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Abstract 

Attitudes are required along with Knowledge and Skills in the achievement of competency for the 

effective performance of tasks.  Both the training sector of the Australian Qualifications Framework 

(AQF) and the Singapore Workforce Skills Qualifications (WSQ) employ Competency-Based Training 

(CBT) as the main pedagogical approach to training.  Competencies are specified as performance 

requirements within Competency Standards (CS) that strictly frame and guide training and 

assessment.  Therefore, if any of the components of Knowledge, Skills and Attitudes are not 

articulated in the CS, they are not taught, leading to incomplete or unsuccessful achievement of 

actual work competency. 

This study was initiated based on observations that the specification of Attitudes appears to be 

neglected in CS documents in the AQF and WSQ.  It is logical to assume that if attitudes are not 

meaningfully specified then workers completing training would not be ‘fully’ competent due to the 

lack of ‘right’ attitudes that employers value highly.  Workers with wrong attitudes would negatively 

impact their workplace productivity and the economy, and their own long-term employability. 

Therefore, this study sets out to examine how Attitudes have been incorporated into CS in the AQF 

and WSQ to determine if Attitudes have indeed been neglected.  A literature review to inform the 

research was carried out into three areas: (1) Attitudes, (2) policies and guidelines on Attitudes in CS, 

and (3) the teaching, learning and assessment of Attitudes and affects.  Two sectors were selected 

for examination – healthcare and security.  Document analysis was selected as the most suitable 

research method given the resources available.  CS documents were the main data source analysed 

for any articulation of Attitudes.  Other documents analysed included industry codes of practice, and 

relevant literature.   

The findings revealed that Attitudes were not explicitly articulated in the CS documents analysed.  

However, ‘Employability Skills’ and behaviours were mentioned in some instances that could imply 

associated attitudes which is insufficient to enable practitioners such as courseware developers, 

trainers and assessors to clearly interpret the correct attitudes required for training.  Despite the 

absence of articulation of Attitudes in performance statements, possible associated attitude 

requirements could be interpreted.  Therefore, teaching only those implied associated attitudes 

mentioned above may be incomplete in view of all those possible associated attitudes.  The findings 

also revealed that although many of the attitude requirements between the healthcare and security 

sectors were common, there were differences due to the nature of the work.  Therefore, teaching 

generic attitudes separate from performance requirements may not be feasible.  In fact, discussions 
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supported by the literature on attitudes inferred that teaching attitudes directly linked to 

performance tasks may lead to more consistent attitudes than teaching the same attitude in a 

broader (generic) sense. 

In view of the lack of meaningful articulation of Attitudes in CS, although workers may be assessed 

to be competent (based on CS) at the end of training courses, they are likely to face competency 

gaps with respect to attitudes at the workplace.  The status quo implies a failure of the current CBT 

model to deliver ‘fully’ competent work-ready trainees.  This study has afforded recommendations 

for further research to improve how Attitudes may be incorporated into the current CBT model. 

 

Keywords: Attitudes, Competency-based training (CBT), Competency Standards  
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Chapter 1:  Introduction 

Attitudes in Competency-Based Training 

“A competency is a measurable set of knowledge, skills, and attitudes that a person needs to 

perform a task effectively” (WDA-QAD, 2012, p. 11).  This definition comes from the Competency-

Based Training (CBT) system that is the main training pedagogy of Singapore’s national qualifications 

framework (NQF) known as the Workforce Skills Qualifications (WSQ).  The CBT system is about 

producing competent workers based on pre-specified competency standards.   Competencies 

include knowledge, skills and attitudes. Therefore, in order to produce competent workers, the 

training process must address the acquisition of knowledge, skills, as well as attitudes, and if any of 

these three elements were not taught, learned, and assessed successfully through a training course 

a worker or potential worker would not have completely achieved course training outcomes.   

Without the appropriate attitudes related to a competency area workers may perform a work task 

badly or incompetently even though they may have the required knowledge and skills.  Furthermore, 

employers prefer workers with the ‘right’ attitudes indicating that skills and knowledge alone are not 

enough as these can be developed more easily than attitudes (Jenkin, 2014).  Langdon and 

Whiteside (2004, p. 14) indicate that employers select employees based on ‘needed attributes’ that 

reflect an attitudinal competency – for example, the ability of someone to pay attention to detail or 

show initiative.  The cost of developing these attributes can be significant to both the employer as 

well as the employee. 

Work ready training is expensive to individuals, companies and nations and when workers are not 

fully prepared to undertake work with competencies that completely reflect good job needs it 

results in a problem. Typically it is the attitudinal competence component that is poorly addressed. 

As a qualified courseware developer, trainer and assessor in the WSQ, I am unconvinced that the 

training of attitudes has been meaningfully addressed in training courses within the WSQ system. If 

attitudes are a key and critical component of workplace competencies then there are significant 

implications for the quality of work and work performance if these are inadequately addressed 

within training courses.  If this is so then how can the system continue to ignore the importance of 

addressing attitudinal components of competency statements and outcomes? Are some workers 

incompetent for the jobs they trained to undertake despite achieving the necessary WSQ 

qualifications?  However, obtaining any research based data to identify if the poor addressing of 

attitudes is an issue is difficult.  On the other hand, since its inception in 2005 (WDA, 2007), the CBT 
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system within the WSQ – especially in the way competencies are being specified – has remained 

essentially unchanged, implying that the current CBT system works.  However, it could also imply 

that there is not a better way available presently in view of the difficulties in teaching and assessing 

attitudes, and that although some workers coming out of WSQ courses may lack the right attitudes, 

they may still be able to execute their required tasks.  Such a situation would not absolve the CBT 

system from producing ‘fully’ competent (with the necessary knowledge, skills and attitudes) 

workers.   

It is important that the CBT system delivers ’fully’ competent, work-ready workers in view of the 

huge amount of taxpayers’ resources committed by government to the system.  For example, the 

Australian Government had allocated A$1.8 billion for skills and workforce development in the 2015-

16 budget (Australian Government, n.d.-a).  In the Singapore budget for 2015, over S$1 billion was 

provided to support lifelong learning, including measures to promote skills mastery and training 

subsidies (Singapore Government, 2015).  If there is a problem of neglect in the training of attitudes, 

workers will probably learn it on the job, and life goes on.  However, even if workers are able to 

technically perform required tasks, without the right attitudes, they may not be able to hold on to 

their jobs because with poor attitudes, they negatively impact their work environment.  In addition, 

not all companies are able to provide the necessary resources to train workers to imbue the right 

attitudes.   An effective CBT system that delivers fully competent workers will also deliver higher 

productivity in the workforce, and work-ready workers that contribute immediately after training to 

the economic competitiveness of a country.  Therefore, it is worthwhile to investigate if there is 

indeed a lack of focus in attitudes in the achievement of competency within the current CBT system.  

The following examples of my experiences further indicate some of the influences on me to 

undertake this research. 

As a trainer, I have come across approved lesson and assessment plans focusing mainly on 

‘Performance Criteria/Standards’ (basically skills) and ‘Underpinning Knowledge’ specified in 

Competency Standards (CS) documents.  When it comes to attitudes, trainers are usually expected 

to interpret attitudinal requirements in CS documents to facilitate the teaching and learning of these 

attitudes.  Typically, attitudinal statements are not explicitly provided in such documentation, and 

trainers are expected to interpret these. Attitudes are difficult to measure directly and therefore 

observed behaviours are used as proxies in assessing attitudes. I wondered why as a trainer I was 

not given explicit instructions or guidance to help me address attitude components of competencies 

similar to the explicit statements and guidance I was given to address knowledge and skills 

components. 
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In 2013 I was contracted by an Approved Training Organisation (ATO) (equivalent to Registered 

Training Organisation under the Australian Qualification Framework) to develop courseware for a 

Level 3 (Supervisory) course under the WSQ Leadership and People Management Framework (WDA, 

2008).  As development of this material was closely guided by the CS document (and an 

accompanying Training and Assessment guide), I needed to interpret the attitudinal requirements 

that were embedded (implicitly) within performance criteria and the underpinning knowledge 

statements.  At the end of this process, I was not wholly convinced that I had sufficiently 

incorporated the required attitudes into the courseware documents including within the lesson and 

assessment plans given the constraints of course duration and resources available. 

Between 2013 and 2014, I was engaged as a Research Associate (adjunct position) at the Institute for 

Adult Learning (IAL) in Singapore.  I became a Practitioner-Researcher for the Learning and 

Performance Transformation Project (IAL, n.d.).  Project teams were expected to recommend 

interventions to improve on weaknesses identified during the project.  I participated in a project 

looking into the security (unarmed) industry – this industry mainly provides unarmed security guards 

at residential developments and commercial buildings that need this kind of security service.  One of 

the project objectives was to examine the working conditions of security officers (SO).  As I had not 

worked in the security industry before, I decided to gain a better understanding of it through 

undertaking entry-level training to become a licensed security officer.  I enrolled at one of the largest 

ATO in the industry.  I was taken aback by the training methods adopted by the ATO.  As assessment 

methods were mainly role-play and oral questions, the focus on training was drill-and-practice, 

teaching to the test.  Although the common desired behaviours were mentioned in the training, such 

as being respectful and polite to clients, firm and composed with suspects, and so on, I noticed many 

missed opportunities to adequately address the learning of attitude components of competencies.   

For example, one of the knowledge requirements for a competency was about the responsibilities of 

a SO when conducting patrol duties.  The expected assessment oral question answer was:  “To 

ensure that the premise is safe and secure” (Security Industry Institute, 2014, p. 15).  The 

responsibilities appear to be self-explanatory, and learners were expected to rote-learn for the 

assessment.  However, the potential attitudinal lessons embedded can lead to a more meaningful 

learning outcome.  The protection of the safety and lives of occupants and their properties is an 

important and valuable job.  If these responsibilities are discharged in earnest, SOs can expect to 

receive appreciation and respect.  At the same time, would not the SO prefer his family and home be 

protected by SOs fully committed to their jobs with the right attitudes?  Hence, embracing such 

attitudes should lead to ‘greater’ competency, and help ensure that their jobs remain secure and 
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valued appropriately.  In my opinion, without learning appropriate attitudes, many graduates of 

these courses were sub-optimally competent, and uninspired to view their new jobs as a promising 

career.  In my case, I felt that the learning that I experienced was inadequate for me to be able to 

completely engage in the work, driven by the kind of attitudes to the work that was required.  In this 

example, I felt that the attitudinal aspects were not clearly articulated in the curriculum, leading to 

insufficient teaching and learning of important attitudes. 

Therefore, based on my experiences as highlighted above, I felt a strong need to investigate whether 

under the current CBT system within the WSQ attitudes have indeed been given insufficient focus 

within the training and achievement of competency.  As the issue lies within the context of CBT, a 

closer look at CBT will provide valuable background information. 

Competency-Based Training 

CBT is about specifying learning outcomes as explicit statements that guide the design of the 

curriculum, frame the learning process, and provide the criteria for assessment (Hodge & Harris, 

2012, p. 155).  From another perspective, the nature of CBT is about the focus on outcomes and 

products, with “specification, judgement and measurement of competency” (Norris, 1991, 

Introduction, para. 2).  CBT is the pedagogical approach to NQFs such as WSQ in Singapore and the 

Vocational Education and Training (VET) sector of the Australian Qualification Framework (AQF) 

(Wheelahan, 2009, p. 1).  Henceforth, in the interest of brevity, ‘AQF’ shall refer to the VET sector of 

the AQF unless otherwise stated. 

This study examines how attitudinal components of competencies are addressed in both the AQF 

Australia) and WSQ (Singapore).  As a practitioner in the WSQ, I am interested in finding answers to 

some of the questions and concerns that I have outlined above.  The reason for including the AQF is 

three-fold.  First, this research was undertaken in Australia where I had access to relevant research 

material and supervision about the AQF.  Second, the AQF is a more mature and comprehensive 

framework compared to the WSQ, and that the development of the Singapore WSQ framework 

drew on many of the principles and processes of the AQF (Bound & Lin, 2011, p. 28).  Third, in 

studying the AQF it was hoped that there would be opportunity for some comparative analysis to 

provide me with further insights into some of the developmental issues of the WSQ.   

This study is not about justifying CBT as a superior system to any other approach for NQFs.  It is also 

not to say that before the current CBT model came into being that traditional educational 

approaches were not effective in preparing students for employment.  It is sufficient for this 
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researcher to accept that CBT is the training philosophical approach of both the AQF and WSQ (and 

in many other NQFs).  One reason why CBT is the dominant approach, as suggested by Hodge and 

Harris (2012, p. 155) is that it offers more accountability than traditional systems, therefore 

appealing to politicians, bureaucrats and administrators.  Another is the argument that CBT 

produces reliable outcomes and affords the education and training sectors to be responsive to the 

needs of the economy (Hughes, 2004, p. 683).  This thesis is about whether the current CBT based 

workforce training systems used in both Australia and Singapore are producing workers who are 

optimally competent for the work that they are trained for.  In this regard, the thesis is not about 

studying the totality of both the AQF and WSQ systems, but focusing on one aspect, that of 

understanding and addressing competency development through the CBT approaches that are used.  

Basically, if all aspects of work competencies (including knowledge, skills and attitudes) to meet job 

performances required are not fully specified, then based on the approaches taken in CBT, workers 

may be assessed competent to the specified competencies, but not actually work-ready.  Such a 

situation is far from ideal not only in terms of wastage of national training resources, but also in 

direct costs, opportunity costs and frustration of workers and employers alike. Fundamentally, if 

workers are not actually fully trained across all the components of the work competencies then they 

will not actually be fully effective in doing the job.   

To be more specific, this study is about whether the implementation of competency training has 

been compromised with an insufficient focus on, or neglect of the training of attitudes.  If indeed 

attitudes are found to be neglected, it is beyond the scope of this thesis to specify how attitudes 

should be articulated, although some suggestions are made.  It is however, within the scope of this 

research to analyse how attitudes have been typically articulated currently in the AQF and WSQ, and 

to discuss the perceived effectiveness of such articulations in providing training organisations and 

trainers with the guidance that they need in order to be able to best prepare workers to imbue 

preferred attitudes.   

In conducting this investigation two industries were selected to be studied.  They were selected 

primarily because of their comprehensive treatment of professional attributes (attitudes) by way of 

professional codes of practice, conduct or ethics statements in place within each industry.  These 

industry codes may reveal attitudes required of their practitioners, to serve as a reference of 

relevant attitudes required in the selected industries.  Care has been taken to select industries that 

were different in the nature of competency requirements in the anticipation of discerning different 

sets of attitudes between industries.  The next step is to take a closer look at what ‘competency’ is. 
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Competency 

In the AQF, competency “requires the application of specified skills, knowledge and attitudes 

relevant to effective participation in an industry, industry sector or enterprise” (Australian 

Government, 2015b, p. 70).  As can be seen, this definition has the same three components 

Knowledge, Skills and Attitudes as in the WSQ.  Examples of other definitions of competency include:  

“Competency is clearly more than the mere attainment of skills as it also involves other qualities 

such as attitudes, motives, personal insightfulness, interpretive ability, receptivity, maturity, and 

self-assessment” (Axley, 2008, p. 218); “… competence is widely viewed as including knowledge, 

values, and skills” (Drisko, 2014, p. 416); “A set of skills, related knowledge and attributes that allow 

an individual to perform a task or an activity within a specific function or job” (UNIDO, 2002, p. 2); 

“Competency is almost universally perceived as being comprised exclusively of skills, knowledge, and 

attributes” (Langdon & Whiteside, 2004, p. 10); and Sanghi (2007) defined competencies as “skills, 

area of knowledge, attitudes and abilities that distinguish high performers” (p. 11).   

From the above definitions of competency, it is obvious that although knowledge and skills are 

consistently included as components of competency, they are not the only components as some 

other components are also mentioned.  These other components include, for example from the 

various definitions of competency: attitudes, motives, personal insightfulness, interpretive ability, 

receptivity, maturity, and self-assessment, values, and attributes.  These other components may be 

classified as affective in nature, and upon closer examination, not unreasonable to be aligned with 

attitudes.  Therefore, it is fair to say that the definitions of competency adopted by the AQF and 

WSQ are more or less the same. 

There are weaknesses in the CBT model.  Assessment criteria for workplace competence are 

supposed to be transparent.  Therefore, workplace performance requirements such as role, quality 

and standards are encapsulated into statements highlighting evidence for competent performance.  

This process can be highly reductive or generalised.  When a performance is reduced to a list of 

tasks, the totality of the tasks often does not represent the complete performance in practice.  On 

the other hand, when dispositions or cognitive abilities are specified, their assessment become 

difficult due to wide interpretations, and becomes dependent on situational judgement.  Therefore, 

in an attempt to specify competence to be precise and transparent, the essential requirements of 

the competence often become distorted and understated (Norris, 1991, There is nothing as 

imprecise as precision, para. 2).  These weaknesses have far reaching implications to this study.  In 

order for training to be effective, required performances need to be clearly articulated so that they 

can be taught and assessed with the necessary objective focus.  It is often acknowledged that 
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educators find attitude teaching difficult (Abbatt, 1992; Brien, Legault, & Temblay, 2008; Shephard, 

2008).  That being the case, it may be natural to pay attention to only articulating knowledge and 

skills requirements which is easier, instead of trying to articulate attitude requirements which may 

be too difficult.  Such a situation further supports the initial observation that attitude requirements 

have been neglected and have not been articulated in CS documents, or are infrequently or 

meaningfully articulated. 

The context of National Qualifications Frameworks 

The governments of Australia and Singapore have greatly invested in the AQF and WSQ respectively.  

The current form of AQF was started in the early 1990s (Australian Qualifications Framework 

Council, 2013, p. 111).  The WSQ was rolled out in 2005 (Singapore Workforce Skills Development 

Agency, 2015b).  Both frameworks have been constantly updated since their inception.  In addition, 

NQFs appear to be beneficial to nations generally as they are implemented all over the world. 

Competencies, competency standards and credentialing are all variations on a world-wide 

movement within the education, training and professional sectors. This movement is based on the 

premise that people need to be taught and be assessed on the knowledge, skills and attitudes 

required for effective performance in the workforce. (Hughes, 2004, p. 683) 

A significant benefit of NQFs is the standardisation of competencies and the national recognition of 

qualifications.  Hence, such a system allows workers to change jobs through qualifications 

recognition to jobs where similar competencies are required, saving on retraining, and costs. 

One could argue that there are other approaches to training for work performances that do not rely 

strictly on specifying competencies based on knowledge, skills and attitudes.  Without the NQF and 

its highly structured CBT system, companies can rely on traditional methods of training such as 

apprenticeship, on-the-job training, and other workplace-based training where learning is on actual 

work performances.  Depending on training curriculum of each company, and unconstrained by the 

strict performance statements of an NQF, trainees can be trained until they are work-ready under 

the real-life work environment.  However, the quality of learning outcomes will depend on the 

quality of the training curriculum and capability of each company.  In addition, without the 

standardisation of NQFs, competencies achieved by a worker in one company may not be recognised 

in another company, making job mobility less accessible.   

Whatever the training system, the learning of attitudes is accepted as universally important.  If 

training systems do not address key attitudes in the curriculum, workers successfully completing 
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such curriculum may not in fact be attractive to employers, because they may not be able to actually 

do the job. Therefore this thesis is significant as it attempts to gain a better understanding of 

attitudes within the achievement of competency.  It hopes to contribute to a discourse which 

appears to be silent – that of teaching, learning and assessment of attitudes within work 

competency, and within the context of CBT.  It is safe to accept that the AQF and WSQ are here to 

stay in view of the sustained commitments of the governments of Australia and Singapore 

respectively.  Therefore a study like this could contribute towards improving the training of attitudes 

towards achieving actual and required work competencies. 

In the context of NQFs, Competency Standards drive the training curriculum.  They specify 

competencies that trainees need to achieve before they can be assessed to be competent.  

Therefore, CS documents are the main focus of the research, and so the research questions make 

specific reference to them.  Technically, anything that is not stated as a requirement in the CS 

documents should not be taught and assessed without risking the assessment being deemed invalid.  

On the other hand, all requirements must be taught and assessed in order for the learning outcomes 

to be deemed ‘Competent’.  Therefore, the concerns of attitudes being largely neglected in training 

can be investigated by examining CS documents.  Nevertheless, in order to obtain a more 

comprehensive understanding of attitudes required in the two selected sectors, other source data 

will also be analysed.  The research questions are presented next.   

Research question 

The main research question for this project is: 

How are ‘attitudes’ incorporated in the competency standards documents within the training sector 

under the Australian Qualifications Framework, and the Singapore Workforce Skills Qualifications? 

There are three sub-questions: 

(1) How are ‘attitudes’ conceptualised and articulated in the documentation of each 

framework? 

(2) How are ‘attitudes’ conceptualised and differentiated in the documentation of different 

industries? 

(3) In what ways might competency statements be further developed and articulated to better 

facilitate the learning and assessment of ‘attitude’? 
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According to the Oxford Advanced Learner's Dictionary (web version), to articulate something means 

‘to express or explain your thoughts or feelings clearly in words’.  Therefore, the articulation of an 

attitude refers to a clear expression that is more than a mere mention of an attitude. 

The research questions above assume that attitudes have been articulated in CS documents, so they 

ask ‘How’ attitudes have been articulated rather than whether attitudes are articulated.  This 

assumption stemmed from my experiences where I have been told attitudes do appear in CS 

documents, and where I had observed attitudes appearing in CS documents albeit sparingly.  To 

answer these questions, additional knowledge is required in a few areas.  The next chapter reviews 

relevant literature to highlight the current status and development of research of significant and 

necessary areas of interest to the study.  It will also help focus the thesis as relevant data for 

research. 

In this chapter (Chapter 1 – Introduction) an overview of the context and issues is presented leading 

towards the research questions that are examined in this research.  Chapter 2 – Review of literature, 

further examines some of these and other issues through discussions with the literature as related 

to and as has emerged from this research.  In Chapter 3 – Methodology, a justification and 

explanation of the research methodology is presented as well as the technical and other 

methodological issues.  Salient findings from data sources were explained and presented in Chapter 

4 – Findings, making references to pertinent issues highlighted in the review of literature.  Chapter 5 

– Discussions, provides critical analyses of the findings, and attempts to answer the research 

questions with justifications from the data, supported by the literature.  In Chapter 6 – Conclusions, 

summaries of significant issues revealed in the research is presented, ending with a set of 

recommendations for further research based on the conclusions of the research.  Detailed findings 

from source documents may be found in the Appendix at the end of this report.  
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Chapter 2:  Review of literature 

The research questions essentially focused this thesis into three main areas: (1) attitudes, (2) training 

system, and (3) learning of attitudes. Hence, the review of literature is directed at these three areas.  

First, before starting to identify how attitudes are dealt with in source documents, at least a working 

understanding of what attitudes are is necessary, starting with a working definition of attitudes.  A 

working definition alone may not be sufficient for the task as attitudes are complex, and there may 

be interpretations that require more than a definition.  Therefore, the nature of attitudes, attitude 

strengths, attitude measurements, and the delineation of attitudes from affects are some of the 

additional information reviewed here. 

Second, the training systems targeted are the AQF and WSQ.  It would be informative, and indeed 

essential to obtain data on these systems with respect to the implementation of the learning of 

attitudes.  Therefore, policies and guidelines for the implementation of CBT and attitudes within the 

AQF and WSQ were searched and reviewed.  As the two systems have been undergoing constant 

improvements and development, the changes were also reviewed.  Such information would help 

facilitate comprehensive analyses of data such as evaluating if policies were implemented 

accordingly, or whether decisions were justified, and so on. 

Third, the articulation of attitudes in CS documents is intended to facilitate the teaching, learning 

and assessment of attitudes, within specified competencies.  Attitudes learning fall under the 

affective domain in teaching and learning.  Therefore, literature on affective learning was reviewed 

to provide information such as how learning objectives of affects could be specified, approaches to 

teaching affect, possible methods for teaching and assessment.  Such information is valuable in 

analysing if current articulation of attitudes were meaningful in facilitating the teaching, learning and 

assessment of attitudes. 

Attitudes 

The data collection process in this thesis is about identifying the articulation of attitudes in selected 

documents.  Hence, it is important to start with an understanding of what attitudes are.  This review 

of the literature covers various aspects of attitudes.  As the context of this thesis is about CBT of 

which the focus is about performance outcomes, the changing of learners’ behaviours towards 

achieving competency is of significant importance.  Hence, although other aspects of attitudes are 
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also important, the attitude-behaviour relationship within a work context is given the most 

emphasis. 

Much of the literature reviewed comes from the field of psychology.  Research into attitudes has 

been ongoing for more than seventy years.  Many of the issues have been changing with the 

progress of ongoing research.  Hence, some of the literature reviewed is more than 15 years old but 

have been included as they contribute useful background information.  

Definitions and conceptions of attitudes 

Koballa (1988, p. 117) emphasised that attitudes always refer to some attitude object.  However, it is 

common for attitudes to be thought of in general terms, for example “The student has a bad 

attitude.”  Therefore, it is essential to operationalise the definition of attitude.  Although the 

definition of attitudes had changed over the years, they currently revolve around “evaluation that is 

associated with, or directed toward, a particular entity or attitude object” (Eagly & Chaiken, 2005, p. 

744).  Fabrigar, MacDonald, and Wegener (2005, p. 80) defined attitude “as a type of knowledge 

structure stored in memory or created at the time of judgement.”  Hudson and Rosen (1953, p. 146) 

defined attitude as “equivalent to evaluation, evaluation being dependent upon the degree to which 

norms are perceived as being met.”  Cacioppo, Harkins, and Petty (1981, p. 32) defined attitude as “a 

general and enduring favourable or unfavourable feeling about an object or issue”.   

This definition of attitude presented by Eagly and Chaiken in 1993 appears to be well accepted:  

… a psychological tendency that is expressed by evaluating a particular entity with some 

degree of favour or disfavour (as cited in Albarracin, Johnson, Zanna, & Kumkale, 2005, p. 4; 

Eagly & Chaiken, 2005, p. 745).   

Attitude is psychological in nature and does not lend itself to direct observation. When an attitude is 

formed, it may remain in the mind of a person unexpressed, or it can be manifested as behaviour 

consistent with that attitude.  An entity (attitude object) could be any physical object or an 

abstraction that a person may have evaluated with favour or disfavour to a certain degree.  

Tendency refers to the likely evaluation of an entity based on past experiences.  This evaluative 

tendency linked to past experiences, is the main feature of attitude as opposed to purely evaluation 

of attitude objects, which may imply other influences besides past experiences (Eagly & Chaiken, 

2007, pp. 585-587).  Hence, without a past experience, a person may not have any discernible 

evaluative tendency, or attitude towards the attitude object.  This rather theoretical definition of 

attitude was selected for this thesis on the basis that it was cited in many articles, as well as its 
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ability to distinguish attitudes from other affects, for example, emotions, values, beliefs, and so on.  

Some of these affects may fall into the category of attitude objects that can be evaluated, some may 

become responses, and some may affect attitudes.  Nevertheless, this definition should allow us to 

focus on any entity (attitude object) and analyse it for attitudinal perspectives and meaning.   

In the context of this study, there may be certain aspects of ‘Performance Criteria’ or skills that can 

be evaluated as an attitude object, to be translated for their attitudinal contribution to the overall 

achievement of competencies.  It is interesting to note that learners may be engaged in training in a 

competence that is new to them and hence have no discernible attitudes toward attitude objects 

associated with that competency.  This situation presents opportunities to introduce appropriate 

attitudes to be learned without the need to change inappropriate attitudes that are already present 

which will require a greater effort to change.  Therefore, it is important to introduce appropriate 

attitudes during training whenever possible. 

Tripartite components of attitude 

Traditionally, researchers have identified attitude to encompass three components, that of 

cognition, affect and behaviour (conation).  Eagly and Chaiken (2007, pp. 591-592) explained that 

when attitude objects are linked and processed through any of these components, they become part 

of residual memory and hence influences our attitude.  Seitz, Lord, and Taylor (2007) cited various 

research defining the relationship of each of the three components to attitude objects as follow: 

“cognitive component consists of beliefs about positive or negative attributes … affective 

component involves feelings, moods, and emotions that people have … behavioural component 

involves actions and intentions to act” (p. 934). 

An example provided by McCleery, Ditton, Sell, and Lopez (2006, p. 537) of how an attitude can be 

accessed through this tripartite components of attitude: a wildlife manager may come to realise that 

a certain dear population is growing beyond park capacity (cognition), and being concerned and 

worried about its negative impact on the ecosystem (affective) recommend to implement a culling 

strategy of that deer population (behavioural).  Each of these components is examined in further 

detail below. 

