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INTRODUCTION

Dr William Hall
Executtve Director
TAFE National Centre for R. search & Development

The TAFE National Centre for Research and Development held its Assessment
and Standards in Vocational Education and Training conference/workshop
from 1-3 October, 1990. The aim of the conference waa to consider and clarify
the major iasues in assessment and standards in vocational education and
training. including the identification of problems and suggestions for their
solution.

The conference was structured so that each day started with a plenary session.
followed by small group discussion; workshop presentations were then
followed by further small group discussion; and each day then ended with a
plenary session. This produced a good balance of input, discussion ¢ ad
working seasion.

The conference/workshop was timely for very obvious reasons. It was attended
by about 250 people drawn from a wide variety of trairdng interests. There was
vigorous discussion and a good range of iasues aired.

The report has been structured so that the discussion following a plenary
paper or workshop can be immediately read. Group recommendations are
included but, it must be emphasised, these are recommendations from one
group only and 8o do not necessarily have the support either of other groups or
of the TAFE National Centre for Research and Development.

The conference was supported in 2 very practical way by the Commonwealth
Department of Employment, Education and Training which funded the two
overscas speakers: Dr Ute Laur-Emst, Head of Department, Educational
Technology/Comprehenstive Studies in Vocational Education, German Federal
Institute of Vocational Training; and Mr John Fuller, Head, Qualifications and
Standards Branch. UK Training Agency.

Other support was given by the State Bank of South Australia, Australian
Airlines and Nashua. The orgunisers were Linda Allen and Gordon Tasker.
The detailed editing of this publication was carried out by Penelope Curtin.
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THE IMPORTANCE OF SKILLS AND STANDARDS

Graham Slee, A M,
Chairman
National Training Board

The inconsistency in vocational training systems between and even within
States has for years impaired our national skill development programs. It has
contributed in no small way to the nation's inability to gain a competitive edge
in international markets: it has impaired the mobility and therefore the
usefulness of our workforce and also contributed to the very high percentage of
losses in the skilled labour market.

Clearly, something had to be done to address these problems; firstly. to
improve the vocational training system through the application of nationally
consistent standards, and secondly, to create an environment in which those
who participated in vocational training were encouraged to remain in the
vocation of their choice,

The impetus for creating the National Training Board came from two inter-
related sources:

. The first was the growing realisation that with less than 20 million
people, the variations in our nation’s vocational training systems simply
should not be permitted to continue. During the 1980s, the level of co-
operation between the States was increasing markedly. Reciprocity
agreements between the State training authorities, co-operative
initiatives involving the TAFE networks and the emergence of the
influence of the industry training networks were all positive responses to
this dilemma. .

. The second. and possibly major impetus, came with the structural
adjustment process, in particular, the requirement of the Industrial
Commission in 1988, that industrial awards should comply with the
Structural Efficiency Principle,

Put simply. every industrial award was to contain a career path with levels
which provided opportunities for workers to progress from entry to the peak of
that particular career path.

Matched with the career path concept was the need to establish training
standards and programs to permit workers to qualify for movement between
levels, that is, to progress.

The combination of the desires and requirements of governments together with
the advent of the Structural Effictency Principle clearly indicated the need to
provide a focal point which could impartially preside over:

. the identification or endorsement of standards related to career paths
under the Structural Efficien~y Principle;

11 4



. the national move to a truly standards-based vocational training system;

. and finally, the inplementation of that system to ensure tr = national
consistency in our vocational training standards,

On the 28th April 1989, Minister Dawkins convened a special conference of
ministers responsible for vocational training. At that Darwin meeting, the
Ministers from the Commonwealth, the States and the Territories agreed to
form the National Tratning Board.

Now to the Board Itself

In recognition of the fact that the States and Territories have constitutional
power in relaticn to vocational training, it was agreed that the National
Training Board would not have formal statutory powers or accrediting
authority.

It has therefore, been established as a company limited by guarantee, wholly
owned jointly, by the Commonwealth, States and Territories.

It operates within a framework of A memorandum of understanding entered
into by the Mmmers Under this, all Governmenta have agreed to provide and

mmm
The Board has now been registered as a company and has established its office
in Canberra. It met for the first time in February 1990, and meets at least
quarterly in various locations around the nation.

The composition of the Board is:

. a chairperson who is normally someone with an incustrial background
and, at the moment. I have the honour to hold that position;

. two nominees of peak employers;
. two nominees of the Australian Council of Trade Unions;

. one nominee from the Commonwealth Government and from each of the
States/Territories.

The staff of the Board will be restricted to approximately sixteen persons.
These will include:

. a chief executive officer;

. a development staff, including industrv consultants;

. a small administrative staff;

. two staff to carry out the Board's responasibiiities under the Training

. 1o



Guarantee (Administration) Act 1990.
The Punctions of the Kational Training Board are:

To set or endorse national skill standards in consultation and co-operation
with industries:

. for occupations and classifications in industry or occupational
awards determined by an industrial tribunal;

. from entry level to para-professional;
. core skills or other skills determined by industry;

. to take advice from tndustry and government or resources needed
to develop standards:

. to promote consistency and naturally the role of the National
Training Board;

o to liaise with relevant bodies and provide advice as appropriate;
. to maintain a register of national skill standards;

. to perform the functions of the training advisory body under the
Training Guarantee Act.

Standards endorsed by the Board will act as benchmarks for:
. industry bodies;
. State/Territory education and training bodies;
o the register of Australizn terdary education (RATE);
. the Australian Committee on TAFE Curriculum (ACTC);
. accrediting/approving bodies;
. bodies which certify skills;
. bodses for the recognition of overseas skills.

Thus far, | have discussed why the NTB came into existence, its composition
and its functions.

1 would now like to turn to the subject of national skill standards - the how
and what issues related to those standards.

In terms of how, | must exaphasise that the National Training Board will not
Q generally, itself, develop skill standards. Rather, its primary role will be to
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consider proposals brought forward by industry and to determine whether
these should be endorsed as national standards. The NTB will thus provide a
focal point for the development, endorsement and implementation of
standards.

The Board's staff includes industry consultants wio will work closely with
industries. They will provide guidance and advice with the aim of ensuring
that industry standards are presented to the Board in an appropriate way.

State and Territory governments are central players as they have and will
retain constitutional responaibility for the regulation, accreditation,
certification and much of the provision of vocational training. They have,
however, undertaken to pursue these activities within the framework of the
skill standards endorsed by the National Training Board.

Before leaving the question of how, | would remind you that there are two
categories of skill standards:

. the core standards - these with national applicability; and, secondly
] other standards which may be enterprise, region or State based.

It will neither be possible nor destrable for the National Training Board to set
standards for the full range of skills and industrial awards. Rather, it will
mainly concern itself with core or essential standards. This will ensure that
industry and the States and Territories retain flexibility to develop and add
elements to suit local or svecific needs. The Board may however, ratify
addi*ional staridards where this is required by the relevant parties.

Having made the point that it is industry’s responsibility to develop its own
skill standards, I acknowledge that the National Training Board must take the
lead and provide direction for this task. To that end, the Board has recently
circulated a discussion paper en'itled Setting National Skill Standards to in
excess of 2 000 interested parties throughout Australia. Final consultation is
yet to occur and decisions made - however, the standards development and
endorsement process is likely to encompaas the following facets:

. a framework of key competence statements;
J an agreement on a range of development methodologies:
. general agreement on the format and content of standards;

. finally, an agreement on quality assurance measures to ensure the
integrity of the system.

The consultauon processes relating to the discussion paper are progressing
and therefore, 1 don't wish to anticipate the outcomes. It may be however,
useful to provide some further corxments and 1 emphasise that these are only

preliminary comments on how we may approach our task - in partnership of
course, with employers, unions and government.

S
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Framework

There are currently two facets or reference points for vocational training. The
first is the industrial occupation levels established under awards. The second
is the existing credentialling or certification process which has been with us for
some time.

There are however, advantages in reaching outside these perspectives to
establish an impartial benchmark for vocational training. The European
Economic Community and the United Kingdom have both done this. They
tried other methods to establish equivalence between workers who move
between nations. They tried equivalence of credentials; and they tried
identifying equivalence of wages or industrial classifications. In their
experience, the use of these reference points has proven unsuccesaful.

In the end, they tumed to a system of five key competency statements which
permitted all vocational training comparisons to he based against these
impartial benchmarks. This meant that those responsible for vocational
training did not need to compare occupation with occupation, to compare wage
system with wage system, nor did they have to determine equivalence between
varying standards of credentials or certificates.

The real advantage of a framework of key competence levels which stands
separate from specific industry occupation classifications and credentials is
that it provides an impartial reference point. Career paths may be aligned to
these levels or parts thereof. So too, may credentials. The development of
such a framework is not aimed at diminishing the importance of the industrial
relations focus. Nor is it aimed at driving the credentialling process.

Rather, by providing long-term and tmpartial reference points, it may asaist in
reducing future rigidities in this nation's vocational training system. It may
also assist the mobility and portability of our workforce. The potential
advantages of an impartial framework are worthy of your consideration and we
would welcome your comments.

I now turn to the second issue, that of the process and methodology by which
standards should be developed. From the outset, | would like to say that the
Board does not intend to be prescriptive in these matters. Vocational training
standards may be developed by any number of bodies or organisations. These
may be:

. training bodies established under State and Territory legislation;
* the industry training committee network;

] bodies established by the industrial partners, to promote the progress of
award restructuring;

. bodies established under industrial awards (such as in the metals
industry);

Q o industry and professional associadons;

L.‘ 8
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. enterprises.

Rather than being prescriptive as to who may develop standards, it is
suggested that we should adopt criteria which ensure that standards are
developed in the best interests of the industry. These criteria will include the
requirement for the development body to:

. properly represent the industry;
o have effectively consulted: and

. have consulted on the resource implications assoclated with development
and implementation where appropriate.

We consider that in most cases the development should be undertaken ona
bipartite basis that is, involving both employers and the unions.

Ideally however, the development should be on a tripartite basis where the two
parties are joined by the governments who will invariably have legislative and
resource responsibilities for the implementation of resulting programs.

In terms of methodology, we would intend to be even less prescriptive again.
There are many methodologies which are appropriate for the development of
standards. Our desire is that the methodology be appropriate to the industry
and that it has been effectively applied. Before leaving the topic of process and
methodology, the Board has considered a number of important issues which
are central to developments.

These include:

*  The need to maintain a focus on gchjeving an outcomes-based system.
Far too often, perhaps for very good resource reasons, there will be a
temptation to slip back into the traditional inputs systems: to start
talking in terms of hours, days or years of training. The focus on
demonstrable cutcomes should be maintained.

. The second issue is the need for gimplicity in the system. Standards-
based training will often have to be delivered and assessed in the
workplace. It is therefore inappropriate to produce it in a complicated
format. It would be counter-productive to create a sophisticated system
that simply fell down because of the relative lack of sophistication at the
point of delivery.

° The need to avoid gender and other bias The industry restructuring
process and the move tc a standards-based system presents us with an
opportunity to redress the bias of the past. Putting aside the emotive
issues it is simply common sense that we take this opportunity to reduce
the level of bias so that those who have been disadvantaged by past
practices may be better positioned to make a more positive contribution
to the economic well-being of our nation.



. The need to maintain a focus on the future. Gtven the gestation period
for program development and the length of some programs, it may occur
quiteoﬁmthutaplmmbemgdevelopedtndnymnmtbearfrutfor
some 6-7 years

If we do not maintain our focus on the future, if we don't take account of
future technology. then it is quite likely that the people who graduate next
week will be extremely well trained for the last decade but hardly prepared for
the decade they now face.

Having touched on the potential for a framework of competence levels, and also
on the methods and processes which will contribute to the development of
standards, | would now like to mention the possible format and content of
standards. These matters are still under consideration. However, they are
central to our future undertakings.

Firstly. to achieve a truly standards-based system:

»  we are talking about competence and gssessment:
. we are talking about gytcomes and not inputa.

In definitional terms, the Board considers that:

. competence is related to the ability to perform the activities within an
occupation or function to the standard expected in employment.

This 1s the key and we should use it as a test statement for all our vocational
training endeavours. Some may say. ‘What's new?” but that may disclose a
misunderstanding of ihe difference between outcomes and inputs. For
example, any vocational training system based on a set time is likely to be
inputs rather than outputs-based. To talk in terms of years or hours of
training dentes the differences in human ability, application, dedication and
motivation. People may be able to demonstrate competence much earlier than
in a prescribed timeframe. Others may take longer and be forced to drop out
because of time limitations. Even worse, they may be forced through the
training scheme at a lower than desirable competence level.

This i a much wider concept than that currently accepted in some sections of
Australian industry. It embodies the abtlity to transfer skills and knowledge to
new situations within an occupational area. It encompasses task skills, which
many Australian developments have concentrated on, but. in addition, it also
add.esses:

. task management skills (for management of the group of tasks to achieve
the overall job function);

. contingency management skills (for responding to breakdowns in
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routines, procedures and sequences);

. job/role environment skills (for responding to general aspects of the work
role and environments, such as natural constraints, working
relationships and the work organisation),

The development of half an effective training system would have limited
usefulness and, unless these four interrelated components are addressed, this
is the likely outcome.

Let us now look at one development model. The key to this model s the
element of competence together with the related performance criteria. The
eiement of competence describes what can be done - it is an action, behaviour
or outcome which a person should be able to demonstrate. It is the basic
butlding block and it is identified through the process of analysis adopted by
the developer. Performance criteria in turn are descriptions of the standards of
performance required for the successful completion of the element of
competence. The elements together with the performance criteria build or
contribute to units of competence - identifiable and discreet end functions. if
you like. Furthermore, the occupation level is made up of the required units of
competence and, as ! indicated earlier, there may be a number of occupational
levels appropriately aligned to the key competence level,

‘The final issue which the Board is required to address in the process of
endorsing national skill standards is gualitv assurance. Alithough I don't wish
to go into detatil at this time it is clear however, that in order for the Board to
satisfy itself that nationally consistent standards are being implemented,
assurances will be required in relation to:

. the effectiveness of training delivery:
. the credibility of assessment processes;

. the arrangements for monitoring or validation:

. the integrity of the credentialling process; and
. the system for review.

How does the work of the TAFE National Centre for Research and Development
fit in with all of this? First, I would like to acknowledge the support given by
the Centre during the setting up of the NTB. In many ways, the structure of
the NTB has been modelled on that of the Centre, Second, continved good
communication between the two organisations will be essential and, as
Chairman of the Centre Board as well as of the NTB, | shall be able to assist in
this. The Centre is Australia's national vocational education and training
organisation, and is also an important data base. It has developed good links
with industry and commerce as well as with government departments. The
Centre has two broad areas of activity - to undertake and encourage research
and development projects that are of national significance to TAFE, and to

. disseminate information on research and development in TAFE. In recent

oy



years, the External Consulting Division has succesafully eamed substantial
sums of money to supplement the Centre’s core grant, thereby broadening its
activities and its influence. The National Training Board will require some
research to be undertaken and the Centre could be an appropriate body to do
that work. There seems to be little point in there being more than one group
doing national training research. Relationships still have to be worked out, L.t
I suggest that there must be good co-operation and co-ordination between the
NTB, the TAFE National Centre and the Australian Committee for TAFE
Curriculum. Also, stronger links will need to be established between the
Centre and COSTAC. These ar» important days and the number of skilled
researchers within Australia is limited. We must use those we have as

efficiently and as effectively as possible.

19
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SUMMARY OF GROUP DISCUSSIONS FOLLOWING GRAHAM SLEE'S
PAPER: THE IMPORTANCE OF SKILLS AND STANDARDG

General

Each group was given a list of four questions relevant to Graham Slee’s paper
which they could use as a starting point to generate discussion of the paper.
Some groups adhered to this framework while others did not, their discuss'on
focussing upon elements of the paper they believed to be controverstal, or upon
broader issues within the changing context of vocational education and

training,.
Discussivn Questions

() How will the functions of the National Training Board (NTB) affect your
organisation's activities?

This question was basically used as a means to explore the role and
responsibilities of the National Training Board and its relation to
vocational education and training. Some of the issues raised included

the following:

. will the NTB be yet another bureaucratic organisation or will it act
as a body which truly serves Australia’s best interests by setting
and co-ordinating national skills standards across the States and
Territories?

. the role of the NTB is crucial in developing a nationally consistent
vocational education and training system. The Board will need to
work rapidly to explain its role and organisation.

. what is its relationship to the Australian Committee on TAFE
Curriculum (ACTC) and State/Territory accreditation bodies?

. the NTB could produce standards at a national level in line with
nationally accepted practices but its role is to endorse standards
not to develop them. Furthermore, the Board is currently
developing criteria for standards but there is a lack of skilled

in this area, a problem which needs to be overcome if the
Board's task is to be succesaful.

. a problem may exist with the NTB's acceptance of the UK model
whereby wages are linked to level of competence. This is unique
and may provoke some interesting questions.

. one group disagreed with Graham Slee and argued that Ui NTB's
mechanisms whereby States deliver according to set skills
standards does not necessarily mean that there needs to be
uniformity in training programs. There can be uniformity in policy

EMC and in learning outcomes without uniformity in & ructures across

A, 3



States and training programs.
() How do you se ' ocational training standards being developed?

Again, this question was used as a starting point in the discussion of
standards and their importance in national vocational education
programs. Issues discussed included the following:

. the development of national standards will have a significant
impact on training institutions and TAFE colleges and their
importance and significance should not be readily discounted, e.g
materials, methodology and assessment.

. the cost-benefits to the Australian economy will be substantial if
common standards/courses are implemented.

. as for the standards themselves:

they should be based on a skills competency audit to build
up skill profiles. Different industries may use different
techniques, for example, national consultation process or
small grou:ps of industry experts:

they should not be too vague, broad or general;

their development necessitates designing assessment
mechaniams. Workplace assessors need to be trained to
assess competency in non-TAFE components;

their development will also have a significant impact on
tndustry in terms of the me and money expended in
establishing standards as well as the financial contribution
towards the costs of training:

will they be applicable to all enterprises in the same
industry?

NTB standards should have supporting skills such as
communication and conceptual skills built into them.

. in the context of the development of performance standards, the
NTB has indicated that these will be developed by industry but
what does the term ‘industry’ encompass? This may complicate
the issue. The importance of industry consultation with the
TAFE/training sector in the development of standards was
emphasised.

J national standards and therefore national programs take
considerable time to be developed. In addition, the difference
Q across the States and Territories needs to be accommodated. Bu
[MC it must be kept in mind that the small Australian populetion can
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support too much diversity within national courses. The process
of nattonal course development (a natural outcome of the
development ci national standards) needs to be clarified and
streamlined, and in addition take into account transferability and
national recognition.

J furthermore, the resource implications of national programs need
to be addressed: industry must acknowledge its responsibility in
this area. Perhaps a national resource planning process is
necesaary.

(i) Does anyone in the group have relevant experiences they can draw on by
way of example?

This question promoted little discussion from the groups with only one
example of relevance cited: the Commonwealth Public Service is
presently undertaking award restructuring and is experiencing
difficulties in writing standards for managers.

{tv) Is Australia’s assessment base presently adequate to the task?

Answers to this question were divided, with some groups saying yes,
others no. One group who answered 'no’ then qualified this answer by
citing a case of a successful program - Work Skill. Other issues raised
included:

» TAFE may have to become an assessment advisory organisation,
but in consultation with industry. TAFE/industry co-operation
therefore needs to improve.

. significant resources are required for effective implementation of
competency-based assessment.

. competency-based assesament can only be carried out by industry.

. one group argued for a criterion-referenced approach but CBT
doesn't grade people and this may oe desirable in some instances.
In this cs_e it may be useful to incorporate a non-referencing
element to accommaodate this. Is there room for higher level (not
Just pass/fall) grading in CBT?

. issues of assessment of prior learnin.~ are important; also perhaps
there exists a need to assess secondary school competence before
entry into vocational education.

General Discussions Resulting from Graham 8Sloe’s Paper
The workshops generated heated discussions on topics relevant to various

aspects of Graham Slee’s paper and to the competency-based training and
vocational education debate in general. These issues were:




The rols of vocational training providers, more particularly TAFE systems
in this changing training climate with its emphasis on akills development

TAFE is facing a dual challenge in that it has the role of providing advice
to industry on CBT, but it must also develop awareness of, and skilis
with CBT amongst its own teachers;

industry management is being challenged to look at past practices and
place more value on training. Also, who pays for enhanced vocational

training? Should it be financed from the public purse or from industry?

issues of quality, articulation and accreditation. Effective articulation is

particularly important in areas such as engineering (e.g. metals) in order
to allow movement from trades areas to associate diplomas:

as far as curriculum and syllabus development are concerned, a
tripartite approach must be used because the curriculum is also going to
be used by industry trainers;

this skills of teachers/trainers are critical for success. Staff development
anc skills upgrading are essential ¢lements in the implementation of
enhanced training programs, as is initial TAFE teacher training.

Competency-based training

there exists a need to reverse the historic regimentation of the vocational
education system. The system now needs flexibility and adaptability and
a change in the role of teaching. With competency-based, self-paced
leaming, teachers will become facilitators;

the concepts of modularisation and multiple entry and exit points are
desirable elements of CBT:

consultstion with industry is essential in the design of CBT courses.

Secondary schooling

secondary school students are not equipped with the skills, knowledge
and attitudes needed for entry into the workforce;

TAFE/education interface should support some industry input into the
secondary school curriculum:

what about introducing prevocational training into secondary schools?

the concept of competency-based training and its application could also
be introduced into secondary schools.

Issues of access and equity

the pace of change places an emphasis on the need to address equity
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i381;:3. Women, NESB people, Aburiginal and disabled pecple must have
access to higher skills levels. It is essential to ensure that economic
imperatives don't completely dictate the directions of the future with
social justice strategies fitting in where possible;

access will be a major problem for country students. A flexible deltvery
approach must be encouraged and accorded equa! status with normal
delivery methods.



THE DEVELOPMENT OF THE VOCATIONAL EDUCATION SYSTEM IN
THE FEDERAL REPUBLIC OF GERMANY FROM THE SPECIAL
PERSPECTIVE OF THE 1002 SUROPEAN INTEGRATION

Dr Ute Laur-Ermnst
Federal Institute of Vocational Training
Germany

Your conference and workshop on Assessment and Standards in
Vocational Education and Training focuses on a complex problem which
is quite familiar to all those who are working in vocational education affairs
in the FRG. The main features of our initial vocational education are the
‘dualism’ and the state-recognised’ standardisation of:

. occupations at the skilled worker, businessman, administrator or
craftsman level: and

. vocational qualification profiles and training outlines for companies as
well as for schools.

In this regard the ‘German model’ differs from many other national
education systems. Learning in schools and learning in the world of work
(in-company training) side-by-side. is typical in the ‘dval system’. There are
various social, cultural and political reasons for the evolution of such a
vocational education system and for the fact that standardisation of
vocational training has been the tradition since the beginning of this
century. Both are results of historical processes, social conditions, and
personal initiatives,

In consequence the ‘German model’ cannot be transferred to another society
without modification, or withoui awareness of the cultural and political
background. Stmple ‘export’ or ‘import’ does not work. Therefore the facts,
considerations and experiences I will speak about should help to identify
the advantages and disadvantages of the ‘German model’ from your point of
view. Then you can weigh up which items of our model could be useful for
the solution to your problems of formulating and implementing national and
cross-industrial vocational standards in Australia.

International co-operation in vocational education and training is gaining
increasing significance. In Europe the growing exchange of theoretical
and practical information has its essentiai roots in the planned economic
European integration in 1992/93. But this trend towards co-operation is
not only obaerved in Europe. We all participate in a world-wide
internationalisation on various levels and in many areas; cross-cultural-

’ ‘state-recognised’ means recognised by the Federal Government,. so
the standards/regulations are national ones concerning the
vocational training in the companies.
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learning becomes more and more important. A clear piece of evidence for
this is your inviting a representative of the Federal Institute of Vocational
Training of Germany to speak at this conference and discuss educational

problems with you.

1 intend to give you a survey of our standard-based vocational education
and in doing so I will concentrate on the following issues, in which you
probably are moet interested:

] state-recognised occupations as a reference system for vocational
standards:

) methods and procedures for developing standards;
. some problems of assessment;

] important aspects of implementing standards and transforming them
into training programmes.

To solve these problems, different approaches are posaible and available.
So 1 will mention in the context of each issue, some altematives and then
focus on the ‘German model’ and its evaluation in the light of the current

European integration.

State-recognised Occupations as a Reference System for Vocational
Standards

A first question to be answered concerna the reference system o, he
standards. To which items or framework should the standards be related?
There are - tn my opinion - three options:

. The standards refer to concrete task groups orn: A deflnite competence
level, These tasks are job modules which can be combined in
different ways. The cuomplexity of these tasks potentially varies within
a wide range. from simple small elements to broad task areas. With
regard to the decline of Taylorism’ that we are obeerving in German
companies, (and this could be a world-wide trend in work
organisation in al’ industrialised societies), reasonable tasks with a
rather high complexity should be principally aimed at as reference
units;

. Knowledge. skills and abilities which are assumed to be needed as
qualification bases for an occupation area without a narrow
relationship to concrete tasks or workplaces are standardised: or

. The framework is based on state-recognised occupations. That means
that the standards are linked with definite groups of several kinds of
tasks and the corresponding qualifications needed, which together
form an occupation (or ‘profession’ as we say). This is the ‘German
model.’



In Germany there exiet today S77 recognised skilled occupations. The
number has been remarkably reduced in the past 20 years. Each
occupation ie generally described by its main features and is localised in
one of 18 so-called ‘occupational fields’. e.g. ‘economy and administration’,
‘mechanical engineering’, ‘clectrical engineering’, ‘health and body care’ or
‘agriculture’. Purthermore accupation is defined by a vocational
regulation which prescribes the contents (tasks) and qualifications to be
taugh? and to acqire, and the ime in which this should Lappen. [ will
explain these vocational regulations later on.

The special advantages of occupation related standards lie - in my opinton -
in the following aspects: but it is paramount that they - the occupations -
are broedly designed enough and that they take into account the
individual's needs.

. Occupations are connected groupe of tasks which form a potymorphic
quaitfication profile and hence a quite broad basis for performing a
variety of concrete jobs.

. Occupations have long-term relevance and are important
fundamentals for continuous education and learning.

. Occupations grant the access to a definite level of payment -
by industry and unions - and locate the individual in

recognised
socicty by awarding a specific social status.

. Occupations therefore protect in a special way the individual's
interests and ensure social and educational privileges.

On the other hand we must be aware of the risk of Lae inflexibility
associated with these recognised occupations and the procedures required
to establish them. They are highly complex packages of tasks and
qualifications; accordingly they cannot easily be changed. Every time a
renewal of an occupation or even the recognition of a whole occupational
field become. necegaary due to innovations in technology or work
organisation, or to changes in essential cultural and social dimensions (e.g.
changed attitudes of young people towards work and leisure time, or the
increasing knowledge standard and age of school leavers), much manpower
and ttme must be expended to carry out this work. Besides this, some
occupations - particularly taditional crafts with a long history - are to some
degree Tesistant’ to any substantial change. In consequence great efforts
on the educaticnal, social and political levels must be made in these cases
to reach more adequate and forward-looking qualification standards.

With regard to the rapid development in the -vorld of work and the necessity
to anewer efficiently and quickly often unforeseeable challenges. flexibility
and adapiability become more and more important aspects of es:
educational system. High specialisation in primary vocational e«  ation
and training fs unproductive and contradictory in the light of the
uncertainty of future work requirements. The increasing demand for
flextbility and for coping with new, unknown work aituations was, and 18 -
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in Germany - a decistve reason for now designing occupations with a
remarkably wide scope of tasks and qualifications than before. New social,
intellectual, and motivational abilities like autonomy, ‘system thinking’, the
ability to communicate and co-operate, creativity and so on, are added.
Skills formation and personal development are integrated in a holistic
concept. A good example for such reorganisstion and improvement of the
German vocational standard concept is the innovative structure of the
occupational field ‘mechanical engineering’.

And what happens in the European Community? Do all countries go in the
same direction? We observe in many countries (e.g. England, France or the
Netherlands) the same tendency to broader general abilities including
vocational training concepts. However, the typical German system of
standardigsd skills occupations is not directly comparable to the other
national systems and structures and vice, versa. Every country has its own
model. The 12 countries of the EEC have now agreed to describe job-
activity profiles on five key competence levels.” They will be used as an
operationalised ciassificatin system which may allow better assessment
and effective comparison of the outpuu of vocational training (and also of job
experience) in the differer.t European countries. To the work world this
clearly related approach seems more promising than the first attempt which
aimed at determining the equivalences of acquired qualifications proved in
examinations and fixed in certificates, a procedu: ¢ which has turned out to
be highly laborious. It is assumed that the real job-activities in the various
countries have much more in common than the vocational training
programmes. However, such an instrument of comparison is not linked
with mutual recognition of the certificates/vocational qualifications. This is
a politi-al decision not yet made.

Methods and Procedures for Developing Standards

There are a variety of methods for preliminary analyses to develop
vocational training standards; e.g. task, functional or occupational
analyses carried out by using more or less extensive observation

scales and/or questionnaires to seck representative samples from job-
holders; experts’ rating to identify the abilities ‘behind’ the observed
activities in performing a task; case studies; "curriculum conferences’ to
construct and to legitimate qualification profiles etc.

Each of these methods for gathering and evaluating data has advantages
and disadvantages; therefore each of them has critics and followers. In
Germany a special scientific methodology for developing the educational
regulations is not offictally prescribed, but a basic agreement exists.
Usually a combination of quantitative and qualitative methods is applied.
The experts in the Federal Institute decide (after consultations with
representatives of unions, employers and ministers), which method in a

) This is one of the important tasks of the CEDEFORE (in Berlin) to

support and manage the development of such comparison
instruments.
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given case is appropriate and can be effectively used under the prevailing
circumstances.

Although free choice in methodology exists, also in other countries, it is
none the less relevant which one is actually applied, because the method
influences strongly the quality of data gathered and therefore ultimately the
vocational programme. The following aspects should be taken into
consideration:

J The findings must not be restricted to the present situation: validity
and ‘reliability’ with regard to future changes should be atmed for.

. Work is a dynamic, interactive process with interrelated tasks,
activities and people. Accordingly, investigation should not be done
through the perspective of ‘isolated’ places of work, neglecting that
they together form a complex network. A contextual and ‘systemic’
understanding of work processes is necessary which takes into
account in-company informational integration (CIM).

. The description of work situations should not be reduced to special
(technical, economic, etc.) tasks and skills. General social,
intellectual and emotional abilities must be included, because
characteristics such as teamwork, communication, making
independent decisions, planning and organising work on one’s own,
are important aspects of efficient performance.

. The interests and goals of industry, commerce and trades cannot
solely determine the framework whereby vocational standards and
learning aims are defined. Those doing the work - their wishes, goals,
experiences and competencies must not be ignored. Vocational
training should also contribute to personal development. As a
consequence, vocational standards should not be formulated without
reference to cultural and social conditions and changes.

The findings of many ‘classical’ methods of occupational analyses are one-
sided and don't take account of future developments: nor are they complex
enough to match a holistic concept of vocational education. The objectivity
of and generalisations made from representative research results and which
are often claimed as very important advantages, are - in my opinion - ot
the essential conditions for developing vocational standards and curricular
concepts. The exactness of these findings tempts decision-makers to believe
that they have a solid and reliable information base. In fact this is often
only a small although exact detail of the present work reality which can,
however, lose its significance rapidly by new means of production/work.,
changes in work structure, m—eompanyowmuwm or through product
innovations and new customers' requests. Research findings are overall an
information base - neither more nor less. In the next step educational and
political decisions must be made. How does this happen in Germany?

For each recognised skilled occupation vocational regulations and
examination requirements are formulated in an often time-consuming and
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dificult negotiating process between representatives of employers’
federations and unions. Both social partners sit around the table and
discuss the qualifications needed for an occupation on the basis of research
findings and practical experiences. This discussion is sometimes marked by
different or even controversial educational and social ideas. However, in the
end employers and unions must agree. Once agreement Is reached, the
consensus-based vocational regulation 1s confirmed by the Federal
Government (the Federal ministry concerned). This ordinance then
describes ‘minimum qualification standards’ and every firm which provides
vocational training is obliged to design its programme around these
prescriptions. The school as partner in the dual system also designs its
curri~ula outlines to accord with the training regulations. This means that
overall, the vocational education system in Germany is quite strongly
influenced by the occupational system - by management and unions -
compared with other national education systems, particularly those which
have only a school-based vocational education without systematic
participation of industry, cither in the construction of standards or in the
vocational training itself.

In Germany therefore, the wide discrepancy - often observed in other
countries - between qualifications needed in work processes and
qualifications acquired in vocational education does not exist to the same
degree. Nevertheless, vocational training or vocational regulations in
Germany are not always and in every case perfectly adapted to the realistic
requirements. However the discrepancy is far less dramatic than in other
systems. Moreover, we are continually rethinking this issue - as mentioned
above. The congruency hetween vocational training objectives and current
work requirements is certainly a critical issue.

Back to the ‘minimum qualification standard’. What does it mean? It
certainly does not mean a low qualification level. The requirements
established in the vocational regulations are rather high: they were even
raised in past years due to the new qualification deman-s of industry and
commerce. Therefore more often nowadays firms complain that the
standards are too high and that slow and weak learners are stretched too
far; a minority claims the opposite. But everybody is free to qualify
trainees better than officially required, and indeed many companies realise
this and aim for a very high level of competence.

Compared with the qualification level in other European countries the
competency expected from a skilled worker (the Facharbeiter’),
businessman or craftsman in Germany seems to be quite ambitious.
However, it is difficult to make a clear general statement on this issue
because of in-system differences, and in addition an exact comparison
between the countries is not yet possible.

‘Minimum standard’ means, that every company or supplementary training
organisation undertaking initial vocational training must qualify the young
people at least to this level. Each trainee is entitled to this minimum
standard. Nevertheless investigations carried out by the Federal Institute a
few years ago on a representative sample of companies showed that a



number of firms - often small or medium ones - were, and are not able to
keep perfectly to the standards and rules.

Therefore, the governmental support of these firms is a priority. So-called
‘supra-company training centres’ are built up and financed by the Federal
Government and are advised by the Federal Institute.

