Teachers’ work and changing times: a discussion paper (1999)

Fiona Ryan and Sue Shore

Adult Literacy and Numeracy Research Centre

School of Education

University of South Australia

The attached paper forms part of a series of discussion papers currently being developed by adult literacy researchers at the School of Education, University of South Australia.  

The aim of the papers is threefold. It aims to; 

· provide a space for educators to talk about current practice and contemporary trends in education 

· to raise awareness amongst a range of providers about the nature of change in the field 

· to provide a forum for educators’ views about changing work practice in adult literacy/ numeracy education and training.

We welcome response to the papers as well as suggestions about future topics and directions that the Research Centre might pursue. Regional discussion groups will also be arranged as part of the process of debating issues raised in the papers.

Sue Shore

Director, ALRN

Please direct all comments and suggestions about the paper to the following email address.

Label the subject ‘discussion paper response – teacher’s work’.  

sue.shore@unisa.edu.au
If you are sending your response as an attachment 

we ask that you confirm that it is virus free before sending it to us.  

Alternatively send your responses in the body of the email.

Adult literacy, teachers’ work and changing times: a discussion paper

Fiona Ryan and Sue Shore

Adult Literacy Research Network

School of Education

University of South Australia

Background to this paper

A recurring feature of conversations about adult literacy and numeracy teaching these days is the problem of time. It seems adult educators have little time to talk to each other, to their students or even to have reflective conversations with themselves about how their practice is being reshaped by political, managerial and even educational agendas.  The increasing isolation that seems to accompany literacy and numeracy teaching is cause for concern.  It leaves many educators with few opportunities to talk over change and often reinforces feelings of anger, frustration and job dissatisfaction.  At times educators blame themselves for not ‘doing enough’; others develop necessary survival strategies similar to the ‘work to rule’ approach adopted by industry in times of industrial bargaining. While educators realise these strategies are not necessarily useful in developing a sharper understanding of educational practice, they often seem to be the only options available.

This paper developed out of a concern expressed by many educators involved in Adult Literacy Research Centre funded projects during 1996-1998. Educators began small-scale funded projects and then had to withdraw from the program because their funding source to support the actual teaching program had been withdrawn. Other educators were too busy to be involved in the program as their work places were making increasing demands related to submission writing, tender development, accountability of assessment practices and so on. Still others questioned whether research would actually make any difference to their day to day teaching. The development of ideas for this paper began with a discussion on the broad issue of ‘Adult Literacy, Teachers’ Work and Changing Times’ at a TAFE SA convened Maintenance of Course Standards (MOCS) day on November 9, 1998. 

In January and February of 1999, Fiona Ryan completed further research with South Australian educators using the following questions as a guide: 

· How is literacy educators’ work changing?

· What are the factors influencing these changes?

· What effects do these changes have on teaching and learning practices?

· What opportunities are there to be involved in shaping these changes and developing more explicit educational agenda as part of these changes?

A broad range of sites and setting were included in the research process with the intention of acknowledging the diverse contexts of literacy provision. Community literacy programs, prison education, TAFE disability and general literacy programs, TAFE workplace consultancy services, registered training organisations, and private provides were all included in the research consultations.

Organisation of the Paper:

The paper is written in two parts.  Part 1 provides an overview of the history of adult literacy provision over the last decade with insights and opinions from authors of relevant literature published during this time.  Part 2 presents responses of South Australian educators working across various contexts who were consulted during the research.  The paper aims to ‘kick start’ a different kind of discussion about adult literacy and numeracy provision from those commonly depicted as the norm by the educators with whom we have talked.  We acknowledge the importance of vocational outcomes, funding guidelines, the need for improved assessment and reporting and further questioning about teaching practices as part of the development of a strong adult literacy and numeracy field.  We hope this paper will provide yet another opportunity for educators, managers and policy advisers to participate in productive discussions about what they think is important in fostering strong programs in ‘changing times’.

