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1. Competency-based Standards in the Professions 

1.1 THE CURRENT SITUATION
Many professions in Australia are well down the path of adopting 
competency-based standards. Already pharmacy and nursing have done so, 
while architecture, engineering, dietetics, occupational therapy, 
veterinary science, physiotherapy and others are in the process of doing 
so.  Recent policy developments at both the international (GATT) and 
national levels (Special  State Premiers' Conference on qualifications 
recognition) will encourage other professions to do the same.  GATT's major 
agenda for the 1990s is to free up the trade in professional services, so 
as to enable qualified competent professionals to practise world-wide.  In 
Australia similar moves are occurring, including the initiatives by the 
States to institute uniform recognition of qualifications and competency 
standards nationwide.

Further pressure for professions in Australia to adopt competency-based 
standards is coming from Government agencies.  These include the National 
Training Board (amongst whose aims are the establishment of competency-
based standards for all occupations) and the National Office of Overseas 
Skills Recognition (NOOSR) (whose brief includes encouraging the 
development of competency standards in the professions and maintaining a 
register of professional competency standards as they are developed).  
NOOSR has been vigorously pursuing this part of its brief through its 
professional panels, which play a central role in assessing professional 
qualifications obtained overseas.

(For an outline of the advantages that professions derive from adopting 
competency-based standards see Gonczi et al., 1990, Section 3).

1.2  Conceptualising Professional competence
Terms such as ‘competency’ and ‘skill’ are used in a variety of ways in the 
literature.  This section begins by defining the way key terms are used in 
this paper, a way that seems to be best suited to the professions, and 
hence to teaching.

A competent professional has the attributes necessary for job performance 
to the appropriate standards.

This definition includes three key elements:



(i) attributes, (ii) performance, and (iii) standards.  The following sub-
paragraphs explain these elements.

(i) The competence of professionals derives from their possessing a set 
of relevant attributes such as knowledge, abilities, skills and attitudes.  
These attributes which jointly underlie competence are often referred to as 
competencies.  So a competency is a combination of attributes underlying 
some aspect of successful professional performance.

The combination of attributes involved in an aspect of professional 
performance can vary from the relatively specific to the relatively 
complex.  The most highly specific combination would involve a single 
attribute such as knowledge (e.g. recalling the formula of sodium 
hydroxide) or skills (e.g. a manual operation such as filling a syringe).  
But even here things are not so simple - the professional has to know when 
and why the highly specific combination of attributes is being called for.  
These relatively specific combinations of attributes are specific (or 
simple) competencies.  Relatively complex combinations would involve 
several attributes at once such as knowledge, abilities (e.g. judgement or 
posing questions), skills (e.g. interpersonal) and attitudes (e.g. patience 
or compassion).  These highly complex combinations of attributes are higher 
level (or complex) competencies.

(ii) Competence is focussed on performance of a role or set of tasks.  
Within professions there are typically various roles e.g. hospital 
pharmacist, design engineer, history teacher, etc.  Roles comprise a 
multitude of tasks, which can be further divided into sub-tasks.   Some 
tasks are relatively general, others are relatively specific.  Examples 
are:

A relatively general task:
A competent professional engineer is required to produce a mathematical 
model, using available experimental data and existing theories of material 
behaviour to predict the life of a cylindrical shaft operating under 
variable conditions of load and temperature.
A relatively specific task:
A competent pharmacist is required to maintain a system of recording all 
dispensed prescriptions.

Alternatively, competence is focussed on performance within a 
domain where a domain is an area of professional practice which requires a 
high degree of professional performance.  So the domain concept focusses 
selectively on the more challenging aspects of professional work, whereas 
the role concept attempts to be comprehensive.  Benner (1984), e.g., 
conceptualized nursing into seven domains in which expert clinical 
competence is required.  The domains include such things as the helping 
role, the teaching-coaching function and effective management of rapidly 
changing situations.  Domains, like roles, can be divided into tasks and 
sub-tasks.



(iii) Since the performance of a role and its associated tasks can be 
judged competent or incompetent, competence requires that the performance 
be of an appropriate standard.  Hence we need standards against which 
competence can be assessed and validated.  Important issues concern the 
minimal level of performance that will be judged competent for a role or 
task and the criteria that will be used to judge whether this standard has 
been achieved.