Attitudes and behaviours 

One of the main goals of attitude theorists is the prediction of responses such as emotions and overt 

behaviours (Eagly & Chaiken, 2007, p. 586).  According to Cacioppo et al. (1981), attitudes and 
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behaviour were assumed to be closely related, thereby allowing us “to predict a person’s behaviour 

from his or her attitude” (p. 51).  This attitude-behaviour relationship was found to be stronger with 

“direct behavioural interaction with the attitude object” (p. 54) when the attitude was formed.  This 

strong relationship was represented by definitions of attitudes in the 1930s, for example Droba’s 

definition: “An attitude is a mental disposition of the human individual to act for or against a definite 

object” (as cited in Jaccard & Blanton, 2005, p. 126) and Baldwin defined attitude as “readiness for 

attention or action of a definite sort” (p. 126).  More recent definitions in the 1980s of similar nature 

include McGuire’s “An attitude is a mediating process grouping a set of objects of thought in a 

conceptual category that evokes a significant pattern of responses” (p. 126) and Anderson’s “An 

attitude is a disposition to react with characteristic judgements and with characteristics goals across 

a variety of situations” (p. 126).  Attitude strength is further explored below. 

However, some studies have questioned this attitude-behaviour relationship.  In what is now 

considered a classic study, LaPiere (1934) revealed that attitudes expressed in a questionnaire about 

a ‘symbolic situation’ representing colour prejudice, that of admission or non-admission of coloured 

people into hotels, may indicate relevant reactions and behaviours when faced with that situation, 

but that there is no assurance.  LaPiere travelled extensively from 1930 to 1932 in America by car 

with a couple of foreign-born Chinese.  Out of 66 hotel establishments, he and his friends were 

rejected only once.  However, when he sent questionnaires to each of these establishments six 

months after each visit to ask if they would receive Chinese guests, about 40% that responded (20 

out of 47) replied ‘No’.  The question asked was ‘"Will you accept members of the Chinese race as 

guests in your establishment?"  Hence, the results showed that behaviours were not consistent with 

attitudes.  Although LaPiere did qualify that there was sufficient corroborating evidence that 

attitudes of hotel proprietors were adopted as policies, and hence implemented by their staff, 

Dillehay (1973, p. 888) highlighted two weaknesses to the study: 1) the person who answered the 

questionnaire is probably not the same as the one who waited on LaPiere and his friends, and 2) that 

the questionnaire elicited more a behavioural role (policy) than an attitude.   

Cacioppo et al. (1981) examined methodical weaknesses of research that did not find 

correspondence between attitude and behaviour.  First, “verbal attitudes are often measured with 

respect to a general class, whereas behaviours are measured with respect to a specific member of 

that class” (p. 52).  The example given was asking a person about blacks in general, and then 

observing his or her interaction with one specific black person.  Second, the measure of behaviour is 

usually about a single act, based on a single setting.  However, people have been known to behave 

differently toward an attitude object in different settings based on the peculiarities of that setting.  
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Hence, if behaviours of an attitude object are measured over multiple settings, a person would 

behave similarly, due to the attitude more than the settings.  Citing the above and other factors and 

relevant studies, Cacioppo et al. (1981) asserted that “the attitude-behaviour relationship appears 

relatively robust” (p. 53). 

The implication to CBT is that for the correct attitudes to be learned successfully, they should be 

specified ‘narrowly’ (single setting) and aligned with attitude objects within specific performance 

requirements (direct behavioural interaction).  In addition, important attitudinal requirements 

should be specified across a range of related performances to reinforce a better understanding of 

the consistent attitudes required.  Broad attitude requirements may be too diffused to be effective 

in the learning and assessment of attitudes aligned with the required competencies. 

The literature mentioned above focused on attitudes influencing behaviours.  However, research 

also shows how behaviours can influence attitudes.  Olsen and Stone (2005, p. 223) suggest three 

ways for behaviours to influence attitudes.  First, behaviour might trigger a memory or a bias 

analysis thereby changing one’s attitudes.  Second, behaviour might commit a person psychologically 

to at attitude.  Third, behaviour might be treated as relevant information to judging their attitudes. 

The theory of cognitive dissonance in a way supports the conception of behaviour influencing 

attitudes.  According to Festinger who proposed this theory in the mid-1950s, when an individual 

holds two or more relevant elements of knowledge that are inconsistent with each other, a state of 

dissonance is created.  As this state of dissonance is unpleasant, the individual is motivated to 

reduce the inconsistency.  It is common in this reduction process for attitudes to change to align 

with the cognition most resistant to change (Pashler, 2013, p. 153).  This theory may be applied to 

CBT.  Instead of teaching attitudes, it would be easier to teach behaviours since they are observable 

unlike attitudes.  The downside to this approach is if behaviours are assessed to be achieved, there is 

no assurance that the desired attitudes associated with those behaviours have been achieved if the 

inherent attitudes are strongly in dissonance with the behaviours achieved.  In time, the strong 

attitudes may influence the behaviour to change for the worse.  The upside is that if the learned 

behaviours are persisted due to management motivation and perceived and/or real benefits, 

attitudes may then change to support those behaviours in order to reduce dissonance.  However, 

although this approach of teaching behaviours may negate the need to specify the attitudes 

required in the performance of tasks, it does in a way leave the achievement of attitudes to chance. 
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Attitudes and cognition 

The cognitive component of attitude includes thoughts about an attitude object, “including 

knowledge and beliefs” (Reevy, Ozer, & Ito, 2010, p. 102).  Fishbein and Azjen describe belief as 

“[w]hereas attitude refers to a person’s favourable or unfavourable evaluation of the object, beliefs 

represent the information he has about the object. Specifically, a belief links an object to some 

attribute” (as cited in Koballa, 1988, p. 118).  Although beliefs may be descriptive or evaluative, 

attitudes are strictly evaluative.  Hence beliefs being informational in nature are aligned closely with 

the component of attitude that is cognition (Haddock & Maio, 2004, p. 1). The theory of cognitive 

dissonance mentioned above described how cognition is involved in influencing attitude change 

albeit through behaviour.   

Attitudes can be derived from cognitive information, besides affective and behavioural information 

(Haddock & Maio, 2004, p. 1).  “[S]ome attitudes are uniquely related to … beliefs about the attitude 

objects”.  Beliefs can predict attitudes towards controversial issues such as capital punishment and 

legalised abortion (p. 10).   

Cognitive activities that help to express one’s attitudes or become aware of them lead to attitude 

clarity.  Research had shown that when people report their attitudes about an attitude object more 

frequently, they become more certain about their attitudes towards that attitude object (Petrocelli, 

Tormala, & Rucker, 2007, p. 31).  I can think of implications to apply this knowledge in the learning of 

attitudes.  Throughout the learning process, learners should be given ample opportunities to 

articulate their attitudes towards the targeted attitude object(s) in order to promote attitude 

certainty or clarity.  In order for this to happen, attitudes linked to performance requirements must 

be clearly identified, articulated to facilitate its teaching, and ample learning activities inserted into 

the lesson plan.  My concerns about the current training system are that attitudes have not been 

clearly identified and therefore not articulated to facilitate the teaching of attitudes.  Hence, these 

opportunities to promote attitude certainty and clarity are not possible. 

Attitudes, affects and other related concepts 

In modern attitude theories, affect is defined as “a momentary pleasant or unpleasant state” 

(Schimmack & Crites Jr, 2005, p. 397).  This definition implies that affect is evaluative in nature.  

Although attitude is also evaluative in nature, may change in time, it is different from affect in that it 

need not be temporal in nature (Clore & Schnall, 2005, p. 441).  Linnenbrink (2006) reported that 

“[t]hroughout the literature, terms such as affect, mood, and emotion are used interchangeably to 
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refer to the same psychological phenomenon” (p. 309).  Besides emotion and mood, Schimmack and 

Crites Jr (2005, p. 401) included ‘Sensory affect’ when discussing the structure of affect.  Essentially, 

affect is about feelings, and they do affect attitudes.   

As emotions and sensory affects are closely linked to cognitions or sensations, they are more 

strongly experienced.  Examples of emotions are joy, hate, and jealousy.  Examples of moods include 

drowsiness, alertness and grouchiness.  Sensory affects result from sensory stimulation such as smell 

and taste.  If these affective experiences are related to an attitude object, they provide information 

that influence attitude.  Although moods are not associated with attitude objects, they “may 

influence the momentary appraisal of an attitude object” (Schimmack & Crites Jr, 2005, p. 411) 

It would seem irrelevant to consider emotion and mood in the specification of competency 

statements.  Emotion and mood are highly subjective, and dependent on situational factors that can 

be extremely varied.  Therefore, attempting to incorporate emotion and mood into competency 

statements would probably make these statements untenable.  Although emotion and mood can be 

associated with attitude objects, the learning outcomes of CBT are not about ‘feeling’ a certain way, 

or getting into a particular mood.  Nevertheless, trainers are expected to manage the emotions and 

moods of trainees in order to facilitate learning.  Sensory affects on the other hand, may be relevant 

to competency statements.  If a certain sensory stimulation is expected at work, it should be 

experienced during training, and the potential reactions expected made aware to trainees as they 

have influence on attitudes. 

Values generally come from our cultural backgrounds, and personal experiences.  Attitudes are 

related to values, where our values can influence the strength of our attitudes. (Koballa, 1988, pp. 

119-120).  Similarly, Tesser and Shaffer (1990, p. 488) refer to values as preferred end states and 

preferred ways of doing things.  They mention studies that showed how due to the breadth of the 

value construct, attitudes and behaviour can be influenced by values. 

In summary, affects are not attitudes, and they can influence attitudes in many different ways.  It is 

possible for practitioners to think of affects as being the same as attitudes.  However, it is important 

in the context of CBT not to confuse attitudes with affects to avoid unrelated learning of affects 

leading to unclear attitude outcomes. 

Attitude strength 

Attitudes may be held in varying degree of strength by individuals.  Stronger attitudes may lead to 

vigorous behaviours in support of the attitude.  A person with strong attitudes against smoking is 
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more likely to take actions such as starting a campaign to restrict smoking in public places.  Attitudes 

tend to be strong when one is directly involved with the attitude object, sometimes referred to as 

personal relevance.  For instance, some parents may not have strong attitudes about school policies 

until their children start schooling (Cacioppo et al., 1981; English, 2006b, p. 61; Kokkinaki & Lunt, 

1999).   

Krosnick and Petty (1995, pp. 1-2) cited studies that showed that attitudes that are strong rarely 

change, and those that are weak are more flexible.  Strong attitudes manifest durability and 

impactfulness.  Durability refers to persistence and the resistance to change.  Impactfulness refers to 

the potential to “influence information processing and judgement” and hence guide behaviour.  

Strong attitudes were similarly described by Ajzen (2001, p. 37) as “relatively stable over time, to be 

resistant to persuasion, and to predict manifest behaviour.”  Hence, stronger attitudes are more 

likely to lead to behaviour change (p. 3).   

It would appear that if a learner possesses strong attitudes incongruent with the performance task, 

no amount of teaching of that attitude is likely going to lead to a change in that attitude.  That does 

not necessarily mean that the learner will not be able to perform the required task, or be unwilling 

to perform said task.  The fact that within the CBT context, the learner is ‘directly involved’ with 

learning the performance task, opportunities are present for the learner to strengthen the right 

attitudes, or to be made aware of conflicting attitudes to facilitate the transformation of undesirable 

attitudes.  As mentioned earlier, all these opportunities will not be possible if appropriate attitudes 

are not identified and articulated to facilitate the teaching of attitudes. 

Measurement of attitudes 

Corey (1943, p. 457) highlighted the case for measuring attitudes in the classroom when teachers 

who instruct their students in attitudes were unable to know if attitudes have changed in their 

students.  On the other hand, effective methods for measuring learning in terms of “facts and 

knowledge” had already been developed at that time.  Methods for measuring attitudes from as 

early as 1928 were reviewed by Droba (1932, p. 309) in order to add clarity to “classifying, analysing, 

and evaluating of existing techniques”.  Gorn and Dubin (1970, p. 1) selected an attitude model by 

Martin Fishbein developed in 1961 to measure attitudes toward management development.  Over 

the years, as attitude models and definitions changed, so have measurement techniques and 

methods changed to cater to these new models and definitions. 



27 

In recent years, techniques and methods for measuring attitudes have been researched and 

developed in many diverse fields, such as evaluating two different scales to measure attitudes 

toward websites (Boostrom, Balasubramanian, & Summey, 2013); developing a scale to measure 

college students’ attitudes toward Information Technology (Gokhale, Brauchle, & Machina, 2013); 

measuring attitudes towards health insurance (Loh, Nihalani, & Schnusenberg, 2012); measuring 

attitudes towards religious education (Thanissaro, 2012); parenting practices (Budd et al., 2012); 

attitude change in medical students (Hastings, Pardíñaz-Solís, Phillips, & Hennessy 2012). 

Traditionally, ‘Direct Self-Reports’ are common methods used for measuring attitudes.  Essentially in 

these methods, participants explicitly describe their own attitudes. Many methods, Thurstone’s 

Equal-Appearing Intervals, Likert’s Method of Summated Ratings, and Osgood, Suci, and 

Tannenbaum’s Semantic Differential, to name a few, are used to improve the validity and reliability 

of these measurements.  Nevertheless, the assumption for using these traditional methods is that 

participants will accurately reveal their real attitudes.  Otherwise, measurements will be invalid.  To 

avoid such inaccuracies, alternatives to direct self-reports were developed, such as Unobtrusive 

Behavioural Observation, Response Latency Measures, and Priming Measures, to name a few 

examples (Krosnick, Judd, & Wittenbrink, 2005).  

Direct self-reports in the form of questionnaires with attitude scales are commonly used today in 

many varied applications.  Wang (1932, p. 367) was of the opinion that the success or failure of the 

scale was hinged “upon how well the initial list of statements is compiled and edited.”  In other 

words, if the questions or statements were not crafted appropriately, the answers would be 

unreliable.  Wang suggested sixteen criteria and five rules for crafting attitude statements.  Examples 

for criteria are: “An attitude statement must be debatable” and “An attitude statement must not be 

susceptible to more than one interpretation”; and examples for rules are: “Avoid a negative 

expression whenever a positive one can be substituted” and “Avoid double negatives.” (pp. 368-

373).  Wang concluded that by observing objective criteria, an attitude statement expresses an 

attitude that relates to the attitude continuum being measured (p. 373).  Edwards (1957, pp. 14-15) 

also compiled a similar list. 

Although the above reference was published in 1932, the intent here is not to examine whether the 

suggested criteria and rules are still relevant or current today, but to highlight that such criteria and 

rules may be relevant, adapted and developed to articulate attitudinal requirements in competency 

statements, and subsequently for articulating assessment criteria.   
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It is not relevant for this thesis to go into the details of the methods and techniques of measuring 

attitudes.  The intent here is to show that attitude measurements have been researched and 

developed for over seventy years, and are widely used in diverse settings.  There was hardly any 

literature exploring the use of these measurements in the CBT context within NQFs such as the AQF 

or WSQ.  As it had been shown earlier that behaviour does not necessarily reflect the actual 

attitudes, perhaps attitude measurements may be explored in the assessment of attitudes within 

the CBT systems. 

Policy/Guidelines on Attitudes in Competency Standards in the AQF 

In the AQF, “Training Packages are the most important documents in the current VET system” 

(McGowan & Thorn, 2002, p. 128).  They were introduced in 1996 and became a central feature of 

the VET system (Allen Consulting Group, 2006, p. 15).  “Training Packages specify the skills and 

knowledge required to perform effectively in the workplace.” (National Quality Council, 2007, p. 6).  

The preceding quote is taken from the ‘Training Package Development Handbook’ which was 

implemented in 2007.  This handbook essentially guided the development of training packages, until 

being superseded in 2012.  It is interesting to note that the word ‘attitudes’ was absent in the quote, 

as well as throughout the main document (excluding the appendices).  Where attitudes were 

mentioned in the appendices, it was included in the definition of competency as “Competency 

requires the application of specified skills, knowledge and attitudes relevant to effective 

participation in an industry, industry sector or enterprise.” (pp. 94, 244).  In fact, the word ‘attitudes’ 

is also absent in the replacement documents (reviewed later).   

Competency Standards template 

The three main components of training packages are “Units of competency, Qualification 

framework, Assessment guidelines” (National Quality Council, 2007, p. 6).  The component of 

primary interest is the ‘Unit of competency’ (UOC) (referred to in preceding chapters as Competency 

Standards), which “identifies a discrete workplace requirement and includes the knowledge and 

skills that underpin competency as well as language, literacy and numeracy; and occupational health 

and safety requirements” (p. 14) and frames assessment of outcomes.  Therefore, besides 

knowledge and skills, other requirements are expected to be specified in the UOC, mainly under the 

heading of ‘Employability Skills’.  The components of UOC are listed below (p. 19). 
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 Unit code and title  

 Unit descriptor 

 Employability Skills 

 Application of the unit 

 Elements 

 Performance criteria 

 Required skills and knowledge 

 Range statement 

 Evidence guide 

Key competencies and Employability Skills 

Employability Skills came about when personal attributes and generic skills relevant to employment 

and learning new things were increasing sought by enterprises (Commonwealth of Australia, 2002, 

p. 1).  Personal attributes influencing employability were identified as: loyalty, commitment, honesty 

and integrity, enthusiasm, reliability, personal presentation, common sense, positive self-esteem, 

sense of humour, balanced attitude to work and home life, ability to deal with pressure, motivation, 

and adaptability (pp. 6-7).  These personal attributes were incorporated into eight key Employability 

Skills, such as: communication, team-work, problem-solving, initiative and enterprise, planning and 

organising, self-management, learning, and technology (p. 7).  Personal attributes “… describe a set 

of non skill-based behaviours and attitudes that employers felt were as important as the 

Employability Skills and other technical or job-specific skills” (p. 36). 

The concept of Employability Skills was not new in 2002.  The VET sector had implemented the 

Mayer Key Competencies after the Mayer Report was released in 1992 (p. 15).  The Mayer Key 

competencies focused on generic skills, but excluded values and attitudes.  Personal attributes such 

as values and attitudes were excluded from key competencies as they were deemed difficult to 

teach and assess (Curtis & McKenzie, 2002, p. 41).  Hence, with employers requiring a set of personal 

attributes in their workers, Key Competencies have been built upon, and replaced by Employability 

Skills.  Table 3.1 below compares the Employability Skills to Key Competencies. 
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Table 2.1: Employability Skills and Key Competencies 

Employability Skills Mayer Key Competencies 

 Communication  Communicating ideas and information 

 Teamwork  Working with others and in teams 

 Problem solving  Solving problems  

 Using mathematical ideas and techniques 

 Initiative and enterprise  

 Planning and organising  Collecting, analysing and organising 
information  

 Planning and organising activities 

 Self-management  

 Learning  

 Technology  Using technology 

(National Quality Council, 2007, p. 251) 

As a summary, in the early 1990s, besides the knowledge and skills required in achieving a 

competency, generic skills under the Mayer Key Competencies were also required.  At this stage, 

personal attributes (including attitudes) were excluded with justification.  There did not appear to be 

any literature available to explain how the VET sector then, through training packages was producing 

competency outcomes that were supposed to include attitudes as a component of competency.  

This situation was improved in 2002 with the implementation of the Employability Skills Framework, 

due largely to industry recognising the need to have workers with appropriate personal attributes on 

top of generic skills, on top of required knowledge and skills for specific competencies.  Personal 

attributes identified were incorporated into Employability Skills.  In a final report to the Department 

of Education, Employment and Work Relations (Australia) on Employability Skills Framework Stage 1 

in as recent as 2012, Ithaca Group (2012) summarised feedback on attitudes as “difficult to teach 

and assess, as well as concern that to attempt to specify the attitudes required for work could be 

used to disadvantage and exclude people” (pp. 10-11).  Although this report does not appear to 

apply directly to the training sector of the AQF, it does demonstrate what a broad cross-section of 

stakeholders view attitudes when it comes down to implementing its training and assessment.   

It is interesting to note that Employability Skills, with incorporated personal attributes were 

classified as ‘skills’.  Looking at the list of Employability Skills, one could imagine its teaching and 

learning as processes, procedures and tasks, that is, ‘skills’.  Is there a danger of trainers and 

assessors focusing more on the skills aspects, than on personal attributes incorporated as attributes 

are more difficult to teach and assess?  In addition, would developers of Training Packages be able to 

proficiently specify relevant incorporated personal attributes to facilitate teaching, learning and 

assessments for specified Employability Skills?  Some of these questions would be touched on 

subsequently when sample UOCs are analysed. 
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Another observation made is that these Employability Skills are ‘generic’ in nature.  In fact 

Employability Skills may stand on their own as complete UOCs.  It is easy to accept that for workers 

to become competent and successful in their jobs, personal attributes such as positive attitudes, 

willingness and motivation to learn are generic attributes, and important.  What comes to my mind 

when I examine a competency is whether there are attitudes that are specific to those specified 

performances that are not covered in the set of Employability Skills.  Learning another set of skills, 

albeit generic skills, to overlay competencies is not equivalent to learning attitudes to support the 

performance of those competencies. 

The new Competency Standards template and Foundation Skills 

The latest development impacting Employability Skills is the replacement of the ‘Training Package 

Development Handbook’ by ‘Standards for Training Packages’ and its supporting policies ‘Training 

Package Products Policy’ and ‘Training Package Development and Endorsement Process Policy’ 

(Australian Government, n.d.-b).  The new template for UOC listing its components (Australian 

Government, 2012d, p. 4) are shown in Table 3.2 below together with the superseded template 

(previously listed above) for ease of comparison. 

Table 2.2: Unit of Competency Template, AQF – old and new 

Training Package Development Handbook (old) Standards for Training Packages (new) 

 Unit code and title  

 Unit descriptor 

 Employability Skills 

 Application of the unit 

 Elements 

 Performance criteria 

 Required skills and knowledge 

 Range statement 

 Evidence guide 

 Unit code (mandatory) 

 Unit title (mandatory) 

 Application (mandatory) 

 Prerequisite unit (optional) 

 Competency Field (optional) 

 Unit sector (optional) 

 Elements (mandatory) 

 Performance criteria (mandatory) 

 Foundation Skills (mandatory) 

 Range of conditions (optional) 

 Unit mapping information  (mandatory) 

 Links (mandatory) 

 

The Employability Skills section in the previous template has been removed in the new packages.  

Developers were supposed to insert a standard comment “This unit contains Employability Skills” 

without having to add anything else to the section (National Quality Council, 2007, pp. 16, 101).  A 

new section – Foundation Skills – has been added to the template.  Under the ‘National Foundation 

Skills Strategy for Adults’, Foundation Skills are defined as: 
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 English language, literacy and numeracy (LLN) – listening, speaking, reading, writing, 

digital literacy and use of mathematical ideas; and 

 Employability Skills, such as collaboration, problem solving, self-management, learning 

and information and communication technology (ICT) skills required for participation in 

modern workplaces and contemporary life (Australian Government, 2013b, p. 2) 

Foundation Skills are required to be embedded in Performance Criteria where applicable.  The 

‘Foundation Skills’ section should include Foundation Skills essential to the UOC that had not been 

embedded (Australian Government, 2012d, p. 4).  Essentially, LLN has been added to the new 

template, under the section of Foundation Skills.  

The Australian Core Skills Framework 

There is another framework being implemented, ‘The Australian Core Skills Framework’ (ACSF).  This 

framework “… provides a rich, detailed picture of real life performance in the five core skills of: 

Learning, Reading, Writing, Oral Communication, and Numeracy” (Mclean, Perkins, Tout, Brewer, & 

Wyse, 2012, p. 2).  The ACSF can be used by Training Package developers to articulate core skills 

within competency standards (p. 3). 

It would appear that Core Skills focus on the LLN requirements of the Foundation Skills.  These new 

frameworks are being rolled out, and the literature is still unclear in my opinion as to how they are 

being implemented on the ground, say, by training organisations.  For example, with the 

implementation of Foundations Skills, training organisations now need to have LLN expertise to 

incorporate Core Skills into courseware, training and assessment.   

The Core Skills for Work Developmental Framework 

There is even another new framework in Australia, ‘The Core Skills for Work Developmental 

Framework’ (CSfW) that “… describes a set of non-technical skills, knowledge and understandings 

that underpin successful participation in work” (Australian Government, 2013a, p. 1).  The CSfW 

covers three Skills Clusters: “1 - Navigate the world of work, 2 - Interact with others, and 3 - Get the 

work done”.  Many of the Skills Areas under these clusters coincide with the Foundations Skills, such 

as ‘Communicate for work” under cluster 2, and ‘Plan and organise’, ‘Identify and solve problems’ 

under Cluster 3, just to name a few.  This framework “provides a common reference point and 

language that will assist”:  
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 those who develop standards, curriculum, programs and learning and assessment 

resources to more clearly articulate the Core Skills for Work required for certain 

occupations or at particular points in career development 

 trainers, educators and those who work with job seekers to more explicitly address the 

development of these skills in learners, and to assist those they work with to more 

clearly articulate the skills they do possess and identify those that they would like to 

develop (p. 4) 

In summary for Australia, the current changes may seem overwhelming to practitioners.  For 

example, moving forward, trainers would need to incorporate Foundation Skills, that is, LLN and 

Employability Skills into their curricula and pedagogies.  Common definitions and understanding of 

terms used must be adopted by practitioners to avoid confusion.  For example, Foundation Skills 

should not be equated to Employability Skills but to encompass both LLN skills and Employability 

Skills.  Despite the current changes, the issue of attitudes appear to be fairly ‘constant’ since the 

implementation of Employability Skills in 2007.  That is, ‘generic’ attitudes identified as important 

were incorporated in Employability Skills, and embedded into ‘Elements’ and ‘Performance criteria’ 

of UOCs, and others that are important but not embedded covered under ‘Foundation Skills’ (as 

Foundation Skills are being rolled out, many UOCs that are still current will have ‘Employability Skills’ 

instead of Foundation Skills).  It is left to be seen if the incorporation of attitudes into 

Employability/Foundation Skills and having Employability/Foundation Skills embedded into UOCs 

had been successful in facilitating the achievement of relevant and important attitudes (personal 

attributes). 

Policy/Guidelines on Attitudes in Competency Standards in the WSQ 

In the case of the WSQ, there are few publicly available literature on its development and progress.  

The main document in the WSQ is the Competency Standard, also known as Competency Unit (CU), 

equivalent to the UOC of the AQF.  CUs are organised under various industry/skills frameworks.  The 

framework Competency Maps are probably the equivalent of the Training Packages in the AQF in 

terms of intent, but not on the degree of details.  The components of the Competency Standard 

Template are listed below (WDA-QAD, 2012, p. 13): 
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 Cover page  

 Relevant Job role(s)/occupation(s)  

 Performance Statements / Competency Element / Performance Criteria  

 Assumed Skills and Knowledge  

 Underpinning Knowledge  

 Range and Context  

 Evidence Sources 

The ‘Competency Element’ and ‘Performance Criteria’ combination is mainly targeted at technical or 

task-based competencies, typically procedural in nature.  The ‘Performance Standard’ is a newer 

development that replaces ‘Competency Element/Performance Criteria’ for CUs that are: “soft skills 

or knowledge-based, analytical; usually for supervisory-level (equivalent to Diploma in the AQF) and 

above competencies; and usually for WSQ Diploma and above” (WDA-QAD, 2012, p. 12).  In 

addition, the ‘Performance Standard’ and ‘Performance Criteria’ were enhanced with the following: 

“Indicate relevant behaviour (using Bloom’s Cognitive, Affective and Psychomotor Domains); [and] 

Include relevant E[mployability] S[kills]” (p. 14).  Unlike the AQF, there is not the ‘Employability Skills’ 

or ‘Foundation Skills’ component on its own in the CS Template. 

Employability Skills/Foundation Skills 

However, Employability Skills have been organised into a framework by itself with its own 

Competency Map.   The intent of Employability Skills appears similar to that in the AQF.  In terms of 

terminology, according to the Employability Skills Competency Map, ‘Foundation Skills’ cover 

Workplace Literacy and Numeracy; and Information and Communication Technologies.  The other 

four competency categories on their own are:  “Analytical, conceptual and evaluative skills; 

Interpersonal skills; Job safety skills; and Other Employability Skills” (WDA, 2015, pp. 2-3).  The 

Foundation (Employability) Skills ‘Job Competency Survey’ is used by learners and supervisors to 

collect information on the demographic profile, common and functional competencies for the job 

role.  In this survey questions about attitudes include Reliability, Commitment, Punctuality, Positive 

Self Esteem, Motivation, Efficiency, Team Spirit, and Adaptability (WDA, n.d.).  However, elsewhere 

within the Employability Skills framework the word ‘attitudes’ was hardly mentioned. 

