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Abstract

The recent Review of Australian Higher Educatiofthe Bradley Review) has
recommended the formation of a tertiary educatiecis to formalise the increasingly
blurred higher and vocational education boundarldse growth in delivery of higher
education programs by TAFE institutes is contribgiio these blurred boundaries and the
debates surrounding the emerging notions of aatgréducation sector. The delivery of
higher education programs in TAFE institutes hasatad significant challenges for
teachers working in these settings. They work withi TAFE culture but confront the
regulatory frameworks demanded of higher educatwaviders. Scholarship is a
particularly problematic issue because it has menban expectation in TAFE providers
but is a key feature in higher education. This papeamines the emerging nature of
scholarship in TAFE providers offering higher edima programs. We report on an
analysis of AUQA audit reports and associated d@uation, which begin to formalise
the notion of ‘scholarship’ in Victorian TAFE Ingites. We then compare this emerging
official definition of scholarship in VET with higit education TAFE teacher’s
experience of scholarship using interviews. We arthat higher education teachers and
their TAFE institutes are forming distinctive hydbrscholarly cultures and practices as
they take on external expectations (eg via AUQAJ aravigate through existing
orientations to industry, educational commitments téaching and the absence of
scholarly structures and values in TAFE.

I ntroduction and context

In the contemporary Australian educational landscépe boundaries between VET,
school and higher education have shifted with #etas converging and the boundaries
between them becoming blurred. Schools and untiessnow deliver VET programs,
VET providers deliver accredited qualificationssenior-secondary school students and
some VET providers, such as TAFE institutes, haagub to develop and deliver higher
education qualifications. Dual-sector and mixed@emstitutional forms have emerged
in both public and private provision, from varyirtgstorical foundations. Higher
education in VET has gathered policy momentum éopibint where an integrated tertiary
education sector is presented as a possible r@alitye post-Bradley landscape.

If VET providers play a more significant role inettprovision of Australian higher
education in the future, how might this affect twerk of its teachers? Some TAFE
institutions are shifting their strategic statensetd include values of free intellectual
inquiry and developing strategies to support scholactivities. Yet teaching staff are
confronting a series of tensions created by episiegical, pedagogical, industrial and
institutional conditions as they straddle the tveaters (Kelly, Wheelahan and Billet,
2009). While universities have time-honoured tiads and established definitions of
scholarship and research, VET providers have nb saditions and expectations.

Running parallel to internal reconfigurations WithMET providers are the external forces
shaping scholarly practice at these sites. PrasodEECTYA, 2007a) establish the
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criteria against which non-self accrediting indtdns, such as TAFE institutes,
demonstrate their capacity to deliver higher edana&nd have their courses judged for
accreditation. As higher education providers raogiypublic monies in the form of HELP
loans from students deferring their fees, they atsmmit to quality audit by the
Australian Universities Quality Agency (AUQA). Theurrent state-based registering
authorities and the AUQA espouse ‘official’ notioosscholarship and research, which
influences the internal policies and procedurethete providers, which in turn cuts to
the core of teachers’ work.

Despite ‘official’ notions and traditions of schodhip embodied in regulatory
arrangements and institutional values, policies pnodedures, higher education teachers
in TAFE filter, contest, evade and embrace new Iseclyopractices. What emerges in
practice at TAFE institutes is rarely what the pplagenda say it should be (Angus and
Seddon, 2000) and, ultimately, distinctive oriciotad towards scholarship and
understandings of the ‘space for action’ will eneefgr individuals and collectives. In an
attempt to define what is distinctive about schekigy in TAFE, this study explored the
ways an official definition and the practical wod€ scholarship is developing in
Victorian TAFE institutes. Assuming the positionathscholarship is a product of
teachers’ labour, we sought to understand how ac$tub is being made in this emergent
space and to explore what it's like for the induads involved to undertake scholarly
activities in this context.