When all this is done for a range of areas of practice within a profession, 
the result is a set of competency-based standards for the profession. 

(For a discussion of how these definitions of key terms used in analysis of 
professional competence relate to ways the terms have been used in 
competency-based analysis of trades and middle level occupations, see 
Gonczi et al., 1990, Section 2).

1.3  APPROACHES TO COMPETENCY ANALYSIS OF PROFESSIONS
There have been three broad approaches to conceptualizing the competency 
analysis of professions.  These are:
1. Analysing professional work in terms of roles, (or, alternatively, 
domains), and thence tasks and sub-tasks.  This approach focuses on the 
performance aspect of our definition of a competent professional.

This approach is not particularly suited for professions since it works 
best in cases where there is a relatively standard 'best-way' of performing 
roles and tasks.  Pharmacy provides the clearest example of a profession 
adopting this approach.  Not unexpectedly, the success of this venture has 
been mixed. (Gonczi et al., 1990, Section 4.1.1).  In an attempt to avoid 
the problem of lengthy lists of tasks, nursing has used the domains version 
of this approach.  Once again, the results have been mixed, with the 
assessment proving to be very complex. (Gonczi et al., 1990, Section 4.1.2; 
Butler, 1990).

Advantages and limitations of conceptualizing professional competence in 
terms of roles, tasks and sub-tasks
Advantages
• Helpful for course design especially where the emphasis is on 
practical tasks e.g. in a professional or pre-registration year.
• Multiplicity of tasks enables some to be designated essential, 
others desirable.
• Multiplicity of tasks enables different levels of competence to be 
specified: entry level, expert, etc.  This may be important for setting pay 
scales and the like.
• Enhances self-concept of those in the profession to see the complex 
range of their competence.
Limitations
• Tends to either ignore or take for granted higher level 
competencies.
• Lengthy checklist of competencies, hence expensive and time 
consuming for comprehensive testing.



• Unwieldy for testing overseas skills.
• Tends to assume that all people in a role would carry out a task in 
the same way.  In professional work there may be a variety of ways to 
satisfactorily carry out the task.

These limitations point to a more general problem for this approach to 
professional competence.  By concentrating on discrete pieces of knowledge 
and skill, there is a distinct danger of only dealing with fairly 
superficial aspects of professional practice, whilst ignoring the holistic 
way in which such knowledge and skill is integrated and coordinated in 
actual professional practice. 

2. Analysis of the knowledge, skills and attitudes required by the 
individual professional.  This approach focuses on the attributes aspect of 
our definition of a competent professional.

This approach to conceptualising professional competence focuses on the 
most general attributes of the practitioner that are crucial to the 
effective performance of professional tasks.  Hence it highlights the 
higher level competencies that were neglected by the first approach.  In so 
doing, it reflects an increasing realisation that these more general 
competencies are vital at all occupational levels. (Hager, 1990 and Hager 
and Laurent, 1990).  Examples of this approach can be found in law and 
medicine in the United States. (Gonczi et al., 1990, Sections 4.2.1 and 
4.2.2).  However it should be noted that it is important to teach and 
assess the general attributes as much as possible in the context of actual 
professional practice.  So, e.g., a course in general problem solving may 
not, by itself, make much difference to professional competence.  Students 
need the extra step of practising problem solving as it applies in the 
context of professional practice.

Recently, Australia's Commonwealth Scientific and Industrial Research 
Organisation (CSIRO) has been considering the adoption across the entire 
organisation of a set of general competencies to serve as a basis for 
promotion via demonstrated competence levels.  The competencies are problem 
solving, application of knowledge, job impact awareness, independence, 
communication, resource management, adaptability and scientific innovation.  
With the exception of scientific innovation, which only applies to 
scientific staff, all competencies are required to be demonstrated by all 
staff from canteen workers  through to principal research scientists, with 
the required level of performance increasing as you move up through the 
ranks.  Such a scheme will obviously require a sophisticated assessment 
methodology, providing details for every level of every occupational 
classification, if it is to be implemented.

Advantages and limitations of conceptualizing professional competence in 
terms of attributes of the practitioner
Advantages
• Concentrates on a relatively small number of key competencies that 
are essential for performance at appropriate standards.



