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Abstract

Hiring, training, and retaining high-calibre IT educators is essential for learner-
centred success in IT within the fast-approaching future in the Te Pukenga
organisation. This research presents some suggestions for areas of focus based on
the qualitative experiences of three recently employed IT academics, each with
significant industry experience.

An outline of an alternative subject-specific collaborative and personalised
training model for new academics is proposed. The current educational training is
the generic NZ Certificate in Adult and Tertiary Teaching, which in some ways is
not fit for purpose and can even contribute to a cynical view of the educational
process.

A Te Pukenga-wide collaborative approach is suggested for supporting ongoing
training and upskilling in order to maintain technical excellence in the rapidly
evolving IT field. This is a vital component for academic training and retention.
Alongside ongoing training is the requirement to provide opportunities and support
for original research, and a Te Pukenga-wide focus can provide additional
opportunities for research collaboration.

Though much remains uncertain about the academic salary environment
following the transition to Te Piikenga, IT educators at polytechnics and institutes
of technology tend to have the lowest pay rates compared to their experience and
qualifications. Some guidelines are provided to ensure the discrepancy between IT
academic salary and earnings in the industry is kept to a manageable size in order to
reduce staff losses in a labour market environment suffering a shortage of high-
quality candidates.
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1 Introduction

Vocational educators are increasingly being recognised as dual professionals (Adams, 2011,
Chan, 2020). That is, as well as the expectation of being a professional in their subject area; they
are also expected to be (or become) a professional at the task of teaching. In the New Zealand
context, vocational educators employed from an industry background typically have little or no
prior teaching experience and are expected to learn the teaching profession while employed as an
educator (Suddaby, 2019, p. 70, as cited in Betty, 1999). Teacher training is typically
accomplished by the educator enrolling in a teaching course concurrently with the courses they
teach.

The horizontal arrow in Figure 1 shows the ideal change in proficiency over time for a new
vocational educator within an IT context. We begin our teaching career having come from the IT
industry with a high degree of proficiency in our career. Over time, we increase the level of our
teaching proficiency without compromising the knowledge and skills we have gained during our
time within the IT industry. Ideally, then, IT educators should, over time, be continually moving
towards the upper right quadrant in the diagram for them to become and maintain their dual
professional expectations.
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Figure 1: Paths indicating the change in proficiencies over time for a dual professional.

The danger of our IT proficiency becoming stale over time, even as we increase our
proficiency in teaching, is illustrated by the downward arrow in Figure 1. Professionals in all
subject areas have ongoing learning that they must accomplish to keep abreast of the changes in
that area. The rate of learning to retain proficiency is proportional to the rate of change in that
subject area, and IT perhaps has one of the most significant rates of change out of any of the
subject areas taught within Te Pakenga. Though the top right corner of the graph in Figure 1 is
where we want to be as dual professionals, there is a continual pull towards both axes as time
passes. This pull is countered by ongoing professional development. As IT proficiency tends to
degrade faster than teaching proficiency, the bulk of professional development should perhaps
focus on maintaining and improving our IT skills.

Another danger is that the graph in Figure 1 becomes irrelevant if the difference in
employment conditions between industry and IT educators within Te Pukenga grows too large.



As a result, many IT educators may find the lure of non-academic jobs irresistible. These
differences could cover areas such as workload, remuneration, and career opportunities.

2 Training of new IT educators

Generally, the current approach to training new educators throughout the ITP (Institutes of
Technology and Polytechnics) sector is via the Certificate in Adult and Tertiary Teaching
qualification (Ako Aotearoa, 2019) or equivalent. The qualification “is intended for individuals
aspiring to or engaged in a career in adult, tertiary or vocational teaching” (Ako Aotearoa, 2019).

There are multiple implementations of this qualification, each shared across a subset of ITPs,
and at the time of publication, Te Pakenga has not yet completed the unification process for this
qualification. This qualification is commonly offered via online learning, and the authors have
had experience studying towards this qualification at NMIT (Nelson Marlborough Institute of
Technology) with the course provided by eCampus NZ. From 2023 NMIT will replace the
eCampus NZ course with the Open Polytech NZCATT.