Developing standards is something which is not ‘done once forever’. As a

ence of technical, organisational, social and cultural changes,
standards mus*, be checked and revised. (Thia is one main task area of the
Federal Institute.) Besides new general qualifications like co-operation,
communication, autonomy or flexibility, new contents must be included,
e.g. knowledge of work organisation, of environmental pollution and rules or
procedures to avoid it, interdisciplinary information on ‘neighbouring’
professions (e.g. the mechanic learns something about electrical engineering
and electronic controlling and vice versa; the electrician learns something
about machine tools or production technology).

With regard to European integration, so-called ‘European qualifications’ are
worthy of discussion. There are two main questions:

. Which special qualifications are required in order to work in another
country? These may be to speak and write in a foreign language
(indeed there are a number of different languages in Europe), and to
have some knowledge of the work conditions as well as of social and
cultural characteristics of the other country. A clear decision in this
area has not yet been made; and

] Which qualifications are needed for different jobs in the same
occupational family or tield? These qualifications in common could
form the basic training programme or the core curriculum in an
occupational ficld of each country. In Germany such a broad
vocational basic training exists. The discussion of this kind of
‘Euroqualification’ also continues.

Some Problems of Assessment

Problems of assessment accompany the whole procedure of developing,
implementing and using vocational standards. They appear at the
beginning when the relevance of qualifications for actual and future needs
should be estimated and they gain high importance with regard to
examinations and certificates in between. and at the end of educational
courses.

The tmpossibility of forecasting exactly and reliably the future qualification
needs is meanwhile recognised and accepted by most experts. On the other
hand it is necessary to look into the future (and experts in vocational
training require that future aspects must be taken into account). The
solution which was found in Germany to this problem was the reduction of
in vocational tratning and the increase in support for personal

specialisation
~ development - as described above. Therefore, these kinds of assesament



difficulties are overcome to a special degree. But others appear or are still
being discussed.

1 will focus here on two topics only in the context of vocational
examinations:

. firstly, on some difficulties in the ‘objectivity’ of assessment: and

. secondly, on the growing problem of assessing general personal
ablilities.

‘Twenty years ago we observed an ‘objectivity movemeny’ in Germany. The
examinations in vocational training and education aeemed to be carried out
in a rather individual way. although the examination requirements are also
fixed in the vocationa! regulations. The questions asked and the concrete
work tasks to be performed varied from town to town, from Bundesland to
Bundesland (I exaggerate a little). In this situation voices demanding
standardised examination questions became louder.

This request was met by another, an economic one: the intertim and final
examinations require a lot of time, personnel, energy and money. To reduce
these expenses, computerised examinations were recommended and
accepted by the chambers of industry and commerce which are - as well as
the crafts chambers - responsible for vocational examinations in Germany.

For several years, particularly when used in association with the renewal of
vocational regulations the computerised questions have become more and
more discredited. The following are arguments against them:

. These questions ('yes-no’ or ‘multiple choice’) are over-simplifications
of the real tasks/situations; they are one-sided, not practice-oriented
enough and do not match sufficiently the qualifications needed.

. In spite of vocational standards, in-firm training (as well as school
education) can vary within a wide range depending on the competency
and motivation of trainers, the concrete job tasks a irm has to
perform. the equipment and so on. In small and medium-sized
companies where ‘training-on-the-job’ (not in sep. rated training
workshopes) is usual, the same qualification can be acquired through
different work experience. The standard question neglects this fact.

There are two examinations in vocational training, the first after 2
years (interim exam) and the second, that is the final examination.
This examination encompasses a written and an oral exam and a
concrete work task.



J ‘Objectivity’ as an abstract and formal requirement of assessment may
produce more injustice than an examination which takes the specific
learning conditions and facilities into account.

Assessment based on knowledge of ‘isolated’ items or the avatlability of
simple operations and skills has lost a great degree of support. A holistic
approach to vocational training which emphasises the necessity of complex,
forward-looking qualifications is now preferred.

In addition, a new problem of assesament has appeared due to the
importance of ‘personal skills’ such as co-operation, autonomy, planning
and organising one’s own work, social sensitivity etc. How can these

abilities which are grounded in socialisation conditions be tested?
Should they be examined anyhow? The discussic.: on this issue has not yet
found a final solution: the opinions are often coritroversial. In fact thit s a
very difficult and sensitive problem, which will be analysed and discussed
through theoretical and practical perspectives in the coming years. Rather
simrie and pragmatic assessment instrumer'ts and procedures have
meanwhile been developed (e.g. observation acales). Several proposals on
new kinds of exam tasks have been made and recently applied or are under
systematical investigation. These tasks must also allow the evaluation of
social. methodical, and motivational abilities alongside the assessment of
special skills. On the other hand, such an assesament should avoi? Jeneral
statements on the individual's personality.

This is one side of the problem; the other side concerns trainers and
members of the examination board. They need information enabling them
to perceive and assess these complex abilities in a reasonable and
differentiated manner. Without additional courses tbzy will not be
successful in doing this and this has a serious implication: it is generally
known that examination requirements and practice have a great impact on
the actual organisation, objectives as well as on the subject matter of
vocational training. That means that the examinations reflect what is going
on in the concrete programmes. Therefore, when the new qualifications are
not in any way ‘tested’ or taken into account in the examination tasks, they
lose relevance for those undertaking vocational training as well as for the
young people. This is an essential fact which must be realised.

Important Aspects of Implementing Standards and Transforming them
into Curricula Outlines and Training Programmes

In Germany the vocational regulations are, as outlined above, statutory
orders of the Federal Government. Once enacted every firm or vocations!
training organisation is obliged to follow them. These rules describe a
‘skeleton curriculum’ with training goals, feaching contents based on a
holistic qualification concept, and an estimated time schedule required to
carry out the vocational training.

The implementation into actual practice is not merely achieved by

publishing the vocational ordinance in the governmental bulletin. It is here
that the real work begins; that is, transforming the regulations into eficient
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in-company vocational training programmes. The same process starts in
parallelhltheschoolawhlchhaveadoptedcurﬂculaoutlm.

What steps must be taken? Which questions are to be answered?

The ‘skeleton curriculum’ in the vocational regulation must first be
transformed by \he experts responsible in the companies into a concrete
training plan which is adapted to the prevailing conditions. In
implementing this concrete training plan the decision-makers must address

the following questions:

. Where can the various qualifications be best acquired by the trainees?
For example, in training workshope or at the working place, in one's
own company or in a ‘supra-company training centre’? Which
workplaces deliver the best learning chances? In which sequence
should these workplaces be used by the trainees? General and

specific questions of learning organisation must be settled.

. Are the trainers (teachers) competent enough to teach the new
contents and qualifications? Generally, at least a special but often a
fundamental further training becomes necessary. This additional
education includes technical subject matters and also educational
issues. For a long time only special skills were taught and the
educational aspects remained largely neglected. However, in the past
years the significance of better and more adequate learning models
and strategies has been recognised. As a consequence actual
‘training of the trainers’ programmes stress the improvement of
educational competency.

Another aspect of preparation often missed, concerns the lack of actual
work experience of trainers. This is especially a problem for those who do
thetr educational job over many years in separated departments or in
training workshops of an enterprise. They have lost contact with the world
of work and do not exactly know what is going on in the current industrial
context. They need to ‘freshen up’ on work experience.

In other European countries, for example & 1rance, this problem is partly
avoided by an ‘alternating concept’. The trainers work about five years in
the training department, then they retumn to the working area where they
came from. Other enterprises (and trainers institutes) plan periods of
practical training for their trainers. In Germany, teachers in vocational
schools suffer much more from lack of working practice than most in-
company trainers, but the latter also need actual work experience.

. A further question: is there a need for additional investment in
equipment and machinery to keep to the vocational regulations? This
question has gained increasing importance in the past years due to
the advent of information technology and its significant impact on
work requirements and work organisation. Computer literacy,
programming and bandling computerised machines or flexible
production systems are new qualifications which can be only learned
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by actual experience working with the computer or the numerically
controlled machine - at the very least with the help of ‘stmulators’ in

the beginning of the training.

The discussion about the ‘best leaming environment’ was stimulated
in Germany by the high cost of these modern computer-based
production systems. To buy machines only for training purposes
seems to be an unacceptable investment for many companies,
including the big ones. This economic argument meets with
educational considerations stresaing the workplace as the most
efficient learning environment. In Germany we are observing today a
strong tendency to accept this point-of-view. Fifteen years ago the
opposite was favoured - cspecially by educational experts in
universities and other scientific institutions. So. many people are
now wondering why they have changed their mind radically. But
there are good reasons to rethink the ‘old’ ideas.

. Undoubtedly to learn in a real working situation under the
usual conditions of work performance is quite different from
learning in classrooms or in training workshope. In such
learning situation decisions and activities have useful results,
but also not anticipated side-effects. The young people do not
work ‘for nothing’, but for a realistic aim; for example, to sell or
to repair something, to construct or to write something - in
which somebody else is interested. This facilitates often much
more than ‘senseless homework® or repetitive exercises in a
training workshop. Moreover, the trainee /s involved in a whole
working process. Mistakes, he/she makes, have effects on
workplaces of colleagues; 8o he/she must try to behave as
responsibly, and reasonably as poasible. Furthermore,
communication and co-operation become necessary. In all, for
many trainees learning in real situations supported by a
competent job-holder or a trainer, the training
environment is much more relevant and exciting than learning
under school conditions.

On the other hand, the opportunities to leam through real work
are often restricted; for example, working on an assembly line
or in a highly automated production process where nothing is
seen but running figures and lines on a screen and where the
trainee cannot do anything - seems to be senseless and
ineffective. Therefore a general ‘dogmatic’ preference for
learning-on-the-job is as problematic as pure school-based
learning off-the-job. Trainers must be able to evaluate the
leaming chances of different places and situations of work.
They have to learn how to combine them in view of the acquired
competency level and they must know how to complete the

tratning on-the-job through supplementary theoretical help.

. And last but not least: which training or learning methods are
most likely to achieve the qualification goals and also fit the
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target group? The longtime recommended and practised
training methods in vocational training have 1*markably

ehnmedlnthehstﬁvetotmyuuln(iermoompmm
especially in the big ones. The traditional concepts of training
by demonstration and imitation by instruction and informing,
seem no longer to be accepted as the most effective strategies.
We obeerve a paradigm change in which the trainee takes the
active role in the learning process. This means that personal
experience - to try something out in his/her own way, to apply
his/her own learning strategy and to explore new situations are
all strategies that are gaining favour. Self-controlled and self-
orgamaedleammg,lodalleanung.learmnglnatcam.

are the modermn and promising approaches
usedtoacqmmtheeomplquuaunum since autonomy
cannot be gained by instruction; co-operation must be
experienced and cannot be leamed by listening to the speeches
of the trainer; a sense of responsibility might not only be
demanded but the necessary competency and conditions to
show it must be established. There is a change in educational
thinxag. However, the ‘everyday vocational training’ often
follows the traditional principles: further education of trainers
must still be undertaken to meke progress.

Analysing this situation three conclusions are to be made:

J Qualification standards undergoing development should not be
performed without reflecting on alternative educational concepts.

) The ‘users’ of the standards. (that me~ns teachers and trainers) must
be prepared carly enough to do their new job.

. Several teaching and organising aids, leamning materials, films/videos,
descriptions of examples how to teach in the new way etc. should be
available to support the implementation process. Research projects
and ‘pilot projects’ (so-called ‘Modellversuche’) should be carried out
to locate and evaluate innovative as well as practicable educational
concepts. Such supporti:d tasks are being performed in several
departments of the German Federal Institute of Vocational Training.

How does the situation stand in relation to the educational itnnovations in
other European countries? Is there the same ‘new wave’ in educational
concepts and technology? 1 am afraid that I cannot give a reliable answer,
Surely, in the other countries also g.eat efforts are being made to improve
vocational training methods. Unfectunately we have not been in a position
to survey this issue due to a lack of systematic cross-country research in
this field.

Uniform Vocational Training in Future Europe?

Will the ‘German model’ disappear due to the European integration?
No, that is not intended. Early attempts in harmonisation failed. Each

-~
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nationai vocational education system is related to a specific economic and

social infrastructure and is a result of a long historical process. Therefore

the European countries do not agree in standardising the systems; they do
not want to enualise the national differences. The new European slogan is:
‘variety in un..y".

More important and more efficient is the exchange of information and

ence, multinational co-operation to find reasonable soluticns to the
actual difficult problems by which each country is confronted; for example,
how to improve the chances of the unemployed by retraining? How to
support women to re-enter the labour market? How to gain more
consciousness of the narrow relation  p between work and natural
environment and how to acquire com). ‘ency to solve the environmental
problems?

Also cross-cultural learning in vocational training affairs should be the main
goal. In observing and analysing the strategies and developments of other
countries, in evaluating their successes and their failures we all have the
chance to learn and to make progress in our own national educational
policy and practice. Step-by-step there will be a better understanding of
educational policy and practice of other countries - and perhaps at the end
of this process there will be a specific kind of harmony?

The future European policy will not be limited to the 13 countries of the
European Community: we have to look to East Europe, and to support
those countries in developing a vocational education and training concept
which aims to develop a autonomous personality living in a democratic
society. Such a strategy helps to achieve not only economic progress but
also to promote a hurman and social structure of the intended European
House. However, Europe is only a part of the worid. In the face of
globalisation we need good relations with overseas countries: we should
exchange more and more information and concepts with our ‘long distance
neighbours’, like Australia.
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UNITED KINGDOM REFORMS IN QUALIFICATIONS AND STANDARDS IN
VOCATIONAL TRAINING

John Fuller

Head of Qualifications and Standards. Employment
Department, Training Agency

United Kingdom

Good morning Ladies and Gentlemen. | am delighted to be here in Adelaide for
this important conference, and I am most grateful to your Department of
Employment, Education and Training for inviting me and arranging my visit
here. 1have been aware that work in this country on the definition of
standards and qualifications was running in aimilar directions to that in the
United Kingdom. 1 am anxious to learn from your experiences. and I hope that
in explaining my own work that you will find interesting parallels with your
own. 1propose to speak for some 30 minutes with the help of some OHPs
before taking points and questions. I shall try to avoid too much UK jargon.

1 propose first to say a few words about the current education and training
scene in the United Kingdom. Then I shall describe our work to produce
reformed vocational qualifications. and why we are engaged upon it. 1 shall
then talk about some of the issues we are having to face in completing the
work, before closing with a few words about the qualifications scene in the
European community as a whole.

1 suspect that our key issues ia education and training are not so dissimtlar to
yours. Increasingly, we have highly competitive market competition in which
technology is widely available to all. and where the only difference between
individual companies, and increasingly between countries, is the competence,
the quality and the skilled performance of the people employed.

Successive UK Governments have tried a variety of approaches to the skill
supply over the last 30 years. We have not yet found a permanent
arrangement to secure adequate quantity and quality of training that can deal
with times of both high and low unemployment: We had for many years,
industrial training boards which involved employers and trade unions in each
of our major industries, raising funds through an industrial levy and
redistributing these in the form of grants. Between 1974 and 1986 we had the
Manpower Services Commission which involved the soctal partners in the
machinery of government. During this time the Gov..nment provided funding
to maintain numbers in apprenticeship schemes, to run adult retraining
schemes available to all individuals, and to develop and implement our youth
training schemes. Governments have always felt that employers are
contributing insufficiently either to meet their own needs or the needs of their
industry or community.

We are now embarking on a completely new initiative - the establishment of

Training and Enterprise Councils (TECs). These TECs are similar to Industrial
Training Boards in that they attempt to divide up central responaibilities - this
time on a geographical basis rather than on defined industries or sectors. We
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are laying great stress on the key role of employers in leading the new TECs.
They will have full responsibility for delivering government-funded programmes
in their localities and there will be some 80 covering the whole of England and
Wales and similar arrangements in Scotland. So the TECs will be responsible
for securing delivery of vocational training and education programmes. But we
need to make sure that they have a national structure of qualifications in ordes
that their activities can be properly channelled. This brings me to the UK

reform programme.

The advantages of st~ndards-based training have been emphasised in the UK
for many years - indeed this featured as a component of the ‘New

Initiative’ (NTI) which signalled a new direction in training in 1981. Itis
however, only since 1986 when we began to develop a major ref{.rm to our
Youth Training Scheme that we have organised on a national basis,
development work towards standards and qualifications.

We realised around this time that by comparison with rame of our major
competitors the UK workforce was significantly under-qualified. (See Figure 1.
We recognised our need for a competent and better qualified workforce, and
that an improved system and structure of qualifications was necessary to
assure the quality of the workforce. We had many vocational qualifications on
offer and a complete structure of academic qualifications running through O
levels at 16, A levels at 18 and degrees taken at universities - but virtually no
systematic links between the 2 structures. Indeed many felt that cur
qualifications structure got in the way of effective leaming rather than assisted

it. (See Figure 2.)

Let me briefly describe the system as it existed in 1986. We had - and indeed
still do - severzal national independent validating and examining bodies offering
qualifications across all the different tndustries. At higher levels. professional
institutes often run examinations to ensure the quality of their profession is
maintained. Increasingly however, industry training boards and similar bodies
were setting themselves up to define and measure individual performance
against standards. The system was unstructured and very difficult to
understand. (See Figure 3.)

The were several reasons why we felt we must reform our vocational
qualifications systern. First we needed some kind of measure for the output of

our training arrangements - how many peopie needed to be tratned and
developed and to what measurable standards? Secondly, there were far too
many qualifications, covering different occupations and levels in a very
haphazard way. Thirdly, we all know that individuals leamn in the workplace
doing real jobs, yet very little of that contributed in any direct way to the

of a competence-related qualification. Fourthly, although it is

employers who benefit from qualified people, the influence of empioyers in
establishing the qualifications to be undertaken was very small indeed. Fifthly
we had separate arrangements in England, Wales, Scotland and Northern
Ireland and even within English regions. At the very least we needed precise
equivalences betwen existing qualifications to be established. Sixthly, so
many qualifications could only be pursued by people in fixed training centres,
participating in specific courses, and using prescribed methods of learning, we
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needed to detach the objectives of learning - the standards of performance

- from the mechanisms used to get there, and to ensure that
indtviduals could learn at their own pace using thetr own methods and in
whatever way they found helpful. Seventh, we wanted qualifications 10t to be
concerned with aptitude or potential or trainability - but with real evidence of
an ability to perform competently in the workplace. And finally, we wanted to
make sure that all vocational education training providers, whether they are
working within the Youth Training Scheme or our adult programmes or in

es unrelated to government inttiattves, have a clear national set of

programm
guidelines of the qualifications required. (See Figure 4.)

So what do we mean by a vocational qualification? In 1986 we decided that we
wanted & vocational qualification to indicate the ability to perform competently
in the workplace, to be igsued by a recognised national regional local body. to
be recognised by industr; and to permit entry to not only further employment
but into education or training as well. (See Figure 5.)

We had a national review of vocational qualifications which concluded that a
new national council should be established to lead the reform process. It was
agreed that the national council - NCVQ - should cover England and Wales and
Northern Ireland, but in keeping with the strange ways in which we do things
in the UK it was decided not to give it coverage of Scotland.

Early on, the NCVQ defined 4 levels of vocational qualification - NCVQ - and
recognised that higher levels would be required in due course. (See Figure 6.)

Let me tell you about the process by which new qualifications are now being
developed. First a few words about my own responsibilities. | am a civil
servant employed within the Training Agency of the Employment Department
which leads policy and strategy on training matters. We take a close interest
in vocational education but we have a separate Department of Education and
Science. I have some 60 staff, half of whom are professional advisers, the
other half administrative support, with key responsibilities for the development
of standerds and qualifications and for securing their use in British industry
thereafter. Perhapes | can try to explain how all the different parts of the
sysiem work together in this development process.

The first step is the establishment of a lead body >f employers, typically with
some trade union and educational interests involved. We now have over 150
such lead bodics covering virtually every occupation and sector in the country.
The task of the lead body is to draw up standards o! performance required for
effective work. The Training Agency provides financial a=i acvisory support to
the lead bodies in their work. 1 have a budget of £7m per annum, most of
which goes towards developing VQs but a growing proportion of which 1s used
to help implementation. It is essential that the standards are carefully
developed. We need to ensure that they are defined and subsequently owned
by employeru across the whole sector or occupation. The standards need to be
easily understancable across the industry. We need croes-industry recognition
of the standards once developed. Once they exist they need *~ be available
widely in the form of a total national library or bank. Standan:- ‘n arezs such
Q as management, or training, or language skills are clearly needec in all, or
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many occupations. In some cases where no suitable organisation can take on
the task of being a lead body, the Training Agency has developed new ad hoc
arrangements. (See Figure 7.)

Once the standards are developed, the Training Agency co-ordinates a meeting
between the lead body concerned and one of the national awarding bodies
(mentioned earlier) to construct a new qualification. When developed. such
are then submitted to the NCVQ for formal accreditation. It is
the NCVQ that establishes the criteria for new qualifications and which offers a
structure known as the NVQ framework within which all new qualifications are
to fit. Once accredited as a NVQ, the new qualifications need to be
widely masketed and promoted and used by the new TECs in their discussion
with their training providers. Essentially the Training Agency has a
contractual arrangement with each TEC, tneluded tn which will be the number
of people that the TEC is expected to bring to NVQ achievement levels. In turn,
the TECs will need to fulfil these contracts by placing similar contracts with

their training providers.

The reformed qualification can only be as good as the standards upon which it
ts > used. Our experience of the lead bodies is that in the early days it was
helpful to support financially almost anyone interested in developing
standards. We have encouraged momentum to be built up, but in recent times
we are encouraging bodies to work with each other to make sure that we have
better integration across sectors. It is important that trade unions as well as
educational interests are involved, that standards are expressed in a common
national format, that they are asseasable, and are sufficiently broad. When |
say broad | mean on the one hand in terms of their occupational scope, but
also that they cover skills, knowledge and understanding as well as general
competencies such as problem-solving, communication. numerical ability etc.
all of which are found everywhere in employment. (See Figure 8.)

1 have briefly explained how we are developing our new qualifications. The
work is certainly going well with full support of ministers and is welcomed b

the new Tratning and Enterprise Councils. But it does raise a number of
issues, not all of which have yet been tackled. Two diagrams indicate some of
the concerns we face and 1 hope that some of these at least will be of inturest

given your programme of work in Australia.

ideally we would have started with an established NVC framewuork defining the
occupations and levels required. Unfortunately that was not possible and it is
only this last year that an NVC framework is now emerging. (See Figure 9)) It
does have a critical influence on the breadth of qualifications accredited.
Ancther issue is whether reform should take precedence over rationalisation:
both are important. We need totally new qualifications as | have explained, but
we also aced much clearer reiationships between qualifications. In the early
days of NCVQ tou much time was spent trying to give some or
conditional status to existing qualifications and to bring them into a temporary
relationship with each other, We are now convinced that reform is essential.
The NCVQ is therefore only accrediting substantially tmproved qualifications.
Occasionally the government does have to provide some temporary recognition
of existing qualifications and were that is necessary. we in the Training
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Agency makes such judgements. Another issue has been the question of how
much progress it is reasonable for NCVQ to make towards financial self-
sufficiency. The Council can generate income through individuals pursuing
accreditcd qualifications, but if indeed reform takes precedence as | have just
explained, it means that we must be more relaxed about the length of time it
will take before the National Council can depend entirely on non-government
resources for its survival. Yet another issue is how to tackle higher levels of
occupational activity. Many of our major professional bodies such as the
Engineering Council and the Institute of Chemistry have members in all sorts
of different sectors and it would be highly undesirable for every industry lead
body to redefine, for example, the requirements for a professional engineer. We
need therefore to establish consortia arrangements where cross-industry
professional organisations can debate with industry lead organisations, the
precise nature of reformed qualifications needed. We have already made
[.ogress in the engineering and construction industries in bringing such

groups together.

The Scottish education system is, as | have said, different from that in England
and Wales. The Scottish Vocational Education and Training Council acts as an
examining body and we have now arranged for this body to accredit ‘Scottish
vocational qualifications’ based on identical employer-led standards defined by
the same lead bodies. These £ ottish vocational qualifications will be precisely
equivalent to those south of the border. Ishall touch on European issues
before 1 finish.

There are 3 important reasons for the Training and Enterprise Councils
responsible for delivery of training to have full and up-to-date information
about vocational qualifications approved. First, it is precisely because
standards-based NCVQ@s specify outcomes required that the training routes
can be made much more flexible, so the TECs will be able to arrange and
purchase provision from all sorts of different training providers extending over
different periods of time - as long as the ultimate destination is the NVQ. The
second key function of the NVQ is to offer a quality assurance device as a
measure of the effectiveness of training. Thirdly, we in the Training Agency are
incicasingly funding the TECs on the baals of their success in achieving
outputs; that is, individuals achieving NVQs. At the moment only 10% of
Youth Training Scheme funding is dependent upon satisfactory outputs but we
are moving to significantly increase that percentage in future years.

Marketing and implementation are important matters. Once qualifications are
accredited they need to be widely available to gl individuals who wish to
pursue them, and to have appropriate currency they aiso need to be known
about by employers. We are working hard with the lead bodies and TECs to
en.ure that every opportunity is taken to promote not only the concept of

national vocational qualifications in general, but also the specific emerging
qualifications at the different levels as they are accredited. As I mentioned

eariier on, observers of the reform programme are often concerned about the
breadth of the qualification. It is especially tmportant that, when we speak of
full occupational competence as the basis of the qualification, we reassure
everyone concerned that this embraces a wide-ranging ability to perform
effectively in the workplace, managing the execution of whole work roles not
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just indtvidual tasks required. (See Figure 10.) If we fail in this, employers will
continue to place greater value on academic qualifications, seeing these as
evidence of potential in the absence of relevant vocational information about
individuals.

Finally, the acronym NROVA' (refer back to Figure 9), refers to the National
Record of Vocational Achievement which is a permanent record held by every
indtvidual of the progress they have made towards national vocational
qualifications. Being based upon standards, NVQs typically consist of units
and elements so that credit can be accumulated over ime. We in the UK are
looking carefully at the possibility of constracting a national record which
transcends academic and vocational studies and which may be held by all
learners from perhaps the age of 14.

In Figure 11 I have shown a range of further issues which I will go through
very quickly. Basically we have rushed ahead with the reform programme to
get improved qualifications in place as quickly as possible because they are
urgently needed. What we haven't yet addressed is how these new
qualifications should be maintained and updated in the future. and in
particular who should pay for the process, and how it should be organised
once the government has completed the initial pump-priming. We are looking
hard at the longer-term: institutional arrangements which are itemised in
Figure 11. Should we enccurage the lead bodies that have been set up in
many cases for the purposes of standards setting, to become permanent
advisory bodies to their industries? Should we perhaps merge the lead and
awarding bodies in crder to reduce the number of organisations working with
the public? How can we best bring in the profeasional bodies without usurping
their long standing authority? What more do we nzed to do to make sure that
all our own staff and those in NCVQ remain capable of giving expert advice?
The work to date is ‘first round’ in the sense of being the best that lead bodies
and the consultants working with them can produce in the timescale. How
quickly should we move to second round work? We have one major national
organisation - the Business Technician and Education Council which
administers general vocational qualifications not yet based upon occupational
competence and yet with an impressive record in getting students into higher
education. Should we let them stay outside the reform programme? The
National Council for Vocational Qualifications has been extensively reviewed
recently and we are about to give it a new remit and revised funding. We
certainly need a national strategy for implementation and a more effective
means of Lringing all employers into the reform movement yet securing
widespread sharing of standards rather than narrow self-interest in the work
produced. Finally, there are permanent dangers of starting too much work too
soon and encouraging a whole range of new bureaucracies amongst the lead
bodies.

Before I leave the reform programme, just a brief word about the targets to
which we are working, (See Figure 12.) We have, this year, already established
a new framework for National Vocational Qualifications which will shortly be
published. We met a target to produce by April 80, standards for the vast
majority of occupations with qualifications based upon them up to Level III.

We intend to have standards in place up to Level IV by the end of 1991. We
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note that the single European market will be completed by 1991 and the end of
that year will see qualifications up to Level IV in place, By April next year we
intend to have the one millionth NROVA issued. This figure shows that the
NCVQ's remit was to have been reviewed in terms of its geographical coverage
in 1991 - that now has been passed on to 1992.

Before I move on to say a few words about the European work, I would juat like
first to mention the way in which we are thinking about bringing together
academic and vocational leaming routes. I mentioned that in England and
Wales government departments for education and empiloyment and training
matters are separate, and indeed they are also separated in Northern Ireland
and in Scotland. Nevertheless educaticnalists and trainers are united in the
view that there should be more of an assurance that any individual, whether in
full-time education or in a learning situation at work, should go through
certain basic experiences in terms of their personal foundation. All preparation
routes should therefore demonstrate relevance to work and jobs, emphasise
competency and have that competence recorded, by clearly known and to have
currency, to offer choice and an effective blend of methods to the individual, to
make full use of the richness of all learning experiences not least that in the
workplace, which we call ‘work-based learning’, be based on the specific needs
of the learners themselves, and to start with a clear recognition of all previous
learning, (See Figure 13.) Figure 14 shows a model of transition for a young
person through to work. All young people in the years 14 to 18 will either be
in education off-the-job. or on-the-job training (although it is still almost
uniquely possible in the UK amongst other European countries for a 16 year
old to be in a work situation without training). But we might atm for there to
be certain guarantees for the learning experiences of all young people,
including such things as participative learning, guidance and review and
continuous assessment. There is a good deal of enthusiaam for the individual
action plan whereby the pre:ise requirements of each individual are assessed,
specified and recorded. We need, we believe, 8 outcomes for every individual
whether they are in full-time education or training and which include academic
knowledge, self-awareness, motivation to learn, a wide understanding of work,
competence in a range of transferable skills, an abflity to tranafer to unfamiliar
situations, personal effectiveness, and of course, full occupational knowledge
and skill. Such outcomes may of course be accredited by an educational
qualification, or by a more generalised prevocational qualification, or since the
reform programme, by a national vocational qualification. Whilst ultimately,
the vast majority of young people in transition will end up in a job, interim
destinations include further education and further training. The purpose of
this model is to demonstrate that academic and educational qualifications play
a major part on the way to occupational competence. Also, that in considering
the needs of vocational qualifications. it is essential that certain underpinning
requirements are already secured.

Before I finish I would like to say a word about Europe. Just to remind you
there are the 12 countries now making up the European Economic
Community. (See Figure 15.) Increasingly the EC is taking an interest in
vocational education and training mattexs. Why is this? If we are to construct
the single European market then it is important that indtviduals should be
able to move freely in terms of employment. Qualifications can assist such
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mobility by offering a measure of competency irrespective of which coun‘zy it
was achieved in: they can also provide evidence to customers of the expurtise
of the business supplying the product or service. (See Figure 14.) But there
are certain obstacles to mobility. First there is the simple lack of awareness of
education and tratning opportunities available across the community.
Secondly, there are remaining cultural barriers. Thirdly, the qualifications
themselves may cause problems, first if in technical terms they simply do not
relate to each other, and secondly, if they do relate to each other, there are
resﬁcﬂvepmcuceoexertedbyoneoounu-ymtcmsofthequanﬂcauons
offered by another country. (See Figure 15.)

There are basically 5 different approaches currently being adopted in Europe to
overcome these issues. The first is comparability - the technical comparison of
existing qualifications in member states. Secondly, mutual recognition
whereby esch country is required to take serious account of qualifications
brought to it by other countries. Thirdly, further technological trends are
monitored and skill profiles developed to tnform both comparability and mutual
recognition exercises. Fourthly, there are recent efforts to construct totally
new qualifications - much on the lines of those I mentioned as coming out of
the United Kingdom work which are genuine European qualification or
Euroqualifications. Finally, there is a whole raft of bilateral agreements
whereby a qualification is deliberately developed between two countries, with
trainees spending time in both countries before they qualify. (See Figure 16.)

The comparability work involved experts from each country coming together in
Berlin under the auspices of the European Centre for the Development of
Vocational Training. (See Figure 17). This centre was established in 1975 and
assists the Commission in encouraging the promotion and development of
vocational training. The expert groups examine common job descriptions and
identify vocational qualifications which fit most closely the common job
descriptions already existing in member countries. 1 act as the UK co-
ordinator for this work and one of my tasks is to make sure that the final
results are widely publicised to all individuals and employers through our
Jobcentres. (See Figure 18.) The objective is to produce a list of qualifications
8o that any individual seeking work in another member state can immediately
see that their qualification is precisely comparable with the qualifications held
by nationals for the country concerned. Equally, employers can review the
applications of potential workers from overseas to check that they have the
required qualifications.

In conclusion, 1 have shown that in the United Kingdom we have faced difficuit
tasues of education and training over the past 20 to 30 years in terms of
securing an adequate quantity and quality of training that will take us through
times of both high unemployment and full employment. We have tried the
Industrial Training Boards with their levy grant approach; we have injected
significant additional funds into keeping up the skill supply and used
individual training scheme approaches such as the TOPS scheme for adults as
well as YTS for young people. But we have by no means yet established the
kind of culture that West Germany can be proud of, in which employers make
a regular and positive commitment to the funding of training. We are now
trying the Training and Enterprise Councils which we see as a deliberate
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attempt to pass responsibility away from the government out into local
districts, and to place the responsibility irmly on employers for the organising
of training and meeting its costs, and aligning training very closely to the needs
of the locality and the businesses therein. The TECs can only do their job
properly if they have a full range of national vocational qualifications

to them which cover every occupation and every level, and indeed the TECs'
future survival will depend on their ability to meet performance-based funding
targets determined by the government and which will be based upon national
vocational qualifications. I have described the institutional arrangements for
producing NVQs in the United Kingdom and suggested that whilst they offer a
mngeofopportumueatheyalaouxcurmanyoosu.andthmmanumberof
issues yet to be addressed before we have a permanent system in place.

I wish you well with the rest of your conference and I am very grateful to you
for listening to me.



WORKFORCE WITH A RECOGNISED
VOCATIONAL QUALIFICATION
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THE NATION NEEDS A COMPETENT,
BETTER QUALIFIED WORKFORCE

IMPROVING THE SYSTEM OF
QUALIFICATIONS IS NECESSARY FOR
QUALITY AND AS AN ENGINE OF CHANGE

THE “ACADEMIC” - “VOCATIONAL"
DIVIDE MUST BE BRIDGED

QUALIFICATIONS ARE ABARRIERTO
LEARNING
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THE CURRENT SYSTEM

THE EDUCATIONAL VALIDATING AND EXAMINING BODIES
(BTEC; CGLI: RSA: Regional Examining Bodies; Pitman'’s;
London Chamber of Commerce and Industry - about 12 major
bodies)

Involves over 1.5m entries or registrations each year.
Totalincome of these bodies about £20 - £25m pa.
Total cost, about £60m pa.

