E tolerance for a wide range of attitudes 
E not imposing values or ethics on students 
E a good dose of common sense all students are important, not just minority groups 
E equal commitment to students (whatever the abilities & attributes)- open mindedness 
E EEO - belief in education for all socio-economic backgrounds 
E respect for all cultures/religions- (this impacts strongly on women's issues) 
E respect for the individual, courtesy, civility 
E commitment to fair and effective work practices, time management and planning 
E confidentiality 
E impartiality, fairness 
E fairness with students 
E fairness 
E tolerance 
E being understanding of different cultures 
E non - discriminatory -equality to all students - EEO 
E cultural understanding 
E treat all students as individuals 
E sense of justness & fairness 
E openness & honesty with students other staff and the public 
E sense of social justice 
E respect students as equals, unbiased, non judgemental 
E respect for students as part of a learning team 
E acceptance of difference (cultural, ethical, religious, race etc ), 
E Equity EEO, unbiased approach 
E address gender inequalities in the classroom 
E no moralising (the backgrounds of some students is often a shock and it's not our place to judge) 
E total commitment to equality, nob-discriminatory 
E confidentiality 
E fairness and give & take 
E value the individual 
E respect for all students and staff 
E value importance of each individual, recognise individual and group needs 
E set aside own social values and accept all learners for their need to learn 
E creation of supportive, non-threatening environment (EEO principles) 
E cultural understanding 
E respect for students, preferences and rights, non-judgemental 
E fairness 
E tolerance 
E anti-harassment 
E fairness, impartiality 
E integrity, confidentiality 
E tolerance 
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E respect for privacy 
E capacity to accept social and cultural diversity in classes 
E non-discriminatory, impartial (age, race, gender, social standing, disability etc) 
E egalitarian approach, rights of the individual, embracing principles of equal opportunity 
E value students' right to make own educational decisions 
E freedom of speech - right to articulate the minority view without persecution 
E fairness and non-discrimination in approach to students 
E preparedness to accept students as having different values and ethics 
E confidentiality 
E commitment to equity, EEO 
E equality 
E fairness 
EEEO 
E respect 
E confidentiality 
E treat all students with respect, non-judgemental, 'fair-go' policy 
E equality in the full philosophical sense to all students, EEO for minority groups, 
E equity of access across mainstream & commercial offerings, culturally inclusive 
E non-discriminatory, non racist, non sexist, awareness of students with learning difficulties, 
E impartiality, fairness and being consistent, belief in & practice of, access and equity issues, 
E equality- anti discriminatory- give all students an equal opportunity 
E students' rights V teachers' rights 
E trustworthiness, confidentiality 
E avoiding sexual harassment problems with female students 
E respect for others, privacy 
E awareness ofhomophobia 
E fairness 
E equal rights - the right of the student to learn and the right of the teacher to educate 
E confidentiality 
E respect for all people, without prejudice 
E confidentiality at all times 

E statements 121 

S to value the personal needs of the individual student above those of the organisation 
S patience to deal with social and psychological concerns 
S be firm where behaviour is not in the students' or peers best interests 
S openness to students including past lack of success and ability to effect change for the student 
S aim never to knowingly damage a student's self image 
S empower not control students 
S responsibility to students to produce interesting, relevant material in class 
S providing opportunity for each student to maximise potential by using a variety of teaching 
S encourage students to develop as independent learners 
S recognition of student needs and learning styles 
S encourage an interest in life long learning 
S keep students at arms length, do not become personally involved 
S to serve the needs of students 
S teacher/student of equal value in the learning process 
S student centred learning approach 
S preparedness to respond to student needs rather than 'flavour of the month' courses 
S commitment to students (in achieving goals and developing skills) 
S understanding student needs (eg. educational requirements) 
S lerance of students approach to learning 
S dedication to the belief that students can learn if they are shown how to learn 
S to follow assessment policy accurately to maximise benefit of course content to students 
S Supportive service to students 
S caring attitude 
S students need to assume responsibility for their own learning - teachers facilitate their learning 
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S genuine concern for student's learning 
S student centre pedagogy not curriculum centred pedagogy 
S to know of and be able to help students to access support systems 
S providing a service relevant to students vocational needs 
S availability 
S to know of and be able to help students to access support systems 
S student/teacher relations 
S motivate/encourage students 
S being helpful 
S being understanding, & sympathetic but firm 
S teachers must believe in their students and want success for them 
S attempt to get students to think - reduce calculator dependency 
S giving value time to students & being accountable for results 
S bridge gap between what students need and T AFE offers 
S expectation that students co-operate & enter into the life of the college 
S duty to facilitate the gathering of knowledge by students 
S role model, set an example 
S openness/approachability/broad- mindednesslflexibility 
S students responsible for punctuality, assessment etc./ teacher responsible for preparation P 
S exercise understanding/support of students, tolerance 
S provide a safe environment for students 
S willingness to assist students no matter how trivial/stupid the question may appear 
S understanding students needs, commitment to the learning needs 
S valuing the student's experience 
S treat students as adult learners 
S interest in students progress in careers 
S understanding the problems, difficulties, requirements of students 
S beliefthat students needs should be the basis of learning 
S student is the most important aspect of teaching, student needs are paramount over 
S supportive 
S commitment to encouraging students to complete courses 
S wean students from welfare mentality - to do something for themselves 
S open communication between teacher and student 
S being communicative, particularly being openly communicative about assessment 
S ability to relate teaching to real world 
S disclose your professional experience to students 
S see role as 'facilitator' rather than teacher 
S commitment to a variety of teaching styles and approaches and facilitating flexible learning 
S commitment to practical outcomes for students 
S being supportive and encouraging with constructive feedback 
S good communication between teacher and students 
S students are the reason we have a job 
S students and teachers are both learners 
S caring attitudes towards students 
S promote the desire to 'want to learn' and be excited by learning new things 
S understanding students needs 