Part One - History of Adult Literacy Provision

Changes and growth in the provision of adult literacy, particularly in the last decade have been immense and ongoing.  In South Australia in the 70’s adult literacy was established within the Department of Technical and Further Education (DETAFE). Contrary to models of provision in most other Australian states, it was initially a service using full-time and part-time paid teachers, with funds channelled directly into TAFE base funding.

In 1976 the Adult Literacy Unit was established within what is now the Adelaide Institute of TAFE, to train tutors, deliver programs and develop resources. By 1979 a strong core of volunteer teachers working one to one with students enabled programs to be maintained although funds were limited.  The Adult Literacy Unit conducted adult literacy programs with paid teachers and co-ordinated the voluntary tutoring service which included an advisory and counselling service to students and tutors throughout the State. 

A number of community and neighbourhood houses as well as church based organisations were involved in community literacy provision in the 1970s and 1980s.  Some of these programs received Commonwealth funds from what was then the Office of Tertiary Education.  In the late 80s a larger injection of Commonwealth funds associated with International Literacy Year, 1990 funding enabled a more formal expansion of programs in the community sector. This led to the phasing out of TAFE volunteer programs in most Institutes. However, by 1994 community funded programs had been cut substantially.

Between 1990-96 the Labour government policy initiative, the Australian Language and Literacy Policy (ALLP) showed marked effects on provision, introducing literacy programs nation-wide, earmarking funding for labour market initiatives (commonly called the Special Intervention Program - SIP) and pulling together programs with literacy components. Tendering was also introduced during this period as the means by which public and private providers competed ‘on a level playing field’ for government funds. 

According to Sharon Coates (1996) by 1996 the following changes in adult literacy provision were evident:

· substantial increases in funding and provision

· infrastructure development

· a principled national curriculum framework

· accredited curricula

· a national reporting system informed by the Framework

· integration of literacy competence into workplaces and competency standards

· strengthening of literacy in VET provision

· professional development and increased teacher education opportunities

On the downside, the adult literacy field had lost much of its funding for community provision and many of the few jobs that were secured through ongoing contracts had been lost in the downsizing and withdrawal of funds common in all education sectors during this period (Wickert 1998, 63).

As a result of the change in Federal government in 1996 changed government policy directives have seen an integration of labour market programs with the loss of substantial funding although ANTA Designated Literacy and WELL funds remain. National funding is tied to short term programs with vocational outcomes and is subject to tender under the government move to integrate adult literacy, language and numeracy within vocational education. 

Rosie Wickert, the author of No Single Measure says 

“for many this has led to notions of adult literacy provision that many practitioners find difficult to equate with what they understand as education. Adult literacy provision is fragmented. Teaching is casualised, infrastructure and professional support are disappearing.  The principles that are now driving development in Commonwealth funded programs are those that were outlined in the budget papers accompanying the 1996 budget (Vanstone 1996).  In brief they are:

· capacity to benefit

· flexible forms of assistance

· incentive frameworks

· separation of purchasers from providers

· competitive neutrality

· active employment assistance” (Wickert 1998, p.62)

The Mutual Obligation Program for 18-24 year olds (under the National Literacy and Numeracy Services Program) is currently the major Commonwealth Government funding program for literacy
.  DETYA anticipates assisting up to 12,000 young people each year through this program – with initial funding for three years from 1998 -2001. Funds are won by tender, payment is by results based on demonstrated progress against the National Reporting System within a maximum time frame of 40 weeks. The numbers expected to be placed in programs annually in South Australia were 880.  The reality to date has not matched this vision, with only 54 placements nation-wide by December 1998.

Formal competency based education curricula and approaches were introduced from 1991, and coincided with an increase in workplace education delivery tied to industry training and competencies standards.  Competencies were determined by the VET sector in collaboration with TAFE. In 1995, concerns that the VET sector was not keeping pace with workplace reforms led to the strengthening role of industry in determining skills taught and assessed in this sector being enhanced. English language, literacy and numeracy competencies were incorporated into competency standards for industry in the form of ‘workplace communication competencies’.  This has had the effect of contextualising the teaching that takes place in WELL programs in industry.