Despite the enhancement of the Performance Standard and Performance criteria mentioned in the 

WSQ above, it would appear that attitudes are not directly assessed.  The enhancements are for 

behaviours which can be taught as psychomotor skills, and implied personal attributes covered in 

Employability Skills which are specified mainly as skills. 
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Overall, there is insufficient clarity in the definition and scope of attitudes as a component of 

competency within the AQF and WSQ.  Nevertheless, from the constant improvement of the AQF, 

attitudes for specific competencies appear now to be constrained to a list of industry ‘desired’ 

generic personal attributes that are incorporated into Foundations Skills.  Although there is structure 

in the system which would facilitate its implementation, one could argue that attitudes may be 

glossed over as ‘skills’ in Foundation Skills.  One could also argue that restricting personal attributes 

to a list of thirteen can be limiting.  A florist may arrange flowers for a customer as merely a job to 

get paid, or possess a desire to make customers truly happy with flower arrangements, thereby 

making the extra effort to learn more about what the customers like and dislike.  Which Foundation 

Skill fits this ‘simple’ attitude, and how should the ‘Performance Criteria’ be articulated?  From the 

literature reviewed, practitioners will need more support in gaining a better understanding of their 

roles and achieving the necessary competencies to help implement the Foundation/Employability 

Skills system so that the desired personal attributes are catered to.  Nevertheless, personal 

attributes may be too generic to correlate to attitudes required for specific performances.  It seems 

to me that personal attributes is more relevant to a person doing the whole job, and more specific 

attitudes may be required for specific competencies.  Therefore, even if personal attributes are to be 

directly addressed in UOCs instead of attitudes, they may be too broad and ineffective to the 

achievement of attitude learning in specific competencies. 

Teaching, learning and assessment of attitudes and affects 

When it comes to the learning of attitudes (as well as values and behaviours), the affective domain 

of learning is usually selected (Shephard, 2008, p. 88).  However, De Monchy (1992) highlighted that 

the teaching of attitudes should contain elements of “motivation, factual knowledge and the training 

of skills” (De Monchy, 1992, The teaching of attitude to undergraduate students, para. 2), implying 

the need for cognitive and psychomotor input.  Similarly, Kretchmar pointed out that most human 

behaviours, such as a job task, included aspects of cognition, affection and psychomotor skills (as 

cited in Miller, 2010, p. 4).  This is not surprising in view of the tripartite components of cognition, 

affect and behaviour in attitude.  Nevertheless, these views do not imply that the use of cognitive 

and psychomotor domains of learning only will be sufficient and suitable for the teaching of 

attitudes. 

According to Allen and Friedman (2010), “[a]ffective learning involves changes in feelings, attitudes, 

and values that shape thinking and behaviour” (p. 2).  They further explained that there are two 

aspects of affective learning.  First, learning is affected by the learner’s attitude, motivation, and a 
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host of external factors that affect the learner’s feelings such as the learning material, the instructor, 

and the learning environment.  Second, the actual learning, which “relates to feelings, attitudes, and 

values that are identified, explored, and modified in some way because of the learning experience” 

(p. 2).  One must be mindful that although it is important for the first aspect to be taken care of for 

any learning to happen, it is the second aspect of actual learning of the identified affects that is the 

learning objective.  As this research is about the learning of attitudes, this review will focus on the 

second aspect, which is about the actual learning.  The next step is to review the affective domain of 

learning in order to gain some insights into the teaching and learning of attitudes. 

Affective domain of learning 

Affective learning is able to inculcate values and beliefs we attach to learning content.  “It refers to 

our attitudes and willingness to take part in new things, and ability to make decisions about how we 

operate and behave in a variety of circumstances” (Pierre & Oughton, 2007, para. 3).  The 

Krathwohl’s Taxonomy of Affective Learning may be used to explain how affects are learned and 

assessed (Allen & Friedman, 2010; English, 2006a; McCleaster, 2010).  This taxonomy describes five 

levels of learning from the simple to the complex as:  (1) Receiving, (2) Responding, (3) Valuing, (4) 

Organising, and (5) Characterising.  At the starting level of Receiving, a learner is introduced to an 

idea or concept and becomes aware of it, or of how it compares with existing ones.  At the 

Responding level, the learner starts to do something, such as displaying an interest, or even starts to 

exhibit new behaviours due to the experience.  At the Valuing level, the learner shows some definite 

involvement or commitment, or even develops an attitude regarding the concept.  At the 

Organisation level, the learner integrates the concept into personal existing system of values.  At the 

final level of Characterising, the learner internalises the concept, and behaves consistently with the 

new value (English, 2006a; McCleaster, 2010). 

It would be ideal when teaching attitudes to progress through all five levels of the affective domain 

taxonomy in order to increase the chance of achieving sustained affective learning outcomes.  

However, in the context of CBT with relatively short course durations and heavy focus on knowledge 

and skills, there may be insufficient resources to teach attitudes, let alone using and achieving all five 

levels of the affective domain taxonomy.  In view of the difficulties in teaching and assessing 

attitudes, and the pragmatic trade-offs between committing resources and assurances of outcomes, 

perhaps it would be reasonable to aim for the first two levels of the taxonomy of Receiving and 

Responding, and possibly adding the third of Valuing for the most significant or important attitudes 

required. 
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Difficulties in affective learning and assessing 

Abbatt (1992, p. 65) opined that teachers face problems when teaching attitudes due to attitudes 

being difficult to measure, difficult to define or explain.  Therefore, often it is unclear to the teachers 

themselves what attitudes need to be learned.  Allen and Friedman (2010) suggested that because 

the “affective domain is poorly conceptualized, highly individualized, and difficult to directly assess” 

(p. 1), that the cognitive learning strategies were used in social work education despite critical 

affects needed for social work.  Kaplan further highlighted other issues that contributed to affective 

learning being focused less, due to “the emphasis on standardized testing, mastery learning, limited 

research, the lack of a consistent vocabulary and available instrumentation” (as cited in Allen & 

Friedman, 2010, p. 1). 

Shephard (2008) suggested that educators are reluctant to emphasize affective learning objectives 

due to concerns of being accused of “indoctrination or brainwashing” (p. 89).  Other reasons for 

neglecting affective domain teaching is that “many educators regard these matters as private rather 

than public, and affective outcomes take more time to achieve than available in any training 

programme.  In addition, even if affective learning outcomes are clearly articulated, there are 

practical difficulties in determining any change in a student’s values, hence difficulties in assessment 

(p. 94). 

The assessment of affective characteristics requires attitudinal and behavioural development to be 

measured.  However, “[a]s attitudes cannot be directly observed they are often inferred from 

behaviour through verbal response or observed reactions” (Bednar & Levie, 1993, as cited in Jagger, 

2013, p. 40).  The former method is prone to missed observation of relevant actions and 

misinterpretation of observations.  The latter method of self-reporting is prone to inaccuracy when 

participants are unaware of their true feelings, or being uneasy about answering truthfully.  Despite 

such weaknesses, these methods although inexact, are still being widely used.   

The implications for CBT are significant.  First, practitioners may not be properly equipped to teach 

and assess attitudes.  Second, regardless of the commitment of resources to teach attitudes, the 

assessment of attitudes cannot be totally reliable.  The current system does not include the 

assessment of attitudes per se, except for the observation of behaviours required in performance 

statements.  Since the observation method of assessment is already in place in the current CBT 

system, any development in the implementation of attitude assessment may only require the 

addition of self-reporting attitude questionnaires.  It is anticipated that existing practitioners will 
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need additional training in order to implement attitude teaching and assessment, which will require 

an immensely high level of commitment from all stakeholders. 

Methods of teaching attitudes 

Allen and Friedman (2010, p. 8) suggested that affective learning could be achieved through 

behaviourally-based objectives.  Verbs such as: “defends, justifies, advocates, argues, accepts, 

challenges, promotes, rejects, shares, subscribes, verifies, and disputes” (p. 8) could be used in 

writing these objectives.  Example objectives provided were: “Upon completion of the course, 

students will dispute the claim that poverty is always the result of character flaws or moral failings”, 

and “Upon completion of the course, students will advocate policy changes that assure a mechanism 

for financing affordable health care for all individuals” (p. 8). 

In a commentary, Panagopoulou, Montgomery, and Benos (2011) argued that health promotion 

learning should be approached as a behavioural change.  They used three examples, that of 

prevention of H1N1 transmission, hand washing in hospitals, and prevention of cervical cancer to 

demonstrate how focusing only on knowledge and skills aspects did not achieve the desired 

behavioural changes in trainees.  For example, despite all the information about the importance of 

hand washing as a means of preventing in-hospital infections, and having acquired the skills, 

compliance was poor.  One of the reasons pointed out was the influence on their attitudes by non-

compliant seniors and teachers (p. 56).  Similarly, Shephard (2008, p. 95) summarised literature that 

affective learning in higher education emphasised the importance of role models, and how poor role 

models may actually lead to learning the wrong values.  McCleaster (2010) also alluded to the 

necessity for allied health educators to “be positive role models for the students and professions 

they serve” (p. 25). 

Similarly, in teaching social work values, Allen and Friedman (2010, pp. 11-12) used the teaching of 

‘Empathy’ as an example.  They started by explaining the concept of empathy, the importance of 

supporting and accepting clients in the process of serving them (cognitive learning).  Next, the 

affective component of empathy was explored by asking students to reflect on their experiences 

with people who were empathetic or not to them, how they felt, how they recognised empathy, and 

so on.  Finally, behavioural-based skills were taught.  For example, to help students demonstrate 

their ability to listen to their clients with empathy, to use open-ended questions, verbal prompts, 

and non-verbal behaviours. 
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Jagger (2013, p. 40) used debates in teaching the affective characteristics of a professional ethics 

module for first year computing undergraduates.  The concept of cognitive dissonance is being 

applied here.  When students were asked to defend rigorously a conflicting stance or when an 

audience member is presented with strong conflicting views, cognitive imbalance resulted.  Such 

imbalance can potentially bring about change of attitudes.  Participants who defend or propose 

conflicting positions were in essence, role-playing.   

Role-playing is also a method of teaching attitudes proposed by Abbatt (1992, p. 72) in healthcare.  

For example, when communicating with people, adopting the right attitude is important.  Hence, 

one will speak to people in an appropriate manner if you respect them.  Often, respect for people 

improves when one better understand their point of view or appreciate what they are going 

through.  Role-playing allows trainees to experience some of these feelings, such as being a patient. 

In the care for the mentally ill, Holloway (2014) explained the use of Reader Theatre as a method for 

affective teaching and learning.  “Improving attitudes of mental illness can lead to better patient 

care” (p. 44).  In this method, volunteer students read aloud unrehearsed scripts between nurses 

and mental health patients created by the teacher to the class.  Although there is no acting involved, 

the scripts provide relevant ‘experiences’ about the concepts they are learning, within an affective 

learning environment.  Hence, using Reader Theatre followed by classroom discussions can provide 

the environment for trainees to consider any negative attitudes, emotions and values they may have 

of their patients, and facilitate the altering of such negative attitudes. 

The review of methods of teaching attitudes is by no means extensive.  The aim is to highlight the 

different orientation and process of affective teaching methods compared to those more common in 

the cognitive and psychomotor learning domains.  The examples mentioned are also relatively easy 

to implement so practitioners should not be overly concerned that teaching methods for attitudes 

are all too difficult.   

In summary, affective learning requires additional input on top of cognitive and psychomotor 

content.  Experiences need to be created either directly or vicariously, and feelings need to be 

stimulated.  Role models can effectively influence attitude learning, and dissonance is probably 

needed to encourage attitude change.  At the end of all the teaching and learning, the reliability of 

assessment is less than assured.  In the ‘practical’ world of CBT, one wonders if attitude teaching is 

worth the resources and effort since it cannot be assessed directly.  Nevertheless, with pragmatic 

considerations and justifications, any small step such as the achievement of attitude learning to 

enhance the achievement of competency will be worthwhile in the long term. 
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This review of the literature has provided not only background information on the three important 

areas linked to the research but also the current status of relevant developments.  The knowledge 

gained supports the design and implementation of the methodology for the research, which is 

presented in the next chapter. 
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Chapter 3:  Methodology 

Chapter 1 introduced the concept of the attitude as a component of a workplace competency.  It 

highlighted a possible weakness in the training system with regards to the training of attitudes 

within competency.  It also presented the case in this study to examine if there were weaknesses in 

both defining and in dealing with the teaching of attitude components of competency statements.  

The research questions address mainly Competency Standards documents as these documents 

largely drive training and ask how attitudes are articulated in these. 

Chapter 2 highlighted the literature on the background of the areas of investigation and the research 

on key topics such as attitudes, guidelines to training and policies on the design and implementation 

of attitudes in the competency standard documents, and effective learning strategies and methods 

for teaching attitudes. 

This chapter describes the methodology adopted to conduct this research.  It justifies the use of 

research methods, the data to be collected and how it is collected, analysed and organised.  It also 

highlights some of the limitations faced in the research. 

Quantitative vs Qualitative 

The Quantitative paradigm of research is about the reliance of positivist principles, measuring 

variables and testing hypotheses (Neuman, 2011, p. 165; O'Leary, 2010, p. 105).  It also relies on 

“statistics, is generally large scale, but without much depth” (O'Leary, 2010, p. 105).  Based on these 

characteristics of the quantitative paradigm, it is not suitable for this project.  First, positivism is 

about using mathematical logic to explain science which is the sole genuine knowledge, and the 

verification of claims through observations or definitions of logic (Collins, 2011, pp. 359-360).  

Hence, positivist principles are not aligned with the intent of the research question. Second, the 

research question is not set out as a hypothesis to be tested, but represents an area of inquiry or 

investigation.  Third, as part of the aim of the project was to allow the data to reveal attitudes 

related to competencies, the plan was not to pre-determine variables in terms of attitudes to be 

measured, but to identify what these are.   

In addition, research methods associated with the quantitative research paradigm are typically 

laboratory experiments and surveys (Bhattacherjee, 2012, p. 103).  Laboratory experiments are less 

relevant to this project in view of the research question.  Surveys however, could be carried out to 

gather relevant data.  In the case of this project, the research question would then have to be set 
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out as a hypothesis, which would invariably change the focus of the research question slightly.  The 

anticipated answers to the research question would be subjective interpretations amongst different 

groups of participants – say, from industry training councils, training authorities, quality assurance 

agencies, training organisations, trainers and assessors, courseware developers – on whether 

attitudes are meaningfully articulated in CS documents.  Since attitudes are generally agreed to be 

complex entities, participants are expected to have different definitions, understanding, or even 

vague or general interpretations of it, thereby affecting the reliability of the data collected.  

Furthermore, different groups of participants may present different answers which would be 

informative but nevertheless, render the answers inconclusive.  Finally, the time allocation for this 

project and the limited resources available makes this method untenable.  Therefore, although the 

quantitative paradigm may be applicable for this thesis through the use of surveys, it is not ideal in 

view of not achieving the focus that is important, that of how attitudes are articulated instead of 

what attitudes are articulated. 

The Qualitative paradigm of research  on the other hand “rejects positivist ‘rules’ and works at 

accepting multiple realities through the study of a small number of in-depth cases” (O'Leary, 2010, p. 

105), as well as “rely[ing] more on the principles of interpretive or critical social science” (Neuman, 

2011, p. 165).  Interpretivism is about the reconciliation of differences in participants’ responses, 

using the researcher’s subjective perspectives.  Interpretive methods attempt to derive theory about 

a research area of interest from data through an inductive approach (Bhattacherjee, 2012, p. 19).  

Hence, interpretive methods are more aligned to the intent of the project, where data is collected 

and interpreted, such as how attitudes have been incorporated into Competency Standards 

documents. 

Research methods under the qualitative paradigm include case studies, action research, 

ethnography and phenomenology, narrative and grounded theory (Bhattacherjee, 2012, pp. 107-

110; Creswell, 2013, p. 187).  Preliminary examinations of these methods reveal that they are 

unsuited to the nature of the study.  Data collection for these methods includes “observations, 

interviews, documents, and visual materials” (Creswell, 2013, p. 189).  From the point of view of 

data collection, the argument for interviews could be appropriate.  However, similar to the 

arguments for surveys, answers would be focused on the subjective interpretations and the 

anticipated varied perceptions of attitudes of different participants, and different groups of 

participants.  This could potentially lead to inconclusive findings, or unreliable conclusions.  

Observations as a data collection method would not be relevant either. 
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One could even argue that the research question could be answered credibly by interviewing source 

agencies responsible for the design and implementation of CS documents.  These agencies include 

the training authorities that decide on policies and guidelines, as well as the various industry training 

councils responsible for creating the CS documents.  However, incumbents in these agencies may 

not be those responsible for decisions for the answers sought.  Furthermore, the answers provided 

by the incumbents may not pan out in reality if practitioners on the ground have difficulties 

interpreting the CS documents.  In addition, it is reasonable to conclude that such interviews may 

exceed the time allocation and resources available for the thesis.  Documents, on the other hand, 

can be a direct, objective source of data.   

Document analysis as a research method 

Various practitioners, for example, courseware developers, trainers and assessors, use these 

competency standard documents to teach and assess performance outcomes-.  Hence, these 

documents are objective when used in answering the research questions.  Furthermore, to reduce 

bias, other types of documents were examined, such as those from government/training authorities, 

industries, media and websites.  Hence, document analysis, under the qualitative paradigm, was 

selected as the most appropriate research method for this project. 

One of the advantages of document analysis over interviews is with regards to retrospective data.  

For example, recall by interview participants may not be as reliable as records, or those involved in 

the issues being studied may no longer be available (Hurworth, 2005). 

“Document analysis is a systematic procedure for reviewing or evaluating documents – both printed 

and electronic (computer-based and Internet-transmitted) material” (Bowen, 2009, p. 27).  As 

documents were created independent of the research, they offer a rich source of authentic data.  

Documents can also reveal historical information that allow for better understanding of background 

of issues under examination.  However, as documents were created for different purposes, different 

types of documents should be analysed to limit bias (Wiebe, Durepos, & Mills, 2010, p. 320).  The 

definition of document analysis below alluded to data analysis to arrive at themes. 

… qualitative document analysis involves emergent coding, that is, the identification of 

relevant terms and topics upon reviewing a number of items, and theoretical sampling of 

documents from electronic information bases, development of a protocol for more 

systematic analysis, and then constant comparisons to clarify themes, frames, and discourse 

(Altheide, 2000, p. 291) 
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Data collection 

The research question asked how attitudes are been articulated in CS documents.  Hence, the first 

step in data collection was the identification of attitudes articulated in selected documents.  Based 

on the working definition of attitudes derived from the literature review (Chapter 2), the initial scan 

of a sample of CS documents was inconclusive.  The definition – a psychological tendency that is 

expressed by evaluating a particular entity with some degree of favour or disfavour – appeared too 

complex for matching attitude articulation within competency statements.  Most competency 

statements such as performance criteria are short statements, focused on an outcome or a product.  

However, from the initial scan, statements mentioning attitude objects were identified in some of 

these documents.  Hence, by falling back on the literature review and reflecting on the 

understanding of attitudes, it was decided that it was reasonable and expedient to accept attitude 

objects to represent attitudes statements in the source documents as the mention of attitude 

objects can imply the need for associated attitudes.  In addition, it would be unrealistic to expect 

that developers of competency standards have adopted the same working definition of attitudes 

when crafting performance statements.   It could even be conceivable that these developers relied 

on their own more general understanding of attitudes in developing competency statements. 

Although the main data source were CS documents, other sources were important to complement 

and enhance the analysis of findings from the CS documents.  Some industries have well established 

associations, unions, governing bodies, and so on.  These industry agencies usually require their 

practitioner members to adhere to professional codes of practice, conduct, or ethics.  Although 

these codes are usually articulated as required behaviours, these behaviours invariable imply 

underlining attitudes.  Hence, attitudes identified through these documents provide an additional 

source of information to be compared with those from CS documents. 

A third source of data came from the literature.  Literature about training for the two industries 

were analysed for attitudinal requirements.  Although the media and website blogs or forums were 

proposed to be analysed, no significantly relevant data was found for the context of this thesis. 

Healthcare and security sectors 

In the interest of managing the amount of data to be analysed from CS documents, only documents 

from two industries/sectors were selected: Healthcare and Security.  Furthermore, only two from 

each sector from each country (Australia and Singapore) were selected for detailed analysis.  
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Documents from the same sector were to be from different levels of qualification for each country.  

The justification for this decision is explained below. 

First, there is a high level of consistency in how CS documents have been developed over the years.  

This was to be expected given that the implementation of the Training Package system within the 

AQF and the equivalent in the WSQ were tightly controlled to ensure reliability, standardisation and 

consistency.  Strict guidelines had to be adhered to.  Although each sector developed their own CS 

documents, all were centrally approved by a government agency.  An initial brief scan made on 

sample CS documents from the ‘Retail’ and ‘Training and Education’ sectors along with the 

healthcare and security sectors bore witness to this assumption.  Therefore, for the purpose of this 

thesis, it was accepted that a large sample size of data source should not contribute significantly 

more to the findings. 

Second, in order to facilitate meaningful analysis, some familiarity with the competencies within the 

sectors would be helpful.  We have all experienced healthcare and nursing as part and parcel of 

growing up and daily life, as well as through the experiences of family and friends.  Hence, the 

healthcare sector was a suitable choice.  I have undergone security training in Singapore under the 

WSQ, so I have some familiarity with the sector. 

Third, these sectors are well represented by industry agencies such as associations, unions, or 

governing bodies.  These agencies adopt codes of practice, conduct or ethics that guide their 

practitioners.  These codes articulate related behavioural and professional attributes that provide 

implications of attitudes required of their practitioners.  Although the findings from these agency 

documents do not directly answer the research question, they nevertheless provide valuable 

information that can be enrich the analysis of the overall findings.  Data from these agencies mostly 

came from their websites. 

Fourth, there is an abundance of literature on education and training in the healthcare sector.  Such 

literature provided insights to training in the affective domain (for attitudes) and other aspects for 

the chapter on review of literature.  Furthermore, attitudes were identified through some of the 

literature which made such literature sources of data.  Unfortunately, there was less literature to be 

found for the security sector as it is a relatively new sector, compared to healthcare and nursing. 
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Types of attitudes articulation in CS documents 

CS documents were initially scanned to identify patterns for possible categories of type of attitude 

articulations.  It emerged that the articulation of attitudes could be grouped under three different 

categories: 

 Explicit:  attitudes or attitude objects are articulated explicitly as a required outcome 

 Implicit: attitudes or attitude objects are mentioned as part of a performance outcome 

 Possible: no articulation of attitudes, but performance outcome hint of possible 

attitudes associated 

These three types facilitate various possible analyses of the data such as the comparative 

importance of attitudes in the documents compared to skills and knowledge, the method of 

articulation, and so on. 

Coding 

When analysing CS documents, any relevance to attitudes identified in performance statements as 

well as other relevant statements was first categorised to the closest type of articulation – whether 

Explicit, Implicit or Possible.  Then the statements are coded with the most appropriate attitude 

object(s).  For example, if a certain performance outcome was found to be related to personal 

safety, it was coded as ‘Safety’.  Coding for other documents was similar except that there was no 

need to interpret the type of articulation of attitudes.  Detailed data collected and their respecting 

coding is presented in the Appendix at the end of this thesis. 

After the industry documents were analysed and coded, the codes were used as a reference list to 

re-analyse the CS documents to improve data analysis through the recursive movement between 

documents as part of the document analysis process (Altheide, Coyle, DeVriese, & Schneider, 2008, 

p. 128).  The process was again repeated after coding attitudes from relevant literature. 

Content Analysis 

Hsieh and Shannon (2005, p. 1278) defined content analysis “as a research method for the 

subjective interpretation of the content of text data through the systematic classification process of 

coding and identifying themes or patterns.” They further identified three different approaches: 

“conventional, directed, and summative”.  They explained that “[c]onventional content analysis is 

generally used with a study design whose aim is to describe a phenomenon”, with the advantage of 
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not imposing preconceived categories (p. 1279).  Incidentally, ‘directed content analysis’ was defined 

as “to validate or extend conceptually a theoretical framework or theory” (p. 1281), and ‘summative 

content analysis’ as counting the frequency of certain content “with the purpose of understanding 

the contextual use of the words or content” (p. 1283).  Hence, out of the three different approaches, 

the conventional approach is most suitable for analysing data collected – which in this thesis is about 

how attitudes are articulated in CS documents. 

Relevant types of attitude articulation were analysed by percentages of occurrences in each CS 

Document.  This analysis provided an indication of the most common type of articulation used, 

implying the focus on how attitudes are articulated.  Coded attitude objects were then consolidated 

by documents, and by sectors to facilitate identification of patterns where possible. 

Thematic analysis 

“T[hematic] A[nalysis] is essentially a method for identifying and analysing patterns in qualitative 

data.” (Clarke & Braun, 2013, p. 120).  Fereday and Muir-Cochrane (2006, p. 4) defined thematic 

analysis as “a form of pattern recognition within the data, where emerging themes become the 

categories for analysis.”  Although thematic analysis was initially identified as an analysis tool for 

potential themes in the way articulation of attitudes, the data obtained did not contain sufficient 

depth of articulation of attitudes for themes to be formed.  

Limitations 

Denzin (2009, p. 300) advocates incorporating triangulation within research design, which involves 

the use of multiple methods to overcome personalistic bias which may stem from using a single 

methodology.  In this research a single method of document analysis may not be considered as ideal. 

However, Denzin goes on to indicate that there are various approaches to triangulation, such as 

through the data, investigators and different theories.  Triangulation of different data sources refers 

to searching and analysing as many different data sources as possible (p. 301).  This thesis includes 

data from different documents from different sources, as explained above.  Therefore, any limitation 

because of a lack of triangulation by different methods had been alleviated by the triangulation of 

different data sources. 
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The omission of courseware documents may be a limitation.  Courseware documents include learner 

guide (content notes for learners), trainer guide (covering instructional methods, lesson plans and 

learning material/resources) and assessment plans.  The inclusion of courseware documents 

matching CS documents would have provided some insights as to how attitudinal requirements in 

the CS documents were interpreted by the owners of the courseware.  Nevertheless, it is 

understandable that many of these courseware documents are proprietary, hence not publicly 

available.  In addition, there would not be sufficient resources to secure a credible sample size of 

courseware documents for findings to be conclusive. 

The coding of attitudes or attitude objects may not be accurate as the process is not carried out by 

subject matter experts from the two sectors.  Nevertheless, with some familiarity, the coding should 

be within reasonableness.  In addition, the accuracy of coding is not the main focus of the research.  

A more detailed explanation will be provided in the next chapter. 

Despite the potential limitations highlighted above, the methodology selected was able to 

adequately facilitate the research of this study.  Data collected and analysed is discussed in the next 

chapter. 
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Chapter 4:  Findings 

This chapter presents the findings and analyses of data collected from three document sources: 

Competency Standards documents, Industry documents, and the Literature.  The detailed data 

collected and analysed can be found in the Appendix at the end of this thesis.  There was insufficient 

significant data to be found from the media and websites for blogs and forums so these were not 

included. 

Competency Standards 

Competency Standards documents are the main source documents for analysis.  A total of eight 

Competency Standards documents were analysed: four each from the AQF and WSQ.  Documents 

were split equally between the healthcare and security sectors.  ‘Elements’ in these documents are 

the broad competencies that are further clarified by individual sets of more specific ‘Performance 

Criteria’.  Competency statements such as Performance Criteria were analysed for any articulation of 

attitudes.  Such interpretations were of course subjective, based on my non-practitioner 

perspectives of the healthcare sector and as a trained practitioner without working experience in the 

security sector.  As mentioned in Chapter 1, ‘articulation’ refers to expressions or explanations of 

thoughts or feelings clearly in words.  Thus the mere mention of an attitude or attitude object 

should not qualify as an articulation.  Each statement in the CS documents was firstly analysed to 

determine the type of articulation of attitudes, followed by coding them as appropriately as possible 

as attitudes or attitude objects. 