THE PROFESSIONAL EXAMINING BODIES
(about 250 bodles, including about 70 Chartered Bodies)

STANDARD SETTING AND CERTIFYING BODIES INAND FOR
INDUSTRY (ITBs; Statutory Testingeg HGV drivers - about
1201TOs)

ol 4%
FIGURE 3



NEED FOR REFORM

SKILL SUPPLY
VQ JUNGLE

- LEARNING AT WORK

EMPLOYER OWNERSHIP
NATIONAL MOBILITY
INDIVIDUAL ACCESS
COMPETENT PERFORMANCE
OBJECTIVES FOR VET PROVIDERS



QUALIFICATIONS

A relevant vocational qualification is one which:

® Isindicative of an ability to perform competently in the
workplace;

@ Isissued by a recognised national, regional or local body;

® Isrecognised by industry and employers as being relevant to
employment;

@ Facilitates entry to, and progression in, employment, further
education or training.

of 1)
AT LY "

Q FIGURE 8§
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NATIONAL VOCATIONAL QUALIFICATION

LEVEL DESCRIPTION OF STANDARD

I OCCUPATIONAL COMPETENCE IN PERFORMING A RANGE
OF TASKS UNDER SUPERVISION.

I OCCUPATIONAL COMPETENCE IN PERFORMING A WIDER,
MORE DEMANDING RANGE OF TASKS WITH LIMITED
SUPERVISION.

I OCCUPATIONAL COMPETENCE REQUIRED FOR
& SATISFACTORY RESPONSIBLE PERFORMANCE IN A DEFINED
OCCUPATION OR RANGE OF JOBS.

v COMPETENCE TO DESIGN AND SPECIFY DEFINED TASKS,
PRODUCTS OR PROCESSES AND TO ACCEPT
RESPONSIBILITY FOR THE WORK OF OTHERS.

LEVEL V SHOULD REFLECT COMPETENCE AT PROFESSIONAL
LEVEL WITH MASTERY OF +. RANGE OF RELEVANT
KNOWLEDGE AND THE ABILITY TO APPLY IT AT A HIGHER
LEVEL THAN Iv.
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THE VQ DEVELOPMENT PROCESS

LEAD BODIES
IA ‘ STANDARDS
AWARDING BODIES
} QUALIFICATIONS
NCVQ N.C.V.Q
\ nvQ

TRAINING AGENCY

TA ‘
TECs
‘ |
PROVIDERS

'

CUSTOMERS

FIGURE 7




INDUSTRY DEFINED STANDARDS

LEAD INDUSTRY BODY

COORDINATION NOT MONOPOLY
INVOLVEMENT OF TRADE UNION & EDUCATION
EXPRESSEDIN ACOMMON FORMAT

ASSESSABLE STANDARDS

FA 4
® ¢ ¢ & ¢ ¢

COVER4 OUTCOMES

FIGURE 8
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VOCATIONAL QUALIFICATIONS
ISSUES

THE NVQ FRAMEWORK
CONDITIONAL ACCREDITATION
NCVQ PROGRESS

LEAD AND PROFESSIONAL BOUIES
ITOs, ILBs

YOUTH TRAINING

SCOTLAND

EUROPE

TEC FREEDOMS

MARKETING AND IMPLEMENTATION
BREADTH

NROVA
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BREADTH

OCCUPATIONAL
A
SKILLS
2 _» KNOWLEDGE &
_+"" UNDERSTANDING
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”
”
”
”
”
”
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”
‘/ GENERAL
>  COMPETENCES
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KEY ISSUES

LEAD BODIES AS FUTURE ITOs
LEAD BODIES AS AWARDING BODIES

FORMS OF COLLABORATION WITH
PROFESSIONAL BODIES

STAFF DEVELOPMENT QSB AND BEYOND
2ND ROUND STANDARDS/VQ

BTEC - GENERAL VQ

RE-FOCUSSING NCVQ
IMPLEMENTATION STRATEGY
EMPLOYER REPRESENTATION

SHARING STANDARDS

RECOGNISING OTHEKS' STAND POINTS
OVERCOMMITMENT

LBBUREAUCRACY

FGURE 11
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TARGETS
® NVQ FRAMEWORK BY 1991

e MAIN(1-111)BY APRIL 1920
® STANDARDS BY 1991

® SEM 1992

® Im. NROVA APRIL 1991

® SCOTLAND REVIEW 1991

FIGURE 12
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LEARNING MODEL

1.

N o oo s N

demonstrate relevance to work and jobs
emphasise (recor.ed) competence

be clear, known and with currency

other cholce and effective blend of method
exploit work place for w-b-learning

be learner-based

recognise previous learning

FIGURE 13
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INPUTS EDUCATION OF JOB ON JOB

TRAINENG TRAINING
PROCESSES PARTICIPATIVE GUIDANCE CONTINUOUS
LEARNING & REVIEW ASSESSMENT
OUTCOMES 1 ACADEMIC KNOWLEDGE
2. SELF AWARENESS/FERSONAL GROWTH
3 ABILITY/MOTIVATION TO CONTINUE TO LEARN
4 UNDERSTANDING OF WIDER CONTEXT OF WORK
S. COMPETENCE IN RANGE OF TRANSFERABLE SKILLS
6. ABILITY TO TRANSFER TO UNFAMILIAR SITUATIONS
7 PERSONAL EFFECTIVENESS
8 OCCUPATIONSL KNOWLEDGE AND SKILLS
designed to maximise potential and abifity to progress
ACCREDITED ACEDEMIC PRE-VOC voC
BY Q Q Q
EDUCATIONAL RofA NROVA
DESTINATIONS JOB FURTHER FURTHER
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FIGURE 14

b




OBSTACLES

AWARENESS

LANGUAGE
QUALIFICATIONS

- TECHNICAL COMPARISON

-UNRESTRICTED RECOGNITION
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EUROPEAN DEVELOPMENTS

® COMPARABILITY

® MUTUAL RECOGNITION

® OBSERVATORY

¢ PURPOSE BUILT EURO-VQ
® 2-COUNTRY AGREEMENTS
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WHY QUALIFICATIONS AID
MOBILITY

1. TREATY OF ROME - RIGHT TO BE EMPLOYED,
RIGHT TO SET UP IN EMPLOYMENT -
WITHOUT NATIONAL RESTRICTIONS.

2. CREDIT ACCUMULATION IRRESPECTIVE OF
ENTRY.

"3. EVIDENCE OF COMPETENCE IN PAN-
EUROPEAN TERMS.

4. CUSTOMER QUALITY ASSURANCE
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CEDEFOP

EUROPEAN CENTRE FOR THE DEVELOPMENT OF VOCATIONAL
TRANING

JEAN MOTTNET BUILDING
ESTABLISHED 10TH FEBRUARY 1975

TO ASSIST THE COMMISSION IN ENCOURAGING, AT COMMUNITY
LEVEL THE PROMOTION & DEVELOPMENT OF VOCATIONAL
TRANING AND OF IN-SERVICE TRAINING ....

SCIENTIFIC & TECHNICAL ACTIVITIES ....
IMPLEMENTATION OF COMMON VOCATIONAL TRAINING POLICY

ENCOURAGE EXCHANGE OF INFORMATION & EXPERIENCE

FIGURE 17
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COMPARABILITY

® COMMON JOB DESCRIPTION
EXPERT GROUPS

IDENTIFIED VQ

UK COORDINATION
PUBLICATION

FIGURE 18
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SUMMARY OF GROUP DISCUSSIONS FOLLOWING JOEN FULLER'S PAPER:
UNITED KINGDOM REFORMS IN QUALIFICATIONS AND STANDARDS IN
VOCATIONAL TRAINING

General

Unlike the previous workshop discussions. no questions were provided to the
participants as a basis for discussion of this paper. Consequently the range of
topics discussed in these workshops was extremely diverse with only a couple
of common themes which include an analysis of the UK training environment
as described by John Ful'er and how Australia may be able to benefit from the
UK experience,

Lessons to be Learned from the UK Experience

. it was generally agreed that the standards-based approach (which should
be related to industrial classifications) was the most desirable model to
be followed.

. determining and interpreting training standards. partcularly at the local
level is facilitated by TAFE and industry (including asaociations)

collaborating in the planning and delivery of training. This collaboration
also ensures flexibility.

. standards should be detatled enough to ensure consistency and forward-
looking enough to accommodate change. Furthermore, they should be
monitored on an on-going basis. Standards should be flexible enough to
allow for national, regional and enterprise needs.

. the work of the NTB in setting national competency standards should
include all occupational levels of an industry including professional
levels: such arrangements would facilitate the development of career
paths and training articulation.

. in the light of the UK experience the NTB should establish guidelines on
the composition of lead groups' including advice on who have the
qualifications to partictpate; for example, educationalists and trade
unionists.

. the NTB should confine its activities to national definition and
documentation of standards. Curriculum development and methodology
should be left to the States. The development of standards should be
allotted to the national ITCs under the direction and funding of NTB and
DEET.

. Australia should note the UK experience with the training levy which has
now been abandoned. Revenue is now raised and used with much more
involvement with employers via the TECe.

. the establishment of competency statements with recognition of prior
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learning and diversity in modes of learning and program delivery.

. Australia should note that the UK appears to place less reliance on
awards but nevertheless the concept of levels and awards being flexdbly
linked is promoted.

. has the Australian award restructuring process ignored the cultural
aspects of Australian industry? John Fuller pointed to the British
system accommodating the ‘differentness’ of Scotland. Perhaps one of
the major cultural changes needed in Australian industry is the
acceptance and value of training by employers. The Australian States
and Territories occupy a similar position in relation to the notion of a
uniform Australia as do the EC and Scotland to England in terms of
transaferability of qualifications. Australia should beware of dividing the
‘industrial’ society in its determination to set national standards.

. cross-industry standards were stressed as a common problem in the UK
as it is in Australia,

. the UK is confronted with deadlines to implement national systems, for
example in the early stages of the VQ development process; and may be
at the expense of the process. Australia should be wary not to set
unrealistic deadlines at the expense of the national vocational training
system.

. there exists a significant cornparison between the accreditation process
in the UK and Australia. In the UK, qualifications are accredited not
courses - we do the reverse. The following are implications of this:

the concept of course may disappear (¢.g. moving away from fixed
study courses):

achieve learning by expericntial training on-the-job. TAFE may
find itself without a job;

TAFE colleges may find themself in competition with private
providers;

private providers won't want to provide short sandwich-type
courses;

it may be less costly for individuals to gain qualifications through
cheap short courses rather than academic qualifications.

Other Issues Discussed in the Light of John Fuller’s Paper

Many of the following issues wire discussed in the workshops but they made
no overt reference to John Fuller's paper on the UK experience. These issues
however, must be extremely topical since some of them had already been
argued after Graham Sle~'s paper. They are intrinsic to the ‘great training
debate’ and include discussion of competency-based training. linkages between
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Tmmmmmmmmm
mmummmtwbmthesutumd
Territories. Some of the issues Not covered in the workshop following Graham
Siec's paper include the following:

anployutmnotpnrﬁdpumueﬂecﬂvﬂylnmumnnmnmg. Al
should have the right as well as the responsibility for
tnput into the design of training. In addition they should be
obhzedmmthatnﬂtlnmmpmduoenmuungmtemthatm
more responsive to industry requirements.

with reference to the linkages between TAFE, higher education and
mmmmmmwmmuedbmd
gu\aﬂedumuonmmwwuumuthemmdnylﬂel. In
addition. the relationship between TAFE-provided vocational education
mdtheuntvuﬂtyuctormdbcuued.bﬂnmmwfocusthemmeeof
articulation and accreditation.

the 1ssue of inclusion of general competencies in standards and how this
could be achieved was considered to be a significant point. Attitudes are
muclmpxhntthanukﬂlﬂnmelmﬂnmandthmwﬂsofmns
nreoﬁmreqmmdbyemploytnandneaectedmfawurofgeneﬂc
competencies.

it is important not to neglect the ekills required by trainers in industry.
Often trainers lack a high level of skills; for example, traineeships in
Australia. Perhape the focus should move from the guantity of training
to the guality of training.

increasing role for TAFE in providing fee-for-service training to replace
government funding and to maintain social justice programs.

likely result of preceding issues is competition betwesn colleges leading
to {ocus colleges or colleges of excellence. These are seen as useful to aic
the economic survival of particular industries.

focus colleges can lend support to the overall development, maintenance
and monitoring of standards. This is facilitated through the program
mmgementp'wpo(ormdreqmvalentmdwhmhmcompooedofkcy
lecturing as well as ITC staff).

there exists very little liatson between the States in determining and
monitoring standarda. Presently there exist no mechanisms for
assessing , 80 are the graduates in fact competent? Many of
the competency tests are not standarde-based.

in a competency-based training system, it is outcomes that are
significant not qualifications. Therefore industry will need to see actual
mmpetenwldemmmm.ﬂmu.lmhnotqmmm.

aponfollo/pnuponw,hthn'mnecumtTAPEhasmededm
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the trainee is desirable and should demonstrate the core competencies
as well as the breadth of skills held.

Recommendations

. to DEET, the TAFE National Centre and the National Training Board that
some formal means of ongoing communication be established with

keynote speakers.

. to the Australian Committee of TAFE Directors (via the ACTC) that they
undertake co-operative national curriculum development after the N18
has set or reviewed national competency standards.

. to the NTB that they establish an agreed national time scale for the
establishment of standards for all industries and occupations.
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ISSUES AFTECTING ASSESSMENT AND ACCREDITATION

Peter Kirby
Chief Executtve Officer
SA Department of Employment & TAFE

The Commonwealth Government, with the support of the Industrial Relations
Comumnission, trades union organisations and employers groups, has initiated a
range of reforms aimed to improve work practices, work organisation, skill
formation ar.d, as a result, the economic performance of Australian industry.

It 1s a large, and will be a lengthy task, in which the performance of those who
provide post-secondary, (and to some extent secondary) education and training
will be criticaily examined.

It is doubtful whether those responsible for post-secondary education and
training in Australia yet fully comprehend the magnitude of this challenge to
their policies and practices - or indeed to their sovereignty.

For far too long, education (and particularly higher eaucation) has, by omission
or design, supported a form of apartheid in learning. The interfaces between
education sectors have been characterised by competition and separateness.
Each sector has seen itself as having its own mission with secure boundaries,
with the needs of the student sometimes very secondary.

Now the pressure, notably through desired changes in assessment and
accreditation procedures, is set to break down this rigid separation and to
erode the boundaries between education sectors and between public and
private providers.

Even in the technical and further education (TAFE) sector, which has prided
itself on its close working relationships with industry and its long experience of
blending theoretical with practical vocational education and training on- and
off-the-job, the pressures for reform are mounting.

The diversity that has always been TAFE's strength is now being seen by
national planners as confusion, and frustrating the development of TAFE into
one uniform national system, The contradictory public policies set for TAFE,
which have long been a source of tension with the system, are increasingly
becoming a source of tension among those who fund TAFE.,

In fact, only a relative few TAFE programns formally relats to industrial awards;
for example, apprenticeship training. Some TAFE qualifications are required
for certain jobs; for example, engineering technicians require an associate
diploma. In addition, the completion of some TAFE courses is required for
licensed occupations. However, for the majority of TAFE programs and
educational awards, there are no formal relationships, direct or indirect with
existing industrial awards. This is a situation likely to undergo considerable

change over the next few years.
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Under award restructuring, the formal industrial relations process will define
formal akill standards and truining requirements (determined by the industrial
partics) in almost all awards and associated agreements. Existing TAFE
modules, courses and educational awards will have to be reviewed and in
many cases substantially changed to comply with the revised awards and
proposed training arrangements.

As a result of these pressures, assessment and accreditation are taking on
new, or at least enlarged meaning in TAFE.

Issues of Assessment

Assessment in education and training has traditionally been seen as
confirmation by a recognised body that the participant has achieved the level of
skill and knowledge defined in the curriculum or specification of the course.

As the Employment and Skills Formation Council points out {n its publication,
The Recognition of Vocational Training and Learning (February 1990),
assessment is often confused with testing which is in fact only one of many
ways of assessing.

With the advent of industry award restructuring there has been a greater
emphasis on competency-based training which In turn has raised the profile of
assessment. Satisfactorily assessed competencies (skills) can mean more pay
as individuals move up the industry classification levels. As a result
education, training providers confront the potential of an explosion of demand
for the assessment of skills.

Currently there are a number of initiatives which more accurately define what
is to be assessed, to what standard(s) and under what conditions the
assessment should take place. This has become a major task and has lead to
a growth in skills audits and skills analyses.

The material emerging from these skills audits is in turn providing a challenge
for curriculum writers in the design and wording of competency statements
and techniques used to measure an individual's performance. An even greater
challenge for institutions is the demand for assessment of the skills gained by
an individual:

. informally on the job through experience

¢ from prior study/training at ancther educational institution,
private provider or in industry.

This assessment determnines what credit the person can be given for the skills
and knowledge they already possess, and enables them to shorten their
subsequent training or education.

Credit Transfer

Apart from the technical difficulties, the move to greater credit transfer
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confronts the political problem of challenge to the autonomy of educational
institutions, although this challenge is scmetimes suggested as a threat to the
maintenance of standards by those protecting their autonomy.

There should be no surprise about this cultural resistance because it rests as
much on the inability of academics to specify the standards of their courses as
on their unwillingness to do so.

In a paper to a seminar on credit transfer in March this year', Dr Anthony
Hayden, the Director of the South Australian Credit Transfer Project had this
to say of his experiences in the project:

Tertiary education has been called on to document its courses (or some
of them) in terms of content and process, and even in terms of alms and
objectives where accreditation required this, but there is no denying that
there s not much interest or expertise around in specifying standards.
where these move away from the literally measurable. Uneasiness about
precision in this area seems almost as prevalent in the so-called hard
disciplines as anywhere else. The result is that ‘standards’ exist only in
the mind of the examiner, and can take on a rather mystical quality.
Like the discipline itself, the knowledge of ‘standards’ can be represented
as too arcane for easy description.

It is not hard to see where the origins of this lie. A senfor academic in a
very ‘hard’ discipline recently told me that he would not accept any
intervention, even by his departmental colleagues, in establishing what
was acceptable in a doctoral or master’s thesis - this was a matter
between him and the global community of scholars in his particular field
of specialisation, There is no need to debate the correctness or otherwise
of this view now; it is sufficient here to note its influence on attitudes to
undergraduate assessment. There, too, the standards are seen as
incapable of being specified, other than quantitively (50% = a pass) or
diagrammatically (a top hat curve of student results). What it takes to
be competent, even in supposedly sequential courses with a rigid, lock-
step series of subjects, would be regarded widely as too hard to put down

in writing,

So advocates of credit transfer are operating in a climate where the bid
card -‘You wouldn’t understand my reasons for refusing credit’ - can be,

and is being played.

In just the past few weeks one of our South Australian TAFE colleges heard
that a unijversity wes about to introduce a bachelor degree in health science
(environmental health). The college has run a successful Associate Diploma in
Health Surveying for environmental health practitioners for a number of years.

'Anthony P. Haydon, ‘Credit transfer: a tertiary education perspctive’. A
paper presented to a seminar held by the National Board of Employment,
Education and Training, Canberra, 1990.
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When approached about credit transfer the university stated that it believed
there was nothing to discuss!

The higher education sector may have been put on notice by the
Commonwealth Government and industry that their old closed shop approach
is no longer acceptable, but there is a long way to go before we achieve full and
proper articulation between education sectors. There will need to be a great
deal of good will, some significant changes in attitude, a lessening in
institutional rivairies and a sustained work effort to achieve soundly based
credit transfer arrangements which:

. are binding on those applying the policies and procedures (i.e.
rules not guidelines);

. detail the precise credit to be given, preferably on a subject-to-
subject basis;

. are available to all in the form of readily accessible and readily
comprehensible information;

. cover all the related courses in the institution,
Issues of Accreditation

Turning to issues of accreditation, here is often confusion about the use of the
term.

In academic terms it refers to the standarde of a course. Accreditation
provides the assurance that those standarcis are appropriate to the award and
that the methods adopted in deltvering the course are likely to achieve the
purpose for which 1s was designed.

However, in the growing debate on industry award restructuring a somewhat
different meaning - one more closely related to control and direction - is being
assigned to accreditation. An {llustration of this comes from a Department of
Employment, Education and Training discussion paper considered by an
Australian Education Council working paper in July, 1989. This referred more
to a process for reviewing industrial and vocational accreditation:

Assessment and review of course standards and structures by bodies
such as professional/industry associations, employers and trade unions,
State/Territory industry training authorities and licensing boards. In
practical terms, this process confers the ‘ticket’ to practise a professional
or skilled occupation.

The major issue of accreditation is very much concerned with who will have the
power to accredit - who will “call the tune’ whether or not they paid the piper.

Although a good deal has been and is being done to provide national
consistency among accrediting authorities, the power still lies with the States
and the higher education institutions.
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As the Commonwealth and States grapple with the issue of who should
accredit and how it should be done. outside the public system a range of new

provida s, including industry as a provider, is developing.

If national accreditation by an authority independent of the providers is seen
as the best arrangement in the long-term, the question arises as to how the
current diverse arrangements can be brought together.

In the short-term it may be useful to move towards the kind of arrangement
being developed in Victoria where they are attempting to bring the power to
accredit vo.ational education and training courses, including both on- and off-
the-job components, under the aegls of one State authority - the State Training
Board of Victoria.

If there were such a single accrediting autnority in each State and Territory,
the prospects for achieving the career path arrangements embodied in the
Structural Eficiency Principle of tndustry award restructuring would be greatly
enhanced. However, there would still be a number of other issues to be
confronted, incl-ding:

. articulation with recognised courses in higher education and
between States and Tesritories;

) ownership of the accredited course between various providers:

. responsibility for maintaining the standards among the various
providers:

J power to award the qualification.

None of these problems are tnsurmountable but there is a danger that their
resolution may give rise to a new bureaucratic order of some size and power.
This could be a clumsy as well as an ineffective approach,

Ownership of a course i w. essential part of maintaining quality and
relevance. It is also a highly competitive area of education and training,
particularly with the increasing requirement on public as weil as private
providers to gain revenue from their activitics. And, or course, higher
education with its long traditions of academic freedom will present an
extremely difficult problem in terms of any national accrediting authority.

In the United States a recent study relevant to Australian institutions by
Harshbarger® highlighted the importance of autonomy to education
institutions. He concluded that:

3B, Harshbarger, (1989). Faculty commitment to the university influences and
issues’. Review of Higher Education, 13(1), 29-45.



Respondents’ perception of autonomy appeared to be the key factor
differentiating more or less committed faculty. Faculty members who felt
free to pursue their own academic priorities reported higher levels of
commitment. When they feit that this freedom was constrained by
institutionally imposed limitations, they were likely to feel alienated.
This perception of freedom involves both ‘practical’ freedom (an

and ample tools) and ‘psychological’ freedom (the academic
encouragement to follow a scholarly age..da without institutional
constraints or political pressure).

(Harshbarger 1989, p.42)

One approach suggested for ensuring national consistency while maintaining
the benefits of autonomy for exiasting accrediting authorities is a two stage or
level of accreditation. At the national level a ‘curriculum framework’ would be
set, allowing institutions considerable flexibility to accredit individual courses.
An example of this type of approach is the Advanced Certificate in Hospitality
with its common core studies, major options and elective components. This
allows individual design of courses with multiple entry and exit points and the
‘nesting’ of awards for further study at diploma and higher levels.

Industry Restructuring Imperatives

The whole industry award restructuring exercise currently so high on the
national agenda put simply encompasses the following:

. economic performance depends upon higher productivity;
. productivity depends on skills;
. skills will be tested by credentials;

. credentials will be given on reaching a specified level of
competence:;

. competence is developed through training.

Traditionally a large proportion of Australia’s workforce has been regarded as
unskilled. in low paid jobs severely imited by the organisation of work. In this
situation a significant counter to increases in the training effort has been
occupational wastage. A major factor in the high level of wastage has been the
absence of career paths for many occupations and, where they do exist, the
exclusion from them of skilled but formally unqualified workers (including
those with unrecognised overseas qualifications).

These are the problems award restructuring is intended to deal with and they
{llustrate how the debate will be misplaced if it starts from the viewpoint of
accreditation, articulation or any of the many other education sector processes.
The focus should be on ‘client needs’. From that viewpoint it can be seen that

it 1s difficult to treat separately the issues of eompetmcywmmt.
. ¢)
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recognition for prior leaming, curriculum structures, accreditation, credit
transfer and articulation.

From this perspective also, both new and modified approaches are seen to be
necessary for curricula, teaching methcdologies, course deltvery and
articulation, if many more pecple than in the past are to feel able to participate
{and to participate effectively} in recognised education and training, and have
the motivation to do sc. This does not imply that standards have to be
lowered. but rather that «ducation and training providers have to change and

give up some of their independence.

Many traditional practices in TAFE are already showing signs of strain in the
context of these contemporary pressures. For example:

. inflexinle stancard certificates and diplomas have become less
appropriate in terms of speciiic enterprise and individual needs;

. the limitaticns of classroom-based teaching are becoming more
apparent as far as access, equity and capacity are concerned;

increasingly. as the workplace is recognised as a major provider of
accredited skills by both fortnal and informal means, TAFE is
having to give credit for trainirg provided by a range of other
providers;

. moduiar course construction, competency-based assessment and
greater recognition of prior leaming are requiring greater
collaboration between providers and placing pressure on TAFE to
‘share’ its curriculum;

. the demand for national comraonality in the core components cf
TAFE courses is pressing TAFE towards becoming a national
system (although considerable differences between the State and
Territory systems remain);

. emphasis on more student-centred and managed approaches to
learning are changing TAFE's delivery and increasing the pressure
on TAFE staff tratning and development.

Of course, as those familiar with TAFE will know, none of these reforms is new:
they have been developing in TAFE systems for years. However they have now
moved from the desirable to the essential, and TAFE is no longer controlling
the agenda, or, to a large extent, the pace of reform. It remains to be seen
whether tn the long term this will be an advantage or disadvantage to the
achievernent of a new national system of assessment and standards in
vocational education and training. Greater centralisation may bring the
benefits of standardisation and uniformity, but it may put at risk qualities
such as innovation, responstveneas and adaptability. The more distant the
message the more vulnerable are the lines of communication.
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SUMMARY OF DISCUSSIONS FOLLOWING PETER KIRBY'S PAFER: ISSUES
AFFECTING ASSESSMENT AND ACCREDITATION

AlthoughPeterKlrby’lpcperfocummhouudbothummtand
accreditation it was the latter topic which provoked with most vigorous
discussion. The concerns relating to accreditation identified by the various
groups may be summarised under the following points:

) a national acaeditation syctem or a single accreditation body which
operates within the context of national standards is urgently required.

. since the accreditation process of the various States may take between
two months and three years it is 2ssential that a new national
accredlungbodyshmﬂdaccmdltqmcklyandmpondtothcdemanduof
industry.

. is there a rativnale for the National Training Board to become the
national accrediting body?

. courses for national accreditation should include a selection of nationally
recognised modules plus modules incorporating local content.

Closely associated with the concept of national accreditation are issues of
a-ticulation and cross-crediting. The following points encapsulate discussion
of these issues:

. there should be Australia-wide articulation of courses.

. cross-crediting and articulaion processes between TAFE and the higher
education sector are a top priority particularly in those higher education
awards which provide qualifications for a recognised vocational pathway
or an industrial award, e.g. engineering. This issue however raised the
question of comparability of assessment and standards between TAFE
and the higher education sector.

. related to the above is the impact that CBT undertaken tn TAFE will have
on articulation from TAFE to the higher education sector. CBT must
have theoretical knowledge incorporated within the curriculum otherwise
the knowledge base of the two sectors may be incompatible.

. effective articulation will be a requirement of industry and will ~ccur due
to economic necessity irrespective of State aw.d sector differences.

Issues of a national accreditation and the related topics of articulation and
croas-crediting of courses provoked discussion of national core curricula and
their importance. The significant issues were:

. the establishment of national competency standards (by the NTB), in
essential competencies required the establishment of a
national curriculum framework which includes core objectives and
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content. The development of such a framework should be undertaken by
the ACTC or the NTB.

nationally applicable curriculum which have been accredited in one State
should be accredited by ott  : States to minimise duplication of effort.

On the topic of on-the-job training and assessment the following issues were
discussed:

TAFE doesnt have sufficient resources to support industry needs for
training and assesament. With the advent of the Training Guarantee,
industry will necessarily become more responsible for training. There are
however, concerns relating to the quality of tratning and the training
expertise avaflable in industry particularly within emall business
enterprises. Strategies to overcome these deficiencies could include:

sctting trainer/training standards;

recognise, value and reward training expertise as a key
skill/competence/job classification in restructured awards and

career paths;

training levy guidelines include requirements for industry to
develop a training infrastructure,

concern was expressed that the current preoccupation with on-the-job
training and the implementation of the Training Guarantee would result
in a debasement of the ‘educational’ content of TAFE courses as well as
those in the higher education sector: continuing and personal
dovelopment education may be largely ignored.

although TAFE is percetved as being largely industry-driven, TAFE
teachers may feel loss of ownership and therefore commitment unless
training is a dual partnership. If industry alone sets standards and
develops courses there could certainly be a loss of quality. Industry
assessors need training in assesasment techniques and practice.

The role of the National Training Board and the development of standards was
ancther issue raised in the context of Peter Kirby’s paper. The following points
were discussed:

how is the NTB going to maintain standards? It is assumed that they
won't be setting standards without reference to industry. In addition it is
also assumed that the standards that are developed are within the
capabllitics of the various training authorities and tnstitutions.

following on from this, the NTB should identify industry needs on a
national basis. Industry in turn, should nominate national standards for
specific sectors to the ITCs who then refer them to TAFE and the NTB.

it is of paramount importance that the NTB esta™lshes mechanisms
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whereby total quality is assured.

. the NTB should be seen as a mechanism for identifying national
standards which the individual TAFE system will use for their
curriculum development. This would resuit in national consistency but
with State flexibility.

Recommendations

To the Natioral Board of Employment, Education and Training, that by the end
of 1991 NBEET will:

. document and describe existing vocational educational and training
systems.

] propose recommendations to nationalise systems and structures to
produce a coherent national vocational education system.

And by June 1991:

] a national system based on the report be established. A coherent system
is one that:

has recognised standards and awards;

avoids waste and duplication in curriculum and resource
development:

provides an integrated, adequate national funding scheme which
includes incentives for spending on national priorities;

is properly articulated to give full credit for competencies already
held.

To NBEET:

. in view of the plethora of institutions and bodies involved in vocational
education that a schematic diagram of relationships between these
bodies and their functions be produced.

To ACTD:

. lobbying effort required (perhaps through ACTC and ITCs) (o advance the
major recommendation above.



Dr William Hall
Executive Director
TAFE National Centre for Research & Development

Earler this year in the Financial Review | wrote about one building employer
who called in all of his workers and said that, in order to avoid any trouble,
they were being immediately upgraded to ‘radesperson: special class’. This
vignette gives a perfect introduction to my comments on this conference, which
are under three main headings:

. training context
. assessment and standards issues

. challenges

because so much of Australia’s training context is summarised by that
employer’s attitudes and action; the assessment and standards issues have to
bear in mind the harsh realities of the context; and the challenges (in this case)
are obvious.

Let's turn to the first of the main headings.

Training Context

We are passing through masstve industrial and social change, unprecedented
since the Inductrial Revolution. Indeed, we are in the midst of a late 20th
century revolution, and many of us will live through at least one, possibly two,
more revolutions. (These are likely to be in the use of new materials and in
energy transfer.) The present revoluth 2 is producing a growing awareness of
the importance of training (as Greg Ramaay pointed out in his after dinner
speech). The context for this tretning is important, and so there are four

(provocative) generalisations rega.ding training context that I would like to
state and discuss.

o Industry restructuring is one of today’s most misunderstood and abused
terms

A number of papers, and workshop discussions, made reference to
restructuring. Outside the confines of a conference such as this, there is
widespread confusion about the jargon. Wage restructuring. award
restructuring and industry restructuring are not synonymous even though the
media use them interchangeably. Wage restructuring is a sub-set of gward
restructuring which tncorporates wage structures, productivity, career paths,
workforce structure, job demarcations, multi-skilling and training.

Industry restructiying is an overarching te:m which tncorporates tariffs, export
orientation, industry rationalisation, deregulation and the introduction of new
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technology. Restructuring is not just about getting wage increases, it is about:
job redesign, life-long training, career opportunities, multi-skilling, quality,
efficiency, job satisfaction, and raising the nation’s skills level, all of which
relevant to this conference.

As well as the key place of training in restructuring, note the implied
tmportance of mechaniama to determine whether or not workers possess the
skills to allow them to move from one level to another. The place of the
National Training Board in setting national skills standards (as outlined in
Graham Slee's paper) will be crucial in this. Also, as one of the discussion
groups pointed out: uniformity of mechanisms need not mean delivery
uniformity.

. Industrial training (s in a sorry state

Bryan Jones provides a succinct account of what industry wants from the
training system. Additionally, there seems to be growing irritation about the
complexities of, and differences between, different training systems. ABS
statistics in the days prior to the training guarantee do not present a rosy
picture of training commitment, and detailed case study research shows that:

training is frequently not approached systematically
there is a serious lack of supervisor training

training policies are generally non-existent.

In this country we have inherited the worst from the USA and the UK (that is,
the UK's authoritarian approach, linked with its 28% of 16 year olds either
unemployed or without any qualifications, decreasing to only 26% by the age of
21 years; and the USA's quick-fix, glib solutions). As one discussion group
said: we must not forget the cultural aspects of Australian industry.

This conference has shown that training must be a partnership involving
TAFE, industry, private providers and clients. We can learn from others’
experience, and that is why Dr Laur-Emst’s and John Fuller’s contributions
were 60 interesting.

. Vacational education is highly institutionalised wtth too great an emphasts
on deltvery

Consider a typical student in most college courses who must enrol on a fixed
date, must attend courses at fixed times in fixed places, is taught in a fixed
(same) way as others in a class, must attend a fixed course of fixed iength
which starts and finishes at fixed dates, and who is assessed at a fixed time
using . fixed form of assessment.