Changes in workplace education have created new opportunities for partnerships between industry and literacy/numeracy practitioners. Such opportunities include negotiation and liaison between employers and trainees; development of learning materials for trainees and training assessment materials (in their most recent form these materials are covered by the ANTA concept of Training Packages), and consultancy work.

In the South Australian community sector the impact of the Training Reform Agenda has been seen through the implementation of the 1994 Strategic Framework. This Framework set out changes required in funding, management, educational roles of workers and delivery and expectations regarding training and ongoing professional development for program receiving their funding through the Adult Community Education Unit in South Australia
.  For educators in this sector, mostly women on part time contracts or volunteers, the changes set out in the Strategic Framework have provoked mixed responses.

The Framework was developed within a particular context, which included:

· the demand, particularly from the Commonwealth, to directly associate costs with program delivery and a corresponding imperative to reduce the costs of educational provision;

· the desire to provide a set of transparent procedures that would establish clear lines of accountability and performance indicators for program outcomes;

· a need to streamline management and co-ordination;

· an interest in distinguishing between educationally different (for example, language, literacy and conversation) programs and aligning costs, training and resources of these programs with the educational and professional development needs of participants; and 

· the desire to move responsibility for management of the literacy and language programs back to the Management Committees governing the Neighbourhood Houses, rather than having language and literacy co-ordinators control the programs. (Shore 1998, draft 5)  

Educators in this field have outlined some of the positive outcomes of the changes brought about by the framework as:

· secure annual funding

· legitimacy of educators work and of learning outcomes now recognised through clear job descriptions and accredited curriculum

· more collaboration has occurred with other Centres when applying for funds

· guidelines regarding delivery have for some educators been helpful in setting boundaries of programs

· pathways are more defined

They have outlined some of the negative outcomes as:

· networking with other organisations being more difficult because of lack of time

· collective action is limited

· accredited curriculum is sometimes viewed as a form of control

· there are additional demands on workers to deliver the CPE but less paid time given

· time for administration has been reduced, limiting what can be properly done or causing workers to work more hours for no pay

· the emphasis on outcomes in terms of vocational education is not seen as appropriate for many people who come to community classes

· compulsory training of volunteers has been threatening or too demanding of their time (40 - 50 hours) and in some cases has caused the loss of good volunteer tutors (Shore 1998, draft).

Adult literacy teaching practice has also been challenged and has developed as a result of the changes in the past decade. The main philosophy identifiable with adult literacy teaching is congruent with a student-centred approach, wherein the expressed needs of the learner are paramount.  This principle has been central to adult literacy teaching as programs have sought to keep their place amidst the restructuring of education. 

Literacy education has been influenced over the years by various pedagogical approaches.  Like all teachers adult literacy and numeracy teachers have made decisions about the use of various approaches as they have seen appropriate. A few examples include:

· critical literacy, with its emphasis on education for social change, has been used to highlight issues of power and knowledge embedded in the literacies being taught;

· whole language approaches which integrate reading, writing, talking, listening and thinking in a communicative environment;  

· genre approaches which address the variety of text types which do the work of communication; and 

· integration of literacy with other vocational education and training to contextualise language, literacy and numeracy and give meaning to learning.

Nationally accredited curricula, competency-based assessment and the emphasis on vocational outcomes have all affected how educators teach.  The types of pedagogical practice best suited to vocational programs and new curriculum are under review. Teachers are being asked to adapt their teaching methods to suit changes in programming or the demands of changed programming and need to continue adapting and asking questions about what place the different pedagogies have in current programs.

Questions to promote discussion:

The above discussion aims to provide a foundation for identifying the range of changes affecting practice in the broad field of adult literacy, language and numeracy in South Australia since the late 80s.

· Are there central issues missing from this discussion that need to be added in order to more comprehensively reflect the changes in teachers’ work in this field?

· Do these issues and changes produce different effects in different sites?

Key Documents

The work done to professionalise the adult literacy sector over the previous decade has attempted to keep in mind values important to the sector, and many of these values are embedded in key documents published in recent years.  A brief overview of some of the documents is provided below.