As a reminder, the types of articulations are ‘Explicit’, ‘Implicit’ and ‘Possible’.  Explicit articulation 

refers to the articulation of attitudes as the main focus of the performance requirement.  Implicit 

refers to the mention of attitudes associated with a performance requirement.  Possible refers to no 

mention of attitudes, but possible attitudes that may be associated with a performance 

requirement.  The type of articulation is relevant to answering the question of ‘how’ attitudes are 

articulated.  Therefore, it is important to be able to justify that an attitude is found or not, and if 

found to justify whether to categorise the articulation as Explicit, Implicit or Possible.   

For the purpose of this study, the accuracy of the interpretation and coding of attitudes or attitude 

objects found within performance statements is not as critical as the thought process of identifying 

and coding these attitude objects.  For example, it is less important that an attitude object found 

was interpreted and coded “Compliance’ or ‘Legalities’ as long as the coding is within 
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reasonableness, since the focus of the research is on how attitudes are articulated, rather than what 

attitudes are.  Although the coded attitude objects were subsequently used for content analyses, it 

is the demonstration of the process used rather than the patterns identified that is important.  What 

this means is that if the process is subsequently found to be useful in identifying and compiling a list 

of significant attitudes for teaching, then in practice, subject matter experts may be engaged to 

interpret accurately attitude objects using the same process. 

Explicit articulations of attitudes 

At the start of the data analysis process, the ‘Implicit’ category was labelled ‘Explicit’, that is as long 

as there was any mention of attitudes or attitude objects,  the performance requirement was 

categorised as Explicit.  However, as these Explicit performance requirements were further analysed, 

these identified attitudes (attitude objects) were largely Employability Skills interpreted as attitude 

objects.  As such, these attitude objects were invariably focused as task performances.  Hence, from 

the understanding gained about attitudes and its definition and affective learning from the literature 

review, just the mention of an attitude object as a task statement does not make the statement a 

meaningful articulation of the said attitude or attitude object.  Such a statement may be too broad 

for the intended attitudes to be identified and interpreted, and may even be counter-productive 

when irrelevant attitudes are interpreted instead.  Hence, an attitude statement should include not 

be just an attitude object, but the tendency to evaluate it, where the tendency refers to experiences 

in the context where the attitude object is situated.   

For example, when a parent is angry with a child for not completing homework, or for doing it badly, 

the parent could possibly react by asking, “What sort of attitude is this?”  Possible attitudes that 

immediately come to mind could be laziness, forgetfulness, ‘could not be bothered’, ‘I have better 

things to do’ and so on.  Are these mentioned attitudes appropriate answers?  What is the attitude 

object here?  Could it be laziness, forgetfulness?  In this context the attitude object should be the 

homework which would probably address the resultant behaviour most directly.  The child could 

possibly dislike homework because it had always been too difficult (experience), leading the child to 

ignore it due to futility, or to go through the motion completing it because the result would be poor 

anyway.  Therefore, the attitude is possibly: I dislike homework (because it is too difficult) – aligned 

to the working definition of attitude of tendency (past experience of difficulty) used to evaluate 

homework (attitude object) unfavourably in this case.  Therefore, focusing on those possible attitude 

objects other than homework would probably not be helpful to the child when attempting to help 

the child change his or her attitudes for the better in the context of completing homework. 
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One more thing to consider about attitudes articulation is probably about the ‘broadness’ of it.  The 

literature informs us that an attitude considered in a broad sense may not be consistent with the 

same attitude in a particular setting or instance (Cacioppo et al., 1981).  Hence, in the above 

example, the child’s attitude about the homework may only apply to the subject of Mathematics.  

This situation has implications for the ‘Elements’ and ‘Performance Criteria’ relationship in the 

Competency Standards documents. An Element is a broader statement detailed by its corresponding 

set of Performance Criteria.  Therefore, it is probably more meaningful to focus on Performance 

Criteria than Elements when identifying underlying attitude objects. 

To illustrate the initial dilemma between the Explicit and Implicit categories, take a close look at 

page 109, document ‘5A Monitor and control individual and crowd behaviour, Performance Criteria 

2.4 Communication is courteous and professional and interpersonal techniques reflect an awareness 

of individual social and cultural differences’.  ‘Communication’, ‘Courtesy’ and ‘Professionalism’ were 

initially identified as attitudes Explicitly articulated.  When examined closely, Communication was 

expressed as a task performance, and Courtesy and Professionalism as associated behaviours.  All 

three can be attitude objects, but it would be a stretch to affirm that attitudes have been expressed 

in the performance statement.  Understandably, this performance requirement had been articulated 

as a performance task with associated behaviours, such that these tasks and behaviours could be 

observable so that they can be assessed.  The awareness of implied ‘Social Sensitivity’ and ‘Cultural 

Sensitivity’ would probably not be directly observable, except through inferred behaviours such as 

rudeness. Therefore, it was decided that although there were mention of attitudes or attitude 

objects, these attitudes were not meaningfully articulated as attitudes that can be clearly taught, 

learned, and achieved in any intended way.  Hence, this performance statement was later 

categorised as an Implicit articulation of attitudes with the mention of attitude objects Compliance, 

Courtesy and Professionalism. 

With the above interpretations of attitude articulation in mind, the initial Explicit category was 

recategorised as Implicit.  In the final analysis, with our understanding of what attitude statements 

should entail, no ‘Explicit’ articulation of attitudes was found in the selected CS documents.  This 

result is consistent with what the literature revealed about the development and implementation of 

the Competency Standards guidelines and systems, where attitudes was not mentioned in the main 

sections of the ‘Training Package Development Handbook’ (National Quality Council, 2007) and its 

replacement ‘Standards for Training Packages’ (Australian Government, 2012d).  In the CS templates, 

Attitudes is not included, and is at most ‘incorporated’ into Employability Skills as personal attributes 

(Commonwealth of Australia, 2002). 
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Implicit articulations of attitudes 

One example of ‘Implicit’ articulations of attitudes from each document analysed is presented in 

Table 4.1 below. 

Table 4.1: Examples of ‘Implicit’ articulations of attitudes  

Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF 
equiv) 

Item Description 
(Quoted text): 

Relevance: 

(I = Implicit) 

Coding: 

1A Administer and monitor 
medications in the work 
environment (Australian 
Government, 2012c) 

Diploma 2.5 Accurately calculate 
dosages for 
administration of drugs 
(page 99) 

I: Drug dosages 
may be critical to 
patient safety 

Safety 

Accuracy 

2A Comply with infection 
prevention and control 
policies and procedures 
(Release 1) (Australian 
Government, 2015a) 

Cert III 2.1 Identify infection 
hazards associated with 
own role and work 
environment (page 102) 

I: Own role in 
controlling 
infections 

Safety 

Responsibility 

3S Assist with venepuncture 
(Singapore Workforce 
Development Agency 
[WDA], 2010b) 

Cert IV 2.1 Communicate with 
patient, position and 
prepare patient in 
accordance with 
organisational 
procedures (page 104) 

I: Effective 
Communication in 
order to care for 
patient, and 
comply with 
procedures 

Communication 

Care 

Compliance 

4S Perform clinical test and 
physical examination 
procedures (WDA, 2010a) 

Cert III Underpinning 
Knowledge: Use of 
effective 
communication skills, 
both verbal and written 
(twice) (page 107) 

I: Effective 
Communication 

Communication 

 

5A Monitor and control 
individual and crowd 
behaviour (Australian 
Government, 2012a) 

Cert II / 

Cert III 

2.2 Crowd and 
individual behaviour is 
monitored to ensure 
the security and safety 
of persons and property 
(page 108) 

I: Security, Safety Security 

Safety 

6A Patrol premises 
(Australian Government, 
2012b) 

Cert II 3.1 Potential security 
risks are identified and 
assessed for degree of 
risk to self, others, 
property and premises 
(page 111) 

I: Security, Safety Security 

Safety 

7S Plan and implement 
security systems (WDA, 
2012) (page 112) 

Diploma (None) (None) (None) 
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Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF 
equiv) 

Item Description 
(Quoted text): 

Relevance: 

(I = Implicit) 

Coding: 

8S Manage Disorderly 
Conduct and Threatening 
Behaviour (WDA, 2014) 

Cert I / 

Cert II 

3.7 Comply with legal 
requirements and 
organisational 
procedures when 
dealing with 
threatening behaviour 
(page 115) 

I: Compliance Compliance 

 

To illustrate the Implicit attitudes identification process, the example from Document 8S (page 115) 

above is further examined here.  Complying with legal requirements and organisational procedures 

was articulated as the primary task in the statement ‘3.7 Comply with legal requirements and 

organisational procedures when dealing with threatening behaviour’.  ‘Compliance’ with legal and 

organisational procedures was identified as an attitude object.  Since this statement mentioned 

‘Comply’ it was deemed to have implicitly mentioned the attitude of Compliance.  Although the act 

of complying with legal requirement is not strictly an articulation of attitudes but more of a task, it 

alluded to an attitude object of ‘Compliance’ and so it was eventually coded as ‘Compliance’. 

In the example from document 5A (page 108) in the previous section on Explicit articulation of 

attitudes, ‘Courtesy’ is more a type of behaviour than an attitude.  Hence, when performance 

statements mention behaviours, they may imply attitudes that are required, and are more relevant 

to be categorised as Implicit articulation of attitudes. 

The most glaring finding for ‘Implicit’ articulation of attitudes is that none could be identified for 

document 7S (page 112), which is a WSQ Diploma level (AQF Diploma equivalent) course, suitable 

for supervisors and managers.  It is common to associate management level training with higher-

order thinking, requiring possibly more sophisticated personal attributes.  However, the 

performance statements in this document were largely brief, and perfunctory in nature – for 

example, ‘Conduct a threat and vulnerability site assessment’, ‘Establish access control policy’, and 

‘Establish intruder detection and response procedure’.  Perhaps this competency standard, which is 

‘Plan and implement security systems’ is highly cognitive and performed as a one-off project rather 

than a continuous task.  Nevertheless, ‘Possible’ attitude objects were subsequently found 

(explained below).  Therefore, it would be reasonable to expect significant ‘Possible’ attitudes to be 

mentioned in appropriate performance statements to facilitate the teaching of those attitudes. 
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Admittedly, the identification process relied largely on intuition.  For many of the statements, after 

intuitively coding attitudes, the results appeared to be less than convincing as they came across as 

being rather ‘broad’ from a teaching perspective, such as Safety, Responsibility, Compliance, 

Security, and so on.  For example, Security and Safety are probably the ultimate objectives of the 

security officer’s job.  How does one go about teaching such broad attitudes with reference to very 

specific performance tasks?  Training in general is guided by specific performance statements, and 

these broad attitudes were derived from these statements based on the intuitive process.  

Therefore, a logical starting point would be to start from these statements.  That being the case, 

should not the attitude object(s) be more focused by the statements?  I see a possible identification 

of a more direct attitude in the above example in document ‘5A Monitor and control individual and 

crowd behaviour, 2.2 Crowd and individual behaviour is monitored to ensure the security and safety 

of persons and property’ (page 108).  ‘Crowd’ would be a more direct attitude object.  A crowd could 

be made up of trouble makers, or innocents harmed in a crowd.  Thinking aloud, a positive attitude 

towards crowds may lead a security officer to be more relaxed about monitoring.  Thus, a negative 

attitude towards crowds may actually lead a security officer to be more alert in monitoring, and 

ultimately enhancing security and safety.  In the end, Safety and Security were retained because 

they appeared more intuitive and mainstream. 

Possible articulations of attitudes 

One example of ‘Possible’ articulations of attitudes from each document analysed is presented in 

Table 4.2 below. 

Table 4.2: Examples of ‘Possible’ articulations of attitudes 

Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF 
equiv) 

Item Description 
(Quoted text): 

Relevance: 

(P = Possible) 

Coding: 

1A Administer and monitor 
medications in the work 
environment (Australian 
Government, 2012c) 

Diploma 2.3 Correctly identify 
administration route for 
each medication to be 
administered, using 
appropriate 
terminology (page 99) 

P: patient safety 
may be at stake 

Safety 

2A Comply with infection 
prevention and control 
policies and procedures 
(Release 1) (Australian 
Government, 2015a) 

Cert III 1.3 Follow organisation 
procedures for choice 
and use of personal 
protection equipment 
(page 102) 

P: Safety, 
Compliance 

Safety 

Compliance 
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Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF 
equiv) 

Item Description 
(Quoted text): 

Relevance: 

(P = Possible) 

Coding: 

3S Assist with venepuncture 
(WDA, 2010b) 

Cert IV 3.4 Report any 
abnormalities to 
appropriate person in 
accordance with 
organisational 
procedures (page 104) 

P: Accuracy in 
reporting, Safety, 
Compliance 

Accuracy 

Safety 

Compliance 

4S Perform clinical test and 
physical examination 
procedures (WDA, 2010a) 

Cert III 4.1 Explain procedure 
to patient (page 107) 

P: Care for 
patient 

Care 

5A Monitor and control 
individual and crowd 
behaviour (Australian 
Government, 2012a) 

Cert II / 

Cert III 

2.5 Persons behaving in 
a potentially disruptive 
manner are identified 
and assessed for degree 
of risk to self, others, 
property and premises 
(page 109) 

P: Security, 
Safety, 
preparedness, 
accuracy  

Security 

Safety 

Preparedness 

Accuracy 

6A - CPPSEC2015A Patrol 
premises (Australian 
Government, 2012b) 

Cert II 1.4 Equipment is 
checked for operational 
effectiveness and faults 
or damage reported in 
accordance with 
organisational 
procedures (page 110) 

P: Diligence, 
attention to 
detail, 
Compliance 

Diligence 

Accuracy 

Compliance 

7S Plan and implement 
security systems (WDA, 
2012) 

Diploma 1.2 Identify and select 
the appropriate access 
control, intruder 
detection and CCTV 
monitoring systems for 
the site (page 112) 

P: Diligence in the 
selection process, 
Integrity in not 
only identifying 
own products 

Diligence 

Integrity 

8S Manage Disorderly 
Conduct and Threatening 
Behaviour (WDA, 2014) 

Cert I / 

Cert II 

3.4 Get immediate help 
from others, when 
necessary, if situation 
escalates (page 115) 

P: Personal safety Safety 

 

To illustrate the process of identifying possible attitudes or attitude objects, take the example above 

of document 6A (page 110) ‘Patrol premises, Performance Criteria 1.4 Equipment is checked for 

operational effectiveness and faults or damage reported in accordance with organisational 

procedures.’  In order to perform equipment checks effectively a favourable attitude towards 

diligence, and possibly to ‘attention to detail’ would be beneficial.  These attitudes were coded as 

‘Diligence’ and ‘Accuracy’.  In addition, follow up actions were to be reported in accordance with 

organisational procedures, with possible attitudes of ‘Compliance’ being useful.  Hence, Diligence, 
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Accuracy and Compliance appeared to be the common sense possible attitudes.  Similar to my 

arguments in the Implicit section above, I could not help wondering if attitudes toward equipment 

would be more direct an attitude object.  If an attitude towards equipment is unfavourable such as 

cumbersome, unnecessary, or even useless, then the task would probably be carried out 

ineffectively.  Subsequently, in case of a torchlight not working or a walkie-talkie low on battery, a 

security officer may find himself or herself in trouble and helpless in when emergencies arise.  

Therefore, from the perspective of teaching attitudes, ‘Equipment’ as an attitude object would be a 

more direct one, compared to the others identified. 

However, identifying Equipment as the most appropriate attitude object appeared to be less 

intuitive.  Attitudes towards Equipment could possibly lead to Diligence and Accuracy in carrying out 

the checking activities anyway.  Should Diligence and Accuracy be taught then, after Equipment, or 

that Diligence and Accuracy would be a resultant behaviour that does not need to be taught as 

relevant attitudes?  At this stage, a possible attitude articulation for this performance could be to 

focus attitudes on Equipment and the related behaviours on Diligence, Accuracy and compliance.  In 

any case, it is not within the scope of this thesis to examine how attitudes should be articulated in 

Competency Standards documents. 

There are some competency statements that initially appear to be purely performance oriented 

without any association to attitude objects.  An example in document 6A ‘Patrol premises’ from the 

AQF, Performance Criteria ‘2.5 Communication channels and processes are used to maintain 

communication with relevant persons through duration of the assignment’ (page 111)  referred to 

technically using and maintaining communication channels and process, and not directly about 

‘meaningful’ communication between persons.  The probable reason for this performance task is 

that in case of incidents encountered during a patrol, additional resources may be requested if 

necessary, and relevant persons such as staff in the control centre or a supervisor may be kept 

apprised of situations.  Such an interpretation would imply the overall need to cater for the security 

and safety of property and people.  However, a more direct implication could be for personal safety.  

A security officer may be conducting a patrol on his or her own, according to standard procedures.  

When faced with a security breach, without the appropriate communication channel to request for 

help, his or her life may be in danger.  In addition, in order to achieve the status of a useable 

communication channel, diligence is required to first check the equipment before the patrol, and to 

regularly check-in with control to ensure that the communication channel is maintained.  Hence, this 

Performance Criteria ended up with Possible articulation of attitudes and coded as ‘Diligence’ and 
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‘Safety’, instead of Implicit and coded ‘Communication’ despite the mention of Communication in 

the statement. 

In the process of identifying possible attitudes, only the most appropriate were suggested and 

coded, as opposed to throwing up all possible attitudes or attitude objects.  One very interesting 

observation is that all performance statements not categorised as Implicit (or Explicit) could be 

associated with possible attitudes despite no mention of any attitude or attitude object.  Even for 

the very brief performance statements, such as the above example from document ‘4S Perform 

clinical test and physical examination procedures’, Performance Criteria ‘4.1 Explain procedure to 

patient’ (page 107), a possible attitude for ‘care of patient’ may be inferred and coded as ‘Care’.  This 

is interesting as it brings to mind the well accepted description of competency comprising of 

knowledge, skills and attitudes.  It somewhat implies that the competency of every performance 

task attracts its own inherent attitude(s).   

Summary of types of articulation of attitudes 

Based on the definitions of the three categories, the one most significant in answering our research 

questions is that of Implicit since no Explicit articulations were found.  Although this is not a 

quantitative study, it would be informative to briefly look at a summary of the frequency of 

occurrences of the various types of articulation, as presented in Table 4.3 below. 

Table 4.3: Summary of types of articulation of attitudes 

Legend: 

EM = Elements 

PC = Performance Criteria 

EK/RK = Essential/Required Knowledge 

ES/RS = Essential/Required Skills 

UK = Underpinning Knowledge 

Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF equiv) 

Explicit: Implicit: Possible: 

1A Administer and monitor 
medications in the work 
environment (Australian 
Government, 2012c) (page 98) 

Diploma 0 1/6 EM (17%) 

2/44 PC (5%) 

3/11 ES (27%) 

5/6 EM (83%) 

44/44 PC (100%) 

2A Comply with infection prevention 
and control policies and procedures 
(Release 1) (Australian 
Government, 2015a) (page 102) 

Cert III 0 0 EM 

2/21 PC (10%) 

3/3 EM (100%) 

21/21 PC (100%) 



58 

Legend: 

EM = Elements 

PC = Performance Criteria 

EK/RK = Essential/Required Knowledge 

ES/RS = Essential/Required Skills 

UK = Underpinning Knowledge 

Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF equiv) 

Explicit: Implicit: Possible: 

3S Assist with venepuncture (WDA, 
2010b) (page 104) 

Cert IV 0 0 EM 

1/11 PC (9%) 

1/18 UK (6%) 

3/3 EM (100%) 

11/11 PC (100%) 

4S Perform clinical test and physical 
examination procedures (WDA, 
2010a) (page 106) 

Cert III 0 0 EM 

0 PC 

1/37 UK (3%) 

5/5 EM (100%) 

18/10 PC (100%) 

5A Monitor and control individual and 
crowd behaviour (Australian 
Government, 2012a) (page 108) 

Cert II / 

Cert III 

0 0 EM 

5/17 PC (29%) 

2/15 RS (13%) 

3/3 EM (100%) 

17/17 PC (100%) 

6A - CPPSEC2015A Patrol premises 
(Australian Government, 2012b) 
(page 110) 

Cert II 0 0 EM 

5/15 PC (33%) 

2/13 RS (15%) 

3/3 EM (100%) 

15/15 PC (100%) 

7S Plan and implement security 
systems (WDA, 2012) (page 112) 

Diploma 0 0 EM 

0 PC 

4/4 EM (100%) 

18/18 PC (100%) 

8S Manage Disorderly Conduct and 
Threatening Behaviour (WDA, 
2014) (page 114) 

Cert I / 

Cert II 

0 0 EM 

3/20 PC (15%) 

3/3 EM (100%) 

19/20 PC (95%) 

 

Implicit articulation of attitudes identified in the eight CS documents analysed under the main 

section of Performance Criteria ranged between 0 to 33%.  Besides the two AQF documents for the 

security industry that were analysed to have 29% and 33% of Implicit attitude statements, the rest of 

the documents had between 0 to 15% of Implicit statements.  It would appear logical that the higher 

the percentage of Implicit attitude statements the better.  Nevertheless, even under the Implicit 

category, attitudes or attitude objects were merely mentioned most of the time.  Therefore, in order 

to facilitate the teaching of attitudes, attitudes must be articulated clearly.  How attitudes should be 

articulated would require further research.  Such further research could investigate how 

practitioners should identify the most appropriate attitudes from performance statements, and the 

appropriate evaluations of such attitudes, and the likely experiences to relate them to.   
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Summary of coded attitudes 

Many of the coded attitudes were found in more than one requirement.  The coded attitude objects 

for each document are consolidated into Table 4.4 below. 

Table 4.4: Summary of coded attitudes 

Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF equiv) 

Coding: %: 

1A Administer and monitor medications in the work 
environment (Australian Government, 2012c) (page 
98) 

Diploma Safety 

Care 

Compliance 

Accuracy 

Diligence 

Responsibility 

Communication 

Empathy 

Professionalism 

Teamwork 

38 

25 

15 

5 

5 

5 

3 

2 

2 

2 

2A Comply with infection prevention and control policies 
and procedures (Release 1) (Australian Government, 
2015a) (page 102) 

Cert III Safety 

Compliance 

Hygiene 

Responsibility 

Accuracy 

50 

35 

6 

6 

3 

3S Assist with venepuncture (WDA, 2010b) (page 104) Cert IV Compliance 

Safety 

Care 

Accuracy 

Communication 

Diligence 

Responsibility 

35 

23 

12 

8 

8 

8 

8 

4S Perform clinical test and physical examination 
procedures (WDA, 2010a) (page 106) 

Cert III Care 

Safety 

Accuracy 

Responsibility 

Compliance 

Diligence 

Communication 

21 

21 

18 

18 

12 

6 

3 

5A Monitor and control individual and crowd behaviour 
(Australian Government, 2012a) (page 108) 

Cert II / 

Cert III 

Diligence 

Accuracy 

Compliance 

Security 

Safety 

21 

16 

14 

14 

12 
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Document: 

(A = Australia, S = Singapore) 

Level: 

(AQF equiv) 

Coding: %: 

Communication 

Respect 

Responsibility 

Professionalism 

Courtesy 

Preparedness 

Empathy 

Grooming 

5 

5 

5 

3 

2 

2 

2 

2 

6A Patrol premises (Australian Government, 2012b) (page 
110) 

Cert II Diligence 

Compliance 

Safety 

Security 

Accuracy 

Professionalism 

Responsibility 

Grooming 

Empathy 

Preparedness 

Respect 

27 

21 

10 

10 

8 

6 

6 

4 

2 

2 

2 

7S Plan and implement security systems (WDA, 2012) 
(page 112) 

Diploma Diligence 

Integrity 

Accuracy 

Security 

43 

29 

14 

14 

8S Manage Disorderly Conduct and Threatening 
Behaviour (WDA, 2014) (page 114) 

Cert I / 

Cert II 

Safety 

Security 

Compliance 

Accuracy 

Responsibility 

Respect 

Communication 

Diligence 

Initiative 

32 

19 

13 

10 

10 

6 

3 

3 

3 

 

The top two attitudes coded regardless of category in the Healthcare sector were Safety, followed by 

Care or Compliance.  Admittedly, whenever a performance was straightforward without any hint of 

attitudes associated, it could be carried out either in the interest of Safety or Care, and hence coded 

as such thus explaining the high frequencies.  Compliance was different because many of the 

performance statement mentioned legal or organisation procedures.  The top attitude coded 
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regardless of category in the Security sector turned out to be Diligence, in a way, surprisingly.  

Security and Safety were expected to be more frequently identified.   

Document 7S (page 112) stands out from the list as requiring the least number of attitudes to be 

taught, with a total of just 4.  For a Diploma level course, one would expect more attitude 

requirements, not less.  Perhaps this overall competency to “Plan and implement security systems” 

is largely a cognitive one.  Nevertheless, if the site assessment for threat and vulnerability was not 

performed with due diligence, the security and safety of property and occupants may be 

compromised.  Diligence was identified the most frequently due an implied attention to details in 

many of the performance tasks analysed. 

The coded attitude objects for each sector are compiled into Table 4.5 below. 

Table 4.5: Coded attitude objects from Competency Standards 

Healthcare: Security: 

Accuracy 

Care 

Communication 

Compliance 

Diligence 

Empathy 

 

Hygiene 

 

 

 

Professionalism 

 

Responsibility 

Safety 

 

Teamwork 

Accuracy 

 

Communication 

Compliance 

Diligence 

Empathy 

Grooming 

 

Initiative 

Integrity 

Preparedness 

Professionalism 

Respect 

Responsibility 

Safety 

Security 

 

More than half of the attitude objects identified in each sector are common between sectors.  Those 

that are not common could easily be relevant to the other sector.  I am beginning to see a pattern 

emerging in terms of analysing attitudes.  I had used fairly common sense attitudes for coding.  In so 

doing, it looks like I have ended up with lists of ‘generic’ attitudes.  If I had used more ‘direct’ 

attitude objects mentioned in performance statements such as ‘Equipment’, ‘Patient’, ‘Crowd’, and 

the likes, the two lists may end up more different.  Nevertheless, those more ‘direct’ attitude objects 

were not pursued at this stage because they were less intuitive in nature, and were thought to 
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require further exploration and justification to arrive at a suitable process which is beyond the scope 

of this study.  However, the use of these more ‘direct’ attitude objects was adopted during the 

content analysis phase when analysing patterns of all attitudes identified.  In fact, their use in the 

content analysis stage turned out to be fairly logical. 

Industry codes of practice, conduct and ethics 

Industry documents such as codes of practice, conduct and ethics were analysed for attitudes 

articulation.  Examples of identified attitude objects are presented in Table 4.6 below. 

Table 4.6: Examples articulations of attitudes from industry 

Document: 

(A = Australia, S = Singapore) 

Item Description (Quoted text): Coding: 

9A Code of Professional Conduct for 
Nurses in Australia, Nursing and 
Midwifery Board of Australia 
(Nursing and Midwifery Board of 
Australia [NMBA], 2008b) 

6. Nurses provide impartial, honest 
and accurate information in relation 
to nursing care and health care 
products (page 116) 

Impartiality 

Honesty 

Accuracy 

10A Code of Ethics for Nurses in 
Australia , Nursing and Midwifery 
Board of Australia (NMBA, 2008a) 

4. Nurses value access to quality 
nursing and health care for all people 
(page 117) 

Equity 

11S Code of Ethics and Professional 
Conduct, Singapore Nursing Board 
(Singapore Nursing Board, 1999) 

10. Promote the profession’s ethical 
standards and maintain public trust in 
the nursing profession (page 118) 

Professionalism 

Ethics 

Trust 

12A Code of Conduct, Australian 
Security Industry Association 
Limited (Australian Security 
Industry Association Limited, 2015) 

3. Members shall not intentionally 
disseminate false or misleading 
information, whether written, spoken 
or implied, nor engage in false, 
misleading or deceptive conduct or 
otherwise bring the security industry 
into disrepute. Members have a duty 
to maintain truth, accuracy and good 
taste in advertising and sales 
promotion (page 119) 

Integrity 

Honesty 

Accuracy 

Reputation 

13A Code of Conduct, National 
Security Association Australia 
(National Security Association 
Association, 2015) 

4. Ensure their employees and its 
contractors are provided with a safe 
work environment, are appropriately 
supported in the delivery of services 
on behalf of the firm and are fairly 
remunerated in accordance with 
applicable State and Federal 
legislation (page 121) 

Safety 

Fairness 

Compliance 

14S Code of Ethics, Security 
Association (Singapore) (Security 
Association (Singapore), 2014) 

1. To display moral courage and 
discipline without fear or favour in all 
our actions and not be influenced by 

Moral courage 

Discipline 

Integrity 
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personal bias (page 122) 

 

There was no need to categories these statements into either Explicit, Implicit or Possible 

articulation of attitudes as these statements are not the main source of data for analyses.  The 

analyses and coding of attitudes were easier as these statements directly mentioned many relevant 

behaviours or actions.  For example, in document 14S ‘Code of Ethics, Security Association 

(Singapore), To display moral courage and discipline without fear or favour in all our actions and not 

be influenced by personal bias’ (page 122), ‘Moral courage’ and ‘Discipline’ were coded directly from 

the statement, and ‘not be influenced by personal bias’ was coded as ‘Integrity’. 

