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Part 1 – Foundations and sector context 

1.1 What this guidance offers you 

For trainers and assessors 

This guidance helps you walk away with clearer language for your role, a better understanding of 

common pressure points across career stages and more confidence in naming what support helps 

and what does not. It offers ideas and practical prompts to reflect on your experience, support 

conversations with leaders and recognise challenges that are often shared but not always visible. 

For leaders, managers and RTOs 

This guidance helps you walk away with clearer insight into how support operates in practice across 

your organisation. It supports you to notice where systems rely on goodwill, where support is absorbed 

informally and where small design changes can reduce pressure and improve retention. You can use 

it as a shared reference point for workforce planning, induction, mentoring and continuous 

improvement. 

This guidance is not mandatory. You can engage with the parts that are most relevant to your role and 

context. 

1.2 How to use this guidance 

You can use this guidance as a shared reference point for conversation and reflection. It supports 

discussions between trainers and assessors, between staff and leaders, and across teams 

responsible for workforce design and support. 

The guidance is structured to support use across different entry points. Some readers may focus on 

the career stage guidance. Others may use the principles, reflection questions or tools to review 

existing practices. There is no expectation to read or apply the document in sequence. 

The guidance does not introduce new requirements or standards. It is intended to inform thinking, 

support learning and encourage intentional design of support across the workforce lifecycle. 

Used well, the guidance supports transitions from industry into vocational education and training 

(VET), strengthens wellbeing and inclusion, and reduces reliance on individual coping and goodwill. 

It can also support more consistent practice across diverse delivery settings and contribute to 

improved retention and workforce sustainability. 

1.3 Purpose, audience and context 

This guidance supports trainers and assessors, and the organisations that employ and support them, 

across the mining and automotive industries. It focuses on wellbeing, inclusion and sustainable 

practice across different career stages and delivery contexts. 

The primary audience is trainers and assessors at all career stages. This includes people who are 

new to training, those building confidence, and those with advanced or expert experience. The 

guidance also supports leaders, managers and teams who design, manage and support training 

environments, including RTOs, TAFEs and enterprise RTOs. 

The guidance is designed for use by different audiences in different ways. Parts 2 and 3 set out shared 

principles and whole-of-career considerations. These sections are most relevant for leaders and 

others responsible for workforce design, systems and organisational support. They provide context 

for understanding why certain practices matter. 
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Trainers and assessors may choose to go directly to Part 4 or Part 5. These parts focus on common 

experiences and pressure points at different career stages, as well as practical resources that can be 

used without reading the full document. Earlier sections can be used as references where helpful. 

This guidance responds to long-standing workforce challenges in the mining and automotive 

industries. Many trainers and assessors enter vocational education from industry roles. They bring 

strong technical expertise but often move into complex training environments with limited preparation 

or support. 

The guidance aims to support sustainable careers by strengthening wellbeing, inclusion and support 

across the workforce lifecycle. It promotes consistent, high-quality practice while recognising that 

delivery settings, organisational size and workforce profiles vary widely. 

This guidance does not prescribe a single model or set of actions. It supports reflection, shared 

understanding and continuous improvement. Organisations and individuals are encouraged to adapt 

the guidance to suit their context, capacity and delivery realities. 

1.4 How this guidance was developed 

This guidance is informed by a national consultation comprising 33 recorded conversations with 

trainers, assessors, provider leaders and sector stakeholders across the mining and automotive 

industries. 

Consultations explored experiences of wellbeing, inclusion, workload and support across career 

stages. Participants shared what helped them stay and grow in training roles, and what created 

pressure or risk when support was unclear or withdrawn too early. 

The guidance also draws on Australian research related to vocational education and training (VET) 

workforce capability, work design, professional identity, wellbeing and inclusion. Research was used 

to test consultation themes, not replace lived experience. Where gaps in representation or data exist, 

these are acknowledged. 

The guidance reflects patterns and insights across diverse contexts. It does not claim to represent 

every experience. It is intended to be used alongside local knowledge, engagement and evidence. 

1.5 Applying the guidance in practice across contexts 

This guidance is designed to be adaptable across different organisational sizes, structures and 

delivery models. It recognises that what works in a large public provider may not translate directly to 

a small private RTO or an enterprise RTO. 

Rather than prescribing a single approach, the guidance supports organisations to draw on the 

framework in ways that fit their context. Examples include use in induction and onboarding, workforce 

planning, role design, mentoring approaches and workload review. 

Some organisations may use the guidance to review existing systems. Others may use it to strengthen 

conversations about support, boundaries and expectations. Individuals may also use parts of the 

guidance to reflect on their own experience and support needs. 

The intent is not to add new programs or layers of work. The focus is on noticing what already exists, 

what may be missing and where small design changes could reduce pressure and improve 

sustainability. 
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1.6 Reflection and continuous improvement 

This guidance supports ongoing reflection rather than one-off implementation. Workforce needs 

change over time as delivery contexts, industry expectations and learner cohorts shift. 

Organisations are encouraged to listen to feedback from trainers and assessors across career stages. 

This includes noticing where support works well, where pressure is increasing and where assumptions 

may be replacing intentional design. 

Continuous improvement involves asking simple, practical questions. What is helping people do their 

work well? Where does work rely on unpaid effort or silent coping? What support is fading by default 

rather than shifting by design? 

Using this guidance alongside local evidence, engagement and reflection supports learning over time. 

It reinforces that wellbeing, inclusion and quality are shaped by everyday decisions, systems and 

responses. 

1.7 How this document is structured 

You do not need to read this guidance from beginning to end. You can use the parts that are most 

relevant to what you need right now. 

If you are looking for the principles behind the guidance, Part 2 sets out the diversity, equity, inclusion 

and wellbeing principles that underpin the document. These principles provide a shared lens for 

interpreting later sections and explain the values and design intent behind the guidance, rather than 

listing actions or requirements. 

If you are thinking about support across a whole career, your own or your team's, Part 3 focuses on 

whole-of-career wellbeing, inclusion and support. It outlines commitments and support domains that 

apply across all career stages and highlights what should remain consistent, even as roles and 

responsibilities change. 

If you want to recognise your current career stage or common pressure points, Part 4 provides 

detailed career-phase guidance. It describes common experiences, support needs and risks for new 

entrants, establishing, advanced and expert trainers and assessors. These phases are not linear, and 

movement between them is common as roles, delivery contexts or life circumstances change. 

If you are looking for practical prompts and resources you can use, Part 5 brings together optional 

tools, templates and conversation guides. These are designed to support reflection, planning and 

practical application and can be adapted to suit different contexts and priorities. 

The document is designed to support learning, shared understanding and sustainable practice over 

time, rather than a single pathway or prescribed approach. 
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Part 2 – Diversity, equity, inclusion and wellbeing 

principles 

This section sets out the DEI and wellbeing principles that underpin this guidance. It provides a shared 

lens for interpreting the whole-of-career support approaches in Part 3 and the career stage guidance 

in Part 4. 

The principles in this section draw on national consultations with trainers, assessors and provider 

leaders across the mining and automotive industries, alongside Australian research on vocational 

education, workforce capability and inclusive practice.  

This section is intentionally principles based. It does not describe specific support mechanisms or 

actions for each career stage. Instead, it clarifies the values, assumptions and design principles that 

shape the guidance as a whole. 

These principles are intended to support fair, high-quality training practice by focusing on how 

systems, expectations and work design shape experience and outcomes. They also inform how 

support is designed and applied across the whole-of-career commitments and practical tools set out 

later in the guidance. 
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2.1 DEI and wellbeing principles for the VET workforce 

In consultations, trainers and assessors described that being treated “the same” often meant existing 

barriers were overlooked rather than removed. The principles below (Figure W1) reflect consistent 

themes from consultations and research. They are strengths-based and guidance focused. They are 

intended to inform decisions, design and interpretation, rather than prescribe uniform actions. 

Consultations also highlighted a common tension in male dominated environments. People may say, 

“We treat everyone the same” or “We want the best person for the job”. These statements often aim 

to be fair. However, they can unintentionally overlook how systems and norms can advantage some 

people and create extra barriers for others. 

In practice, equity is not about lowering standards or favouring one group. It is about designing fair 

access to support, safe work and clear expectations. It is also about recognising that “neutral” 

practices can still produce unequal outcomes. 

Consultations with First Nations experts also highlighted that linear career and capability models do 

not reflect how many people learn, contribute or move through roles over time. Flexible, relational and 

non-linear approaches were described as more culturally safe and more sustainable. 

This insight informed the guidance throughout this document, particularly the emphasis on transitions, 

shared responsibility and varied forms of contribution across career stages. 

Figure W1: Fairness is not sameness 

 

2.1.1 Equity of access to support 

Equity recognises that trainers and assessors do not start from the same position. They do not 

experience work in the same way. Differences in delivery context, employment arrangements, career 

pathway into VET and personal circumstances shape both capability development and wellbeing. 
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Equity, therefore, focuses attention on access to support that responds to context. It does not rely on 

identical treatment for all. It also avoids assumptions that the "standard" experience works for 

everyone. 

In male-dominated industries, gender imbalance can shape who is seen as credible, who is invited 

into networks and who feels safe to speak up. Consultations highlighted that women and gender-

diverse people may carry an extra social and emotional load in addition to their core roles. 

An equity focus helps identify where the system needs to change. It supports fair access to mentoring, 

development and opportunities across the workforce lifecycle. 

Participants described persistent gender imbalance in training roles and noted that women often had 

fewer visible pathways and fewer trusted peers in the workplace. Some described feeling pressure to “fit 

in” rather than drawing attention to barriers. 

Consultations with First Nations experts reinforced that culturally safe practice requires more than 

inclusion of Aboriginal content. It involves respecting Aboriginal ways of knowing, being and doing, 

which constitute a holistic, relational and living framework in which knowledge is passed down orally 

and is deeply connected to Country. 

Frameworks such as the 8 Aboriginal Ways of Learning describe Aboriginal pedagogies that 

emphasise story, connection to Country, observation, modelling and community relationships. These 

approaches highlight the importance of learning through relationships and context. 

This guidance does not prescribe the use of any single framework. Instead, it encourages 

organisations to reflect on how their systems and practices align with local First Nations values and 

protocols, and to engage respectfully with local Aboriginal communities where appropriate. 

2.1.2 Psychological and cultural safety as a condition of quality training 

Consultations consistently emphasised that quality training and assessment are closely linked to 

psychological and cultural safety. Where educators felt respected and safe to raise concerns, they 

described greater capacity to perform their role effectively. 

Psychological safety includes confidence that speaking up will not lead to ridicule, exclusion or 

negative consequences. Cultural safety includes respect for identity and the removal of practices that 

cause harm, marginalisation or pressure to conform. 

In male dominated settings, safety and respect are also gendered experiences. Consultations 

included examples of inappropriate behaviour, harassment and dismissal of concerns. These 

experiences undermine wellbeing. They also undermine quality, because educators can become 

cautious, isolated or disengaged. 

A trainer and assessor explained that women in trades and training can face exclusion and harassment, 

including inappropriate comments and behaviour that was not always addressed. They noted that these 

experiences can drive people out of the trade, and that visible, consistent responses from leaders are 

critical to safety and retention. 

Consultations also highlighted that DEI cannot sit only in policy. It needs to be modelled, reinforced 

and protected by leaders through everyday decisions. Consultations emphasised that when leaders 

treat wellbeing and inclusion as compliance requirements rather than as lived values, a disconnect 

persists between stated intent and lived experience. Australian evidence on inclusive leadership 

similarly highlights that leaders are critical to DEI outcomes and that many workplaces have room to 

strengthen their inclusive leadership capabilities. Positioning safety as a condition of quality reinforces 

that inclusion is not separate from standards. It is part of what enables consistent, ethical practice as 

illustrated in Figure W1. 
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Figure W2: DEI principles that protect quality 

 

2.1.3 Strengths-based framing of industry expertise 

A defining feature of the VET workforce is the depth and diversity of industry experience that trainers 

and assessors bring to their role. Consultations highlighted that wellbeing and inclusion were 

strengthened when industry expertise was recognised as an asset and built upon. 

Strengths-based framing supports professional identity and confidence. This is particularly important 

for trainers and assessors transitioning from industry, and for those who have taken non-linear 

pathways. 

Strengths-based framing also supports DEI. It reduces the risk that people from under-represented 

groups feel they must “prove” legitimacy in ways that others do not. 

This guidance, therefore, treats industry expertise as a foundation for capability development. It is not 

something to be replaced or minimised. 

2.1.4 Reasonable adjustments as standard practice, not exceptions 

Consultations reinforced that reasonable adjustments are most effective when they are anticipated 

and normalised. They should not depend on disclosure, crisis or a perception of underperformance. 

In practice, reasonable adjustments are about enabling people to participate on the same basis as 

others. This includes adjustments related to disability, health, caring responsibilities and life 

circumstances. It also includes adjustments that support safe participation in diverse delivery settings. 

Consultations with First Nations experts highlighted that dominant VET work models are often highly 

procedural, individualised and compliance driven. These models were described as reflecting colonial 

ways of working that can conflict with relational, community-connected and collective approaches. 

Adjustments described in consultations included allowing time for relationship-building before formal 

tasks, recognising cultural obligations without requiring disclosure or justification and valuing different 

ways of demonstrating capability and contribution. These adjustments were framed not as exceptions, 

but as necessary changes to enable culturally safe participation. 

Normalising adjustments reduces stigma and uncertainty. It also supports retention, particularly in 

roles where rigid work design creates avoidable barriers. This principle aligns with inclusive design by 

encouraging organisations to design work, systems and expectations with variability and cultural 

safety in mind (see figure W2). 

First Nations experts described the importance of adjusting systems that assume a single, linear way of 

working. Where organisations were willing to adapt timelines, communication styles and expectations, 

participants reported greater trust, safety and ability to contribute fully. 
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Figure W3: Adjustments by design 

 

2.1.5 Shared responsibility for wellbeing 

Participants consistently rejected the idea that wellbeing is solely an individual responsibility. Instead, 

wellbeing was described as emerging from the interaction among individual strategies, organisational 

systems, expectations and work design. 

Shared responsibility means individual strategies matter, but they are not enough on their own. 

Workload clarity, system usability, supervision quality and culture strongly influence wellbeing across 

all career stages. 

Framing wellbeing as a shared responsibility supports prevention. It reduces reliance on individual 

coping and encourages consistent, system level responses. 

This principle also supports fairness. When wellbeing is framed as individual, those facing extra 

barriers can be blamed for the impacts of poor design. 

2.1.6 Evidence, voice and continuous improvement 

Consultations highlighted gaps in data and visibility, particularly for women's pathways and 

progression. Participants noted that tracking often focuses on entry, with less insight into retention 

and progression. 

There was also limited direct representation in consultations from First Nations trainers and trainers 

with disabilities. This guidance acknowledges those gaps. 

Inclusive design, therefore, requires ongoing listening and learning. It also requires care in 

interpretation. Absence of evidence is not evidence of absence. 

This principle supports humility and accountability. It encourages organisations to apply this guidance 

alongside local engagement and continuous improvement. 

2.2 How DEI shows up in everyday practice 

The principles above shape how DEI and wellbeing are experienced in day-to-day workforce 

practices. Consultations consistently highlighted that DEI is most visible in everyday decisions, 

interactions and responses, rather than in policy statements or standalone initiatives. 
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Participants described that inclusion is built, or eroded, through routine practices: how people are 

supported, how expectations are communicated, how differences are interpreted and how leaders 

respond when something goes wrong. 

For teams wanting to reflect on how these principles show up in everyday decisions, interactions and 

responses, Tool 7: DEI practice reflection prompts provides practical questions to support discussion 

without turning DEI into a compliance exercise. 

The areas below are not an exhaustive list. They are included because they were repeatedly identified 

in consultations as high-impact points where wellbeing and inclusion were either strengthened or 

undermined. 

Figure W4: Diversity shows up here 
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2.2.1 Mentoring relationships 

Inclusive mentoring recognises diverse pathways into VET and values different forms of expertise. It 

supports belonging when it is strengths-based, relational and responsive to context. 

Consultations highlighted that mentoring is not culturally neutral. First Nations experts described 

mentoring models that focused narrowly on compliance, documentation or performance as insufficient 

and, at times, unsafe. Where mentoring did not allow space for relationship-building or for different 

ways of working, it reinforced a sense of being managed rather than supported. 

Participants emphasised that culturally safe mentoring starts with trust, not task. This included taking 

time to understand who someone is, where they come from and what supports their confidence at 

work. Mentoring that moved too quickly into “fixing” or monitoring was described as undermining 

safety and belonging. 

Consultations also highlighted the importance of mentors understanding power and difference. 

Participants noted that mentoring relationships can unintentionally replicate workplace harm when 

mentors are not culturally aware or when expectations are unspoken. Where mentors were willing to 

listen, reflect and adapt their approach, mentoring was described as protective of wellbeing and 

supportive of retention. 

In male dominated environments, mentors were also described as playing a critical role in reducing 

isolation and supporting confidence, particularly where informal networks were harder to access. 

2.2.2 Feedback and performance conversations 

Consultations indicated that feedback conversations had a significant impact on wellbeing, confidence 

and retention. Feedback was experienced as supportive when it was fair, transparent and focused on 

development rather than judgement. 

Participants described that feedback relying on vague concepts such as “professionalism,” “fit,” or 

“attitude” created risk, particularly for under-represented staff. These terms were often applied 

unevenly and without clear explanation, allowing bias to enter decision-making. 

Consultations with First Nations experts highlighted that cultural obligations and different 

communication styles were sometimes misinterpreted as disengagement or lack of commitment. 

Participants emphasised that culturally safe feedback requires leaders to ask questions, understand 

context and agree on expectations, rather than making assumptions. 

When feedback was grounded in shared expectations and delivered with respect, participants felt 

supported and capable of improvement. Where it was dismissive or poorly framed, it contributed to 

self-doubt, withdrawal and disengagement. 

2.2.3 Recruitment, selection and progression decisions 

“Best person for the job” was frequently used in consultations to signal merit and fairness. However, 

participants consistently highlighted that merit is shaped by access to opportunities, networks and 

visibility. 

In male dominated environments, recruitment and progression decisions were described as often 

relying on informal sponsorship and “known quantities.” These disadvantaged people who were new 

to the industry, outside informal networks or cautious about standing out. 

Consultations highlighted that avoiding explicit conversations about diversity, under the banner of 

treating everyone the same, can unintentionally preserve existing patterns when systems themselves 

are not neutral. 
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Applying DEI principles involves making criteria explicit, recognising transferable capability and 

reducing reliance on informal pathways. Participants noted that this was particularly important in 

ageing workforces where future capability depends on widening, not narrowing, the talent pool. 

Consultations also highlighted the use of trainer personas as a practical way to reflect on the trainers 

and assessors organisations had already recruited. Personas were described as helping providers 

better understand the backgrounds, pathways and strengths of their existing workforce. 

In consultations, personas focused on common experiences rather than individual profiles. This 

included how trainers entered the training role, what motivated them to stay and the barriers they 

encountered at different career stages. 

Some providers noted that this approach helped make patterns visible. It highlighted which pathways 

were well supported, and which were less common. This prompted reflection on who the organisation 

was well set up to support, and who may be missing. 

Consultations also suggested that the same approach could be used earlier, to support more inclusive 

attraction. Using personas as a design tool can help organisations test whether recruitment 

messages, expectations and informal norms signal that training roles are open to a diverse range of 

people. 

When used in this way, personas support inclusive attraction without lowering standards. They help 

organisations recognise transferable capability and broaden how potential trainers and assessors are 

identified and supported. 

This approach aligns with an equity lens by making assumptions visible and open to review. It supports 

fair access to training roles while maintaining quality and credibility in the mining and automotive 

industries. 

2.2.4 Workload and scheduling 

Workload allocation and scheduling were repeatedly identified as key determinants of wellbeing. 

Participants described that inclusion was shaped not only by the volume of work, but by how work 

was distributed, recognised and adjusted over time. 

Consultations highlighted that workload fairness is not always visible. Under-represented staff 

described carrying additional, often unrecognised labour, including emotional support for learners, 

cultural translation, representation work and informal mentoring of colleagues. This work was 

frequently assumed rather than agreed upon and was rarely reflected in workload allocation or 

recognition. 

First Nations experts described that rigid scheduling and inflexible timelines could clash with cultural 

obligations and community responsibilities. Where organisations were unwilling to adapt, this created 

pressure to choose between cultural safety and job security. Participants emphasised that the 

wellbeing impact was not only time away, but the stress created when people felt they needed to 

justify or defend cultural responsibilities. 

Consultations in mining contexts also highlighted that uneven access to flexibility shaped who stayed 

in the workforce. Where flexible arrangements were available and normalised, participation increased. 

Where flexibility was limited or stigmatised, people opted out. 
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2.2.5 Digital capability development 

Consultations highlighted a wide variation in digital confidence, access to training and support. DEI-

informed approaches recognised different starting points and avoided judgement based on age, 

background or prior exposure. 

Participants described that digital change created inclusion risks when people were expected to “just 

keep up” without time, coaching, or psychologically safe spaces to ask basic questions. Where 

support was framed as remedial or individual failure, shame and resistance increased. 

Conversely, where digital capability development was strengths-based, practical, and non-

judgemental, participants described increased confidence and reduced stress. Psychological safety 

was described as just as important in digital learning as in classroom delivery. 

2.2.6 Industry engagement expectations 

Industry engagement is a core component of VET roles, yet consultations highlighted that 

expectations varied significantly by context and were often left implicit. 

Participants described that access to industry networks was unevenly distributed. Informal 

expectations to attend events, travel, or participate in social networking created barriers for some 

staff, particularly women and others who felt unsafe or excluded in those settings. 

First Nations experts highlighted that place and Country matter in industry engagement. Treating 

engagement as culturally neutral was described as erasing important context, including sovereignty, 

authority and relational ways of working. Respectful engagement was described as requiring flexibility 

and recognition of different ways of building trust and connection. 

2.2.7 Training environment, facilities and resources 

Consultations highlighted that inclusion is shaped by the physical and digital training environment. 

This includes equipment, facilities, learning resources and the assumptions embedded in examples 

and scenarios. 

In male dominated industries, participants described the importance of practical signals that people 

belong. This included fit-for-purpose facilities, inclusive amenities, and learning resources that did not 

default to a single “typical” user. 

Where environments signalled exclusion or invisibility, participants described expending additional 

emotional energy simply to participate. 

2.2.8 Responding to harm and raising concerns 

Consultations consistently emphasised that DEI is shaped by what happens when people raise 

concerns. Trust was described as increasing when issues were taken seriously, addressed 

consistently and responded to without retaliation. 

Participants described that harm extended beyond the incident itself to the organisational response. 

Where concerns were minimised, reframed, or inconsistently handled, people learned that it was safer 

to stay silent, keep their heads down or leave. 

First Nations experts and other under-represented staff described that visible, accountable leadership 

responses were critical to cultural and psychological safety. Where leaders responded promptly, took 

responsibility, and demonstrated learning, participants described increased confidence to stay, speak 

up and contribute fully. 
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Clear, trusted pathways for raising concerns were therefore described as foundational to wellbeing, 

inclusion and quality practice. Together, these everyday practices shape how DEI and wellbeing are 

lived across diverse organisational and workforce contexts. They reinforce that inclusion is not an 

add-on, but a guiding principle for how work is designed, led and experienced. 

Part 3 builds on these principles by setting out the shared, whole-of-career support commitments and 

domains that enable these practices to be applied consistently across roles, career stages and 

organisational contexts. 
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Part 3 – Whole-of-career wellbeing, inclusion and 

support approaches  

This section sets out the shared wellbeing, inclusion and support commitments that should remain 

consistent across a trainer or assessor's career, regardless of experience level or role. While how 

these commitments are enacted changes over time, the responsibility to maintain them does not. 