Both the eCampus NZ and Open Polytech versions of NZCATT are delivered as online,
academic-focussed, one-size-fits-all approaches to educator training, though NZCATT’s graduate
profile does not preclude a more learner-centred approach. We believe that the practical process
of effective teacher training would be better served by a more practical and targeted approach,
specifically one that targets both the IT subject area and the individual. Indeed, the academic
nature of the eCampus NZ CATT courses can backfire: For example, the course “Learner Centred
Practice”, while championing the cause of its title in the content of the course, then ignores much
of that content in the delivery of that very course. The opportunity is missed to model effective
learner-centred practice to meet the diverse needs of the learners. This approach may have the
unintended side-effect of ‘teaching’ that we can simply pay lip service to the good ideas and
concepts within the courses but not put them into practice because that is exemplified by the
course itself.

Vocational teaching is a very practical process, and therefore the teaching of vocational
teachers should also reflect and model that. Perhaps the combined resources within Te Pukenga
would be sufficient to develop a specialised “new entrant” vocational training programme
enabling beginning teachers to learn on the job. What could a practical area-specific teacher
training process look like? It need not even look like a course in the traditional sense. While there
is a large body of research regarding sound teaching practice, the bulk of the training should be
focused on the practical aspects of teaching, that is, how teaching theory works in practice. We
suggest that an experienced, willing, and competent IT educator could mentor and guide new IT
educators during their first year, helping them build and achieve competency in the graduate
profile outcomes of the NZCATT qualification (Ako Aotearoa, 2019). Various techniques such as
teacher shadowing (Makovec, 2022) might prove useful.

We can briefly consider in more detail how the graduation profile outcomes for NZCATT
might be met in such a practical mentor-based approach:

e Design learning that is pedagogically and culturally appropriate to meet specified
learning outcomes in diverse contexts.

The process of a teacher learning to design learning for students would seem to be more
efficient if there is direct access to the experience of a mentor who is knowledgeable in both the
subject area and teaching — they would already have a sound grasp on what approaches work well
for IT education, and what approaches may be less effective.

e Facilitate quality learner-centred teaching that respects the mana and diverse cultural
backgrounds of adult learners, and the wider educational and societal context.



This is a broad outcome, and it is not immediately obvious what “quality” and “respect” mean
in a practical sense; as with the design of learning above, facilitating learning in the IT classroom
would seem to be significantly aided by a mentor who could sit in on classes (in person or
remotely) and give direct feedback based on their experience of IT teaching.

e Use a range of facilitation and teaching strategies, including technology-enhanced
teaching and learning.

This is another broad outcome, and one would hope the “range” of strategies are all effective
strategies for IT education. An experienced mentor would be able to guide inexperienced IT
teachers to those strategies that might be most effective for their subject matter and teaching
environment.

e Embed literacy and numeracy skills appropriate to the demands of the programme and
needs of the learners.

An experienced IT mentor can provide subject-specific advice here that an experienced
mentor outside of IT might not be able to give. For example, many IT students are expected to be
familiar with hexadecimal and binary numerical representations, and an experienced IT educator
would have knowledge of this.

e Enhance learning through the application of a range of assessment, feedback, and
moderation practices.

As with facilitation strategies above, the “range” here should be those practices that have been
shown to work in an IT context. An experienced IT educator could guide new educators in what
practices would be effective.

e Evaluate own professional practice and develop and implement plans to improve it.

This outcome is, arguably, the most important: developing a practice of constant self-
evaluation and improvement. An experienced IT mentor could specifically guide a new IT
educator in what self-evaluation practices would be appropriate, how to identify opportunities for
improvement, and how to develop a plan to improve practice.s

3 Professional development of dual professionals

As previously stated, tertiary educators are recognised as dual professionals commonly
employed based on their knowledge and experience in a discipline; however, they commonly lack
teacher training. This situation may be partly due to the time required to develop the knowledge
and experience in a discipline. However, many contractors may also rely on teaching to
supplement their income (GuildHE, 2018, p. 23). Many industry practitioners transition to tertiary
education in a staged entry, progressing from guest lecturing or teaching a specific course part-
time to a limited tenure or tenured teaching position (Wilson et al., 2014, p. 5).

New educators are not required to complete teacher training before commencing teaching;
however, ITPs require tenured academic staff to complete varying levels of teacher training. ITP
collective agreements show that training requirements range from 12 weeks of recognised training
in adult and tertiary education. Training is commonly implemented as 30 credits or the first two
courses of NZCATT, completed over the first 12 months in a probationary stage, to the full 60
credits of the NZCATT certificate over three years (Ara Institute of Canterbury, 2020). While this
policy is encouraging, figures showed that across the ITPs in 2021, there were 2,890 full-time
equivalent (FTE) staff and 3,025 part-time academic staff averaging 0.38 FTE per staff member.
While there are some year-to-year fluctuations in figures, the figures show that between 2016 and
2021 an average of 51% of the academic staff were part-time (Education Counts, 2022).