A summary of coded attitude objects identified in industry documents are consolidated in Table 4.7 

below. 

Table 4.7: Summary of consolidated coded attitude objects from both industries 

Healthcare: Security: 

Accountability 

Accuracy 

Beliefs 

Care 

Compliance 

Concern 

Confidence 

Confidentiality 

Culture 

Decision-making 

Dignity 

Diversity 

Empathy 

Equity 

Ethics 

Ethnicity 

Honesty 

Impartiality 

Kindness 

Knowledge 

Privacy 

Professionalism 

Respect 

Responsibility 

Safety 

Accuracy 

Alertness 

Compliance 

Confidence 

Confidentiality 

Continuing training 

Courtesy 

Discipline 

Ethics 

Fairness 

Fidelity 

Firmness 

Good conscience 

Grooming 

Honesty 

Integrity 

Justice 

Legality 

Loyalty 

Moral courage 

Morality 

Obligations 

Observant 

Preparedness 

Privacy 
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Healthcare: Security: 

Sustainability 

Trust 

Values 

Professionalism 

Reliability 

Reputation 

Respect 

Responsibility 

Safety 

Security 

Sincerity 

Tact 

Truthfulness 

Literature 

Some of the literature reviewed mentioned attitudes.  Details of these literature and their 

references have been included in the Appendix (page 124).  These attitudes are coded and compiled 

into Table 4.8 below.  There were fewer relevant articles for the security sector, presumably because 

the modern private security sector is relatively newer compared to healthcare. 

Table 4.8: Coded attitudes from healthcare literature 

Healthcare: Security: 

Care 

Caring 

Cheerfulness 

Commitment  

Compassion 

Confidence 

Dedication 

Empathy 

Ethics 

Friendliness 

Humility 

Lack of prejudice 

Non-judgemental care 

Patience 

Patient characteristics 

Patient diversity 

Patient responsibility 

Prejudice 

Rapport 

Reliability 

Responsiveness 

Sincerity 

Social justice 

Kindness 

Respect 

Interpersonal skills 

Grooming 

Reliability 

Literacy 

Common sense 

Initiative 

Effort 

Attention to detail 

Integrity 

Incorruptibility 

Honesty 

Expertise 

Serviceability 

Reliability 
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Subtlety 

Sympathy 

Tact 

 

As the literature used in the above as sources of data were only a few and written for different 

purposes, the lists are understandably not extensive for each of the sectors.  Nevertheless, scanning 

through the lists revealed that the attitudes coded had many similar attitudes compared with those 

from the other sources, that is the CS documents and documents form the industries.  It might be 

informative to consolidate attitudes based on sectors to look for patterns if possible. 

Consolidated attitudes for the healthcare sector 

The list of coded attitudes from the healthcare sector CS documents is the shortest compared with 

the other two (industry documents and literature).  It is reasonable considering that only four CS 

were examined.   The four CS were scanned for an overview of patterns.  Essentially, the 

competencies were about dealing with patients, performing tasks sometimes with the help of 

equipment, following laws, regulations and procedures, and finally checking/keeping records and 

updating reports. 

All the coded attitudes found in the healthcare sector from the various data sources are presented in 

Table 4.9 below, in relation to the overview pattern mentioned above. 

Table 4.9: Consolidated Coded attitudes from healthcare sector 

CS documents: Industry documents: Literature: Possible pattern: 

Care 

Communication 

Empathy 

Responsibility 

 

Care 

Accountability 

Concern 

Confidence 

Confidentiality 

Culture 

Dignity 

Diversity 

Empathy 

Equity 

Ethics 

Ethnicity 

Honesty 

Impartiality 

Kindness 

Care 

Caring 

Cheerfulness 

Commitment  

Compassion 

Confidence  

Empathy 

Ethics 

Friendliness 

Humility 

Lack of prejudice 

Non-judgemental care 

Patience 

Patient characteristics 

Patient diversity 

Client 

Patient 

People, eg visitors, family of 
patient, etc 
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CS documents: Industry documents: Literature: Possible pattern: 

Beliefs 

Privacy 

Trust 

Values  

Respect 

 

Patient responsibility 

Prejudice 

Rapport 

Responsiveness 

Sincerity 

Social justice 

Subtlety 

Sympathy 

Tact  

Dedication  

Accuracy 

Diligence 

 

Accuracy 

Responsibility 

 

Reliability 

 

Records 

Reports 

Diligence 

Hygiene 

Safety 

 

Knowledge 

 

 Equipment 

Physical items, eg materials, 
contaminated waste, etc 

Compliance 

Safety 

Compliance 

Safety 

 Law 

Regulations 

Procedures 

Professionalism 

Teamwork  

Safety 

Decision-making 

Knowledge 

Professionalism 

Sustainability 

Safety 

 

 

Tasks 

 

From the above table, it appears that all the coded attitudes could be matched to the five patterns 

generated fairly reasonably.  Many of the behaviours are directly relevant to attitudes towards 

People, in this case the patients who are clients, and others who may be visitors and family members 

of the patient.  For the pattern of Records and Reports, Diligence and a strong sense of responsibility 

is important to achieve Accuracy and Reliability.  Safety was only attached to patterns of Equipment 

and Physical items; and Law, Regulations and Procedures; and Tasks.  However, Safety could well 

apply towards People and Records/Reports as well, although it seems less direct in the context of 

this pattern. 

For the four Competency Standards analysed, a practitioner could comfortably focus on the five 

patterns as attitude objects as a starting point to teach the relevant and significant attitudes.  
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Perhaps not all the associated coded attitudes apply to each pattern therefore focus should be given 

to those that are more relevant to the performance tasks. 

Generating the patterns was made easier due to the detailed analyses of attitudes articulation of the 

CS documents.  For example, ‘Compliance’ was identified many times due to legal, regulatory and 

organisational requirements, hence leading to the generation of the ‘Legal, Regulations, and 

Procedures’ pattern.  Similarly, Accuracy had a fairly high frequency of occurrence due to 

reading/updating records, and reports, thus leading to the ‘Records and Reports’ pattern. 

Consolidated attitudes for the security sector 

Similar to the healthcare sector, an overview of patterns for the security sector was obtained from 

the various source documents examined, and coded attitudes were matched to each pattern as 

closely as possible. 

Table 4.10: Consolidated Coded attitudes from security sector 

CS documents: Industry documents: Literature: Possible pattern: 

Communication 

Empathy 

Integrity 

Respect 

Responsibility 

Grooming 

 

Confidence 

Confidentiality 

Courtesy 

Ethics 

Fairness 

Firmness 

Good conscience 

Honesty 

Integrity 

Justice 

Loyalty 

Moral courage 

Morality 

Obligations 

Observant 

Grooming 

Privacy 

Reliability 

Reputation 

Respect 

Responsibility  

Sincerity 

Tact 

Kindness 

Respect 

Interpersonal skills 

Reliability 

Literacy 

Common sense 

Initiative 

Integrity 

Incorruptibility 

Honesty 

Reliability  

Grooming 

 

Threats (people), People 
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CS documents: Industry documents: Literature: Possible pattern: 

Truthfulness 

Diligence 

Preparedness 

Reliability 

Preparedness  

Discipline 

Serviceability 

 

Equipment 

Compliance 

 

Compliance 

Legality 

 Law, Regulations, 
Procedures 

Accuracy 

Diligence 

 

Accuracy 

Truthfulness  

Fidelity 

Attention to detail 

 

Records, Reports 

Diligence 

Preparedness 

Professionalism 

Initiative 

Safety 

Security 

Alertness 

Continuing training 

Observant 

Preparedness 

Professionalism 

Safety 

Security 

Effort 

Expertise 

 

Tasks, Preparations 

 

The patterns identified from the four competencies are: being prepared to deal with threats 

(people) with the help of equipment and taking actions that comply with the law, regulations and 

organisational procedures that invariably involved updating records and generating reports.   

Comparison of patterns 

Although the pattern of People includes a wide range such as the public in general, colleagues, 

victims of an incident, and so on, the main difference from the healthcare sector is the group of 

people classified as threats.  Security officers must always be vigilant for potential threats from the 

people within their environment.   

Another difference from the healthcare sector is in the pattern of Task and Preparations.  Many of 

the security tasks are carried out to prepare to handle threats developing, such as ‘Recognise 

abnormal behaviour promptly’ and ‘Potential security risks are identified and assessed for degree of 

risk to self, others, property and premises.’  Such threats may not develop in the normal course of 

duty which could lead to change of attitudes towards preparations (such as being unnecessary).  

Whereas in the case of healthcare tasks are invariably carried out after preparations.   

Another pattern different from the healthcare worth mentioning is that of Equipment.  Different 

equipment is used in the different sectors for different purposes.  Diligence to ensure that 
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equipment is serviceable is common across both sectors.  However, equipment in the healthcare 

sector is used for patient care, where hygiene is important in view of contamination risks, impacting 

on the safety not just of the patient but all those that come into contact with the equipment.  

Equipment in the security sector is used to prevent threats from developing, ranging from 

sophisticated X-ray machines to the simple torchlight and walkie-talkie.  In a sense, they are used to 

support a preparedness to act. 

Summary of findings 

Types of articulation of attitudes in CS documents 

No Explicit articulation of attitudes was found in the selected CS documents.  For any articulation to 

qualify as Explicit, attitudes must be expressed or explained clearly in words.  Therefore, the mere 

mention of an attitude or attitude object in a performance statement was insufficient to categorise 

the statement as an Explicit articulation of attitudes.  This appears to be consistent with the design 

of the CS document template in general. 

To qualify for the category of Implicit articulation of attitudes, the mere mention of an attitude or 

attitude object in a statement would suffice.  In two out of the eight CS documents analysed, 30% of 

the Performance Criteria were categorised as Implicit statements.  For the rest, only 15% or less of 

Implicit articulation of attitudes were found.  Many of the attitudes found were actually 

Employability skills and were actually articulated as skills.  Nevertheless, these skills could imply 

attitudes, such as Communication and Teamwork.  Other instances included behaviours such as 

Courtesy. 

The third category of Possible was added at a later part of the analysis process.  A trend was 

observed whilst searching for attitudes within performance statements even with no mention of 

attitudes, and possible attitudes were found to be inferred from these statements.  As these possible 

attitudes were added and coded, it emerged that all performance statements could possibly contain 

inherent attitudes.  This observation appears to support the general definition of competence 

comprising knowledge, skills and attitudes. 

It was also observed that because Implicit articulations of attitudes merely mentioned attitudes or 

behaviours, mainly articulated as skills, they would not be able to effectively guide the teaching of 

attitudes.  The reason being that for the purpose of teaching attitudes, besides a targeted attitude 
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object, more details are needed from what we know of affective learning from the literature.  In 

addition, from the definition of attitudes, related experiences will help guide the attitude formation. 

The category of Possible attitudes articulation may also be interpreted as missed opportunities to 

teach appropriate attitudes.  However, since no attitudes were actually mentioned, which possible 

attitudes are sufficiently significant to teach is probably left too wide for practitioners to interpret. 

Coding of attitudes 

Whenever an attitude was identified, the attitude is coded as itself, or to a closest match of attitude 

For example, ‘Communication’ would be coded as ‘Communication’, and ‘in accordance with 

organisational procedures’ as ‘Compliance’.  It was also analysed that identifying such attitude 

related skills and coding them as attitudes may not facilitate the learning of more appropriate and 

direct attitudes. For example, in order to achieve effective communication with courtesy and 

professionalism, attitudes toward the party being communicated with rather than the 

communication per se may be more direct and effective.  If our attitudes toward a person are 

favourable, we are likely to behave politely, show empathy, and so on.  An alternative process of 

identifying attitude objects less intuitively such as attitudes toward ‘Equipment’ used and ‘People’, 

or attitude other objects (mainly physical) mentioned in the performance statements were 

considered but abandoned as insufficient clarity of such a process was reached. 

Attitudes from industry documents and literature 

Attitudes from industry documents such as codes of conduct, practice or ethics were more easily 

coded as these documents directly alluded to required behaviours which could be interpreted as 

associated attitudes.  As these documents are not focused on attitudes, the resultant coded 

attitudes appeared to be lists of generic attitudes.  The lists from both the healthcare and the 

security sectors could have been interchangeable.  The list from each sector contained many 

common attitudes identified in the CS documents from the same sector, as expected.  One 

significant observation is that the lists appear to contain generic attitudes, much like the list of 

personal attributes identified by industries to be used in conjunction with Employability Skills.  Only 

a few articles form each sector had relevant data.  The observations from the analysis of these data 

were very similar to that of the industry documents. 
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Patterns from content analysis 

Based on the data collected and analysed, the coded data were further analysed for patterns and 

trends.  A clear pattern emerged when the CS documents were analysed as an overview of their 

intents.  Coded attitudes were then easily assigned to each components of the emerged pattern.  

Each component of the pattern could be interpreted as an attitude object.  The resultant matchings 

of attitudes identified to the patterns as presented in Tables 4.8 and 4.9 above organised the 

attitudes into convenient groups (components of pattern).  This matching and organisation may be 

used to facilitate the teaching of appropriate attitudes.  
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Chapter 5:  Discussions  

The research questions will be discussed in detail and answered in this chapter.  The three research 

sub-questions will be answered first.  Relevant findings will be used to support each of the answers.   

Research sub-question 1: 

How are ‘attitudes’ conceptualised and articulated in the documentation of each framework? 

Framework here refers to the Healthcare as well as the Security sectors of Singapore and Australia.  

The review of literature on the development and implementation of the Competency Standards 

revealed that attitudes are not factored into the Competency Standards template the way 

knowledge and skills are.  In the AQF, before the implementation of the new template of 2012, 

besides the ‘Performance Criteria’ statements, there were sections for ‘Required Skills’ and 

‘Required Knowledge’.  In this new template since its implementation in 2012, although ‘‘Required 

Skills’ and ‘Required Knowledge’ were removed from the Competency Standards document, 

‘Performance Evidence’ and ‘Knowledge Evidence’ are present in the corresponding Assessment 

Requirement document.  In the WSQ, each Competency Element with its set of Performance Criteria 

has its own corresponding set of Underpinning Knowledge.  Attitudes however are not accorded a 

section on its own in neither the AQF nor WSQ. 

It was also revealed in the literature that attitudes were avoided in competency statements due to 

difficulties of assessment, as well as its potential discriminatory nature in assessment (Ithaca Group, 

2012).  Nevertheless, as industries strongly felt that workers with the right attitudes are essential, 

attitudes were conceptualised as a set of generic personal attributes and incorporated into generic 

‘Employability Skills’, to be specified in Competency Standards documents where such skills were 

relevant to competencies required (Commonwealth of Australia, 2002).  Whatever the implications 

and interpretations on the ground, ‘Employability Skills’ are articulated as skills as revealed in the 

data.  In addition, ‘Employability Skills’ are expected to apply the same way across different 

industries or sectors.    

Therefore, based on the above information, it is reasonable to expect that attitudes are 

conceptualised as personal attributes, and articulated as Employability Skills in CS documents.  

However, this is generally not the case.  First, the concept of a set of pre-determined generic 

attitudes as identified in this research is both limiting and inadequate.  As a recapitulation, the set of 

industry preferred attitudes include: loyalty, commitment, honesty and integrity, enthusiasm, 
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reliability, personal presentation, common sense, positive self-esteem, sense of humour, balanced 

attitude to work and home life, ability to deal with pressure, motivation, and adaptability – in all 

thirteen of them (Commonwealth of Australia, 2002, pp. 6-7).  There are important attitudes that 

are missing.  Respect is an attitude mentioned in Chapter 2 as important for effective 

communication, and ‘Communication’ is one of the Employability Skills identified.  What about 

empathy, which has been identified in Chapter 2 as important in social work (Allen & Friedman, 

2010), also with regards to communication, as well as patient care?  When one empathises with a 

person who is in difficulty, one is able to better understand what the person is going through, judge 

the person less, and communicate better with that person in a more appropriate tone.  In addition, 

with empathy, a healthcare worker is more likely to provide better care for patients. 

Second, Employability Skills were “identified in conjunction with the personal attributes” 

(Commonwealth of Australia, 2002, p. 7) mentioned in Chapter 2.  However, the literature did not 

provide details as to which generic attitudes were associated with each of the ‘Employability Skills’.  

Nonetheless, detailed sub-skills were provided for each Employability Skills (pp. 8-9).  Therefore, by 

examining Employability Skills stated, how would a practitioner know which associated attitudes 

(personal attributes) should be taught and assessed?  Furthermore, an Employability Skills statement 

is often articulated nevertheless as a ‘skills’ statement with at most a mention of expected 

behaviours as shown in the data in Chapter 4.  Take for example the Employability Skill of 

Communication, it would be articulated as an action in a Performance Criteria without any mention 

of relevant personal attributes.  Such a statement would be open to wide interpretations as to which 

attitudes should be taught in relations to Communication. 

Based on the data collected and analysed, no Explicit articulation of attitudes was found.  This 

finding does not contradict what is known about the design of the CS template (Australian 

Government, 2012d; National Quality Council, 2007), and the training system requiring observable 

performances that can be measured and assessed.  Some Implicit articulations of attitudes were 

found in the selected CS documents.  The Implicit category of articulation only required any mention 

of attitude objects or behaviours that implied attitudes associated.  It should be noted that these 

Implicit statements largely contained mostly Employability Skills that were interpreted as attitude 

objects, despite the performance orientation of the articulation, as well as behaviours.  Majority of 

the CS documents analysed (75%, six out of eight) had less than 15% of such Implicit statements. 

Two out of the eight CS documents analysed had about 30% of Implicit statements.  No literature 

had been found explaining any meaningful yardstick to evaluate whether one-third of performance 

statements mentioning attitudes would be sufficient for attitude training, or all statements should 
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include an attitudinal component.  Nevertheless, 15% or less of statements with a mention of some 

attitude object or behaviour appears intuitively to be on the low side.  As an example, for document 

‘2A Comply with infection prevention and control policies and procedures’ (page 102) only one 

Implicit attitudes was coded, as ‘Responsibility’ for two of the twenty-one Performance Criteria, for 

the whole competency.  For document ‘8S Manage Disorderly Conduct and Threatening Behaviour’ 

(page 114) only ‘Compliance’ and ‘Communication’ were coded as Implicit attitudes.  For document 

‘7S Plan and implement security systems’ (page 112) no Implicit attitude articulation was found.   

Hence, it would be reasonable to wonder if only implied attitudes were to be taught, whether these 

documents would have covered attitudes sufficiently. 

From the working definition of attitude adopted, an articulation of an attitude should include an 

attitude object, and a tendency to evaluate it favourably or unfavourably (Eagly & Chaiken, 2005).  

The tendency should relate to relevant experiences.  In addition, the literature on affective learning 

informs us that it is important to identify the appropriate level of learning required through an 

appropriate taxonomy such as the Krathwohl’s Affective Domain Taxonomy (English, 2006a).  Hence, 

the articulation of an attitude competency statement could resemble one of the examples of an 

affective learning objective quoted in an earlier chapter – “Upon completion of the course, students 

will dispute the claim that poverty is always the result of character flaws or moral failings” (Allen & 

Friedman, 2010, p. 8).  Such an objective should be contextualised at the Performance Criteria level, 

and specific to a setting relevant to the specific performance task.  These characteristics of attitudes 

and affective learning were not articulated in any way throughout the data.  

Therefore, based on the findings, the pragmatic answer to research sub-question 1 should be: 

Attitudes are conceptualised as behaviours or personal attributes mentioned (rather than 

articulated) as Employability Skills in CS documents of both frameworks. 

However, based on what has been learned about attitudes in the literature review and applying that 

to the data, the above answer is not meaningful, and does not contribute much to the discourse of 

attitude teaching within CBT.  It is also an answer which practitioners are likely to give (and have 

given) when confronted with such a question.  Due to the nature of CBT where performances are 

required outcomes, and must be observable, measureable and ultimately assessed, attitudes which 

are not directly observable are not relevant to performance statements.  The mere mention of 

behaviours which are observable in performance statements should not technically constitute 

articulations of attitudes.  As the articulation of performance statements are for the purpose of 

training, the mention of behaviours does not automatically infer the appropriate attitudes to be 
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taught.  The same behaviour under different performance statements may have different 

orientations of attitudes in each statement. 

Therefore, based on a ‘stricter’ definition of attitudes and the word ‘articulation’, a conservative 

answer to sub-research question 1 is: 

Attitudes are not conceptualised or articulated in CS documents of both frameworks. 

Such an answer would seem to contradict the embodiment of competency in that it comprises 

knowledge, skills and attitudes (Australian Government, 2015b; WDA-QAD, 2012), and hence imply 

that the current CBT system is inadequate due to its neglect of the attitudes dimension in training.  I 

cannot think of any counterargument to this implication.  However, this answer should contribute to 

the discourse on how attitudes are incorporated into the current CBT system.  To refute it implies 

that the interpretations in the analyses were mistaken or flawed and how such interpretations 

should be avoided by other practitioners.  To agree may lead to justifying the status quo or to taking 

steps to improve the current CBT system by incorporating attitudes better.  

However, when answering this question the third category of attitudes articulation – that of 

‘Possible’ offered some relevance.  All performance statements in the CS documents analysed were 

found to have possible inherent attitudes associated.  This was somewhat surprising as some 

statements were very brief, and strictly task oriented.  Hence, one could argue that since all 

performance tasks attract inherent attitudes, there is no need to mention or articulate attitudes as 

competencies achieved would embody attitudes as well.  However, such an argument is not 

acceptable as learning objectives would be subject to wide interpretations.  It may be a far stretch to 

assume that without even the mention of any attitude object that practitioners will be able to 

identify the most appropriate possible attitude(s), develop courseware and teach it along with the 

performance tasks.  As it is, a recent study of how VET practitioners in Australia interpret 

Competency Standards found 26 out of 30 of them reporting difficulties even at the beginning stage 

of reading the texts within Competency Standards (Hodge, 2014, p. 26).  Therefore, expecting 

practitioners to interpret attitude requirements from strictly task orientated statement on top of 

their current difficulty in interpreting CS statements would unlikely be tenable.  The issue of inherent 

(possible) attitudes in all performance tasks deserves to be discussed further, at a later stage. 

In summary, there is a gap between the expectation of achieving competency through the 

achievement of knowledge, skills and attitudes, and the specification of competency in Competency 

Standards documents with respect to the articulation of attitudes.  Therefore, it is logical to expect 
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that when attitudes are not meaningfully identified and articulated that it is not taught, learned and 

achieved. 

Research sub-question 2: 

How are ‘attitudes’ conceptualised and differentiated in the documentation of different 

industries? 

This second sub-question was basically premised on the assumption that attitudes are 

conceptualised, and that the healthcare and security sectors each attract different themes or types 

of attitudes.  Therefore, based on conservative answer to sub-question 1, the quick and short 

answer to research sub-question 2 would be: 

Since attitudes are not conceptualised in documentations of both industries, attitudes could not be 

differentiated between industries. 

However, based on the first answer to research sub-question 1, some forms of articulations of 

attitudes were found in the data collected from both industries/sectors.  As there were only a few 

Implicit articulations of attitudes from each sector, the number of attitudes coded for each sector 

were too small for any meaningful comparison to determine whether attitudes were differentiated 

between sectors.  Therefore, for the purpose of this comparison the attitudes coded from the 

Possible category were added to those from the Implicit category. 

The findings revealed many common attitudes between the two sectors.  Based on four CS 

documents analysed for each sector, there were eight common attitudes out of ten identified in 

healthcare and fourteen in security, a significant proportion for both sectors.  These common 

attitudes are Accuracy, Communication, Compliance, Diligence, Empathy, Professionalism, 

Responsibility, and Safety.  For the coded attitudes that were not common from either sector, a 

quick examination revealed that most of them could easily apply to the other sector as well.  

Examples are Empathy, Respect, and Preparedness.  Hence, nearly all coded attitudes could be 

common implying that there was no attitudes differentiation between sectors.  On the one hand, 

this finding was not surprising as the coding process threw up similar attitudes for both sectors.  On 

the other hand, due to the different nature of work between the two sectors, one would expect 

some attitudes required to be different.  In general, the job of nurses and healthcare support staff is 

about care of patients, and for security officers the protection of life and property.     
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On the surface it would appear that attitudes are not significantly differentiated in the competency 

documentation in the two sectors.  However, upon deeper analysis, common attitudes may have 

different orientation or focus in each sector.  For example, Diligence and Accuracy were associated 

with the task of recording of information as a task, implying that diligence and accuracy are 

preferred attitudes to adopt in such a task.  In the case of a nurse, a record updated wrongly may 

risk a patient’s safety when subsequent actions were carried out based on the wrong information in 

the record.  Therefore, one could argue that it is the attitude towards patient safety that should 

trigger attitudes of diligence and accuracy in the task of recording information.  In the case of a 

security officer, records are used for various purposes such as follow-up actions, for subsequent 

investigations, or as evidence in a court of law.  Therefore, it could be that the starting points should 

be the attitudes towards security and safety, as well as justice that trigger the attitudes of diligence 

and accuracy in the recording task.  Hence, although the coded attitudes may be the same, their 

nature and orientation may be different between sectors.  In addition, although the lists of coded 

attitudes were by no means comprehensive considering that only four CS documents were analysed 

for each sector, the attitude of ‘Security’ found in the security sector would unlikely be applicable to 

the healthcare sector based on the nature of tasks in the healthcare sector.  Therefore, based on the 

above discussions, there are different attitudes found between both sectors due primarily to the 

nature of work.  Even common attitudes found may be differentiated by the nature of work. 

The identified attitudes from industry codes of practice, conduct, or ethics were informative.  The 

lists are longer than those from the CS documents, and understandably so considering that only four 

competencies were analysed for each sector.  Again, by comparing the industry lists of both sectors, 

many attitude objects were common, and many of the different ones could be reasonably assessed 

to also be common, except again for ‘Security’.  Although ‘Reputation’ appeared in the security 

sector list but not the healthcare, it probably did not imply that the healthcare sector is not seriously 

protective of their reputation in view of the nature of their business.  Nevertheless, in the attitude 

identification process for four CS documents, it was not emphasized in the performance statements 

and so was not highlighted.  On the other hand, the (private) security sector is relatively new, and 

started with untrained guards without qualifications, poor work quality, and was plagued by bad 

image (Hansen Löfstrand, Loftus, & Loader, 2015, p. 2).  Hence, it is understandable for the sector to 

emphasise the need to protect its reputation through its codes of practice more than the healthcare 

sector.  Therefore, the orientation of the attitude may even be similar, but the degree of focus may 

be different, in this case due to the stage of development of the sector. 
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Therefore, the answer to research sub-question 2 taking reference from the pragmatic answer to 

sub-research question 1 is: 

Although only attitude objects are mentioned in CS documents, there is sufficient evidence to suggest 

that some attitude objects are different between the different industry sectors, and for the most that 

are common that their focus or orientation may be different due to the different nature of work. 

The discussions generated from answering the first two research sub-questions have been 

informative.  In summary, first, it is reasonable to agree that attitudes cannot be meaningfully 

articulated through a single word.  Nevertheless, due to the lack of articulation, the attitudes 

identification process adopted in analysing CS documents was to identify behaviours (implying 

associated attitudes) and attitude objects mentioned instead.  Second, due to the nature of CBT 

where performances must be measured and assessed, attitudes which cannot be directly observed 

appears to have no place in competency statements.  Using behaviours which are observable and 

measurable as proxies to required attitudes may appear to be reasonable.  Nevertheless, not 

specifying the required attitude to support the required behaviour may lead to teaching of 

behaviours rather than attitudes, and ending up with ‘robotic’ demonstrations of behaviours, and 

probably without strong justifications (attitudes) to internalise such behaviours.  In addition, the 

mention of an attitude object per se does not facilitate the effective teaching of the appropriate 

attitude(s) associated with it.  Third, despite the small number of CS documents analysed, there was 

sufficient evidence to highlight a few different attitudes between the healthcare and the security 

sectors.  As to the many common attitudes identified between the sectors, the focus and orientation 

of these common attitudes may be different due largely to the different nature of work.  Hence, the 

teaching of these common attitudes could be different, not in so much the methods of teaching but 

in the ‘actual learning’. 