The National Framework of Adult English Language, Literacy and Numeracy Competence (1993)

In a recent analysis, Kell states that the National Framework “challenges the narrow functional and instrumental definitions associated with workplace skills that featured in the rhetoric of training reform” with its matrix of communication skills seen as both “an individual and collaborative interaction in personal and systemic settings utilising a variety of different technologies” (Kell 1998, 21).  

The Interim Literacy Course Matrix (ILCM) attempted to tie reporting on student outcomes for funding bodies to course types rather than individuals. 
The National Reporting System (NRS) was developed “as a mechanism that would provide nationally consistent statements for reporting on student outcomes as well as for the development and review of occupational Standards.” It was derived from “rich educational principles, inclusive theoretical perspectives, empirical research and an analysis of over 30 curriculum documents in ABE and ESL. It has been designed to accommodate current good curriculum practices and to inform future developments.”(Coates 1996 p12).
In the document Integrating English Language Literacy and Numeracy into Vocational and Training: A Framework the authors identified the need to recognise:

· that literacy was a social process;

· that students had diverse backgrounds that needed to be recognised in programs;

· that learners brought skills and experiences to program settings and this needed to be incorporated in programs;
· that programs should be consistent with the literacy and numeracy requirements of the job or vocational area; and 
· that integrated models have significant efficiency and productivity outcomes.  (Courtney and Mawer 1995).
Various state curricula have also sought to integrate principles of adult literacy teaching while adjusting to the external demands of accountability built into programs as a result of increasing use of pre-written curricula (for example the Certificate in Preparatory Education – CPE - TAFE SA) and so on.  

In a recent project sponsored by the Adult Literacy Research Node (South Australia), Tess Were identified that the National Competition Policy document was a key document driving teachers’ work.  However Were has also noted that few adult literacy teachers have access to it or include it in their professional tool box of reading materials.

Questions to promote discussion:
· What other policy documents have been influential in changing delivery in South Australia?

· To what extent are these documents read and disseminated widely in the field?

· How do you think the patterns of distribution of these documents influences teachers’ work?

Changing Roles 

During the 1990s literacy and numeracy educators’ work has also undergone enormous change. Generally there is more work to do but no more hours to do it in and roles have diversified.  At an ACAL Forum: Rethinking Teachers’ Work in Adult Literacy in New Times, Sydney 1998, Peter Kell spoke of participants in a professional development program at a Queensland TAFE Workplace Communications Unit. The participants expressed concern regarding the intensification of their roles while there was no time or training provided to help educators effectively carry out their new roles.  Teaching loads were not altered either. There was a general view that the teaching role needed to be redesigned expressing “a strong need for new practices within an entrepreneurial model of teaching, that will account for a broadened interpretation of teaching duties”(Kell 1998, 3).  The teachers in this program also identified the need for “a blend of skills and capabilities which facilitate level organisational capabilities and the development of a broad repertoire of learner centred practices”. They suggested that “teacher preparation and professional development urgently needs to incorporate opportunities and content which will facilitate the acquisition of these entrepreneurial and political skills and capabilities which many teachers consider ‘alien’ to the culture of teaching”(Kell 1998, 3).

Changing Times/Teacher’s Work: What is the new agenda for you?

Kell sees two possibilities for teachers in the new agenda:

1. the limitation of teacher input and roles through the use of context free training packages.

2. the possibility of teachers’ expanded and more influential roles particularly in the vocational education and workplace sectors.  

He believes “the identified lack of a training culture in industry assigns teachers a particularly powerful role in negotiating and determining the nature and shape of the learning experience”(Kell 1998, 25).  Furthermore he claims that this power is dependent on teachers understanding their new roles and converting this to practice in a variety of settings.

Professional development is central in developing teachers’ understanding and skills in the new industrial framework.  If teachers do take on the new roles ascribed to them in workplaces then they will have the “policy platform to facilitate a reflective and critical focus in Australian workplaces. … with the potential to create significant social, economic and political changes through literacy and numeracy services” (Kell 1998 26).  This is a powerful role indeed.