Literaturereview

Kelly, Wheelahan and Billet (2009) note that higheztucation provision by TAFE

institutes parallels the more established provisdnhigher education programs in
internationally analogous institutions, such as mamity colleges in the United States
and Canada and further education colleges in theetdiKingdom. Therefore, much of
the literature on higher education in VET conteatsl the work of teachers in these
settings is to be found in North America and the, dKhough Australian-based studies
are increasingly contributing to the knowledge base

Higher education in VET: local and internationalrppectives

Parry (2009) suggests that reinventing the missfdarther education colleges (FECs) to
include the delivery of short-cycle sub-degree fjaations has resulted in an unstable,
uncertain and increasingly complex environmentfiteges. Parry, Davies and Williams
(2004) argue that ‘HE in FE’ should be regarded agbrid form, which relieves colleges
from the need to use the defensive language itioel&o their higher education delivery
and gives claim to FECs being regarded as normédlretessary settings for higher
education. In the North American context, Levin 2P argues that the expansion of
community college missions to include full baccaéates delivery not only alters the
institutional purpose, but challenges institutiondéntity. Like Parry, Davies and
Williams (2004), Levin suggests that this hybridyamisational identity leads to a new
institution, which may cause insoluble problems aesburce stress. In the Australian
context Wheelahaat al (2009) conclude that the sectoral distinctionsveen VET and
higher education, with their different curriculufunding, reporting, quality assurance
and administrative arrangements, make it more adiffi than necessary for TAFE
institutes to develop their higher education priovis The authors call for consistent
regulatory and funding arrangements, a nationahémork of academic standards, a
single tertiary education industrial award and suppfor development of higher
education staff, pedagogy and curriculum within EAF
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Higher education teachers’ work in VET institutions

Turner, McKenzie and Stone (2009) depict the idgntf FE teachers as being
fragmented owing to their vocational background tiradr associated professional values
and skills, but find that general traits of higleelucation lecturers in FE settings can be
indentified in regard to the relationship they havi¢h their students and their teaching
and learning focussed approach to scholarly agtivikewise, Young (2002) concludes
that FEC higher education lecturers’ professionintities tend to be more strongly
rooted in teaching, with a weaker identificationttwsubject-based disciplines. Kelly,
Wheelahan and Billet (2009) argue that, in Ausirall AFE institutions, higher education
teachers’ identities are bifurcated along sectlmals. Their location within a dominant
VET environment, on the one hand, has physicaystréal and resource implications and
brings with it expectations of industry connecihéind responsiveness. Yet, they are also
expected to have or be undertaking post-graduaadifigations, engage in scholarship
and research activities and provide teaching aachieg programs that engage students
in higher order skills and knowledge appropriateigher education studies.

Young (2002) evokes a sense of isolation and lackeoognition in describing the
experiences of the higher education teachers inFthecollege in which her study is
located. Young argues that the culture of the gellis anti-academic and managerial and
that, despite staff being conscious of the kindssdiolarship they would like to be
involved in, there are many perceived barriers ¢adamic development of subject
knowledge and to scholarship. Lack of time, los®mpportunities for promotion on the
basis of teaching, poor support for scholarly ergegaamongst staff and insufficient
physical resources lead the author to conclude“thatmanagerial ethos has squashed
academic culture and created an environment, trexpetuated by staff as well as
management, in which ‘scholarship is the word tete not speak its name’ (p. 285).
Turneret al (2009) likewise argue that it is around discussiohscholarly activity and
research that barriers associated with culturatmaish become most apparent.

Kelly, Wheelahan and Billet (2009) similarly cond&ithat higher education teachers in
TAFE are organisationally located in a culture thas incongruent values to those that
underpin higher education and often managementtipeac are not informed by
understanding or insight into the work of higheueation teachers. Wheelahanh al
(2009) conclude that institutions must engage sctuision and debate about what it
means to construct a higher education culture awd ligher education provision is, or
should be, distinguished from VET. The authors mntlaat higher education teachers in
TAFE need institutional and policy support to ergag scholarship and consider what
this means in relation to research “otherwise sitgwiill be short-changed” (2009a, p.
38). Fundamentally, however, Wheelahetnal (2009) find key parallels between the
experience of higher education teachers in TAFE thed counterparts in UK further
education colleges. Teachers acknowledge that adp should underpin their higher
education teaching, but that it is problematic. Wmad arrangements, resourcing and
lack of management support make this difficult¢biave.