Research sub-question 3: 

In what ways might competency statements be further developed and articulated to better 

facilitate the learning and assessment of ‘attitude’? 

This question requires extensive discussions based on the literature reviewed and the findings.  

Although the research question could be meaningfully answered based on the first two research 

sub-questions, it was hoped that this sub-question would add value to the study, and to contribute 

insights to the discourse on the teaching, learning and assessment of attitudes within CBT systems.  

Therefore, a few discussions will follow before the question is answered. 
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So many possible attitudes 

The process of analysing possible attitudes or attitude objects in the Competency Standards 

documents had taken longer than expected due partly to the refinement of the categories of 

attitude articulation.  Attitude objects identified were recategorised several times, between ‘Explicit’ 

and ‘Implicit’, and then a decision was made to add a ‘Possible’ category.  Even now when all the 

analyses are completed, there is still a sense that perhaps more could be done.  For instance, 

attitude objects were coded more or less as common affective attributes, somewhat intuitively.  

Bearing in mind that attitude objects can be physical items, there could be scope to include relevant 

physical attitude objects like ‘Equipment’, or ‘Machine’ to say, the simple Performance Criteria “1.2 

Clean equipment” from document ‘4S Perform clinical test and physical examination procedures’ 

(page 106).  This statement was interpreted with a possible articulation of attitude which was coded 

as ‘Safety’.  Logically, if the equipment is not clean, then the safety of the next patient may be 

compromised in case of contamination of the equipment.  Hence, if the attitude towards ‘Safety’ is 

very favourable, then the task of cleaning can be expected to be performed properly.  However, if 

the attitude towards the equipment is unfavourable, such as the equipment being perceived to be 

useless, then the cleaning task may not be earnestly carried out.  On the other hand, the equipment 

could be perceived as critical to performing tests to determine life-saving diagnosis.  In this case, this 

attitude about ‘Equipment’ is aligned to ‘Safety’ – for life-saving.  Therefore, ‘Safety’ should be a 

reasonable choice.  Nevertheless, the current thinking is that ‘Equipment’ can be a better choice as 

an attitude object, in that it is directly linked to the performance task of cleaning equipment, while 

‘Safety’ may be too broad or indirectly aligned.  Focusing on teaching favourable attitudes toward 

the specified equipment would probably lead to the implications of safety anyway.  Hence, it is 

probably easier to relate an attitude towards ‘Equipment’ to the task of cleaning the equipment in 

order to facilitate focused affective learning.  In the end, ‘Safety’ remained as the coded attitude as 

it appeared more intuitive an interpretation. 

What about attitudes towards patients, suspected shoplifters, victims of violence, victims of fire, and 

so on?  To illustrate this, the security sector document ‘5A  Monitor and control individual and crowd 

behaviour, Performance Criteria 2.4 Communication is courteous and professional and interpersonal 

techniques reflect an awareness of individual social and cultural differences’ (page 109) is re-

examined closely again.  ‘Communication’, ‘Courtesy’ and ‘Professionalism’ were identified as 

possible attitude objects.  What if the attitude object is the audience in the communication, say 

possibly shop customers, workers in the property, visitors or tourist.  We should be aware of our 

attitudes towards people, especially towards different people with different social, economic and 
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cultural backgrounds as our attitudes may be different.  And where our attitudes need changing, we 

need to be made directly aware of.  For example, if our attitudes towards people are favourable, we 

naturally treat them with courtesy and respect.  But if our attitudes toward certain people are 

unfavourable due to their social, economic or cultural backgrounds, then our attitudes need to be 

improved for those people, and not for people as a whole.  In addition, when faced with people in 

difficulties, we should understand that they may be in pain, anxious, or disorientated and need help, 

one should be patient, and empathise with them.  When faced with rowdy, potential trouble-

makers, one should still be respectful, courteous, but firm, and not express aggression to avoid 

escalating the situation.   Therefore, it seems to me that focusing on intuitive attitudes such as 

Communication, Courtesy and Professionalism in the Performance Criteria may possibly be too 

broad and indirect to be effective in terms of teaching attitudes. 

Therefore, if attitudes or attitude objects are not explicitly stated, there is no assurance that 

practitioners will be able to identify the most appropriate attitude to teach.  The worst case scenario 

is when practitioners identify less useful attitude objects to teach, and end up confusing trainees.  

Hence, it would appear logical that the most appropriate attitudes should be articulated in 

Competency Standards documents.  How these attitudes should be articulated will need further 

research.  Nevertheless, references may be made to existing literature for example with regards to 

crafting attitude statements in measuring scales, and affective learning objectives.  How attitudes 

can be incorporated into CS documents is discussed next.   

The design of the current CBT system with respect to attitudes 

The findings had revealed that attitudes teaching had been given very little attention in the current 

CBT system given the minimal articulation of attitudes in CS documents.  It was initially left out on 

purpose with justifications, and then (reluctantly) incorporated as Employability Skills, that is still 

‘skills’ not attitudes.  The findings in this study provided sufficient evidence to demonstrate that 

attitudes have not been meaningfully articulated in CS documents.  Due to the nature of CBT, it is 

understandable that it may not be advisable to specify attitudes in performance statements as 

attitudes cannot be directly observed and measured.  Hence, specifying attitudes in performance 

statements may lead to performance statements being too diffused and difficult to assess, and 

therefore untenable in the end. 

Any change made to the existing CS template would require very strong justifications due to its 

impact on various stakeholders, and potential costs involved.    A suggestion that comes to mind is to 

articulate attitude requirements under the ‘Range and Conditions’ section in the AQF CS template, 
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and ‘Range and Context’ section of the WSQ CS template.  These sections currently suggest content 

for learning that can be contextualised and included (or excluded) as actual learning content.   

Including meaningful articulations of attitude requirements under a dedicated sub-section under the 

Range section would be a feasible option.  It would be a start to facilitate courseware developers to 

incorporate attitudes into their learning content and lesson plans, and for trainers to have a better 

understanding, focus and orientation as to how required attitudes could be linked to performances 

tasks and hence taught. 

Workplace-based training and assessments 

There has been research into ways to overcome the difficulties of the learning of professional 

attributes (including attitudes) and improve work-readiness.  Workplace-based training provide 

opportunities for trainees to “make judgements and anticipative action within their domain 

knowledge, skill sets, ethics, values, and care of an occupation or vocation is reflective of 

conceptualisations of competence, the nature and design of the work, and the culture and structure 

of the workplace” (Bound & Lin, 2013, p. 418).  Of significant importance in this approach is the 

development of “an understanding of the work individually and collectively” (p. 418). 

The National Printing Industry Training Council proposed conducting assessments “on live jobs in the 

workplace”.  The rationale for such a proposal was that being competent was about being able to 

perform under various contexts, and also when things go wrong (McGowan & Thorn, 2002, p. 130). 

Logically, compared to classroom-based training, in workplace-based training learners are faced with 

real-life experiences, learn within the environment they are expected to perform in, have potentially 

more role-models, and direct training.  Naturally, trainees under the workplace-based training 

system should be more work-ready at the end of training compared to those wholly trained in 

classrooms.  Would such a favourable outcome negate the need to identify and articulate attitudes 

requirements?  The issue here is about whether important attitudes associated with performance 

tasks have been identified, incorporated into the training curriculum and taught.  If attitudes are not 

specified in the curriculum, it is unlikely to be taught.  It may be interesting to note that attitude 

training may in fact be better facilitated in the classroom in view of some of the appropriate 

methods available. 
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Leaving to chance  

An episode of the National Geographic Ultimate/Mega Factories series aired on Australian television 

a few months ago about the highly automated assembly plant for the two-seater Z4 convertible car 

model in Spartanburg County, United States.  However, at one stage of the highly automated 

assembly process, the two inverted U-shaped roll bars situated just behind the two seats had to be 

manually welded into the trunk bulkhead.  One welder explained “They are important for the roll 

over, er…, keep the head protected, keep the car from coming down on them” – cognitive reasons 

for requiring the job to be done properly.  However, a second welder was narrated to have thoughts 

no robot could ever have when he said “I think of it as if I was driving the car, or my family were in 

the vehicle – safety is the utmost importance” (National Geographic, 2007).  It is reasonable to 

accept that both welders are competent in their job, and that the second welder articulated a very 

good attitude he brought to the task – that is, his personal safety and that of his family instead of 

safety in general.  It is also reasonable to expect that what the first welder said was part of the 

training programme, but I wondered if what the second welder said was.  I have a feeling that most 

people buying a Z4 would prefer the second welder to work on their roll bars.   

What if the training programme did not teach this attitude?  Then, would not the training process be 

leaving to chance the learning of a good attitude for the task?  There is a chance that the second 

welder could share his attitude with a trainee welder.  Even then, if the sharing is not part of the 

training programme and not assessed, there may not be any obligation on the part of the trainees to 

change their attitudes.  This example has also led to thinking about replicating attitudes in learning.  

Is it possible to train all welders to have exactly the same attitude as the second welder when 

assigned to that particular task?  It would somehow appear to be unlikely.  Attitude formation is 

complex, and is influenced by many factors, such as past experiences, which is naturally different for 

every welder.  Nevertheless, with a formal affective learning process, learners are introduced 

conflicting values and are supported through training methods to evaluate and adjust their values 

and hence their attitudes in a safe learning environment.  It is likely that the resultant attitudes may 

not be exactly the same, but with clear learning objectives and context, suitable attitudes would be 

achieved.  On the other hand, if attitude learning is not stated in the curriculum, such a process is 

unlikely to take place, and attitude learning would then be left to chance, and the desired changes in 

attitudes unlikely to be achieved. 

The implications of the multi-cultural societies as well as skilled migrants in both Australia and 

Singapore to the teaching of attitudes within CBT need to be highlighted.  The literature informs us 

that attitudes are dependent on experiences (Eagly & Chaiken, 2007).  People from different cultures 
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growing up in the same country will invariably have some different experiences due to cultural and 

traditional influences.  These differences will affect attitudes differently.  These differences will 

logically be greater in skilled migrants as they grew up in different countries.  Therefore, when 

working in a culturally diverse environment, not explicitly articulating attitude requirements in 

training may lead to ineffective learning and achievement, or worse, confusing, contradicting and 

counter-productive or even problematic outcomes. 

Are broad generic attitudes sufficient? 

It is reasonable to think if a worker has the right attitudes, he or she will be able to achieve any 

performance task.  Therefore, resources in training should be focused on these ‘right’ attitudes, 

which I shall refer to as ‘generic’ attitudes here.  It would appear that this approach is in a way 

adopted in Australia when a set of personal attributes were identified and ‘incorporated’ into 

Employability Skills to be taught (Commonwealth of Australia, 2002).   

This approach brings to mind a conversation I had with a young Australian ‘tradie’, a concreter in his 

mid-twenties whilst in a plane a few months back when I was returning to Australia after my home 

leave in Singapore.  I asked him about what important attitudes he had learned whilst training and 

he replied, “Make more money.”  He explained that since he left home as a young teenager, he had 

to become financially independent fast, plus he wanted to have the good things in life.  So, he 

worked hard, took on more work, worked fast, learned everything he could from his supervisors and 

constantly upgraded himself through courses.  I did probe him for more attitudes learned, and he 

basically said that was it.  From his sharing, I could sense he had generally good attitudes and had 

done well for himself.  It would appear that having one favourable generic attitude toward work – 

that is to earn more money, probably led to other positive specific attitudes at different work 

situations, worked for this young man.  Therefore, as mentioned above, having good generic 

attitudes can lead to success.  However, I can imagine having this same generic attitude not working 

for someone else because in the haste to make more money, corners may be cut, personal safety 

and safety to users of his products may be glossed over, and so on, leading to negative outcomes at 

work, and life. 

Even if teaching broad generic attitudes can lead to good workers, it is not within the scope of CBT.  

CBT is about training in specific competencies.  It would be impractical to allocate time in CBT 

programmes to teach generic attitudes, or to design dedicated programmes to teach generic 

attitudes.  Must trainees be certified to have successfully completed generic attitudes programmes 

before being certified in all other competency programmes?  Furthermore, the evidence showed us 
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that there are different attitudes between sectors.  When will these ‘non-generic’ attitudes be 

taught?  This situation appears untenable.   

The literature informs us that broad measures of an attitude may not be consistent with the attitude 

under a specific setting (Cacioppo et al., 1981).  The implications are that teaching broad attitudes 

may not be fruitful if you need to apply that attitude in a specific known context, such as a specific 

performance task.  The teaching of attitude should be focused on that specific context instead.  

Therefore the teaching of attitudes within the scope of CBT should be conducted by focusing 

attitudes on specific performance requirements.  Therefore, it would appear that broad generic 

attitude may not be effective within CBT. 

Therefore, the more broad and generic attitudes are discussed, the more they appear not to be 

useful or relevant to CBT.  Specific attitudes on the other hand, aligned with specific attitude objects 

of task performances appear more relevant and feasible for the teaching of relevant attitudes. 

Performance versus attitudes 

At the start of this study, my intuitive interpretation of the relationship between attitudes and the 

concept of CBT is that we need the right attitudes in order to perform a task properly, perform it 

well, and with consistency.  Since a task that is not performed properly is a task not achieved, that 

interpretation appeared to mean that the right attitude is needed in order to perform any required 

task.  Therefore, it is critical to learn attitudes in CBT.  On reflection now, my initial assumption 

should have been that to perform a task, one does not necessarily need the right attitude (which 

sounds counter-intuitive), but the right attitude is needed if we wish to perform the task well, and 

consistently.  At the same time, I had a ‘general’ idea then what attitudes were, and what attitudes 

meant.  Somehow naturally, equal importance was attached to attitudes as knowledge or skills, if 

not more due to idea that learning the right attitudes can lead to the achievement of tasks better, 

and hence lead to trainees being preferred by employers ("Having the right work attitude," 2000). 

Now, at this stage of the study, I begin to view attitudes within CBT in a different light.  The teaching 

of attitudes along with knowledge and skills may not contribute anymore to the performance of a 

specified competency than knowledge and skills combined.  First, there is no assurance that the 

teaching of attitudes will lead to the desired attitude change thereby influencing the change in 

behaviour from not wanting or able to perform the required task, to performing it.  Second, the 

performance task is a given – it needs to be taught, learned and achieved, regardless of attitudes.  

The fact that a learner is engaged in CBT implies that there are many factors motivating him or her 
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to learn the required performances.  The learning of the performance task can be achieved through 

teaching the knowledge and skills associated with the task.  In addition, as some performances are 

easier than others, how much to teach and assess may be guided by Bloom’s teaching and learning 

taxonomies in the cognitive and psychomotor domains.  It is likely that he or she will succeed in 

achieving the required performance through learning in the cognitive and psychomotor domains of 

learning, without the learning of attitudes. 

The issue with attitudes learning in the CBT context is not about learning to perform a task, but to 

performing the task proficiently in a consistent manner.  It should be about alleviating or removing 

any cognitive dissonance with the task performance required, or to reinforce favourable attitudes 

already present.  This way of thinking about attitudes learning implies that attitudes play only a 

supportive role compared to the learning of knowledge and skills.  The importance of attitudes 

however, should not be downplayed as it has been generally agreed that employers prefer workers 

who can do a job with the right attitudes.  In addition, workers without the right attitudes in 

performing a task may end up not performing the task reliably over time, due to negative attitudes. 

The implications of the above relationship between performance and attitudes is that although 

attitudes are not necessary for performance achievement in CBT, it is nevertheless important in 

producing successful trainees that are more work-ready in the sense of possessing the right attitude 

to perform required competencies well, and consistently. 

Identifying attitudes 

The issue of inherent (possible) attitudes is discussed further here.  An interesting observation has 

arisen from analysing performance statements for possible attitudes.  It would appear that all 

performance tasks attract possible associated attitudes. In other words, there are inherent attitudes 

in each performance task.  Therefore to search for attitudes to support any given performance task, 

just examine the task articulation itself.  The difficulty encountered was in deciding the significant or 

originating attitude (or attitude object) when more than one possibility was found.  Take for 

example a rather brief Performance Criteria ‘4.1 Explain procedure to patient’ from document 4S 

(page 107).  The possible attitude identified was ‘Care for patient’ and coded it as ‘Care’.  If the 

healthcare worker cares about patients, he or she would explain procedures to patients in the 

appropriate tone, show respect and empathy, reacts patiently to questions, and so on.  From the 

perspective of teaching attitudes, perhaps the attitude object should have been coded as ‘Patient’.  

Logically, a favourable attitude towards patients will lead to positive behaviours under various 

contexts.  The teaching ‘Care’ as an attitude in this case may not be as ‘direct’ as ‘Patient’. 
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Behaviours before attitudes 

The literature informs us that behaviour can lead to attitude change (Olsen & Stone, 2005).  One can 

interpret this as performance coming before attitude change.  One example comes to mind whilst 

analysing the data.  A security officer may have unfavourable attitudes about records updating as it 

seems to be unnecessary paperwork, and takes up time at the end of the shift thereby delaying him 

from going home on time.  He does it anyway to keep his job.  Then one day, a theft suspect was 

apprehended mainly through his detailed patrol logs.  He is praised for his diligent work, and clients 

show appreciation for his professionalism.  His attitude towards records updating is likely to change 

to become favourable.  In this example, attitude change is learned on the job, through ‘real-life’ 

experiences and may take a long time.  Training courses may not afford learning opportunities like 

this.  Hence, attitude change for the better is possible without formally teaching it, but learned 

through persistent behaviours in real-life experiences. 

Are practitioners equipped to teach attitudes? 

As mentioned in the literature, there is widespread agreement that educators find it difficult to 

teach attitudes (affects) (Abbatt, 1992; Brien, Legault, & Temblay, 2008; Shephard, 2008).  

Practitioner qualifying training may not cover effectively affective learning in as much depth 

compared to cognitive and psychomotor learning where not only were methods learned in detail, 

but practiced and assessed.  Therefore, in order for attitude learning to be formally articulated and 

implemented in the Competency Standards, practitioners must first be competent in the concepts of 

attitudes and the teaching and assessment of it.  They may thus require additional training. 

Assessing attitudes 

The current notion of assessing attitudes is by observing and assessing appropriate behaviours as a 

proxy to appropriate attitudes.  From the review of literature, observation is one way of measuring 

attitudes.  However, the other method of measuring attitudes in the literature of using attitude 

measuring scales in self-reports is worth consideration (Wang, 1932).  The concern reflected in the 

literature of the danger of using attitude assessments that are fairly subjective and open to wide 

interpretations to discriminate trainees cannot be brushed aside.  What if all the performances 

required had been achieved, but a trainee did not answer the self-report questionnaire ‘correctly’?  

Should this trainee be assessed unsuccessful in achieving competence?   
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If the trainee is assessed to be competent, then would not the self-report questionnaire be 

irrelevant and a waste of time?  On the other hand, if the trainee is assessed not to have achieved 

competence yet, would it not be unfair since he or she had performed all tasks successfully?  Despite 

these difficult questions, attitude assessment should be an important aspect of CBT.  In the case of 

the trainee being unsuccessful with the attitude self-report, he or she is given a chance to re-

examine and relearn the appropriate attitudes.  When assessed not yet competent, a candidate is 

not incompetent in the specified competency forever.  He or she is able rectify weaknesses and be 

reassessed.   

It would be most probable that without the implementation of attitudes assessment, there will not 

be any need to teach attitudes, especially in the CBT system of focus on performance delivery, and 

resource constraints in training delivery (short course durations).  One should be mindful that the 

implementation of self-reports will probably require special expertise in designing and crafting 

questions.   

Therefore, taking into consideration all the above discussions and ‘competency statements’ in the 

question to refer to CS documents, the answer to sub-question 3 could be: 

CS documents may be further developed and articulated to better facilitate the learning and 

assessment of ‘attitude’ with the following considerations: 

(1) Clearly identify required attitudes to be taught:  by identifying possible attitudes (or attitude 

objects) associated with all performance tasks, prioritising them, and then selecting the significant 

ones that contribute most to the overall competency to be achieved. 

(2) Clearly articulate attitudes to be taught: by referencing the definition of attitudes, and 

affective learning objectives – the mere mention of attitudes or attitude objects will not be adequate. 

(3) Organise required attitudes to facilitate teaching: by possibly grouping attitudes into the 

main intents of the overall competency, in a form of a table (such as in Table 4.9 and 4.10). 

(4) Include all the above suggestions under the ‘Range’ section of the CS document under a 

dedicated sub-heading for ‘Attitudes’. 
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Research question: 

How are ‘attitudes’ incorporated in the competency standards documents within the training 

sector under the Australian Qualifications Framework, and the Singapore Workforce Skills 

Qualifications? 

Based on the findings and the answers to the three sub-questions above, the pragmatic answer to 

the research question could be: 

Attitudes are incorporated in competency standards documents as behaviours or personal attributes 

mentioned (rather than articulated) as Employability Skills under the AQF and WSQ. However, the 

mere mention of behaviours and Employability skills do not facilitate the accurate identification of 

attitudes for teaching.  In addition, the instances of the mention of behaviours and Employability 

Skills may be insufficient to cover all possible attitudes that may be associated with all the 

performance tasks within a competency (each Competency Standard document). 

The above answer to the research question is not convincing.  It brings me back to the start of the 

thesis where I suspected attitudes is being neglected in the teaching and achievement of 

competency when compared to the teaching of knowledge and skills.  Other practitioners I know 

appear to be satisfied that attitudes have been incorporated into the CBT system, more or less 

agreeing that the first part of the above answer is acceptable.  The discussions above had explained 

why the first part of the answer is very much inadequate for the intent to teach attitudes 

appropriate to performance tasks.  Hence, a qualification to the first part of the answer highlighting 

issues with the way attitudes have been incorporated was added. 

Although the research questions have been answered with the help of the research, one wonders if 

something significant had been missed because the current system appears to be well accepted with 

respect to the teaching of attitudes.  Perhaps a quick discussion on what is happening on the ground 

is in order. 

Practitioners are very aware that competency encompasses knowledge, skills and attitudes.  This 

embodiment of competency is well accepted.  Courseware developers are constrained to designing 

and developing learning and assessment content bounded by the CS documents.  Attitudes are 

probably interpreted intuitively through experience and included (or not) whenever behaviours 

Employability Skills are mentioned.  Throughout the CS document, although attitudes may not be 

mentioned, developers are left on their own to decide to interpret and include attitudes identified 

for teaching in the learning content and lesson plan, despite the fact that these attitudes would not 
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be assessed as they did not appear as performance requirements.  In view of the course duration 

constraints, it is more than likely that what is not specified for assessment is not included in the 

curriculum and hence not taught. 

Trainers on the other hand are constrained not just by the CS documents, but by the lesson plan.  

Hence, whatever is not covered in the lesson plan is not taught.  Nevertheless, I can see 

opportunities for trainers to share experiences that are rich in required attitudes in class even if 

those attitudes were not included in wither the CS documents or the lesson plan.  These 

opportunities may arise from detailed explanations of how a skill should be carried out, or answers 

to questions of how a performance may be achieved well, and so on.  Nevertheless, as it is well 

accepted that the teaching of attitudes and affects takes time, such opportunities will not be 

planned activities to teach attitudes purposefully, but at best momentary attitudes sharing, 

especially since they are not covered in lesson plans.  It is also well accepted that as most educators 

and trainers are not familiar with and not well trained in affective teaching (Abbatt, 1992), it is 

unlikely that they would look for attitudes to teach if not covered in the lesson plan. 

Assessors are constrained very much by the assessment plans.  In any case, with the current tools 

available, they are only able to make judgements on behaviours whenever specified in the 

assessment plan.  It is unlikely for assessors to add their own interpretation of attitudes required in 

performance statements and add their own assessment criteria without the risk of invalidating the 

whole assessment by over-assessing, or assessing what was not required, and in the case of 

attitudes, assessing what cannot be directly measured. 

When CBT is viewed with a purpose to produce performance outcomes or products, then it is 

probably true that the teaching of attitudes is not critical.  However, if the purpose of CBT is to 

deliver ‘competent’ performance outcomes based on the definition of competency then the 

teaching of attitudes becomes important.  To claim that the teaching of attitudes would become 

critical could be deemed idealistic.  A performance task achieved with appropriate behaviours can be 

reasonably inferred and assessed as one accomplished with the right attitudes influencing those 

behaviours.  Behaviours can be learned by conditioning and practice, without learning the associated 

attitudes (Rescorla, 1988).  In addition, behaviours may possibly lead to a change in the associated 

attitudes (Olsen & Stone, 2005). 

Therefore, as a developer of Competency Standards with the various industry training councils, it is 

easier to work with cognitive and psychomotor domains of teaching to achieve performance tasks, 

and then identify behaviours that can enhance the performance of those tasks to achieve 
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‘competent’ performance of those tasks.  The current CBT system as it stands is probably not ready 

to teach attitudes to contribute to the achievement of competency ‘fully’.   

In addition, whatever is not learned during training hopefully is learned at work, so that workers are 

able to become ‘fully’ competent with the acquisition of the right attitudes in time.  This is probably 

a realistic approach to CBT: do what you can, and let the system take care of itself.  This situation 

reminds me of Systems Theory which explains why in our world there is order (Warms & McGee, 

2013, p. 849).  From the Systems Theory perspective, our NQF with its CBT approach is viewed as a 

complex entity with component parts (stakeholders and sub-organisations) interacting with each 

other, exchanging information.  When one part encounters problems, the exchange of information 

with other parts allows the whole system to react and change to achieve a new equilibrium. 

There does not appear to be any research showing how attitudes should be interpreted in the 

current CBT system, and how attitudes should be taught and assessed.  As national training systems 

are complex involving many stakeholders, any change in the current system must be fully justified, 

pragmatic and practical for implementation.  It is envisaged that implementing attitude teaching and 

assessment in the current system will require a tremendous effort and change.  It entails for a start 

how to identify attitude requirements, how to articulate them, and how to assess them.  It will also 

require practitioners to be trained in its implementation.  Despite all the effort and resources 

needed for such a change, in the final analysis, there will be no assurance that attitudes will be 

learned successfully.  Therefore, without some degree of certainty of success, the status quo will 

likely prevail. 

Nevertheless, it is reasonable for employers to expect that workers are fully competent and work-

ready, with the right work attitudes for a start after attending training.  In addition, not all 

companies have the resources to conduct follow-up training.  It was also telling that just teaching 

knowledge and skills was insufficient previously in the training sector in Australia when industry 

moved away from the Meyer Key Competences that excluded attitudes, and implemented 

Employability Skills identified in conjunction with desired personal attributes (Commonwealth of 

Australia, 2002). 

The AQF has recently implemented Foundation Skills with a change in the Unit of Competency 

templates that will require all UOCs to be updated.  The WSQ is moving from classroom training as 

the predominant method of training into workplace-based training with the launch of the new 

vocational training masterplan, CET 2020 (WDA, 2015a).  With so much going on, I do not foresee 
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any change to the issue of how attitudes have been incorporated into the current CBT systems 

anytime soon.   

In summary, despite the weaknesses discussed in relation to the teaching of attitudes within the 

competency framework, the current CBT system can comfortably continue with the status quo.  The 

development of the Employability/Foundation Skills may be viewed as having roots in the need to 

teach personal attributes even if its implementation is not focused on teaching attitudes.  Before the 

teaching of attitudes can be implemented within the current CBT system, more research is needed.  

Based on the findings from this study, there is no need to reinvent the wheel as there appears to be 

sufficient research in the various related issues.  What may be needed is the consolidation of such 

research to contribute to teaching of attitudes within the context of the current CBT system.  There 

is a need to pull together relevant research, consolidate them into workable ideas, and to test these 

ideas.  Such an exercise will take time.  Such an exercise would be worth the time and effort if it can 

indeed contribute to the enhancement of competency achievement within the current CBT system. 
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Chapter 6:  Conclusions 

The background and justifications 

As an educator practitioner in the national qualifications framework in Singapore, my experiences 

had convinced me that the Competency-Based Training model adopted had neglected the ‘Attitudes’ 

component of the tripartite Knowledge-Skills-Attitudes definition of Competency.  By asking how 

attitudes have been incorporated into the training systems, it was hoped that the resultant research 

in this thesis would provide me a better understanding of the status of attitudes teaching within the 

framework of competency achievement.  It was anticipated that findings would reveal strengths and 

weaknesses in the current implementation of attitude learning within Competency Standards 

documents, and potentially contribute to future improvements in the overall achievement of 

competency in training programmes. 