Together, they establish common expectations, boundaries and responsibilities that support 

sustainable practice across diverse roles and contexts. 

The concepts in this section reflect consistent themes raised across national consultations with 

trainers, assessors and provider leaders in the mining and automotive industries. They also draw on 

Australian research on VET workforce capability, wellbeing and professional identity. This section 

does not repeat phase-specific detail. Instead, it lays the foundations explored in depth in Part 4. 

“What are the good things we can stop doing, so we can do great things?” 

– Senior leader, large provider 

This quote, raised during consultations, reflects a recurring theme across the guidance document. 

Improving trainer and assessor wellbeing is not only about adding new supports or initiatives. It also 

requires reviewing existing practices, expectations and workloads to identify what may no longer 

serve quality, inclusion or sustainability. 

Because leadership responses and everyday signals strongly shape safety, inclusion and wellbeing, 

Tool 8: Leadership DEI reflection prompts supports leaders to reflect on how consistency, discretion 

and response patterns are experienced across teams. 

3.1 Whole-of-career support commitments 

Across all career stages, trainer and assessor wellbeing is shaped more by work design and 

organisational systems than by individual resilience. Consultations consistently highlighted that 

stress, fatigue and disengagement increase when support is assumed rather than intentionally 

designed, or when expectations shift without being made explicit. 

These commitments apply across all career stages and roles. While how they are enacted changes 

over time, the responsibility to maintain them remains the same. 

To support shared understanding of how focus, pressure points and support needs change over time, 

Tool 1: Career stage summary table provides a quick reference drawn from the detailed guidance in 

Part 4. 

This guidance encourages organisations to view wellbeing and inclusion as shared responsibilities 

across the workforce lifecycle. Support does not stop as experience grows; rather, it changes in focus 

and form. Clear commitments across all phases help prevent unplanned support withdrawals and 

reduce the risk of hidden workloads, role creep and burnout. 

Whole-of-career support commitments include the following. Together, these commitments reinforce 

that support should evolve as roles change. 

3.1.1 Access to mentoring and peer support 

Trainers and assessors benefit from access to mentoring, buddy support or peer connections 

throughout their careers. While the purpose and structure of this support shifts by career stage, access 

itself should remain normalised. Australian VET research highlights that supported practice and 
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collegial learning are central to capability development and professional confidence, particularly in 

complex delivery environments. 

Mentoring and peer support are most effective when intentionally designed as developmental, 

strengths-based practices. They should be clearly differentiated from performance management and 

compliance functions. Where mentoring is informal or unrecognised, it can become hidden labour for 

experienced staff and a wellbeing risk for both mentors and mentees. 

Experienced trainers and assessors described continuing to mentor colleagues informally well beyond 

their early-career years. While this support was valued, it was rarely recognised or workload-adjusted, 

contributing to fatigue and a sense that support responsibilities quietly accumulated with experience. 

3.1.2 Clear role boundaries and expectations 

Across all career stages, unclear role boundaries were identified as a persistent source of stress. 

Trainers and assessors described uncertainty about where teaching, assessment, compliance and 

learner wellbeing responsibilities begin and end. This uncertainty increases emotional and cognitive 

load and often leads to rework. 

Clear articulation of what is expected, and what is not expected, supports wellbeing at every phase. 

This includes explicit boundaries around learner wellbeing responsibilities and referral expectations. 

Australian research indicates that VET teachers experience anxiety and distress when ethical 

dilemmas arise in the absence of clear organisational guidance and support systems. 

Establishing a shared understanding of role boundaries provides a foundation for confident practice 

and reduces the likelihood that individual trainers will default to absorbing risk or responsibility. 

3.1.3 Compliance and administrative support as a wellbeing issue 

Consultations consistently identified administrative and compliance demands as a major wellbeing 

pressure point across all career stages. While confidence with systems often increases over time, 

workload and responsibility tend to grow in parallel. Without intentional system design, administrative 

complexity contributes to unpaid overtime, cognitive overload and fatigue. 

Australian research on work design and psychosocial risk reinforces that poorly designed systems 

increase stress and undermine wellbeing, even for experienced workers. Treating compliance and 

administrative support as organisational responsibilities, rather than individual coping tasks, supports 

both quality outcomes and workforce sustainability. 

Trainers reported that as their capability increased, so too did expectations that they would manage 

complex compliance and administrative tasks independently. Participants noted that this accumulation of 

responsibility was rarely reviewed or reset, even as workloads expanded. 

Consultations also highlighted growing interest in the use of generative artificial intelligence (AI) as 

part of broader administrative and compliance system design. Trainers and leaders described 

potential benefits, including reduced duplication, improved documentation support and streamlined 

routine processes. 

However, consultations were clear that generative AI does not reduce workload on its own. Where 

tools were introduced without clear guidance, training or organisational support, trainers reported 

increased cognitive load and pressure to learn new systems in their own time. 

At the time of writing, generative AI was most effective when treated as part of system design rather 

than an individual productivity tool. When organisations provided clear expectations, training and 
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limits on use, trainers reported reduced administrative burden and greater confidence focusing on 

teaching and assessment. 

This reinforces that technology can support wellbeing only when it is introduced deliberately, 

supported by the organisation and aligned to real work practices. 

These pressures are picked up again later in the guidance through practical planning and reflection 

tools that support workload design and review. 

3.1.4 Targeted and responsive support 

Inclusive workforce design recognises that trainers and assessors do not experience work in the same 

way, even at similar career stages. Consultations highlighted the importance of targeted, responsive 

support that reflects delivery context, workload, identity and life circumstances. 

Targeted support is most effective when it is normalised rather than treated as an exception. Australian 

VET research shows that professional capability develops through supported practice over time, not 

through uniform expectations applied regardless of context. 

Consultations highlighted the value of targeted return-to-work approaches for trainers and assessors 

returning after injury, illness or extended absence. These approaches strengthened workforce 

participation while reducing pressure to return to full capacity too quickly. 

Providers described using staged or supported return-to-work arrangements for trainers who had 

been on workers' compensation or were managing disability. These arrangements focused on 

matching duties, pace and expectations to current capacity, rather than assuming a single return point. 

Where return-to-work support was planned and communicated clearly, trainers reported feeling safer 

to re-enter the workforce. They described greater confidence raising limits and less fear of being seen 

as unreliable or incapable. Well-designed approaches also helped retain skilled trainers by adjusting 

roles, offering mentoring or allowing partial delivery. 

Consultations highlighted similar patterns for trainers and assessors returning after caring-related 

leave. Outcomes depended less on the reason for absence and more on how work was redesigned 

on return. Where expectations and flexibility were discussed openly, trainers reported feeling 

supported and able to re-engage. When full capacity was assumed, return periods were deemed 

stressful and unsustainable. 

Taken together, these examples reinforce that effective return-to-work support depends on work 

design and organisational practice, not individual circumstance. Normalising responsive support helps 

reduce stigma and supports sustained participation across the workforce lifecycle. 

3.1.5 Safe escalation and referral pathways 

Across all career stages, trainers and assessors need to understand how to escalate concerns and 

refer learner wellbeing issues safely. Clear pathways protect trainer wellbeing while supporting 

consistent and appropriate responses for learners. 

Consultations repeatedly raised the risk of trainers becoming accidental counsellors when referral 

pathways are unclear, inconsistent or mistrusted. Clear systems that distinguish listening, supporting 

and referring reduce emotional load and ethical strain. Research in VET contexts supports the 

importance of organisational guidance in reducing anxiety and moral distress. 

Trainers at all experience levels described situations in which they felt unsure whether to continue 

supporting a learner themselves or to escalate concerns. In the absence of trusted referral pathways, 

many reported carrying emotional responsibility longer than they felt was appropriate. 
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Consultations consistently highlighted the importance of trainers and assessors having confidence to 

recognise learner distress, respond appropriately and refer concerns early through clear pathways. 

This capability was described as particularly important for protecting the trainer's wellbeing by 

supporting clear boundaries and avoiding the "accidental counsellor" role. 

Many trainers and leaders specifically referenced Mental Health First Aid (MHFA) training as one way 

this capability was developed in practice. MHFA was described not as a substitute for professional 

counselling or learner support services, but as a confidence-building approach that helps trainers 

recognise signs of distress, respond appropriately in the moment, and refer learners safely and early. 

Where MHFA or equivalent training was available and supported by the organisation, trainers reported 

greater confidence holding clear boundaries. They were better able to listen without taking on 

responsibility and were more comfortable with escalating concerns through established pathways. 

Importantly, consultations emphasised that training alone does not protect the trainer's wellbeing if 

referral pathways are unclear, inaccessible or mistrusted. Capability-building approaches such as 

MHFA were most effective when they sat within a broader organisational framework that clearly 

defined roles, escalation processes and follow-up. 

 

3.1.6 Inclusive and flexible work design where reasonably practicable 

Work design plays a critical role in wellbeing and inclusion across the career lifecycle. Consultations 

consistently identified flexible scheduling, manageable workloads and realistic pacing as protective 

factors that support sustainable practice. 

Australian research on job design also shows that flexibility and control over work support wellbeing 

and engagement. Inclusive work design helps trainers and assessors participate without needing to 

adapt to a single way of working. When flexibility is built into everyday practice, people are more likely 

to remain engaged over time. 
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Consultations also highlighted that workforce models shape how support is accessed and 

experienced. Casualisation itself did not emerge consistently as a primary wellbeing risk across the 

mining and automotive industries. However, differences were noted in how support operated for 

trainers engaged under contractor arrangements. 

In particular, trainers and assessors working under contractor arrangements described reduced 

access to induction, mentoring and connection with teams. These patterns were most visible in private 

provider contexts and for trainers early in their role. The issues raised related to work design and 

support structures rather than to contract employment itself. 

Where organisations introduced blended workforce models that included both employed and 

contracted trainers, trainers reported stronger connections and engagement. Blended models worked 

best when expectations were clear, and access to support did not depend on employment status. 

When designed intentionally, these approaches reduced reliance on individual coping and 

strengthened shared responsibility across the training workforce. 

3.2 Key support domains 

The support domains below represent the key organisational levers that shape wellbeing and 

inclusion across a trainer's career. They are intentionally interconnected and should not be treated as 

separate programs or siloed responsibilities. Effective support emerges when these domains work 

together and are reinforced through consistent leadership signals. 

3.2.1 Mentoring and buddy approaches 

Mentoring and buddy arrangements support confidence, capability development and a sense of 

belonging when intentionally designed. Across consultations, mentoring was most effective when 

structured, time-bound and clearly positioned as developmental. 

Key considerations include clear differentiation between mentoring, people management and 

compliance functions, recognition of the relational labour involved and mentor capability informed by 

diversity, equity and inclusion principles. Australian research indicates that mentoring quality, rather 

than mere presence, determines its impact on wellbeing and retention. 

Well-designed mentoring approaches contribute to sustainable capability development without 

creating unrecognised workload for experienced staff. 

3.2.2 Compliance and administrative support 

Compliance and administrative functions play an enabling role in trainer wellbeing and quality 

practice. Wellbeing is strengthened when systems are designed to reduce unnecessary cognitive load 

and when trainers have access to practical guidance rather than abstract rules. 

Consultations showed that clarity about what matters most, staged expectations and timely access to 

help reduced anxiety and rework. This aligns with Australian research emphasising that confidence in 

systems supports professional judgement and sustainable practice. 

Consistent administrative support helps prevent compliance demands from escalating into a chronic 

wellbeing risk. 

3.2.3 Targeted support (responsive and needs-based) 

Targeted support recognises that support needs vary across individuals and contexts. Factors raised 

in consultations included transition from industry to VET, disability or health considerations, cultural 

identity and safety, caring responsibilities, digital confidence and remote or high-risk delivery settings. 
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Inclusive practice involves anticipating variability rather than reacting to a crisis. Normalising targeted 

support reduces stigma and supports retention. Research on VET professional identity development 

reinforces the idea that confidence and capability are shaped by context and support, not by tenure 

alone. Proactive, needs-based support helps sustain engagement across a diverse workforce. 

3.2.4 Organisational contributions to wellbeing and inclusion 

Wellbeing and inclusion are shaped by contributions from across the organisation. Leadership, 

mentoring, compliance, human resources and educator capability functions all influence trainer 

experience and day-to-day workload. 

Consultations highlighted that consistency matters more than structure. Where expectations were 

applied unevenly, wellbeing risks increased even when formal policies or frameworks were in place. 

Australian research on the psychosocial safety climate reinforces the idea that leadership signals and 

everyday practices strongly influence psychological health. 

Provider leaders and trainers noted that wellbeing risks increased when expectations were applied 

inconsistently across teams or sites. Participants reported that predictable practices and clear signals 

mattered more than organisational charts or program names. 

In addition, consultations highlighted that organisational structure and role design play a critical role 

in determining whether trainers are supported to escalate issues safely or left to manage complexity 

alone. 

Consultations also consistently raised the role of recognition in shaping trainer and assessor 

wellbeing. Recognition was not described primarily as formal reward programs, but as everyday 

organisational practices that make contribution visible, valued and bounded. Where contribution was 

acknowledged through role clarity, workload recognition or explicit permission to prioritise, trainers 

reported feeling supported and respected. Where contribution was assumed, or invisible, trainers 

described fatigue, disengagement and an increased risk of burnout. 

 

Promising practice identified in consultations 
 

Several providers described using regional leads or area-based support roles to strengthen trainer and 

assessor support while protecting key working relationships. These roles sat between trainers, 

employers and central support functions, providing an escalation and support point that did not require 

individual trainers to absorb issues alone. In this model, regional leads: 

• act as a first escalation point when issues arise with learners, employers or delivery conditions 

• provide guidance and support to trainers without taking over the trainer–learner or trainer–employer 

relationship 

• coordinate responses across teams, reducing the need for trainers to manage conflict, complexity or 

negotiation independently 

Consultations highlighted that this structure was particularly effective in dispersed delivery models, 

where trainers work remotely across regions or multiple employer sites. Trainers described greater 

confidence knowing they could seek support without damaging trust with employers or learners. 
 

A key benefit identified was the ability for trainers to remain focused on teaching and assessment, while 

regional leads managed boundary-crossing issues, difficult conversations or system-level responses. 

This helped prevent role creep and reduced emotional load, particularly in situations involving conflict, 

learner wellbeing concerns or employer pressure. 
 

Importantly, providers emphasised that regional lead roles worked best when their scope was well 

defined. Trainers were clear about when to escalate, what the regional lead would manage and what 

remained within the trainer’s role. This clarity supported consistent practice, protected trainer wellbeing, 

and reduced reliance on informal problem-solving or personal resilience. 
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Across consultations, similar benefits were observed, with organisations deliberately recognising 

mentoring, coordination and relational work as legitimate contributions rather than informal extras. 

Making this work visible helped prevent over-reliance on the same individuals and reinforced that 

supporting others is shared organisational work, not an individual obligation. 

Where organisations want to prioritise and coordinate DEI action in ways that align with wellbeing and 

capacity, Tool 11: DEI Action Plan template provides a bounded planning tool linked to the principles 

and support commitments in this guidance. 

Together, these organisational contributions help create environments where trainers and assessors 

feel included, supported and able to perform at their best, without needing to absorb pressure through 

individual coping, unpaid effort or informal workarounds. 
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Part 4 – Career stage guidance 

4.1 New entrant trainer and assessor 

4.1.1 Phase snapshot 

New entrants are trainers and assessors who are new to the VET system. Many come from the mining 

and automotive industries. They bring strong trade skills and real workplace credibility.  

People in this phase often start delivering quickly. They may not get time to watch others teach first. 

Some describe being “thrown in” with little support.  

New entrant trainers and assessors often work across a range of settings. They may teach on site, 

travel between worksites, or deliver online and in person. These contexts can limit casual peer 

support. These experiences are common at this stage and reflect system design, not individual 

capability. 

New entrant trainers and assessors do not need to know everything yet. They do not need to carry 

the full load alone. They do need clear support and clear boundaries. 

What is not expected yet matters. New entrant trainers and assessors are not expected to master 

compliance systems on day one. They are not expected to mentor others. They are not expected to 

manage complex learner wellbeing issues on their own. 

Figure W5: Phase Snapshot and key concepts 

Phase Snapshot and key concepts 
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4.1.2 Capability focus 

New entrant trainers and assessors build foundation teaching and assessment skills. They learn how 

to plan sessions, collect evidence and make fair decisions. They also learn how the organisation 

manages quality and risk. 

New entrant trainers and assessors also contribute from the start. They bring current industry methods 

and language into learning. They help learners connect training to real work tasks. Research with 

Australian VET teachers describes them as dual professionals. They must possess both industry 

expertise and teaching skills. This can create pressure when people feel confident in the industry but 

are new to teaching. This pressure can be stronger in the mining and automotive industries, where 

training often starts quickly and occurs across worksites. 

Many new entrant trainers and assessors build confidence with digital tools over time. They often 

need support to use learning systems, online delivery tools and new AI tools. One provider notes that 

staff want the benefits of AI but struggle to find time to learn it.  

New entrant trainers and assessors also build relationships. They learn how to work with employers, 

supervisors and learner support teams. These relationships help reduce isolation, clarify expectations 

and share responsibility. Over time, they protect trainer wellbeing and support better outcomes for 

learners. 

New entrant trainers and assessors may develop into “industry experts” before becoming confident 

teachers. A structured pathway can allow them to share expertise while another educator completes 

assessment tasks. This reduces risk while skills develop. This approach recognises that capability 

and confidence develop at different rates. 
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Case study: Foundation Educator pathway (Public RTO) 
 

Context 

A large public provider identified that many new entrant trainers and assessors enter training roles with 

strong industry expertise but limited confidence or experience in teaching and assessment. In some 

cases, expecting full delivery and assessment responsibility from day one increased stress, blurred role 

boundaries and created quality and compliance risk. 
 

The approach 

The provider introduced a Foundation Educator pathway for industry subject matter experts entering 

training roles without a Certificate IV in Training and Assessment. 

Under this model: 

• Foundation Educators deliver training content aligned to their industry expertise. 

• Assessment and compliance responsibilities sit with an experienced educator. 

• Foundation Educators complete their qualification through a supported internal pathway. 

• Expectations are explicitly staged, rather than front-loaded. 
 

  This pathway operates within a broader educator induction framework that: 

• runs across an initial six-month period, with extension available to twelve months 

• includes staged touch points rather than a single induction event 

• allocates mentoring support (formal or informal) 

• connects new educators into a community of practice over time 
 

Why it works 

This approach: 

• reduces cognitive and emotional load in the early months 

• protects training quality and assessment integrity 

• allows capability and confidence to develop at different rates 

• makes clear what is not expected yet 
 

  At an organisational level, leaders reinforce that: 

• support is normal and expected 

• wellbeing is a shared responsibility 

• new educators are not expected to manage complex demands alone 
 

What this means for other RTOs 

The Foundation Educator pathway can be adapted across provider types by: 

• separating delivery and assessment in early stages 

• staging expectations clearly 

• using mentoring and peer connection to support transition 

• explicitly naming boundaries and escalation pathways 

This approach supports both trainer wellbeing and workforce sustainability, while maintaining quality and 

compliance. 
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4.1.3 Common wellbeing pressure points at this career stage 

New entrant trainers and assessors often feel unclear about role boundaries. They may not know 

what sits with teaching, assessment, compliance or learner support. This uncertainty can create 

anxiety and rework.  

New entrant trainers and assessors often carry a high cognitive load. They learn systems while 

teaching real classes. They may also travel or work alone on site. This can increase isolation and 

fatigue. These pressures often occur together, rather than in isolation. 

These early pressure points are common when people are learning systems and teaching at the same 

time. Tool 2: Support consideration checks and Tool 10: Wellbeing check-in questions can help 

surface what support would make the biggest difference early, before stress escalates. 

Many new entrant trainers and assessors feel “new” in an education culture. They may not understand 

acronyms or unspoken norms. A consultation described the need to support new staff in a “big 

organisation” with many acronyms.  

New entrant trainers and assessors can experience significant emotional load from learners. When 

clear referral pathways are missing, trainers may feel pressure to provide personal or pastoral support 

beyond their role. This “accidental counsellor” dynamic increases stress and blurs professional 

boundaries. Several providers described the importance of early training and clear referral processes 

to protect trainer wellbeing.  

These pressure points are evident in VET specific research. A Queensland study found that VET 

teachers can experience anxiety and distress when they face ethical dilemmas. These dilemmas 

include responding to diverse learner needs and managing assessment expectations. This supports 

the need for clear systems and early support for new entrant trainers and assessors. Research in 

wider education settings also links workload and poor working conditions to stress and burnout, which 

reinforces the same risk pattern. 

 

4.1.4 Support and wellbeing considerations at this stage 

Support for new entrant trainers and assessors is most effective when it is planned, visible and 

sustained. Consultations consistently described early support as a key factor in confidence, retention 

and wellbeing. Where support was informal, assumed, or inconsistently applied, stress and 

uncertainty increased. 

At this stage, trainers and assessors are learning a new system while already delivering training. They 

are often navigating unfamiliar compliance requirements, learner expectations and workplace cultures 

simultaneously. Effective support is therefore a work design issue, not an individual capability issue. 

Australian VET research shows that stress increases when expectations conflict with good practice 

or when support is withdrawn too early. 

For trainers and assessors transitioning into VET from industry, Tool 9: 30/60/90-day transition guide 

can be used to pace expectations, clarify boundaries and plan support over time. 

The sections below describe how support can be intentionally designed at the New Entrant career 

stage, drawing on consultation insights across public, private and enterprise RTOs. 

Organisation Reflection: 

Do trainers and assessors know exactly what to do when a learner discloses distress? 

Which support mechanisms are intentionally designed, and which rely on goodwill or informal effort? 
 

Which support mechanisms are intentionally designed, and which rely on goodwill or informal effort? 
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4.1.4.1 Clear and structured induction 

Good support starts with a clear induction. Induction should explain how training operates in that 

organisation, including systems, role boundaries and expectations. It should also clearly state who to 

ask for help and how to escalate issues. 

Consultations highlighted that induction is most effective when it goes beyond a single event. One 

large provider described an induction framework spanning the first six months and extending to 12 

months. This includes staged touchpoints, clear milestones, and shared responsibility among 

managers, capability teams and human resources. 

Effective induction also supports wellbeing by reducing uncertainty. New entrant trainers and 

assessors who understand systems and escalation pathways are less likely to feel exposed or 

overwhelmed. This is particularly important in large organisations with complex structures. For smaller 

RTOs, the same principles apply. Several consultations described adapting structured induction into 

lighter models, such as a simple induction checklist, scheduled check-ins and a short starter guide. 

The key guidance is not scale, but clarity. 

Applying this in practice: 

All RTOs: 

• Explicitly define induction as a phase, not a single event. 

• Clearly state what new entrant trainers and assessors are not yet expected to know or do. 

• Identify who remains responsible for support after initial onboarding. 

Small RTOs: 

• Use a short induction guide that explains systems, expectations and escalation points. 

• Schedule regular check-ins in the first 3–6 months to replace informal “doorway” support. 

• Make induction responsibilities visible, so support does not rely on goodwill. 

Medium RTOs: 

• Stage induction across the first six months, aligned to teaching load. 

• Clarify shared responsibility between managers, mentors and admin/support roles. 

• Use induction milestones to normalise questions and reduce early performance anxiety. 

Large RTOs / public providers: 

• Implement multi-phase induction frameworks (for example, 0–3, 3–6, 6–12 months). 

• Protect observation and shadowing time within workloads. 

• Reinforce consistent messaging that learning systems and teaching practices take time. 

 

Organisation Reflection:  

How long does induction realistically last in your organisation, and who remains responsible for support 

after the first weeks? 
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Case study: “Termship” style induction for new trainers (Public RTO) 
 

Context 

A public provider delivering vocational training in operational, high-risk industry settings found that 

traditional induction models were insufficient for new entrant trainers and assessors transitioning directly 

from industry. New educators were often required to teach quickly, with limited opportunity to observe 

experienced trainers or understand delivery expectations in practice. 
 