In summary, the literature confirms the problemeated by the blurring of sectoral
boundaries and the shift of institutions into naaditional sectors of education provision,
such as the emerging delivery of higher educatithimVET institutions. Organisational
and professional identities shift and instituti@m its agents emerge as hybrids of both
traditions. Alongside notions of shifting identignd culture are other aspects of the
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teachers’ work perspective (Seddon, 1994), whictewsed as an organising framework
for this research. These included the:

. structures shaping this work including its regutgtitaming and internal
conditions

. work practices of teachers as they negotiate agdgmin scholarship

. agency of teachers to create distinctive oriemiatiowards scholarship.

M ethodology

The methodology for this study considers one setesburces that establish external
expectations for scholarship in VET providers ammhtrasts these with teachers’
commentaries about their practice of scholarshipe Wse a case study approach
comprising two data collection methods.

. A document analysis of key regulatory documentatod the reports of three
AUQA audits of TAFE institutes, which frame the egiag ‘official’ definition
of scholarship in VET.

. Interviews with three higher education teachers réweal the distinctive
orientations they have towards scholarship andvines scholarship is developing
at the case site.

For logistical reasons, a Melbourne metropolitanFEAInstitution was selected and is
referred to as Metro Institute within this papeea€hers at the site were made aware of
the nature of the study, the data that was to Beated and how it was to be used before
they voluntarily agreed to participate. An explamgat statement was developed and
consent forms were completed following the tempglafovided by the Monash
University Human Research Ethics Committee, whoegathical approval for the
research to be conducted. All Metro Institute temshexpressing an interest in
participating in the study were interviewed, authoerded and transcribed. The
interview participants were anonymised as far asipte by de-identifying them and the
organisation through the use of pseudonyms, whidured confidentiality during and
after the research process.

Punch (2005) identifies issues of generalisabéisya common criticism or perceived
limitation of case studies. Clearly this is a sangiase, with a small number of
participants. The scope of this research, as amtivesis within a Masters program, also
limits the extent to which internal and externalcdimentation and reports can be
analysed. While this study was designed to givigiisnto wider issues of scholarship in
VET, it is a preliminary exploratory work into the@ays meanings and practices of
scholarship are developing in Victorian TAFE ing#s. Our purpose was not to
generalise, but to problematise. We sought to if§etite questions that need to be asked
to better understand the context in which scholpnshVET providers is situated and the
scholarly practices being developed by higher etilucaeachers and to establish the
potential for further and larger studies.

Results
The documentation selected for analysis includesl Nhtional Protocols for Higher
Education Approvals Process@dCEETYA, 2007a), théNational Guidelines for Higher

Education Approval Processeshat relate to non self-accrediting institutions
(MCEETYA, 2007b) and the reports of the three TAR&itutions audited to date by the
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AUQA (AUQA, 2009a, 2009b and 2010c), together witle Audit Manual (AUQA,
2010b). The following key points summarise the ontes of this analysis.

Scholarship is ascribed a central position withighlbr education. Scholarship is
variously referred to as being a ‘core functiorfundamental concept’ and

‘underpinning concept’. The nexus between scholprahd research and teaching
and learning is described as a ‘distinguishing atiaristic’ of higher education.

Scholarship is conceptualised within higher edecatis being cultural, socially
constructed and disciplinary.

A ‘culture of scholarship’ is consistently referexcacross the audit reports.
Linked with this cultural conception, is the notitmat scholarship is a socially
constructed phenomenon. While being broadly comckivthe definition of
scholarship within the National Protocols is cleathat scholarship involves
interaction; interaction with peers and studentCBETYA, 2007a, p.19). The
National Guidelines reflect the established higigucation connections between
scholarship and the disciplines in which acaden&tf deach, in addition to
scholarship related to teaching and learning (MCEET 2007b). This
understanding is brought into sharp focus in thditaeport of Box Hill Institute.
Here the panel criticises the institute’s conceptiaf scholarship as being
essentially pedagogical and concludes that thetutestmust “support staff in
maintaining their scholarly currency in the dismpk in which they teach”
(AUQA, 2010c, p 19).