• Allows for variety in ways of completing a given task via different 
combinations of higher level competencies.
• Suggests ways of improving professional degree courses.
Limitations
• Teaching and assessing general attributes in isolation from actual 
professional practice is fairly ineffective in terms of future professional 
performance.
• Tends to neglect specific competencies.

3. Analysis of professional knowledge, skills and attitudes in the 
context of the performance of realistic professional tasks.  This approach 
integrates both attributes and performance into a single framework.

The analysis of professional work into roles and tasks was found to be 
useful for course design, but its long lists of specific tasks were 
impractical for testing whilst at the same time neglecting higher level 
competencies.  On the other hand, analysis of professional work in terms of 
attributes required of the practitioner focuses on a relatively small 
number of higher level competencies but does so in isolation from the 
specifics of day to day professional practice.  This third approach to 
conceptualizing professional competence seeks to integrate the best of both 
previous approaches.  The aim is to identify those areas of professional 
practice in which it is essential to demonstrate minimum competence.  These 
are then analysed in terms of knowledge, abilities, skills and attitudes 
displayed in the context of realistic professional tasks.  This third 
approach to conceptualizing professional competence will be referred to as 
the integrated approach.  

A number of examples of applications of this approach are given in Gonczi 
et al., 1990, Section 4.3.  Currently Ash, Gonczi and Hager, in conjunction 
with the Dietitians Association of Australia, are developing a set of 
competency-based standards for the dietetics profession using the 
integrated approach.  Dietetics has been conceptualised as 8 major 
competencies and about 30 elements.  It appears that an assessable set of 
competencies of a similar size or slightly larger may be possible for most 
professions.  (For details of the process of carrying out such a competency 
analysis see Ash, Gonczi and Hager, 1991).  The authors are currently using 
variations on this approach to conceptualise competence for teachers, 
trainers and managers.

Summary of the integrated approach
Advantages
• Provides a balance between specific and higher level competencies.
• Enables manageable testing procedures in terms of both time and 
cost.  
• Suited to designing courses in which higher level competencies are 
emphasised.
• Helpful for articulation between different occupational levels 
leading up to professional.
• Allows simultaneous focus on both essential tasks and essential 



competencies.
• Adaptable to both entry level assessment and outstanding 
performance assessment.
• Amenable to setting of different standards.
Limitations
•    No major limitations not shared by the other approaches

1.4 The failure of Competency Based Teacher Education (CBTE)
The first approach to conceptualising professional competence (discussed 
above), inspired by behaviourism, viewed a profession as a series of 
discrete, immediately observable tasks.  It was found to have serious 
limitations.  That such an approach is totally inappropriate for 
professions like teaching is evidenced by repeated failures in the USA this 
century of attempts to define it as a long series of technical tasks.  The 
best known of these was CBTE.  The failure of CBTE has been widely 
documented, e.g. Short, 1984; Haney et al., 1987; Simons and Elliott, 1989.  
Major weaknesses included the assumption that all teachers would carry out 
a given task in the same way.  (In practice there is usually a variety of 
ways to carry out the task satisfactorily).  Also, by concentrating on 
discrete pieces of knowledge and skill, CBTE only dealt with fairly 
superficial aspects of teaching, whilst ignoring the holistic way in which 
such knowledge and skill is integrated and coordinated in actual 
professional teaching practice.  Later in the paper it will be argued that 
the third approach outlined above (the integrated approach) is applicable 
to teaching.  Before that, we need to consider the compatibility to 
education of the National Training Board's framework for competency-based 
standards.

2. Applicability to Education of the Procedures and Methods of the National 
Training Board (NTB) for the Development of Competency-based Standards

2.1  Aims of the NTB
The reason for the establishment of the NTB centres on the belief, held by 
the Commonwealth and State governments, that inconsistencies in the 
vocational education and training system have impaired the development of 
national skills levels.  These inconsistencies have discouraged people from 
moving between, and even within, States, since their skills and 
qualifications are not always recognised.  When this is combined with the 
lack of a career path in many occupations, there is obviously little 
incentive for individuals to develop skills and remain in that occupation.  
The consequence is that Australia has an underskilled workforce, which is 
one reason for the overall lack of competitiveness of the economy.  It is 
these perceived problems that the NTB seeks to address.