S statements 70 

Q high standards always ( near enough is not good enough) 
Q to continue to develop a variety of means /methods of imparting knowledge to students 
Q accountability of actions (teachers being challenged & can face legal action) 
Q sincere commitment to best practice 
Q ensure knowledge given to students is up-to-date 
Q continual monitoring of curriculum expectations 
Q responsibility 
Q punctuality 
Q reliability 
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Q quality in presentation, 
Q teachers must be objective 
Q hardworking- giving of your best teaching ability 
Q accountability 
Q professional in approach to students education 
Q dedication, commitment to field of expertise and to students 
Q commitment to excellence (not merely competence) 
Q maintain standards -ASSAI criteria 
Q develop standard for new modules 
Q willingness to work hard - to put in effort for lesson preparation and delivery 
Q to provide quality education* 
Q retain professionalism & keep up-to-date despite the increasing pressures of work 
Q maintain educational standards (do not lower) 
Q don't pass those who don't deserve to pass 
Q commitment to seeing a job well done 
Q belief in striving for excellence, role model 
Q commitment to encouraging, stimulating without condoning 'sloppy work' 
Q to keep up-to-date 
Q evaluate own goals 
Q follow quality assurance principles - work as a team 
Q promote high quality standards of work for both students and teachers 
Q support a high level of sensitive intellectual development 
Q set clear standards and goals and adhere to them 
Q professionalism - a conscious commitment to standards 
Q do the best you can do with outdated equipment 
Q dedication to provision of excellence in education 
Q be well prepared 
Q knowledge that standards exist & all teachers & students must comply with standards 
Q desire and ability to teach the most up-to-date material relevant to student needs 
Q commitment to provide competent teaching, committed to quality delivery, 
Q to maintain integrity in teaching area 
Q commitment to achieve student goals 
Q provide value to the student ie. ability to get a job on the strength of their training 
Q accountability to customer service (students) 
Q course well prepared, interesting, covering syllabus 
Q accountability and accuracy on syllabus requirements, clear assessment criteria 
Q responsibility to keep up-to-date with industry changes 
Q willingness to upgrade skills 
Q set valid tests and mark them correctly 
Q set an example in work ethics, standards and attitude 
Q develop subject matter expertise 
Q give the best quality course delivery with the equipment & funds available 
Q keeping teaching/laboratory equipment up-to-date 
Q teach current industrial knowledge 
Q keep up-to-date on current industrial requirement 

Q statements 54 

0 to promote a positive image of TAFE (that it has something for everyone) to students, industry & the community 
0 to serve the needs of the greater community 
0 expectation from management) 
0 administrative demands 
0 mutually supportive team involvement 
0 social obligations in terms of taking part in LMP programs 
0 to value the greater good of community above those of sections and personal gains 
0 to equate changes/policies in TAFE with own ethical position 
0 a positive attitude about TAFE, loyalty, belief in system-'market' courses, 
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0 value the importance of TAFE, value role in T AFE, belief in T AFE as a quality training provider 
0 maintain a balance with conflict of interests when undertaking outside work 
0 financial accountability -justification for use of resources 
0 professional ethics, heightened awareness of business ethics and practices 
0 being able to endure (hair brained) decisions of management 
0 knowledge of the laws which may be used against them 
0 belief that education (not simply skill training) is the task ofTAFE teachers 
0 dedication to enhance T AFE's corporate image - seeing oneself as part of a team 
0 belief in the T AFE system, work with it not against it 
0 acknowledge the teaching role ofTAFE 
0 responsibility to the industry for which we are producing graduates 
0 commitment to client/customer service focus 
0 accountability to students and organisation 
0 to work and share with other staff 
0 acknowledge the needs of industry & TAFE's place as a feeder 
0 rejection of an accountancy principle in educational decision making 
0 commitment to industry training, students and T AFE 
0 relate to industry 
0 a 'real' approach to the 'real' world 
0 not to feel 2nd class citizens by comparison with universities. 
0 global view - care of the environment, planet 
0 equitable distribution of teaching/learning resources 
0 respect of other staff, sharing information between teachers 
0 teachers set a role model for 'working in teams', risk taking, joint decision making etc. 
0 being industrious, do a productive days work 
0 awareness of factors affecting current unemployment 
0 a responsibility to be an active participant in the T AFE organisational structure 
0 good liaison with industry 
0 the customer is always right 
0 ability to cope with management indecision 
0 ethically negotiating learners needs with employer needs 
0 ability to cope with the slow operation of the TAFE system 
0 emphasis on efficiency - move them through fast?? 

0 statements 42 

able to enforce disciplinary action 
strict educational discipline for results/outcomes 
appreciation & understanding of technology 
to maintain open communication 
helpful and happy manner to staff and students 
willingness to become a warm friend (with limits eg. no sexual relationships) 
being aware of support services 
recognition that training is useless without educational underpinning 
understanding the importance and the conveying of the subject area rationale 
our ethical position has virtually been eroded, powerless to as to student input, be a 'yes' teacher 
ability to cope with the 'don't care' attitude of students 

Uncategorised statements 11 
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