Scholarship within VET providers is being charaisted culturally and
structurally on established norms with its rootsimiversity traditions.

The audit report of Box Hill refer to scholarship lzeing a normative orientation
and that TAFE institutes should reference theireusthndings, practices and
policies to external and established norms (AUQ&LQL). Paradoxically, while
the audit panel at Box Hill make much of collegiBécussions with the higher
education community to develop definitions of semship that is consistent with
sectoral norms, the Gordon panel note that “pathefdifficulty in applying the
concept of scholarship in relation to a VET provide that it is not even
consistently defined across the higher educatiatose(AUQA, 2009a, p. 14).
The panel go on to note that Boyer's framework ofiadarly functions is
commonly used within the sector and that TAFE taostins could be “relatively
well-placed in the scholarships of teaching andgrdtion, and of application” (p.
14).

Scholarly cultures in VET providers can be enalifedugh ensuring common
understandings are held by internal and exterradtesiolders and developing
supportive HR practices and policies.

The foundation step in the development of a schotarture is the development

of a shared understanding across the institutiohosi the organisation defines
scholarship, research and connected concepts sumitieal and open intellectual

inquiry. Managerial staff with VET experience a@tcularly targeted as having

a deficit of understanding (AUQA, 2009b, p. 14) aedruitment of academic and

educational leaders with prior higher educationesigmce and qualifications is

suggested (AUQA, 2010c, p. 3). The audit repors alonsistently question

workload allocations and suggest that current @estare unsustainable and do
not allow sufficient time release or allowance $oholarly activities.
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The document analysis revealed that the definbibscholarship being developed at the
case site would be an important consideration imgoeble contrast the ‘official’
discourse and the teachers’ commentaries. Thegmrggs and traditions influencing this
definition and the extent to which teachers’ schglavork provides a point of
differentiation from normative positions were aiseestigated further in the interviews.

Teacher identities and definitions of scholarship

Three teachers from Metro’s higher education pnogragreed to be interviewed for this
study. Two interviewees occupied teaching-only f@ss and the third interviewee held
an academic leadership role as the head of onbeotlégree programs. They taught
across three degree programs; two within the vigedbrming arts field of study and the
other within the sciences. They represented a maxté part-time and full-time teaching
staff and their prior working experience and quedifions varied greatly. Two had PhD
qualifications and one had prior experience as hiead of a university teaching
department. None of the teachers had worked in T@dd to their recruitment to Metro,
although their prior teaching experience includedosl, university and industry-based
educational settings.

Metro’s higher education teachers demonstrate @ingeiof connections to the practice
of their profession in industry contexts, theirerals teacher and the scholarly traditions of
their discipline, but with different priorities. €hissue of connections to professional
practice and industry was very important for thacteng-only staff in particular. Both
teachers articulated strong sentiments about tperii@nce of being able to “do what you
teach” and that staff should be current in theofgssional experience. However, The
head of a centre’s higher education programs desthis role primarily in the context of
his engagement with the academic discipline andgb&nown’ for his work the field.

The official discourse and the teachers’ commegsanere in clear agreement regarding
the centrality of scholarship to teaching and lemynn higher education. Both hold that
the connection between scholarship and teachingna sets higher education apart from
VET; from its role in informing higher educationragulum and teaching practice and
also from the perspective of the role and work etqiens of teachers. However, there
are dissonances between the views of the audiorseamchers on how scholarship can be
understood in VET environments. AUQA’s understagdiof the structure of knowledge
and how that affects the practice of knowledge g, abstraction and application is
primarily framed as a disciplinary notion. Whileetteachers at Metro also tend to define
scholarly activities within a disciplinary framevkoand the particularities and traditions
of their academic field, they do stress the impuréaof more applied ways of knowing
through the practice of their profession. Bearingnind that all three staff interviewed
had research-based higher qualifications and/oensite teaching experience in
university settings, they were unequivocal thatfgssional practice and generation and
application of knowledge in a vocational contextswan important feature of their
programsand their approach to scholarship and teaching.