The challenge 

New entrant trainers and assessors reported: 

• uncertainty about teaching expectations and boundaries 

• limited opportunity to learn through observation 

• pressure to perform before understanding systems, culture and learner dynamics. 

This increased stress and reduced confidence, particularly for trainers new to education settings. 
 

The approach 

The provider implemented a “Termship” style induction model, drawing on structured shadowing 

practices used in industry onboarding. Key guidance included: 
 

• A defined induction period where new entrant trainers and assessors acted in a tutor or 

shadowing role. 

• Opportunities to observe experienced trainers before leading delivery independently. 

• A gradual increase in teaching responsibility, rather than an immediate full load. 

• Regular, structured check-ins to discuss expectations, questions and emerging challenges. 
 

  The model treated entry into training as a supported transition rather than an immediate shift to full 

responsibility. 
 

Why it works 

This approach: 

• normalises learning through observation and participation 

• reduces anxiety about “getting it wrong” 

• supports psychological safety and confidence building 

• allows capability to develop alongside an understanding of systems and culture 

Clear messaging reinforced that: 

• learning to teach is expected 

• questions are normal and welcome 

• new entrant trainers and assessors are not expected to perform like experienced trainers 

immediately 

What this means for other RTOs 

A Termship-style model can be adapted by: 

• building observation time into induction 

• pacing, teaching and assessment responsibility 

• using check-ins as support, not surveillance 

• explicitly naming induction as a phase, not a single event 
 

This approach supports wellbeing, strengthens teaching quality and improves retention. 
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4.1.4.2 Mentoring and buddy support 

Mentoring or buddy support was one of the most frequently raised support mechanisms across 

consultations. New entrant trainers and assessors described mentoring as critical for confidence, 

sense-making and wellbeing. Where mentoring was absent, trainers relied on trial and error. 

Mentoring works best when it is safe and clearly defined. Several providers emphasised that mentors 

should not be the new entrant trainer and assessor's manager. Separating mentoring from 

performance management supports psychological safety and honest conversations. 

Mentoring also needs boundaries. Consultation evidence and Australian research both highlight the 

risk of mentoring becoming hidden labour. When mentoring is informal and unrecognised, 

experienced staff can become overloaded. 

Tool 3: Mentoring conversation starter can support these early mentoring or buddy conversations by 

helping set expectations, focus and boundaries from the start. 

Promising practice includes time-bound mentoring arrangements, clear role descriptions and optional 

mentor training. Some providers described using cross-team or external mentors when internal 

capacity was limited. 

Applying this in practice: 

All RTOs: 

• Separate mentoring from performance management wherever possible. 

• Clearly define the purpose, duration and boundaries of mentoring relationships. 

• Recognise mentoring as work, not an informal favour. 

Small RTOs: 

• Use peer or external mentors when internal separation is not possible. 

• Schedule short, predictable mentoring conversations to avoid ad-hoc overload. 

• Name mentoring limits to prevent hidden emotional labour. 

Medium RTOs: 

• Offer flexible mentoring options (peer, cross-team, capability-focused). 

• Allow mentoring arrangements to change if the match is not effective. 

• Provide basic mentor guidance to support quality and consistency. 

Large RTOs / public providers: 

• Formalise mentor roles with workload recognition. 

• Use mentor pools to distribute demand equitably. 

• Monitor mentoring load to prevent burnout among experienced staff. 

 

Organisation Reflection:  

How are mentors supported and recognised so that mentoring does not become hidden or unpaid work? 
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4.1.4.3 Peer connection and communities of practice 

Peer connection reduces isolation and normalises learning. Many new entrant trainers and assessors 

described feeling alone, particularly when delivering on-site, remotely or across multiple locations. 

Several providers described regular peer check-ins or communities of practice for new educators. 

These spaces focused on shared problem-solving rather than performance. Trainers valued hearing 

that others faced similar challenges. 

Peer connection supports wellbeing by fostering a sense of belonging. It also supports capability by 

encouraging reflective practice. These forums were described as optional and supportive, not 

mandatory. 

Applying this in practice: 

All RTOs: 

• Create spaces where new entrant trainers and assessors can share challenges without 

judgement. 

• Frame peer connection as support and learning, not performance comparison. 

Small RTOs: 

• Use simple, low-effort structures such as monthly check-ins or shared online spaces. 

• Partner with other RTOs or networks to reduce isolation. 

Medium RTOs: 

• Establish optional communities of practice focused on problem-solving and reflection. 

• Rotate facilitation to avoid over-burdening the same individuals. 

Large RTOs / public providers: 

• Create cohort-based peer groups for new entrant trainers and assessors. 

• Protect time for participation within workloads. 

• Ensure forums remain supportive rather than compliance-driven. 

 

Organisation Reflection:  

What low-effort structures could reduce isolation for trainers who deliver alone or remotely? 

4.1.4.4 Administrative and compliance support 

Administrative and compliance demands were consistently identified as a major source of stress for 

new entrant trainers and assessors. Trainers described feeling overwhelmed by systems they were 

still learning. 

Effective support focuses on simplicity. New entrant trainers and assessors need clear steps, practical 

examples and timely support. Vague guidance increases anxiety and rework. 

Several providers described using digital systems to reduce administrative burden. They also noted 

that new systems can increase learning demands, particularly when trainers lack time to build 

confidence. 

Promising practices include guided system walk-throughs, short “how to” guides and staged 

expectations. Shared templates and automation were also described as effective. 
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Applying this in practice: 

All RTOs: 

• Identify which systems and tasks matter first for new entrant trainers and assessors. 

• Clarify what “good enough” looks like to reduce rework and anxiety. 

• Sequence administrative expectations rather than front-loading complexity. 

Small RTOs: 

• Use shared templates and examples to reduce duplication. 

• Provide direct access to a named support person for admin questions. 

• Be explicit that early admin support is temporary and intentional. 

Medium RTOs: 

• Stage system expectations over the first 6–12 months. 

• Use task-based system guidance rather than generic training sessions. 

• Monitor unpaid admin time as an early wellbeing indicator. 

Large RTOs / public providers: 

• Align system training to career stage rather than assuming full competence at entry. 

• Provide short, role-specific guides at the point of need. 

• Use temporary admin support or reduced load during early transition. 

 

 

  



 
 

AUSMASA | 31 

 

Case study: The "catch-22" of administrative load (Public RTO) 
 

Context 

A public provider identified a recurring problem for new entrant trainers and assessors. Administrative 

and compliance tasks were a major source of stress, particularly in the early months. New staff needed 

administrative support, but they also needed time to learn the digital systems designed to reduce 

administrative burden. 
 

This created a “catch-22”: 

• trainers felt overwhelmed by administration 

• systems could reduce the load 

• but learning those systems required time and support they did not yet have 
 

The challenge 

New entrant trainers and assessors were expected to use multiple systems while simultaneously 

delivering training. This increased cognitive load, slowed confidence-building and contributed to 

frustration. Without intervention, trainers relied on workarounds, informal help or additional time after 

hours.  
 

The approach 

The provider shifted from a “learn everything upfront” model to a staged approach to administrative 

support. 
 

Key elements included: 

• Staged expectations for system use, clearly aligned to career stage. 

• Guided walk-throughs of priority systems rather than generic training. 

• Short, task-specific “how-to” guides available at the point of need. 

• Temporary administrative support or templates during the early transition period. 

Rather than removing responsibility, the approach sequenced responsibility. 
 

Why this approach works 

• reduces early cognitive overload 

• allows trainers to focus on learners while building system confidence 

• prevents reliance on informal arrangements 

• supports sustainable capability rather than rushed independence 
 

Clear messaging reinforced that: 

• learning systems is part of the role 

• support is expected during transition 

• productivity is not assumed on day one 
 

What this means for other RTOs 

Other providers can apply this by: 

• identifying which systems matter first 

• staging system expectations over time 

• providing short, practical resources instead of long training sessions 

• explicitly naming that early administrative support is temporary and intentional 
 

Addressing the “catch-22” reduces stress, improves compliance and supports retention. 
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Organisation Reflection: 

Where does administrative complexity create avoidable stress for new entrant trainers and assessors? 

4.1.4.5 Clear learner wellbeing referral pathways 

New entrant trainers and assessors often carry emotional load from learners. When referral pathways 

are unclear, trainers can feel pressure to provide support beyond their role. This “accidental 

counsellor” dynamic increases stress and blurs boundaries. 

Several providers described proactive approaches to this risk. These included early training on 

boundaries, clear referral processes and access to learner support specialists. Consultations also 

highlighted that trainers are more likely to refer learners when they trust the support pathway. Several 

trainers expressed reluctance to refer learners to services they felt lacked trade context, particularly 

in automotive and mining settings. 

In addition, several providers described capability-building approaches that helped new entrant 

trainers and assessors respond confidently to learner distress. These included early boundary-setting 

guidance, clear referral processes, and training focused on recognising concerns and knowing when 

to refer. 

MHFA training was frequently referenced as one example of this type of capability-building, alongside 

equivalent training approaches used by some organisations. At this career stage, trainers are still 

forming professional boundaries and may feel uncertain about how to respond when learners disclose 

distress. 

When supported by clear organisational guidance, capability-building approaches such as MHFA 

were described as helping new entrant trainers and assessors: 

• recognise early signs of distress without feeling responsible for diagnosis or resolution 

• respond with confidence and care in the moment 

• distinguish between listening, supporting and referring 

• escalate concerns earlier rather than carrying them alone 

Providers emphasised that these approaches were most effective when explicitly framed as 

boundary-supporting capabilities, rather than as an expectation that trainers manage complex mental 

health issues themselves. Where this capability development formed part of induction and was 

reinforced through trusted referral pathways, trainers reported reduced anxiety, clearer professional 

identity and greater confidence managing difficult conversations without role creep. 

When conversations begin to feel emotionally heavy or extend beyond the teaching role, Tool 4: When 

support needs to shift can help mentors and trainers pause, clarify boundaries and identify appropriate 

next support without withdrawing care. 

Clear referral pathways protect trainer wellbeing and improve learner outcomes. They also support 

consistent responses across teams. 

Applying this in practice: 

All RTOs: 

• Name the “accidental counsellor” risk explicitly during induction. 

• Clearly distinguish listening, supporting and referring as different responsibilities. 

• Reinforce that referral is a professional practice, not a failure of care. 
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Small RTOs: 

• Map external referral pathways and document escalation steps. 

• Build relationships with trusted local services. 

• Ensure trainers know exactly who to contact and when. 

Medium RTOs: 

• Provide simple referral guides and refresh them regularly. 

• Clarify handover processes to reduce repeated disclosure. 

• Offer early boundary-setting training for new entrant trainers and assessors. 

Large RTOs / public providers: 

• Use internal triage or learner support teams. 

• Ensure support staff understand trade and delivery contexts. 

• Coordinate referral processes across teams to protect trainer wellbeing. 
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Case study: Managing the "accidental counsellor" role (Public RTO) 
 

Context 

A public provider delivering training in male-dominated trades identified that new entrant trainers and 

assessors were frequently placed in the role of “accidental counsellor.” Learners often disclosed 

personal, mental health or wellbeing issues to trainers they trusted, particularly in practical, workshop-

based settings. 

For new entrant trainers and assessors, this created emotional strain and uncertainty about professional 

boundaries, especially where referral pathways were unclear or poorly understood. 
 

The challenge 

New entrants reported: 

• feeling responsible for learner wellbeing beyond their role 

• uncertainty about when and how to escalate concerns 

• reluctance to refer learners to support staff who lacked trade context 

• emotional fatigue from repeated disclosures 

Without clear guidance, some trainers carried this load alone, increasing stress and risk of burnout. 
 

The approach 

The provider introduced a boundary-setting and referral support approach early in induction. 

Key elements included: 

• early training on the concept of the “accidental counsellor” role 

• explicit guidance on listening without taking on counselling responsibility 

• clear, documented referral pathways to specialist learner support staff 

• access to MHFA or similar training for trainers 

• internal processes to reduce repeated disclosure by coordinating referrals 

The approach reinforced that trainers are not counsellors, and that referral is a professional 

responsibility, not a failure of care. 
 

Why this approach works 

• protects trainer wellbeing by reducing emotional overload 

• clarifies professional boundaries early 

• improves consistency in learner support responses 

• increases trainer confidence when handling disclosures 

Importantly, it shifts responsibility from the individual trainer to the organisation's support systems. 
 

 

What this means for other RTOs 

Other providers can adapt this approach by: 

• naming the “accidental counsellor” risk during induction 

• providing simple referral guides and escalation steps 

• ensuring referral pathways are trusted and visible 

• reinforcing that listening and referring is appropriate practice 

This approach supports wellbeing for both trainers and learners, particularly in the early-career stage. 
 

 

  



 
 

AUSMASA | 35 

Figure W6: Clear boundaries protect trainer wellbeing and learner outcomes 

 

4.1.4.6 Just-in-time resources and accessible support 

Many consultation participants emphasised the value of just-in-time support. Trainers often need 

help in the moment, not long training sessions. 

Several providers described central resource hubs containing short guides, links and fact sheets. 

These supported confidence and reduced reliance on informal knowledge. 

Just-in-time resources were particularly important for smaller RTOs. Linking to high-quality external 

resources reduced duplication and improved consistency. 

Applying this in practice: 

All RTOs: 

• Make support easy to find at the moment it is needed. 

• Prioritise short, practical resources over lengthy manuals. 
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• Treat access to support as a wellbeing issue, not just an efficiency issue. 

Small RTOs: 

• Link to high-quality external resources rather than duplicating content. 

• Use shared folders or simple hubs with clearly labelled resources. 

Medium RTOs: 

• Curate role-specific resources for new entrant trainers and assessors. 

• Regularly review and remove outdated content to reduce confusion. 

Large RTOs / public providers: 

• Maintain central resource hubs with clear ownership. 

• Ensure resources are updated alongside system changes. 

• Use analytics or feedback to identify gaps in support. 

Organisation Reflection: 

If a trainer needed help today, where would they look first? 

4.1.5 DEI in practice at this career stage 

DEI matters from the first day of a trainer or assessor’s role. Inclusion is not an added extra or a later 

focus. It shapes who feels safe to ask questions, who feels visible, and who is likely to remain in the 

role. 

Consultations highlighted that new entrant trainers and assessors quickly form views about whether 

it is safe to speak up. These early experiences influence confidence, help-seeking behaviour and 

long-term wellbeing. Where inclusion is implicit rather than explicit, new entrant trainers and 

assessors are more likely to self-manage stress and uncertainty. 

DEI in practice at this career stage focuses on creating environments where difference is expected, 

supported and valued. This includes recognising that new entrant trainers and assessors do not all 

enter with the same confidence, cultural familiarity or access to informal networks. 

Australian research shows VET teachers work hard to build a professional identity in teaching while 

staying grounded in industry. This can add pressure for new entrant trainers and assessors, especially 

when workplace norms feel unfamiliar. Clear expectations and safe support reduce this pressure. 

Organisation Reflection: 

What signals do new entrant trainers and assessors receive about whether it is safe to speak up? 

4.1.5.1 Psychological and cultural safety 

New entrant trainers and assessors from underrepresented groups may experience additional 

pressure to prove competence. Several consultations described people “keeping their head down” to 

avoid attracting attention. This can reduce visibility of support needs and increase stress. 

Consultations highlighted that early silence is often misinterpreted as confidence. Several trainers 

noted that new entrant trainers and assessors who appeared to be “coping” often avoided questions 

to avoid standing out. Without active check-ins, support needs remained invisible. 

Psychological safety supports wellbeing by making help-seeking normal rather than risky. Clear 

signals from leaders and teams that questions are expected help reduce fear of judgement. This is 

particularly important in male-dominated environments common in the mining and automotive 

industries. 
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Cultural safety also matters. Trainers from First Nations, culturally diverse backgrounds, or minority 

identities may experience additional emotional labour navigating unfamiliar or unwelcoming norms. 

Without deliberate action, these pressures remain hidden. 

Consultations with trainers from diverse cultural backgrounds highlighted that early experiences 

strongly shape whether people feel safe speaking up. One trainer described the importance of 

supervisors actively inviting questions and checking in, rather than assuming silence meant 

confidence. Another noted that when cultural differences are not acknowledged, new entrant trainers 

and assessors often adapt by staying quiet rather than seeking support, even when unsure. 

Promising practice described in consultation included naming psychological safety as an explicit 

expectation, modelling help-seeking behaviour, and actively inviting questions during induction and 

early delivery. 

4.1.5.2 Inclusive mentoring and support relationships 

Mentoring at this stage should be culturally safe and strengths-based. It should recognise what new 

entrant trainers and assessors bring, rather than focusing on perceived gaps. Mentoring that treats 

difference as a problem to fix undermines confidence and trust. 

Several consultations highlighted the importance of mentors sitting outside direct line management 

where possible. This separation supports honest conversations and reduces fear of performance 

consequences. 

Inclusive mentoring also means recognising that one model will not suit everyone. Some new entrant 

trainers and assessors benefit from peer mentoring, while others prefer external or identity-safe 

mentors. Flexibility in mentoring arrangements supports wellbeing and retention.  

Consultations indicated that mentoring was least effective when it was assumed rather than designed. 

Where expectations, time allocation, or matching were unclear, new entrant trainers and assessors 

were unsure how or when to seek support. 

Consultations with women trainers and mentors highlighted that poorly matched mentoring 

relationships can do more harm than good. One trainer described disengaging from a formal 

mentoring program after being paired with someone who did not understand her values or life context. 

Others noted that informal peer or external mentoring felt safer, particularly when discussing 

confidence, identity or future career decisions. 

Where internal mentoring capacity is limited, consultations described the value of external mentoring 

networks, particularly for women and other underrepresented groups. These spaces were described 

as validating and protective, allowing new entrant trainers and assessors to test ideas, ask questions 

and build confidence without fear of judgement. 

Organisation Reflection: 

How flexible are mentoring options for trainers and assessors with different needs or identities? 

4.1.5.3 Work design that supports participation 

Work design plays a critical role in inclusion at this stage. New entrant trainers and assessors benefit 

from clarity, flexibility and choice. Rigid systems can unintentionally exclude those who do not fit 

dominant norms. 

Consultations described practical work design strategies that support participation without forcing 

assimilation. These included flexible scheduling, delivery options and clear communication norms. 
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Clear boundaries also support inclusion. New entrant trainers and assessors reported relief when 

organisations explicitly stated that trainers and assessors are not counsellors and provided clear 

referral pathways. This reduced emotional labour and role strain. 

Inclusive work design recognises that wellbeing is influenced by systems, not just individual resilience. 

Adjustments and targeted support should be normalised rather than treated as exceptions. 

4.1.5.4 Representation and visibility 

Representation matters at this career stage. Seeing diverse trainers valued and visible supports 

belonging and aspiration. It also shapes who sees themselves as a future trainer. 

Consultations described the use of diverse imagery, trainer stories and student testimonials to 

challenge stereotypes in trades. These approaches were seen as important not only for learners but 

also for attracting and retaining diverse trainers. 

Representation should extend beyond marketing. Inclusive leadership practices, visible support 

networks, and recognition of diverse contributions reinforce a sense of belonging in day-to-day work. 

Over time, these practices support workforce sustainability by widening who feels welcome to enter 

and stay in training roles. 

4.1.6 What growth looks like 

Growth at the new entrant stage is not about speed or volume. It is about confidence, stability and 

sustainable capability. People grow best when they feel safe to learn and safe to ask for help. 

Consultations consistently cautioned against equating growth with independence too early. New 

entrant trainers and assessors who are expected to "cope" without support are more likely to 

experience stress and disengagement. 

Consultations also suggested that early confidence is often context-specific rather than general. 

Trainers who felt confident in one delivery setting reported renewed uncertainty when moving to a 

different cohort, delivery mode or worksite. Growth at this stage should therefore be framed as gradual 

and supported, not as a test of resilience. 

Organisation Reflection: 

How do you distinguish between healthy growth and premature independence? 

4.1.6.1 Increased confidence and reduced strain 

New entrant trainers and assessors show growth when they navigate systems with less stress. They 

become more comfortable with planning, assessment and administrative processes. They also spend 

less energy second-guessing decisions. 

Confidence at this stage does not mean mastery. It means knowing where to find information and 

whom to ask for help. Trainers described this shift as a key milestone in wellbeing. 

Clearer boundaries around learner support are also a sign of growth. Trainers who understand referral 

pathways are less likely to carry emotional load alone. 

4.1.6.2 Broader delivery exposure with support 

New entrant trainers and assessors show growth when they gain broader delivery exposure. This may 

include different cohorts, delivery modes or work settings. 

Consultations suggest that paced exposure is most effective. Sudden increases in complexity without 

support increase stress. Supported growth protects wellbeing and improves quality. 
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Broader exposure should remain in line with confidence. It should also include time for reflection and 

feedback. 

4.1.6.3 Stronger relationships and help-seeking behaviour 

Another indicator of growth is relationship building. New entrant trainers and assessors show growth 

when they know whom to contact for different issues and feel comfortable doing so. 

Consultations described the value of communities of practice and peer networks in supporting this 

shift. Trainers who felt connected were more confident and less isolated. 

Using peer-to-peer reflective practices and support effectively is a sign of growing professional 

confidence, not dependence. 

4.1.6.4 Contribution without obligation 

New entrant trainers and assessors may also begin to contribute to others' learning. This might include 

sharing resources, offering informal support or participating in peer discussions. 

At this stage, the contribution should be voluntary. New entrant trainers and assessors do not need 

to take on formal mentoring roles. Keeping contribution optional protects wellbeing and avoids 

premature role strain. 

Consultations highlighted that sustainable growth allows people to give back when ready, not because 

it is expected. 

4.1.6.5 Non-linear growth 

Growth is not linear. Trainers and assessors may return to new entrant needs when they change roles, 

delivery contexts or personal circumstances. 

Good support systems anticipate this. They allow people to pause, re-enter or seek additional support 

without judgement. This approach supports long-term wellbeing and retention. 

Organisation Reflection: 

What happens when an experienced trainer enters a new role or delivery context? 

4.2 Establishing trainer and assessor 

4.2.1 Phase snapshot 

Establishing trainers and assessors have completed their VET qualification. They actively apply VET 

skills in real delivery settings. They often move from “getting through” delivery to building consistency 

and confidence.  

People in this phase usually teach across a wider range of contexts. They may work with different 

cohorts, different delivery modes and different training environments. This broader exposure is a 

strength, but it can also increase workload. 

Establishing trainers and assessors often begin to develop a stable educator identity. They still draw 

heavily on industry expertise, but they are beginning to see themselves as teachers as well. Australian 

research with VET teachers describes this as the development of both a professional and an industry 

identity. 

This phase is often where systems and workload “catch up.” Consultations described a higher risk of 

turnover within the first two years if the workload feels unmanageable or support shifts, which, when 

unplanned, can increase risk.  
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What is not expected yet still matters. Establishing trainers are not expected to carry complex 

mentoring loads on their own. They are not expected to solve system problems on their own. They 

benefit from continued support, not less support. 

Organisation Reflection: 

What changes in support after the first year, and is that change intentional or accidental? 

4.2.2 Capability focus 

At this stage, trainers and assessors apply VET skills with greater confidence. They plan sessions 

more effectively and manage assessment requirements with fewer uncertainties. They also become 

more consistent in their interpretation of evidence and decision-making.  

Establishing trainers and assessors broaden delivery range. They gain experience across different 

cohorts, methods and settings. This range builds capability, but it requires protection from overload.  

Many also build technological skills at this stage. Consultation notes described that trainers may 

accept digital tools when they clearly reduce workload, but confidence drops when systems change 

or are not used often.  