The aims of the NTB are to set up a framework for the development of 
occupational standards and to endorse such standards as they are developed 
by particular industries.  Such standards have the potential to overcome 
the already noted inconsistencies in the vocational training system, and, 
in association with industrial awards, provide a framework for career 



progression within an occupation.  

2.2  the methods and procedures of the NTB  
The major work of the NTB to date has been the setting up of an Australian 
Standards Framework.  The aim of the framework is to develop a set of 
reference points, which link formal qualifications and skills developed on 
the job, with occupations and occupational classifications as defined by 
awards.  The link is established by a set of broad competency levels over 
the entire labour market.  The NTB has described eight levels, from 
competent operative or service sector worker at the lowest level (level 
one) to competent senior professional or manager at the highest level 
(level eight). 

Each industry will differ in the range of levels it covers.  Industry X may 
start at level one and finish at level four (advanced skilled autonomous 
worker);   industry Y may cover the whole eight levels; industry Z may 
cover only levels six seven and eight, which describe professional work.  
Within this range industrial awards may create any number of 
classifications as appropriate, e.g. in industry X, within its four levels, 
there may be eight classifications, two for each level.  So the NTB levels 
will help industries to develop a sensible career path which will be 
reflected in the classifications. 

The aim of the  framework is to enable any industry to develop a set of 
standards which describe the competencies needed to perform adequately at 
the various occupational levels, whether this be at levels one to four as 
in industry X or six to eight as in industry Z.

The link between occupational levels and vocational qualifications and/or 
skills developed on the job, is through the described standards. Thus in 
industry X, competencies for level one generally would be developed on the 
job.  At level four the competencies would usually be developed through a 
post-trade certificate or equivalent.  The standards would guide both on-
the-job training and formal courses, so that the competencies developed in 
the worker would be those described in the standards.

2.3  Applicability of the NTB approach to Teaching 
Teaching could develop a set of competency standards, which defined and 
distinguished various levels of the occupation and guided the training of 
teachers both at entry level and continuing professional levels.  Such 
standards could define, for example, the category of advanced skills 
teacher which may be included in teaching awards, and distinguish this 
from, say, beginning teacher.

The beginning teacher standards would guide teacher training institutions 
in the development of their courses. The advanced teacher standards would 
guide staff development courses, university courses, and teachers 
themselves (in making decisions about how to develop the competencies they 
need for promotion).  As well, the standards would provide selection 
committees and the like with a more objective basis than currently exists 



for making difficult decisions.

It must be emphasised that the development of standards in no way 
prescribes the way in which competencies must be developed.  The standards 
describe degrees of competence which become the aims of courses and 
individuals, but these degrees of competence can be developed by a variety 
of means, including traditional courses of study presented in traditional 
ways.  However it is anticipated that  the development of explicit 
standards will encourage various groups to try a variety of innovative ways 
of achieving the standards and also encourage more debate on these issues, 
thereby benefiting the teaching profession.

2.4  Role of the NTB in developing standards
2.4.1  Who develops the standards? 

The NTB will not itself develop the standards in any industry or 
profession.  This will be done by the industries and professions 
themselves.  The NTB's role will be to encourage the development of 
standards, to endorse them (if adequate) and to help in their implemention.  
Once the standards are endorsed, it will remain the responsibility of the 
relevant State/Territory authorities to provide the training, regulation 
and accreditation.

The NTB's view is that the standards can be developed by a representative 
body of the industry in a variety of ways.  It would be open to a body 
which represented teachers, employers and other interested parties to work 
in association with the various governments to develop national standards 
for teachers. 

2.4.2  Methodologies for developing standards 
Teaching is distinguished by its great complexity and by legitimate 
differences of opinion about both its aims and what constitutes appropriate 
practice.  Given these features, can teaching conform to the NTB's 
conception of competency standards?  The answer to this is not 
straightforward.  The NTB does not specify a particular methodology for 
developing standards.  However they do insist that standards should conform 
with certain specifications:

• They should be outcomes-based.
• They should be simple.
• They should avoid gender bias 

While ostensibly the language and tone of the NTB document, National 
Competency Standards: Policy and Guideline's, suggests a narrow 
behaviourism, there is nothing inherent in the framework which would 
prevent it taking account of the complexity of the teaching profession.  
The requirement to express standards in terms of units, elements and 
associated performance criteria can, we believe, be met by teaching.  The 
proviso is that the standards must incorporate the higher level 
competencies which underpin the capacity to do the professional work of 
teaching.