In considering how they conceptualised their rassscholars, all interviewees made
reference to scholarship as supporting their ovemniag. All three make observations
around the need for scholarship to be prioritideletro values their higher education
staffs’ continuing education and learning. In el@mg on how scholarship informs
teaching practice, interviewees made statementstdbachers learning while teaching.
As one interviewee succinctly stated “good teackaysthey learn like their students and
students with good teachers learn together”. Twerwrewees in particular used strongly
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worded expressions to articulate the importancéhefconnection between scholarship
and lifelong learning for staff and students. Themgged from positive perspectives of
scholarship enabling inspired teaching when stafhain engaged in learning and
exploring the vast field of their discipline to tkenverse when staff stop learning they
“may as well shrivel up and die”.

Exercising agency in the practice of scholarship

The analysis of interview data suggests that teactied managers are exercising their
agentic capacities to make sense of the organisdtigpace they occupy and create
hybrid scholarly cultures. This space is descrilisd higher education teachers as
predominately managerial and exhibiting a lack adiatarly structures and values that
they hold as important and necessary. The perceptid the interviewees were that
managers at the site saw work as productive Ifghad to existing VET paradigms about
teaching and the duties directly related to teaghiiey acknowledge the organisation’s
efforts to take on expectations of scholarship anshte mechanisms to support its
practice, but time to undertake scholarship wasistently raised as a significant barrier;
a challenge that they struggle to resolve. Givea $itrength of the interviewees’
commentary about the importance of scholarshipéotprofessionally and personally, it
was perhaps unsurprising that they articulatedeseh$oss over their inability to devote
the time to scholarship. Their discourse on trssieswas often ardent and their situation

N

was variously portrayed as “de-skilling”, “untenabénd a “real struggle”.

In response to this managerial culture and despédimitations imposed by the terms
and conditions of their work, the interviewees ibvided evidence of their agentic
capacities to shape their work practices. Selfeti@® and individually-constructed
scholarly activities are occurring at Metro inforndy individuals’ biographically
informed notions of scholarship and the traditiaigheir discipline. One interviewee
remarked that they are inventing their own thingsdo and ways around the issues.
Another commented that their scholarship was ooayrfoff their own bat”. These are
“extra-curricular kinds of things you do becauseu ybelieve in it and think it's
important”, [although] it would be easier not t@he interviewees were collaborating on
works with others, consulting in industry, sourciagd performing alongside seminar
guests, writing editorials and research paperseldping and reviewing curriculum and
submitting abstracts and presenting at confereddessocial construction of scholarship
and the sharing of academic pursuits are, howehagely occurring outside the
institution. One interviewee again observes that it largely workload driven and that
the volume of teaching occurring across the tinletatmkes it difficult for staff to meet
collegially.

Forming hybrid cultures

At Metro hybrid cultures are emerging, includingdfeling views on the extent to which
Metro should emulate the culture and practicesgreed to exist in a university. The
analysis of interview data also suggests that tpentic orientations of teachers and
managers fill the absence of strong scholarly ce#tuand structures to support the
practice of scholarship. Being neither a VET nowraversity space, within higher
education at Metro there is a blending of manafec@porate and academic identities,
cultures and communities, each carrying with thestircttive orientations to scholarship
and its connection to teaching. As the interviewaesreconciling their scholarly beliefs,
understandings and practices within the organisatispaces they occupy, they provided
evidence of their adaption, resistance and filterof these expectations in varying
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degrees of reactivity. At one extreme there wals ¢él“campaigns” and at the other a
more passive response of saying “well I'll justget my higher ed load and I'll be happy
with just my vocational diploma load”.