Establishing trainers and assessors often become subject matter experts (SME) champions. They 

contribute industry credibility and maintain currency. They may also start improving teaching 

resources when the materials feel outdated. Consultations described trainers modernising older 

resources to better engage younger cohorts.  

This phase also strengthens professional identity. Research with Australian VET teachers suggests 

that stronger teaching qualifications and deliberate professional development can build confidence 

and capability across diverse contexts. 

4.2.3 Common wellbeing pressure points at this career stage 

Establishing trainers and assessors often experience workload growth. They deliver more 

independently, teach more cohorts and manage more administrative requirements. When 

expectations increase without redesign, stress increases.  

Consultations repeatedly described administrative and compliance tasks as a major drain at this 

stage. One recurring theme was that stress spikes when trainers delay documentation until the end 

of the day, creating an avoidable "second shift." Some providers addressed this by encouraging real-

time recording during observation.  

This phase also carries an ongoing emotional load. Establishing trainers and assessors often support 

learners with complex needs while still building confidence in boundaries and referral. VET research 

shows teachers can experience anxiety and distress when they face ethical dilemmas and competing 

expectations, including responding to diversity and managing assessment pressures. 

Professional identity tension can persist. Trainers and assessors may feel pressure to be “across 

everything" because they are no longer new. Consultations described a “fear of the fear,” in which 

trainers worry that asking for help will be seen as a sign of incompetence.  

This is a common point where support fades because things look stable on the surface. Tool 2: 

Support consideration checks and Tool 10: Wellbeing check-in questions can help make emerging 

workload and boundary issues visible before they become entrenched. 

Diverse trainers may face extra scrutiny. Consultations revealed that women trainers felt they must 

avoid upsetting workplace culture to be accepted. This can reduce help-seeking and increase fatigue. 
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Consultations highlighted that trainer wellbeing is often shaped by local leadership capability. Even 

strong organisational systems can fail when expectations are applied inconsistently. This reinforces the 

importance of clear guidance, shared language and manager support, rather than reliance on individual 

discretion. 
 

Consultations also highlighted that the workforce model can significantly shape wellbeing at the 

establishing trainer and assessor stage. Trainers working primarily as contractors described greater 

isolation and uncertainty during this phase. 

Establishing trainers in contractor-only arrangements reported limited access to informal support, 

mentoring and peer connection. Some described feeling peripheral to the organisation, which 

increased pressure to appear capable and avoid asking for help. 

Providers who shifted toward blended workforce models reported improved engagement and 

retention. Employing some trainers alongside contractors helped create stable teams, shared practice 

and clearer pathways for support. 

Trainers described greater confidence when they felt part of a team rather than an external resource. 

Access to mentoring, induction and development reduced reliance on unpaid effort and silent coping. 

At this career stage, workforce design that supports connection and belonging was described as 

protective of wellbeing. Blended models helped normalise support and reduce early attrition without 

removing flexibility for organisations. 

Organisation Reflection: 

Which of these pressure points is most likely to emerge in year two, and what support exists right now 
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4.2.4 Support and wellbeing considerations at this stage 

Support in the establishing phase should not disappear. It should shift from basic orientation to 

strengthening capability, reducing overload and supporting sustainable work design. Australian VET 

research and consultation findings both point to the need for systematic preparation, mentoring 

support and ongoing professional development. 

This phase benefits from practical, responsive support. Consultations described that generic webinars 

are less helpful than targeted, role-specific support. Trainers value help with the mechanics of the job, 

not only theory. 

As capability expectations rise alongside delivery and administration, Tool 12: Reviewing capability-

building design can help organisations assess whether learning is reducing strain or unintentionally 

adding to it. 

The support mechanisms below reflect promising practice across consultations. They are designed 

to guide RTOs in strengthening systems, not adding extra programs on top of already full workloads. 

Organisation Reflection: 

What support continues in year two, and what unintentionally drops away? 

4.2.4.1 Continued mentoring and capability coaching 

Establishing trainers and assessors continue to benefit from mentoring, however the focus changes. 

Support shifts from “how to survive week one” to how to refine practice, manage workload and 

navigate increasing responsibility. This is often the stage where formal induction has ended, but 

confidence and consistency are still forming. 

Consultations highlighted that mentoring is most effective when it is safe, trusted and clearly separate 

from performance management. Trainers reported being more open about challenges when 

mentoring conversations were not tied to appraisal or compliance decisions. Where mentoring was 

perceived as evaluative, trainers and assessors were more likely to stay silent or “push through” 

difficulties alone. 

A strong theme across consultations was the value of one-on-one capability coaching. This type of 

support focuses on the mechanics of the role: 

• lesson flow and pacing 

• assessment judgement and evidence sufficiency 

• managing learning management systems and documentation 

• balancing preparation time with delivery demands 

This was particularly valuable for trainers who were highly confident in industry expertise but still 

building educator confidence. Several trainers described this support as the difference between 

“coping” and feeling professionally capable. This aligns with Australian VET research showing that 

supported practice and pedagogical development strengthen confidence and judgement across 

diverse delivery contexts. 

As mentoring needs change at this stage, Tool 5: Mentoring check-in and reset prompts can help 

determine whether current support is still useful or needs to shift or conclude. 

Mentoring at this stage should remain flexible rather than one-size-fits-all. Some trainers benefit from 

a peer mentor who understands local delivery realities. Others benefit from an educator capability 

advisor or senior teacher who can troubleshoot systems and assessment decisions. Consultations 

consistently showed that matching matters more than labels. A well-matched informal mentor was 

often more effective than a poorly matched formal arrangement. 
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Applying this in practice: 

Small RTOs: 

• Use peer mentoring or external mentoring networks. 

• Schedule short, regular check-ins focused on practice, not performance. 

Medium RTOs: 

• Separate mentoring from line management where possible. 

• Use senior trainers or capability advisors for targeted coaching. 

Large RTOs / public providers: 

• Formalise capability coaching roles. 

• Protect time in workloads for mentoring conversations. 

 
 

Case study: Capability coaching beyond induction (Public provider) 
 

Context 

An establishing trainer had completed their VET qualification and was delivering independently across 

multiple programs. While confident in their industry expertise, they reported ongoing uncertainty about 

assessment judgement, lesson pacing and documentation standards. 

Formal induction had concluded, and mentoring was no longer structured or visible. 
 

The challenge 

The trainer described: 

• second-guessing assessment decisions 

• spending excessive time checking work “just in case” 

• reluctance to ask questions for fear of appearing incompetent 

Although there were no performance concerns, workload pressure and stress were increasing. 
 

The approach 

The provider introduced one-on-one capability coaching, clearly separated from performance 

management. Support focused on: 

• assessment sufficiency and evidence judgement 

• practical teaching routines and flow 

• navigating systems efficiently 

• prioritising workload 

Coaching was short, regular and focused on live delivery issues rather than generic development plans. 
 

Why it works 

This approach: 

• normalises continued learning beyond induction 

• builds educator confidence without performance pressure 

• reduces rework and unnecessary overtime 

• supports professional identity development 

The trainer reported feeling more confident in making decisions and more comfortable seeking advice. 
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4.2.4.2 Administrative and compliance support that reduces burnout 

Administrative and compliance support is a critical wellbeing intervention at the establishing stage. 

Trainers and assessors at this phase are often delivering more independently and across more 

contexts, which significantly increases administrative load if systems are not well designed. 

Consultations consistently described benefits from shifting away from end-of-day documentation 

toward: 

• real-time or near-real-time recording 

• shared templates for common tasks 

• simplified workflows that reduce duplication 

Trainers and assessors reported that these changes reduced cognitive load, prevented unpaid 

overtime and improved consistency across teams. Where documentation was delayed, trainers and 

assessors described a “second shift” of admin work that quickly became unsustainable. 

Some providers also use specialist roles or triage models to remove non-teaching work from trainers. 

Consultations described models where: 

• specialised staff manage enrolments, employer liaison or complex paperwork 

• trainers focus on delivery, assessment and learner engagement 

Importantly, these approaches were framed not as removing responsibility, but as using the right 

expertise for the right task. 

RTOs do not need large system overhauls to make progress. Consultations showed that small, 

intentional changes can have a meaningful impact: 

• a simple checklist for “what good looks like” in assessment evidence 

• shared examples of completed documentation 

• agreed standards that reduce rework and second-guessing 

These changes also reduce variability between trainers and assessors, supporting both quality and 

wellbeing. 

Applying this in practice: 

Small RTOs: 

• Use shared templates and clear examples. 

• Identify which admin tasks genuinely require trainer expertise. 

Medium RTOs: 

• Trial real-time documentation approaches. 

• Clarify which admin tasks can be delegated or supported. 

Large RTOs / public providers: 

• Invest in specialist support roles. 

• Review workflows through a wellbeing lens, not just compliance. 
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Case study: Re-designing admin to reduce burnout (Private provider) 

 

Context 

A private provider delivering training for industry members relied on a small team of trainers and assessors. 

Establishing trainers were responsible for full delivery, assessment and compliance documentation, often alongside 

employer liaison. Administrative processes were fragmented and largely completed after delivery. 

 

The challenge 

Trainers reported: 

• significant unpaid hours spent on documentation 

• end-of-day fatigue and backlog 

• anxiety about compliance despite strong delivery practice 

Administrative load was a key wellbeing risk in an otherwise supportive environment. 

 

The approach 

The provider redesigned workflows to support real-time documentation, including: 

• simplified templates 

• shared examples of “what good looks like” 

• clearer prioritisation of compliance requirements 

Where possible, non-teaching administrative tasks were centralised or streamlined. 

 

Why it works 

This approach: 

• reduced unpaid overtime 

• lowered cognitive load 

• improved consistency across trainers 

• reframed admin as part of delivery, not an after-hours task 

Trainers reported finishing days with less backlog and greater confidence in compliance. 

 

4.2.4.3 Clear boundaries and trusted referral pathways 

At the establishing stage, trainers and assessors often understand that referral pathways exist, 

however trust determines whether they are used. 

Australian VET research shows that ethical dilemmas related to learner diversity, responsiveness, 

and assessment pressures can cause anxiety and distress when boundaries are unclear or support 

is inconsistent. 

Consultations consistently highlighted that trainers were more likely to refer learners when they 

believed the support would “land well,” particularly in trade-based environments. Where support staff 

were perceived as lacking workshop or industry context, trainers were more likely to retain issues 

themselves, increasing emotional load. 
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At the establishing career stage, trainers and assessors often encounter more frequent and complex 

learner disclosures while simultaneously managing increased delivery and administrative 

responsibility. Consultations indicated that MHFA training can play a stabilising role at this stage by 

reinforcing boundaries. 

Establishing trainers and assessors described MHFA as helpful in: 

• validating when a concern warrants referral 

• reducing hesitation about escalating issues, particularly where learner needs felt complex or 

ambiguous 

• supporting consistent responses across teams 

Importantly, trainers noted that MHFA did not reduce emotional load if organisational systems were 

weak. Where referral pathways were unclear or poorly resourced, trainers were still likely to retain 

responsibility despite having training. Conversely, when MHFA sat alongside trusted triage processes 

and clear handover points, trainers reported greater confidence setting limits and maintaining 

sustainable practice. 

At this stage, MHFA is most effective when treated as a shared capability across teams, reinforced 

through leadership messaging that referral is appropriate professional practice and that trainers are 

not expected to manage learner distress independently. 

Promising practice described in the consultations included triage systems and clear referral guides 

that answered three simple questions: 

• What do I do when a learner discloses distress? 

• Who do I contact, and how? 

• What happens next, and what am I responsible for? 

Clear pathways reduced repeated disclosure, protected trainer wellbeing and improved learner 

outcomes. Trainers reported feeling more confident setting boundaries when referral was framed as 

appropriate professional practice, not a failure of care. This aligns with broader psychosocial safety 

research, which links clear systems and leadership signals to improved psychological health. 

Smaller RTOs described mapping external referral pathways, including community mental health, 

family violence services and culturally specific supports. Building relationships with these services 

increased the trainer's confidence to refer. 

Applying this in practice: 

All RTOs: 

• Name the “accidental counsellor” risk explicitly. 

• Provide simple, visible referral guides. 

Small RTOs: 

• Build trusted external partnerships 

• Clarify escalation points clearly 

Larger RTOs: 

• Use internal triage models 

• Ensure support staff are trade-literate or connected to delivery teams. 
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Case study: Trusted referral through triage (Private provider) 
 

Context 

Establishing trainers regularly supported learners experiencing complex personal and wellbeing issues. 

While referral pathways existed, trainers were hesitant to use them. 

Support services were perceived as disconnected from trade-based learning contexts. 
 

The challenge 

Trainers described: 

• holding issues longer than appropriate 

• repeated learner disclosures 

• emotional fatigue from blurred boundaries 

Referral felt risky rather than supportive. 
 

The approach 

The provider introduced a clear triage model, clarifying: 

• what trainers listen to and support 

• what must be referred 

• who receives referrals 

• how information is shared 

Support staff were briefed on trade contexts, and referral was framed as appropriate professional 

practice. 
 

Why it works 

This approach: 

• protects trainer wellbeing 

• reduces repeated disclosure 

• increases trust in support pathways 

• clarifies professional boundaries 

Trainers reported greater confidence referring earlier rather than carrying issues alone. 
 

 

Organisation Reflection: 

Do trainers trust the referral pathway, or do they avoid it because it feels ineffective or unsafe? 
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4.2.4.4 Building technological confidence without overload 

Establishing trainers and assessors generally accept technology when it clearly saves time or reduces 

workload. Consultations described that resistance often decreased once trainers saw practical 

benefits. However, confidence dropped when systems changed frequently or were used 

inconsistently. 

Support works best when it is: 

• short 

• practical 

• directly linked to real tasks 

Examples from consultation included: 

• guided walk-throughs of systems using real assessments 

• quick reference guides for common tasks 

• shoulder-to-shoulder support rather than generic webinars 

A strong theme was frustration that learning mandatory systems was often expected to happen after 

hours. Trainers described this as a key equity issue. Designing learning time into workload supports 

equity and wellbeing and aligns with Australian research on autonomy-supportive work design and 

job crafting. 

Consultations highlighted growing interest in the use of artificial intelligence tools during the 

establishing trainer and assessor phase, particularly to support administrative and compliance tasks. 

Trainers described openness to these tools when they clearly reduced workload and rework. 

Establishing trainers and assessors also reported risk when artificial intelligence tools were introduced 

without adequate support. Where expectations were unclear, trainers felt pressure to learn new tools 

quickly or use them outside work time. This increased cognitive load rather than reducing it. 

Artificial intelligence was most helpful when organisations were explicit about its purpose and limits. 

Trainers described greater confidence when they understood which tasks the tool could support, what 

still required professional judgement, and how use aligned with quality and compliance expectations. 

At this career stage, artificial intelligence works best when learning time is built into the workload and 

use is guided. This supports capability development without adding to unpaid effort or uncertainty. 

Applying this in practice: 

Small RTOs: 

• Pair trainers for peer learning. 

• Use task-based guides rather than full manuals. 

Medium RTOs: 

• Schedule short system refreshers during work hours. 

• Identify “go-to” people for practical help. 

Large RTOs / public providers: 

• Protect time for system learning. 

• Avoid rolling out multiple changes at once 
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Case study: Building task-based technology (Trainer and assessor) 
 

Context 

An establishing trainer worked across different delivery settings and was expected to use multiple digital 

systems for assessment and reporting. Confidence with technology varied, and system learning often 

occurred informally. Changes to systems increased stress and reliance on colleagues. This issue often 

arises when trainers deliver independently across multiple systems. 
 

The challenge 

The trainer described: 

• anxiety when systems changed 

• frustration with infrequent system use 

• learning new tools in personal time 

This disproportionately affected work–life balance. 
 

The approach 

The organisation shifted to task-based technology support, including: 

• short, guided walk-throughs using real tasks 

• simple reference guides 

• protected learning time during work hours 

Support focused on what trainers needed to do, not system guidance. 
 

Why it works 

This approach: 

• builds confidence incrementally 

• reduces resistance to technology 

• supports equity in access to learning time 

• avoids unpaid system learning 

The trainer reported feeling more capable and less overwhelmed. 
 

 

Organisation Reflection: 

How do trainers learn new systems in work time, and how do you know if that support is working? 

4.2.5 DEI in practice at this career stage 

At the establishing trainer and assessor phase, DEI considerations shift from entry and access to 

retention, safety and fairness over time. Trainers and assessors are no longer new, but they are not 

yet secure. This combination often increases visibility, scrutiny and pressure to conform. 

Australian VET research on professional identity development reinforces that confidence at this stage 

is still forming and can be fragile, particularly when support is assumed rather than sustained. 

Consultations highlighted that this is the phase where inequities become harder to see but more 

consequential. Support structures that were explicit during induction often recede, while expectations 

increase. For trainers from underrepresented groups, this can create a sense that they must now 

“prove” they belong, without drawing attention to themselves. 
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4.2.5.1 Visibility, scrutiny and the pressure to prove competence 

As trainers move beyond probation, they are often treated as fully capable and self-sufficient. 

Consultation participants described how this shift can occur informally, without any explicit 

conversation about what support continues or how expectations change. 

For some trainers and assessors, particularly women and those from underrepresented backgrounds, 

this increased visibility came with heightened scrutiny. Several described feeling watched more 

closely, questioned more readily or informally assessed against unspoken norms. In response, some 

adopted strategies such as avoiding questions, downplaying uncertainty or limiting engagement in 

team discussions. 

Over time, this pattern reduced help-seeking and increased emotional load. Trainers described feeling 

capable on the surface while internally carrying unresolved questions or stress. Australian VET 

research on professional identity development reinforces that confidence at this stage is still forming 

and can be fragile, particularly when support is assumed rather than sustained.  

This dynamic matters because silence at this stage is often misread as confidence. Without deliberate 

check-ins, organisations can overlook emerging risks until they manifest as disengagement or 

attrition. 

4.2.5.2 Gendered and cultural dynamics in male-dominated training environments 

In mining and automotive training contexts, consultation participants described how workplace culture 

can amplify DEI pressures at the establishing phase. Trainers and assessors who are numerically 

underrepresented, particularly women, reported needing to manage not only teaching and 

assessment, but also credibility and behavioural dynamics in the classroom and workplace. 

Several trainers described consciously moderating their teaching style, avoiding confrontation or 

delaying boundary-setting to “not upset the apple cart.” While this can be an understandable short-

term coping strategy, it increases emotional labour and contributes to fatigue over time. 

Importantly, consultations showed that these dynamics are rarely addressed through formal policy. 

Instead, trainers are left to navigate them individually. When organisational support is unclear or 

inconsistent, responsibility for managing inappropriate behaviour or cultural resistance falls back onto 

the individual trainer. 

4.2.5.3 Cultural safety and the impact of administrative complexity 

Consultations consistently highlighted that administrative and compliance systems are not culturally 

neutral. For some trainers, particularly First Nations trainers and potential trainers, paperwork-heavy 

processes, rigid documentation requirements, and unfamiliar language were described as intimidating 

and alienating. 

Several participants noted that these systems can become a barrier to progression rather than a 

support for quality. Where guidance is minimal or delivered in abstract terms, trainers may internalise 

difficulty navigating systems as a personal failure rather than a design issue. 

Australian VET research reinforces that professional capability develops through supported practice. 

When administrative complexity is high and support is low, the burden falls unevenly and can 

undermine confidence and retention. 

At the establishing phase, this matters because trainers and assessors are expected to manage 

systems more independently. Without deliberate scaffolding, complexity can quietly undermine 

confidence and retention. 
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4.2.5.4 Culturally safe and flexible mentoring relationships 

Mentoring remains one of the most important DEI levers at the establishing phase, but consultations 

showed that how mentoring is offered matters more than whether it exists. 

Mentoring that frames difference as a deficit or implicitly pushes trainers to conform to a single 

teaching style or cultural norm undermines trust. Several consultation participants described 

disengaging from formal mentoring arrangements that did not feel safe, relevant or respectful of lived 

experience. 

Conversely, mentoring that recognised strengths, respected identity, and allowed for different ways of 

teaching was described as stabilising and confidence-building. Choice and agency were key. Trainers 

and assessors valued having access to peer mentors, senior educators or external mentors, 

depending on their needs. 

Australian research on VET professional identity supports this finding, showing that educators develop 

confidence when they can integrate industry expertise, personal identity and teaching practice rather 

than suppressing parts of themselves. 

Organisation Reflection: 

Who is most likely to leave at this phase, not because they lack capability, but because the environment 

makes staying harder? What would make that decision easier? 

4.2.6 What growth looks like 

Growth at the establishing stage is often misunderstood. Consultations and Australian VET research 

both suggest that growth here is not about taking on more, but about developing sustainable 

confidence, professional judgement and system fluency. 

This section intentionally reframes growth away from individual endurance and toward conditions that 

support long-term contribution. 

4.2.6.1 Sustainable confidence rather than silent coping 

One of the clearest indicators of growth at this phase is stability. Trainers and assessors who are 

growing describe feeling more settled in their role, even when delivery contexts vary. They are less 

reactive, more deliberate and better able to manage uncertainty without excessive stress. 

Consultations highlighted an important distinction between confidence and coping. Some trainers 

appeared confident externally while privately relying on unpaid hours, constant self-monitoring or 

avoidance of help-seeking. Over time, this pattern led to exhaustion rather than capability. 

Sustainable confidence was associated with realistic workloads, clearer priorities and permission to 

ask questions without judgement. 

4.2.6.2 System confidence and effective use of support 

Another marker of growth is increased system confidence. Establishing trainers and assessors who 

are growing know what matters most for compliance and quality, and where they can safely 

deprioritise. 

Consultations described this as moving away from “covering everything just in case” toward more 

confident judgement. Trainers and assessors knew when to escalate issues, when to seek advice, 

and when existing guidance was sufficient. Australian VET research supports this pattern, showing 

that professional capability is strengthened when educators understand systems well enough to work 

within them efficiently. 
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4.2.6.3 Developing a professional educator identity 

Growth at this phase is also reflected in how trainers describe themselves. Many begin to articulate a 

clearer professional identity as educators, alongside their industry identity. 

Australian research demonstrates that this dual professional identity is meaningful and stabilising for 

VET practitioners. Trainers and assessors who see themselves as educators report greater 

confidence in their assessment decisions, a clearer teaching purpose and a stronger commitment to 

the role. 

This identity development is not automatic. It is supported when organisations recognise teaching as 

a professional practice, not just an extension of industry expertise. 

4.2.6.4 Contribution that is voluntary, recognised and bounded 

As trainers and assessors become more confident, many begin to contribute informally by sharing 

resources, supporting colleagues or offering advice. Consultations consistently framed these 

contributions as a positive sign when they are voluntary. 

However, participants also warned that contribution can quietly become an expectation. Generous or 

capable trainers may find themselves taking on additional, unrecognised work when boundaries are 

unclear. Growth is best supported when contribution is visible and does not replace formal support 

structures. 
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4.2.6.5 Non-linear growth and movement between phases 

Finally, consultations reinforced that growth at this phase is not linear. Trainers and assessors may 

feel confident in one context and uncertain in another. A change in cohort, delivery mode, system, or 

location can temporarily recreate “new entrant” needs. 

Strong organisations anticipate non-linear growth and treat renewed support needs as normal rather 

than failure. 

Organisation Reflection: 

What would sustainable growth look like here, and what early signs would tell you that someone is 

slipping from development into overload? 

 

Figure W7: Support across career stages: What changes, not what stops 
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4.3 Advanced trainer and assessor 

4.3.1 Phase snapshot 

Advanced trainers and assessors are confident educators who consistently apply VET skills with 

sound judgement. They no longer focus on basic survival or early confidence. Instead, they work with 

greater clarity and stability across their role. 

People in this phase often work across complex delivery contexts. They may teach multiple cohorts, 

adapt programs and support delivery across sites. Many become a point of reference for others 

because of their experience and reliability. 