In the case of NMIT, tenured staff are allocated 0.2 FTE to support their professional
development in teaching in their first year. There is a remuneration step progression bar requiring
the remaining 30 credits of NZCATT to be completed; for many tutors, this becomes a barrier to
progression as completing the second half of NZCATT, approximately 300 hours of work, can be
challenging and stressful on a full workload. Part-time staff are not required to complete formal
teacher training, and as a result, have no support for completing professional development in
teaching towards the NZCATT qualification. A more supportive model can be seen in secondary
education, where fully trained teachers are allocated 0.2 FTE teaching hours in their first year and
0.1 FTE in their second year, enabling mentoring time outside of class. A similar approach
enabling the 0.2 FTE for professional development for each tutor’s first two years would be ideal
for supporting new tenured and part-time tutors to complete teacher training.

A common challenge for IT educators is the volume of changing content in their discipline.
For example, in cloud services, Amazon Web Services have released 1258 notifications of
product or service changes as of September 2022, and 2082 changes were released in 2021
(Amazon Web Services, 2022). For many tutors, this is one of many areas that a tutor may cover.
Keeping abreast of changes and applying this to teaching and learning within the current
workload with the available professional development allocation is challenging to achieve in the
available time. Most ITP collective academic agreements have reciprocal commitments that state
academic staff are obligated to maintain and enhance their competencies in their teaching areas
and as educators and the ITP is responsible for ensuring tenured academic staff receive timely and
appropriate training and opportunities for professional development (NMIT, 2021, p. 37). Due to
workload, time for professional development in a discipline can be challenging to access. A
supportive approach could be to allocate professional development time based on subject area and
a rate of change.

The establishment of Te Pukenga led to the development of an operating model to describe
how Te Piikenga will operate in the future. The transition of the 16 ITPs to Te Pikenga aims to
unify and transform delivery focused on Te Tiriti partnership and equity for learners, especially
for Maori, Pacific, and disabled learners (Te Pikenga, 2021a). Te Pukenga acknowledges the
need for building staff capability across the network to meet the operating model (Te Pikenga,
2021b, p. 17,30). The proposed operating model acknowledges the need for professional
development. The operating model states that all staff will be supported to learn and grow,
including giving time, space and resources to grow cultural awareness, technical capability,
professional practice and the ability to be responsive to the needs of Maori, Pacific, and disabled
learners (Te Pikenga. n.d).

Feedback through the staff engagement process raised concerns about what the model would
look like in practice and the need for clarity around the capability build, highlighting that tutors
already felt overwhelmed by professional development expectations (Te Pakenga, 2021b, p. 13).
To provide more clarity for stakeholders, Te Pukenga subsequently published the “What you can
expect” focusing on the perspectives of stakeholders over three horizons 2023, 2026, and 2027 to
2033 (Te Pukenga, 2021c). The Te Pukenga shared pathway establishes the direction for the
professional development of all staff over the next ten years.

Key points include:

o Staff professional development will focus on growing professional practice in
inclusive practice, cultural capacity upholding Te Tiriti and equity for learners.

e Academic staff are supported to grow domain expertise and contribute expertise to
diversely skilled network groups.

e Formal Ako networks will use staff knowledge, skills and competencies to support
the delivery of learning.

e Maori knowledge, reo, tikanga, and values are normalised throughout Te Pikenga.
(Te Piikenga, 2021¢)



There is little information provided by Te Pakenga on how professional development will be
provided in the current environment and managed with the current workload. The state of the
sector survey of general and academic staff from ITPs and universities showed that 38% of
responses focused on workload issues, with 77% of academic staff saying due to COVID-19,
workload had increased since September 2020 (Sedgwick, 2021, p. 19). Furthermore, 72% of
academic staff said workload issues had reduced their capacity to engage in research (Sedgwick,
2021, p. 19), which in many cases supports professional development in their discipline. Given
the increased workload reported by staff, it is unclear how Te Pakenga will give staff time, space
and resources to meet the professional development requirements. Without specific details, it can
be assumed that little support will be provided to staff, and the current ad hoc delivery will likely
continue with workload restricting the ability of academic staff to access professional
development. Observations of recent professional development opportunities show increased
optional online and in-person workshop-style professional development opportunities broadcast
to academic staff. As a result, professional development remains largely ad-hoc and inconsistent
across staff. It is primarily left to the educator to engage with professional development
opportunities, with the most disadvantaged part-time staff.