The word ‘fixed’ was used nine times and, clearly, this must change if clients

are to be offered the flexibility they need and if competency-based training and
assessment are to stand a chance. There are strong signs that this is starting
to happen, and Peter Kirby in his paper reinforced this.
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Deltvery is only one component of:

[ 1. evaluation and analysis ]

. curriculum and materials development I

prmtamy,
~n

f 3. delivery J

[ 4. assessment and accreditatirn I

TAFE may be involved in all, or part, of this. However, all stages are important
and none must be neglected. Please note, this is not a linear progression:
frequently it makes sense to start with assessment and accreditation as was
pointed ovt in the round table session. Also note the strong link between
‘standards’ and assessment.

. Australians remain (vocationally) under-educated

Comparisons with countries we admire give support to this statement and
Richard Sweet's paper provides some evidence. One consequence of industry
restructuring has been to reveal the high level of illiteracy in the workplace.
However, the real probiems (for vocational education) start in the school and
this conference has not recognised that fact.

Schools offer time-based courses and norm-referenced assessment. using a
cuniculum mostly dictated by universities. Universities will never admit to
becoming involved with competencies, and the term ‘skill’ s an anathema to
them. Articulation, therefore, becomes even more difficult. As John Foyster

has pointed out, ‘competent’ in universities means ‘marginally satisfactory’!

At the moment, TAFE is being used to help solve many of the schools’ Years 11
and 12 problems, often caused by teaching inappropriate courses in
inappropriate factlities. It is tmportant that school currirula start to reflect the
needs of the majority of students, not the minority who will proceed to
universities.

The training context then, is one of rapid industrial and social change, with
unsympathetic school and university providers, with a lack of general
community understanding of what is happening. and some frritation with
systems differences, with training which needs to undergo a metamorphosis.
wmmmmwunmntmtmdlmdudo
issues.
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Assessment and Standards Issuss

7 was surprised that so few of these {agucs were discussed at the conference.
Of course, the assessment and standards debate is not new: it has always
been an important feature of education (at every level) although the definition
of ‘standards’ (and even of assessment) has not always remained the same.

Questions like 'Should we be travelling down this particular path? or 'Is the

vehicle the right one for the journsy?’ or ‘What are the full implications of
making this journey? were not dealt with in any major way. (The honest

answers are political in naturet) However, the COSTAC report by Michael
Murphy is an important document for the current debate, and Peter Thomson
{with other round table participants) touched on important issues.

1 believe there are two generalisations which I should make:

] there are major pitfalls to avoid in competency-based training and
assessment;

. the ‘barrow ioads' of competent research carried out over decades into
behaviourial objectives, programmed learning, assessment and learning
theory must not be ignored.

First of all, then, the major pitfalls.

Pitfalls to be avoided

The first of these is the definition of ‘competence’. An underlying conference

theme regarding a number of key definitions was confusion! We need an

agreed, national definition of competence which satisfles agreed criteria such
as the following:
¢  must not be idioryncratic;

e  must be related to (at least) knowledge, understanding, skills and
performance (see the FEU publication;;

¢ components of competence must provide evidence about three elements

detalis of the range of skills performed within the competence
and take account of both:

routine skills

non-routine skills

the standards of that performance in term3 of such things as:
a production rate

an error rate

ERIC .
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a level of quality

the conditicns under which performance is required. (See John
Foyster’s publication.)

Here are four definitions plucked from the literature:

“The ability to use knowiedge, product and process skills and, as a
result, act effectively to achieve a purpose’.

‘The possession end development of sufficient skills, knowledge.
appropriate attitudes and experience for successful performance in
iife roles’.

‘The ability to perform the activities within an occupation or
function to the standard expected in employment’.

"The ability to perform a particular activity to prescribed
standards’.

The second pitfall is to assume that ‘measurement’ is absolute, that an
assessment made by an experienced supervisor will be accurate. (Hence some
remarks made in the conference did worry me.) For example, it is possible for
a person to give the tmpression of competence, whereas detailed questioning
showe that the person lacks understanding; and, conversely, it is possible to
appear to lack competency because of inconsistency of performance (a common
human failing!). However, in order to cope with measurement unreliability we
must not let excellence be demoted to minimum competency testing.

The third pitfall is to insist that there is one, and only one, way to generate
standarde. Often the best way 18 to start with assessment and work
backwards from there, as was pointed out at the round table.

Now let's have u brief overview of past recearch in parallel areas.
Past research

Behaviourial objectives: The behaviourial objectives debate of 20-30 years
ago sounds awfully like the skitls debate of today. Instructiunal design, but
especially task analysis, looks very similar to present competency statements.
I know that functional analysis proponents are adamant that ‘task analyses ...
describe activities or methods - "like operate a photocopier” and that
‘functions! descriptions will concentrate on outcomes not methods’, but that is
just iike the debate over the use of verbs conducted in the behaviourial
objectives arguments. Behaviourial objectives are dead - long live standards!
(It has been pointed out to me that the competency-based approach is trying tc
avoid the worst excesses of behaviourial objectives by emphasising the holistic
nature of competence; most competencies require a range of skills to be
performed. However, this was also true of objecttves, which were merely
renamed ‘aims’))
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Whydldthebehavlnuﬂnlobjecﬂmmommtdiemdwhatcmwelum&om
1t? It died because it was pedantic and stultifying. People just didn't learn like
that. Further, every attempt (and millions of dollars were spent on this) to
verify taxonomies of educational objectives fatled.

What we leamed from the movement was o stop making education a mystery
tour with no apparent destination, but to show what destination we were tiying
to reach and to devise assessments which tested whether students had
reached it.

Prorrar mnd learning: This died for similar reasons, but we discovered that
lesu aid be managed (more about this later) and that students did not ail
hav . . sk at the same pace. A sensible application of thiz has taken place
in some colleges, and one college’'s work 1s deacribed by Alan Wickenton.

Assessment: We know what causes increase or decrease in validity and
reliability of every type of assessment instrument. We know that assessment of
on-the-job akills is notoriously unreliable, that there must be careful training
of assessors and that rigorous guidelines are necessary. 1 appreciate that
much assessment research was done on norm-based (not criterion-based)
testing. Nevertheless, my statements still stand.

Learning theory: Leamning is cumulative, and this has serfous implications
for modular approaches to training. (I have in mind work by researchers such
as Robert Gagne.)

Much learning, especially higher order leaming, is unobservable. Competency
statements about the unobservable are difficult to phrase. We must take care

not to focus on the trivial at the expense of the important, thus inadvertently
deskilling,

Challenges

A conference such as this throws up many challenges and some of these are
reported in the workshop and discussion summaries. | would like to mention
four challenges.

Let’s make important matters readily understandable

Important matters have been discussed at this conference. We have touched
on quality training, valid and reliable assessment. articulation (one group
asked ‘Why does Australia have such an abysmal record in granting credit?),
nationally accreditation, competence and skills. The time for slogan
shouting is over, it is now important to make these matters understandable
and workable. The media package described by Cathy Barry and Peter Davy

was encouraging in this regard.
Teaching is different from work in industry or commerce in one very important

respect: success or failure in a college is almost entirely dependent on the
efforts of the individual teacher, and so it is at that level where much effort is

needed.
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By now, approaches to, and r~---*anisms for (nationally recognised)
accreditation of qualifications are problems which should have been solved.
Pamela Walsh’s paper describing the accreditation of indepenident business

colleges is a first step in the process for that group of providers.
Let's learn _from the past and build on solid foundations

on assessment and standards in vocational education and training
abound and most are merely anecdotal or show prejudice. Let’s learn from
past, parallel research 2nd let's conduct useful investigations to support
current developments, like the COSTAC funded project deacribed by Peter
Thomson. Also it was encouraging to read of the detailed, painstaking work
reported by Richard Sweet on the competency-based link between schiool and
work.

Don't let’c stult{fy training

Competency, by definition, is outputs-based. There are dangers in this
because inputs and processes matter; and outputs musin’t be hunited by
narrow definitions. Let's ensure that prior learning gets its proper recognition,
as outlined in Alan Brown's paper and Derek Casey’s report.

Competency-based training and assessment are really management (of learning)

issues

This is my most important generalisation. Management i3 what we should be
talking about. The challenge is to grasp this fundamental truth and not to lose
it in the debate. Fortunately, one group did have a recommendatic~ on this.

‘Management’ as a discipline 18 fairly new. Only 50 years ago there were fewc:
than 100 management titles, in any language, in the entire world!
Management is still not taken terribly seriously in educational circles, but
must be taken seriously by everycne (not just by those in the vanguard of the
standards movement) if competency is to be used properly as a management
tool. As such, it will (for example) remove the emphasis on training location

and can improve learning (and teaching) efficiency.

However, as with all management tools, success will depend on the quality of
the manager, the manager's competence, commitment and vision, and the
manager’s ability to understand and use the tool sensiblyl Competency-based
training and assessment in the hands of the incompetent manager would be
disasterous.

I'll close by quoting from Vygotsky:

Investigation of intellectual capacity ... necessarily tests the
experimenter as well as the subject.

All of us are now on trial.
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SKILL STANDARDS IN THE TEXTILE CLOTHING FOOTWEAR INDUSTRIES

Cassandra Parkinson
Executive Director
Australian Textile Clothing Footwear Industry Training Council

Introduction

Whenlﬁntacoeptedthemvltauontospeakatttnsconfmmenlmonths
ago, lactuallymought-nalvdyasltmedout-thatﬂmwmlecloﬂungand
footwear industries would have their national skill standards all sorted out and
that I'd be standing here giving you a concise history of how we did it. Well,
developing skill standards in the TCF industries hasn't been as simple as that,
and Tl discuss the reasons for that a little later. So, instead of a brief history,

Il give you a progress report.

Before I start, I'd like to make some comments about the TCF industries. 1 will
follow these with some discussion about why the TCF industry is developing
skill standards and what we've done so far. 1 will finish by discussing some of
the broader 1ssues which have emerged from our work.

Background to the Textile Clothing and Footwear Industries

Some knowledge of the TCF industries is useful in understanding the
complexities of developing national skill standards and national training
arrangements. First, we are dealing here with three separate industrics whose
differences are more frequently emphasised by employers and unions than are
their commonalities. The textile industry, for example, is a capital intenstve
industry, in comparison with both footwear and clothing, which are labour
intensive. This single difference has important implications for the way in
which work is organised and, hence, for the way in which skills are used.

In a modern spinning mill, for example, you will find a comparatively small
number of operaturs with responsibility for a bank of complex machines. In
contrast, the making-up room of a typical clothing factory will consist of tens of
workers, usually female, working at single machines.

Peonle in the three industries frequently point to further differences, based on
wne type of machinery being used, the process under way, the products being
produced and the market being targeted. The market of a low cost pair of
sneakers is, for example, quite different from that of a pair of fashion shoes.
This, in turn, may influence the quality of the product and therefore the
stendard of skill required.

These differences inevitably affect the way in which skill standards are

developed. It is not possible to work in skills with employers and employees
frum the three industries together, and it can even prove difficuit to persuade
different sectors of a single industry that they can work profitably on such a
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This is most true of the textiics industry where we have usually Fund it

necessary to work individually with people from weaving or from spinning or
from carpet tufting or from the many other sectors of the industry.

Apart from being time-consuming, this creates another potential problem - a
tendency for difference to mask commonality, thus making the development of
national skill standards which lead to greater consistency in training provision
and to improved portability inuch more difficult. Our response in TCF has
been to acknowledge such differences while gradually gathering evidence on
those skills which appear to apply across the three industries, across a single
industry, across a sector of an industry, or which apply to a particular
enterprise or machine. These different dimensions of skill are also reflected in
the national training framework which has been developed in the TCF.

Like most manufacturing industries, th.e TCF has a high proportion of workers
from non-English speaking backgrounds. This not only affects the training
requirements which will arise from industry and award restructuring, it also
influences the way in which information about skills is obtained.

Also like some other industries, notably the car industry, the TCF is
undergoing major - and painful - change. Industry policy, award restructuring
and the ongoing effects of technological change are influencing all aspects of
the industries. But what 1 have perceived in 1990 is the loss of morale created
by the economic downturn; as companies close, move to shorter working
weeks, or reduce the size of their workforces, the time and commitment
avallable for developing national skill standards dissipates. Even those
companies who consider skills formation integral to their long-term survival
have difficulty in giving time to skills and training development.

Why the TCF is Developing 8kill Standards?

So, given those introductory comments, one might well ask why the TCF is
developing skill standards. There are two main answers to this question.

First, once the industries moved down the path of award restructuring and the
creation of skill-based career paths, it became clear to many that skill
standards would assist enormously in implementing the new awards. Skill
standards can asaist by clarifying each sidll level in the new award and by
providing the basis for' asscssment at each level.

Artachment 1 gives an example of the way in which the lowest skill level for
clothing operators will probably be written in the new award.

All of the descriptors in the attachment and the award skdll levels are very
general and deliberately s0. If they were written in more specific terms, they
would inevitably become much more detatled and lengthy in order to meet the
many different circumstances which apply in the clothing industry. And, in
next to no time, the award would have become very rigid - thus defeating one

of the purposes of award restructuring.
Skill standards can help to make these general statements more concrete: we
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can say, for example, that minor operator maintenance consiste of setting up
tools and equipment, of cleaning the machine and of checking and adding oil.
And, if we define these skill standards in terms of competence - the abllity to
mmmmamm-nmmmmmm
objectively asseasing the skills of individuals for progression to a higher skill
level or for giving credit into training.

Skill standards are also being developed in the TCF to provide benchmarks for
training. Some TCF companies see skill formation as ezsential for meeting
inevitable (in some cases already existing) skill shortag-s and as part of their
survival strategy. They also see benefits in national accreditation and

of skills. Other companies have begun to recognise greater benzfits
in training but have yet to be convinced that national standards have any
relevance to them.

My own experience has been that, once work begins with individual employers
and unjon representatives, the exercise starts to make greater sense and is
scen to have value and relevance. It is particularly beneficial working with
practitioners (both from employers and unions) who have a good knowledge of
the manufacturing process. As these people convert production processes into
tasks and then competences, they begin to see the practical means by which
relevant training programs can be developed - even at a national level where

our descriptors must necesaarily remain fairly general.
What Process has the TCF Adopted

The information we have obtained or: TCF akills has relied heavily on group
acttvities - a process which is time-consuming but which, in my opinion, has
enormous advantsges. Most importantly, i jiverse industries like the TCF,
group work forces indtviduals from very different working envircrments to
reach agreement on those duties, tasks, and skills which are connmon to jobs
in different workplaces.

Thus, for example, clothing machine operators making a range of products
(such as fashion, lingerie and jeans) reached agreement that they performed
the four main duties and the tasks described in Attachment 2. They also
reached agreement on the essential skills and knowledge for those tasks and

Msduunmum.fmmﬂe.mMathammmuma
slesve.

Much of this information helped the industrial relations parties tc develop their
award skill levris. It will also provide an essential basis for our later work in
defining standards.

This sort of information was collected acrose all three industries for a wide

variety of occupations. It has also formed the basis of a comprehensive skills
data buse.
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The information has since been refined and further developed by working

experience in order to produce task descriptors as shown in Attachment 3. It
is worth noting that the production of that stmple document alone took several
days.

The task descriptors in Attachment 3 may be applicable to all four operator
skill levels in the award or they may apply at only some levels. Skill levels 1- 4
will all, for example, require machine operation akills (sce task descriptor no.
7). We will differentiate each of the skill levels by the way in which we define
the standards and by giving some exampies of what the statements mean.
While we have not reached that most difficult stage yet, it is reasonuble to
assume that, at higher levels, operators will be expected to perform tasks
which require considerable skill in positioning, feeding and handling fabrics.

Some tasks may not, however, apply at all levels - the abiity to evaluate a
sample, for exaaple, will not be required of operators at skill levels 1 or 2 or
probably even 3.

The TCF is also trying to develop skill standards in many other areas which we
have identified as common across the three industries. Attachment 4, which

summarises communications skills. is one such example. Others include new
technology and computing skills and mathematics. :

Communication - both verbal and written - is emerging as a key skill in many
industries. At this stage we have separated it from technical akills like

in order to more easily explore commonalities across the three
industries. But such a separation is artificial and it may well be that
communication skills will be more closely integrated to technical skills,

especially in the training process.

The distinction we have made between verbal and written communication is
also an artificial one, but it may help to clarify the communication skills
requirements for different skill levels.

Finally it is worth noting that we are attempting to describe communication
skills in concrete, work-related terms so that communication can be seen as
relevant and useful by both employers and employees. Thus, we have provided
many examples of the work-related outcomes of various communication
activities. At th.: same time it ‘s important to ensure that our communication
skills standards sre consistent witin those of other industries. Nevertheless we
may dernonstrate the relevance of communication to the workplace if we can
show, perhaps as examples, that the ability to read and interpret job tickets
will enable employees to select correct materials or te successfully perform
o’her such tasks.

Broader Issues

Because the issues which have emerged from our work are many and complex
only a few will be referred to here.

93



The first - which has already been mentioned several times - relates to the time
and resources required for this work. In the UK the Clothing and Allied
Products Industry Training Board (CAPITB) undertook a similar project for the
clothing industry over 3 years, using very substantial resources. In Australia
we cannot take that time, yet the demands created by award restructuring
have also dictated a far more ambitious approach. Interestingly, of the three
Australian TCF industries however. the clothing industry has taken the lead
largely because of the strong support - based on percetved need - given by both
employers and unions.

A second issue which continues to lurk in the background is the question of
how detailed or how general the TCF's skill stardards will be. As we are
talking about national standards, we cannot afford to be too prescriptive: we
should be as general as possible without rendering our skill standards

. The UK experience tends to bear this out. CAPITB, having first
gone into great detatl in its skill standards in order to demonstrate their
relevance to industry, is now reworking them in a more general fashion - and
has expressed great interest in the emerging Australian model.

Related to that issue is the relevance of national standards o enterprise
requirements - especially in industries like clothing and footwear where there
1s no clear industry standard for quality and where even time-based standards
(which are at the heart of many of the industries’ systems of production) are by

no means universally applicable.

It 18, of course difficult to demonstrate the relevance of national standards
while still working at a fairly conceptual level. I expect that this will become
much easier once we begin to trial the skill standards and, more importantly,
to assess skills based on these benchmarks. Interestingly, those companies
that have begun to identify their training requirements have come up with
similar responses to those developed at national level. 1 am convinced that,
when we have finished, our benchmark standards will save many companies
many hours of work.

Another question which arises is just how much should be included in a
statement of competence. In Attachment 3, for exampl., one of the task
descriptors included under making-up was ‘clean work area for next
operation’ - hardly sufficient by itself as a statement of competence. If we were
to attempt to break down tasks and skills so minutely we would be in danger
of seriously fragmenting the skill standards - the opposite of what we want to
achieve through multi-skilling and changes to work organisation aimed to
promote quality and quick response.

Thus the format and content of the competency statements which we produce
will be very important. That is part of the job which is now ahead of us. More
tmmediately, we are about to commence industry workshops to try to reach
agreement on the standards which apply to the various task descriptors

developed to date.

J4
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Conclusion

1 will Anish by quoting two paragraphs from an overseas background
prepared for us by Alan Brown, a Victorian-based training consultant.

In his report, Prown said:

The establishment of competency strategies should be atmed at a lasting
commitment which identified intermediate and long term goals. The
appeal of easy options must be reaisted if they do not achieve the desired
outcome.

He also said:

It is not enough to just identify competencies; they must be inherently
linked with an ongoing strategy and commitment to training and skill
development. The value to industry of a highly skilled woridorce 1s a
critical factor of the competency process.

It is easy enough when you are engrossed (n this work to forget why it is being
done. But in the TCF there will have been no point to the process if it does not
lead to the development of the broader and more flexible skills needed for
modern competitive industries and if, at the end of the day, we do not have a
system capable of properly recognising the skills which so many employees
already possess.
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ATTACHMENT 1
CLOTHING INDUSTRY PRODUCTION EMPLOYER

SKILL LEVEL 1

Employees at this level:

1.

Machine Skills - exercise bas‘c level machine operational skills where
there is a minimal consequence of error, or

Non-machine Skl - exercise the skills required to perform simple tasks
that are not machine-based where there is a minimal consequence of
erTOr.

In addition, according to the needs and operational requirements of the
enterprise, employees at this level:

2.
3.

shall work to defined procedures/methods, and

shall understand and apply basic quality control/assurance skills in the
performance of their own work (including the recognition of basic quality
deviations or faults), and

may be required to exercise the skills necessary to asaist in providing
basic on-the-job instruction by way of demonstration and explanation,

nay be required to record basic information on produciion and/or
quality indicators as required,

may be required to work in a team environment,
may be required to 7~ “ly minor operator maintenance,

may commence - ng in additional skills required to advance to a
higher akill level.
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ATTACHMENT 2

DUTY 1: Servicing Maching

The servicing of the machines depends on the type (manual or automatic) and
extent of adjustment requirrd. The servicing identified refers to normal

operator related tasks.

TASKS

1.1 Clean machine

1.2 Check ol

1.3 Replace needle

1.4 Replace bobbin spool

1.5 Thread ap

DUTY 2: Preparing Work
TASKS

2.1 Recetve bundles

2.2 Check ticket

2.3 Set out work pleces

2.4 Check pieces for flaws
DUTY 3: Qperating Machine
TASKS

3.1 Set machine - replace foot. adjust thread tensior etc.
3.2 Position work

3.3 Sew fabric pieces (manual machine)
3.4 Check feed

DUTY 4: Removing Work
TASKS

4.1 Remove work

4.2 Inspect sewn picces

4.3 Rebundle pieces

4.4 Dispose of bundle

4.5 Tidy work area
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ATTACHMENT 3

CLOTHING COMPETENCIES
Making-Up

Task Descriptor Comments
Ability to:

1 Carry out operator maintenance and Includes:
set up tools and equipment. - clean machine

- check and add ofl

- check needles and tensions

- replace needle and bobbin
spool

- basic machine problem-
80

- identify machine faults

- rectify minor machine faults
(NB. May require some
skills in arsembling and
dismantling machines)

- organise repair of major
machine fauits.

Requires understanding of:

- basic terminology

- basic machine operation

- causes of mechanical
problems

~ implications of not
maintaining machines

Standards may specify:

- frequency with which
maintenance should be
carried out (e.g. at end of
process? when changing
fabric or colour?)

- safi !y requirements.

2, Interpret instructions.

3.  Check and sort the werk issued May require ability to:
and set out work pleces near machine - recognise different types
to determine assembly sequence of fabrics, garments,

. and comply with ergonomic principles. colours, stitches, etc.
¥ - recognise faults and

-
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problems

- solve problems

- visualise the look of the
sub-assembly or whole

garment

- identify number and
thickness of seams

- identify most efficient
way to complete for looks
and quality.

4.  Determine comnpletion timeframe
and understand targets, quotas
and performance.

5. Evaluate sample, sketch or description.  May require knowledge of:
. required quality standards
. different sewing techniques
and their appropriateness.

6. Identify faults and take action Requires ability to:
where appropriate. . identify number and
thickness of seams
- identify most cficient way
to complete for looks and

quality.

7.  Operate machine or perforrn manual Refers to making-u
task while controlling speed and operations only.
adjusting fabric variations. Requires ability to:
. recognise and handle
different fabrics
. control machine
. recognise balance lines and

seam lengths in garments
. repair minor faults.

Requires understanding of:

. goud seating position

. appropriate location of
work tables and furniture
to comply with ergonomic
principles.

Manual task refers to hand
and specialist sewing.

8. Inspect work. Requires ability to

recognise good stitching
and unde—standing of quality

requirements.

“aa Q99




9.  Dispose of and direct completed May include packing
work. completed vrork.

10. Clean work area for next operation.

11. Prepare and maintain job records May include:
and completc . levant bundle or Number of garmets, styles,
packing slips. colours, price/item, etc.
work completed and returne
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ATTACHMENT 4

TCF : COMMON COMPETENCIES

COMMUNICATIONS

(N.B. Possible links between verbal/written especially in tratning)
VERBAL COMMUNICATIONS - May include demonstration

1.

Task Descriptor

Abitlity to:

1.

Understand and interpret verbal
instructions.

Communicate with workers in own
section.

Communicate with workers in other
sectons.

Communicate with people from outride
the factory.

Translate and interpret from other
workers,

Participate in team processes and
discussions.

Participate in meetings.
95

Comments

. English

. non-English speaking
backgrounds (l.e.
communicating with
different cultural groups)

As above.

Includes reporting problems
and faults (and possible
causes).

Variety of purposes, e.g. to
solve production problems,
to co-ordinate deliveries.

Relevant to a variety of
circumstances (e.g. between
operators; between operators
and management)

Acttve participation
Includes:

. proolem-solving

. Czcision-making

. planning

. goal setting

. negotiations (e.g. with

marketing sales,
customers).
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8.  Prepare reports for meethgs Given verbally
9.  Give instructions or co-ordinate Includes:

a tzam. . communicating
requirements to others
(e.g. verbally or by
demonstration)

. delegating work

. assessing whether
communication has Heen
successful (I.e. message
has been recetved and
understood)

10. Chair/conduct meetings Demonstrated knowledge of
appropriate meeting
procedures and ability to
conduct meetings.

11. Maintain communication between
management and operators.

2. WRITTEN COMMUNICATIONS - (Literacy for the Workplace)
Ability to:

1.  Read and interpret job tickets, Demonstrated ability to act
specifications, computer printouts on one or more of the
and other records. ' following:
. select correct matertals
. check itern/bundle, ete.
against specification
. determine machine settings
to match pattern desigh etc.
. follow written instructions
to complete machine

operation

. locate and/or pack and/or
asgemble order after
interpreting picking slip,
sales order, etc.

. interpret customer
requirements from contract

orders, product
specifications etc.




2. Keeplegtblereoordouungsimple Demonstrated ability to do
appropriate language. one or more of the following

(as examples):
eompleteajobucket.card

. oomplete a time sheet

. record containers and
shipping marks

. write and attach ticket,
swing tag, sticker, label etc.

. keep records of weight
and/or numbers

. fill out picking slip,
docket, etc.

. label packaging (addreas,
contents, carton number)

. write an accident report

. order materials

. keep sales and purchase
orders

- keep stock control records

. keep records of totals
and seconds

. write up specification
sheets

. product working
specifications

. product and organise work
tickets

. keep job sheet reports of:
- machine downtime and
breakdowns
- repairs and adjustments
- machine and material
faults
- production records
. prepare run sheets
. prepare consumable
requisitions
. write instructions.

3. Prepare written reports. . clear, neat ete. dal
. imparting essen:
information
eg:
- production reports
- laboratory and test
reports

- purchasing reports
Present at meetings, where
necessary.
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4, Check written information on
patterns.

Write information on patterns.

5. Read and interpret designs, manuals.

6. Develop a sequence of operation, Includes maintenance
schedule or plan of action. schedules/production
planning, etc.
7. Carry out research and record Includes research into
results styles, trends, fabrics/
materials, design, colours,
marke‘ing.
Q :
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SUMMARY OF DISCUSSIONS FOLLOWING CASSANDRA PARKINSON'S
PAPER: SKILL STANDARDS IN THE TEXTILE CLOTHING FOOTWEAR
INDUSTRIES

These workshop discussions focused primarily on two topics - skills and their
associated standards and industry trainirg. The issues discussed under the
wnbrella of skills and akills standards include the following:

. skill standards should be based on new and better ways of organising
work, not on the present, inadequate form of work organisation.
Standards development should draw on the experience of those ‘leading
edge’ enterprises presently achieving world competitiveness.

. standards which include higher order skiils (such as problem-soiving
and team work skills, not just narrow technical skills) basic literacy,
numeracy and communications skills to be incorporated into akills
standards.

. the effect that technological change has on determining skill standards
must be taken into account. As technologies change, industry
expectations and economic conditions will change which will necessitate
continuous monitoring of skill standards.

. what part does TAFE play in standards development? Compare for
example, the TCF industries with the metals industry. The TCF
restructuring has heen industry-based with little involvement from TAFE
as opposed to the metals restructuring in which TAFE has been involved
from the outset,

. much of the workplace change agenda will revolve around change in
attitudinal skills. This may however, prove difficult to incorporate into
standards which should be both equitable as well as useful to the
workforce.

Discussions focussing on industry training generated by the preceaing paper
encompassed the following issues:

. is the situation where operators train new employees entirely desirable?
Is there a need for a separate classification for these trainers? Should
trainers be recognised as having extra skills and be compensated
accordingly?

. national consistency in training is essential but with the flexibility to
allow for the needs of individual employers and enterprises.

J industry response to the training guarantee is partially determined by
the size of the company. Smaller companies may try to abrogate their
responsibility in the training arena. Should this be a role of the National

Training Beard?
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COMPETENCY-BASED TRAINING: COSTAC WORKING PARTY REPORT

Michgel Murphy

Principal Adviser

TAFE & Skills Formation Division

Department of Employraent, Education & Training

tackground

Some aspects of the vocational training system in Australla, in particular, the
rigid prescription of qualifications based on time served rather than on
competence achieved, especially in apprenticeship training, have been
identified over the last decade as a contributing factor to skill deficiencies in
the Australian workforce.

A number of inquiries and reports have expressed concern that the criterion of
time served coes not guarantee the development of appropriate akill levels and
competence. This has led to a growing acceptance of the need to develop a

competency-based approach in our vocational training system.

In 1982, a COSTAC Working Party on Apprentice Training and Testing
recommended that all State/Territory training authorities examine procedures

to ensure that trade certification was based on more than the effluxion of time.

In 1984, the Kirby Committee of Inquiry into Labour Market Programs
(Recommendation 33) drew attention to the need for greater competency
orientation in the apprenticeship system.

In 1985, in response to the Kirby Inquiry Report, the Australian Traineeship
System was introduced to provide structured entry-level training, based on
competency, in areas not covered by apprenticesaips.

In 1986, the Commonwealth/State Working Group on Skills Shortages and
Skills Formation emphasised that trade training should be based on agreed
standards. It also recommended that Commonwealth financial assistance for
trade training be refocussed to encourage change in that direction.

Also in 1986, the Western Australian Departiment of Employment and Training
announced the New Apprentice Training and Assessment Scheme (NATAS), a
pregram to incorporate competency-based principles in the Western Australian
apprenticeship system, with full implementation in 1988.

In 1987, 'serious inadequac_ s’ in Australia’s education and training
arrangements were noted by the National Labour Consultative Council report
Labour Market Flexibility in the Australian Setting. Among these were
‘deficiencies in current apprenticeship training arrangements’ and ‘unduly rigid
time prescriptions’.

Also in 1987, a DOLAC working party was established to investigate and report
to Ministers on the development and implementation of a competency-bused
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trade training system.

A discussion paper on the costs/benefits o standarda-based trade
commissioned by the National Trainirig Counctl and prepared by Nicholas
Clark and Associates, was released tn November 1987 and noted, ‘there are
both good educational arguments for pursuing standards-based trade training
as well as sound economic arguments’.

In the 1987/88 Commonwealth budget. the restructuring of employer
subsidies under the Commonwealth Rebate for Apprentice Full-time Training
(CRAFT) program was announced, providing a mechanism through which
Government financial support would be linked to the attainment of specified
standards of competency. Related to this was action initiated through
Commonwealth/State consultative mechanisms to develop a policy for moving
the apprenticeship system from time wrved to a competency basis.

In 1988, DOLAC considered the report of its working party and agreed that it
should be published as a discussion paper. This was widely distributed
throughout Commmonwealth and State/Territory networks seeking comments
from training and educational authorities, industrial parties and other
interested parties. COSTAC was requested to pursue consultations and report
to Labour Ministers.

The Structural Efiiciency Principle established by the Australian Industrial
Relations Commission in the 1988 National Wage Case focussed particularly
on the need to expand and improve Australia’s vocational training system and
to develop competency-based training and assessment.

The Special Ministers Conference on Training in April 1989 was a significant
step in addressing the need to develop a more efficient and effective training
systrm. Taking up the discussion paper prepared by DOLAC, the Conference
committed all States and Territories to work towards the development of a
competency-based training system not only in the trades areas but also one
which would encompass all occupations covered by awards or tndustrial
agreements. COSTAC was requested by the Ministers to develop an
implementation strategy for a CBT system and, while specific timelines were
not drawn, Ministers sought substantial progress towards implementation by
1993. A COSTAC working party was formed to promote this work.

Against the background of the Award Restructuring process flowing from the
Structural Efficiency Principle, and the need to ensure that the vocational

training system is properly responstve to industry need, the Working Party has
undertaken extensive consultation with peak industry bodies over the past

year,

A set of principles has been developed through this process which has
underpinned work undertaken to produce a strategic framework for the
implementation of a competency-based system. A copy of the Principles may
be found in Appendix 1.

O Because of the complexity of addresaing relevant issues, COSTAC has
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undertaken, or been involved in a range of further activities intended to
complement the work of the Working Party. These have included:

. a range of CBT pilot projects undertaken by the States/Territories w.:.21
financial assistance from the Commonwealth’s Innovative Traliing

Projects program.

. the preparation and publication of A report on the costs of award
restructuring (COSTAC Consultancy, Costs of Award Restructuring, June
1990).

o the preparation and publication of an information paper on accreditation
arrangements (COSTAC Overview of Official Accreditation Arrangements
for Vocational Co-rses/Training Programs, June 1990).

. the commissioning of the TAFE National Centre for Research &
Development to prepare an inventory of CTB courses in TAFE.

As a result of these initiattves,

o a Secretariat is being established within the South Australian

Department of Employment and TAFE to evaluate existing pilot projects
and to provide a better co-ordinated jocus for future projects.

. the Conference of Commonwealth and State Labour Ministers
established the Training Costs Review (Deveson) Committee to examine
initial and continuing training costs in TAFE and options for securing
additional resources, given the distribution of benefits from training and
the need for equity of access to training.

. Ministers have asked COSTAC to undertake further examination of the
{ssues raised in its overview of accreditation arrangements and to report
back to them early in 1991 on measures which will facilitate the
:;velopmcntofpmoeomwmchmnaumﬂymreomﬂmtmd

ective.

. the TAFE National Centre has now completed its Inventory and has
found that only 13% of vocational courses meet the criteria of being
competency-based, and that tn only 57% of these was attainment of

competencies required to obtain a pass.

The COSTAC Working Party has now complcted its draft report. After a further
round of consultations with industrial and other interested parties. it will
present its final report to the Special Meeting of Ministers to be held on 2
November.