Questions to promote discussion:
Once again educators seem to be placed squarely at the centre of change processes. 

· What do you believe are the strengths literacy and numeracy educators bring to this change process? 

· To what extent has literacy and numeracy training prepared you for this role?  

· In what ways are adult literacy and numeracy educators under-prepared for this role?

Part Two - Adult Literacy Educators’ Responses

But what do adult literacy and numeracy educators have to say about these developments in South Australia?  In the next part of this paper we explore educators’ responses to changing times in our own state.

Keeping in mind the four guiding questions listed at the beginning of this paper Fiona Ryan developed a more specific set of questions to guide interviews with educators. Analysis of these responses shows they can be grouped under the following six headings:

1. Training or education?

2. Funding

3. Access and equity

4. Teaching practice and teacher’s roles

5. Accountability

6. Assessment

Training or education? 

One way in which literacy educators’ work is changing is in the integration of literacy into labour market and VET programs, with the consequence that the sector and its educators are moving to centre stage in the training arena. This brings into focus questions about differences between training and education.  In response to questioning regarding the difference (if any) between education and training, adult literacy and numeracy educators had the following things to say:

Training is very specific while education is much broader, enabling the gaining of skills as well as being able to adapt the skills to gain additional skills.

Training is now being promoted rather than education. Where people are employed this is OK but unemployed people need to have generic skills.

Two other educators put the differences succinctly in the following ways:

Training = teaching skills. Education = teaching knowledge and skills.  

Training = vocational skills. Education = whole of life skills 

Another educator believed ‘adult literacy’ had sold out in its collaboration with industry and its link to vocational outcomes. She felt that functional literacy had been pushed out by this new agenda.  Finally there was the view that forging strong links between education and training in terms of investment and productivity was an argument difficult for educators to resist. The educator expressing this opinion felt the voices of adult literacy and numeracy educators was not strong enough to counter this view but hoped that there would be a swing back to broader education after people see the negative effects of focusing on training only.

Issues of Funding

Program funding has dictated the types of programs offered in the various sectors and it places a heavy burden of extra duties on educators as they negotiate tendering processes.  It also places educators in some conflict regarding the needs of students, the requirements of funding bodies and the needs as educators see them. 

Most programs access more than one funding source.  Commonwealth funds come from the Australian National Training Authority (ANTA) and Workplace English Language and Literacy (WELL).  State funds come from Department of Education, Training and Youth Affairs, now the Department of Employment Training and Education (DETE) and the Adult Community Education (ACE) Unit.  

TAFE programs are maintained by core money that sustains a core of contract staff, is provided by DETYA and is not tendered for with any extra funds from tenders e.g. ANTA General Literacy and WELL.  Workplace programs access WELL funds and ANTA funds.  Community programs generally access ACE funds.  Other Registered Training Organisations can access ACE funds, DETYA and ANTA funds. One registered training organisation was also accessing a SACOSS Community Benefit Grant.

Labour Market Funding Changes

Commenting on the funding arrangement in a TAFE program one educator said that because some tender funds are tied to employment outcomes for participants (some access and equity and general tender grants) they can only be taken in co-operation with industry. Educators submitting tenders for funds need to be entrepreneurial to secure funds and successfully carry out programs. Such funds need to be tendered for in co-operation with industry and need to focus on the skills to gain employment.  TAFE educators involved in such entrepreneurial activity say the downside to this is that clients unable to meet employment outcomes miss out on classes.

Programs that were originally set up as Skillshare programs and later received Special Intervention Program (SIP) funding have lost that funding and at the time of writing this paper (early 1999) are generally waiting for funds through Mutual Obligation programs. Where they have managers who are fully supportive of adult literacy education these organisations are bearing the cost of supporting the educator until Mutual Obligation clients and funding arrive. Educators are generally involved in these instances in support literacy programs within the organisations.