The need for an outcomes-based system, with its echos of the most extreme 
form of teacher accountability, is problematic for many in education.  
However the NTB is using the term to contrast a system based on time 
serving (e.g. a three year degree, five years of experience, etc.) as the 
basis of competence with one based on the capacity to perform the work 
satisfactorily.  So long as the complexity of the work is accounted for and 
the attributes needed to perform it are included in the standard, then the 
notion of outcomes need not be a concern.

Our major worry about the NTB framework is the insistence on the need for 
simplicity in the standards.  As the NTB sees it, standards guide training, 
most of which will occur in the workplace.  Their assumption is that 
standards must be simple or they will not be understood by those who 
provide workplace training.  This is a problem for the whole of the 
framework since, however much the NTB may deny it, much work is complex and 
this must be reflected in the standards and assessments. 

It should be pointed out, however, that the reason given for simplicity 
being required in the standards need not apply to teaching.  If simple 
standards are needed for ease of understanding by workplace trainers, then 
it is anticipated that teacher educators and teachers will be able to cope 
with standards that are as complex as the nature of teaching as a 
profession requires.  Nothing less than this will be essential, if the 
standards are to have credibility within the profession.

Obviously, the choice of methodologies for developing standards for 
teaching must reflect the complexities of the professional teacher's work.  
(For detailed discussion of these issues, see Gonczi et al., 1990, Section 
6)

2.5  Assessment of standards
The NTB framework has largely sidestepped the question of how the 
assessment of competencies will be implemented, so it will only be dealt 
with briefly here.  As pointed out recently, (Masters and McCurry, 1990; 
Gonczi et al., 1990, Section 5), assessment of complex professional work 
must include reliable exercise of professional judgment.  While the NTB 
framework does not explicitly disagree with this, it is possible to infer 
from the document that the NTB expects assessors to be able to judge easily 
and objectively whether competencies have been attained.  To the extent 
that assessing professional work is not an easy matter, the NTB procedures 
will not be appropriate to teaching and other professions.  The implication 
is that a high level of training will be needed for professionals to become 
assessors of standards within their profession.  However, as mentioned 
earlier, we believe that this limitation would also apply to many other 
occupations.

3. Competency Standards for TAFE Teachers - Pilot Project.



3.1 BACKGROUND
The Faculty of Education in the University of Technology, Sydney offers a 
Graduate Diploma in Education (Technical).  Participants are TAFE teachers 
who undertake the course while concurrently teaching in their TAFE 
colleges.  Teachers entering the course are all graduates who have had 
considerable experience in their particular field of expertise prior to 
their appointment as TAFE teachers.  The range of expertise varies 
enormously.  TAFE teachers undertaking the course include amongst others: 
consultants for people with special needs, distance learning teachers, 
teachers in farm technology, social work, art, accounting, engineering, 
records management, dentistry, architecture, animal care and rigging and 
scaffolding! 

The Faculty recognised that the recent fundamental changes occurring in 
vocational education and training in Australia would require it to 
undertake a thorough reassessment of the content, delivery and assessment 
of courses designed to give TAFE teachers the knowledge, skills and 
abilities to operate effectively in this new environment.  TAFE is by far 
the largest provider in Australia of vocational education and training, 
consequently the success of delivering competency-based training courses 
and translating National Training Board endorsed competency standards into 
appropriate outcome oriented training programs will fall largely on TAFE 
teachers.  TAFE teacher competence will therefore be central to the success 
of the new initiatives in education and training.  The recognition of the 
importance of the TAFE teacher in the new training environment was 
illustrated by the Department of Education Employment and Training 
commissioning  a National Review of TAFE Teacher Preparation and 
Development (TAFE National Centre for Research and Development, 1991).  In 
terms of this paper two important factors emerged from this report.  
Firstly TAFE teachers would continue to need the traditional specific 
competencies which have been long recognised in TAFE teacher training 
courses.  The National Review when developing a skills analysis 
questionnaire nominated 178 skills required of TAFE teachers.  They 
included a collection of tasks and skills such as:- write lesson 
objectives, plan a lesson, develop materials for student use etc.  However 
the report strongly suggested that TAFE teachers would also require a set 
of "personal qualities", such as critical thinking, working independently, 
researching, negotiating, etc. 