The Working Party has not sought to develop a prescriptive implementation
plan but rather a strategic framework within which consistent, orderly and
cost-effective progress may be made. Its intention has been to provide a

vehicle to enable all parties to carry the process forward in a co-ordinated,

~ coherent way by the development of detatled and specific implementation
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plans, based on the experience and insights gained through exiating
competency-based programs, pilot projects, consultation and fusther research.

Principal Issues Addressed in the Report
. The Need for a Quality Vocational Education and Training System

Australia is a resource-rich nation and, historically, our infrastructure and
industry base have developed around a low, value-added. commodity/resource
export strategy. As we ieamned in the early 1960s, this strategy leaves
Australia vulherable to fluctuating worid prices tn commodity and resource
markets. To ensure that even our current standard of living can be
maintained, it is imperative that we develop value-added industries that are
competitive in international markets.

To accomplish this, we will need to compete with economies that have not had
the natural resources that Australia possesses. These economies have instead
developed their ccpital and human resources to provide the competitive edge,
and Australia must now follow this path.

In the face of the globatisation of world markets and the need for international
competitiveness, Australia has embarked upon a program of structural
adjustment and micro-economic reform which will rely a great deal on
responsive, high quality and reliable training outcomes. ‘The achievement cf
these quality training outcomes will require significant enhancement and
reorientation of current vocational training arrangements and structures.

It will also involve the implementation of a number of specific innovations
including: the modularisation of curriculum; greater flexibility in teaching anc
learning techniques and training pathways: greater utilisation of appropriate
technologies to ensure access to training: the integration of workplace and off-
the-job training components where they exist: and a competency-based
approach to the delivery, assessment and certification of training based on
agreed national competence standards.

These and other improvements taken together and applied in a flexible,
realistic fashion, will provide the basis for a quality vocational education and
training system to meet the challenges created by industry and award
restructuring. However, while they are highly complementary., it is not
necessary to implement them as a package. In their own right, each
innovation represents a significant enhancement to the quality of vocational
training in Australia.

While reference is made to each of these developments in the Report, it
focusses in particular on the progressive introduction of a competency
approach to training. This particular change haa Seen identified by the
industrial parties, governments and training providers as a cornerstone for
reform of the vocational educatior and training system. Significant steps have
already been taken towards its achievement, by the creation of a National
Tratning Board (NTB) to co-ordinace the establishment of national competence
standards and the funding of CBT pilot projects by Commonwealth, State and
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Territory Governments.

While all parties recognise that competency-based training (CBT) is not a
panacea to overcome all the dcmands facing the vocational education and
training system, the significant commitment of resources to its implementation
indicates the importance placed on a comprehensive CBT system, underpinned
by nationally agreed skill standards, in order to provide a more highly skilled
and flexible workforce.

Against this background, the Report addresses three key factors set out in the
following sections of this paper.

. Standards

Standards, developed by the industrial parties and ratified by the National
Training Board are the linchpin and shouid provide the basis for a
competency-based training system.

A standard is a precise statement of what an employee is expected to be able to
do in a job. It identifies the activity the person must be competent in and the
criterta, in performance terms, for judging that competence. In other words,
competence standards focus on the destred work outcome not on the learning
processes or qualifications which will lead to. or result in that nutcome.

The purpose of setting standards is w0 improve the skills of ihe workforce, and
thereby increase productivity and economic competitiver.ese. To achieve this
goal, however, standards will have to reflect a broad view of the competencies
required at ¥ork, and include all aspects of the performance and management
of tasks, both routine and unusual. This will mean that stanulards will need to
describe competencies In terms of an actior:. behaviour or outcome which a
person should be able to demonstrate. It is only with the existence of
comprehensive, reliable standards which are easily understood and applied,
that quality of waork performance can be pursued and assessed in a meaningful
way,

Standards are central to the CBT process of moving vocational qualifications
from a focus on inputs such as course completion and time spent in training,
to a focus on outcomes such as demonstrated knowiedge, skills and
application at the required level. Standards make such a shift possible
because they provide competence-based reference points, or benchmarks, for
all aspects of an improved vocational education and training system, and
include curriculum developmeni, training deltvery, assessment and
certification and the integration of workplace and off-the-job training programs.
They also create the necessary vehicle for the recognition of competencies
gained informally and qualifications held by people trined overseas,

A further destrabie reform to the vocational education and training system
which is made feasible by the setting of standards, is national consistency in
training outcomes and qualifications. This would ensure the fullest possible
portability of skills, knowledge and qualifications across States/Territories and
C lndu:mu.theabsemeofwrcbﬁnbemamajorham:rmhbourmrket
{
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flexibility and productivity to date.

To achieve national consistency, the recently established National Training
Board (NTB) will co-ordinate the development of standards for all occupations
{from entry to para-professional level) incorporated in industrial awards and
agreements. It is well into the process of consultation, and development of
guidelines and frameworks for this task. \

Wlulememwﬂlraufysmndardsthedmlopmmmlwoﬁonthemwm
necessarily involve an extensive, co-operative process between the indusirial
parties, State/Territory training authorities, the NTB and the vocational
education/training provider sectors. It is clearly recognised, however, that the
industrial parties have the primary role. Standards must be set by industry
itself to ensure accurate reflection of the current needs of the workplace and
the rotential skill and knowledge requirements for the future.

It needs also to be recognised that moving towards standards-based training
and assessment will be a staged process. While the remainder of the Report
assumes the central role of national standards in a CBT system, the design
and development of programs of training both in the workplace and off-the-job
will need to contirue in many instances ahead of their ratification. In these
cases, interim standards may have to be negotiated to provide the basis for
CBT delivery in the short-term. However the design of programs of training
and the \nechanisms for their review will need to be dynamic and flexible
enough to accept the modiications required when relevant NTB-ratified

s s emerge. This flexibility sho 1d in any case he bullt into training
design and delivery to take into account changing technology, work processes
and labour market requirements over time.

Care must be taken that standards setting processes and mechanisms are
efficient and effective, and result in meaningful and useful outcomes, thereby
ensuring that standards setting does not become & major cost burden on
industry and the community.

. Delivery of Competency-Based Training

Competency-based training requires adjustment to the way training is
presently delivered, as well as asseasment and certification of the attainment of
competencies. CBT has application across the full range of training provision,
whether in the workplace or the education and training institution. It can be
applied to all occupations and all levels within an occupation, and undertaken
as part of obligations under a contract of training, or simply as a more effective
way to deltver workplace-specific or institution-based training. Consistency
will be achieved by basing training delivery on applicable national standards.

Gtven the scope and complexity of the task, it will be useful to set targets for
the implementation process. Despite the pressing need to improve training
outcomes as quickly as possible in the light of award restructuring and
productivity requirements, resource constraints will mean that targets will
have to be realistic and agreed upon Ly all parties ir.voived,
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Integrated Delivery of Training

One of the most valuable aspects of a CBT system based on nationally agreed
skill standards is the foundation it provides for integration of training in the
workplace and off-the-job. The absence of integrated training structures has
been seen as a major weakness of the current system. While not all training
pmvmonwm.orahmﬂdmcludebothoomponenu.whmbothdomstthey
need to be integrated for mutual reinforcement and to ensure full attalnment
competence by the individual undertaking the training.

The potential for integration of training extends, however, beyond the
workplace and institutional training. The existence of agreed national
standards will play a crucial role in providing the necessary linkage or
integration of ail types of training. including government-funded labour marke
programs and some aspects of upper secondary schooling, into a
comprehenstve CBT system. Consideration therefore will need to be given to
the development of appropriate processes and mechanisms to ensure the
incorporation of these training environments in the CBT system.

Integration will involve a new approach to curriculum development. In most
instances where integrated curriculum currently exists, it has been developed
between specific TAFE colleges and specific industries or enterprises. Ai
present no single national body has responsibility for co-ordinating the
development of integrated curriculum. However, there are a number of bodtec
at the national level with potential involvement in such a process, including tr
Ausiralian Committee on TAFE Curriculum (ACTC). Consideration will need t
be given to the future role of the ACTC and other bodies in light of the need to

integrate workplace and off the job training.
.

TAFE ts, and will continue to be, the major provider of vocational education
and training. Its role in the implementation of CET will therefore be crucial.

With this in mind, the Commonwealth Department of Employment, Educatior
and Training, on behalf of the Working Party, commissioned the TAFE Nation:
Centre for Research and Development to undertake a consultancy to produce
an inventory of competency-based approaches in TAFE vocational courses anc

programs.

The intention of the consultancy was to provide information on the extent of
the development which may be required in TAFE to move to a CBT approach,
and the background for the planning of strategies and timetables for any
necessary changes. It will also assist in setting priorities for, and cost
estimation of conversion; developing a co-ordinated approach to pilot project:
ascertaining needs for staff and materials development; and, ensuring the
progresaive co-ordinated development and delivery of CBT programs.

In addition to curriculum development, the need exists for the development of
administrative mechanisms to integrate training in the workplace and off the
job. Such mechanisms relate to the development of competence achedules, ti
allocation of training responsibilities between the workplace and off-the-job
providers and the use of contracts of training. Western Australia has
developed this type of approach in its New Apprentice Training and Assessm:e
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Scheme (NATAS). An evaluation of NATAS, in terms of its relevance and
effectiveness would provide some useful insights in the development of a
nationally consistent system across the States and Territories.

In a CBT approach, based on agreed standards, these three steps are closely
related to one another, Taken together they form the industrial relations basis
for integrated training arrangements. In the case of approved or regulated
training, State and Territory training authorities will use competence schedules
to define and allocate training responaibilities under contracts of training. The
scope of this regulatory framework is to be determined by State and Territory
training authorities in consultation with relevant industry parties.

Training in the Workplace

It is clearly unrealistic to expect the immediate irposition of elaborate training
structures within industry. Initially employers’ fulfilment of respo asibility for
workplace training may be no more than the systematic provision of an
appropriate mix of work experience, while the process of bullding training
expectise and infrastructure on the job advances. All governments expect that
this will change over time, however, with employers undertaking a
progressively greater role in vocational education and training.

In the interim, the essential difference frorn current arrangements will be that,
in the case of structured training such ss apprenticeships, the responsibilities
will be allocated and specified via the competence schedule and the contract of
training, and work experience will be based on performance objectives
expressed in the form of nationally agreed standards. These changes also have
implications for assessment and certification, which is discussed in the next
secticn.

It is expected that there will be instances, either in industry sectors or
particular occupations, where employers who are required by State and
Territory training legislation, or who wish to enter into contracts of training
with employees will be unable to deltvery the breadth and quality of training or
structured work experience needed to complement the off-the-job tratning
component. In those cases a number of altematives, such as use of skill
centres or employcr rotation schemes exist which will enable them to meet
their training obligations. These alternatives may also prove useful to
employers wishing to provide workplace training outside contractual
arrangements.

A major issue arising in the implementation of CBT is the need to develop the
skills of trainers. It is important to recognise that differing types and levels o.f
trainers will be required in the workplace. There will sometimes be a need for
full-time trainers, but more often managers, supervisors and co-workers will
fulfil the role. This diversity will require a range of strategies to tratn and
resource the trainers. These strategies will need to take into account issues of
recognition of trainers and their own career pathe.

There are a number of ways in which these needs can be addressed. For
¢ __example, exchange programs between industry and TAFE would benefit
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trainers from both sectors, as would generic trainer-training modules
incorporated into courses and programs of training deltvered in the workplace
and off the job. The Employment and Skills Formation Council (ESFC) of the
National Board of Employment, Eduction and Training (NBEZT) is preparing
advice to the Federal Minister for Employment. Education and Training on
trainer-training.

In addition, the Commonwealth Standing Committee on Industry, Science and
Technology has recently released a report entitled Small Business in
Australia: Challenges, problems and opportunities which addresses
concerns regarding the lack of business education or experience held by most
small business owner/managers.

The NTB, tn developing its guidelines on standards setting, will need to

consider the inclusion of training standards. This could be approached as a
component of overall standards for industries and occupations.

Training Off The Job

In the area of formal, off the job vocational training it i3 expected that TAFE
will continue as the major provider. Therefore its role in the successful

_transition to a competency-based training system will be pivotal. This raises

the need to examine the capacity of the resource and teaching patterns of
TAFE to accommodate a CBT system. Already, some TAFE courses have been
redesigned with a CBT emphasis, but early indications from the consultancy
on the Inventory of CBT programs in TAFE give rise to some concern about the
possible extent of further necessary development.

Staff development needs in TAFE are also being addressed and the
Commonwealth has given some priority to this matter in is provision of TAFE
funding in 1990, with $3.5 nillion provided for this purpose. Emphasis will be
placed on training in techniques for delivery and assessment of comgetency-
based training. A National Review of Teacher Preparation is being undertaken
to przpare a strategy for TAFE staff development.

There is, however, concern about the varying capacity of States and Territories
to meet the expanded and altered training requirements emerging from the
award restructuring process. While not providing the answer to the probiems
raised by increased demand, there may be room for organisational responses
from TAFE to make more intensive use of the existing TAFE infrastructure. anc
to develop more co-operative arrangements involving greater use of industry
butldings, equipment and materials.

The growing demand from industry parties and constraints on government
expenditure will require more flexilble responses from TAFE and is likely to
lead to the emergence of a greater range of training providers to choose from.
Private training providers will have an increasingly significant role in off-the-jot
. DEET has funded a survey of Australian private education and
training providers by Reark Research to determine the number of students
enrolled in relation to the type of courses provided. Fleld research is complete.

and data analysis is presently underway.
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It is the view of the Working Party that therc is a need to ensure that off-the-
job training providers move as quickly as possible to adjust their delivery to a
competency basis.

Of primary concern in a CBT system is the requirement that all training
providers deliver training based on nationally agreed standards. While the
mechanicms exist in the TAFE sector to ensure this requirement is met, formal
recognition of private training providers or the programs of training they
deliver, has only recently begun and is patchy as yet. The States and
Territories are however moving to rectify this, with legislation for the
recognition of private providers and the accreditation of their courses existing
in most States, and pending in the others,

These arrangements, and their implications for the articulation of courses and
programs within, and between training sectors are crucial to a competency-
based training system. While accreditation and recognition of providers are
central to the implementation a CBT system, the issues which arise from a
consideration of these functions are of such dimensions that the Working Party
has undertaken a separate but related exercise on these particular issues. As
an aid to better understanding of current and proposed arrangements an
information paper has been produced and recently published by COSTAC. A
further paper, complementary to this CBT Report is being prepared to canvass
the major issues and suggest cptions for the development of a nationally
consistent process.

The most favoured recognition mechanisms emerging with regard to private
providers are voluntary registration (except in instances where legislative
requirement for registration exists) and subsequent voluntary accreditation of
their courses or programs of training. The market is then left to select
appropriate training providers.

The States and Territories have legislative responsibility for the registration of
providers and the accreditation of their courses and programs of training, and
a national framework and gu'delines for accreditation is provided through the
Register of Australian Tertiary Education (RATE).

Award restructuring is leading to new career paths and removal of barriers to
access to entry traiining by adults, and the expansion of further education and
training. In addition, increasing school retention rates is significa'\tly changing
the traditional entry points into vocational education and training by young
people. For example there is now a higher proportion of school leavers with
Year 12 entering apprenticeship. CBT provides the opportunity to better cater
for these developments and facilitates the creation of more flexible entry and

exit points in training,

Under these circumstances entry to training will need to be based on
assessment of competence at entry rather than on the traditional methods of
age or level of educational attainment.




Iraining Methods and Resources

In formal, off-the-job training. the u e of modem rechnology and distance/n«
contact techniques provides the opportunity to significantly broaden access
and achieve economies in delivery. Other techniques such as flexibie
sequencing within modular course structures and self-paced, tndtvidualised
learning are particularly well suited to the delivery of competency-based
training. It is generally accepted that the full potential of a CBT system will
only be reaiised through innovative teaching strategies, taflored to the needs
both individuals and industry.

The application of CBT methodology and training techniques will have to be
explored more thoroughly in the workplace. There will be no one prescribed
way of improving on-the-job training deltvery or, when required, its integratic
with off-the-job training. Training packages will need to be developed with a
understanding of workplace reality ans diversity, and the need for flexible
approaches. However, in a CBT approach it will be neceasary that, whatever
arrangements are agreed. they be based on defined standards ratified by the
NTB wherever possible.

The most pressing need for incustry-based trainers in the short-term will be
the provision of relevant, quality training guides linked to integrated
curriculum. On-the-job training guides exist in many areas, but will genera
require revision and adaptation.

This is a potentially resource-intensive area that requires a co-ordinated, co-
operative effort across States/Territories and industries to ensure that the
most cost-effective and useful products are deveioped. The co-ordination
mechanism recently established for the CBT pilot projects may provide an
appropriate vehicle for this process.

Similarly, there is a great deal to be gained by continaing co-operativz
arrangements for the development of curriculum n > ‘erials between TAFE ar
other vocational education and training providers. ihe production of CBT
curriculum materials for use by TAFE and off-the-job providers will account
a considerable part of increased rescurce requirements in the off-the-job
training context. Good curriculum materials can assist self-paced learning
techniques. Clearly there is also scope for the exchange and sale of materia
between TAFE and private providers.

As well as co-operative developinent arrangements, similar resource savings
may be obtained by reducing duplication by the establishment of a teaching
and leaming materials L

Marketing CBT

A final issue to be considered in the training delivery context is the marketir
of CBT in general. It is an evolving concept in Australia and new to most
people outaide (and many within) educationai institutions. As such, a great
deal of effort will be required to translate its workings and potential benefits
into the parlance of the diverse groups within industry, education and
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vocational training, government and the community, in order to clarify their
various roles and responsibilities with regard to the new system, and to explain
its value. Increasing awareness and motivating positive co-operation through
profesatonally developed promotional material could significantly assist in the
implementation of a CBT system.

. Assessment

In the Report, assessment is defined as the formal process by which a
judgement 1s formed about whether an individual meets a specified standard of
competence, National standards will provide the framework for objective,
consistent assessment, both in the workplace and/or in a simulated work
environment off-the-job.

The assessment process is designed to produce certification of individual
attainment of competencies, for the purposes of eligibility for further training or
employment at an appropriate level. It is also recognised that, along with
standards and deltvery, assessment and certification will have a significant role
in integration of trairing in the workplace and off-the-job.

Nature of Assessiaent

CBT focuses on behaviourial objectives or outcomes, but it is not simply
concerned with the manual capacity or motor akills of a person. It needs to
encompass the full range of knowledge, skills and application that a person
utilises in the competent completion of a function. There is, therefore, a
practical need to recognise the importance of knowledge, skills and application
which may not be directly observable, but which are none the less crucial to
the task or occupation an individual is engaged in. This has implications for
the utilisation of appropriate methods in both instruction and assessment at
all levels. It is particularly important in the context of a CBT system which
encompanses all classification levels from operative to para-professional.

While performance is to be the basic criterion for assessment, it is essential
that competence be assessed in a holistic way, covering knowledge and
application as well as directly observable skills.

Important and sensitive industrial relations isses with regard to assessment
have emerged in the award restructuring processes, and consultations
conducted to date on impiementing a CBT system point to
assessment/certification as a particularly important and sensitive issue.

The industrial parties are clearly still formulating their views on assessment
processes. However, certain predictable criteria are beginning to emerge as
fundamental requirements of a competency-based assessment and certification
system, Assessment processes will have to be free from bias, cost-effective,

create minimum disruption /n the workplace, provide quality assurance and
ongoing validation of skills, and they must be organised in such a way as to

avold the fragmentation of skills or qualifications.
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Assesspent Processes, Methods and Reasources

A CBT system has competence as its central assessment criterion and will
therefore require new and innovative testing processes and arrangements. T!
assessment capabilities and infrastructures of all relevant parties will need tc
be developed to meet this neerl. Assesaments will be undertaken on either a
progressive or terminal basis, or involve a mix of both approaches. Whicheve
approach is taken, arrangements will need to be made to ensure that
individuals outside the training system have direct access to assesament
processes, and therefore certification, to enable them to demonstrate
competencies attained elsewhere.

In regard to assessment methodologies, demonstrated performance to specific
competence standards either in the workplace or in a simulated work
environment will provide the centre-piece of CBT assessment. There must,
however, be some flexibility in the range of assessment instruments and
approaches available to assessors, particularly with regard to recognition of
prior leamning and in the less behaviourial occupations. Assessment in some
contexts may need to incorporate interviews, portfolios, employer statements,
oral tests or written assignments. The focus of these approaches must none
the less be agreed competence standarde.

National standards will also provide the necessary basis for achieving
consistent quality of assesament and a consistent national format for
certification and record-keeping processes. This consisiency is required in
order to meet the needs of labour mobility and credit transfer between
programs/courses of training. The NTB provides the most appropriate
organisational framework to sponsor that consistency and monitor it on an
ongoing basis,

The development of assessment instruments, including computer-aided testir
packages, is potentially a resource-intensive activity. As with curriculum
materials, the development of assesament instruments will need to be
<pproached in a co-operative and co-ordinated way. Scope exists for exchan:
and sale of these resources within and between TAFE systems, private provid
networks and industry, perhaps through the establishment of an assessment
instruments bank.

Definition of assessment criteria should be seen as part of the task of definin
standards that are to be promulgated by the National Training Board.
Assessment crite 1a enable the competence of an individual to be measured
against specified standards. Assessment criteria will v * needed because it is
unlikely that, in the short- to medium-term, the standards developed by
industry and ratified by the NTB will be detailed or precise enough for the
purpose of assessment.

Competence Assessors

Any testing option will need competence assessors. Agreed processes will be
required to ensure that assessors are themselves competent, both in the
competencies they assess and the processes of assessment, and that quality
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and consistency of assessments can be relied upon. There is already a large
pool of potential assessors in TAFE, industry, State and Territory tratning
authorities, private training establishments and other er.vironments, and
appropriate processes for accessing their skills will be needed. It 18 likely that
consideration will have to be given to the introduction of nationally agreed
assessment criteria and, poasibly, of registration mechanisms for asscssors,
which may include some competence test of its own.

Along with these recognition mechanisms, special training programs for
assessors would also have to be established. As with trainers, the objective

would be to encourage quality of assessors through skill formation, increasing
their status and rewarding their efforts.

Certification

Certification processes are also subject to industrial relations sensitivities.
There is a need to reach agreement on the unit of certification: that is,
whether formal certification should occur on successful completion of a module
or a complete program of training/qualification. There is also concem on the
same grounds zbout the recording mechanismm. While formal certification will
normally refer to completion of whole programs of training, certification
arrangements must allow for the recording of attainment of competence in all
modules of training as they occur, including elective and post-basic modules.
This will be necesasary for fair and efficient credit transfer. It is also important
that certification arrangsments be cost-effective, with a minimum of
bureaucratic handling.

Recognition of Prior Learning and Equity

The recognition of prior learning (RPL) has also emerged as an important issue
in assesasment and certification. It is important that those outside the
worlkdorce, or those who are in jobs but do not have access to formal training
programs receive recognition for skills they have acquired informally on-the-
Job, or in other environments such as the home or community work. This is a
particularly crucial issue for women and disadvantaged groups, who have had
less access to structured training and currently have a low share of vocational
qualifications.

Similarly, there is concem to avoid the situation where an individual who
already has skills is required to undertake a costly training program simply in
order to have access to the assesament and recognition mechanism. In such

*  cases, not only are the community and the indtvidual expending resources
unnecessarily, but the person seeking certification is missing out on access to
a carcer path and potentially higher wages for the period of unnecessary
training.

The ratification of national competence standards and the emphasis on
outcomes in the training and industrial systems will provide the necessary
underpinning for recognition of prior, informal leamning. However, to realise
the potential benefit to individuals, industry and the community, of this shift
O in emphasis, any competence assessment gnd certification system will have to
ERIC
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give direct access to assessment and certification procedures for those outside
programs of training.

To further ensure maximum access and equity in assessment and certification.
mechanisms must be developed to ensure objective processes and therehy
avoid subtle bias or indirect discrimination. One such arrangement for
sa{2guarding access is the right of appeal. Another basic requirement will be
the use of assessment as a diagnostic as well as certification tool, linking it .0
bridging and remedial courses, thereby maximising the achievement of
successful outcomes without compromising standards.

. Funding

The mplementation of a competency-based training system in Australia has
significant resource implications. These are difficult to precisely identify or
quantify at the present time, and will ultimately depend on the pace at which
change is introduced or required, and on the ultimate nature of arrangements
for integrated training delivery and azsessment processes.

Governments are already providing additional resources, often in partnership
with industry, for underwriting the development process, for such activities as
skills audits, curriculum development, the operation of the Na‘onal Training
Board and industry advisory bodies, CBT pilot projects and the expansion of
the industry training infrastructure.

In addition to the resource implications of CBT implementation, TAFE and
other providers are facing substantial demands for increased training provision
arising from award restructuring and the increasing need of industry for skilled
workers.

As a means of ensuring that industry provides at least a minimum
contribution to the costs of training. the Commonwealth introduced the
Training Guarantee with effect from 1 July 1990. The Training Guarantee
requires a greater training effort from employers who are not currently
investing the equivalent of 19% of their payroll in training, without imposing any
additional burden on those who are. It is unlikely however, that the additional
training effort generated by this measure wil! be sufficient to meet the demands
either of award restructuring, or the need for a more highly skilled workforce.

TAFE will clearly be unable to meet the increased demands being made of it
within existing resource arrangements. A recent discussion paper released by
the State Training Board of Victoria Reform of the System
indicated that TAFE in that State is likely only to be able to meet two-thirds of
the training requirements for apprentices in the 1990s. Furthermore, the
COSTAC consultant’s report, Costs of Award Restructuring indicated that
additional training costs for TAFE were likely to increase in the order of 409 or
more per year.

Subeequent to these reports, Ministers have commissioned a review to be

undertaken by a committee chaired by Mr Ivan Deveson (of Nissan Australia) to
examine initial and continuing training costs in TAFE and options for securing
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additional resources, given the distribution of benefits from training: the need
for equity of access to training; the balance of provision between public and
private providers; skill assessment requirements; and inter-sectoral links with
the vocational and educational training system. The review is to be completed
by September 1980 and the report and comments on it are to be presented to
the Spectal Ministers meeting on 2 November 1990. The report will have
important implications for the timing and method of implementation of
competency-based training.

Addressing the resource implications for improving and expanding Australia’s
vocational education and training system is a complex matter and will require
a wide ranging examination of the efficlency and effectiveness of the present
distribution of resources and of the relative costs shares being borne by the
community, industry and individuals.

Governments will continue their present high levels of commitment of
resources to vocational education and training. In the light of the fiscal
constraints which they are facing, however, it is unlikely that they will be able
to meet the full costs of the expansion necessary, or of measures such as
competency-based training, which are nieeded to improve the skills of the
workforce.

Responding to this situation however will not simply be a matter of whether
governments, industry or indtviduals should increase their present levels of
contribution. Consideration will need to be given to the way in which
resources are presently distributed and utilised: to the development of a
private training market and more extensive enterprise-based training; to
refocussing the priorities in present funding arrangements; and to different
and more cost-effective deltvery methodologies.

A further major factor impinging on the appropriateness and proportional
distribution of the costs of training is that of training wages. The outcomes of
negotiations presently underway in the award restructuring process on this
matter will have a substartal influence on the future provision of resources,
and on the capacity of employers and/or individuals to increase their
participation in, and contribution to training.

Conclusion

This paper sets out some discussion of the major issues canvassed in the
Working Party’s Report. ’

Recommendations are being developed in consultation with the industrial

parties, and will be incorporated in the final Report to be provided to Ministers
on 2 November.
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APPENDIX 1
Principles of a Competency-Based Training System
Scope

1. A competency-based training system will encompass all occupational
classifications and reflect work organisations and job designs in
conjunction with award restructuring.

2. Beyond the initial mapping from old classifications to new classifications,
achievement of skill levels wiil be on the basis of assessed competency.

3. A competency-based training system will encompass skill formation both
on-the-job and off-the-job, with the training authorities in the States and
Territories exercising their legislative responsibility to ensure quality of
training. This will involve the training authorities in co-ordinating the
allocation of training responsibilities in consultation with industry and

training providers.

Nature
4. A competency-l.ased training system will comprise two components:

. instruction which is characterised by the precise definition of skills
to be achieved to specified standards and under specified
conditions, which become the performance objectives for the skill
formation process; and

. certification which is based on an assessment of competency,
related to both the on-the-job and off-the-job components of skill
formation, with performance as the basic critenon.

5.  Procsdures (developed and agreed though tripartite processes) to asseas
performance against specified standards which take account of both on-
the-job (formal and informal) and off-the-job skill formation, are
essential. However, a number of possible approaches to the
demonstrmtion or assessment of competency can be taken, including
continunus assessmerit, a final assessment and observed performance
on-the-job.

6. A competency-based training system will involve:

. establishing the range of work and appropriate competency
standards within each occupational classification;

. training programs (on and off-the-job) to meet those standards:

. the accreditation of training programs and the provision of
training;
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10.

11,

» the awarding of credits to enable individuals to move between
different training systems: and

. mechaniams for assessing the skills of individuals against the
agreed competency standards and the certification of skills
possessed.

Competency-based training will support the building of the skill profiles
of individual workers, and therzby combat the dilution of akills.

Standards in relation to knowledge, skills and application can be
expressed in both quantitative and qualitative terms. The approach will
vary and will be determined by industry.

Competency-based training will be compatible with the identification of
nominal training periods.

Occupational nealth and safety issues will be identified and addressed 1
the development of a competency-based training systein.

Equal employment opportunity will be integral to the conceptualisation
and implementation of competency-based training. Discriminatory
barriers based on gender, age, social or educational background are
inconsistent with competency-based training.

Implementation and Administration

12,

13.

14.

15.

16.

17.

Primary responsibility for defining skills and competence standards will
lie with industry parties.

I the development and implementation of a comnpetency-based training
system agreed tripartite consultative mechanisms will be crucial.

Co-ordination of award, legislative and administrative changes will be
needed to provide the basis for appropriate levels of national consistenc:

Commonwealth and State/Territory training authorities will adopt a
consistent approach to the implementation of a system which is agr=ed
by all parties. In this regard a major role will exist for the National
Training Board (NTB) through its co-ordination of the development of
standards by State and Territory training authorities, tripartite industry
training bodies and /or award-based bodies.

There will be roles for a range of interested partics (including industry
bodies, group training schemes and individual employers) in the
administration of a competency-based truining system, including
assesament processes, under the supervision of State and Territory

training authorities.

The establishment of processes for recording sidlls acquired throughont
working life will be necessary. for example a ‘skill passport’ system.
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18,

19.

20.

21.

Priority will be given to the early development, and where necessary the
reorieatation, of skills required by State and Territory training
authorities. TAFE and industry-based personnel in developing, delivering
and managing competency-based training.

Additional costs will principally be met by industry, bt with some
sceding and on-going funding from government. Implementation, within
thefmmeworkagmedbytbemdmmalparuu.wmbeamtterforeach
government to decide within the limits of available resourczes and

according to government priorities. ,

’

The apprenticeship indenture will become a contract of training for all
new apprentices commencing training after 31 December 1991.
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SUMMARY OF WORKSHOP DISCUSSIONS FOLLOWING MICHAKL
MURPHY'S PAPER: COMPETENCY-BASED TRAINING: COSTAC WORKINC
PARTY REPORT

The two discussion groups following the paper on competency-based training
focused briefly on the characteristics of a successful competency-based
training program. These were believed to be: flexible entry/exit points, self-
paced learning, computer-based learning and a modularised curriculum. The
groups emphasised that the key to a successful program was teaching to a set
of standards with qualifications achieved in the attainment of a set of
standards.

Much more attention was given by both discussion groups to the imnlications
of the implementation of a CBT program. The following lists these implication
as perceived by the groups as well as some of the related issues:

. resource implications. CBT programs are very resource intenstve; will
the revenue from the Training Guarantee be sufficient? Will TAFE have
to charge fees?

. staff development and trainer-training implications. The introduction o
CBT will have implications for teacher education as well as ongoing staf
developinent. Industry trainers need training on CBT assessment in th.
workplace. TAFE has a role here,

. attitude change. TAFE teachers because of the nature of CBT - (its
student-centred approach) would have to come to terms with the notion
of becoming resource people. With the introduction of CBT programs
students’ attitude will also need to change: they now have to take on
responsibility for their learning.

. curriculum development tmplications. Whole new curricula need tc be
developed: TAFE will lose credibility if old curricula are merely
repackaged. Standards must be set before curricula are developed.
Some teachers may feel apprehensive if they have to use nationally
developed curricula: they have lost their feeling of ownership of teachir
material. Perhaps secondary school curricula should also be reviewed
with a view to introducing some competency-based elements.

. CBT assessment. A holistic approach which takes into account both or
the job and off the job assessment is crucial. One group that the ideal
CBT assessment would involve a tripartite approach - which would be
one step removed from training deliverers and employers. One group
expressed concern over the nature of CBT assessment: it leaves no roo
for excellence. Assessment and measuremer.! of manual and physical
tasks is easier than assessment of personal skills. This is a problem
area which needs careful attention. Also needing attention is the
balance of assessment versus actual leaming time,



TAE RECOGNITION OF PRIOR LEARNING

Alan Brown
Alan Brown and Associates Pty Ltd

The current climate of increased training emphasis and the specification of
learning and assessment in competency terms, immediately draws forward the
issue of how the accumulated skills of individuals may be recognised.

No longer can we maintain the old concept of teachers as the gate-keepers of
learning and, clasarooms as the only environment in which skills and
knowledge are transferred. It was never the case, but it is more evident now
that formal education is not the major provider of lifelong learming,

All of us, if we care to reflect for a brief moment, have a wealth of knowledge
which often does not see the light of day. Much of this learning has occurred
outside the formal processes; in our work environment and in the life
experiences that we have encountered.

It is the intention of this paper to look briefly at the range of processes and
issues of prior learning recognition; with particular reference to a project
which was undertaken in Victoria in 1989 and which continues in 1990.
The areas that will be examined are:

. The context in which prior learning assessment is developing;

. Principles and processes in the recognition of prior learning;

] International developments in prior learning recognition; and,

. Implications and issues resulting from the research and case study work.

Bernadette Delaney, Assistant Director, Training and Development,
Broadmeadows College of TAFE, will present an insight into the outcomes of
project case study work and current developments within the Victorian State
Training System, Reference will be made to the two case study examples
attached to the paper.