Accountability

Some educators in specific areas of provision deem funding requiring a specified client outcome inappropriate. Two examples of this are evident, DETYA funds that require a student to show progress of at least one level on the National Reporting System scale, or ANTA funds that require completion of specific modules within 10 or 40 weeks. Educators in prison education spoke of the inappropriateness of ANTA funding outcomes to their learning settings. These students often have problems that stop them concentrating on learning and may attend classes intermittently.  It was their belief that achieving the required outcomes within a 10 week funding period was generally out of the question.

Educators in all sectors talked of the pressure to meet outcomes for funding bodies that they did not necessarily see as the best outcomes for the students. Most worked around these, generally teaching more broadly than the outcomes specified, for example including general life skills, where vocational skills may be specified as the intended outcome.

Funding for community programs through ACE has remained more flexible than funding in other sectors, and is not tied to specific vocational outcomes, enabling community programs to take on students who are not necessarily vocationally oriented and to deliver programs that specifically cater to the needs of the students.

Issues of access and equity 

The requirement that programs deliver vocational outcomes has wide ranging effects on just who is able to access different programs.

Access to TAFE programs

According to some educators in TAFE, issues of access and equity have been “swept under the carpet”. One TAFE educator listed priorities for program planning in a TAFE program as being:  

1. budgetting issues

2. organising tenders 

3. facilitating students ………..and way down on the list fairness and equity.

At the time TAFE educators in disability programs were interviewed for this paper, TAFE loss of funding for Stage 1 of the Certificate in Preparatory Education (CPE) had meant that many students who had been studying Stage 1 of the CPE were unable to return.  In 1998, 70% of disabled students in a TAFE program were studying CPE Stage 1. In 1999 they were unable to return. While a few were referred to community programs, community practitioners were not trained to teach disabled students, and places were limited. One community literacy provider took on 12 extra students from Stage 1 CPE programs cut from TAFE without funding for the class because the community educator saw it as the last chance for students.  This educator did not want to turn the students away.

Moreover not all decisions like this are irretrievable.  Some gains have been made in this field over the time of the interviews and development of this discussion paper in late ’98 and early ‘99.  The South Australian Council for Adult Literacy (SACAL) lobbied hard for the retention of Stage 1 funds for disabled students and as a result of this and other efforts, funding was reinstated, initially for one term, in some TAFE institutes.

Access to Workplace Education Programs

In workplace programs some educators stated that ‘basic employees’ are missing out on training. Until 1996 industries were expected to contribute 1.5% of their budget to training and furthermore government funding was also more generous than it is now in the late 1990s.  Although some companies now put much more than this percentage of their budget into training, other industries do not.  One workplace educator believed that issues of access and equity are not now seen as a priority, consequently training may be directed more to management level employees.  However other practitioners in this field believed the changing roles of workplace education practitioners included negotiation with industry, and this provided opportunities to raise issues of equity and access, even if they had to be framed in terms of increased productivity.

Access to programs in private provision

A list of the Mutual Obligation tenders in South Australia showed significant uptake by private providers.  Yet some of the educators who had successfully tendered for Mutual Obligation students in September 1998 were frustrated with the uptake to date (early 1999). Most stated they were opposed to the compulsion aspect of the program itself and the age limit on eligible clients.  The age limit has recently been increased to include other unemployed people who have poor literacy and numeracy skills, those people on Youth Allowance or Newstart Allowance, and to sole parents participating in the Jobs, Education and Training (JET) Strategy. 

Practitioners felt there was an urgent need to inform Centrelink staff about literacy and numeracy programs as a consequence of encountering staff who made what were described as ‘unhelpful’ referrals to some programs.  It would appear that this issue has also been addressed through a training manual designed by SACAL.  Other issues are not so easily resolved.  The same educators referred to the increasing amount of paper work they had to complete for Centrelink, adding that they often had to give the same information on numerous forms. 