As confidence grows, informal leadership often follows. Advanced trainers and assessors frequently 

support peers, answer questions and model practice. This contribution is valuable for quality and 

culture, but it can also increase the load if it develops without clear boundaries. 

What is not expected still matters at this stage. Advanced trainers and assessors are not expected to 

bear the burden of wellbeing risks alone. They are not expected to fix system gaps or absorb issues 

quietly. They need support that recognises their contribution while protecting sustainability. 

Consultations described this phase as a tipping point. With clear role design and shared responsibility, 

advanced trainers and assessors thrive and often stay. When expectations expand without recognition 

or redesign, fatigue and disengagement increase. 

At this stage, challenges are often less visible and harder to name. The focus is not on introducing 

new support mechanisms. Instead, it is about making existing load, boundaries and expectations 

visible, so they can be shared and managed by design. 

Organisation Reflection: 

How does your organisation recognise the shift into advanced practice, and what changes at this point? 

4.3.2 Capability focus 

Advanced trainers and assessors demonstrate strong teaching judgement. They plan with confidence, 

adapt delivery to learner needs and manage assessment decisions with clarity. Their practice is 

consistent across contexts, even when conditions vary. 

They use a wide range of instructional techniques. Advanced trainers adjust language, pace and 

approach for different cohorts. This flexibility supports learner engagement and maintains quality 

across diverse delivery environments. 

Many advanced trainers also act as mentors or buddies. They provide guidance to new and 

establishing trainers through advice, observation and informal feedback. This role often develops 

naturally rather than being formally designed or resourced. 

Advanced trainers and assessors maintain strong links to the mining and automotive industries. They 

draw on current work practices and industry knowledge to keep training relevant and credible. This 

connection supports learner confidence and employer trust. 

Capability at this stage also includes knowing limits. Advanced trainers and assessors recognise when 

to escalate issues, share responsibility or step back from problems that sit outside their role. This 

judgement protects both quality and wellbeing. 

Advanced trainers and assessors often begin to look ahead and consider how their role might develop 

over time. Consultations highlighted that clarity about career pathways at this stage supports 

confidence, retention and sustained motivation. 
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In enterprise RTOs, this can include pathways that allow trainers to move between delivery, 

mentoring, advisory or leadership-adjacent roles without leaving training altogether. These pathways 

help trainers see a future in the organisation that does not rely on increasing delivery load or constant 

availability. 

Clear pathways were described as particularly important for retaining experienced trainers. Where 

progression options were visible and supported, trainers reported greater motivation to stay and 

contribute. Where pathways were unclear, some described feeling stalled or unsure how to sustain 

their role long term. 

The case study below illustrates how one enterprise RTO designed career pathways to support 

advanced trainers and assessors while strengthening workforce stability.  

 

Case study: Career pathways within an Enterprise RTO 
 

Context 

An enterprise registered training organisation delivers training to its own workforce across multiple sites. 

Trainers and assessors are often experienced industry professionals who move into training roles after 

long operational careers. 

The organisation identified that many advanced trainers were highly capable, however, uncertain about 

their future in training. Progression was often assumed to mean more delivery or informal leadership, 

which increased workload and fatigue. 
 

The challenge 

Advanced trainers described limited visibility of career pathways within the training function. Some felt 

pressure to take on extra responsibility without clarity about how this would be recognised or sustained. 

Without clear options, the organisation risked losing experienced trainers or relying on the same 

individuals to carry informal mentoring, coordination and system knowledge. 
 

The approach 

The enterprise RTO designed clearer career pathways for trainers and assessors. These pathways 

allowed movement between roles, such as: 

• delivery-focused trainer roles 

• mentoring and capability support roles 

• advisory or coordination roles linked to workforce development 

Pathways were discussed openly with trainers and revisited over time. Movement between roles was 

supported without requiring permanent promotion or full withdrawal from delivery. 
 

Why it works 

This approach gave trainers greater choice and clarity about how they could contribute over time. 

Trainers reported feeling more confident planning their future in training without needing to increase 

delivery load to progress. The organisation also reduced reliance on informal leadership and 

unrecognised work. Capability, mentoring and advisory contributions were planned rather than assumed. 
 

This approach supports trainer wellbeing, workforce continuity and organisational capability without 

relying on individual resilience or goodwill. 
 

 

Organisation Reflection: 

How do you support advanced trainers to mentor others without increasing unpaid work? 
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4.3.3 Common wellbeing pressure points at this career stage 

Advanced trainers and assessors often carry an invisible workload. Colleagues seek their advice 

because they are trusted and experienced. Over time, this informal support can increase pressure 

without being formally recognised. 

Consultations described role creep as a common issue at this stage. Advanced trainers and assessors 

often become problem solvers for systems, learners and colleagues. When boundaries are unclear, 

this role can quietly expand and increase emotional load. 

Emotional demands can also grow at this stage. Advanced trainers and assessors may more 

frequently support learners or colleagues in distress. Without clear escalation pathways, they can 

begin to carry this responsibility alone. 

Some trainers described fatigue linked to always being seen as competent. They felt pressure to 

appear confident and available at all times. As expectations increased, help-seeking often reduced 

rather than increased. 

Change fatigue was also common. Advanced trainers are often asked to lead, absorb or translate 

system changes. Repeated changes without recovery increased wellbeing risk over time. 

Because overload at this stage is often quiet rather than visible, Tool 10: Wellbeing check-in questions 

can support regular, low-stakes conversations about sustainability before burnout occurs. 

Recognition was described as an important protective factor at this career stage. Advanced trainers 

and assessors reported greater strain when mentoring, coordination and problem-solving work was 

treated as informal or assumed. When contributions were invisible, they often shifted from voluntary 

to expected. 

When mentoring, problem-solving and emotional support accumulate without recognition, Tool 2: 

Support consideration checks can make the invisible workload visible. These conversations can 

support redesign of roles, expectations and support. 

Where organisations made advanced contributions visible, trainers reported greater confidence in 

setting boundaries. Recognition through role clarity, workload adjustment or explicit acknowledgement 

helped limit over-extension. In this context, recognition supported sustainability rather than additional 

motivation. 

Organisation Reflection: 

Where do advanced trainers absorb pressure that is not formally recognised? 
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Figure W8: How hidden load accumulates over time 
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4.3.4 Support and wellbeing considerations at this stage 

Advanced trainers and assessors are often seen as stable and self-sufficient. Many people go to them 

first when something goes wrong. This makes them central to quality and culture, but it also increases 

pressure over time. 

Consultations described a common pattern at this phase. Roles expand without formal agreement, 

and advanced trainers begin to take on additional tasks because they are trusted. When this 

expansion is not named or reviewed, it often becomes hidden work. 

Support at this stage should protect time, judgement and boundaries. Experience does not remove 

stress. In many cases, advanced practice adds invisible responsibilities such as mentoring, peer 

support and system problem-solving. 

Support works best when organisations name the advanced role clearly. This includes being explicit 

about what the role includes and what it does not include. Clear role design helps prevent role creep 

and protects long-term wellbeing. 

At an organisational level, Tool 6: Scalable mentoring models can support leaders in designing 

mentoring approaches that fit the context and capacity. This reduces reliance on a small number of 

advanced trainers to provide informal support. 

The sections below focus on sustaining advanced trainers and assessors while also protecting the 

people they support. This strengthens retention and quality across the mining and automotive 

industries. 

Organisation Reflection: 

Where has advanced practice emerged naturally in your organisation, and how clearly is it named, 

supported and resourced? 

4.3.4.1 Mentoring and buddy role with clear boundaries 

Advanced trainers and assessors often mentor others through advice, observation and feedback. 

They model how to manage complex delivery and assessment. This work strengthens team capability 

and supports quality. 

Consultations showed that mentoring becomes risky when people assume it rather than design it. 

Mentors can carry responsibility without time, authority or recognition. Some trainers described 

mentoring that gradually drifted into supervision or problem ownership. 

When mentoring starts to feel heavier, or boundaries blur, Tool 4: When support needs to shift can 

help mentors pause and reset expectations. It can also support earlier connection to broader 

organisational support. 

Several providers described structured senior roles, such as lead vocational teacher roles. These 

roles included agreed responsibilities, workload allocation and, in some cases, higher pay. Clear 

design helped set limits and protected trust in mentoring relationships. 

Tool 5: Mentoring check-in and reset prompts can support regular review of mentoring roles. These 

prompts help ensure mentoring remains time-bound, voluntary and sustainable. 

Advanced trainers and assessors also need clear pathways to raise concerns. They often see risks 

early, including burnout, workload strain or unclear practice. They need to escalate issues without 

becoming the fixer. When mentoring stays clearly supportive, it builds confidence rather than fear. 

Clear boundaries protect both the mentor and the people they support. 

Organisation Reflection: 

How do advanced trainers know where mentoring ends and responsibility shifts back to systems or 

leaders? 
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Applying this in practice: 

All RTOs: 

• Name mentoring and buddy work as part of the role. 

• Define boundaries for mentoring and escalation. 

• Separate mentoring from performance conversations where possible. 

Small RTOs: 

• Rotate mentoring responsibilities across the team. 

• Use short and regular check ins to reduce ad hoc load. 

• Use external mentoring when internal separation is hard. 

Medium RTOs: 

• Create a simple mentoring agreement that sets time and scope. 

• Match mentors based on style and context, not convenience. 

• Review mentoring load each term and adjust if needed. 

Large RTOs and public providers: 

• Use defined senior roles, such as lead vocational teacher roles. 

• Protect mentoring time in workloads. 

• Track mentoring allocation to prevent overuse of the same people. 
 

Case study: From informal mentor to lead vocational teacher (Public RTO) 
 

Context 

An experienced trainer had become the informal “go-to” person in their team. Colleagues regularly 

sought advice on assessment judgement, delivery challenges and system issues. While this support 

improved quality, it was not formally recognised or resourced. 
 

The challenge 

Over time, the trainer carried increasing responsibility without clear boundaries. Mentoring, 

troubleshooting, and quality support occurred alongside a full teaching load. The trainer described 

fatigue and concern about sustaining the role long term. 
 

The approach 

The provider formalised a lead vocational teacher role. The role included: 

• a clearly defined scope of mentoring and peer support 

• separation from performance management responsibilities 

• protected time within workload 

• higher pay aligned to senior practice 

Expectations were negotiated and reviewed regularly. 
 

Why it works 

This approach: 

• makes advanced practice visible and valued 

• protects experienced trainers from hidden workload 

• strengthens mentoring quality through clarity and trust 

• supports retention of skilled trainers 

The trainer reported greater confidence in setting boundaries and renewed energy for supporting others. 
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4.3.4.2 Peer review and shared practice without fear 

Advanced trainers and assessors shape practice through peer influence. Others often copy what they 

do. Peer review can turn this influence into shared learning rather than individual pressure. 

Consultations described peer observation and review used as learning tools. Trainers observed each 

other and discussed what worked. These approaches were valued when the purpose was clearly 

learning, not judgement. 

Peer review works best when it stays practical and focused on real delivery and assessment routines. 

Clear ground rules help people feel safe to participate. Trainers need to know what is recorded, who 

will see it, and what will not be used for performance assessment. 

This approach also supports wellbeing. Peer learning reduces isolation and normalises learning at 

every career stage. Advanced trainers and assessors can share responsibility for quality rather than 

carrying concerns alone. 
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Applying this in practice: 

All RTOs: 

• Clearly state the purpose of peer review as learning and improvement, not inspection or 

performance assessment. 

• Define what peer review is and is not, including what information is recorded and who can 

access it. 

• Normalise uncertainty by encouraging advanced trainers to share challenges as well as 

strengths. 

Small RTOs: 

• Use informal peer observation or paired reflection rather than formal review processes. 

• Keep peer review short, focused and practical to avoid adding workload. 

• Use agreed discussion prompts, so feedback stays constructive and bounded. 

Medium RTOs: 

• Schedule peer review as part of normal work time, not as an add on. 

• Use shared observation tools or reflective questions to support consistency without 

standardising practice. 

• Rotate participation so peer learning does not rely on the same individuals. 

Large RTOs / public providers: 

• Separate peer review clearly from compliance audits and performance management. 

• Establish clear ground rules about documentation, escalation and confidentiality. 

• Use peer review findings to inform capability development and system improvement, not 

individual judgement. 

4.3.4.3 Staying current with industry and teaching practice 

Advanced trainers and assessors often lead currency work. They track changes in the mining and 

automotive industries. They also track changes in teaching and assessment practice. This supports 

credibility and learner outcomes. 

Consultations described advanced roles that include industry liaison. Some trainers managed 

assessment updates and ran statewide teacher meetings. This work keeps training aligned to industry 

needs. It also supports consistent assessment. 

This work can become heavy if it relies on one person. Advanced trainers can become the default 

gatekeeper. They then carry continuous change pressure. This increases the risk of fatigue. 

Currency work needs structure. It needs protected time and clear outputs. It also needs shared 

responsibility. When organisations share currency work, they reduce risk and increase continuity.  

Consultations also highlighted that resources often lag behind practice. Trainers described resourcing 

and outdated materials as key wellbeing issues. Advanced trainers often fix this gap themselves. This 

becomes a hidden workload. 
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Applying this in practice: 

All RTOs: 

• Clarify what currency means and how to show it. 

• Allocate time for industry liaison and updates. 

• Share resource development work across the team. 

Small RTOs: 

• Use industry networks to stay current without duplicating effort. 

• Keep a simple shared log of key changes and updates. 

• Use shared templates for updating materials. 

Medium RTOs: 

• Assign rotating currency leads by topic or unit group. 

• Schedule short update sessions each term. 

• Use peer review to confirm changes and reduce rework. 

Large RTOs and public providers: 

• Create defined roles for product and assessment updates. 

• Maintain central resource pools with clear ownership. 

• Fund planned time for industry liaison and release where possible. 
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Case study: Sharing responsibility for industry and assessment currency (Public RTO) 
 

Context 

An advanced trainer and assessor held deep knowledge of industry changes and assessment 

requirements. They liaised with industry, updated materials and answered system questions across the 

team. 
 

The challenge 

The trainer became a single point of failure. Change requests, updates, and questions increased. Much 

of this work occurred outside formal workload planning. Fatigue and frustration grew. 
 

The approach 

The provider redistributed responsibility by: 

• assigning rotating currency leads across unit clusters 

• creating shared update logs and templates 

• scheduling regular team briefings on changes 

• protecting time for industry liaison and resource updates 

Knowledge was deliberately shared rather than held by one person. 
 

Why it works 

This approach: 

• reduces cognitive load on individual trainers 

• improves continuity when staff change 

• supports consistent assessment decisions 

• treats currency work as core business, not extra effort 

The advanced trainer and assessor reported reduced pressure and stronger team capability. 
 

4.3.4.4 Preventing burnout and managing psychosocial risk 

Advanced trainers and assessors often carry emotional load. They support learners. They support 

peers. They also manage risk in complex delivery environments. This load rarely appears all at once. 

It accumulates over time. 

At this stage, burnout risk is often highest because pressure is normalised. Advanced trainers and 

assessors are seen as capable and reliable. Others go to them first. Over time, this can create a gap 

between how much they contribute and how visible or recognised that contribution is. 

Consultations described that early signs of overload at this stage are easy to miss. Advanced trainers 

and assessors often continue to perform well, even as fatigue increases. Because concerns do not 

show up as errors or complaints, organisations may assume everything is fine. 

Some organisations described embedding wellbeing and psychosocial risk conversations into existing 

structures. They brought health and safety partners into program lead meetings. They shared 

wellbeing updates alongside operational discussions. This helped keep wellbeing visible without 

treating it as a separate issue. 

Burnout prevention at this stage also depends on work design. Consultations showed that one-size-

fits-all approaches do not work. Some advanced trainers wanted program design or mentoring work 

for variety. Others needed clearer boundaries, flexibility or workload adjustment. Sustainable support 

requires choice, not assumptions. 
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Advanced trainers also need explicit permission to step back. Without this, people often continue 

carrying load out of loyalty, habit or fear of letting others down. Clear escalation pathways and shared 

responsibility reduce the risk that distress is carried privately. 

Organisation Reflection: 

How does your organisation notice early signs of overload in advanced trainers and assessors before 

burnout occurs? 

Applying this in practice: 

All RTOs: 

• Name psychosocial risk as a normal part of advanced practice. 

• Clarify escalation and referral pathways so advanced trainers do not carry issues alone. 

• Build recovery time into workload planning after peak delivery or change periods. 

Small RTOs: 

• Use external supports and local partnerships to reduce reliance on one person. 

• Schedule debrief time after challenging delivery blocks. 

• Keep mentoring and problem-solving boundaries clear. 

Medium RTOs: 

• Use simple triage approaches for complex learner or system issues. 

• Share wellbeing and safety updates through regular forums, not only policy. 

• Include wellbeing and load review in routine planning discussions. 

Large RTOs and public providers: 

• Embed psychosocial risk into health and safety and workforce planning systems. 

• Ensure trade-informed support staff work closely with delivery teams. 

• Use individual planning to tailor burnout prevention and role sustainability. 
 

Case study: Shared responsibility for compliance and wellbeing (Private RTO) 
 

Context 

A private registered training organisation delivering training to the automotive and engineering sectors 

employed a small team of experienced trainers and assessors. Many trainers worked independently 

across sites or classrooms, with limited day-to-day contact with peers. 

Several trainers were highly experienced and trusted to manage delivery, assessment and compliance 

requirements with minimal oversight. 
 

The challenge 

Advanced trainers carried a significant hidden workload, particularly related to: 

• compliance interpretation 

• assessment documentation 

• responding to system changes 

• supporting peers informally 

This work was often absorbed by the same individuals because they were capable and reliable. Over 

time, this led to fatigue and a risk of burnout. Trainers described isolation and pressure to “just deal with 

it” rather than escalate concerns. 
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Formal wellbeing supports existed, but trainers reported that they were most effective when paired with 

regular, low-stakes connection, rather than reactive support once problems escalated. 
 

The approach 

The provider shifted from relying on individual capability to shared responsibility, making several 

practical changes: 

• Compliance and quality tasks were distributed across the team, rather than sitting with one or two 

senior trainers. 

• Regular, informal weekly debrief sessions were introduced, creating space to raise issues early. 

• Trainers were encouraged to share solutions and clarify expectations together. 

• Digital systems and tools were deliberately used to reduce administrative load, rather than add new 

layers of work. 

These changes were embedded into normal operations rather than positioned as wellbeing initiatives. 
 

Why it works 

This approach: 

• reduces isolation for advanced trainers 

• prevents compliance and system knowledge from sitting with one person 

• normalises early conversations about workload and pressure 

• supports wellbeing through work design, not individual resilience 

Trainers reported feeling more connected, clearer about expectations and better supported to sustain 

their roles over time. 
 

4.3.5 DEI in practice at this career stage 

DEI at the advanced phase focuses on voice and influence. Advanced trainers often shape norms. 

Their behaviours set the tone for others. This gives them power and also pressure.  

Consultations indicated that underrepresented trainers may carry additional emotional work. They 

may act as visible role models. They may also support others informally. This can become invisible 

labour if organisations do not share the load. 

DEI also depends on everyday safety. This includes how teams respond to disrespect and exclusion. 

It includes how leaders respond when someone speaks up. When people do not feel safe, they stay 

quiet, and they leave.  

At this stage, inclusion also affects progression. Advanced trainers and assessors may move into 

senior roles. They may also choose to stay as expert practitioners. Organisations should value both 

paths.  

The subsections below strengthen DEI guidance at the advanced phase. They focus on sustainable 

inclusion, not tokenism. They also protect wellbeing. 

For practical reflection prompts to support inclusive everyday practice and safe voice at the advanced 

career stage, see Tool 7: DEI practice reflection prompts and Tool 8: Leadership DEI reflection 

prompts. 

Organisation Reflection: 

Whose voices shape decisions at this stage, and whose expertise is relied on but rarely acknowledged? 
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4.3.5.1 Inclusive peer leadership and safe voice 

Advanced trainers often lead informally. Colleagues watch what they accept, challenge or ignore. This 

makes informal peer leadership an important DEI lever. 

Consultations highlighted the importance of a safe voice at this stage. Trainers and assessors need 

to ask questions, name concerns and share uncertainty without fear of judgement. When leaders and 

peers model this behaviour, psychological safety increases. When concerns are dismissed or 

minimised, silence grows. 

Safe voice also supports quality. It allows trainers to surface issues early, learn together and avoid 

preventable risk. This reduces pressure on individuals to cope alone. 

Advanced trainers may need explicit support to lead inclusively. This can include shared language, 

clear escalation pathways and visible backing from leaders. Without this support, advanced trainers 

may feel responsible for managing conflict or exclusion on their own. 

4.3.5.2 Reducing invisible load for underrepresented trainers 

Consultations described that some trainers from underrepresented groups take on additional support 

roles. This can include informal mentoring, advocacy or serving as a trusted contact for sensitive 

issues. This work can strengthen culture, but it also adds load. 

Invisible labour becomes a wellbeing risk when it is repeated and unrecognised. Trainers may be 

approached often because they are trusted or relatable. Over time, this can create pressure to remain 

constantly available. 

Organisations reduce this risk by sharing responsibility. Inclusion should not depend on one person 

carrying the emotional or cultural labour for others. Recognition, resourcing and choice all matter. 

Reducing invisible load also includes permission to step back. Advanced trainers should be able to 

decline or rotate additional responsibilities without loss of credibility. This protects wellbeing and 

supports long-term contribution. 

Organisation Reflection: 

Who is repeatedly asked to mentor, represent, or support others, and how visible is that work? 

4.3.5.3 Culturally safe mentoring for advanced practice 

Advanced trainers and assessors often mentor across cohorts, sites and contexts. Mentoring at this 

stage needs to respect identity, experience and choice. A single approach will not suit everyone. 

Consultations highlighted strengths-based mentoring approaches as protective. Trainers described 

feeling more confident when mentoring recognised what they brought, rather than focusing on 

perceived gaps. Mentoring that pushes conformity was described as undermining trust. 

Culturally safe mentoring also includes attention to language, behaviour and response to exclusion. 

It involves addressing racism, sexism or disrespect when they occur, rather than leaving individuals 

to manage these experiences alone. 

Some organisations highlighted the importance of appropriately resourcing cultural expertise. Paying 

for cultural advice and external support reduces reliance on informal buddies or unpaid labour. This 

supports fairness and sustainability. When mentoring supports identity and choice, confidence grows. 

Advanced practice should widen pathways, not narrow them. 
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4.3.6 What growth looks like 

Growth at the advanced phase is about sustainability and influence. It is not about doing more work. 

It is about doing the right work, with clear boundaries and less strain. 

Growth also shows in how trainers and assessors support others. Advanced trainers share skills and 

improve practice. They do this in ways that protect their energy and keep expectations realistic. 

Consultations described advanced trainers contributing to innovation in practical ways. They helped 

design programs, update resources and support change. Growth is healthier when organisations 

resource this work. Growth becomes risky when the work relies on unpaid time or quiet over-giving. 

Growth is not linear. Advanced trainers and assessors may need renewed support during change, 

illness, or role shifts. Strong systems treat this as normal and respond early. 

For some trainers, this stage leads into expert practice. For others, sustaining advanced practice over 

time is the goal. Both paths matter, and both need support. 

For prompts to help review whether contribution and influence remain sustainable over time, see Tool 

5: Mentoring check-in and reset prompts and Tool 10: Wellbeing check-in questions. 

Organisation Reflection: 

How does your organisation distinguish between sustainable contribution and quiet overload at this 

stage? 

4.3.6.1 Stable practice across complex contexts 

Advanced trainers and assessors show growth when they handle complexity with calm. They adapt 

delivery across contexts and maintain consistent assessment decisions. They rely less on last-minute 

fixes and more on clear routines. 

They also protect their energy. They plan ahead and use systems well. They know what matters most 

and when to escalate issues. This helps reduce hidden overtime. 