These factors identified by the report resemble, in terms of the 
terminology of this paper, specific competencies and higher level 
competencies, i.e. general attributes which jointly underpin professional 
competence.  This in turn suggests that the integrated approach to 
conceptualising professional competence, i.e. the approach which analyses 
professional work in terms of knowledge, abilities, skills and attitudes 
displayed in the context of realistic professional tasks, might well be 
suited to vocational teaching.  The rest of this paper will report a pilot 
project to develop such an analysis.

3.2 THE 'THEORY AND PRACTICE OF TEACHING' SUBJECT.



 One of the major components of the Graduate Diploma in Education 
(Technical) course is the subject Theory & Practice of Teaching. This 
subject was until this year based around a set of 30 training objectives. 
They included for example:

*  Prepare a learner profile.
* Distinguish between aims and objectives.
* Write precise lesson objectives which include standard of 
    performance, where appropriate.

Successful completion of the subject was based on demonstrating competence 
in all of the objectives and it was a pass/fail subject.

The collection of objectives had evolved over a period of time and was 
based on the experience of Theory & Practice of Teaching lecturers, many of 
whom had been practising TAFE teachers earlier in their career.  Although 
not as exhaustive as the skills list developed in the recent National 
Review, they were specific competencies and had the flavour of the 
Competency Based Teacher Education objectives discussed earlier in this 
paper (Section 1.4).  A number of lecturers and teachers in the Faculty had 
expressed criticisms of the objectives and their use as a basis for 
assessment.  The first and most obvious criticism was the fact that the 
standards for successful completion were not described.  A second criticism 
from some lecturers was that they had real reservations about the teaching 
competence of some participants who had achieved "competence" in terms of 
using the "checklist" approach to the objectives.  Another drawback 
identified was that the set of objectives was not sufficiently flexible to 
accommodate the wide variety of contexts in which TAFE teachers undertaking 
the program worked.

In order to address these criticisms and to attempt to identify the higher 
order competencies required of TAFE teachers in their teaching, various 
competency formats were investigated by Chappell and the Hager & Gonczi 
integrated format was used to rewrite the competency statements for this 
component of the program. 

The results which follow are by no means the product of any new analysis of 
the competencies required of TAFE teachers, but were developed using 
existing information and the expertise of lecturers familiar with the 
Theory and Practice of Teaching subject.  (A complete set of competency 
standards has been developed, but this paper will discuss only a sample of 
them).

A Key Purpose statement was developed for the profession of vocational 
(TAFE) teacher.

KEY PURPOSE: The profession of vocational (TAFE) teaching contributes to 
the social and economic progress of Australia by planning, delivering and 
evaluating quality education and training courses in ways that are most 
appropriate to the needs of the diverse range of clients who undertake 



these courses.

The objectives of the existing course were then analysed and clustered into 
competency units which reflected a set of competencies required for a 
particular teaching activity.  Four competency units were recognised, e.g. 
Unit 1 is:

UNIT 1
1. Uses effective planning techniques when preparing 
  learning sessions.

The next step in the development of the competency standards was to write 
competency elements which make up the units.  The information required for 
identifying these competency elements was gained from analysing the 
existing objectives of the course and having them critiqued by experienced 
lecturers who were teaching the course.

Four elements were identified as making up competency unit 1. 
1.1 Prepares a learner profile.
1.2 Develops appropriate session plans.
1.3 Writes appropriate questions for use in session plan.
1.4 Prepares instructional resources and materials relevant to learning 
sessions.

Each competency element then had a descriptive standard statement written 
for it.  This statement was designed to inform teachers and lecturers of 
the standard which was expected to be achieved by participants for each 
particular element.