Teaching Practice and Teachers’ Roles

Effects of change on teaching practice

Adult literacy and numeracy educators maintain an allegiance to a student centred teaching approach, and comments about ‘nurturing’ student development and growth are still apparent in many conversations about teaching.  Educators talked about their roles as: 

Enabling people to take their first steps to further education, or perhaps helping them find their way into the wider world in a safe and nurturing environment if they have been isolated. The student may not produce much work for months but after settling in makes progress  (TAFE teacher).

This teacher also said that TAFE is getting less of these students now because of the funding and required outcomes associated with enrolment.  Teachers in prison education spoke of their roles as:

Listener, counsellor (up to 40% of time), keeper of secrets, a role model for appropriate social interaction as well as a teacher of literacy and numeracy.

An educator in a community program said that for her it is important to:

Provide adequate resources such as funds and teaching materials for a good program and to provide a program that has an impact on the lives of clients. The outcomes relevant to the student might be that he or she is able to read a timetable to catch a bus, go shopping on a budget, or be on time for classes. 

Teachers spoke of how these types of needs including increases in confidence and self esteem are very important to the eventual ability of some students to further their literacy and numeracy skills. 

Although most of these are not measured as outcomes under the current funding arrangement, some teachers take extra unfunded and unpaid time to ensure students experience these types of outcomes. Conversely, where teachers are unable to meet the needs of such learners, the learners are marginalised further and are in some cases unable to access classes.  Educators stated that for some students specific outcomes have to occur before other more vocationally oriented outcomes (as specified by funding bodies) can begin.

Workplace Training Packages

Training Packages have been introduced into some workplaces throughout 1998 and 1999 and also on a smaller scale into some TAFE institutes. While some educators, particularly in workplace education programs felt that the Training Packages did have a place in the workplace setting, they were concerned that they should be used by teachers who had the educational knowledge to choose what is good and appropriate for clients.

There was concern that Workplace Assessor training may become a minimum teaching qualification and that training packages would be used by these workplace assessors to replace qualified adult literacy, numeracy and language teachers.  There was concern also that education in TAFE was being diminished by the introduction and use of training packages.

New Conditions for Workplace Educators

The roles of workplace educators have altered drastically amid the changes.  Teachers in workplace programs appear to be already well into the development of the new duties specified by Kell earlier in this paper.  When they first began teaching in this field, educators did not use a set curriculum.  They resourced their classes using on-site materials such as work forms and memos, occupational health and safety signs and notices.  Training Needs Analyses were used to group employees into training levels and to liaise with managers/supervisors, the union and employees. (Union involvement was to address access and equity issues.) 

Some years down the track workplace educators’ duties now include the following:

· consulting with industries 

· negotiating with employers and funding bodies 

· co-ordinating training programs 

· designing, developing and trialling customised curriculum 

· teaching as well as supervising and training other staff

· writing tenders 

· assessing prior learning for different industry certificates 

· collaboration with other educators to create learning materials for industry certificates that take into account literacy and numeracy needs. 

The specific numeracy/literacy/language base of workplace programs in the early 90’s has been largely replaced with communication modules and industry specific certificates.  One practitioner felt that in one sense workplace practitioners were losing control over what is taught in this field stating that if she identifies someone in the workplace with specific literacy needs she cannot always address these but tries to refer them to other courses such as those in TAFE.

While the responsibilities of practitioners in workplace education may be the broadest across the sector the scope of responsibilities of practitioners in other programs has also expanded to include many more administrative and managerial tasks.  Examples of these expanded roles include:

· Educators in a TAFE disability program who used to spend most of their time teaching, now have an increased .25 teaching load as well as writing tenders for funds, budgeting for their programs, materials development and increased reporting as well as coping with no additional teaching staff. 

· A community educator stated that a greater degree of professionalism was expected in that she now had to manage a program and assess students’ progress, write submissions, keep records, promote the program, teach groups and individuals, attract volunteers and provide orientation and develop resources.  She made the important point, which was repeated by many educators, that accountability is seen more in terms of managing the program than in education.  Although she had fewer paid hours than prior to the implementation of the Strategic Framework she was not dissatisfied with this as she now received a higher rate of pay and paid professional development opportunities.  It appeared that professional development opportunities through ACE had increased for community educators and volunteers while for other educators it had decreased.