The Context in Which Prior Learning Assessment is Developing

Australia, like many other countries in the industrialised world, is confronting
a number of key 1ssues. Of these, there are several which directly impact on
the need to recognise the accrued skills and knowledge of individuals. They
are:

. Our population is aging, with consequent effects on the make-up of the
workforce and the educational clientele.

O There is a need to reskill or }xpdam the workforce to develop smarter and,
' N
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therefore, more efficient methods of operating. This closely links with the
award restructuring process presently being implemented.

. The establishment of the National Training Board has focused attention
on the setting of national skill standards, with the underlying implication
of their relationship to the individual.

All of these highlight the requirement for a strategy which considers the
existing expertise of individuals, and which translates that, in some way, into
an acceptance that this expertise has some worth.

In 1989, a project was undertaken to consider how prior learning may be
assessed. It linked the Victorian Education Foundation, Ford Australia,
Broadmeado™ College of TAFE and the Gordon Technical College together to
develop a practical process that facilitated the articulation of training and
experience with formal courses.

The key goal of the projact was to institute a generally applicable model which
established procedures and criteria to recognise:

. formal industry training:
. work experience; and
. life experfence.

The term, Recognition of Prior Leaming (RPL) emerged as the project developed.
It is defined as:

The acknowledgement of skills and huowledge obtained through formal
training (industry and education), work experience and/or life

experience.

Your attention is drawn to a list of terms which were used in the Project.
These are attached at the end of the paper.

Much has occurred since the commencement of the Project, especially the level
of intereat. Both the education and industry sectors have identified the merit
of valuing prior learning in the current climate.

From that 12 months of development, and the 1990 work that has been
undertaken, it is worth exploring the underlying principles, processes and
issues that have emerged.

Principles and Processes in the Recognition of Prior Learning

. Principles

Regardless of the system that is devised, there are some fundamental
principles which must be reflected within the procedural or implementation
Q mmrk;
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Commitment - belief in the worth of prior leaming recognition;

Access - mechanisms and practices which enable all potential
applicants to gain entry to the process;

Faimess - processes which are verifiable, credible and just:

Openness - structures and strategies which assist potential

applicants and those involved in implementation.

For example, several of these prinuiples impact on decisions anout assessment
procedures associated with the acceptance of alternative types of evidence anc
the participation of industry and education personnel in the assessment
process.

In the definition of prior learning, the parameters applied are quite broad -
‘Skills and knowledge obtained through formal training (industry and
education), work experience and/o: life experience’. The main focus of RPL is
the learning outcome of these experiences; not how, when or where the
learning occurred. By concentrating on outcomes and not the experier:ce itsel
the distinction between formal and informal training becomes unnecessary.

Ultimately, the purpose of RPL is to identify and assess the accumulated
learning experiences of an individual in relation to clearly defined vocational
outcomes. The vocational outcomes form the benchmark against which prior
learning is valued. For education, these would be course or unit outcomes.
For industry, they could be sk'll classifications or competency standards.

. RPL Model

To achieve the orderly assessment of these relationships, a framework or
structure is necessary. The RPL Project established a model which maximises
the use of common methodologies, regardless of the application.

It consists of 3 phases - Request, Assessmer:t and Review. In each phase,
there exists a number of discrete steps.

Phase 1, Request has, as its primary aim, access to the prior learning
assessment process for potential applicants. It provides the applicant with th
opportunity to begin considering their prior experiences and the consequent
relationship to vocational outcomes.

Phase 2, Assessment addresses those claims for prior learning assessment
which are clear cut and can be easily or quickly resolved. The original
application is enhanced by the use of an interview procedure that allows
discussion and interaction in order to thoroughly explore the possibilities.

Phase 3. Review tackles the more difficult areas that require assessment and
decision. It concentrates only on the ‘maybe’s’ or unresolved areas, arriving ¢
a decision by using an appropriate assessment technique sclected from the fu
range of available methods.
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Initially, a significant amount of work/assessment may be required at the
Phase 3 level; but with establishment of skill records, credit banks and
industry specific best practices, the emphasis should shift to Phase 2.
Decisions on claims are restricted to only 3 possible outcomes:

. grant recognition

. deny recognition

. further assessment required

In reaching a decision, a range of general criteria are apnlied to the decision-
making process, the selection being dependent on the nature of the learning
which is claimed.

Examples of criteria that may be used are:

AUTHENTICITY - The applicant has actually «ompleted the
learning outcome that is being clatmed.

CURRENCY - The leaming outcome is still valid and
performable.

QUALITY - The learming has reached the acceptable level.

RELEVANCE - The learning is applicable to the area claimed.

TRANSFERABILITY - The learning outcome can be applied outside the

specific context in which it was lear:ied.

VALIDITY - A sound connection can be made between the
learning outcome and the vocational outcome.

A variety of evidence can be used to support the clatms, ranging from
observations in the workplace, skill tests to reports and letters of validation.

International Developments in Prior Learnuing Recognition

It is interesting to note the difference in the approach that has been adopted
overseas in this area, and the techniques that are applied.

The major emphasis of the Victorian RPL Project is in the use of a structured
interview approach to ¢nsure access for all potential applicants. In both
Britain and the United Sta‘es on the other hand, a portfolio technique has
been extensively developed.

The other significant variation is in the approach to decision-making. The
overseas trend 18 to consider all learning outcome decisions together, while the
RPL Project provides for staged deliberations. This allows the assessment cffort
to be concentrated where needed and at the same time provides the applicant
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with a quick response to the initial claims.

British achievements are of particular interest to the work being undertaken ir
Australia. The function of the National Council for Vocational Qualifications is
similar to the role of the new National Training Board. Consequently, there
may be lessons and strategies of value for our developments.

The use of portfolios, within the further education context, in Scotiand and
England has taken the original strong reliance on written requirements to a
more flexible level of application. The primary use of portfolio assessment has
mainly been in the higher education sector. This is also the case in the United
States. However, projects in Britain since 1987-R8 have focused significantly
on the TAFE' area.

The recognition of prior learming or assessment/accreditation of prior learning
(APL), as it is known in Britain, is used {n two distinct ways. The firstisin a
formal context which results mainly in entry and credit to courses. The seconc
is a more informal approach which supports the development of personal
profiles, self-awareness and retum to study/employment support.

There are a number of interesting projects in progress throughout 1990 which
should provide useful information for application in Australia,

Implications and Issues

The introduction of any form of prior learning assessment has a major impact
on access to education, training delivery and industry-based skill recognition.

For the vocational education sector. there are a number of issues that must be
addressed if the participants in prior learning recognition are to gain the full
benefit.

The RPL model will require new practices, particularly in the development.,
delivery and assessment of training.

. Formal course structures and delivery modes must be sufficiently flexibl
to accommodate individuals who recetve recog ation for prior learning,
and no longer need to study all components of a course.

. Course documentation must clearly identify the vocational learning
outcomes. When assessing prior learning recognition, the learning
outcome, not the experience, is related to the course requirements.

o Any validation of skills and knowledge claims must have some basts in
identifiable and assessable outcomes.

. Entry requirements for formal education courses need to be closely
monitored. Adults seeking access to courses may be able to handle
successfully the vocational outcomes and yet not meet the course pre-
requisites,
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. The result of an individual prior learning assessment may lead to the
actual equivalence of full course certification. The implications of this
outcome, and any arbitrary limitation on receipt of credits, must be
addressed by the credentialling authorities.

J Where a number of company or industry-based applicants are involved,
it would be useful to establish standard recognition agreements for in-
house, supplier/vendor and commercial training programmes. This
could be monitored, recorded and publicised through a credit bank

arrangement.

J A range of strategies can be applied to determine achievement of defined
standards which do not compel the applicant to demonstrate the skill or
knowledge within a formal education environment. This requires the
education sector to accept the concept of alternative extemnally-based
assessment methods.

L A previously gained qualification, or set of skills, does not automatically

indicate relevant competence, particularly in rapidly changing technology
areas.

. The ability to make assessments at points other than initial course entry

produces significant possibilities, particularly for maximising the levels of
recognition.

Summary

In drawing together the themes of this paper, it must be reme:abered that
there is still much to do. The importance oi prior leamning recognition cannot
be over-stressed. Its acceptance as a legitimate form of assessment and
credentialling by the key awarding bodies in the United Kingdom serves to
emphasise that timportance. It will be necessary, in Australia, to refi~: our
techniques, embed the concept and process within education and industry and
explore its other potential uses.

Possibly the most important element in the acceptance and implementation of
RPL is the need for an understanding of adult learning principles and
practices. It is with adults that we will have to focus more of our attention in
the future, if we are not doing so already.

Perhaps the most pertinent illustration of the tmpact that RPL has on
education is a quote from Norman Evans, Director of the Learning from
Experience Trust in Britain, He states in The Assessment of Prior
Experiential Learning and Higher Education, January 1989, the following.

The assessment of prior experiential learning (APEL) challenges higher
education at all points on the compass . , . APEL presents to higher
education, in a relatively unfamiliar form, many of the issues which it
debates continually: admissions characteristics of the student body;
course content and structure; modes of learning and teaching methods;
assessment procedures and the nature of evidence; institutional stance
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and purpose. APEL raises all these issues. There is nothing new in an;
of them for any academic higher education institution. It is just that
APEL tends to raise them all simultaneously.

These words apply erually to all areas of vocational education.

Blography

Helen G. is a senior cost analyst, responsible for a group of 8 cost analysts, ir
the estimating department of a large multi-national manufacturing company.
She left school after Year 10, and has worked with her present employer since

then, 19.5 years.

Initially Helen was employed as a general clerical assistant, then later as an
accounts clerk in the finance section where she has remained for 16 years.
She advanced steadily, following a career path from accounts clerk, to book-

keeper, accounting systems analyst, supervisor in the accounts payable
section. to her present position.

Throughout this period, Helen attended a number of in-house courses
conducted by the company. These consisted of: Report Writing: Problem-
solving: Supervisors Course; Computer Course and a Middle Management
Course.

As head of a key group in the department, she participates on a management
executive committee of the finance section. This group functions as a team
and is responsible to the Director of Finance for the efficient management of
the department and resources within the section.

A member of a prominent amateur theatrical company for many years, Helen
has gained considerable experience across a wide range of activities including
set and costume design; lighting and sound; acting and directing. Three
years ago, she was elected manager of the company, having previously held a
number of committee positions including secretary/treasurer, which she
undertook for four years.

Subject Focus

To maximise her future career options, Helen is interested in undertaking
formal study in business management, or a similar course. After initial
discussion with a college counsellor, she is seeking recognition of her prior
learning in the Supervision Certificate for Unit 1, Basic Supervision.

This unit covers the basic concepts and techniques required by a supervisor
and includes: organisation and leadership models; delegation; team buildin
problem-solving; performance appraisal; time and stress management.

Entry to the course is available to those holding a supervisory position in

industry. The syllabus, written in objective format. was given to Helen to
assist her in the preparation for her interview.
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Helen submitted a detailed account of her experience and present duties,
supported by a letter of validation from her supervisor. The in-house course
syllabi also supplied were in the form of topics covered.

Blography

Michael L. is 45 years of age. He is presently employed as the operations
supervisor of a large regional shopping centre. In this capacity, he is
responsible for all the maintenance and repair work undertaken, mainly by
outside contractors. This covers a wide variety of trades across the fields of
mechanical and electrical engineering, building and construction.

After completing an electrical mechanic apprenticeship, tichael gained
experience in domestic electrical installation and light inuustrial electrical
repairs. As electrical foreman in the shopping centre, he had extensive
experience with air-conditioning, lighting and the calibration of controls.

The increasing use of electronic controls led Michael to study Programmable
Logic Controllers 1. He is currently studying programmable Logic Controllers
2. Michael has also enrolled for the Certificate in Basic Electronics. It was at
this time he was invited to participate in the RPL process with a view to gaining
some credit for his experience.

Subject Focus

Upon examination of the detailed Basic Electronics syllabus, Michael sought
credit for the following:

. Units 1 to 4 inclustve, Unit 13 and Unit 16 on the grounds that course
documentation indicates that successful completion of the Electrical
Mechanic apprenticeship entitles automatic recognition of those units.
(Unit 16 is a communication skills module};

. Unit 14, Basic Test Equipment. This unit focuses on the use of clectrical

measuring equipment, e.g. digital and analogue meter reading of
resistance, AC and DC voltage and current.

In the course of the RPL interview, Michael frequently underestimated his skills
and knowledge related to the installation, maintenance and calibration of
varfous timing and control devices. This was indicated by his ability to supply
correct answers to questions drawn from Unit 8, Integrated Circuit Timing and
Controi Devices.

Terminology Used in the Project

Accreditation

Recognition and acceptance of the academic standards of a course or
programme of study by an outside accrediting agency, association or body.
Accreditation relates to approval.
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Accredited Course

A program of study. which has been recognised or accepted by an accrediting
agency as meeting the standards of the award to which it leads, and that the
methods adopted in delivery are likely to achieve the specified outcomes.

Advanced Standing
An arrangement to formalise credits into a course prior to the commencemen

of that course.

Articulation

The linking of different courses so that a person can move from one to anothe
without unnecessarily repeating previously learned material. For the project,
includes those skills and experiences that are gained outside a formal course
environment. but which can be assessed for purposes of formal recognition.
Articulation relates to access.

Competency
Refers to the standards/levels at which skills or tasks are performed.

Credit

The value given within a course for relevant work or previous study, without
the requirement to take alternative studies. The word exemption is also used
to describe this process. Unspecified credit; allows credit to occur without
reference to content-specific objectives, but within the broad education
objectives of the subject.

Credit Bank
A centralised record of credit approvals which identify precedents and allow
cross-referencing to occur where appropriate.

Criteria
The elements or measures which should be used to judge the worth of that

accumulated knowledge and experience. These measures may vary, dependir
on the skills, knowladge or attitude to be assessed.

Formal Industry Training
The training of employees in industry where the roles and responsibilities of

trainers and learners can be defined. Normally it implies a structure, which
provides a continuing progression, through a unit or course of study
specifically applicable to the needs of an individual company. It may include
both on- and off-the-job training components. In many companies, this woul
be classified as formal off-the-job training and defined on-the-job training.

Industry Course (In-House)
Education/training programme carried out for, or within industry. and

specifically applicable to the needs of an indtvidual company, group of
companies or an industry. It may include both on and off-the-job trataing

components.

Informal Industry Training
The training of employees, in industry, where the trainer may be any person
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who is able to impart the necessary skills and knowlcdge at a time and place
relevant to the immediate needs of the leamer. In many companies, this would
be classified as undefined on-the-job experience.

Life Experience

The set of experiences which a person accumulates by interaction within the
social environment. Normally it implies development of a set of

skdlls which assist this interaction; such as occupational, communication,

problem-solving, decision-malking. social and character skills. For the Project,

it is those sidlls, knowledge and attitudes which can be translated into a direct

relationship with industry and vocational training.

Model

This can be defined as a style of structure or design to be followed. In project
terms, the word model encompasses the various components of structure,
detail and principle which together provide guidance for recognising the worth
of training and experience.

Recognition of Prior Learning (RPL)
The acknowledgment of akills and knowledge obtained through formal training
(industry and education), work experience and/or life experier.ce.

Work Experience

Work activities undertaken in the workplace, where acquiaition of skills,
knowledge and attitudes are related to tasks, processes and the work
environment. It may include informal industry training and/or seli-directed
learning by doing.
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SUMMARY OF WORKSHOP DISCUSSION FOLLOWING ALAN BROWN'S
PAPKR: T¥E RECOGNITION OF PRIOR LEARNING

The discussion generated by this paper provoked similar responses to those
from the paper on CBT and focused on both characteristics of the process of
RPL and the implications for its implementation. The latter topic relating to
the implementation of RPL focused on the following issues:

. who pays for the process? Shouid governments, the client or employers?
Equity issues need to be taken into account in this context.

. what impact does RPL have on course length and delivery? A difficulty
exists in equating time spent in a course with prior leaning. In addition
RPL relies upon modular courses and self-paced delivery: how can it be
accommodated in traditional teaching?

. in small training centres or TAFE colleges will students wanting RPL be
disadvantaged by having fewer module choices? Posasible strategies to
avoid this include busing students to specialised colleges or establishing
interacttve video conferencing.

. the introduction of RPL requires agreement between industry and
education providers. Furthermore, legislation may be required for
significant changes to be made.

. RPL must be introduced gradually because industry believes in
examinations and qualifications. The value of RPL must be publicised.
Similarly there is a danger of educators devaluing job experience.
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ASSESSMENT IN THE WORKPLACE: FACTS AND FALLACIES

Russell Docking
Director of Skills Resource Management
WA Department of Productivity and Labour Relations

Award restructuring, new performance management systems and an
increasing emphasis on workplace-based training are all raising new
concerns about performance standards and their assessment in the
workplace. High quality as well as reputable on-the-job assessment is
crucial to the success cf each of these developments.

Workplace training and assessment have traditionally been viewed with
some suspicion and scepticism, particularly by those engaged in the
provision of formal, off-the-job training. While such a view might well be
Justified by the experience of the past, the problems of on-the-job
assessment should not be regarded as either immutable or inevitable. It is
ironic to observe that while discounting the workplace as a training and
assessment enonment, off-the-job providers go to great lengths to prove
that their training replicates the workplace and that their assessments are a
valid reflection of workplace performance!

Valid, high quality on-the-job or workplace assessment will not only enable
us to cope with new reforms in industry, but it will also enable us to
respond fully to the requirement that the content of training and
assessment must be industry-driven, not qualificaions-driven. New
developments in competency-based or skilis-based training and assessment
now provide the means to achieve high standards in the workplace.

On-the-job assessment can be conducted by visiting ‘external’ examiners, by
simulation tests on TAFE sites, or by the supervisor in the workplace. The
first two approaches utilise an examiner unfamiliar with the candidate or
the workplace, and as a consequence suffer from intrinsic shortcomings
that require a substantial investment of time, money and resources to
overcome.

These problems include:

. the difficulty of simulating a ‘normal’ working environment for
assessment;

. the difficulty of covering an adequate range of skills;
. the need to observe long-term skills and major integrated activities;
. the need for repeated access to candidates for the assessment of

complex skills;

. the need to become fully familiar with the working/training
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environment of the candidate:
. the need to observe activities ‘after hours”
. the need to observe progress and to provide reassessments; and
. the risk of assessments being unattended by the candidate,

Costs associated with the use of external examiners include a salary (which
needs to be sufficient to attract assessors with wide-ranging and current
skills), travel, materials and an organisational infrastructure to manage the
asseasment visit schedule. Such costs are muitiplied if the problems listed
above are to be adequately addressed.

Visiting a- sessors can provide valid and reliable assessments in the
workplace, but only at prohibitive cost and substantiai

disruption. For this reason, maximum use should be made of workplace
assessors (supervisors), with visiting assessors utilised only where the
workplace assessments are shown to be inadequate, or as monitors and
consultants to workplace assessors.

The use of the workplace supervisor as an assessor provides access to

extensive skill coverage, is relatively low cost and utilises natural work
situations. It is not, however, without its problems. such as:

Concerns about workplace asscgsors:
. lack of assessment expertise

. bias and error in judgement

. dishonesty in reporting

Concerns about gasessments:

. excessive time and cost

. harmful influences on trainer and employee

. variability of standards
Each of these concerns must be addressed, whether they are well founded
or not. This paper will argue that, unlike the difficulties arising from the
use of external examiners, these problems can be dealt with in a cost-
effective way.
Lack of Assessment Expertise
Unfortunately, there is a widespread misconception that assessment is a

highly specialised skill requiring formal training in test design and
statistics, and the use of formal examinations by independent examiners.
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This intimidates those assigned the responsibility of assessment, and oft:n
results in their assessments being undervalued by others. This
misconception arises from the complexities of testing faced by teachers in
formal training environments (such as classrooms or lecture theatres) that
are ot a feature of on-the-job assessment.

Classroom teachers are required to teach broadly defined subject matter
and skills which they probably use rarely themaelves, to a large number of
relatively unknown students, with very little assesament time and a
requirement that all the students be assigned a mark on a single scale
perhaps conforming to a preset distribution. This leads to the need for

in sophisticated content sampling methods, bulk testing methods
(written tests), complicated test analysis and improvement methods and
statistical analysis. Such expertise does require special training.

By contrast, workplace trainers/assegsors deal with the teaching of content
and skills that they use therhselves to a amaller number of well known
trainees. They have the evidence from the whole of worktime on which to
base a judgement, and are not constrained by the need to give a
comparative mark or a grade. In stark contrast to the complexities faced by
the teacher, the workplace assessor is asked to report on whether or not an
individual has demonstrated specified skills in the performance of their
normal duties. The critical expertise required of the workplace assessor is
therefore the possession of the skills required to be assessed, and an abllity
to recognise those skills in everyday performance.

Provided that workplace trainers are competent in the skills to be taught
and assessed, they will be able to set appropriate assessment tasks and will
be able to make use of their personal observations of the trainee's
performance to document a trainee’s progress.

Bias and Ervor in Judgement

While most bias and error arise from the way skills are selected for
assessment, they also stem from the choice of tasks assigned to
demonstrate skill, from the standards applied to observed performance and
from selective recall of observed performance.

Most of these problems arise when there is no clear statement of skill
requirements and performance levels, or when impressionistic and holistic
methods of assessment are used, and where structured recording systems
are not provided,

Statements of skill requirements need to be expressed in words that convey
a uniform meaning to employers, trainers and trainees. For many this
means the rigid adherence to some artificial standard formula (such as
‘behaviourial’ criteria), but such an approach is unnecessarily cumbersome.
An alternative approach, now used with some success in a number of
industry areas, involves industry representatives defining competencies or
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skills in their own words, then testing the wording in the field to identify
ambiguity or confusion. Such an approach will, on occasion, lead to very
highly specified skill definitions (including behaviour, conditions and

criteria). but in most cases there is a common understanding
of the sidll, and such specificity is unwarranted.

Provided that the workplace trainer makes use of clearly stated skill

ts (in terms of required performance) and systematic ways of
directly observing and recording performance, unbiased and valid
assessments of performance can be made.

In structured training programs, such as Traineeships or Apprenticeships,
the skill requirements are set by appropriate industry groups, and recording

and reporting procedures are prescribed.
Dishonesty in Reporting

There may be circumstances where a supervisor or employer may be
tempted to falsify records of performance, either to upgrade or downgrade
reported skill levels. Upgrading can occur in assessing a relative or to
‘hurry the trainee on’; downgrading may be used as a disciplinary action, or
to keep salary levels low.

An independent monitoring system to assess (and perhaps accredit) the
assessors, coupled with advisory and support services will provide a means
of diacouraging dishonesty. It is also essential that trainees have access to
their records, and that they are able to countersign final records or reports
from a module of training and have the right to appeal against an
assessment they feel is incorrect.

Provided that the trainee has access to the records and that there {8 an
independent monitoring system that can validate the assessments of
targeted and randomly selected trainers or on appeal, dishonesty can be
virtually eliminated.

Excessive Time and Cost

Assessment is seen as a time-consuming interruption to the training
process and as a costly constraint on the productivity of the trainee and
supervisor. However, there is clear evidence that the close monitoring of
trainee progress can lead to significant increases in learning, efficiency and
productivity. Furthermore, the process of assessing the trainee on-the-job
encourages them to develop self-assessment skills and self-management of
their training, reducing the level of ‘snoopervision’ required of the trainer.

Employers’ fears of excessive assessment costs can be allayed if they are
asked to consider the cost of jot assessing the work of their trainees and
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other staff. As quality controi becomes recognised more and more as a
lntegralelemmtofthcworkpmoeu.employmmleunkdytoregam
assessment as an imposition. Much of their concern arises from their
u:pectauomofhavmgtoeotabmhspeclalaystnnlwlthspedalmﬂ'utd
resources to conduct assessments, rather than drawing upon their existing
resources and the workplace performance of their trainees for evidence.

Provided that assessment is integrated with the normal day-to-day activities
of the workplace, the benefits in increased productivity will be far greater
than the costs of assessment.

Harmful Inflnences on Trainer and Trainee

Assessment has been the target of considerable criticism relating to its
effects on teacher and learmer. Prominent are concerns about the potential
abuse of power by the trainer, excesstve trainee anxiety, restriction in
~ontent and learning strateglies, fixed pace progress, the teacher/tester role
conflict, and the negative motivational effects of examinations.

Paradoxically, some regard these "qualities’ of examinations as beneficial,
driving the trainee to perform and conform through the fear of fatlure. Such
'motivation’ is very short lived, and is likely to lend to a decline in interest
beyond initial training.

Workplace assessment can serve to motivate and direct trainees, but care
must be taken to ensure that it is not at the expense of the learner or the
trainer. In particular, the essentially personal nature of leaming and
assessment must be respected. Learning requires an acceptance of the
need to learn (an admission of inadequacy), and assessment i8 always
accompanied by the risk of failure (the demonstration of inadequacy) and
should not be treated as a public event. Workplace assessment offers the
opportunity to utilise ~atural rewards, rather than the artificial rewards
required in the formal training environment (such as grades or ranks).

Provided that assessments are open and verifiable, are based on publicly
reco skills lists, are responsive to individual needs and provide
frequent feedback, and provided that records fully reflect trainee
achievement, they will be a constructive and motivating force in the training
and learning process, rather than a detrimental and threatening one.

Variability of Standards of Certification

The use of a large number of assessors in a wide variety of work
environments raises the concern about uniformity of standards of
certification. As discussed above, variations in assessment can be avoided
by clear performance specifications, but there remains the problem of the
overall judgement for certification. This is of particular concern for
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lnou-uctumduunmwmn.-ppmpﬂntemduouypwpcmm
detummethepattun(o)ofamureqmmdforcuuﬁummdicaungwhat
musmmnuaLthtMofﬁumuchulkamumqumd.md
what overall level of performance is needed. The publication of these
aundudlnotonlymclearhrgetnforu-mnees.butaloodeﬁneoand

Datawhichreportsumnecpuformancemrelaﬂonwmnscanbedmwn
from many different sources (workplace, college, other assessments) but the
dedalontoawardaceruﬂcateuhouldbebuedonthcobjecMand
unequivocal application of assessment rules to the data.

Provided that external monitoring systems are utilised, and that final
certification is based on clearly defined skill profile requirements, consistent
and verifiable standards of certification can be maintained.

Concluding Comments

It is clear from the above, that given adequate structure and support, there
is no reason to regard workplace-based assessment as inferior to
assessments conductedbymemalamsmorm:wdteachm. In fact, a
close scrutiny of educational assessment policies, methods and practices
reveals that they attempt to emulate the ‘real’ sit:ation or to prove their
validity relative to the ‘real’ situation.

We are therefore faced with two distinct models for quality assessment of
workplace skills:

. Remove the responsibility for the assessment process from the
workplace trainer, then introduce costly external assessment systems
and complicated, cumbersome and heroic processes tn ‘prove’ their
industrial relevance and reliability; or

. Leave the responsibility for the assessment process with the
workplace trainer, and introduce less costly support systems and
monitoring systems to ensure standards are maintained.

In comparing these two alternatives we must recognise that even with
substantial effort the external assessor option will always only approximate
industrial reality. We must also acknowiedge that the workplace assessor

option will require vigilant monitoring and support.

In particular, the following conditions are required to ensure that workplace
asscsament acts as a powerful and constructive force which promotes the
goals of equity, productivity and quality in training and personnel
management:

The conditions underpin the New Apprentice Training and Assessment
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Workplace trainers competeat in the skills they teach

using
Clearly stated skill requirements
8kill-based obsarvation of workplace performance

Skill-based records of progress
Skill-based criteria for certification

and providing

Trainee access to records
Immediate feedback on performance

with

Independent monitoring of training and assess.. %t
standards

will assure

Yalid, accurate and meaningful assessments

Scheme and the new Public Secior training initiatives in Western Austrauta,
covering both workplace and college assessments.
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SUMMARY OF WORKSHCP DISCUSSIONS FOLLOWING RUSSELL
DOCKING'S PAPER: ASSESSMENT IN THE WORKFPLACE: FACTS AND
FALLACIES

One of the group workshops used their discussion time to answer some of the
questions which were given as a starting point to the discussion. To the first
question suggesting that ‘front end’ vocational qualifications might become
irrelevant with introduction of competency assessment this group agreed that |
they could be replaced by entry selection tests but nevertheless the learning
process which ends in a formal qualification also prepares people for selection
tests,

To the question of whether the assessment undertaken in the workplace by a
trainer or supervisor would be blased, the group asserted that it would be no
more than thac undertaken by the off-the-job trainer particularly in so far as
the workplace assessor will receive negative feedback from his/her colleagues
in other paris of the enterprise if the trainer's work is substandard. The
relationsh.p between workers’ understanding of work processes as well as thels
attitudes towards work was the subject of the last question. The group
stressed that attitudes and understanding are equally important components
of on-the-job competence. The group expressed concern over the difficulties in
assessing attitude and argued that the teaching modules should incorporate
elements which introduce trainees to the importance of attitude as well as
skills in the workplace. This point was also taken up by the second group.

The second workshop group treated the issue of assessment in the workplace
differently and dealt with the topic under a number of different headings.
These included:

. the issues of quality of teaching tt e workplace. What mechanism will be
established to ensure quality teac.uing? Who assesses the competence o
the workplace assessor?

. since the notion of gtandards is inherent in workplace assessment then
perhaps the term ‘required standard’ should be better defined. The termr
may take on a different meaning depending upon the context in which it
is applied. Furthermore, provision for changes in standards must be
made given the rate of technological change. Another issue associated
with standards is that they are not going to be specific enough for one
person in the workplace to assess another. Employers’ standards are
not necessarily industry standards: not all industry standards may suit

all employers.

o workplace asscssment can’t be a one-off event to gain a qualification.
Performance must be reassessed in the light of the changing workplace.
Assessment of new skills is just as relevant as assessment of initial
training. Who will be responsible for ensuring continual workplace
reassessment?
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A WORKPLACE EDUCATION (ADULT LITERACY) PROJECT IN THE HUNTER
VALLEY

BRIEF PRESENTER: Margaret McLauchlan
Hamilton College of TAFE, NSW

Summary

This paper outlines the background and findings of a Workplace Education
(Adult Literacy) Project conducted by TAFE's Adult Basic Education staff for a
particular Hunter Valley industry, targeted to their non-trade employees. To
identtfy the specific literacy needs, an interview and assessment procedure was
applied. The findings indicated that employees of the 24 interviewed would
benefit from skills upgrading in the areas of literacy. The literacy skills of the
other 6 employees were considered too advanced for the proposed class.

Employer's Request: TAFE Response

The industry requested assistance to implement literacy and numeracy support
for the non-trade employees within the industry’s award structure. An
employee is placed in one level and is able to move to the next level by means
of the industry’s competency test, dependent on the education or training
attained. The Workplace Education Project was designed in two stages. stage
one was to conduct information sessions to nominated shifts, and stage two
was to establish a classroom on-site and to commence educational sessions for
a specified time.

Establishment of the Planning Group

Based on the structure of Melbourne's Council of Adult Education Workplace
Basic Education Project, a planning group was formed with members from the
industry, TAFE, the NSW Trades and Labour Council plus the NSW Adult
Literacy Council Co-ordinator of the Workplace Basic Education Resource
Project. It was decided that each industry site should form a Site
Implementation Group to develop and oversee their own workplace education
classes. This site group would have representatives from the industry, TAFE,
union, employee student body and the planning group.

Advertising at the Workplace

In order that the employees learn about the Workplace Education (Adult
Literacy) Project, a number of vital communication strategies were needed. The
section foreman from each shift and the occupational health and safety nurses
were informed about the project as well as the TAFE information sessions.
Stmtlarly the site chairman and the union delegates were informed and 100%
agreement war ~tven for the project. An article describing the project was
printed in the administration newsletter which was targeted at management
and staff. A selection of posters illustrating literacy themes was displayed

around the site.
r
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The Information Sessions

Two TAFE teachers conducted information sessions over two days of the shift
changeover. To achieve an informal atmosphere in the staff training room, the
seating was arranged in a semicircle with the seasion deltvery from the front of
the room; a collection of literacy resources and samples of student story
writing (called Language Experience) was placed strategically on a table near
the door. This was a debriefing area for the employees who had listened to a
sensitive topic: here they could release tension or display nonchalance about
the topic. Two training officers attended the sessions to answer questions from
the employees. In total, 179 workers attended the 14. one-hour sessions on a
voluntary basis. One shift of non-trade workers did not want to attend, and
their place was taken by other staff. Employees were tald to post the reply
cards in a ballot box to be displayed in the occupational health and safety
nurses’ office. This ballot box remained in the training room over the two days.
Employees were eager to participate in the project and not shy at ‘posting’ their
reply cards, since the majority (30) were placed in the ballot box or handed
either to TAFE teachers or industry staff at the conclusion of the sessions.
Thirty-four reply cards were received in total. At question time the employees
focused on what level the class would be, when it would start, the industry’s
contribution (study leave, attendance in shift time) and general inquiries about
literacy teaching.

The Workplace Education (Literacy) Interview Sheet

This interview sheet was based on other instruments used in Australia, UK and
the USA. The primary aim of the instrument was to gain as much relevant
information as possible in a relaxed and confidential setting. The employees
were asked to state long- and short-term goals, educational background and
confidence level in community and workplace literacy situations from a check-
list provided. To assess comprehension, each person chose one of two graded
texts to read and answer questions as well as clearly demonstrating
comprehension on a number of industry specific literacy tasks (three tags -
warning, defect and danger and a leave form). A checklist on mathematics and

a survey for people from a non-English speaking background could also be
used if needed. '

The Interv! .w Sessions

The employees who had requested interviews were sent letters informing them
of the time, date and venue; the shift foremen were also informed. The nurses’
surgery was chosen as the interview venue because of its perceived neutrality,
and two separate rooms were available for the interviews. If an interviewee
fatled to attend. the training officer was telephoned who attempted to make
contact with the employee. Two extra interviews were scheduled in the
interview timetable. Follow-up letters were sent to the employees who were
unable to attend their scheduled interview time. Letters are planned for the
interviewees informing them of their selection for the Workplace Education
class. Similarly letters are planned for those who would gain more benefit from

other courses.
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Results from the Werkpiace Education (Aduilt Literacy) SBurvey

There was a riinge of ages with 3 people less than 29 years old, 9 people
between 30 and 35 years old, 4 people between 36 and 40 years old and 8
people between 41 and 49 years old. The resuits for the levels of education
showed that two interviewees had primary school education only, while 4 went
on to Years 11 and 12. The majority of interviewees (12) attended to Years 9
and 10 while aix people went to Years 7 and 8. The full range of years of
service in the enterprise was also extracted. Six interviewees were employed
for less than 11 months and 2 had been employed for more than 15 years. the
6 - 9 years service group and the 10 - 14 years service group each accounted
for 4 interviewees. The highest number of 8 interviewees was in the 1 - 5 years
service group. The interviewees from non-English speaking backgrounds were
able to be understood by the interviewer. indicating that there was no difficulty
with oral communication. The interviewees were asked why they hadn't gained
literacy skills at school and whether they had problems at home which could
have affected their educational process. The reasons were typical of those
given by adults with literacy difficulties and appeared in three categories -
family, educational and personal reasons.