The introduction of higher education at Metro hasoduced sub-cultures and two values
systems as higher education provision matures la@dgtoportions of higher education
teachers and students increase. The interviewéespaite of opportunities to involve
these emerging academic communities, if workloatistebutions and allowances were
made. All interviewees called for more dialoguewssn staff and managers and for
centres to take a lead role in the developmentcablarly cultures. Metro’s higher
education teachers also suggested that the orgjanisgive more recognition to the
capacity of these academic communities to shape dlagn direction and practices. By
developing stronger centre-based communities wébpansibilities for supporting
scholarship in a way that makes sense for theplisei and the teaching and learning
priorities of the particular programs, one intemwée suggested that this also enabled the
tensions over administrative versus academic issube resolved. This clearly signals a
shift in the traditional arrangements of influeraned decision-making at Metro, where
control is exercised through VET managerial stregu

Discussion

The pursuit of scholarship, practice of their pssfien and commitment to education are
central to Metro teachers’ notions of themselved #reir roles as higher education
teachers. Scholarship is seen by these teachersreshanism for remaining connected
to and known in a professional sense within thiel féend their colleagues in the academic
community. The identities of higher education teashin VET providers have been
found to be strongly rooted in teaching (Young, 208nd therefore teachers tend to
perceive scholarly activity in terms of enhancihgit teaching and the student experience
and ensuring mastery and currency of existing kadgé (Harwood and Harwood,
2004). While maintaining mastery and currency ipomant for Metro’s teachers, so too
is their contribution to the generation of new sl@ad knowledge with an applied focus.
Scholarship is, however, problematic in VET prov&déyoung, 2002 and Wheelahah

al, 2009)and the struggle over its practice has clearly getein this study and mirrors
the findings within the literature. A lack of timscholarly values and cultures and
prevailing managerial traditions make the pursditscholarship difficult and restrict
teachers’ agency. Teachers are however, variousheriig, contesting and
accommodating this reality with examples of pasaivé active resistance.

Young (2002) and Harwood and Harwood (2004) recsigthie enormous commitment of
further education lecturers working on higher ediocaprograms, despite the challenges.
Turner, McKenzie and Stone (2009) call on providergive teachers time and space to
develop as HE in FE professionals and this studyatso highlighted the capability and
commitment of higher education teachers in TAFE cttribute to the body of
knowledge within their disciplines and in teachiemd learning. For this potential to be
realised however, institutions must recognise tidaevzand the time it takes to be engaged
in these activities and its importance for qualitgher education teaching in general. In
this process existing paradigms will be challengetb what constitutes teachers’ work in
these settings. Also contested will become questmrer who supports, manages and
evaluates this work. Policy makers and regulatss meed to develop new ways to frame
and support scholarship in VET providers. Not lezsivhich, is the recognition that in
becoming both VET and higher education provide&FHE institutions have by default
become new hybrid forms regardless of whether tlaeseofficially’ recognised in the
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regulatory protocols or not. Like the hybrid ‘HE KFE’ culture (Turneret al, 2009)
Metro’s identity as an organisation is not at a 4miint between TAFE institute and
university. The identities of mixed-sector orgatimas and their higher education
teachers are a fusion of educational, professiandlacademic notions and the extent to
which this diversity is acknowledged and given tiegacy is important in establishing the
role of TAFE in the tertiary education environment.

Concluding thoughts

The practice and defence of scholarship by higlecation teachers in TAFE and the
emergence of new institutional communities, flagatta range of problematics will
emerge for further inquiry. The evolution of aneigtated tertiary regulator and policy
settings will continue to reframe the meaning anacfice of scholarship in VET. The
establishment of TEQSA will see some shift in tbecés that shape scholarship in VET
providers, as will potential changes to higher adion funding regimes. How this
restructuring occurs and its affect within thesérity mixed-sector institutions warrants
continued attention. Furthermore, as Angus and @e(2000, p. 169) note, new ways of
working and forms of rationality can be constructathin the boundaries of possibilities
and limitations through the exercise of agency. yTf@eground however, that these
“politics of possibility” are not the work of sadity, calculating individuals, but of
collectives that strive to shape their practicehimitthe institutional spaces they occupy
and the discourses of their communities. Shiftsl witcur internally within these
institutions as academic communities grow and é&stathemselves within the fabric of
the organisation. Therefore the agentic capaaitigsachers and managers to continue to
shape practice and create possibilities for aclea reveal potential for future research.

References

Angus, L. & Seddon, T. (2000). Social and orgamset renorming of education, in
Beyond nostalgia: reshaping Australian educatibtelbourne: ACER. 151-1609.

Australian Universities Quality Agency (AUQA). (288).Report of an audit of the
Gordon Institute of TAFE (Higher Educatioetrieved from
<http://www.auga.edu.aul/files/reports/auditrepoordgpn_2009.pdf>.