For example, here is the standard for element 1.1 Prepares a learner 
profile:

Develops a learner profile using information gathered from participants 
through a survey mechanism at the earliest opportunity.  The profile should 
produce information regarding the experience, expectations, educational 
history, special needs and learning style of the participants and should 
respect the confidentiality of the information where necessary.  After data 
collection and analysis the results should be incorporated into the 
strategies selected in delivering the course sessions.

Standard statements were developed by informal interviews with lecturers.  
The results of these interviews identified the standard expected for each 
element.

The final step was the development of cue statements.  These statements 
were designed to be used as assessment indicators.  In so far as they 
indicated the sorts of things that an assessor could look for when 
determining successful performance of the element.  They were not designed 
to be exhaustive and were not designed as assessment "checklists".  Once 
again lecturers were asked the sorts of things that they looked for when 



judging competence.

So, for example, the cues list for element 1.1 included:-

* collects data from records and/or previous teachers of the course.
* uses a professional learner profile questionnaire.
* implements data collection with regard to confidentiality.
* incorporates results into planning the learning sessions

3.3 ASSESSMENT OF COMPETENCE
The assessment of competence using this model was based on the "evidence" 
approach to competence.  Teachers were provided with the competency 
standards and briefed on how the course would be assessed.  Teachers were 
told that they should develop a portfolio of evidence based on the 4 units 
of competence outlined.  The evidence should address all elements of the 
units and could include materials developed by them either on campus or in 
their colleges.  Materials developed in other components of the course 
could also be included if relevant to a particular competency unit.  It was 
emphasised that the cue statements were only guides and any evidence which 
they regarded as indicating competence should be included. 

3.4 COMPETENCY STANDARDS IN USE
The competency standards developed were used in a pilot study this year.  
They were generally received favourably by both lecturers and teachers.  
Some of the advantages which were identified by lecturers and teachers who 
used the competency standards were that:-

* they provided a bench-mark for judging competence.

* they gave teachers a clearer picture about what was required. (This was 
particularly important for groups of teachers who undertook this component 
in a self -paced mode).

* they provided teachers with a self-diagnosis tool which they could use to 
assess their competence.

* they were flexible enough to accommodate the different contexts in which 
teachers operated in the TAFE system.

An issue which did emerge during the pilot study however was the necessity 
for lecturers and individual teachers to hold regular briefing sessions on 
how the portfolio was developing and to discuss whether particular pieces 
of evidence were relevant and sufficient.  Individually negotiated learning 
contracts emerged as essential requirements for this assessment 
methodology. 

This becomes essential in assessing professional competence for two 
reasons:
Firstly in the professional work of the TAFE teacher there is rarely one 
correct way of proceeding.  Ultimately a myriad of context specific factors 



have to be weighed against each other before a particular decision is made. 
Secondly the contexts in which TAFE teachers work are extremely variable, 
therefore the types of evidence generated from the teachers workplace 
activities vary enormously.  It therefore seems inevitable that the 
professional judgement of the assessor will always form a vital part of 
assessing competence.  This is true in so far as they have to judge a 
unique set of evidence before determining whether competence has been 
demonstrated.

3.5 HIGHER LEVEL COMPETENCIES
A vital feature of competency analysis identified by Hager & Gonczi is that 
it must capture the higher level competencies and attributes of 
professional performance.  An analysis of the competency standards 
developed for the Theory and Practice of Teaching indicated that implicit 
in some of the standards and cues were aspects of competent performance 
which could be described as complex combinations of knowledge, skills and 
abilities. 

If, for example, the standard and cue statements concerning the element 
'prepares a learner profile' are analysed, there is an implication that the 
ability to make judgements about the confidentiality of information in the 
particular circumstances may require an understanding of privacy issues, a 
degree of sensitivity to dealing with personal information and an ability 
to communicate this sensitivity to people being asked this information.  
Similarly in many of the standards and cues, decision making, critical 
analysis, problem solving and interpersonal skills are implied. 

4. CONCLUSION

There are various indications that more and more professions in Australia 
are involving themselves in competency analysis.  Early results from the 
pilot study conducted this year in the Faculty of Education at University 
of Technology, Sydney indicate that there are a number of distinct 
advantages when competency standards are used as a basis for developing 
educational programs.  The crucial issue for professions is, however, how 
to develop competency standards which accurately reflect the complexities 
of professional practice.
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