The Workplace Education (Adult Literacy) Project had as its focus, the non-
trades employees. The analysis of the responses confirmed that this was so:
13 were cleaners, 5 were tradesperson’s assistants, 2 were maintenance fitters,
1 was from the store, 1 was a rigger, 1 was a crane driver and 1 was a
workshop foreman. In total, 21 interviewees were from the non-trades areas.
The employees had brought a range of valuable skills to the industry and their
past experiences included skills in management, ccmmunication and
organisation, skills from industry, skills from the construction industry,
clerical skills and specific skills.

The interviewees were asked what long-term goals they had or what plans they
had for their working life. The majority of them wanted to advance themselves,
improve their qualifications, and indicated their aims for specific positions in
the industry. It was obvious that the majority were ready for change and to
participate in new uptions. This was demonstrated in the varied training
courses in which they wanted to enrol. A small number wanted to become
foremen, to be operators, to work in stores and to work in the clerical area.
The majority of interviewees had already formulated clear plans to upgrade
and/or gain licences and certificates. The licences included those required to
drive a dozer, a front-end loader, a crane or to control a winch. The TAFE
certificates and other courses which some wished to undertake included
botlermaking, welding, electrical trade, mechanics, carpentry, rigger. coal
plant operation course, car mechanic, a industry specific course or computer
skills. The personal goals covered the following: to read more fluently, to help
the children, to stay in the same position until confident or to gain confidence

in attempting something new.

The short-term goals covered both specific and functional needs; for example,
to write messues from the emergency service's radio control, to write reports

in a concise manner, to pass the first aid test, to improve comprehension and
study skills or to upgrade the vocabulary in writing.
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Reading Checklist

A list of literacy items was read to interviewees who indicated whether they
were able to complete each task with confidence (1 do this), or in fact needed
help to complete each task (Td like to be better at). A space for specific needs
was included. The items covered community and workplace literacy tasks.
Results for the 24 interviewees will be presented first, to be followed by a
second interpretation. The secund extrapolation respresents an attempt to
clearly view the confidence levels of the remaining eighteen interviewees after
the results of aix advanced intervews have been extracted.

The majority of interviewees stated that they could cope with reading
magazines and newspapers (83%), reading job advertisements (87.5%). readin’
timetables (929). reading catalogues (96%), reading labels (96%), using the
phone directory (83%) and reading diagrams (67%). Trade unions should be
comuusied by the fact that 87.59% stated that they could read trade union
notices, and likewise the industry should feel pleased with 83% stating that
they could read the safety manual, 75% the timesheets and 87.5% messages a
work. However, when the tasks required a higher order of literacy skills. the
percentage of interviewees declaring that they were confident in these items
declined.

Furthermore, when the results of the six advanced interviewees are extracted
from the group percentage, another picture emerges. The resuits of the
cighteen interviewees. (The second percentage figure in the brackets clearly
shows the decline in confidence level. Interviewees indicated that they were
confident in reading mapa (58%: 4496), using dictionaries (58%; 509%), using
reference books (62.59%; 509}, reading contracts (legal, insuranc: .-ork, house
25%; 179), reading instructions relating to maintenance (58%:; 4%.4%), readin
letters (management, friends, school, personal, postcards (46%: 33.3%),
reading forms and leaflets (accident, tax, medicine, reports 42%; 28%) and
training notes (589%; 50%).

Comprehension Skille

The comprehension tasks consisted of oral reading from a graded text, a cloze
test, locating a key work and an inferential question; the spelling task was a
one sentence dictation. The industry-specific tasks consisted of oral reading
from three tags (warning, danger, defect) and completing personal details
together with a reason for leave on a leave formn. All interviewees (regardless o
literacy level) were able to clearly demonstrate comprehension (purpose) of the
safety tags. On the other hand, the results of completing the leave form were
very revealing. Many interviewees had difficulty in correctly filling in the
various sections. Eleven leamners (45%) of 24 employees failed to complete the
section dealing with the applicant’s detatls and spelled words incorrectly. The
majority of reasons written would be correct for special, short and annual
leave. Five people (2196) wrote reasons which would be classified as sick leave
It should be noted that the form selected was intended for other types of leave
other than long service and sick leave. The comments were interesting; for
example, ‘I put down "flu” and it copes for all occasions’; ‘the foreman fills it
out for us’; T am copying Tedwgd ‘annual’ from that part of the form and

142



some concern to management and unions, for the empioyee could be using up
annual leave instead of correctly applying for special or short leave.

Maths Checklist

This item was similar to the reading checklist, where the interviewees stated
thelr level of confidence when completing the item or that improvement was
needed. Eleven out of the 24 interviewees stated that they would attend &
mathematics class if it was offered at the workplace. Similarly the level of
confidence in performing the basic operations certainly decreased when the
operations required higher skills. For example, 82% of interviewees stated that
they were confident with addition and 73% with subtraction. The interviewees
stated less confidence with multiplication (4596) and even leas for diviston
(18%). Also, the level of confidence with decimals, percentages, metric,
geometry, graphs, charts and tables was only 18%. Very pleasing results were
found in telling the time, with 100% of the interviewees stating confidence
with the 12 hour clock, and 739 with the 24-hour clock. Confidence in skills
relating to personal finance (money, interest, bills, credit) is an area of concern:
369 of interviewees felt confident performing these tasks, whiie 45% felt
confident in dealing with budgets. The confidence level with using a calculator
was 45%.

The areas which had recetved very little practice since school days were quite
evident. The interviewees probably had difficuity grasping these concepts while
learning them at achool.

The confidence level for fractions, weights, measures, arca and volume was
quoted as 9%, while no confidence at all (0%) was felt in the areas of ratios,
estimation and algebra. In the space dedicated for other items, logarithms
were understood by two employees and scientific notation by one. The
personal reasons to upgrade in mathematics included: to help children with
homework (one at primary and one at high school), to write out cheg::»s_to run
a farm business, to mentally calculate maths faster and to complete the
industry’s technician assistant course.

Employer's Response

The industry has agreed to conduct three literacy classes for 36 weeks at the

site and these are expected to start in August 1990. Concurrently
site planning groups are to be established at the industry’s four other sites in
the Hunter Valley and one at Lithgow. The establishment of classes in
mathematics on site is presently being discussed.
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MORE AND BETTER SKILLS RECOGNITION"
WHERE ARE WE UP TO? WHERE ARE WE GOING?

Dean Ashenden
Ashenden and Associates

Where are we up to?

Early in 1988 I wrote a short polemic for the Sydney Moraning Herald,
attacking the ‘genteel protection racket’ jointly conducted by certiary education
and the various professions and para-professions by means of their control of
credentials. The article drew on overseas experience (such as that of the
Regents College Degree Program) to argue for ‘an Australian credentialling
agency which would open up educational and vocational credentials to
competence rather than time served in ever-lengthening, ever more abstruse
courses of study.

Comments on the article at ‘ne time suggested that such ideas were exotic,
and fanciful. But the pace of change has been such that only two and a half
years later it is almost a conventional wisdom to argue that leaming should be
recognised trrespective of where, when and how it was acquired. Like everyone
else in the field 1 too have learned a lot, and my rather natve proposal for an
'fAustrauan credentialling agency’ has been overtaken by events, including the
‘ollowing:

. Award restructuring in two industries (Metals and Hospitality) has
progressed to the point where national standards and assessment
systems are nearly ready to go. Several other industries are not far
behind.

. A number of enterprises have developed or are worki.ag on ways of giving
formal recognition (on paper and in pay rises) to combinations of
practical experience and training. (See, for example, Brown in this
volume).

. Substantial projects are under way to 1ecognise the skills held by
neglected groups of workers such as clerks. (Bellenden 1990).

. At least three separate projects are tackling the design of ‘skills’ or
‘credit’ banks which can store and retrieve records of skills recognised.

. The infrastructure of a national skills recognition system is now filling
out, with NOOSR operating for a year or 80, the National Training Board
established, the new Register of Awards in Tertiary Education (RATE)
replacing the Australian Council on Tertiary Awards (ACTA). At the State
level new or redesigned training authorities are moving to integrate the
public and private (i.e. in-house, market-based and community provider)
training systems.

. A number of higher education institutions are talking seriously about the
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idea of recognising learning through experience, and at least one (the
Victoria College, through its Technology Management program) are
acmanyddngnouﬂmopuunngMotheﬁormalquanﬂuuom
as well. ({Stokes ¢t al 1990)

through
structured combinations of experience and formal leamning. Even school
systems (such as those of South Australia and Western Australia) are

reﬂunklngtheprofuunmldevdopmentdlchoolmmmdlmumﬂar
terms.

There are three ideas at the core of these various reforms.

First, training and development should focus on the achievement of clearly
stated standards (developed through analysing job and workplace
requirements) rather than by the length of time served on the job (as in many
apprenticeships), or compietion of a formal course of study over a set period of
time. Skills will be recognised wherever, however and whenever they have been
attatned. .n or off the job, through programs in public, in-house, market-based
or community-provided programs. The training and development system and
its various programs should be, in other words, ‘competency-based’,

Second, when individuals have been assessed as meeting competency
standards they should be given formal recognition of their attainments, both
industrial and educational. The attainment of skills should open up new
possibilities for reward and advancement in the workplace, and for further
study in the formal education and training system. In other words, all
employees should have access to ‘career and training paths’,

Third, both the new skills standards and the new career and training paths
should be defined in and backed by industrial awards, with these in turn
linked to the development of more producttve workplaces. As the Federal
Government's major statement on the question puts it:

Consistent with the Structura! Eficiency Principle established by the
August 1988 National Wage Case decision. negotiations on award
restructuring are now in progress across a wide range of industries and
sectors... The negotiations required will involve extensive review and
eventual overhaul of existing industrial awards, leading to new
arrangements consistent with modern economic and industrial
circumstances. The issues to be addressed are both substantial and
wide-ranging, including revision of job classification structures, the
establishment of new career paths and remuneration arrangements,
improvements to skills formation and training practices, and reforms of
work organisation, working time and payment systems. (Commonwealth
of Australia, April 1988, p. 13).

When we prepared the Employment and Skills Formation Council report, The
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Recognition of Vocational Training and Learning, about a year ago we were
mrpmedtonndmethanﬁortyhnmumomdphmmmto
one aspect or another of this general approach. (Employment and

Formation Council 1990). Ampeatofthatqmckmmm.mwymldﬂnd
many more innovations now. In brief, the idea of more and better skills
recognition has taken off.

1 none the less find mywelf looking at current developments with something like
Gramaci's optimism of the spirit and pessimism of the intellect. The optimiam
of the spirit is easily explained. The recognition of more kinds of leaming (and
especially of practical capacity) by public authorities, educational institutions,
and employers offers hope of a profound shift toward a fairer and better
educated culture as well as a more productive one.

But how far will the reforms go? And what will be the end result? The
argument advanced suggests that the reforms now in train will not go far
enough, and that the end result may be very different from that which s
intended. This case is laid out under three headings:

. The development of new recognition machinery

. Problems of design

. The underlying logic of more and better recognition.
The Development of the New Recoguition Machinery

Public authorities and at least some leaders of business and union opinion
have rightly stressed the urgency of change. ‘Ihatsameoenseofurgencyhaa
not been obvious in many practical decisions.

The linchpin of the new recognition system, the National Training Board, has
taken a frustratingly long time to get going. Another key element of the new
scheme of things, the recognition of private training providers and programs,
has been even slower {n happening. There is still no genuinely open
recognition (‘or accreditation’) system in any State. Two States (New South
Wales and Western Australia) still have not even established the authority to
extend accreditation, and one of these (Western Australia, until recently a
pace-setter) has no immediate prospect of doing so. (Commonwealth of
Australia 1990). A recent survey of movement in the TAFE system towards
competency-based courses and programs reveals very slow and uneven
change, even when measured against a very generous notion of what
constitutes a competency-based program. (Thomson, in this volume). Higher
education institutions have been slower still in getting to grips with the fasue of
credit transfer amongst themselves, much less the recognition of associate

diploma and other lower” tertiary qualifications.

Of course these changes in the machinery of public regulation are meant to go
hand-in-hand with redesign of workplaces and jobs, to provide the currency of
new career and training paths. But here too the current pace of change is
discouraging. Recent and authoritative evidence (from the BCA/Monash

’ 152 148



survey of restructuring at the enterprise level) concludes in these terms:

These results strongly suggest that even among respondents
representing a ‘best case scenario’ of workpiaces within Australia’s
largutﬂrms.thenumbaofworkplmchumvmchhmbeenalrudy
lmplunmtedasamultofuwsuucmmmuencymmuumted.
This is despite the fact that a quarter of respondents have company
awards and most managers {72%) had been personally involved in the
negotiations with union officials and workplace job delegates. It would
appear that few of the workplace managers respondents to the survey are
seeking to establish their own workplace or enterprise specific
arrangements ahead of the gradualness evidenced at the industry level,
as exemplified by the leading industry model of Metals anc Engineering.
(Curtatn 1990).

To this account we may add that in many industries there has been something
approaching incomprehension of the Structural Efficiency Principle. Less
charitably, it may be suggested that the idea has been comprehended and
therefore resisted.

More worrying than a frustratingly slow pace of change, however, are
weaknesses in the design of the new machinery.

Problems of Dosign

The example of accreditation of private training providers and programs is the
most obvious case in point. The new skills standards and accreditation system

was given its shape by the meeting of Ministers of Labour in April 1989, The
essence of the agreement was that skills should be defined nationally (by a new
National Training Board), but accreditation of programs to provide them should
remain with the States. The firet half of the agreement represented a triumph
of the new approach to skills formation, the second a triumph of parochialism.

The upshot has been predictable. Even where accreditation arrangements are
appearing, they are different from each other. At A time when the Prime
Minister is leading thinking about getting rid of difierent railway gauges we are
busy in the crucial area of skills formation putting a whole new set of rallway
gauges In place. As things stand at the time of writing, any firm developing
skills according to national standards in two or more States must queue up at
two or more separate agencies to meet two or more sets of criteria for
accreditation of its capacity to deliver those national skills. Likewise,
employees who move from one State to another may find that workplace
lsamning recognised (for industrial purposes or for entry to a TAFE or higher
education cuirse) in the State they are l2aving but not in the State they are
entering.

Structural weaknesses in the national machinery of recognition are plain
elsewhere. The membership of the National Training Board is dominated by
the public sector and by the States at the expense of industry and the unions,
while the Board's broad charter 1= aot matched by its slender resources (it will
have a professional staff of only a dozen or s0). he shortage of people
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competent to carry through the massive program of skills analysis, design of
assessment systems and all the rest is a general one. There has 80 far been no
concerted move by any public authority to meet the enormcus demand for
expertise in the whole area of skills recognition. Indeed it is a nice irony that
there is no plan for a career and training path for the many people (ranging
from shop floor supervisors to assessment professionals) who will make up the

Underlying these problems in machinery is a tacit acceptance of a triple
division in the Australian vocational recognition system: first, between what is
recognised in and by the workplace and what the academy will count; second,
between the currencies of higher education and the programs offered by TAFE
and its private sector peers (second); and, third, between the qualifications of
the professions and para-profesaions and those of other occupations.

The National Training Board, for example, is charged with bringing
competency-based skills recognition to occupations up to, but not beyond the
para-professions. Below the line (it appears) real workplace skills and multiple
skills development processes are needed, bukt above the line what counts is the
number of years spent in programs of study which have more to do with
academic traditions that workplace realities.

It is true that the National Office of Overseas Skills Recognition (NOOSR) 1s
charged with pushing the para-professions and the professions toward clear,
defensible vocational standards, but it has only a tiny staff and budget with
which to achieve this Herculean task, and its main brief, moreover, is to
establish the equivalence of local and overseas qualifications rather than to
tackle the standards issue head on. RATE, sometimes depicted as the second
line of assault on the commanding heights of the workforce, is really ACTA by
another name, persisting with its predecessor’s practice of recognising pieces of
paper according to the length of study required to get them, rather than

recognising groups of skills.

The failure so far to tackle seriously the way in which most (and the highest-
status and best-rewarded) occupational credentials are earned is strongly
related to a little noticed but enormously powerful dynamic in the education-
economy relationship: credentialism. This takes us to a third and larger

source of pessimism.
The Logic of Formal Recognition

The current wave of reform of vocational recognition stands on the premise
that the formal recognition of skills and knowledge can service a number of
positive purposes. Thut is plainly 8o, znd the constructive potentials of
credentials have been very well laid out in a number of recent Federal
Government papers and statements. (Commonwealth of Australia, August
1988, April 1989, April 1989). Formal recognition of akills is inequitable
because 80 many of the skills now held in the workforce (and especially those
held by women and by those in the bottom half of the labour market) are
unrecognised and therefore unrewarded, financially or psychologically. Skills
held are often unused or undeveloped because they are unrecognised. Much
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educational and training effort is wasted, a weary slog over already familiar
ground, nlmplybewmeleanungdoneonmejoborehewhmhnotnouced. It
follows that more and better recognition of skills can enhance equality,

efficiency, the quality of working life, and productivity.

It also needs to be remembered, however, that formal qualifications have other
consequences. If they can help in finding. selecting and promoting employees,
theycanalsomakethuededmmsslowanddmmry.Thcycanhelp
establish occupational monopolies which reward membership of the club
rather than (or as well as) real and needed skills. Over time occupations and
individuals compete with each other to get higher status qualifications,and
therefore demand longer and more abstruse courses of study (credential
inflation) as the price of entry. Educational resources are wasted and, worse,
distorted as the link between workplaces and learning places grows longer and
thinner. Extra educational effort goes to those at the top of the tree rather
than those lower down.

Indeed it could be argued that one of the main sources of structural weakness
in the Australian education and training system is the unusual scope given to
the accumulation of educational credentials in this country. It would help to
explain the strong emphasis given to front-end programs (at the expense of
recurrent or continuing education and training); the relative strength (by
international standards) of the public sector and the relative weakness of the
private; the very marked separation of formal learning from the world of work
(including a widespread disdain within the public education system for applied
knowledge and practical learning); and the high proportion of education and
‘raining effort devoted to the top third of the labour market (again by
international measures) and the relative under-emphasis on the middle third
and the shameful neglect of the bottom third. (Ashenden and Sweet July
1990).

Escalating competition for credentials would above all, help to explain the
extraordinarily rapid expansion of the Australian formal education and training
sector over the past generation or two. In 1952 there were nearly 1.5 million
students in Australian schools, 170 000 students in technical education, and a
further 30 000 in universities. Only thirty years later, less than a working
lifetime, the number of school students has doubled, the number in technical
and further education quadrupled, and higher education students numbers
have multiplied no less than twelve times. (Commonwealth of Australia
Yearbooks, 1954, 1985).

It is especially important to note that this expansion in the supply of educated
and trained labour has proceeded much more rapidly than expansion of the
workforce. Between 1964 and 1884 the number of new graduates at Bachelor
level and above multiplied seven times compared with only a threefold increase
in the size of the workforce. Between 1968/69 and 1881/82 the number of
males in the workforce with formal qualifications doubled and the number of
females tripled. Over the same period the proportion of the workforce holding
post-school qualifications rose from 25% to 49%. It seems at least likely that
this accumulation of formally acquired skills and knowledge proceeded much
more quickly than change in the number or character of skills demanded by
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the labour process. (Ashenden 1988, Sweet 1987).

If this picture of the shape of our education and training system and of its
relationship to economic activity is roughly right. then several policy directions
jollow. We should be locking not so much to increase the supply of skills as to
redistribute it; not only to recognise more skills but to be much better at
recognising skills developed in, and needed by the workplace: and (finally) to
move away from extended front-end. formal education of individuals, and to
expending relatively more effort into on-going skills formation through
structured combinations of experience and learning.

How do the new recognition arrangements measure up to this prescription?

Skills Recognition and the Existing Credentialling System

There can be no doubt that the development of career and training paths for all
workers in (for example) the Hospitality and Metals industries strikes a major
blow for educational equality In Australia. People who typically left school
carly will have, for the first time a genuine opportunity to learn and to go on
learning. They may also obtain a greater measure of wage justice by being paid
for what they already know and for what they subsequently learmn. There is
also at least a good chance that workplaces in these industries will be the site
of much more learning than has been the case in the past, and that the greater
sense of satisfaction and purpose which this produces will reduce labour
turnover and absenteeism, increase quality of work, and hence boost
productivity and competitiveness. In short, competency- or skills-based
training and development coupled with career and tratning paths developed
through award restructuring have, in design at least, the potential to address
some of the really big structural deficiencies of the education and employment
systems.

Much the same case can be made for other new or proposed skills recognition
mechanisms. The Victoria College "articulated’ Technology Management
program, for example, is a model of the idea that one level of learning should
lead to another, that qualifications can be traded in as people move up the
ladder, and that formal and informal learning should be recognised within a

single qualification.

Yet these same developments contain within them contradictory elements. At
the heart of the idea of career and training paths, for example, is the
requirement that movement from one occupational or wage level to another can
be accomplished only by those who have the required piece of paper. The
possibility that these movements will become regulation bound and

by vested interests rather than determined by objective judgements about skdll
levels is obvious. There will be a steacly pressure to guard each of the key
levels of occupational boundaries by ‘tougher’ pieces of paper - that is by
requirements which run ahead of real need. or which are met by formal
instruction rather than learning through the work process.

The evidence of the Monash/BCA study suggests that workplaces will fail to
change quickly enough to keep up with the supply of people with new skills or
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new evidence of skills. In other words, the new skills recognition systems may
have credential inflation bult into them. The extenston of formal recognition to
the whole workdorce (rather than about half of it as ai present) contains the
same potential. It can from this perspective, be regarded as a kind of vacuum
cleaner or funnel, bringing much larger numbers of occupations and of
individuals into the system of competition through the possessiot. of formal
credentials.

Perhapsmoatworrylnglsmefaﬂurc(aofar)mreanytacklemebuhonwhlch
existing and largely high-status qualifications are awarded, which, coupled
with the development of competency-based qualifications at the lower end of
the labour market will generate a perception that ‘competsncy-based’ meaiw
‘second-best’ - a stop-gap. Quite aside from the damage such distinctions
would do at both ends of the spectrum, it is likely to increase the pressure on
many occupations and individuals to get ‘real’ qualifications, and thereby
accelerate the operation of the ratchet of credentialism.

In this light some of the problems in the design of the new machinery noted
above take on a larger significance, One of the reasons for slowness in
developing accreditation of private providers and their programs (for example)
is the tremendous pressure from the established public credentiallers to grant
accreditation only to providers and programs which are like them. In other
words, in-house, community and market-based provision may be pushed
towards being more course-based, and towards making more use of the
classroom rather than the work process as the site of learning.

The very powerful resistance of higher education institutions, tacitly or
explicitly supported by professional associations, to the Federal Government's
attempt to limit the length of courses and to mave courses toward a basis in
explicit standards seems to be another case in the same general point, (it is
significant that the very enlightened approach taken by the leadership of the
Institution of Engineers seem to be under threat by the Institution’s
membership).

In sum, amongst the impuilses contained within the new recognition

ts is an expanded credentialism. It may be strong enough to push
us further down the US route rather than the Jar.anese or the German where
credentials are more closely linked to the labuir. market and the competition
between occupational groups and individuals, ti:an to the labour process and
the competition for greater productivity.

How, 1f at all, might policy anticipate and forestall this possibility?
Some Ideas for Policy

It may be that the new recognition mechanisms can be shaped to influence
what they eventually produce. The following may be worth considering:

. The maldistribution of vocational qualifications be tackled by




she top third.

On one hand. then, would be a very big ‘catch-up’ effort via competency-
based programs which codify and then assess the skills used in the

_ bottom third of the workforce (in broad terms, occupations up to but not
including the trades). This is exactly the thrust of work in the
hospitality, TCF and other industries, but it needs much more support
from governments and from the husiness community. Award
restructuring will be the main vehicle for this work, but other
supplementary possibilities ure illustrated by the TRAC program reported
in this volume and a proposal for a National Basic Education Strategy.
(Coopers & Lybrand 1990, Sweet 1990)

At the same time, the top third of jobs should be addressed. Here the
key is tranaforming the way in which existing vocational qualificatior s
are awarded. The length of front-rnd tertiary programs should be traded
off against increases in recurrent learning, accompanied by the staged
acquisition of qualifications and entry to professions. Programs should
be developed on the basis of explicit, publicly-justified standards. If
‘time served’ on the job is not a good enough basis for apprenticeships
nor iz time served in academe (whether the higher education or the TAFE
versions) good enough as a way of getting para-professional and
professional qualifications.

There is no hope at all of making much headway on this task unless very
large intellectual, political and financial resources are mobilised.
Promising examples of how to proceed include a management education
program being developed by the UK's CNAA (Council for National
Academic Awards 1989). A much stronger reform structure is needed.
One possibility would \# to adapt another of the UK's initiatives, the
National Council on Vo~ational Awards (NCVQ). The NCVQ is in effect
an accrediter of qualifications, but its accreditation is available only to
qualifications which are delivered through competency- or standards-
based programs. The NCVQ's weaknesses exist in their being prevented
from dealing with upper-level qualifications, and in lacking statutory
power. An Australian adaptation might overcome these weaknesses by
building on and greatly strengthening RATE and NOOSR.

The rapidly-emerging
mklg[bymeamoflncludm‘amreeruxdmmmpathiorrecogmuon
of workers, and a major program aimed towards recognising such skills
where they exist and developing them where they do not. The para-
professions and the professions will not be persuaded to move towards
standards-based programs while we are able to do so little work on
defining standards and assessing them, especially in the area of
‘complex’, ‘communication’ and ‘high level’ competencies. More generally
the idea of recognising prior and informal leaming, so corrosive of time-
based approaches to learning, will remain marginal or disreputable
pursuits if they are not staffed by credible people.




rethought. As things now stand we are moving towards a ‘barrier’
system, which requires the possession of all the skills at one level before
moving to another level, a mechanism guaranteed to produce both
rigidity and skills inflation. This is probably essential in some areas,
especially where health and safety are in question. But elsewhere
appropriate qualifications should be rewarded rather than required. One
way of shifting to this approach would be to replace the current matrix
structure of skills and career paths with a points system. At the
aggregate level, work 1s needed to shift the emphasis from the possession
of packages of skills or learning (certificates, degrees, etc.) towards
profiles of skills matched to the requirements of particular positions.
Siills recording systems should be based on skills banks rather than (as
at present) certificate banks.

. A careful distinction should be drawn between the nature and functions

of competency aassessment (on the one he nd) and performance appraisal
and management (on the other). and the latter should be developed
hand-in-hand with the former, Incrcasing numbers of industrial awards

are using competency assessment as the basis for entry to occupational
levels, thus throwing a lot of weight on assessment of performance at one
point in time, and encouraging the development of rigid career and
promotion systems. Rewards for the possession of skills are over-
emphasised, while rewards for the productive use of them is under
emphasised. It is in the interest of both sides of the induatrial fence that
good performance should be acknowledged nnd rewarded on an ongoing
basis, and industrial awards should acii:owiedge this.

. The suggestions made above imply that the Australian education and
training system has been producing qualified people faster than the
labour process has been absorbing them, and (second) that the very
weak links between the education and training system and the labour
process results in skills which are often inappropriate and badly
distributed. The other side of this coin is that the Australian economic
system is not sufficiently involved in skills formation and has insufficient
capacity to use the increasing quantity of skills being made available to
it. mnﬂhmm.ummmwtherefmbethatm

ﬂmutoohrgcaquuumtocanvauhere butmepromhlngh
to this very big issue is sketched in a paper commissioned by the
Business Council of Australia, (Curtain 1990).

Concluding Note

It has been argued that the present wave of refcrm of vocational recognition in
Australia has four planks, three of them explicit and a fourth tacit. The first
three are:

. A competency or skills standards approach to training and development;
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. Career and training paths;
. A new link between industrial awards and skills formation.
The fourth is:

. Much of the existing recognition (or ‘credentialling) system and  the
career and training paths which it serves should be left largely
intact.

It has also been argued that the combination of these four elemenis may have
unforeseen effects, some desirable, some not.

. It may produce a very rapid increase in the number of (compefency-
based) vocational credentials,

. The productive effects of this increased recognition may be offset or
outweighed by the way in which these new qualifications are
incorporated into the labour market and the labour process. That is to
say via career and training paths which have the potential to introduce
new rigidities, and skill or qualification requirements greater than
workplaces are able or willing to absorb.

. Competency-based career and training paths may also serve to channel
increased numbers of people into the top third of the credentialling
system, the present character of which (time-based, and acquired via
front-end and/or academically based formal programs) is likely to
persist. This will continually create a heavily stratified skills formation
system, marked by a persistently weak connection between sophisticated
skills and the production system, and by a greater struggie to share in
the fruits of production rather than to increase the amount of it.

Perhaps this diagnosis is too pessimistic. Certainly there are some
countervailing trends (in higher education and in TAFE for example) which
have not been canvassed here. Perhaps (on the other hand) the problem is
larger than policy can effectively manage. Both the problems addressed by the
new recognition arrangements and the problems within them relate to larger
structural difficulties, including a federal political system, and an industrial
and educational system inherited from the UK.

More generally, the problems of vocational credentials are a part of a larger
problem which has been pinpointed by critics ranging from Donald Horne in
the early 1960s to John Button in the late 1980s. We are keener on
consumption than production. Credentials are indeed a genteel protection
racket. In a week when Bond and Elders both posted record losses we do not
have to stead very far back to see that, in this respect, credentials are a part of
a culture ‘which endorses or tolerates various ways of cornering unearned
rewards.
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Postscript: a small gain for optimism

The ‘very enlightened approach’ taken by the leadership of the Institution of
Engineers (and referred to above) was accepted by the membershi}, oy a
majority of about two:one in a vote taken shortly after the manuscript for this
chapter was submitted for publication.
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SUMMARY OF DISCUSSIONS FOLLOWING DEAN ASHENDEN'S PAFER:
MORE AND BETTER SKILLS RECOGNITION: WHERE ARE WE UP TO?
WHERE ARE WE GQOING?

The discussions following Dean Ashenden's paper focused on a number of
vocational education and training issues which it is believed need resolving in
the light of the current changes to Australia’s training system. Issues which
need resolution and/or clarification included the following:

perhaps the assumption that Australia is experiencing a deficlency in
skills should be challenged.

changes to education and training should not be confined to the
vocational area. The higher education sector needs to confront similar
issues.

more effort needs to be accorded to the recognition of workplace skills.

CBT programs should incorporate the ‘sandwich course’ principle - at
least on a trial basis. Greater research and development effort needs to
be undertaken on assessment in CBT.

in the light of poasibly increasing the role of performance appraisal
systems, the application of assessment procedures should be re-
evaluated.

the increasing diversity of trade testing procedures under TRRA should

be noted. Skills Centres, enterprises and private providers also now,
along with TAFE provide TRRA testing.
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THE TRADESMEN'S RIGETS REGULATION ACT: NATIONAL RECOGNITION
IN THE METAL AND ELECTRICAL TRADES

BRIEF PRESENTER: Gien Newton
Department of Industrial Relations

The Tradeamen'’s Rights Regulation Act (TRRA) is a long standing recognition
mechanism, dating from 1946. It is the national mechanism for the
moogmuonofmetalandelecmmtmdeskﬂlowwdotherthanbym
Australian apprenticeship; that is, developed through informal training on-
the-job in Australia, training in the Australian Defence Forces. and formal or
informal training overseas.

The mechanism operates through tripartite committees established under the
Act. Central Trades Committees at the national level determine criteria for
recognition and broad matters of policy, and consider applications for pre-
assessment of trade skills from prospective migrants. Local Trades
Committees in each State make final decisions on applications for recognition
and issue Australian Recognised Tradesman's Certificates.

TRRA 1s administered by the Department of Industrial Relations. Central and
Local Trades Committees are chaired by senior Departmental officers from
Central and State offices respectively. Technical Advisers (all of whom hold
appropriate trade qualifications) assist the Committees by undertaking initial
assessment of applications and preparing decumentation for their

.consideration.

Australian Recognised Tradesman's Certificates sre accepted by employers and
unions as the equivalent of the completion of an Australian apprenticeship.

TRRA serves three important functions:

. it facilitates harmonious industrial relations in the highly unionised

metal and electrical areas by providing an agreed means for recognising
trade skills and avoiding disputes over access to types of work and wage
levels;

. it contributes to an appropriate skill base in the workforce and facilitates
labour mobtlity, and

. it ensures appropriate points are allocated to prospective migrants for
the skills they hold.

A major review of TRRA administration was undertaken in late 1988 by Mr
Brian Tregillis (an ex-Director of ‘he Commonwealth Employment Service and
an ex-Chair of vie Central Trades Committees). The aim of the review was to
minimise delays in application processing. and to ensure cost-effective and fair

management.
The major reforms introduced following the review were:
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. a computerised management information system;
. a rationalisation of Departmental administrative arrangements;

. mesuumhnmgdummmtprwedumummmcwterreuaneeon
documentary evidence):

. the introduction of program budgzting and partial cost-recovery to
provide additional resources and improve service to clients;

. the introduction of performance targets for application processing

aﬂappﬂcaﬂommmmwﬂalp:wungwmunwdmof
receipt and finalisation within 90 days of receipt:

. closer relations between the Industrial Relations and Immigration
portfolios to minimise delays at overacas posts; and

. closer relations with bodies concerned with migrant welfare. in particular
State Government overseas qualifications units.

The main outcomes of these reforms have been:

. meeting the 30-day performance standard almost without erception;

. meeﬁngmcgo-daystandardlnao%ofcam: and

. reducuonmthenumberofunﬂnanudmsesonhandfmmmoomend
August 1988 to 1850 at end August 1990, despite an increase in
applications in 1989-80 of some 36% over 1987-88.