Australian Universities Quality Agency (AUQA). (2899). Report of an audit of Northern
Melbourne Institute of TAFE (Higher EducatioMelbourne: AUQA. Retrieved from
<http://www.auqa.edu.au/files/reports/auditrepoordpn_2009.pdf>.

Australian Universities Quality Agency (AUQA). (204). Audit manualVersion 7.1.
Retrieved from
<http://www.auga.edu.au/files/auditmanuals/auditnuad _version_7.1_webversion.pdf>.

Australian Universities Quality Agency (AUQA). (204). Report of an audit of Box Hill
Institute of TAFE (Higher EducationfRetrieved from
<http://www.auga.edu.auffiles/reports/auditrepooixtoll_2010.pdf>.

Department of Education, Employment and Workplaelatons (DEEWR). (2008).
Audit handbook for non self-accrediting higher eatimn providersVersion 3. Canberra:
DEEWR. Retrieved from
<http://www.deewr.gov.au/HigherEducation/Programs@y/HEPS/Documents/AuditH
andbook.pdf >.

Page 9



Harwood, J. & Harwood, D. (2004). Higher educaiiorfurther education: delivering
higher education in a further education contextstudy of five south west colleges.
Journal of Further and Higher Education, 23, 153-164.

Kelly, A., Wheelahan, L. & Billet, S. (2009). Betxtiand between: higher education
teachers in TAFEProceedings of the 12th annual AVETRA confereA?&ETRA.
Retrieved from <http://www.avetra.org.au/annual feoence_papers.shtml>.

Levin, J.S. (2004). The community college as a lacgeate-granting institutioimhe
Review of Higher Educatioi28(1), 1-22.

Ministerial Council on Education, Employment, Trag and Youth Affairs

(MCEETYA). (2007a)National Protocols for Higher Education Approvaldeesses
Retrieved from
<http://www.deewr.gov.au/HigherEducation/Programsd8ntSupport/NationalProtocols
forHEApprovalProcesses/Documents/NationalProtocci2@ 7. pdf>.

MCEETYA. (2007b). Guidelines for the registratioihnon self-accrediting higher
education institutions and the accreditation ofrtbeursesNational Guidelines for
Higher Education Approval Processé&etrieved from
<http://www.deewr.gov.au/HigherEducation/Prograrisd8ntSupport/NationalProtocols
forHEApprovalProcesses/Documents/NationalGuide@at2007_AandB.pdf>.

Parry, G. (2009). Higher education, further edwratind the English experimehtigher
Education Quarterly63(4), 322-342.

Parry, G., Davies, P. & Williams, J. (200®)jfference, diversity and distinctiveness:
higher education in the learning and skills seq®¥ ed.).London: Learning and Skills
Development Agency.

Punch, K.F. (2005)ntroduction to social research: quantitative andadjtative
approacheg2" ed.). London: SAGE Publications.

Seddon, T. (1994). Teachers’ work and politicaicactin T. Husen and N. Postlethwaite
(Eds.)International encyclopaedia of educatifviol. 10 , pp. 6132-6139). Oxford:
Pergamon.

Turner, R., McKenzie, L., & Stone, M. (2009). ‘Sgeigpeg — round hole’: the emerging
professional identities of HE in FE lecturers ipaatner college network in south-west
England.Research in Post Compulsory Education(4)4355-368.

Turner, R. McKenzie, L.M., McDermott, A.P. & Stord, (2009). Emerging HE
cultures; perspectives from CETL award holders jradner college networkournal of
Further and Higher Education, 83), 255-263.

Wheelahan, L., Moodie, G., Billet, S. & Kelly, A2Q09).Higher education in TAFE.

Adelaide: National Centre for Vocational Educati®esearch. Retrieved from
<http://www.ncver.edu.au/publications/2167.html>.

Page 10



Young, P. (2002). ‘Scholarship is the word thatedaot speak its name’: lecturers’
experiences of teaching on a higher education progn a further education college.
Journal of Further and Higher Education, (&), 273-286.

Page 11