In view of the impact the AQF and WSQ has on workers and the demands of the national economies 

of Australia and Singapore on an effective workforce, any improvement to the CBT system no matter 

how small would be deemed significantly meaningful.  Hard evidence is currently unavailable as to 

whether workers completing CBT had learned the right attitudes whilst training and if not, whether 

competencies achieved by trainees would improve and by how much if attitudes were taught and 

learned successfully.  Nevertheless, there is evidence from media as well as official reports that 

employers are asking for workers with the right attitudes.  Therefore, this study, despite only asking 

how attitudes are incorporated into CBT, can contribute to the discourse of enhancing competency 

achievement and the role attitude can play in the process. 

The method 

Document Analysis was the method selected for the research.  Competency Standards documents in 

the healthcare and security sectors were analysed for articulation of attitudes, whether explicitly, 

implicitly, or none but with possible associated attitudes.  Other documents analysed included 

industry Codes of Practice, Conduct or Ethics, as well as literature with various foci of attitudes for 

both sectors.  Attitudes identified and coded from these other documents provided references to 

compare against those from CS documents.  Attitudes from the CS documents were shown to be 

aligned with those from the other documents.  As only four CS documents from each sector were 

analysed, the number of attitudes identified and coded were less than those from the other 
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documents.  Hence, attitudes from the other documents were also used in the content analysis 

process and contributed to the interpretation of patterns. 

The literature review of the development process of the training sector in Australia revealed that 

attitude was initially not incorporated into Training Package documents such as Competency 

Standards (Units of Competency).  Attitudes were only mentioned in the context of generic skills 

termed Key Competencies in 1997 and were excluded due to various reasons.  It is telling when in 

2002, the industry insisted that desired personal attributes (for example, loyalty, honesty, reliability) 

must be incorporated into generic skills now termed Employability Skills, that training outcomes up 

to 2002 could have been below expectations, possibly due to a lack of personal attributes (possibly 

attitudes).  However, Employability Skills are very similar to Key Competencies, and both are 

articulated as skills.  I wonder if there was any significantly discernible improvement beyond 2002. 

The situation is similar in Singapore where attitudes are only mentioned in the context of 

Employability/Foundations Skills, and not meaningfully articulated as attitudes. 

This study had taken a longer time to complete than planned or anticipated.  A large amount of time 

was spent analysing and reanalysing the CS documents for attitudes articulation.  Much time was 

spent testing out the different ways of identifying and coding attitude objects.  Initially, attitudes 

were identified intuitively with the closest match of generic attitudes such as Compliance, Diligence, 

Communication, Responsibility, and so on.  Then, based on the understanding that attitude objects 

could be physical objects, CS documents were recoded directly with attitude objects in performance 

statements.  Examples of such attitude objects were ‘Equipment’, ‘Patients, ‘Records’ and so on.  

There is justification in this approach as attitudes towards these physical objects directly influence 

our behaviours toward them.  In a way, our attitudes toward say, a patient influence our 

communication with the patient and relate our behaviour towards respect, empathy, and other 

‘generic’ attitudes.   

As identifying attitudes through physical attitude objects was a relatively new concept for me, and 

due to the uncertainty of how such a method would pan out, the intuitive method was eventually 

adopted.  Nevertheless, the physical attitude objects resurfaced whilst using content analysis to 

analyse the coded data of identified attitudes.  The patterns that emerged used physical attitude 

objects to group the coded attitudes rather effectively.  



94 

The findings 

Findings from the data confirmed that none of the competency statements analysed were explicitly 

articulated as attitude requirements, based on a widely accepted definition of attitudes adopted in 

this study – “a psychological tendency that is expressed by evaluating a particular entity with some 

degree of favour or disfavour” (Eagly & Chaiken, 2007).  Even in the few statements where attitudes 

were categorised as implicitly articulated, these statements mostly mentioned behaviours and 

Employability Skills which were interpreted as attitude objects.  These Implicit statements of 

attitudes are strictly not meaningful articulations of attitudes.  The mention of behaviours and 

Employability Skills do not automatically point to significant attitude(s) linked to the performance 

statements that need to be taught.  Therefore, despite the pragmatic answers to the research sub-

questions, attitudes are not strictly articulated in CS documents.  This answer in no way contradicts 

the design of the CBT system, and the CS document template (Australian Government, 2012d; 

National Quality Council, 2007).   

Even if the teaching of attitudes was to be guided by the Implicit attitudes identified, it would appear 

that the few attitudes identified were insufficient to cover all the attitudes expected for all 

performances within each CS document.  This insufficiency issue may be overcome by the Possible 

attitudes identified for all performance statements.  These Possible attitudes from performance 

statements without any Implicit attitudes augmented the Implicit attitudes identified to provide a 

more comprehensive list of attitudes required for each CS document.  Therefore, despite the small 

number of Implicit attitudes identified, it was still possible to identify a more complete set of 

attitudes that could be taught. 

Since attitudes are not clearly articulated as requirements, the teaching of attitudes is left to chance, 

to the capabilities and resources of training organisations, and the expertise of individual 

practitioners.  In my opinion, even workplace-based training requires clear articulation of attitude 

requirements despite affording more opportunities to learn professional attributes under real-life 

learning environments.  In addition, leaving attitudes to be taught and learned at the workplace 

after training impacts workplace productivity negatively, and does not excuse the training process 

from not teaching attitudes.   

Whenever attitudes were mentioned in the literature, it seemed that generic attitudes were often 

alluded to, implying the ‘right’ attitudes, such as along the lines of the (generic) personal attributes 

identified for Employability Skills.  However, the findings in this study suggested that there is 

knowledge to infer that teaching broad attitudes may not be as effective as teaching narrow 
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attitudes (Cacioppo et al., 1981).  As discussed earlier, the teaching of broad attitudes would not be 

tenable within the CBT system.  On the other hand, teaching narrow attitudes aligned to each 

performance statement and attitude objects within those statements appear to be achievable, and 

appropriate.  Furthermore, the data analyses did reveal that some attitudes were different between 

the healthcare and security sectors.  Even where attitudes were common between the two sectors, 

the focus and orientation to some of them may actually be different due to the different nature of 

the job.  Hence, teaching broad, generic attitudes may not fully cater to attitude teaching across 

different sectors. 

In order to teach attitudes within the current CBT system, attitude requirements must be specifically 

identified and articulated clearly.   Although it is outside the scope of this thesis to suggest how 

attitudes should be articulated, perhaps references could be made to the definition of attitudes, as 

well as how affective learning objectives are crafted, or even how attitude measuring scale questions 

are best crafted.  In addition, it would be reasonable to not incorporate attitude requirements into 

the current performance statements in view of the nature of CBT explained in the discussions 

previously where performance tasks need to be observable and measureable.  Attitude 

requirements may instead be articulated in the ‘Range’ section of the CS document templates.  

Besides the articulation of attitudes, the grouping of attitudes according to the overview of nature of 

the competency required in each CS document based on physical attitude objects appear to be a 

useful representation of all the possible attitudes that can be taught for each CS document. 

Status quo 

As long as performance tasks can be achieved without the learning of attitudes, it is likely that the 

current situation will be allowed to persist.  This is understandable in view of an abundance of 

literature that suggest that affective learning is not well-defined, not well understood, not easy to 

assess, and clearly more difficult than cognitive and skills (psychomotor) learning (Abbatt, 1992).  

This situation has led to educators neglecting affective learning in preference for cognitive and skills 

learning instead.  Until there is evidence that competencies can be meaningfully enhanced by the 

learning of appropriate attitudes, there may not be sufficient justification for implementing a 

formalised system to teach attitudes.  However, until an effective formalised system of teaching 

attitudes is available, evidence would not be available either.   

From the literature search carried out for this study, such a formalised system of teaching attitudes 

within the CBT framework is not available.  The creation of such a formalised system will require 

further research, to build on existing ones.  Some of the challenges to be overcome in the creation of 
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a formalised system have been discussed in this study.  Issues to consider may include (1) adoption 

of a working definition of attitudes, (2) how attitude requirements should be articulated, (3) a 

framework to identify all appropriate attitude requirements from competency statements, (4) how 

to organise identified attitudes to facilitate teaching, (5) how to assess attitudes, and (6) how to 

manage the overall assessment system in view of attitudes assessment. 

In conclusion, the research in this study has revealed that there is sufficient evidence that attitudes 

are not meaningfully articulated to facilitate the teaching of attitudes towards the achievement of 

competencies within the CBT systems of both the AQF and WSQ.  Hence, it is logical to expect that 

the teaching of attitudes as part of competency is therefore neglected, leading to sub-optimal 

competency.  Although I have accepted that the teaching of attitudes is not critical to achieving 

performance tasks, it is generally agreed that the performance of tasks with the right attitudes is 

preferred by employers, and industry at large and beneficial to workforce productivity and the 

economy.  The research has also highlighted discussions that explored what is possible to enhance 

the teaching of attitudes within the current CBT system.  That being the case, some 

recommendations with regards to enhancing the teaching of attitudes within the current CBT 

systems should be in order. 

Recommendations 

In view of the findings and discussions pointing to the possibilities for enhancing the teaching of 

attitudes within the current CBT system, it would be appropriate to recommend that further 

research be carried out for the following: 

(1) The identification and adoption of a working definition of attitudes to guide all references to 

attitudes. 

(2) A framework to guide the identification of significant and appropriate attitudes to be taught 

associated with specific performance statements. 

(3) How attitudes should be articulated to facilitate teaching and assessment. 

(4) A framework to organise attitudes into appropriate groups to facilitate a better 

understanding and teaching of attitudes required for each Competency Standard. 

(5) Assessment of attitudes using measuring scales in self-reports. 
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Finally, I would like to say that I have benefited significantly through the research process in this 

study.  I have gained a better understanding of both the AQF and WSQ in terms of their 

development in regards to the teaching of attitudes within the CBT framework.  The questions have 

been answered based on information gleaned from the literature as well as findings from the data 

collected and analysed.  In answering the research question and sub-questions, extensive 

discussions were included to explore the status quo of the current CBT system with respect to 

teaching attitudes, as well as what is possible and what is not.  A significant observation arising from 

the literature review and the analyses from the data is the suggestion that teaching ’narrow’ 

attitudes directly linked to specific performance statements should be more effective than ‘broad’, 

generic attitudes.  Discussions were tempered with pragmatism in the hope that ideas and 

suggestions would be more accommodating and applicable to the existing system. 

If a general consensus may be reached that the current CBT system can benefit with a bit more 

clarity in the teaching of attitudes with the aim of enhancing the achievement of competencies, then 

the next small step would be to carry out the further research as recommended above. 
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Appendix:  Data 

Legend: 

Relevance (to attitude):  

 Explicit = articulation (mention) of attitude (attitude object) as the main focus of learning 
requirement 

 Implicit = articulation of implied attitude, associated with a performance requirement 

 Possible = no articulation of attitude, but with possible attitude associated with the 
performance requirement 

Document (number):   

 Suffix ‘A’ for Australia document, ‘S’ for Singapore 

Numbering of Elements and Performance Criteria: 

 For Performance criteria number, the digit left of the period relates to the corresponding 
Element number 

 

Competency Standard – Healthcare sector 

Document: 1A - HLTEN507C Administer and monitor medications in the work environment 
(Australian Government, 2012c) 

Level/Qualification: Diploma / Diploma of Nursing 

Total number of Elements (EM): 6 

Total number of Performance criteria (PC): 44 

Total number of Essential knowledge (EK): 21 

Total number of Essential skills (ES): 11 

Explicit (E): 0 

Implicit (I): 1/6 EM (17%), 2/44 PC (5%), 3/11 ES (27%) 

Possible (P): 5/6 EM (83%), 44/44 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements: 

1. Minimise potential risk to safe administration of 
medications 

 

I: Safe administration 

 

Safety 

2. Prepare for medication administration within scope of 
Enrolled/Division 2 nurse 

P: Responsibility Responsibility 

3. Administer medications within legal parameters P: compliance with 
the law 

Compliance 

4. Monitor and evaluate client response to administered 
medication 

P: Safety Safety 

5. Monitor peripheral intravenous therapy P: Safety Safety 

6. Develop strategies for pain management P: Care, Empathy Care 

Empathy 
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Performance Criteria: 

1.1 Check client medication chart in relation to timing 
and route of medication to be administered 

 

P: patient safety may 
be at stake 

 

Safety 

1.2 Raise issues related to drug and poison 
administration with appropriate personnel 

P: patient safety may 
be at stake 

Safety 

1.3 Check for and identify common contraindications and 
adverse reactions of prescribed medications and refer to 
registered nurse 

P: patient safety may 
be at stake 

Safety 

1.4 Confirm client identity and check for any known 
allergies 

P: Diligence Diligence 

1.5 Refer to drugs and poisons schedules and 
classifications as determined by law 

P: Compliance with 
the law 

Compliance 

1.6 Ensure infection control methods are applied 
correctly 

P: patient safety may 
be at stake, Diligence 

Safety 

Diligence 

1.7 Identify pharmacology and substance 
incompatibilities in relation to specific situations 
involving medication administration 

P: patient safety may 
be at stake 

Safety 

1.8 Check expiry dates of medication prior to 
administration 

P: patient safety may 
be at stake, Diligence 

Safety 

Diligence 

2.1 Explain the process of medication administration to 
the client and ensure their readiness 

P: concern for the 
patient 

Care 

2.2 Position the client appropriately prior to 
administration of medication 

P: concern for the 
patient 

Care 

2.3 Correctly identify administration route for each 
medication to be administered, using appropriate 
terminology 

P: patient safety may 
be at stake 

Safety 

2.4 Consider the effect of commonly used medications 
on the body prior to medication administration 

P: patient safety may 
be at stake 

Safety 

2.5 Accurately calculate dosages for administration of 
drugs 

P: patient safety may 
be at stake 

I: Drug dosages may 
be critical to patient 
safety 

Safety 

 

Accuracy 

2.6 Prepare medications in accordance with legislative 
requirements and organisation guidelines 

P: compliance with 
the law 

Compliance 

2.7 Apply medication administration techniques and 
precautions specific to each client situation and as per 
medication orders 

P: Compliance Compliance 

2.8 Ensure medication is stored and disposed of in 
accordance with medical instructions and organisation 
policy and procedures 

P: Safety, Compliance 

 

Safety 

Compliance 

3.1 Administer medications within scope of own role in 
line with the jurisdictional legislative requirements and 
organisation policy 

P: Compliance with 
the law 

Compliance 
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3.2 Store medications in a safe manner according to 
legislative requirements and organisation policy 

P: Safety, Compliance Safety 

Compliance 

3.3 Administer PRN medications within legislative 
requirements and organisation policy 

P: compliance with 
the law 

Compliance 

3.4 Apply quality management and risk assessment 
practices relating to administration of medication 

P: Safety Safety 

3.5 Provide client information and education relating to 
medication requirements 

P: concern for the 
patient 

Care 

4.1 Record administration of medications in accordance 
with relevant policy and procedures 

P: Safety, Compliance, 
Accuracy 

Safety 

Compliance 

Accuracy 

4.2 Contribute to information provided to clients and 
carers on medication administration (including possible 
side effects) in consultation/collaboration with the 
registered nurse 

P: concern for the 
patient 

Care 

4.3 Evaluate client understanding of information 
provided 

P: concern for the 
patient 

Care 

4.4 Recognise acute and delayed adverse reactions to 
medications and act upon within role responsibility 

P: Safety 

I: Responsibility 

Safety 

Responsibility 

4.5 Implement emergency actions to address acute and 
delayed adverse reactions within role responsibility 

P: Safety 

I: Responsibility 

Safety 

Responsibility 

4.6 Record and report response to emergency strategies, 
where appropriate 

P: Safety Safety 

4.7 Assess and manage a client experiencing pain using 
appropriate medication and non-medication therapies 

P: concern for the 
patient 

Care 

4.8 Record and report effectiveness of pain relieving 
medication 

P: concern for the 
patient 

Care 

5.1 Identify the purpose and function of intravenous 
therapy being administered to a client 

P: concern for the 
patient 

Care 

5.2 Check for common fluid and electrolyte imbalances 
and record and report 

P: patient safety may 
be at stake 

Safety 

5.3 Calculate intravenous therapy rates P: Accuracy Accuracy 

5.4 Recognise and report the risks and complications 
associated with intravenous therapy 

P: patient safety may 
be at stake 

Safety 

5.5 Document observations and monitor peripheral 
intravenous therapy 

P: patient safety may 
be at stake 

Safety 

5.6 Provide nursing care for client with fluid and/or 
electrolyte imbalance 

P: patient safety may 
be at stake 

Safety 

5.7 Monitor action of drugs commonly used in fluid 
and/or electrolyte imbalance through client responses 
and record and report 

P: patient safety may 
be at stake 

Safety 
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5.8 Remove intravenous cannula according to 
organisation policy and procedure 

P: Safety, compliance Safety 

Compliance  

6.1 Observe and question client to identify signs of pain 
and/or discomfort 

P: concern for the 
patient 

Care 

6.2 Clarify the location and nature of pain, taking into 
account factors which may influence a client's perception 
of pain 

P: concern for the 
patient 

Care 

6.3 Use the pain assessment scale to ensure consistency 
of interpretation 

P: care for patient Care 

6.4 Undertake comprehensive observations as required 
to assess pain experienced by client 

P: concern for the 
patient 

Care 

6.5 Identify and apply a range of medication and 
complementary strategies which may assist in alleviation 
of pain and discomfort in consultation/collaboration with 
registered nurse 

P: concern for the 
patient 

Care 

6.6 Monitor and evaluate the effectiveness of using these 
strategies in consultation/collaboration with registered 
nurse 

P: concern for the 
patient 

Care 

6.7 Record observations and evaluation of pain 
management strategies in consultation/ collaboration 
with registered nurse 

P: concern for the 
patient 

Care 

Essential skills: 

 Demonstrate professional conduct, skills and 
knowledge 

 

I: Professionalism 

 

Professionalism 

 Use interpersonal skills including working with 
others, using sensitivity when dealing with people 
and relating to persons from differing cultural, social 
and religious backgrounds 

I: Communication, 
Teamwork 

Communication 

Teamwork 

 Use oral communication skills (language 
competence) required to fulfil job roles as specified 
by the organisation/service. Oral communication 
skills include interviewing techniques, asking 
questions, active listening, asking for clarification, 
non-judgement 

I: Communication 

 

Communication 
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Document: 2A - HLTINF001 Comply with infection prevention and control policies and procedures 
(Release 1) (new template) (Australian Government, 2015a) 

Level/Qualification: Cert III in Health Support Services 

Total number of Elements (EM): 3 

Total number of Performance criteria (PC): 21 

Explicit (E): 0 

Implicit (I): 0 EM, 2/21 PC (10%) 

Possible (P): 3/3 EM (100%), 21/21 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements: 

1. Follow standard and additional precautions for 
infection prevention and control 

 

P: Compliance 

P: Safety 

 

Compliance 

Safety 

2. Identify infection hazards and assess risks P: safety Safety 

3. Follow procedures for managing risks associated with 
specific hazards 

P: Compliance 

P: Safety 

Compliance 

Safety 

Performance criteria: 

1.1 Follow hand hygiene practices in accordance with 
organisations policies and procedures 

 

P: Hygiene, 
Compliance 

 

Hygiene 

Compliance 

1.2 Implement hand care procedures and cover cuts and 
abrasions 

P: Safety Safety 

1.3 Follow organisation procedures for choice and use of 
personal protection equipment 

P: Compliance, 
Equipment 

Compliance 

Equipment 

1.4 Follow procedures for respiratory hygiene and cough 
etiquette 

P: Hygiene, 
Compliance 

Hygiene 

Compliance 

1.5 Follow procedures for environmental cleaning P: Compliance Compliance 

1.6 Follow procedures for handling, transporting and 
processing of linen in a manner that controls the spread 
of infection 

P: Compliance Compliance 

1.7 Follow procedures for disposal of contaminated 
waste 

P: Compliance Compliance 

1.8 Follow procedures for handling and cleaning client 
equipment that prevents skin and mucous membrane 
exposures, contamination of clothing, and transfer of 
pathogens 

P: Compliance, 
Equipment 

Compliance 

Equipment 

1.9 Identify and respond to situations where additional 
precautions may be required to prevent transmission of 
infection 

P: Safety Safety 

2.1 Identify infection hazards associated with own role 
and work environment 

P: Safety 

I: Own role in 
controlling infections 

Safety 

Responsibility 

2.2 Identify own areas of responsibility in relation to 
infection prevention and control 

I: Responsibility 

P: Safety 

Responsibility 

Safety 
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2.3 Assess risk by determining the likelihood and severity 
of harm from identified hazards. 

P: Safety Safety 

2.4 Document and report activities and tasks that put 
self, clients, visitors and/or other workers at risk 

P: Safety, Accuracy Safety 

Accuracy 

2.5 Identify appropriate control measures to minimise 
risk in accordance with organisations procedures 

P: Safety, Compliance Safety 

Compliance 

3.1 Follow protocols for care after exposure to blood or 
other body fluids as required 

P: Safety, Compliance Safety 

Compliance 

3.2 Place appropriate signs when and where appropriate P: Safety Safety 

3.3 Remove spills in accordance with the policies and 
procedures of the organisation 

P: Safety, Compliance Safety 

Compliance 

3.4 Minimise contamination of materials, equipment and 
instruments by aerosols and splatter 

P: Safety Safety 

3.5 Identify, separate and maintain clean and 
contaminated zones 

P: Safety Safety 

3.6 Confine records, materials and medicaments to a 
well designated clean zone 

P: Safety Safety 

3.7 Confine contaminated instruments and equipment to 
a well designated contaminated zone 

P: Safety Safety 
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Document: 3S - HCS-NURC-304C-1 Assist with venepuncture (Singapore Workforce Development 
Agency [WDA], 2010b) 

Level/Qualification: 3 / Advanced Cert in Healthcare Support (Nursing care)  

 (equivalent to Cert IV in AQF) 

Total number of Elements (EM): 3 

Total number of Performance criteria (PC): 11 

Total number of Underpinning Knowledge (UK): 18 

Explicit (E): 0 

Implicit (I): 0 EM, 1/11 PC (9%), 1/18 UK (6%) 

Possible (P): 3/3 EM (100%), 11/11 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements: 

1. Demonstrate understanding of venepuncture 

 

P: Responsibility 

 

Responsibility 

2. Assist with venepuncture P: Care Care 

3. Reinstate work area P: Diligence Diligence 

Performance criteria: 

1.1 Identify venepuncture equipment and its usage in 
venepuncture 

 

P: Responsibility 

 

Responsibility 

1.2 Identify issues related to the procedure P: Safety Safety 

1.3 List the considerations for choice of vein for the 
performance of the procedure 

P: Care Care 

2.1 Communicate with patient, position and prepare 
patient in accordance with organisational procedures 

I: Effective 
Communication in 
order to care for 
patient, and comply 
with procedures 

P: Care, Compliance 

Communication 

Care 

Compliance 

2.2 Prepare equipment and materials for assisting with 
venepuncture in accordance with organisational 
procedures 

P: Diligence, 
Compliance 

Diligence 

Compliance 

2.3 Assist with venepuncture and record details in 
accordance with organisational procedures 

P: Compliance Compliance 

2.4 Report abnormalities to appropriate person in 
accordance with organisational procedures 

P: Accuracy, Safety, 
Compliance 

Accuracy 

Safety 

Compliance 

3.1 Dispose of waste materials in accordance with 
organisational procedures 

P: Safety, Compliance Safety 

Compliance 

3.2 Clean and store all reusable equipment in accordance 
with organisational procedures 

P: Safety, Compliance Safety 

Compliance 

3.3 Clean up small spillages using disinfectant in 
accordance with organisational procedures 

P: Safety, Compliance Safety 

Compliance 

3.4 Report any abnormalities to appropriate person in P: Accuracy in Accuracy 
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accordance with organisational procedures reporting, Safety, 
Compliance 

Safety 

Compliance 

Underpinning Knowledge: 

 Communication with patients in accordance with 
organisational procedures 

 

I: Communication 

P: Compliance 

 

Communication 

Compliance 
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Document: 4S - HCS-NURC-204C-1 Perform clinical test and physical examination procedures 
(WDA, 2010a) 

Level/Qualification: 2 / Higher Cert in Healthcare Support (Nursing care) 

 (equivalent to Cert III in AQF) 

Total number of Elements (EM): 5 

Total number of Performance criteria (PC): 18 

Total number of Underpinning Knowledge (UK): 37 

Explicit (E): 0 

Implicit (I): 0 EM, 0 PC, 1/37 UK (3%) 

Possible (P): 5/5 EM (100%), 18/10 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements: 

1. Prepare for clinical test activities 

 

 

P: Responsibility 

 

 

Responsibility 

2. Collect specimens for test activities P: Care, Accuracy Care 

Accuracy 

3. Perform test activities P: Care, Accuracy Care 

Accuracy 

4. Assist in chaperoning during physical examination and 
minor procedures 

P: Care Care 

5. Reinstate work area P: Responsibility Responsibility 

Performance criteria: 

1.1 Check that all necessary medical items and 
instruments are prepared 

 

 

P: Responsibility 

 

 

 

Responsibility 

1.2 Clean equipment P: Safety Safety 

1.3 Inform appropriate supervisor or colleague when 
preparation activities cannot be carried out in 
accordance with organisational procedures 

P: Responsibility Responsibility 

2.1 Check laboratory form and specimen container are 
labelled correctly 

P: Safety Safety 

2.2 Assist patient with collection of specimen in 
accordance with organisational procedures 

P: Care Care 

2.3 Collect specimen collection in accordance with 
organisational procedures 

P: Safety Safety 

2.4 Document date and time of collection and despatch 
and report to appropriate colleague or supervisor 

P: Responsibility, 
Accuracy 

Responsibility 

Accuracy 

3.1 Check that patient is ready for test in accordance 
with organisational procedures which may include: 

 Checking patient identity and details 

 Checking that patient has observed pre-test 
requirements such as fasting 

 

 

P: Diligence 

P: Accuracy 

 

 

 

Diligence 

Accuracy 
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 Using suitable language / dialect when 
communicating with patient to ensure that 

instructions are clearly understood by patient 

P: Care Care 

3.3 Record test result in patient records and report any 
abnormalities to appropriate supervisor or colleague 

P: Safety, Accuracy Safety 

Accuracy 

3.2 Perform clinical test in accordance with 
organisational procedures 

P: Compliance Compliance 

3.4 Report to appropriate supervisor or colleague in 
accordance with organisational procedures when the 
work activities cannot be carried out 

P: Accuracy, 
Responsibility 

Accuracy 

Responsibility 

4.1 Explain procedure to patient P: Care for patient Care 

4.2 Prepare necessary equipment and material for use by 
doctor 

P: Diligence Diligence 

4.3 Assist patient to prepare for physical examination or 
minor procedure 

P: Care Care 

4.4 Hand correct equipment to doctor during 
examination or minor procedure 

P: Safety Safety 

5.1 Dispose waste material in accordance with 
organisational procedures 

P: Safety, Compliance Safety 

Compliance 

5.2 Clean tools and equipment used in accordance with 
organisational procedures 

P: Safety, Compliance Safety 

Compliance 

5.3 Return materials to allocated storage in accordance 
with organisational procedures 

P: Compliance Compliance 

Underpinning Knowledge: 

 Use of effective communication skills, both verbal 
and written (twice) 

 

I: Communication 

 

Communication 
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Competency Standard – Security sector 

Document: 5A - CPPSEC2012A Monitor and control individual and crowd behaviour (Australian 
Government, 2012a) 

Level/Qualification: Cert II/III in Security Operations 

Total number of Elements (EM): 3 

Total number of Performance criteria (PC): 17 

Total number of Required knowledge (RK): 14 

Total number of Required skills (RS): 15 

Explicit (E): 0 

Implicit (I): 0 EM, 5/17 PC (29%), 2/15 RS (13%) 

Possible (P): 3/3 EM (100%), 17/17 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements:  

1. Prepare for monitoring. 

 

P: Responsibility 

 

Responsibility 

2. Monitor individual and crowd behaviour. P: Security, Safety, 
Diligence 

Security 

Safety 

Diligence 

3. Identify and respond to security risk situation. P: Security, Safety, 
Diligence 

Security 

Safety 

Diligence 

Performance criteria: 

1.1 Applicable provisions of legislative and organisational 
requirements relevant to assignment instructions are 
identified and complied with. 

 

 

I: Compliance 

P: Diligence 

 

 

Compliance 

Diligence 

1.2 Work tasks are verified and clarified as required with 
relevant persons. 

P: Responsibility, 
attention to detail 

Responsibility 

Accuracy 

1.3 Personal dress and presentation is maintained to 
meet assignment requirements. 

P: Personal grooming, 
Respect 

Grooming 

Respect 

1.4 Resources and equipment are confirmed and checked 
for operational effectiveness and serviceability in 
accordance with manufacturer's instructions. 