A primary goal of Te Pikenga is to value Maori knowledge, reo, tikanga, and normalise use.
There is no clear method provided so far and while there is no dedicated development time for
staff to upskill, therefore, additional financial incentives should be introduced to all staff to
encourage the development te reo and tikanga Maori.

4 Retaining IT educators

As the demand for highly skilled employees increases, ITPs need lecturers and tutors to train
graduate students in Information Technology, Computer science, Software engineering, and other
Technology Studies. However, despite the buyers’ market for those with advanced degrees, the
supply of scholars in some fields is short. Due to budget constraints, most universities and ITPs
may struggle to attract and retain the best faculty. However, there are other factors, and the
remuneration structure is primarily to blame for the lack of top performers. Factors that contribute
include the existing pay structure, tenure, sabbatical, and seniority policies that do not link
rewards to performance.

Replacing an employee costs the organisation an enormous amount of time and money.
According to the American Management Association, the cost is calculated at 30% of an
employee’s annual salary (lannuzzi, 2013). For high skills, replacement costs can rise to two-
thirds of their annual salary (Netswera & Rankhumise, 2005). The main shortcoming is losing key
members and the lost productivity and replacement cost associated with hiring a new person. Few
organisations can afford to hire, train, and let their most valuable and talented employees walk out
of their institutions’ when it is difficult to find better replacements.

To attract and retain the best academic staff, Te Piikenga should consider the following

changes:

e In order to establish a fair and adequate compensation program, it is crucial to link
performance directly to rewards. One way is to set a baseline salary for minimally
adequate work and augment this with non-cumulative performance bonuses.

e Annual pay increases for length-of-service, low entry-level salaries, and cost-of-living
raises.

e Annual bonuses (merit awards) to top performers are predetermined and non-cumulative.



e Institutions may provide notable salary increases for outstanding staff members to reward
their performance and keep them from moving to other institutions.

e ITPs will grant academic staff members paid sabbaticals every seven years to encourage
them to pursue their research or reengage with industry.

e Target sustainable workloads rather than the maximum.

e  Genuine support for professional development.

e  Genuine support for sustainable research.

One of the changes that Te Puikenga can establish is employee retention programs to help
institutes save money otherwise spent on replacing employees who leave. Such programs reduce
turnover, including advertising, interviewing, screening, and training new employees. On the
other hand, there is a high demand for technical talent in New Zealand, driven by the lack of
offshore talent and the recent border closures. However, as restrictions ease, we expect talent
flows from offshore to increase over time. As the tech market demand has grown, so have
salaries, which has been challenging for polytechnics to maintain parity with existing team
salaries. ITPs must consider staying in touch with current IT academic staff market rates while
addressing the increase in salary levels for potential hires. Ensuring it meets the tech market will
also significantly contribute to retaining existing staff. Employers are increasingly responding to
candidates’ demands for flexible working models by implementing remote and hybrid working
models and adapting their processes and systems to accommodate these new working modes.

The departure of academic staff from ITPs has several adverse effects. One case is that
emerging technology sectors are often those in which the most sought-after IT academic staff
members teach; their loss is a blow to these instructional programmes. Secondly, many top IT
academics are doing ground-breaking scientific research or have developed patents that will bring
fame and money to their institutions. Third, top-flight academic staff members attract large
numbers of graduate students who receive funding in the form of fellowships. When these IT
academic staff leave, they often take their top learners.

Fourth, top performers in the information technology field have reputations that transcend
their home institutions. A few key IT academic staff and a large body of well-known IT staff
members are essential if an institution wishes to gain good support from the Tertiary Education
Commission and other funding resources. Losing such academic staff members or failing to
attract them can distinguish between a great ITP and an ordinary one.

5 Conclusions and Future Work

Some ideas have been proposed for (a) training new IT educators, (b) ongoing training for
existing IT educators, and (c) retaining IT educators in the new Te Pikenga future. Much remains
still uncertain regarding the policies and procedures that Te Piikenga will implement in response
to the challenge of nurturing IT educators.

The authors plan to survey a broader cross-section of IT educators to gather more ideas and
information on how IT educators within Te Ptikenga can be supported to deliver world-class IT
vocational education.
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