Advanced trainers also use peer learning well. They share practice and accept feedback. This keeps 

skill development active without adding pressure to perform perfectly. 

They stay connected to industry change and keep training aligned to current practice. This supports 

credibility and helps learners trust the training. 

4.3.6.2 Leadership without burnout 

Advanced trainers often lead without title. They coordinate, mentor and solve problems. Growth 

includes learning to set limits so this work stays sustainable. 

Consultations described that early action reduces burnout. Mentors and managers who notice 

workload changes can adjust support. This helps prevent issues from escalating into crises. 

Healthy leadership includes sharing responsibility. It includes guiding others to solutions. It does not 

include absorbing every issue or carrying a conflict alone. 

Growth at this stage also includes asking for help. When leaders model this, teams follow. This 

improves safety, learning and retention over time. 
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Case study: Knowing when to step back to sustain practice (Trainer and Assessor) 
 

Context 

An advanced trainer and assessor was highly regarded and often asked to mentor others, lead changes 

and support complex learners. They took pride in being reliable and capable. 
 

The challenge 

Over time, the trainer felt constant pressure to be available. They noticed rising fatigue and reduced 

enjoyment of teaching. Asking for help felt risky because others relied on them. 
 

The approach 

With organisational support, the trainer: 

• clarified mentoring boundaries 

• adjusted workload temporarily 

• stepped back from informal leadership tasks 

• accessed wellbeing support and debriefing 

Leaders reinforced that sustainability mattered more than constant availability. 
 

Why it works 

This approach: 

• distinguishes confidence from silent coping 

• normalises boundary setting at advanced stages 

• supports long-term retention 

• models healthy practice for others 

The trainer remained in the role with renewed energy and clarity. 
 

4.3.6.3 Contribution that is recognised and bounded 

Advanced trainers and assessors often contribute beyond their job descriptions. They update 

resources, support peers and lead change informally. This can strengthen quality, but it can also 

increase load. 

Growth is healthier when organisations recognise this contribution. Recognition can include time, role 

clarity and status. It works best when it is linked to design. 

When people assume contribution, resentment grows. When organisations recognise it fairly, trust 

and sustainability improve. 

Boundaries protect the trainer and the organisation. They reduce dependence on one person.  

4.3.6.4 Renewed learning and renewal periods 

Advanced trainers and assessors still learn. They need time to refresh and update skills. This includes 

new technology, industry practice, and teaching and assessment approaches. 

Consultations described regular professional development sessions as a way to maintain connection. 

These sessions also supported cross training and reduced isolation. They worked best when time 

was protected, and expectations were realistic. 

Renewal also includes emotional recovery. Trainers and assessors need time to debrief after periods 

of heavy workload. They also need clear access to support when work feels complex or emotionally 

demanding. When organisations plan renewal, trainers stay longer. When they ignore it, fatigue 

increases. This is a retention risk. 
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4.4 Expert trainer and assessor 

4.4.1 Phase snapshot 

Expert trainers and assessors have deep experience in both teaching and industry practice. They are 

trusted educators with strong professional judgement. They often shape how training is delivered, 

assessed and improved over time. 

People in this phase are not defined by job title. Some hold senior or specialist roles. Others remain 

expert practitioners without formal leadership positions. What they share is influence, credibility and 

long-term contribution. 

Some expert trainers and assessors are also in later career stages. For these trainers and assessors, 

wellbeing may be shaped by factors such as physical demands, cumulative workload and planning 

for future transitions. This does not reduce expertise, but it can change what sustainable contribution 

looks like. 

Expert practice at this stage is therefore diverse. Some trainers and assessors want to continue full 

delivery. Others want to adjust pace, focus, or role while remaining connected and valued. 

Expert trainers and assessors often carry organisational memory. They understand why systems 

exist, how practice has changed, and where risk sits. This knowledge is valuable, but it can also 

become invisible labour. 

What is not expected still matters. Expert trainers and assessors are not expected to carry 

organisational risk alone. They are not expected to be endlessly available. They need support to 

sustain their contribution over time. 

Organisation Reflection: 

How does your organisation recognise expert practice without relying on goodwill or over-extension? 

4.4.2 Capability focus 

Expert trainers and assessors demonstrate strong professional judgement. They adapt teaching and 

assessment confidently across contexts. They balance consistency with flexibility, particularly in 

complex or high-risk delivery environments. 

They often contribute beyond delivery. This can include program design, assessment validation, 

resource development and industry engagement. These contributions improve quality and credibility 

across the organisation. 

Expert trainers and assessors also model professional practice. Others observe how they handle 

complexity, boundaries and decision-making. This modelling shapes culture as much as formal policy. 

At this stage, capability includes knowing when not to act alone. Expert trainers recognise when to 

escalate, share responsibility or step back. This protects quality, wellbeing and sustainability. 

Capability at the expert stage also includes the ability to shape one's contribution over time. For some 

trainers, this may mean continuing intensive delivery. For others, it may involve mentoring, specialist 

work or reduced physical load. Supporting these choices helps retain expertise and protect wellbeing. 

Some expert trainers and assessors have progressed through enterprise training pathways that allow 

them to shift focus over time. These pathways can include mentoring, advisory or coordination roles 

alongside or instead of delivery. 

Consultations indicated that such pathways support sustained contribution at later career stages. 

Where options were visible and supported, expert trainers reported greater confidence adjusting pace 

or focus without loss of status or influence. 
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Organisation Reflection: 

Which expert contributions are visible and supported, and which rely on informal effort? 

4.4.3 Common wellbeing pressure points at this career stage 

Expert trainers and assessors often carry a hidden workload. Colleagues seek their advice, and 

leaders rely on their judgement. Over time, this can lead to constant interruptions and cognitive 

overload. 

Consultations described a risk of over-reliance at this stage. When expertise is concentrated in a 

small number of people, those individuals become single points of failure. This increases pressure 

and reduces team resilience. 

Many expert trainers described fatigue from always being expected to know the answer. They felt less 

able to ask for help because others expected certainty. This reduced help-seeking and increased 

isolation. 

Change fatigue was also common. Expert trainers and assessors often lead or absorb system 

change. Without time for recovery, repeated change increased the risk of burnout. 

Some expert trainers and assessors were also approaching later career stages. For some, work 

continued to provide purpose and connection. For others, physical demands, cumulative change and 

sustained pressure increased vulnerability. 

Consultations described mixed experiences at this stage. Some trainers wanted to reduce load or 

change focus while staying engaged. Others felt pressure to keep pace with new systems, even when 

capacity had changed. 

For expert trainers and assessors adjusting pace, focus or role over time, Tool 9: 30/60/90-day 

transition guide can support intentional planning for change.  

Recognition at the expert stage was closely linked to sustainability and respect. Expert trainers and 

assessors reported feeling valued when organisations recognised not only what they contributed, but 

also how and when they contributed. Recognition that supported choice helped protect wellbeing. 

Where recognition focused only on output or availability, fatigue increased, and capacity changes 

remained unspoken. Where organisations supported changes in pace, focus or role, expert trainers 

reported stronger engagement and improved retention. 

When expert contribution becomes assumed rather than designed, Tool 2: Support consideration 

checks can help surface where responsibility, availability or workload may need to shift. 

Supporting wellbeing at this stage includes respectful transition planning. This involves recognising 

contributions, supporting choice and planning for knowledge continuity without rushing the exit. When 

handled well, expert trainers can remain engaged and well while supporting workforce sustainability. 

Organisation Reflection: 

How does your organisation support expert trainers who want to change pace, reduce load, or plan 

transition, without loss of respect or influence? 
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4.4.4 Support and wellbeing considerations at this stage 

Support at the expert stage focuses on sustainability rather than capability building. The aim is to 

protect energy, judgement and long-term contribution. Support must also recognise that expert 

contributions change over time and that sustainability may look different across career stages. 

Expert trainers and assessors benefit from clear role design. When organisations define expert roles 

well, contribution is intentional rather than assumed. This prevents role creep and hidden labour. 

Mentoring focuses on people; knowledge sharing and peer networks focus on systems. 

Expert support looks different from advanced support. At the advanced phase, support often focuses 

on managing load and informal leadership. At the expert phase, support must also protect legacy 

knowledge, role sustainability and planned transition. Organisations should design expert 

contributions so that they remain a choice, not an obligation. This reduces risk and improves retention. 

Where expert trainers are carrying capability, system or change responsibilities, Tool 12: Reviewing 

capability-building design can help organisations check whether expectations are resourced and 

shared, rather than absorbed by individuals. 

Support also includes permission to pause, reduce load or change focus. Expert contribution is not 

linear. People may move between intensive and lighter periods over time. 

The sections below focus on protecting expert practice while maintaining quality and wellbeing. 
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4.4.4.1 Role clarity and bounded contribution 

Expert trainers and assessors often contribute across multiple areas. Without clear boundaries, 

contribution can quietly expand. 

For some expert trainers and assessors, particularly those later in their careers, unclear role 

boundaries can increase strain. When expectations remain implicit, trainers may continue contributing 

at unsustainable levels out of loyalty or habit. Clear role design supports choice rather than quiet 

endurance. 

Consultations described positive outcomes when organisations clarified expert roles. This included 

defining scope, time allocation and decision authority. Clear design reduced pressure and improved 

focus. 

Tool 5: Mentoring check-in and reset prompts can also be used at the expert stage to review whether 

mentoring, advisory or knowledge-sharing roles remain sustainable and well-bounded. 

Boundaries also protect equity. When contribution is optional and recognised, organisations avoid 

relying on the same people repeatedly. 

Applying this in practice 

All RTOs: 

• Clearly define expert roles and expected scope. 

• Make expert contribution visible and recognised. 

• Review expert workload regularly. 

• Invite regular conversations about changing capacity or focus over time. 

Small RTOs: 

• Rotate specialist tasks where possible. 

• Use external expertise to reduce reliance on one person. 

Medium RTOs: 

• Agree on role focus annually and revisit during change. 

• Protect time for expert work within the workload. 

Large RTOs and public providers: 

• Use defined expert or specialist roles. 

• Track expert contribution to prevent overuse. 
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Case study: Clarifying expert roles to prevent quiet overload (Public RTO) 
 

Context 

A public provider relied on several long-serving expert trainers and assessors to support delivery quality, 

assessment decisions and compliance interpretation. These trainers and assessors were widely 

respected and frequently consulted by colleagues and managers. 
 

The challenge 

Over time, expert trainers and assessors became informal problem solvers. Requests for advice, 

troubleshooting, and mentoring increased, often interrupting core teaching work. Expectations were 

unspoken, and contributions expanded without changes to workload or role clarity. 

Several expert trainers and assessors reported fatigue and concern about sustaining their role long term. 

Some were also approaching later career stages and wanted to remain engaged without maintaining the 

same intensity of contribution. 
 

The approach 

The provider clarified expert roles across the team. This included: 

• defining the scope of expert contribution 

• allocating time within the workload for expert work 

• naming what sat outside the expert role and required escalation 

• creating space for experts to adjust focus or pace over time 

Role conversations were revisited annually and during periods of change. 
 

Why it works 

This approach: 

• reduced interruption and hidden workload 

• supported late-career expert trainers and assessors to remain engaged without over-extension 

• improved clarity for managers and peers 

• protected quality by making expertise intentional rather than assumed 

Expert trainers and assessors reported greater confidence in setting boundaries and stronger wellbeing. 
  

4.4.4.2 Knowledge sharing without overload 

Expert trainers and assessors often hold critical knowledge. When this knowledge sits with individuals, 

risk increases. 

Late-career expert trainers often hold deep organisational knowledge. When this knowledge is not 

documented or shared, pressure increases as retirement approaches. Structured knowledge sharing 

protects both wellbeing and continuity, without relying on constant availability. 

To reduce reliance on constant availability while protecting continuity, Tool 6: Scalable mentoring 

models can also support structured approaches to knowledge-sharing that distribute expertise more 

evenly. Consultations described effective approaches that spread expertise. These included shared 

resources, peer learning and documentation of key decisions. 

Knowledge sharing works best when it is structured and time-limited. Informal, constant interruption 

increases fatigue. 
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Applying this in practice: 

All RTOs: 

• Identify which knowledge is critical to quality, safety or continuity. 

• Move from relying on individuals to using shared systems and resources. 

• Protect expert trainers from constant interruption by structuring access to knowledge. 

Small RTOs: 

• Use simple shared documents or logs to capture key decisions and updates. 

• Schedule time-limited knowledge sharing conversations rather than ad hoc requests. 

• Plan early for knowledge continuity where expertise sits with one or two people. 

Medium RTOs: 

• Create shared resource banks and clear version control for expert content. 

• Use peer learning sessions to spread knowledge without relying on one expert. 

• Build knowledge transfer into workload planning, not as an extra task. 

Large RTOs and public providers: 

• Document critical processes, decisions and industry updates centrally. 

• Use rotating or time-bound expert roles to reduce reliance on constant availability. 

• Support planned knowledge transfer as part of late-career or transition planning. 
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Case study: Structured knowledge sharing to support continuity (Private RTO) 
 

Context 

A private provider delivering training in the mining and automotive industries relied on a small number of 

expert trainers and assessors who held deep knowledge of assessment decisions, industry updates and 

system workarounds. 
 

The challenge 

Knowledge sat with individuals rather than systems. Expert trainers and assessors were frequently 

interrupted for advice. As some trainers and assessors considered reducing hours or planning future 

transitions, pressure increased to “hold things together”. 
 

The approach 

The provider introduced structured knowledge sharing, including: 

• shared decision logs for assessment and compliance 

• short, scheduled knowledge sharing sessions 

• documented guidance for recurring issues 

• clear points of contact rather than open access 

Knowledge transfer was built into workload planning rather than treated as an extra task. 
 

Why it works 

This approach: 

• reduced constant interruption of expert trainers 

• supported late-career transition planning 

• improved consistency across the team 

• reduced organisational risk linked to single points of failure 

Expert trainers reported lower cognitive load and greater confidence stepping back when needed. 
  

4.4.4.3 Renewal, rest and sustained practice 

Expert trainers and assessors need planned renewal to sustain contribution. This includes 

professional learning, industry engagement and recovery after demanding periods. For some later-

career trainers, renewal may also include reduced physical load, a changed focus or different work 

rhythms. 

Consultations described the benefits of planned renewal. Short breaks from intensive delivery, project-

based work or learning time helped sustain motivation. Without renewal, even highly capable trainers 

disengage. This is a retention risk, not an individual weakness. 

Consultations described that when organisations plan renewal and transition early, expert trainers 

remain engaged for longer. When renewal is ignored, fatigue increases, and exits become abrupt. 

This is a wellbeing and continuity issue, not an individual failing. 

Applying this in practice 

All RTOs: 

• Plan renewal into workload cycles. 

• Acknowledge fatigue after peak periods. 
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Small RTOs: 

• Use flexible scheduling to allow recovery. 

• Support external professional learning. 

Medium and large RTOs: 

• Build renewal into workforce planning. 

• Offer varied contribution pathways over time. 

 
 

Case study: Renewal and role redesign to sustain expert practice (Public RTO) 
 

Context 

An enterprise RTO employed several expert trainers with long service histories. These trainers were 

central to delivery, mentoring and program updates. Many had supported multiple system changes over 

time. 
 

The challenge 

Repeated change and high responsibility led to fatigue. Some expert trainers wanted to continue 

contributing but needed reduced physical load or different work rhythms. Without planning, the risk of 

abrupt exits increased. 
 

The approach 

The organisation introduced planned renewal options, including: 

• temporary shifts from delivery to project work 

• reduced travel and physical demands 

• time-limited advisory roles 

• protected recovery periods after peak delivery cycles  

Renewal conversations were normalised and framed as workforce sustainability rather than individual 

performance. 
 

Why it works 

This approach: 

• supported wellbeing without losing expertise 

• improved retention of late-career expert trainers 

• reduced burnout risk during periods of change 

• strengthened succession and continuity planning 

Expert trainers remained engaged and reported renewed motivation. 
 

4.4.4.4 Trauma-informed practice through expert role design and leadership 

Expert trainers and assessors regularly work where stress, distress, or past harm are present, even 

when these experiences are not disclosed. Learners may carry cumulative disadvantage, exposure 

to trauma, or ongoing pressure from work and life. Colleagues may also experience fatigue, moral 

distress or burnout over time. 

At the expert career stage, trauma-informed practice focuses on how work is designed, supported 

and led. It does not involve expert trainers and assessors taking on counselling, therapeutic or 

wellbeing roles. Instead, it emphasises clear boundaries, predictable responses, and systems that 

reduce the risk of re-traumatisation for learners and staff. 
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Consultations highlighted that expert trainers and assessors are often the first people approached 

when situations feel complex or emotionally heavy. Without clear guidance, this can create unspoken 

pressure to absorb distress, “hold” learners or colleagues, or resolve issues individually. Trauma-

informed design shifts responsibility back to systems through escalation pathways, referral processes 

and shared expectations. 

At this stage, expert trainers and assessors also shape how others respond to challenge. Their 

language, boundary setting, and referral decisions signal what is acceptable practice. Trauma-

informed leadership reinforces that listening has limits, referral is a professional practice, and support 

is a shared organisational responsibility. 

When trauma-informed principles are embedded into expert roles, organisations protect wellbeing 

while maintaining quality and consistency. Expert trainers can continue to contribute confidently 

without accumulating hidden emotional or cognitive load. 

Applying this in practice 

All RTOs: 

• Make referral and escalation pathways clear and visible. 

• Reinforce that expert trainers are not counsellors or crisis responders. 

• Support consistent responses to distress across teams. 

Small RTOs: 

• Map trusted external referral options and document escalation steps. 

• Name boundaries explicitly to avoid reliance on individual judgement. 

• Use regular check-ins to notice early signs of overload. 

Medium RTOs: 

• Align learner support teams with delivery contexts and trade realities. 

• Clarify where expert responsibility ends and system responsibility begins. 

• Provide guidance on responding to distress without absorbing risk. 

Large RTOs and public providers: 

• Embed trauma-informed principles into learner support and wellbeing systems. 

• Ensure expert roles are supported by clear triage and referral processes. 

• Include psychosocial risk awareness in leadership and expert role design. 

4.4.5 DEI in practice at this career stage 

At the expert phase, DEI focuses on voice, influence and fairness. Expert trainers often shape 

decisions and culture. 

Inclusion at the expert stage also includes age diversity. Late-career trainers may experience 

assumptions about capacity, adaptability or relevance. Respectful inclusion recognises expertise 

while supporting choice and flexibility. 

Underrepresented trainers may carry extra visibility. They may mentor others or represent diversity 

informally. Without recognition, this becomes invisible labour. 

Inclusion at this stage means sharing influence. It means valuing different expert pathways, not only 

leadership progression. 

For organisational-level reflection and planning related to DEI, voice and accountability, see Tool 8: 

Leadership DEI reflection prompts and the optional Tool 11: DEI Action Plan template. 
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4.4.5.1 Valuing different expert pathways 

Not all experts want leadership roles. Some prefer to remain specialist practitioners. These trainers 

and assessors still shape quality through practice, advice and consistency. They often hold deep 

knowledge of what works in real delivery contexts. 

Consultations highlighted the importance of valuing both paths equally. When organisations reward 

leadership but not expert practitioners, expert practitioners can feel pressured to move into 

management or disengage. This reduces retention and can weaken a culture of quality. 

Inclusive practice recognises contribution in multiple forms. Expert contribution may include 

mentoring, program development, assessment validation, industry engagement or specialist delivery. 

Organisations should make these contributions visible and respected. 

Some late-career experts may also prefer roles that reduce physical load or constant change 

pressure. Valuing these pathways supports wellbeing and workforce continuity. It also prevents the 

false idea that stepping back means losing value. 

Organisation Reflection: 

Whose expertise shapes decisions, and who is missing from those conversations? 

4.4.5.2 Reducing invisible labour 

Expert trainers and assessors from underrepresented groups are often asked to support others. This 

can include informal mentoring, advocacy or acting as a trusted person for difficult conversations. This 

work can improve culture, but it also adds load. 

Invisible labour becomes a wellbeing risk when it is repeated and unrecognised. People may be seen 

as always available because they are experienced and trusted. This can create pressure to keep 

giving, even during high workload periods. 

Organisations can distribute responsibility and resources for cultural expertise appropriately, including 

sourcing cultural advice through proper channels rather than relying on informal arrangements. It also 

includes making space for people to step back without judgement. 

Late-career experts can also carry invisible labour. They may be asked to train others, hold knowledge 

or support change without being allocated time. Naming this risk early helps protect wellbeing and 

makes planning easier. 

4.4.6 What growth looks like 

Growth at the expert phase is about sustained contribution over time. This may include change, 

renewal or transition, not expansion. 

Expert trainers grow when they can: 

• contribute without over-extension 

• share knowledge without constant demand 

• step back without loss of status 

Growth is non-linear. Experts may need renewed support during change, illness or life transitions. 

Strong systems anticipate this. For some expert trainers and assessors, growth includes planning 

how and when to step back, while ensuring knowledge continuity and personal wellbeing. 

Growth at this stage includes knowing what to stop doing. Expert trainers grow when they can set 

boundaries without losing respect. They also grow when they can share knowledge without becoming 

the default help desk. These are signs of sustainable expertise, not reduced commitment. 
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For prompts to review whether expert contributions remain sustainable, well-bounded and 

appropriately supported over time, see Tool 5: Mentoring check-in and reset prompts.  

Organisation Reflection: 

How do you distinguish between valued expertise and quiet overload at this stage? 

4.4.6.1 Sustainable influence 

Expert trainers and assessors show growth when they shape practice without carrying everything 

themselves. They influence systems, not just outcomes. This includes improving templates, updating 

resources and strengthening decision-making across teams. 

Sustainable influence also means building capability in others. Expert trainers and assessors grow 

when they coach others to make decisions, rather than answering every question. This reduces 

dependence and supports workforce continuity. 

Influence becomes unhealthy when it relies on constant availability. Expert trainers and assessors 

can serve as informal gatekeepers for quality and risk. This increases fatigue and reduces time for 

their core work. 

For some late-career expert trainers and assessors, sustainable influence also includes stepping into 

advisory roles. They may prefer time-limited projects, validation support or coaching work. These roles 

protect wellbeing while maintaining strong contribution. 

Organisation Reflection: 

Where do experts influence systems in your organisation, and how is that influence supported? 

4.4.6.2 Renewal over endurance 

Long-term contribution relies on renewal. Endurance without recovery leads to loss. Expert trainers 

and assessors often remain productive even when fatigued, which can hide risk. 

Renewal at this stage includes time to learn, reflect and reset. It may also include shifting focus for a 

period. Some experts benefit from moving between delivery, project work and mentoring. 

Renewal becomes essential during major change. Expert trainers and assessors are often asked to 

lead system updates or fix quality issues. Without planned recovery, change becomes a repeated 

strain. 

For some late-career expert trainers and assessors, renewal also includes planning a transition. This 

can involve reducing physical load, reducing travel or changing delivery contexts. Planning this early 

protects wellbeing and keeps expertise in the system longer. 

4.4.6.3 Leaving well and knowledge continuity 

Some expert trainers and assessors will eventually leave or reduce involvement. Planning for this 

protects continuity and honours contributions. It also prevents sudden gaps that increase pressure on 

others. 

Leaving well does not mean leaving quickly. Many late-career expert trainers and assessors want to 

remain connected, but at a pace that suits them. Organisations can support this through phased 

transitions, advisory roles or mentoring support. 

Knowledge continuity improves when organisations plan early. It also improves when knowledge is 

stored in shared systems rather than in people’s heads. This protects wellbeing because experts do 

not feel responsible for holding everything together. 
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A respectful transition includes recognition. This can be practical, such as celebrating contributions 

and documenting key knowledge. It can also include supporting the expert to decide what they want 

next. 