P: Diligence, attention 
to detail, Compliance 

Diligence 

Accuracy 

Compliance 

1.5 Faulty or damaged equipment is replaced and 
reported in accordance with organisational procedures. 

P: Diligence, attention 
to detail, Compliance 

Diligence 

Accuracy 

Compliance 

1.6 Site layout details and communication channels and 
processes are verified and clarified with relevant persons 
as required. 

P: Diligence, attention 
to detail 

Diligence 

Accuracy 

2.1 Systematic personal safety checks are conducted on a 
regular basis in accordance with organisational 
procedures. 

I: Safety 

P: Compliance 

Safety 

Compliance 

2.2 Crowd and individual behaviour is monitored to 
ensure the security and safety of persons and property. 

I: Security, Safety 

P: Diligence 

Security 

Safety 
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2.3 Security status of the venue and crowd is determined 
and communicated as required to appropriate persons. 

P: Security, diligence, 
accuracy 

Security 

Diligence 

Accuracy 

2.4 Communication is courteous and professional and 
interpersonal techniques reflect an awareness of 
individual social and cultural differences. 

I: Courtesy, 
Professionalism, 
Communication 

P: Respect for 
individual 

Professionalism 

Communication 

Respect 

2.5 Persons behaving in a potentially disruptive manner 
are identified and assessed for degree of risk to self, 
others, property and premises. 

P: Security, Safety, 
preparedness, 
accuracy  

Security 

Safety 

Preparedness 

Accuracy 

3.1 Potential security risks are identified and assessed for 
degree of risk. 

P: Security, Safety, 
diligence, accuracy 

Security 

Safety 

Diligence 

Accuracy 

3.2 Response is formulated and carried out within scope 
of own role, competence and authority. 

P: Professionalism, 
responsibility, 
compliance  

Professionalism 

Responsibility 

Compliance 

3.3 Assistance requirements are identified and requested 
in accordance with organisational procedures. 

P: Security, Safety, 
diligence, compliance 

Security 

Safety 

Diligence 

Compliance 

3.4 Changing circumstances are monitored and 
responses are adjusted as required to maintain security. 

I: Security 

P: Diligence 

Security 

Diligence 

3.5 Reports are prepared presenting all relevant facts 
and information in appropriate format, style and 
structure. 

P: Diligence. Accuracy, 
Compliance 

Diligence 

Accuracy 

Compliance 

3.6 Relevant documentation is completed and processed 
in accordance with organisational procedures. 

P: Diligence, Accuracy, 
Compliance 

Diligence 

Accuracy 

Compliance 

Required Skills: 

 communicate effectively with people from different 
social, cultural and ethnic backgrounds and of 
varying physical and mental abilities 

 

I: Communication  

P: Empathy, Respect,  

 

Communication 

Empathy 

Respect 

 communicate using clear and concise language I: Communication Communication 
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Document: 6A - CPPSEC2015A Patrol premises (Australian Government, 2012b) 

Level/Qualification: Cert II in Security Operations 

Total number of Elements (EM): 3 

Total number of Performance criteria (PC): 15 

Total number of Required knowledge (RK): 18 

Total number of Required skills (RS): 13 

Explicit (E): 0 

Implicit (I): 0 EM, 5/15 PC (33%), 2/13 RS (15%) 

Possible (P): 3/3 EM (100%), 15/15 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements:  

1. Prepare for patrol. 

 

P: Preparedness 

 

Preparedness 

2. Monitor premises and property. P: Security, Safety, 
Diligence 

Security 

Safety 

Diligence 

3. Identify and respond to security risk situation. P: Security, Safety, 
Diligence 

Security 

Safety 

Diligence 

Performance criteria: 

1.1 Applicable provisions of legislative and organisational 
requirements relevant to patrol operations are identified 
and complied with. 

 

 

I: Compliance 

P: Diligence 

 

 

Compliance 

Diligence 

1.2 Patrol tasks and other assignment instructions are 
obtained and verified with relevant persons. 

P: Responsibility, 
attention to detail 

Responsibility 

Accuracy 

1.3 Resource and equipment requirements are 
confirmed and organised in accordance with 
organisational procedures. 

P: Diligence, attention 
to detail, Compliance 

Diligence 

Accuracy 

Compliance 

1.4 Equipment is checked for operational effectiveness 
and faults or damage reported in accordance with 
organisational procedures. 

P: Diligence, attention 
to detail, Compliance 

Diligence 

Accuracy 

Compliance 

1.5 Personal dress and presentation is maintained at all 
times to professional standards and assignment 
requirements. 

I: Professionalism, 
Personal grooming 

P: Compliance with 
assignment 

Professionalism 

Grooming 

Compliance 

2.1 Patrol is conducted in accordance with site patrol 
schedules, routes and assignment instructions. 

P: Security, Diligence, 
Compliance 

Security 

Diligence 

Compliance 

2.2 Systematic personal safety checks are conducted on a 
regular basis. 

I: Personal safety 

P: Diligence  

Safety 

Diligence 

2.3 Security systems are operated and maintained in 
accordance with assignment instructions. 

P: Diligence, 
Compliance 

Diligence 

Compliance 
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2.4 Security status of the premises and property is 
monitored and maintained in accordance with 
assignment instructions. 

P: Diligence, 
Compliance 

Diligence 

Compliance 

2.5 Communication channels and processes are used to 
maintain communication with relevant persons through 
duration of the assignment. 

P: Diligence, Personal 
safety 

Diligence 

Safety 

3.1 Potential security risks are identified and assessed for 
degree of risk to self, others, property and premises. 

I: Security, Safety 

P: Diligence 

 

Security 

Safety 

Diligence 

3.2 Response is formulated and carried out within scope 
of own role, competence and authority. 

P: Professionalism, 
responsibility, 
compliance  

Professionalism 

Responsibility 

Compliance 

3.3 Requirements for assistance are identified and 
sought from relevant persons. 

P: Professionalism, 
responsibility, 
compliance  

Professionalism 

Responsibility 

Compliance 

3.4 Changing circumstances are monitored and 
responses are adjusted as required to maintain security. 

I: Security 

P: Diligence 

Security 

Diligence 

3.5 Relevant documentation is completed and securely 
maintained with due regard to confidentiality in 
accordance with organisational procedures. 

P: Diligence. Accuracy, 
Compliance 

Diligence 

Accuracy 

Compliance 

Required Skills: 

 present a professional image to members of the 
public and colleagues 

 

I: Personal grooming 

 

Grooming 

 relate to people from a range of social, cultural and 
ethnic backgrounds and of varying physical and 
mental abilities 

I: Empathy, Respect Empathy 

Respect 
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Document: 7S - SE-SO-416E-1 Plan and implement security systems (WDA, 2012) 

Level/Qualification: 4 / Diploma in Security Operations 

 (equivalent to Diploma in AQF) 

Total number of Elements (EM): 4 

Total number of Performance criteria (PC): 18 

Explicit (E): 0 

Implicit (I): 0 EM, 0 PC 

Possible (P): 4/4 EM (100%), 18/18 PC (100%) 

Item Description (Quoted text): Relevance: Coding: 

Elements: 

1. Plan and determine the security system requirements 
for a site 

 

P: Security, Diligence, 
Integrity 

 

Security 

Diligence 

Integrity 

2. Implement access control system P: Diligence, Accuracy Diligence 

Accuracy 

3. Implement intruder detection system P: Diligence, Accuracy Diligence 

Accuracy 

4. Implement CCTV monitoring system P: Diligence, Accuracy Diligence 

Accuracy 

Performance criteria: 

1.1 Conduct a threat and vulnerability site assessment 

 

P: Security, Diligence, 
Integrity 

 

Security 

Diligence 

Integrity 

1.2 Identify and select the appropriate access control, 
intruder detection and CCTV monitoring systems for the 
site 

P: Diligence in the 
selection process, 
Integrity in not only 
identifying own 
products 

Diligence 

Integrity 

1.3 Prepare a security system plan P: Integrity Integrity 

1.4 Present and obtain endorsement for the security 
system plan 

P: Security, Diligence, 
Integrity 

Security 

Diligence 

Integrity 

2.1 Establish access control policy P: Diligence, Integrity Diligence 

Integrity 

2.2 Determine access points for different levels of 
authorized entry 

P: Security, Diligence, 
Accuracy 

Security 

Diligence 

Accuracy 

2.3 Assign the type of access control system to be used P: Diligence, Integrity Diligence 

Integrity 

2.4 Determines the configuration and settings of the 
access control system 

P: Diligence, Accuracy Diligence 

Accuracy 
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2.5 Monitor project implementation of access control 
system and ensures that the site acceptance test meets 
operational requirements 

P: Diligence, Integrity Diligence 

Integrity 

2.6 Read and interpret an access control system audit 
report 

P: Diligence, Accuracy Diligence 

Accuracy 

3.1 Establish intruder detection and response procedure P: Diligence, Integrity Diligence 

Integrity 

3.2 Determine and analyse possible causes of intrusion P: Security, Diligence Security 

Diligence 

3.3 Compile and present improvement plan P: Diligence, Accuracy Diligence 

Accuracy 

3.4 Monitor project implementation of intruder 
detection systems and ensure that the site acceptance 
test meets operational requirements 

P: Diligence, Integrity Diligence 

Integrity 

4.1 Identify areas and rationale for each CCTV camera 
deployment 

P: Diligence, Integrity Diligence 

Integrity 

4.2 Select the appropriate type of cameras and lens for 
site deployment 

P: Security, Diligence, 
Integrity 

Security 

Diligence 

Integrity 

4.3 Select the suitable frame per second (FPS), resolution 
and duration of storage 

P: Security, Diligence, 
Integrity 

Security 

Diligence 

Integrity 

4.4 Manage the project implementation of CCTV 
monitoring system and ensure that the site acceptance 
test meets operational requirements 

P: Diligence, Integrity Diligence 

Integrity 
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Document: 8S - SE-SO-108E-1 Manage Disorderly Conduct and Threatening Behaviour (WDA, 2014) 

Level/Qualification: 1 / Certificate in Security Operations 

 (equivalent to Cert I / Cert II in AQF) 

Total number of Elements (EM): 3 

Total number of Performance criteria (PC): 20 

Total number of Underpinning Knowledge (UK): 20 

Explicit (E): 0 

Implicit (I): 0 EM, 3/20 PC (15%) 

Possible (P): 3/3 EM (100%), 19/20 PC (95%) 

Item Description (Quoted text): Relevance: Coding: 

Elements: 

1. Prepare for work activities 

 

P: Responsibility 

 

Responsibility 

2. Deter threatening behaviour through visible security 
presence 

  

3. Deal with disorderly/threatening behaviour P: Security, Safety Security 

Safety 

Performance criteria: 

1.1 Prepare and dress according to organisational 
grooming standards.  

 

P: Respect, 
Compliance 

 

Respect 

Compliance 

1.2 Clarify details of work assignment and requirement 
for the day. 

P: attention to detail Accuracy 

1.3 Prepare area for work activities P: Responsibility Responsibility 

2.1 Identify areas of activities that may be of high risk to 
abnormal behaviour 

P: Initiative Initiative 

2.2 Show visible presence in designated areas to deter 
abnormal behaviour 

P: Security, Safety Security 

Safety 

2.3 Recognise abnormal behaviour promptly P: Responsibility Responsibility 

2.4 Discourage abnormal behaviour with another 
security officer in pair 

P: personal safety Safety 

2.5 Report to supervisor or control room for 
reinforcements to deal with abnormal behaviour 

P: Security, Safety Security 

Safety 

2.6 Manage and refuse entry to persons banned from 
entering premises 

P: Security Security 

2.7 Refer to briefing notes and instructions from clients 
on management of banned characters 

P: Security, Safety, 
Compliance 

Security 

Safety 

Compliance 

2.8 Report details of intrusion to appropriate authorities 
in the event of entry of persons 

P: Security, Safety Security 

Safety 

2.9 Escalate situation to supervisor or police, in the case 
of emergency or fire 

P: Safety Safety 
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2.10 Comply with legal requirements and organisational 
procedures when deterring threatening behaviour 
through visible security presence 

I: Compliance 

P: Personal safety 

Compliance 

Safety 

3.1 Identify disorderly/threatening behaviour. P: Diligence Diligence 

3.2 Respond quickly to abnormal behaviour together 
with other security officer (respond in pair) 

P: Personal safety Safety 

3.3 Demonstrate effective communication skills I: Communication 

P: Respect 

Communication 

Respect 

3.4 Get immediate help from others, when necessary, if 
situation escalates 

P: Personal safety Safety 

3.5 Report details of adverse behaviour to appropriate 
authorities 

P: Accuracy Accuracy 

3.6 Record details of situations where having to deal with 
adverse behaviour 

P: Accuracy Accuracy 

3.7 Comply with legal requirements and organisational 
procedures when dealing with threatening behaviour 

I: Compliance Compliance 
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Industry documents – Healthcare sector 

Document: 9A - Code of Professional Conduct for Nurses in Australia (Nursing and Midwifery Board 
of Australia [NMBA], 2008b) 

Agency:  Nursing and Midwifery Board of Australia  

Item Description (Quoted text): Coding: 

1. Nurses practise in a safe and competent manner. 

 

Safety 

Professionalism 

2. Nurses practise in accordance with the standards of the 
profession and broader health system. 

Compliance 

Professionalism 

3. Nurses practise and conduct themselves in accordance with laws 
relevant to the profession and practice of nursing. 

Compliance 

4. Nurses respect the dignity, culture, ethnicity, values and beliefs 
of people receiving care and treatment, and of their colleagues. 

Respect 

Dignity  

Culture 

Ethnicity  

Values 

Beliefs 

5. Nurses treat personal information obtained in a professional 
capacity as private and confidential. 

Confidentiality 

6. Nurses provide impartial, honest and accurate information in 
relation to nursing care and health care products. 

Impartiality 

Honesty 

Accuracy 

7. Nurses support the health, wellbeing and informed decision-
making of people requiring or receiving care. 

Care 

Concern 

8. Nurses promote and preserve the trust and privilege inherent in 
the relationship between nurses and people receiving care. 

Trust 

9. Nurses maintain and build on the community’s trust and 
confidence in the nursing profession. 

Trust 

Confidence 

10. Nurses practise nursing reflectively and ethically. Ethics 
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Document: 10A - Code of Ethics for Nurses in Australia (NMBA, 2008a) 

Agency:  Nursing and Midwifery Board of Australia  

Item Description (Quoted text): Coding: 

1. Nurses value quality nursing care for all people. Care 

2. Nurses value respect and kindness for self and others. Respect 

Kindness 

3. Nurses value the diversity of people. Diversity 

4. Nurses value access to quality nursing and health care for all people. Equity 

5. Nurses value informed decision-making. Decision-making 

6. Nurses value a culture of safety in nursing and health care. Safety 

7. Nurses value ethical management of information. Ethics 

Confidentiality 

8. Nurses value a socially, economically and ecologically sustainable 
environment promoting health and wellbeing. 

Sustainability 
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Document: 11S - Code of Ethics and Professional Conduct (Singapore Nursing Board, 1999) 

Agency:  Singapore Nursing Board  

Item Description (Quoted text): Coding: 

1. Respect clients’ individual values and needs. Respect 

Empathy 

2. Respect and promote clients’ autonomy. Respect 

3. Respect clients’ right to confidentiality. Confidentiality 

4. Respect and preserve clients’ privacy and dignity. Privacy 

Dignity 

5. Provide care in a responsible and accountable manner. Responsibility 

Accountability 

6. Maintain competency in the care of clients. Professionalism 

7. Advocate in the best interest of clients. Care 

8. Maintain a high ethical standard in the conduct of research. Ethics 

Knowledge 

9. Maintain a practice environment that is conducive to the provision of 
ethical healthcare. 

Ethics 

10. Promote the profession’s ethical standards and maintain public trust 
in the nursing profession. 

Professionalism 

Ethics 

Trust 
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Industry documents – Security sector 

Document: 12A - Code of Conduct (Australian Security Industry Association Limited, 2015) 

Agency:  Australian Security Industry Association Limited (ASIAL) 

Item Description (Quoted text) Coding 

1. For the purposes of ASIAL’s Code of Professional Conduct (the Code), 
Members shall include, as applicable, any of their employees and 
contractors. 

Not applicable 

 

 

2. Members shall conduct their activities in a professional and 
competent manner with respect for the public interest, maintaining the 
privacy and confidentiality in their dealings, and shall at all times act with 
integrity in dealing with clients, employees or subcontractors, past and 
present, with their fellow Members and with the general public. The 
objective of the Code is for Members to adopt best practice industry 
standards. 

Professionalism 

Respect 

Privacy 

Confidentiality 

Integrity, 

 

3. Members shall not intentionally disseminate false or misleading 
information, whether written, spoken or implied, nor engage in false, 
misleading or deceptive conduct or otherwise bring the security industry 
into disrepute. Members have a duty to maintain truth, accuracy and 
good taste in advertising and sales promotion. 

Integrity 

Honesty 

Accuracy 

Reputation 

4. Members shall not represent conflicting or competing interests except 
with the express consent of those concerned given only after full 
disclosure of the facts to all interested parties. 

Integrity 

5. Members shall refrain from knowingly associating with any enterprise, 
which uses improper or illegal methods for obtaining business. 

Integrity 

6. Members shall not intentionally injure the professional reputation or 
practice of another Member. 

Reputation 

7. Members shall comply with all applicable State and Federal legislation 
covering security providers and in particular statutory obligations, 
including but not limited to matters relating to consumer laws, work 
health and safety and workplace relations laws. 

Compliance 

8. ASIAL is to be informed when the Member’s attention has been drawn 
to any breach by that Member of the Code. 

Honesty 

9. Members shall help to improve the body of knowledge of the 
profession by exchanging information and experience with fellow 
Members, participating in industry related programs designed to raise 
the standard of service delivery, and by applying their special skill and 
training for the benefit of others. 

Professionalism 

Continuing training 

10. Members shall refrain from using their relationship with the 
Association in such a manner as to state or imply an official accreditation 
or approval beyond the scope of membership of the Association and its 
aims, rules and policies. 

Integrity 

11. Members shall cooperate with fellow Members in upholding and 
enforcing the ASIAL Code of Professional Conduct. 

Professionalism 

12. Members shall have in place procedures to deal appropriately and 
promptly with complaints about the provision of its services and actively 

Professionalism 
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engage in the resolution of complaints raised via ASIAL’s Dispute 
Resolution Policy and Procedure. 

13. Members shall maintain appropriate and accurate records in 
accordance with all relevant statutory requirements. 

Accuracy 

Compliance 

14. Where an alleged breach of this Code is appropriately brought to the 
attention of ASIAL, then ASIAL will in the first instance raise this matter in 
writing with the Member. ASIAL will provide the Member with the 
opportunity to take remedial action, if that is appropriate under the 
circumstances, or where remedial action should have been but has not 
been carried out by the Member, then ASIAL is to inform the Member 
that it will take the appropriate disciplinary action by way of a show 
cause notice why their membership should not now be cancelled. 

Compliance 

Integrity 
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Document: 13A - Code of Conduct (National Security Association Association, 2015) 

Agency:  National Security Association Australia (NSAA)  

Item Description (Quoted text) Coding 

1. Members shall observe the highest standards of integrity, reliability 
and honesty. 

Integrity 

Reliability 

Honesty 

2. Ensure their firm, its employees and its contractors comply with 
applicable State and Federal legislation, in particular the Security 
Providers Act and Regulation. 

Compliance 

3. Ensure their firm acts with integrity in its dealings with its clients, 
suppliers, competitors, regulatory authorities and the general public, in 
particular does not engage in false, misleading or deceptive conduct or 
otherwise bring the security industry into disrepute. 

Integrity 

Honesty 

Reputation 

4. Ensure their employees and its contractors are provided with a safe 
work environment, are appropriately supported in the delivery of 
services on behalf of the firm and are fairly remunerated in accordance 
with applicable State and Federal legislation. 

Safety 

Fairness 

Compliance 

5. Ensure their employees and contractors deliver security services in a 
competent and professional manner as well as taking into consideration 
the public interest and the need to maintain privacy and confidentiality 
in their dealings. 

Professionalism 

Privacy 

Confidentiality 

6. Ensure their firm maintains appropriate and accurate records that 
meet relevant legislative standards and enable regulatory authorities and 
the relevant industry association to determine its level of compliance. 

Accuracy 

Compliance 

7. Ensure their firm does not engage in or associate with another firm 
which engages in unethical, improper or illegal methods to obtain 
business, including conflicts of interest. 

Ethics 

Compliance 

8. Ensure their firm engages in industry best practice in the delivery of its 
services and actively participates in industry related forums designed to 
raise the standard of service delivery. 

Professionalism 

Continuing training 

9. Ensure their firm has in place procedures to deal appropriately and 
promptly with complaints about the provision of its services and actively 
engages in the resolution of complaints raised with the association 
through its complaint management policy. 

Professionalism 

Integrity 

10. Ensure their firm proactively raises breaches of the code of conduct 
with their industry association where they come to the attention of the 
firm. 

Integrity 

Compliance 

11. Where a breach of the Code of Conduct is brought to the attention of 
the Association, the Association will raise this with the firm in writing and 
provide it with the opportunity to remedy the breach in the first instance 
before taking appropriate disciplinary action by way of a show cause 
notice why the membership should not be cancelled. 

Compliance 

12. Members shall assist members of the public in areas relating to crime 
prevention and at all times be ready and willing to assist members of the 
Queensland Police service carrying out their lawful duties. 

Security 

Justice 
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Document: 14S - Code of Ethics (Security Association (Singapore), 2014) 

Agency:  Security Association (Singapore)  

Item Description (Quoted text) Coding 

Code of Ethics: 

1. To conduct ourselves in our profession with honesty, sincerity, 
integrity, fidelity, morality, legality and good conscience in all 
dealings with our client/employers. 

 

 

Professionalism 

Honesty 

Sincerity  

Integrity 

Fidelity 

Morality 

Legality 

Good conscience 

2. To preserve forever our client/employer's confidences under any and 
all circumstances except where the client/employer's interest is 
contrary to the laws of the Republic of Singapore. 

Confidence 

Compliance 

3. To co-operate with all law enforcement agencies within the Republic 
of Singapore. 

Compliance 

4. To counsel our client/employers against any illegal or unethical 
course of action. 

Compliance 

5. To maintain our own professional reputation and that of our fellow 
associates at all times. 

Reputation 

6. To display moral courage and discipline without fear or favour in all 
our actions and not be influenced by personal bias. 

Moral courage 

Discipline 

Integrity 

7. To promote and protect the interest of our fellow members, and all 
members of the profession having knowledge of any unlawful or 
unprofessional practices of any other member shall immediately 
inform the Association so that disciplinary action may be taken. 

Professionalism 

Compliance 

8. To work together towards the achievement of the professional 
objectives of the Association. 

Professionalism 

Pledge: 

1. To discharge the obligations and responsibilities of my position in 
the best interest of my employer, except where such would conflict 
with Law or Morality. 

 

Obligations 

Responsibility 

2. To perform my duties to the full extent of my ability, placing the 
protection of people, resources and properties under my charge. 

Professionalism 

Security 

3. To observe the highest principle of honesty, integrity and loyalty at 
all times. 

Honesty 

Integrity 

Loyalty 

4. To respect, obey and uphold the law, and to assist police officers, 
and other law enforcement officers in the performance of their 
duties. 

Legality 

Compliance 
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5. To remain constantly alert, observant and to be physically and 
mentally prepared. 

Alertness 

Observant 

Preparedness 

6. To report accurately, truthfully, and promptly on all matters within 
the scope of my authority. Without regard for friendships, 
prejudices and personal advantage. 

Accuracy 

Truthfulness 

Fairness 

7. To deal with the public in a business-like manner, combining 
firmness, courtesy, fairness and tact. 

Professionalism 

Firmness 

Courtesy 

Fairness 

Tact 

8. To treat my fellow security officers with respect, consideration and 
loyalty, never allowing personal feeling to endanger the work 
relationship. 

Respect 

Loyalty 

Professionalism 

9. To maintain a neat, well-groomed appearance at all times, and to 
keep my uniforms and equipment in a proper order. 

Grooming 

10. To take advantage of all training and educational programmes that 
might enable me to improve my professional ability. 

Continuous training 
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Literature – Healthcare sector 

Document: Item Description (Quoted text): Coding: 

(Einhellig, Hummel, 
& Gryskiewicz, 2014, 
p. 122) 

In order for nurses to be able to “provide equitable and 
respectful care to all patients’”, they must embrace 
social justice as they face a diversity of patients from 
varied socioeconomic backgrounds, culture, 
ethnicity, sexual orientation and other differences.   

Social justice 

Patient diversity 

(Miller, 2010, p. 5) Patients specify empathy … reliability … responsiveness 
… and caring [while] … nurses include empathy, 
dedication, cheerfulness, tact, commitment, 
confidence, sincerity,  humility, subtlety and 
compassion 

Empathy 

Reliability 

Responsiveness 

Caring 

Dedication 

Cheerfulness 

Tact 

Commitment 
Confidence 

Sincerity 

Humility 

Subtlety  

Compassion 

(Abbatt, 1992, p. 30) 

 

The health workers must also learn about correct 
attitudes towards mothers before they can “ask the 
mother to undress the child.  Otherwise they may be 
rude or bossy and do the sub-task in an 
unsatisfactory way.  

Courtesy 

 

(p. 31) The health worker will also have to give this advice in 
the right way and try to support the mother. This 
requires sympathy for the difficulties that mothers 
face-an attitude 

Sympathy 

(p. 34) Task To persuade an unwilling mother, in a remote 
area, to take her child for immunization. 1. Greeting 
– Friendliness, lack of prejudice, 2, find out reasons 
for refusal – Sympathy, patience, 4. Explain 
importance to community of protection of all at-risk 
children – Confidence in ability to help, 5. If 
successful, arrange clinic appointment for mother – 
Sympathy, friendliness, 6. If unsuccessful, seek an 
appropriate decision maker – tact 

Friendliness 

Lack of prejudice 

Sympathy 

Patience 

Confidence 

Tact 

(Tyer-Viola, 2007, p. 
399) 

The strength of a nurse’s ethic of care and judgment 
may influence his or her ability to provide care … 
Furthermore, this care needs to be provided in a 
non-prejudicial manner … Numerous studies have 
reported that nurse’s unwillingness to provide care 
when there was an HIV diagnosis was due to 
evaluative judgments related to patient 
characteristics (homosexual, intravenous drug users, 
prostitute) or the perceived responsibility of the 

Ethics 

Prejudice 

Patient characteristics 

Patient responsibility 
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patient for their infection or both. 

(p. 400) Caring concern is defined as the reason for providing 
treatment and is characterized by the presence of 
rapport, empathy, sympathy, and care 

Rapport 

Empathy 

Sympathy 

Care 

(p. 406) Nursing education needs to address the ability to 
provide non-judgmental care to HIV-positive 
pregnant women. 

Non-judgemental care 
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Literature – Security sector 

Document: Item Description (Quoted text): Coding: 

(Gulinello & 
Longmore-Etheridge, 
2004, p. 60) 

Security officers in a healthcare environment regularly 
encounter people in need of empathy.  Frantic, 
frightened, upset, or grieving, these people must be 
treated with kindness and respect without 
compromising security’s mission. 

Kindness 

Respect 

(Erickson, Albanese, 
& Drakulic, 2000, p. 
302) 

Employers (8 men) and guards (5 men and 11 women) 
agree that the good guard has good interpersonal skills, 
good appearance, reliability, literacy, and common 
sense, a description consistent with the stereotype of a 
low-status female service provider. 

Interpersonal skills 

Grooming 

Reliability 

Literacy 

Common sense 

(Abraham & 
Morrison Jr, 2003) 

…  our job analysis indicated that the corporate security 
guard position requires initiative, effort, and attention 
to detail. For example, job requirements included 
“working effectively without close supervision”, 
“remaining vigilant under tedious conditions”, and 
“attending to details sufficiently to document and 
report activity.” 

Initiative 

Effort 

Attention to detail 

(van Steden, van der 
Wal, & Lasthuizen, 
2015, p. 230) 

For private security guards, the five most important 
values are “integrity/incorruptibility,” “honesty,” 
“expertise,” “serviceability,” and “reliability.” 

Integrity 

Incorruptibility 

Honesty 

Expertise 

Serviceability 

Reliability 
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