· On the other hand another educator in the community sector felt “bogged down” in getting done what needed to be done, stating that the paid time was not sufficient to complete administrative requirements, teach and supervise volunteers.  This educator who has been teaching in the field for many years also felt that the push for qualifications and professional development of volunteers was inappropriate because volunteers already gave up their time to assist at these classes and this input should be sufficient. 

Accountability

The curriculum changes associated with increasing government regulation have also brought more accountability to the field.  Educators’ responses to the use of curriculum have generally been positive.  For community providers it has enabled discussion on equal terms with TAFE and other providers and is seen by some as “a useful framework for talking about what we do”.  TAFE providers have said that the CPE curriculum gives students a sense of achievement and portability and that it has caused them to think more about their teaching practice and so become better teachers. Generally teachers have found that curricula are flexible enough to enable them to address the needs of individual students without necessarily limiting their teaching styles.

Assessment

Most educators also responded favourably to the National Reporting System with comments such as it is “fantastic”, comprehensive and defines well where people are situated in their language, literacy and numeracy learning. One educator expressed concern that Centrelink staff would use the NRS too simplistically; this educator did not think that it should be used for workplace programs.  Most educators interviewed for this paper were quite comfortable with the need for increased levels of accountability in their programs, which an accredited curriculum and the National Reporting system stipulate.

Some concluding remarks

Throughout the course of interviews and focus group discussions it became apparent that opportunities for shaping changes are few.  Most educators work within their own specified area with little reference to what other educators across the sectors are doing. However, all see the importance of networking with others in their sector of adult literacy, as well as wanting to network more widely.  Those who work as the only adult literacy/numeracy educator in an organization, or are one of very few, are particularly aware of how important it is to network and attend workshops in order to maintain an awareness of, and ability to cope with, changes in the field. 

The adult literacy and numeracy sector has been exposed to a range of changes during the period 1990 – 99.  Political, industrial, economic and educational agendas have changed and educators have often had to bear the brunt of these changes on a day to day basis.  Many changes have improved provision even as they have demanded that educators rethink their conventional ways of working.  Other changes seem to have created gaps between the processes of curriculum and knowledge development, and implementation of programs.  In many regions educators express confidence in their own capacity to meet learning needs and at the same time express confusion about the extent to which government policies actually care about an increasingly disadvantaged group of citizens with literacy, language and numeracy learning needs.  

Other educators are not so convinced that provision is meeting learning needs.  This group questions the extent to which internal changes in the adult literacy and numeracy field is providing educators with the necessary professional development to address contemporary change.  The sector has become more professional in that it now has a national curriculum framework, accredited curricula and a national reporting system, yet much professional development seems to be about system ‘tuning’ as distinct from proactive response to community and industry needs.  The concerns of this group are that increasing ‘professionalism’ has dampened down the capacity of educators to think critically, as it has drawn them into a set of practices that keep them busy maintaining ‘the system’.   The fact that there is little time to network with others, and little time for professional development does not alleviate these concerns.  

Nevertheless some providers and practitioners simply see these challenges and constraints as different versions of previous struggles for funding and acknowledgment of the important and distinctive aspects of adult literacy and numeracy provision.  ‘Meeting the learning needs’ of communities and industries has been a common concern of providers over the past two decades of literacy and numeracy activity in South Australia.  Our task at the moment may be to consider how contemporary changes provide both opportunities and threats to this challenge and to develop proactive strategies for continuing to ‘meet needs’.
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� A number of ‘histories’ of South Australian provision have been written.  This is not intended to be the definitive one.  In fact we hope this brief description here will prompt readers to think of other significant events that should be included in the story of adult literacy in South Australia during the 1970s and 1980s.


� Practitioners will be aware that the original guidelines for this program have now been modified.


� The point needs to be made here that other providers offer literacy, language and numeracy programs through churches, private enterprise and community agencies.  The programs described above generally refer only to those programs covered by government funding through the ACE Unit.
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