 

Case study: Peer-to-peer network to protect expert knowledge over time (Trainer and Assessor) 
 

Context 

An expert trainer and assessor had worked in training for many years and taught across multiple 

programs. They were well known for taking on extra work and sharing knowledge across their trade 

areas. 
 

The challenge 

The trainer described a common risk in training teams. Knowledge can sit with a few people and become 

hard to replace. When key people leave or step back, others can feel exposed and unsupported. The 

trainer also noted that mentoring and support often fail when teams run at full load, and no one has time 

to help.  
 

The approach 

The trainer described a practical way to protect knowledge without relying on one workplace or one 

person. They facilitated a peer group across locations so trainers could share what worked, discuss 

common issues and learn from each other. The trainer described this as peer support that sits alongside 

formal mentoring. 
 

Why it works 

This approach: 

• spreads expert knowledge across more people rather than keeping it in one place 

• reduces reliance on a single expert being constantly available 

• supports continuity when someone leaves, reduces hours or changes roles 

• strengthens connection and reduces isolation for trainers who work in small teams or remote 

contexts  

The trainer described this kind of peer model as a realistic way to support trainer wellbeing and 

capability when formal mentoring time is limited. 
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Part 5 – Implementation toolkit: tools, templates and 

pathways 

Part 5 brings together a practical implementation toolkit to support application of the guidance set out 

in Parts 2–4.  

The tools in Part 5 are practical resources such as reflection prompts, conversation starters, summary 

tables and planning templates. They are designed to be used, adapted and revisited over time. 

The tools and templates in this section are designed to be optional, adaptable and supportive. They 

do not introduce new requirements or expectations. Instead, they provide practical ways to reflect, 

plan and act in everyday practice to support trainer and assessor wellbeing, inclusion and sustainable 

work design. 

Part 5 focuses on application rather than explanation: 

• Part 2 sets out the DEI and wellbeing principles that inform the use of the tools. 

• Part 3 outlines shared, whole-of-career support domains. 

• Part 4 provides detailed guidance for each career stage. 

The tools in Part 5 can be used individually or in combination and adapted to different organisational 

contexts. They are intended to support practical use rather than sequential reading.  

Because these resources are often accessed individually, the guide below offers optional ways to 

orient yourself to Part 5 based on your current focus. 

Ways people often use Part 5 

People come to this section at different points and for different reasons. You can use the tools 

individually, search for what you need, or go directly to areas that reflect your current focus. 

You might find it helpful to start here if you are: 

• Reviewing how mentoring or peer support is working 

Tools that support mentoring conversations, boundaries and sustainability include the 

mentoring conversation starter, boundary and reset prompts, and scalable mentoring models 

(Tools 3–6). 

• Navigating a period of transition or change 

The 30/60/90-day transition guide (Tool 9) supports reflection and planning during role change, 

re-entry or shifts in delivery context. 

• Noticing rising workload, pressure or fatigue 

The support consideration checks and wellbeing check in questions (Tools 2 and 10) help 

surface early signals and guide conversations before pressure escalates. 

• Reflecting on inclusion, safety and everyday practice 

DEI reflection prompts for teams and leaders (Tools 7 and 8) support low-stakes discussion 

without turning DEI into a compliance exercise. 
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• Planning or reviewing organisational DEI activity 

The DEI Action Plan template (Tool 11) supports focused, discretionary planning aligned to 

wellbeing and organisational capacity. 

• Reviewing how capability-building is designed 

The capability-building design review tool (Tool 12) supports reflection on whether learning 

expectations are helping or adding strain. 

• Looking for a quick overview of career-phase patterns 

The career-phase summary table (Tool 1) provides a high-level reference drawn from the 

detailed guidance in Part 4. 

These entry points are indicative only. All resources in Part 5 are optional, adaptable and can be used 

on their own or alongside other parts of the guidance. 

5.1 Supporting tools and practical resources 

Primary audience: Trainers, assessors, mentors and teams 

This section brings together practical tools to support everyday reflection, conversation and action 

across trainer and assessor career stages. 

The tools are designed to be used flexibly to: 

• support shared understanding of support needs 

• prompt constructive conversations about workload, wellbeing and inclusion 

• clarify roles, expectations and boundaries 

• strengthen mentoring and peer support without creating a hidden workload 

The tools are optional and adaptable. They are intended to guide discussion and decision-making 

rather than prescribe uniform responses and can be used individually or in combination depending on 

context and need. 
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5.1.1 Tool 1: Career stage summary table 

Why this tool exists 

In consultation, trainers and assessors described that support often drops away because career stages are 

assumed rather than discussed. This tool responds to the career-phase patterns and pressure points described 

in Part 4 by providing a shared, practical way to recognise how focus and support needs typically change over 

time. 

What the tool is 

A quick reference table that summarises the typical focus, wellbeing pressure points and support signals 

associated with each trainer and assessor career stage. 

Who the tool is for 

Trainers, assessors, mentors, leaders and support staff. 

When to use the tool 

Use this tool when a shared understanding of career-phase needs would help, including during induction, 

mentoring conversations, coaching, or workforce and capability planning. 

How to use the tool 

Use the table as a conversation prompt. It is designed to help teams notice how focus, pressure points and 

support needs often shift across a career, rather than to label individuals or predict experience. 

Career stage Primary focus Common wellbeing 
pressure points 

Support signals to be 
mindful of 

New entrant Capability, confidence, 
belonging 

Cognitive overload, isolation, 
unclear expectations and 
fear of making mistakes 

Withdrawal, over-preparation 
and reluctance to ask 
questions 

Establishing Consistency, workload 
management and 
professional identity 

Competing demands, "doing 
it all”, early burnout risk 

Extended hours, frustration, 
loss of confidence 

Advanced Sustainability, growth, 
influence 

Stagnation, role creep, 
invisible labour 

Cynicism, disengagement, 
boundary erosion 

Expert Legacy, transition, 
knowledge sharing 

Change fatigue, feeling 
undervalued 

Reduced engagement, 
withdrawal from 
development 

This summary is derived from the Career stage Snapshot tables in Part 4 of this guidance document and is 

provided as a quick reference only. Detailed guidance for each phase appears in Sections 4.1 - 4.4. 
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5.1.2 Tool 2: Support consideration checks (reflection prompts) 

Why this tool exists 

In consultation, trainers and assessors described that workload and support issues often go unspoken until 

pressure becomes visible. This tool addresses the common wellbeing pressure points outlined in Part 4 by 

providing a simple way to surface support needs earlier through everyday conversations. 

What the tool is 

A set of reflection prompts designed to support conversations about workload, support and inclusion, without 

positioning these discussions as an audit, compliance or performance activity. 

Who the tool is for 

Trainers, assessors, and those supporting them, including mentors, supervisors and team leaders. 

When to use the tool 

Use this tool: 

• during one-to-one or team conversations 

• when support needs feel unclear or unspoken 

• when pressure is building but before issues escalate 

How to use the tool 

Select one or two prompt areas and explore them through dialogue. Use the prompts to notice patterns and 

pressure points, rather than to assess individuals or record responses. 

Role clarity and workload 

• Are expectations clear and realistic for this career stage? 

• Where might important work be occurring that is not formally recognised? 

• Which tasks are taking the most mental effort or emotional energy? 

Support and connection 

• Where does this person usually turn when they are unsure or stuck? 

• Are peer or mentoring supports visible and accessible? 

• Are support pathways clear and psychologically safe to use? 

Systems and environment 

• Are systems supporting effective practice, or creating friction? 

• Where does unnecessary administrative effort sit? 

• How flexible are current arrangements when pressure increases? 

Wellbeing and boundaries 

• Are boundaries around availability and workload clear? 

• Are early signs of overload noticed and responded to? 
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5.1.3 Designing and sustaining mentoring 

This section provides practical tools to support mentoring and peer support in ways that are 

intentional, bounded and sustainable. 

Rather than defining a single mentoring model or prescribing roles, the tools in this section focus on: 

• starting mentoring conversations well 

• keeping mentoring focused and appropriately bounded 

• pausing, reviewing or resetting support as needs shift 

• selecting mentoring approaches that fit organisational context and capacity 

The tools can be used individually or together, depending on mentoring maturity and organisational 

size, and are designed to support shared responsibility without creating hidden workload or reliance 

on informal goodwill. 

5.1.3.1 Tool 3: Mentoring conversation starter 

A shared prompt guide for mentors and mentees 

Why this tool exists 

Consultation identified that mentoring often starts informally or inconsistently, with expectations left unspoken. 

This tool responds to the mentoring gaps described across Part 4, by supporting clear, respectful conversations 

that help mentors and mentees establish focus, boundaries and shared expectations early. 

What the tool is 

A short set of prompts to help mentors and mentees start mentoring or buddy conversations in a clear and 

constructive way. 

Who the tool is for 

Mentors, buddies and mentees across all career stages. 

When to use the tool 

Use this tool at the start of a mentoring or buddy relationship, particularly during onboarding, role change or 

other transition points. 

How to use the tool 

Use the prompts flexibly to guide early conversations and establish a shared focus. Select what is useful and 

leave the rest. The tool is designed to support connection, clarity and sense-making, not to assess performance. 

1. Setting the scene (use at the first conversation) 

For the mentee 

• What aspects of your role feel new or less familiar right now? 

• What is taking the most energy at the moment? 

• What is going better than you expected? 

For the mentor 

• Looking back, what stood out for you at a similar stage? 

• What do people often wish they had understood earlier? 

• What kinds of support tend to be most helpful at this point? 

2. Understanding support needs (early check-in prompts) 

Try exploring together: 

• Where do you feel most confident right now? 

• Where are things still forming or are less clear? 
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• What feels more demanding than expected? 

• What do you find yourself checking or revisiting to make sure it's right? 

Optional mentor prompt 

If we fast-forward three months, what would you hope feels easier or more settled? 

3. Navigating boundaries and expectations 

Conversation starters 

• What kinds of issues feel appropriate to bring to this mentoring space? 

• What would you prefer to take elsewhere (manager, support team, systems)? 

• How do you usually like to work through challenges – talking it through, thinking it through first or 

seeing practical examples? 

Mentor reflection (internal) 

• Am I supporting understanding, or moving too quickly into fixing? 

• Am I helping build capability, or taking on responsibility that isn’t mine? 

4. When things feel heavy (protective prompts) 

If the mentee raises pressure or fatigue 

• Which aspects feel most draining right now? 

• Is this mainly about the work itself, the systems or role boundaries? 

• What would make this feel more manageable in the short term? 

Mentors pause point 

• Is this something I can support thinking through, or does it need broader support? 

• What pathways could help without placing responsibility back on the mentee? 

5. Making the mentoring space work 

Talk through 

• How often would check-ins feel useful right now? 

• What's a realistic time commitment for both of us? 

• How will we know if this is helping? 

• When should we review or reset how this arrangement is working? 

6. Closing the conversation 

Choose one 

• What is one useful takeaway from today? 

• What would you like to return to next time? 

• What would it help if I thought about before we meet again? 
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5.1.3.2 Tool 4: When support needs to shift 

Mentor boundary and wellbeing safeguard prompts 

Why this tool exists 

Across consultations, mentors described feeling unsure when support conversations became heavier over time. 

This tool responds to the boundary and emotional load risks outlined in Part 4, by helping mentors recognise 

when mentoring alone is no longer the right support and how to respond professionally without withdrawing 

care. 

What the tool is 

A set of prompts to help mentors notice when mentoring support needs to pause, shift or be supplemented by 

other forms of support. 

Who the tool is for 

Mentors, buddies and organisations supporting mentoring roles. 

When to use the tool 

Use this tool when mentoring conversations begin to feel heavy, boundaries blur, or issues arise that sit outside 

the mentoring role. 

How to use the tool 

Use the prompts to pause, reflect and name the situation respectfully. The tool supports professional boundary-

setting and referral without withdrawing care or unnecessarily escalating. 

1. Early signals to pause and reflect 

Mentors should pause and reflect if they notice patterns such as: 

• conversations repeatedly centred on distress, exhaustion or overwhelm 

• disclosures that sit beyond role-related or professional scope 

• increasing reliance on the mentoring relationship for emotional support 

• a sense that the mentor is carrying responsibility, rather than supporting sense-making 

2. Reflective pause 

Before responding, mentors can ask themselves: 

• Am I supporting understanding, or trying to resolve the situation myself? 

• Is this something I can help think through, or does it need wider support? 

• What responsibility sits with me, and what does not? 

These questions help prevent the gradual slide into the “accidental counsellor” role identified across 

consultations. 

3. Language for naming the shift 

Mentors can use simple, respectful language to acknowledge the moment without escalating unnecessarily. 

Example prompts 

• “This sounds really heavy, and I want to make sure you’re properly supported.” 

• “Some of this feels bigger than what mentoring alone can hold.” 

• “I can listen and help you think things through, and it may also help to bring in other support.” 

The aim is to normalise support-seeking, not to withdraw care. 

4. Encouraging next steps 

When support needs to shift, the mentor’s role is to: 

• acknowledge the issue 

• encourage appropriate support pathways 

• step back from problem-solving while staying respectful 
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Prompt questions 

• “Who else in the organisation is set up to support this?" 

• “What support options feel safest or most useful right now?" 

• “How can we make that next step easier?" 

Clear referral and escalation pathways protect trainer wellbeing and improve outcomes, particularly in male-

dominated and trade-based contexts where emotional labour is often unspoken. 

5. Organisational responsibility  

Mentors can only refer confidently when pathways are visible and trusted. 

Organisations play a critical role by: 

• making referral pathways clear and accessible 

• ensuring support staff understand training and trade contexts 

• reinforcing that referral is professional practice, not failure of care 

This tool works best when used alongside organisational guidance. 
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5.1.3.3 Tool 5: Mentoring check-in and reset prompts 

Keeping mentoring useful, bounded and sustainable 

Why this tool exists 

Consultation identified that mentoring often continues informally after its original purpose has passed, 

particularly for experienced trainers and assessors. This tool responds to the mentoring load and role-creep 

risks outlined in Part 4, by supporting periodic check-ins to confirm whether mentoring arrangements remain 

useful, appropriate and sustainable for everyone involved. 

What the tool is 

A short set of prompts to help mentors and mentees check in on how a mentoring or buddy relationship is 

working, and to reset focus or boundaries where needed. 

Who the tool is for 

Mentors, mentees, buddies and organisations supporting mentoring arrangements. 

When to use the tool 

Use this tool: 

• during ongoing mentoring relationships 

• when mentoring has become informal or open-ended 

• when roles, workload or expectations change 

• before mentoring becomes assumed rather than agreed 

How to use the tool 

Use one or two prompts during a regular or planned check-in. The aim is to review usefulness and sustainability, 

not to evaluate performance or measure commitment. 

 

1. Checking relevance and focus 

• What is the main purpose of this mentoring relationship right now? 

• Is the current focus still useful, or has it shifted over time? 

• Are we clear on what this mentoring space is for? 

2. Reviewing boundaries and load 

• How manageable does this mentoring feel alongside other responsibilities? 

• Have expectations about availability or responsibility grown without being discussed? 

• Is either of us carrying more than was originally intended? 

3. Reflecting on what is working 

• What aspects of this mentoring relationship are most helpful? 

• What support has made the biggest difference so far? 

• What feels less useful or no longer needed? 

4. Deciding what shifts may help 

• Does this mentoring need to continue as it is, change focus or pause for now? 

• Would different or additional support be more helpful at this stage? 

• What changes would improve sustainability for both of us? 

5. Agreeing on next steps 

• What do we want to continue doing? 

• What do we want to change or stop? 

• When should we check in again to see how this is working? 

Not all mentoring relationships need to be ongoing. Reviewing and resetting support are normal parts of 

sustainable practice. 
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5.1.3.4 Tool 6: Scalable mentoring models 

Choosing mentoring approaches that fit your organisation 

Why this tool exists 

Consultations identified that mentoring often evolves informally, leading to uneven load, role confusion and over-

reliance on a small number of experienced trainers. This tool responds to the mentoring design and sustainability 

issues described in Part 4, by helping organisations think through mentoring approaches that fit their size, 

capacity and career-phase mix. 

What the tool is 

A design tool to support organisations to plan mentoring approaches that are realistic, sustainable and suited to 

their size, structure and context. 

What this tool does not do 

This tool does not prescribe a single “best” mentoring model or require organisations to adopt all elements 

shown. It is intended to support thinking and design conversations, not to audit current practice or mandate 

change. 

Who the tool is for 

Leaders, managers, capability teams and others responsible for mentoring design and workforce support. 

When to use the tool 

Use this tool when designing, reviewing, or explaining mentoring approaches, particularly when capacity, 

workload or role clarity are concerns. 

How to use the tool 

Use the models to guide discussion about what mentoring support is needed, who carries it, and how it is 

bounded and reviewed. Models can be adapted, combined or simplified depending on organisational context 

and career-phase needs. 

1. Core principle (applies to all models) 

Across all organisation types: 

• mentoring works best when it is intentional, bounded and reviewed 

• support should shift over time, rather than disappear or accumulate by default 

• mentoring is not a substitute for management, performance processes or wellbeing services 

• mentoring must be recognised as real work 

2. Scalable mentoring models by organisation type 

Model 1 – Small providers 

Buddy-based and networked mentoring 

Typical context 

• small teams, overlapping roles 

• limited separation between mentor, manager and colleague 

• trainers often work independently or across sites 

What works well 

• short-term buddy support for day-to-day sense-making 

• external mentors or cross-RTO peer connections 

• clear, light-touch boundaries to prevent over-reliance 

Design guidance 

• mentoring conversations are short, predictable and time-bound 

• mentors are not expected to “hold everything” 
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• external or networked mentoring provides psychological safety where internal separation is not 

possible 

Watch-outs 

• role blur (manager = mentor = support) 

• informal mentoring becoming invisible workload 

• reliance on one experienced person 

Helpful tools 

• Tool 3 (conversation starter). 

• Tool 4 (when support needs to shift). 

• Tool 5 (check-in and reset). 

Model 2 – Medium providers 

Layered mentoring 

Typical context 

• multiple teams or programs 

• some role separation, with capacity constraints 

• mix of new, establishing and advanced trainers 

What works well 

• buddy or peer mentoring for operational questions 

• capability-focused mentoring for practice and confidence 

• flexibility to change mentors as needs shift 

Design guidance 

• mentoring roles are purpose-specific, not one-size-fits-all 

• mentors sit outside direct line management where possible 

• review points are built in to prevent drift 

Watch-outs 

• mentoring being assumed rather than designed 

• uneven mentoring load falling to the same people 

• mentoring continuing past its useful life 

Helpful tools 

• Tool 3 (conversation starter). 

• Tool 4 (boundary and referral safeguard). 

• Tool 5 (check-in and reset). 

 

Model 3 – Large, public or enterprise providers 

Structured mentoring ecosystem 

Typical context 

• large or dispersed workforce 

• multiple career stages represented 

• formal human resources (HR), wellbeing and capability structures 

What works well 

• cohort-based mentoring for new entrants 

• capability coaching for establishing trainers 

• clearly bounded mentoring roles for advanced and expert staff 

• internal referral and triage systems to protect mentor wellbeing 

Design guidance 

• mentoring roles are defined, resourced and reviewed 
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• mentoring load is monitored and distributed 

• mentoring is clearly separated from performance management 

Watch-outs 

• over-formalisation that reduces trust 

• mentors becoming default problem-solvers 

• mentoring continuing without review 

Helpful tools 

• Tool 3 (conversation starter). 

• Tool 4 (when support needs to shift). 

• Tool 5 (check-in and reset). 

3. Mentoring models across career stages 

Rather than a single program, mentoring typically shifts like this: 

• New entrant: buddy support and sense-making. 

• Establishing: capability-focused mentoring and coaching. 

• Advanced: bounded mentoring contributions, peer support. 

• Expert: strategic mentoring, knowledge-sharing, choice-based contribution. 

This reinforces the guidance principle that support evolves rather than accumulates. 
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5.1.4 DEI practice reflection questions 

This section provides reflection prompts to support everyday consideration of inclusion, belonging 

and psychological safety in teaching, assessment and team environments. 

Rather than focusing on policy or compliance, the tools in this section are designed to help individuals 

and teams notice how DEI shows up in day-to-day decisions, interactions and responses. 

The prompts are intended to: 

• support reflection on patterns and practices, not individuals 

• encourage shared responsibility for inclusion and wellbeing 

• inform small, practical changes in everyday work 

5.1.4.1 Tool 7: DEI practice reflection prompts 

Making everyday inclusion, belonging and safety visible 

Why this tool exists 

Consultation identified that inclusion is most often shaped by everyday decisions, interactions and responses, 

rather than formal policies. This tool responds to the DEI themes described in Part 2 and the day-to-day practice 

issues highlighted across Part 4, by supporting reflection on how systems, norms and behaviours affect who 

feels able to participate and contribute. 

What the tool is 

A set of reflection prompts designed to support everyday consideration of inclusion, belonging, psychological 

safety and equity in teams and delivery environments. 

Who the tool is for 

Teams, trainers, assessors and those supporting teaching and assessment practice. 

When to use the tool 

Use this tool to reflect on how inclusion and safety show up in day-to-day practice, particularly where issues 

may be unspoken, normalised or quietly affecting experience and participation. 

How to use the tool 

Use one prompt cluster at a time and explore it through discussion or quiet reflection. Focus on patterns, 

systems and everyday responses. Insights are intended to inform small, practical shifts, not to form formal DEI 

plans or activities. Not all prompts will be relevant in every context. Use what is helpful and leave the rest. 

DEI reflection prompts 

Attraction, entry and belonging 

• Who tends to be encouraged to apply for roles here, and who may receive signals that this is not a 

place for them? 

• What messages do job ads, induction processes or informal conversations send about what is 

valued or expected? 

• When we talk about the “right” or “best” person for a role, what criteria are prioritised and what may 

be overlooked? 

• Which strengths are consistently recognised and rewarded, and which are treated as risks or gaps? 

Gender, power and assimilation 

• Who adapts their behaviour to fit dominant norms, and what does that cost over time? 

• Who is expected to be resilient, flexible or “cope”, rather than supported through change or 

challenge? 

• What behaviours are rewarded or amplified, and which ones gradually disappear? 
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DEI reflection prompts 

First Nations representation, safety and progression 

• Where are First Nations trainers and assessors visible, and where are they absent? 

• What signals do First Nations staff receive about whether it is safe to speak up? 

• How are cultural obligations, ways of knowing or communication styles understood, or 

misunderstood in everyday practice? 

• Who carries cultural knowledge or cultural labour, and how is that work recognised and supported? 

Neurodiversity, disclosure and difference 

• Who appears to thrive under current systems, and who may be coping quietly? 

• Which processes rely on unspoken rules, speed or constant switching of attention? 

• What supports require disclosure, and what supports are available without it? 

• How safe does it feel to ask for adjustments without being labelled as difficult or incapable? 

Voice, safety and everyday responses 

• What typically happens when someone raises a concern, asks a question or makes a mistake? 

• How consistent are responses across people, teams and locations? 

• What do people learn from how leaders respond under pressure? 

• Where might silence be misread as confidence, agreement or capability? 

Workload, flexibility and access to support 

• Who has access to flexibility, and who absorbs the cost elsewhere? 

• Where does workload rely on goodwill rather than deliberate work design? 

• Who absorbs extra tasks because they are capable, reliable or “good with people”? 

• How visible is unpaid or hidden work across the team? 

If this reflection highlights patterns to explore, teams may choose to focus on one area at a time and 
consider small, practical changes to everyday practice, systems or expectations, rather than trying to 
address everything at once. 
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5.1.4.2 Tool 8: Leadership DEI reflection prompts 

Why this tool exists 

Consultation highlighted that leaders play a key role in shaping whether inclusion, safety and wellbeing are 

experienced in practice. This tool responds to the leadership signals, consistency gaps and response patterns 

described in Part 2 and across Part 4, by supporting reflection on how everyday decisions and behaviours 

influence who feels able to speak up, participate and stay. 

What the tool is 

A reflection prompt tool to help leaders consider how their everyday decisions, responses and signals influence 

inclusion, psychological safety and workforce wellbeing. 

What this tool does not do 

This tool does not assess intent, label behaviour or provide a score. It is designed to support awareness, 

learning and consistency, not to judge character or leadership style. 

Who the tool is for 

Leaders, managers, coordinators and others with supervisory or decision-making responsibility. 

When to use the tool 

Use this tool when reflecting on leadership practice, responding to concerns, or reviewing how inclusion and 

wellbeing are experienced across teams. 

How to use the tool 

Use the prompts individually or in leadership discussions. Focus on patterns, decisions and systems rather than 

personal traits. Not all prompts will be relevant in every context. Use what is helpful and leave the rest. 

Leadership DEI reflection prompts 

Signals leaders send 

• What do my everyday responses signal about what it is safe to raise? 

• When someone brings a concern, do I tend to listen first, move quickly to fixing, minimise the issue 
or defer action? 

• What behaviours are quietly rewarded through attention, approval or tolerance? 

Consistency and fairness 

• Are expectations applied consistently across people, teams and locations? 

• Where do I rely on discretion rather than clear guidance, and who benefits most from that? 

• Who has access to flexibility, and who absorbs the cost elsewhere? 

Gender, power and credibility 

• Whose behaviour tends to be described as “confident” versus “difficult” or “emotional”? 

• How do I respond when women raise concerns about workload, behaviour or culture? 

• Do I expect some people to adapt to the environment, rather than adjusting the environment itself? 

First Nations safety and accountability 

• What responsibility do I carry for ensuring First Nations staff feel safe, respected and heard in my 
area? 

• How do I tend to respond when First Nations staff raise concerns or different perspectives? 

• Where might I be relying on individuals to explain or carry cultural knowledge on behalf of the 

organisation? 

Neurodiversity, difference and disclosure 

• Which work practices rely on unspoken rules, speed or constant switching? 

• What support is available without requiring disclosure or justification? 

• How safe does it feel to ask for adjustments without risk to credibility or opportunity? 
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Leadership DEI reflection prompts 

Workload, wellbeing and shared responsibility 

• Where does wellbeing rely on individual resilience rather than work design? 

• Who absorbs extra work because they are capable, reliable or “good with people”? 

• How do I notice and respond to early signs of overload before performance is affected? 

When things go wrong 

• How do I respond when something fails, a mistake is made, or harm is raised? 

• Do people see learning, defensiveness or silence in my response? 

• What do my responses teach people about whether it is worth speaking up next time? 

If you are unsure or identify a gap 

If a prompt is hard to answer, that can be useful information. Leaders may choose to: 

• pause and learn, rather than answer quickly 

• check understanding by asking staff what helps them feel safe and supported 

• use existing supports (for example, people and culture, wellbeing, Aboriginal support teams or 
external training) 

• focus on one small change to improve clarity, consistency or safety in everyday practice 

This tool is designed to support reflection and learning over time, not to produce perfect answers. 
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5.2 Transition and support planning tools 

Primary audience: Trainers and assessors (with organisational support) 

This section provides practical tools to support trainers and assessors during periods of change, 

transition or fluctuating capacity across their careers. 

While Parts 2–4 describe principles and support approaches at different stages, the tools in this 

section focus on helping individuals and teams notice, name and plan support needs in real time. 

The tools are: 

• flexible and optional 

• conversation-based rather than procedural 

• designed to support early, low-stakes discussions 

• adaptable to different organisational contexts 

5.2.1 Tool 9: 30/60/90-day transition guide 

Why this tool exists 

Consultations highlighted that transitions into, within and across training roles often rely on people “coping 

through” increased effort, even when they are capable and experienced. This tool responds to the transition and 

workload risks described in Part 4, by supporting structured reflection and timely support during periods of 

change, rather than assuming immediate confidence or full capacity. 

What the tool is 

A structured reflection and support-planning guide to help trainers and assessors navigate periods of change in 

a supported, sustainable way. 

Who the tool is for 

Trainers and assessors, with support from supervisors, mentors or capability advisors. 

When to use the tool 

Use this tool during periods of transition, including: 

• entry into VET from industry 

• movement between career stages 

• changes in role, delivery context or workload 

• return from leave, illness or organisational change 

How to use the tool 

Use the guide to pause, reflect and plan support over time rather than assuming immediate confidence or full 

capacity. It can be used informally as a conversation prompt or integrated into induction, re-entry or transition 

processes, depending on organisational context. 

30/60/90-day transition guide 
Use this guide flexibly. Not all sections will be relevant in every context. 

1. Transition snapshot - Complete this section briefly before you start. 

What is changing for me in this transition? (For example, new role, new cohort, new delivery mode, new 

site, return from leave, increased responsibility) 

Which career stage best reflects what I am stepping into right now? (New entrant, establishing, advanced, 

expert, noting that movement is not linear) 

Who are my current support contacts? 

Teaching and assessment: ______________ 



 
 

AUSMASA | 98 

30/60/90-day transition guide 
Use this guide flexibly. Not all sections will be relevant in every context. 

Systems and admin: ___________________ 

Wellbeing and boundaries: _______________ 

One thing that will make the biggest difference in the next month is: 

A note before you begin 

During transitions, many trainers and assessors experience increased effort, uncertainty or pressure, even 
when they are capable and experienced. These experiences are common during change. They do not need 
to be justified, compared or minimised. They are useful signals about where support may help work feel 
more sustainable. 

2. First 30 days – Orientation and grounding 

What this stage is for 

In the early weeks of a transition, it is common to work harder than needed because systems, expectations, 

and boundaries are still forming. Support at this stage reduces uncertainty and helps you build confidence 

without rushing independence. 

Reflect 

Answer the questions that feel most relevant. Short notes are fine. 

Clarity and expectations 

• What do I understand well about what is expected right now? 

• What is still unclear, confusing or inconsistent? 

What do I think I should be able to do already, even if no one has said that? 

Systems and daily work 

• What tasks are taking the most mental effort at the moment? 

• Where am I spending extra time because I do not yet have a routine? 

What do I keep double-checking because I do not want to get it wrong? 

Support and connection 

• When I am unsure, do I ask early, or do I wait until I feel more confident? 

• Do I know whom to go to for quick questions, and does that feel safe? 

What kind of support tends to help me most at this stage (talking it through, watching someone, examples, 

step-by-step guidance)? 

Boundaries and wellbeing 

• What parts of the role feel emotionally heavy or hard to hold alone? 

• Am I clear on what sits within my role and what should be escalated or referred? 

Am I using unpaid time to keep up, avoid mistakes or reduce anxiety? 

Map your answers to support that may help 

Choose one or two support areas to focus on first. 

• If expectations feel unclear, I may need staged expectations and clear priorities, including what is 

not expected yet. 

• If systems feel heavy, I may need task-based guidance, short examples and someone to walk 

through the first few times. 

• If I am holding back questions, I may need a safe check-in point that is clearly supportive, not 

evaluative. 

• If boundaries feel unclear, I may need clear guidance on escalation and referral, including what to 

do and what happens next. 

• If I am relying on unpaid time to cope, I may need workload pacing or redesign support, not just 

personal time management. 

My next step for the next week 
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30/60/90-day transition guide 
Use this guide flexibly. Not all sections will be relevant in every context. 

• The one support I will ask for is: ___. 

• Who I will ask is: ___? 

Why this support matters for sustainable practice is: ___? 

3. Days 31 to 60 – Building confidence and consistency 

What this stage is for 

At this stage, confidence often improves in some areas while workload and complexity increase in others. 

This is where workload creep and silent coping can begin if support drops away by default. 

Reflect 

Answer the questions that feel most relevant. Short answers are fine. 

Clarity and expectations 

• What is starting to feel clearer now than it did at the beginning? 

• What expectations have increased since the first month, and were those changes explicit? 

What parts of the role still feel unclear, even though I am not new anymore? 

Workload and sustainability 

• What is taking most of my energy each week? 

• What work is becoming invisible or easy for others to overlook? 

What tasks are pushing into evenings or weekends, and why? 

Support and development 

• What support has helped most so far, and what support has faded? 

• Am I getting practical feedback that helps me improve, or am I mostly relying on trial and error? 

Do I feel comfortable naming what I still need, or do I feel pressure to appear fully capable? 

Boundaries and wellbeing 

• What situations increase emotional load for me (learner distress, conflict, isolation, unclear 

expectations)? 

• Do I know when to escalate and refer, and do I trust what happens after referral? 

What would help me feel more confident setting boundaries without feeling uncaring? 

Map your answers to support that may help 

Choose one or two support areas to focus on first. 

• If workload is growing without redesign, I may need prioritisation support and clarity about what 

matters most. 

• If I am doing a second shift of admin, I may need workflow fixes, templates and task-based system 

support. 

• If I am not sure about teaching or assessment decisions, I may need capability coaching that is 

practical and specific. 

• If I feel pressure to cope quietly, I may need regular check ins that normalise questions and reduce 

fear of judgement. 

• If boundaries are still hard, I may need clear referral pathways and a shared understanding of what 

I hold and what I hand over. 

My next step for the next week 

• The one support I will ask for is: ___. 

• Who I will ask is: ___? 

What will be different if I get this support ___? 

4. Days 61 to 90 – Consolidation and forward planning 

What this stage is for 
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30/60/90-day transition guide 
Use this guide flexibly. Not all sections will be relevant in every context. 

This stage is about consolidating what is working, naming what still needs support and planning sustainable 

practice. A common risk here is that support is withdrawn too early, even though things look stable on the 

surface. If confidence or workload shifts again due to a change in role, cohort, systems, or responsibilities, 

this guide can be revisited rather than starting from scratch. 

Reflect 

Answer the questions that feel most relevant. Short answers are fine. 

What is working 

• What parts of the role now feel more stable or manageable? 

• What supports have made the biggest difference during this transition? 

What would I want to keep doing because it helps me sustain the role? 

What still needs support 

• What is still taking more effort than it should? 

• What do I still avoid or delay because it feels uncertain or risky? 

What support do I still need, even if I look more confident now? 

Sustainable boundaries and shared responsibility 

• Where am I at risk of taking on extra responsibility because I am becoming capable and reliable? 

• What boundaries do I want to hold so the role stays sustainable? 

What are the early signs that I am shifting from development into overload? 

Looking ahead 

• What is coming next that may change my confidence or workload? (For example, new cohort, new 

delivery mode, new systems, more autonomy, mentoring others) 

• What support should continue, and what support should shift at this point? 

If I needed support again later, would I feel safe to ask for it? 

Map your answers to support that may help 

Choose one support focus for the next month. 

• If support is fading by default, I may need an intentional review of what continues and what 

changes. 

• If I am becoming a go-to person, I may need role clarity and boundaries, so responsibility does not 

quietly accumulate. 

• If the upcoming change is likely, I may need planned re-orientation, not reactive support. 

• If I still carry uncertainty, I may need ongoing coaching or peer connection, not a sudden shift to 

independence. 

My next step for the next week 

• The one support I want to continue or introduce is: ___. 

• Who I will ask is: ___? 

The benefit for my wellbeing and sustainable practice is___. 
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5.2.2 Tool 10: Wellbeing check-in questions 

Why this tool exists 

Consultation highlighted that pressure and fatigue are often noticed early but not named until they affect 

wellbeing or performance. This tool addresses the early-warning and sustainability issues described in Part 4 

by supporting brief, regular check-ins that surface pressure early and adjust support before issues escalate. 

What the tool is 

A set of short, non-diagnostic prompts to support regular conversations about workload, wellbeing and 

sustainability. 

Who the tool is for 

Trainers, assessors, mentors, supervisors and teams. 

When to use the tool 

Use this tool: 

• as a brief self-reflection 

• in one-to-one or peer check-in 

• in team conversations 

• during periods of increased workload, change or relative stability 

How to use the tool 

Use one or two prompts at a time and revisit them regularly. The prompts support early noticing and shared 

understanding. They are not intended to diagnose, assess or formally record wellbeing. 

Wellbeing check-in prompts 

Workload and energy 

• How does my workload feel in practice, not just on paper? 

• What parts of my work are taking the most energy right now? 

Am I finishing most days with enough capacity to recover before the next one? 

Clarity and cognitive load 

• How clear do I feel about what matters most at the moment? 

• What tasks require a lot of mental effort or constant switching? 

Where am I re-checking, re-doing or second-guessing my work? 

Boundaries and emotional load 

• What parts of my role feel emotionally heavy or hard to hold alone? 

• Am I clear about what sits within my role and what should be escalated or referred? 

Where do boundaries feel blurred or hard to maintain? 

Support and connection 

• When I feel unsure or under pressure, who do I turn to first? 

• Do I feel safe asking questions or raising concerns early? 

What support has helped most recently, and what support has faded? 

Sustainability check 

• If things continue as they are now, how sustainable does this feel? 

• What is one small change that would make the next few weeks more manageable? 

What support would make the biggest difference right now? 
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Wellbeing check-in prompts 

Mapping reflection to support 

After a check-in, consider whether any of the following support responses may help: 

• clarification of priorities or expectations 

• workload pacing or redesign 

• task-based system or administrative support 

• clearer boundaries or referral pathways 

• mentoring, coaching or peer connection 

Noticing pressure early and adjusting support are protective practices. 

If this check-in identifies pressure or strain 

This may prompt adjustments to the workload, clarification of expectations or seeking additional support, 
rather than relying solely on individual coping strategies. 
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5.3 DEI action plan template 

Primary audience: Organisations and leadership teams 

This section introduces an optional DEI Action Plan template to support organisations in prioritising 

and coordinating DEI actions that align with workforce wellbeing, inclusion and organisational 

capacity. 

The template is intended as a practical planning and review tool. It supports intentional, bounded 

action rather than attempting to address all DEI activity at once and is designed to be used alongside 

this guidance rather than as a standalone DEI framework. 

5.3.1 Tool 11: DEI action plan template 

This template is provided as an optional support. Organisations may choose to use it, adapt parts of it, or not 

use it at all, depending on priorities, capacity and context. The guidance does not require organisations to 

undertake DEI action planning. 

Why this tool exists 

Consultation identified that DEI activity is often well-intentioned but fragmented, reactive or overly ambitious, 

making it hard to sustain alongside core work. This tool responds to the DEI and workforce sustainability themes 

outlined in Parts 2, 3 and 4, by supporting organisations to focus on a small number of priority actions that align 

with wellbeing, work design and everyday practice. 

What the tool is 

A practical planning and review template to help organisations translate DEI principles into focused, achievable 

action aligned to workforce wellbeing and sustainable practice. 

Who the tool is for 

Organisations, leadership teams and those responsible for DEI, wellbeing or workforce planning. 

When to use the tool 

Use this tool when planning, reviewing, or refocusing DEI activity, particularly when effort feels fragmented, 

reactive or overly ambitious. 

How to use the tool 

Use the template to identify a small number of priority focus areas and align actions, roles and review points 

accordingly. Not all sections need to be completed in detail. The tool is designed to be adapted to organisational 

size, structure and maturity, rather than completed in full. 

DEI action plan template 

1. Purpose and scope 

Briefly describe: 

• the purpose of this action plan 

• the part of the organisation it applies to, and the timeframe it is intended to cover 

2. Evidence and insight informing priorities 

Identify the key sources of insight that inform DEI priorities, for example: 

• consultation themes 

• workforce feedback 

• staff surveys or qualitative insights 

• workforce data or trends 

known pressure points identified in this guidance document 
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DEI action plan template 

3. Priority DEI focus areas 

Identify a small number of priority focus areas (for example, 2–4), such as: 

(Note: This list is not exhaustive. Organisations are encouraged to select a small number of focus areas that 

reflect their context, capacity and evidence, rather than attempting to address all areas at once. 

Workforce composition, progression and visibility 

• workforce diversity across roles and career stages 

• progression pathways for under-represented groups 

• representation and visibility of diverse trainers and assessors 

Psychological and cultural safety 

• inclusive team norms and behaviours 

• confidence to speak up, ask questions and raise concerns 

• culturally safe practices for First Nations trainers and assessors 

Work design, workload equity and access to support 

• equitable workload allocation and pacing 

• access to support during transition or change 

• reducing reliance on unpaid or invisible labour 

Mentoring, capability and career pathways 

• equitable access to mentoring and developmental opportunities 

• clarity of career pathways and progression signals 

• recognition of relational and mentoring labour 

Systems, processes and administrative burden 

• administrative and compliance systems that reduce cognitive load 

• equitable access to system support and learning time 

• clarity about “what matters most” to reduce rework and anxiety 

Flexible and inclusive work practices 

• flexibility in scheduling, delivery modes and work patterns 

• reasonable adjustments as standard practice 

• inclusive design that supports participation without assimilation 

Boundaries, referral and emotional labour 

• clear role boundaries and referral pathways 

• shared responsibility for learner wellbeing 

• reducing moral distress and emotional overload 

Evidence, voice and continuous improvement 

• mechanisms for listening to diverse workforce experiences 

• addressing gaps in representation and data 

• learning-oriented approaches to DEI improvement 

4. Selected actions aligned to wellbeing and support priorities 

For each priority area, identify: 

• specific actions to be taken 

• how these actions draw on or align with Parts 2-4 of the guidance document 

• whether actions build on existing practices or introduce new ones 

5. Roles and contributors 

Clarify: 

• who is responsible for progressing each action 

• who contributes or supports the work 
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DEI action plan template 

How responsibility is shared across roles or teams 

6. Timeframes and review points 

Identify: 

• indicative timeframes for action 

• planned review points 

How adjustments will be made if context or capacity changes 

7. Measures of progress 

Identify how progress will be noticed and reviewed, using a mix of: 

• qualitative indicators (for example, feedback, lived experience, narrative evidence) 

• selected quantitative indicators where appropriate 

Measures should be: 

• proportionate 

• meaningful 

relevant to the chosen priorities 

If this planning process identifies gaps or constraints 

If this template highlights areas where capacity, systems or clarity are limited, organisations may choose to: 

• narrow priorities rather than expand them 

• adjust scope, sequencing or timing 

• test small actions before broader rollout 

• revisit priorities as context or capacity changes 

This tool is intended to support thoughtful, sustainable progress over time, not comprehensive or immediate 
change. 
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5.4 Capability-building design review tool 

Primary audience: Organisations, leaders and capability teams 

Capability building plays a significant role in shaping quality, workload and sustainability across the 

VET workforce. How capability development is designed can either support confidence and effective 

practice or unintentionally add pressure and fatigue. 

This section introduces a design review tool to help organisations examine whether their current 

capability-building approaches: 

• support sustainable practice 

• are equitably accessible 

• align with wellbeing and inclusion principles 

• help people do their work well, rather than adding strain. 

5.4.1 Tool 12: Reviewing capability-building design 

Why this tool exists 

Consultation identified that capability-building activities often grow over time without being reviewed for 

cumulative workload, equity or impact. This tool responds to the capability design and sustainability risks 

described in Parts 3 and 4 by supporting organisations to review whether learning expectations are helping 

trainers practise well. 

What the tool is 

A design review tool to help organisations examine whether current capability-building approaches support 

wellbeing, inclusion and sustainable practice. 

Who the tool is for 

Leaders, managers, capability teams and those responsible for professional development design. 

When to use the tool 

Use this tool: 

• when introducing or reviewing capability initiatives 

• when trainers report learning fatigue or overload 

• during periods of system, cohort or delivery change 

• alongside DEI, workforce or capability planning activities 

How to use the tool 

Use the tool selectively as a conversation guide, not a scoring exercise. Focus on patterns, systems and design 

choices. Use insights to inform practical adjustments rather than additional documentation or new learning 

requirements. 

Capability-building design tool 

1. Mapping current capability-building activity 

Briefly identify the capability-building activities currently in place. 

• What capability-building activities are currently offered or expected? 

• Which are formal (for example, structured learning, mentoring roles), and which are informal (for 

example, peer support, “go-to” advice)? 

• Which activities are time-bound, and which are ongoing? 

Where has capability building grown organically without clear design or boundaries? 
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Capability-building design tool 

2. Workload and equity impact 

Reflect on how capability-building activities affect workload and equity. 

• Which capability activities replace or reduce workload, and which are added on top? 

• Where does learning rely on unpaid, discretionary or after-hours effort? 

• Who finds it easiest to access capability opportunities, and who may miss out? 

Are some people carrying disproportionate learning, mentoring or support load because they are capable, 

visible or trusted? 

3. Timing and context 

Consider how capability building aligns with career stage, transition and change. 

• How is capability support introduced during: 

o entry into VET? 

o movement between career stages? 

o system, compliance or delivery change? 

• Where is capability development reactive rather than planned? 

Are expectations adjusted during transition, or does learning intensity increase at the same time as 

workload? 

4. Design quality 

Examine how capability-building activities are designed in practice. 

• Is learning embedded in real work, or layered on top? 

• Are expectations clear, bounded and realistic? 

• Is learning supported with examples, guidance and follow-up? 

Is mentoring or coaching clearly defined, time-bound and recognised as work? 

5. Wellbeing and inclusion signals 

Reflect on signals that capability building is helping or harming. 

• Where does capability development reduce uncertainty or anxiety? 

• Where does it increase cognitive load, pressure or second-guessing? 

• What feedback are trainers giving – explicitly or indirectly – about learning expectations? 

Who appears energised by capability opportunities, and who appears fatigued or disengaged? 

6. Redesign and decision points 

Use the insights above to identify practical adjustments. 

• Which capability-building activities should: 

o continue as they are? 

o be redesigned? 

o be paused or stopped? 

• What one design change would most improve wellbeing without reducing quality? 

What support or resource shift is needed to make that change viable? 

7. Translating redesign decisions into action 

After identifying capability-building activities to continue, redesign, pause or stop, the next step is to 

translate those decisions into clear, bounded action. 

Use the prompts below to support follow-through without over-engineering. 

• What is the specific design change being made? (For example: reducing frequency, embedding 

learning into delivery, adding protected time, clarifying boundaries) 

• What will stop or change as a result of this decision? (Naming what will no longer be expected 

helps prevent drift.) 
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Capability-building design tool 

• Who needs to be aware of this change for it to work in practice? (For example: trainers, mentors, 

coordinators, capability teams) 

What support or resource needs to shift to make this change viable? (For example: time allocation, role 

clarity, system support) 

 

8. Aligning capability design with existing planning 

Capability-building redesign is most effective when it is linked to existing planning and review processes, 

rather than managed separately. 

Consider how redesign decisions will connect with: 

• the DEI Action Plan (5.3), particularly priority focus areas 

• workforce or capability planning cycles 

• mentoring or support structures already in place 

• upcoming transitions or known periods of change 

Where appropriate, capture redesign decisions as: 

• a small number of agreed actions 

• a time-bound trial 

an adjustment to existing practice 

9. Checking impact over time 

After redesign decisions are implemented, use a light-touch review to understand their impact. 

• What has become easier as a result of this change? 

• Where has pressure reduced – or shifted? 

• What feedback are trainers giving, formally or informally? 

• Are there any unintended consequences that need adjustment? 

Review does not need to rely on formal metrics. 

Narrative feedback, observation and check-ins are valid sources of insight. 

If pressure remains high, this may indicate: 

• further redesign is needed, or 

a system or workload issue that capability development alone cannot resolve. 

If this review highlights gaps or misalignment 

If this tool indicates that capability-building is adding pressure rather than supporting practice, organisations 

may choose to: 

• pause before adding new learning requirements 

• review whether expectations align with career stage, role scope and workload 

• adjust timing, format or focus of capability activities rather than expanding them 

• test small changes to design or sequencing before broader rollout 

This tool supports thoughtful review and improvement over time. It does not prescribe solutions or require 

immediate change. 
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