The importance of the TRRA mechanism 18 indicated by the number of
applications for recognition under it. In 1989/90:

. Local Trades Committees considered 5998 applications and granted
4082 certificates

- while this is an overall success rate of 68.0%, the success rate for
migrants aomsedbytheCmtralMuCommlmorTecluncal
Advisers prior to migration was 98.49¢;
. Central Trades Commiitees considered 629 cases; and
. Technical Advisers asscased 8172 applications.
Detailed statistics on TRRA activity over 1889/90 are attached.
mmummmmmmm:mMuwm.

Comequmuy.toalargeextentitlsbuedonumc-aervmgthmu@lts‘ab:and
seven year rules’.

ERIC * 16

f |




Nonetheless, it 1s more criterion-referenced than the training system in general
in %o far as it has formal training criteria for recognition in place for 44
countries.

In addition, the six and seven year rules are not applied blindly: the process
examines the scope and nature of trade work undertaken by applicants.
Rigorous examination of applicants is done through a combination of
documentation, interviews, on-the-job ingpections and trade tests.

The focus of reform of TRRA over the past couple of years has been
administration. While this administrative reform is continuing, we are now
embarking on reform of the concepts underlying the operation of the TRRA
mechanism. Major impetus for these reforms arises from linkages between
TRRA, award restructuring and reforms to the training system; and in the
context of the Government's multicultural agenda.

The aim 18 to ensure that appropriate developments occur in the nature and
operation of TRRA. Major issues in this regard include:

. rationalisation of TRRA classifications tn the context of award
restructuring and multiskilling;

J bridging courses to fill gaps in applicants’ skills and to better integrate
formal training with on-the-job skill formation in the TRRA process;

. a more competency-based approach to assessment on the basis of
national skill standards

this issue emphasises TRRA's dependence on developments in the
training system and its dependence on industry and the National
Training Board to develop skill standards. The pace of reform of
TRRA will be linked to the pace of reform of the training system;

. the future role of TRRA in the operation of competency-based career
paths arising from award restructuring, including linkages between
TRRA and the National Board being established under the new Metals
Award.

Action on these issues is only just beginning. However, one area where action
is more advanced is the diversification of the trade testing infrastructure
utilised by TRRA. We are moving away from a reliance on TAFE as the sole
trade testing agent and establishing a diversified infrastructure based on TAFE,
industry-based skill centres, enterprises, and private training providers.

The atms of this development are to further speed up the assesament process,
minimise costs to applicants and facilitate the move to a more competency-
based assessment process. Intrinsic to this development is a nationally
consistent approach to TRRA assessment processes.
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TRRA - Statistics 1980/90
Local Trades Committecs

. considered 5998 applications
compared to 2716 in 1988/89

. granted 4082 certificates
. an overall success rate of 68.0%

. success rates for the various categories of applicants were:

selected migrants 98.4%
(1.e. selected by CTCs or Technical Advisers)
non-selected migrants 45.2%
ex-Australian Defence Force 76.8%
Australian civilians 57.8%
Central Trades Committees

. considered 629 cases
compared to 749 in 1988/89

Technical Advisers

. assessed 8172 applications
compared to 7100 in 1988/89
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SUMMARY OF DISCUSSIONS FOLLOWING GEOF HAWKE'S (UNPUBLISHED)
- 1/ PAPER: SKILLS STANDARDS IN THE METALS INDUSTRY

Although Geof Hawke's paper was not submitted for publication in the
conference proceedings the following 1s a summary of discussions which
followed it.

As with many of the discussion groups following workshop presentations the
discussion focused significantly on the role and responsibilities of the new
National Training Board as well as on standards. The issues proceeding from
Geof Hawke's paper included the following points:

. how will training providers use standards? There will be no simple
translation into curriculum/courses. Frequent review of standards is
essential with new technology.

. if the standards are set by industry how can their quality and reliability
be guaranteed? A problem may exist due to the different philosophies of
the various stakeholders.

. what will the NTB attitude to the metals standard and given the
advanced stage of the metals industry restructuring process, could the
NTB have any significant impact on the establishment of standards in
the metals industry?

. the preceding begs the question whether the NTB in fact has any real
power. The only power is its potential to persuade the Commonwealth to
refuse money to those who do not comply with standards. The States of
course can also withhold accreditation.

. how will consistency in standards be assured for those classifications
which overlap industries, e.g. crane operators, riggers, forklift drivers.
Should therefore, the NTB be looking at occupation-specific standards
where appropriate. These issues complicate the process of standards
setting since several unions may encompass several occupational ranges.

. generic skill arcas need to be identified. These transferable vocational
skills can be used for a number of industrial sectors.

. the development by TAFE of modules based on standards will mean that
TAFE can react quickly to industrial restructuring.

=
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COMPETENCY-BASED APPROACHES TO TRAINING IN TAFE

Peter Thomson
TAFE National Centre for
Research and Development

Introduction

This paper presents a synopsis of a national report on Competency-based
Training {1 TAFE (Thomson ¢t gl. 1990). Readers interested in the more
detatled picture should consult that report.

In May 1990 the TAFE National Centre for Research and Development was
awarded a contract by the Commonwealth/State Training Advisory Committee
(COSTAC) to prepare an inventory of competency-based courses and programs
currently being conducted by TAFE in Australia.

The need for the inventory was closely linked to the outcomes of a Special
Ministerial Conference on Training held in April of the previous year at which it
was decided to accelerate a competency-based approach to training for all
occupations affected by industry restructuring. COSTAC was given the
responsibility for co-ordinating the implemertation of this process which was
to include the development of a strategy and timetable for implementation.

The process was based upon a set of draft principles on competency-based
training, endorsed by both the Commonwealth and State Ministers for Labour
and further developed by COSTAC, as the first step towards a national policy
on training.

One prowiem that faced COSTAC was the inadequacy of information relating to
the implementation of competency-based methods of training within TAFE. In
COSTAC's view the development of a strategy required a knowledge of the
nature and extent of the competency-based training presently avatlable. The
inventory was seen both as a means of providing base-line data as well as the
necessary foundation for future policy.

Early in 1990 many initiatives related to competency-based training were
already taking place around Australia and the need for the inventory was
becoming increasingly urgent. COSTAC stressed that it required the
information as soon as possible and the Centre undertook to complete the
work within 16 weeks.

From the beginning it was seen to be important to involve each TAFE system
fully in the project both in terms of identifying courses for inclusion in the
inventary, and in gathering detatled information about each course or program
nominated.
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Methodology
. Planning and Organisation

Much of the early planning and organisation was facilitated by the project’s
Steering Committee. The Committee had repr-sentatives from the COSTAC
Working Party on Competency-based Training. the Confederation of Australian
Industry, the TAFE system and the ACTU.

To achieve consistency across the TAFE sector in the collection of data about
each course, it was necessary to adopt a number of special strategies. It was
decided that the bulk of the data would be collected by face-to-face
interviewing with telephone interviews used when this was not possible.
Interviewing was a way of ensuring a uniformity in the understanding of the
questions. By ensuring the interviewers adopt a common style with an agreed
interpretation of what information each question was seeking to elicit, it was
possible to be reasonably confident about the consistency of the data.
Although the relatively short time at our disposal occasionally meant speed
was of the essence, we were pleased by the overall quality of the information
obtained. We believe that the use of a matled questionnaire, where the
respondents have no opportunity to ask for clarification or to check that they
correctly understand the terms, would have been inappropriate in this
exercise.

To further assist the interviewers, a set of project definitions was developed by
the project team for use by each TAFE staff member involved in the
interviewing process. This set of definitions was designed to be as conasistent
as possible with those currently used by the Commonwealth Department of
Employment, Education and Training with input also provided by the Steering
Committee and representatives from the State/Territory TAFE systems. A copy
of the definitions was given to the interviewers and, in advance of each
interview, to each respondent as a means of encouraging a common
understanding about competency-based training and cther key terms.

Standard guidelines for interviewers were also produced and issued to
interviewers, again to enhance uniformity in the data gathering phase.

Finally, and most importantly, a two-day workshop was held in Melbourne
before data gathering commenced. Each TAFE system (except South Australia)
sent members of staff who would be involved in the project. In the case of
South Australia. project team staff from the TAFE National Centre were
available to conduct interviews once the courses were nominated by the South
Australians.

At the workshop, participants were informed about the purpose of the project.
The definitions and the interview schedule were explained to ensure
interviewers adopted a uniform approach and appreciated the rationale behind
each of the questions asked. The workshop also helped generate a
commitment to the project which was important given the timetable and the
(then) unknown extent of the data gathering exercise. Participants were also
able to help shape the final form of the interview achedule during the
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workshop.
. Ident{fying What Constitutes a Competency-based Course

One important problem that had to be faced at the beginning of the project was
how to identify a competency-based course or program. Although a number of
courses might be fully competency-based according to whatever definition was
developed, there was a strong posaibility that many more would qualify as
competency-based. For example, some courses could have a number,

partly
but not all, of the key features identified as competency-based.

A set of seven key characteristics was identified as typical of competency-based
approaches. They were selected from a number of sets tha were found in the
literature (Foyster 1990, Kenyon & Hermann 1887, Norton gt gl 1880) as well
as Federal Government discussion papers (DEET 1987, DOLAC 1988).

The choice was made by the COSTAC Steering Committee who considered the
range of alternatives and chose those they believed were most relevant to the
development of competency-based training in Australia, namely:

(1)  a full list of the competencies in the TAFE component has been
documented with specified standards and conditions for each
competency;

()  students/trainees can be assessed for their competency at any time they
(or their teachers or supervisors) belisve they are ready:;

(i) training is provided in a modular format which relates to specific
competencies;

(v} assessment is based on the standards specified in the competency
statements;

(v} assessment is, for the most part, based on actual demonatration of
skills;

(vi)  students/trainees can obtain exemption from part of the training (and
move to the next unit of work) on the basis of demonstrating
competence;

(vif) students/trainees results are recorded In terms of a statement of
competencies.

At this stage of the work there was a great deal of uncertainty about the
number of courses that might possess any or all of these characteristics. As
our task was to produce a ‘snapshot’ of the country’s competency-based
training in 1980 it was important not to focus in too tightly on a very few ‘pure’
programs or to focus too widely and get an equally misleading picture. In order
to achieve a broad general picture the following criteria were used when
nominating a course as competency-based for the purpose of the inventory.
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i.  The course had to belong to a TAFE vocational stream {i.e. courses in
Streams 2100-4500). Courses in the ‘interest’ or ‘personal enrichment’
stream were excluded.

2. The courses nominated were to be accredited (or were in the process of
secking accreditation). This criterion was designed to eliminate one-off
emnulack!ngperhnpethengourdemandedbytheamd!tnuon
process.

3.  The courses nominated were to involve 200 hours or more of TAFE
instruction. (i.c. entatl a significant training commitment). This was
dedgwdtoelmumtcvuyﬂmtcounuwmchmaybebuedonmﬂyom
or two subjects or modules.

4. The courses nominated were to include at least ane subject or module
which satisfied a minimum of three of the seven key competency-based
characteristics, that is (1) to (vil) above, as identified by the Steering
Committee. This criterion permitted inclusion of courses which had only
some elements of a competency-based approach.

The task of nominating courses for the inventory was given to the State and
Territory officers. They identified the 300 courses that make up the national
inventory.

It should be noted that courses which are part of the Australian Traineeship
System (ATS) are included in the inventory. All ATS courses were eligible to be
nominated, however only 72 were seen as satisfying criteria 1 to 4.

. Collecting the Data

The interview schedule was designed to collect data from those TAFE college
staff who were well informed about the courses. Both general course
information and more detailed information on the competency-based elements
were sought.

Mptcmmylndlcated.mcmbemofthesweﬂngmmmmzeuwenuthe
TAFE interviewers who attended the workshop contributed to the interview
schedule's development. The instrument was piloted in Perth and Adelaide
prior to its final adoption. In a face-to-face interview situation it took

a an hour to complete the majority of questions with some
additional time needed to obtain the general statistics.

The interview schedule was designed in two parts. Part A gathered general
course information which tncluded the proportion of modules® incorporating a
competency-based approach. Part B sought to focus the respondent’s
attenﬂmonatyplcnleompetmcy—bnndmodﬂemduqﬂmmuud

-
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atatunentandwas.forﬂmmootparhbuedonacmaldemonmumomdus.

AmcmberofﬂwTAFENauomlCenm‘ateamwmgneduneommt
pu:onforeachsmteﬂ‘mﬂaywhelpmanwrpmgm.pwmm;tmt
advieeandulumatclyprovldeweachStatedeemmrymwanpmpecﬁve
generated from the national dats In the preparation of each separate report.

An important qualification in rzgart’ to the data that follows, concerms
omissions and inclusions. Despite the precautions taken, it 18 inevitable that
mcmﬁmmsmmmmm:tasuteormmorymdhmmmtthat
a course included by one systzmmathebwam.ludedbymtber. In
general however, ttuaprob!emmlamtooourmwﬂhummwdnumberof
competency-based elements and should nat have any great effect on the overall
interpretations of the data presentad.

. Data Anulysts

Data were analysed using Statistical Analysis System (SAS) software, with
frequency tables being generated by field of study of tertiary education courses
to provide an initial overview in a spread-sheet format. The breakdown of the
field of study shows where resources have been directed until now. The field of
study classification is of assistance in interpreting da*a about TAFE courses.
Mnmmpurpoueoftheclasdﬂcaumutomﬂ.nmrmwlththzumc
or sim:lar vocational emphasis are 1:liably classified within the same ‘broad
field of study. For the purpises of reporting statistics, courses which have a
similarity in terms of the vocational field to which the courses relate may
therefore be gr~.aped together.

The classification has been developed using a vocational emphasis wherever
possible; that is io say flelds of siudy groupings wers determianed by the
similarity of potential vocations rather than the similarity of content. (DEET
1990a)

The Extent of Current Provision of Competency-based Courses in TAFE

It 18 not possible to be precise about the number of competency-based courses
currently being run by TAFE in Australia. Not only is there some difficulty in
belngsurethataparﬂculareoummeeuﬂmcnteﬂalatddm. but also the
total number of courses ninning at any particular time is problematic. Many
courses are subject to student demand and teacher avsilability, and

fluctuates during the year. Figure 1 provides our best estimate of the situation

*  The terms ‘subject’ and ‘module’ are vauiously used to describe the
learning elements of competency-based courses in the different States
and Territories. To overcome the clumsy ‘subject/module’ form which
covers this different use, the term ‘module’ has been used to include
both terms in the remainder of the National Report. State and Territory
reports have used the term of their choice.
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in the first half of 1990. The figure showe that nationally, 300 of 2329 TAFE
courses: that is, aronnd 13% (other than enrichment courses) have some
competency-based elements.

600

501

Nuymber 416

of
courses

400
B AN courses

3 Competency- bcsec?l

200

0 i
ACT NSW NT OLD SA TAS VIC WA

Figure 1 - Estimated level of competency-based training in States and
Territories

The survey has shown that a substantial number of competency-based
courses are to be found throughout Australia. However Figure 2 indicates
that the geographical distribution of reported courses is not uniform. The
majority of responses come from the south-eastem parts of Australia. The
ACT and Tasmania in particular, have reported more courses than might be
expected on the basis of population, while Queensland has reported fewer
courses than might have been expected.

The inclusion of ATS courses did not have a dramatic effect on the results.
Overall ATS courses were somewhat less competency-based than the others.
While there was more industry involvement and more effective reporting of
results with the traineeships, the non-traineeship courses present a better
picture when it comes to the standards and conditions assoclated with

delivery and assessment of programs.

It is planned that a separate report will be provided on the competency-
based elements of traineeships at a later date.
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Figure 2 - Distribution of courses reported
. Growth (n CBT Cowrse Provision (n TAFE

Our work showed that the competency-based approach is spreading and
growing quite rapidly: the number of courses using the approach appears to
have grown ten-fold during the 1980s. This growth is shown in the

following graph (Figure 3).
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Figure 3 - Year of origin of competency-based courses
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This growth, however, has not been uniform. It tends to be concentrated in
the fields of engineering and business studies (Figure 4) and at operative
and certificate level courses (Figure 5).
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Figure 4 - Relative frequency of new CBT courses in various
periods

At this relatively early stage in the spread of competency-based approaches
to training, it is not possible from the data available, to assert that the
variations in the rate of growth are due to relative saturation in
fields of study. Nor can we say whether growth of CBT in particular fields of
study is due to its current popularity, influence of word-of-mouth or
demonstrated success. A further investigation into the reasons for the
adoption of the competency-based approach in the various fields would be a

logical consequence of the present study.

But one could speculate that at present, the pat'emn of adoption within a
given State or Territory (and perhaps to a lesser extent within a particular
field of study) is dependent not upon the suitability of the approach to
particular fields of study, but rather upon the extent to which the benefits
of competency-based training have been promoted by different individuals
and groups. It will only be when the rate of growth has declined
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considerably that we could expect a near-stable pattern of adoption tc
reflect the relative suitabllity of competency-based training to individual
fields of study.

nguresmmthecompetency-bandappmachhasnotyetreachedau
streams in TAF¥. For instance, it is interesting to note that no courses
from the basic employment skills and educational preparation arcas
(Streams 2100 and 2200) found their way into the inventory. Thie is
decplteﬂufactﬂmtthmtwoommmeoumforaboutaquanuofaﬂ
students in Streams 2100 to 4500 (DEET 1990b).

There is a heavy concentration on operative and certificate courses both
trade and non-trade. These account for over 80% of all courses.

Subsequent vacational
1.7%

Associotle diplomo
87%

Advonced cerlificote
7%

Qperotive
24.7%

Non-trade certificote \i
18.3%

Trade Tertificote
LALTR

Figure 5 - Competency-based programs in TAFE streams
. Statement . QI'Competenoe'

It 1s hard to imagine a competency-based program which does not formally
list the competencies it delivers. Furthermore, it is to be hoped that the
competencies will have standards stated precisely (or at least as a mixture
of ‘precisely’ and ‘generally). And it would be expected that the conditions
applying when the competency is being performed are also stated. Yet less '
than half the modules produced ‘Yes® responses to each of the three
questions that were seel.ing this information. In other words there is a
relatively poor match between many courses and these competency-based
characteristics.
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Table 1 - Number of cases which possess a list of competencies, with
standards stated precisely (or as a mixture of precisely and

generally), and standards are accompanied by statements of
conditions

STATE TOTAL
ACT 18 (35.3%) 51
NSW 34 (56.7%) 60
NT 2 (20.00) 10
QLD 2 (22.2%) 9
SA 7 117.1%) 41
TAS 17  (41.5%) 41
VIC 50 (76.9%) 65
WA 8 (34.8%) 23
AUSTRALIA 138 (46.0%) 300

. Industry Involvement in Competency-based Training

Figure 6 shows there was a high level of industry involvement in TAFE
course design.

Troining Commiitee NS
Triportite body R
Industry ossoc otion
Locol employers
Unions

Other B

40 60 80
Number of coses

Figure 6 - Nelative extent to which various industry representatives
v-ere used in TAFE course design over the 300 courses

(Note: Multiple responses were possible)

However, despite the considerable importance placed on the integration of
on-the-job and off-the-job training components in CBT policy statements,
industry involvement in course design does not necessarily follow through
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into other areas. For example. réspondents reported synchronisation of on-
and off-the-job training in only 41% on cases (Table 2).

Table 2 - Number of cases in which on- and off-job training
synchronised

STATE TOTAL
ACT 6 (11.8%) 51
NSW 20 (46,7%) 60
NT 4 (40.0%) 10
QLb 3 (33.3W) 9
SA 24 (58.3W) 41
TAS 24 (58.3%) 41
viC 22 (33.8V) 65
WA 11 (47.8%) 23
AUSTRALIA 122 (40.7%) 300

This level of on- and off-job synchronisation can be linked with the level of
formal communication between TAFE teachers and on-the-job trainers; only
just over half of the TAFE teachers reported contacts as ‘frequcat’, where
frequent meant ‘at least once a month’. Figure 7 shows the extent of
variations.

It is disappointing to note the low level of coordination and the relative
infrequency of formal contact between the two training partners. However,
it should be appreciated that the appropriate frequency of contact between
on-job and off-job instructors is dependent upon a variety of factors. For
example, more frequent contact would be required for a new course than for
a long-established one. Questions concerning the extent to which the
efficiency of the training might be improved by better coordination must be
left for a later study.

ACT R
HSW B
N1
QLD ju
SA
TAS
WA

EZ rrequent

D Never

AUS s

0 20 4 60 & 100
Percentoge

Figure 7 - Frequency of communication between teachers and
trainers
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. Staff Development

It also needs to be pointed out that it is one thing to affirm thata
course i8 described in terms of competencies which incorporate
standards and conditions, but quite another to claim that these
descriptions possess clarity. We do not know whether teachers
understand what is expected of them in a competency-based program
or whether they are able to apply the standards and conditions that
are specified. Part of this uncertainty over teachers’ understanding of
competency-based training is related to the low level of staff
development that 1s occurring. Table 3 shows that only 15% of TAFE
instructors have received any training in CBT.

Table 3 - Number of cases in which TAFE instructors are roquired to
have staff development in competency-based approaches

STATE TOTAL
ACT 1 (2.09) 51
NSW 16 (26.7V) 60
NT 2 {20.0%) 10
QLD 3 (33.3v) 9
SA 7 (17.1%) 41
TAS 2 ( 4.9%) 41
vic 10 (15.4%) 65
WA 3 (13.0%) 23
AUSTRALIA 44 (14.7%; 300

. Provision for Self-paced Learning

Another area in which the survey produced less tizan encouraging results
was that associated with self-paced learning. Courses which can be:

. begun at different tim=s:
. completed at different times; and
. for which exemption is available on demonstration of competencies;

conform with the principles of self-paced learnung. Yet only one-third of the
courses in the inventory possess all three of these attributes (Table 4).
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Table 4 - Number of courses with modules that can be begun at
different times, completed at different times, and for which
exeraption is available on demonstration of competencies

STATE TOTAL
ACT 4 (7.8%) 51
NSW 11 (18.3%) €0
NT 4 (40.0%) 10
QLD 0 (0.0%) 9
SA 13 (31.7%) 41
TAS 27 (65.9%) 41
vic 35 (53.9%) 65
WA 8 (34.8%) 23
AUSTRALIA 102 (34.0%) 300

. Assessment

The concerns about the availability of self-paced learning in competency-
based programs are related to wider concerns about assessment

procedures. While Figure 8 is encouraging since it indicates assessment
was available at any time in 44% of cases, this must be contrasted with an
almost equal number of cases (46%) in which assessment was only available
at the end of a period of study.
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Other practices gave cause for concern in that they showed there was a
wide range of opinion as to how assessment should be performed. For
examnle, in only just over one-half of the cases was it necessary to achieve
all the competencies listed for a course in order to pass that course (Table
5).

Table 8 - Number of cases in which achievement of all competencies

required for pass
STATE TOTAL
AC 28 (54.9%) 51
NSP 25 (41.7%) 60
NT 6 (60.0%) 10
QLD 4 (44.4%) 9
SA 20 (48.8%) a
TAS 24 (58.5%) 4
vic 60 (92.3%) 65
WA 4 (17.4%) 23
AUSTRALIA 171 (57.0%) 300

Furthermore, in one-half of the courses, performance above the specified
standard was recognised through the use of grades such as ‘pass’, ‘credit’
and ‘distinction’ (Table 6).

Table 6 - Number of cases in which performance above the specified

standard is recognised
STATE TOTAL
ACT 33 (64.7V) s1
NSW 41 (68.3V) 60
NT 5  (50.0%) 10
QLD 1 (11.1%) 9
SA 28 (68.3W) 41
TAS 4 (9.8%) 4
vVIC 25  (38.5%) 65
WA 13 (56.5%) 23
AUSTRALIA 150 (50.0%) 300

But, perhaps most alarming of all, was the 3296 of courses which reported
that above standard work in one skill area could compensate for below
standard work in another (Table 7).

Such a practice calls into question an underlying principle of the
competency-based approach which requires a competency to be mastered
before proceeding to the next segment of training. Reliable and valid
assessment procedures are a way of ensuring quality in programs but, in
the current CBT programs, all manner of things seem to be occurring in the
name of assessment. Improved assessment procedures are much needed.
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. Comuruniiy Understanding and the Pace of Change of CBT

At this point I think it should be said that the highly objective nature of
what has been said 80 far should not be allowed to give the impression that
little of a subjective nature was gained from the project. In fact, the data
gathering process revealed two most important impressions about
competency-based approaches in TAFE. The first of these is that there is no
general agreement among members of the TAFE community about what is
meant by competency-based training. Competency-based training means
different things to different people and these differences exist both within
and between the States and Territories. Secondly, the current changes
arising from government initiatives in industry restructuring are, in turn,
accelerating the move towards more competency-based training. However,
these changes are occurting 8o fast that few people have been able to fully
assimilate what is happening. Therefore the tendency is for a small number
of knowledgeable people to drive the changes and leave the majority behind.

Table 7- Number of cases in which above and below standard work
can be combined to achieve standard

STATE TOTAL

ACT 26 (51.0%) 51
NSW 25  (41.7%) 60
NT 1 (10.0W) 10
QLD 3 (33.3v 9
SA 21 (51.2%) 41
TAS 2 (4.9 41
vVIC & (9.2y) 65
WA 12 (52.2%) 23

AUSTRALIA . . 96 (32.0%) 300

—

) Ways to Remedy the Present Deficlencles in CBT in Australia

While there were a number of positive aspects of TAFE's work in

competency-based training, a major purpose of the project was to identify
deficiencies so that steps could be taken to bring about improvements.

Many of the remedies for the present deficiencies in competency-based
training are reasonably self-evident. Five of the most important steps would
be:

. the development of a national policy on competency-based training
and the vigorous marketing of that policy to all sectors of the training
community;

. the specification of standards and conditions to accompany the

competency statements for courses across all TAFE fields of study
and streams;
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. the development of valid and reliable assessment procedures to
assess the competencies once they have been specified in terms of
standards and conditions;

. the mounting of staff development programs for both on- and off-the-
job providers to improve the quality of competency-based training:
and

. the creation of an on-going evaluation program to provlde support to
those delivering training both on- and off-the-job.

There is a great deal of work to be done in these areas and implementing
each step will have significant resource implications.
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SUMMARY OF DISCUSSIOFS FOLLOWING PETER THOMBON'S PAPER:
COMPETENCY-BASED APPROACHES TO TRAINING IN TAFE

The discussion following the workshop presentation on CBT focused briefly on
the process of CBT and the implication for its implementation. The major
points discussed were:

there presently exist many different understandings of the term. There is
therefore a need for a nationally accepted term. Furthermore, how is the
notion of CBT sold to both industry and students?

how is excellence recognised in CBT? Concern was expressed about the
provision of pass/fail grading.

the importance of staff development in the implementation of CBT:
attitude changes by staff towards the teaching of CBT are crucial to its
success. As for industry training, those who would be best suited to
undertake CBT are caught up in operational tasks.

too often assessment is an afterthought: it must be an integral part of
CBT. Assessment must take account of personal qualities.

development of competencies :nust be undertaken by partnerships
between TAFE snd industry. There may be a danger in narrowing the
training to teaching/assessing technical competencies only. Other skilis
such as communications, group techniques, and problem-solving are
imporiani workplace skills,
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GRADED CRITERION REFERENCED ASSESSMENT IN
COMPETENCY-BASKD TRAINING

BRIE® PRESENTER: John Van de Graaff
ACT Institute of Technical and Further Education

The focus of this paper is on the is8sue of documenting student achievement in
a competency-based training and assessment (CBT&A) scheme. It derives from
a research project into graded criterion referenced assessment, in which it was
proposed that grading student achievement in a competency-baseqa system is
both feasible and worthwhile. This proposition challenges the ‘binary model’
(the Pass/Fail; either you can do or you cannot) concept that most people
inwlved in CBT&A see as implicit in that system. That concept denies the
reality of the workplace and of performance achievement in education. Glass
states the truism:

For most skills and performances one can reasonably imagine a
continuum stretching from ‘absence of the skill' to ‘conspicuous
excellence.

(Glass 1978, p.250)

In limited areas of ‘training’ the binary model may be relevant, but its
application across the board to education: will deny to all parties involved in the
educational process vital information, and to students the stimulus to strive for
excellence.

CBT&A is based on the premise that performance standards for expected
student exit skills and behaviour can be quite accurately stated and generated
for an appropriate industry level. It must follow that standards for higher
performance levels on the continuum can also be generated; that 18, if the
terms credit and distinction were also to be employed, then these would be
defined not by percentage marks (associated with the disallowed norm

referencing approach) but by performance descriptors.

But grading student performance is not the only outcome advocated in this
paper. During the learning process a great deal of information can be gathered
about students - information which does not necessarily have to result in
grading to be useful to, for instance, employers. Such information concerns
the skills, knowledge and attitudes (SKA) which are difficult to describe with
any degree of precision, let alone describe in terms of behavioural objectives.
Yet it is this information which employers ask about when they contact a trade
teacher and say: ‘I know Tommy passed his modules, but what is he really
ltke? What can he really do? 1s he good at ... 7 Therefore, in the context of
providing graded results on credentials, I believe we should also consider how
this other. additional information about students can be provided to those with
a legitimate interest and need for it.

Consideration of the above points raises the types of issues mentioned in the
next paragraph. In this paper the first two of those issues are explored.
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Issues in Graded Criterion-Referenc~d Assessment

Grading student performance: the reasons;

Credentialling information: grading criteria, credentialling standards
and display of information;

Assessment/record-keeping stratcgies and instruments;
Curriculum development and documentation.
Grading Student Performance: The Reasons

Questions that need to be asked at the outset are:

Who needs/benefits from grading?
Are there disadvantages to grading?
What aspects of student performance should be graded?

Who needa/benefits from grading?
Those who could benefit from grading include the following:

Students who are motivated to strive for excellence (unless intrinsic
motivation ia the driving force - which I do not see as a realtstic option).
Feedback from teachers consistently reveals that students want to know
about their performance relative to others;

Teachers in terms of teaching satisfaction, in being able to reward those
who put in extra effort, or to give recognition to those who have special
capabilities. Teachers, especially in the trade areas, are regularly asked
to advise employers on abilities/characteristics of students not evident in
credentialling information;

Employers in terms of employee selection. It is obvious that employers
want information on the characteristics that differentiate prospective
employees. How best to gz ther and present that information is lers
obviou:;

Further education institutions in terms of student selection for scarce
places:

The vocational training authority in terms of its need to identify students
who have excelled in order to:

award wage increases/apprenticeship period reductions;

award prizes (e.g. apprentice of the year) in order to promote
excellence.
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The authority finds itself in an ambtvalent position. On the one hand it
completely endorsed CBT&A and the binary assessment model: on the other it
needs to promote excellence by motivating students to strtve for rewards in
terms of awards, money and/or reduced apprenticeship times. The latter
obviously requires some type of differentiation between student performance
outcomes.

Are there disadvantages to grading?

Scme would assert that grading leads to competition, pressures and inequity
concepts which are educationally unsound. In a vocationally oriented
education system I believe we owe it to students and to the community we
serve, to introduce into the learning environment the conditions most relevant
to industry. The most abiding characteristic of the workplace is
competitiveness in gaining and retaining employment.

Grading in the past (pre-CBT&A) served a very important purpose and the need
for identifying student performance capabilities in terms of specirl skills,
aptitudes, diligence and personality factors will remain. What needs to be
questioned about past grading practices is the definition of a pass grade as
equaling an arbitrary figure of something like 50%. This percentage pass
mark and those associated with credit and distinction have, of course, been
very much linked to the practice of norm-referencing, an approach very much
in disfavour with those advocating CBT&A. The fact that norm-referencing has
a function in determining criteria or standards in CBT&A, surprises many who
link it solely with the role of student ranking without reference to specific
achievement of competency levels. If that ranking were to be achieved, so that
known performance levels were assoclated with the different grades (i.e. the
norms were deacribed in performance terms), then it wi..Jd be posaible to
determine from credentials, the performances a student ahould be capable ~f
Therefore, in setting performance standards for different grading levels,
reference to the types of skills and behaviours encountered or expected from
the ‘norms’ at those levels in industry/community would have been made.

The current CBT&A revolution is quite rightly trying to address this issue by
attempting to define competence in descriptive or qualitative, rather than
numerical or quantitative terms. But in so doing it has ‘thrown the baby out
with the bathwater’ by eliminating grading or discrimination between students
on the basis of quality or performance. Discriminating between students in
course outcomes can occur on a quantitative basis by the completion of
additional modules in a self-paced delivery system. This addresses only one
factor in what must be a range of attributes of students, but it is of course the
easiest to measure. More qualitative measures, such as those listed further on
in this paper under Grading Criteria, can be important outcomes for students
and other potential users of this information. These must merit further
research and development to devise suitable strategies for incorporation in the
educational program.

Grading should be applied where appropriate. For example, | cannot see a
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Assesament of student performance within a module may be comprised of
pass/fail segments complemented by scgments with a grading potential.
Advice from curriculum advisory bodies may be pertinent when deciding what
to grade.

. Credentialling Information: Grading Criteria, Credentialling Standards
and Display of Information

This issue has been addressed by a number of authors, including Rumsey and
Hawke (1988, p.25-27) in the section Documenting Achievement, Foyster
(1990, p.49-50) very briefly and, in more detail, by Brindley (19689, p.91-110).
It is a crucial issue, because any training and assessment system is validated
by the use made of its outcome, of which the student credentials shouid be an
important part, If these credentials lack credibility, or lack information
appropriate to the intended audience, then, potentially, student time and effort
and educational resources have been wasted.

Grading criteria

In the plethora of articies on CBT&A there seems to be an unquestioned
assumption that student achievement will be recorded only in terms of
satisfying required performance standards in a pass/fail mode. Learning For
Mastery (LFM) is the underiying strategy, with all its implications of self-paced
delivery, reinstruction and retesting, and unlimited learning time for the
student. Resource implications in the ‘real world’ limit this ideal somewhat.
ard generally students need to achieve within restrictions of time as well as
inadequate resourcing. An important criterion, especially from employers’
viewpoints, will be the student’s performance speed, shown either by early
completion of modules/course or completion of extra modules. The current
credentialling system should be able to display this information. The potential
user of that information may assume that the student with extra modules
credited on the record has more ability, or diligence, or both. But the critical
factor of determining potential for higher achievement in any one area is not
shown. This information may presumably be extracted at interview and during
the employee’s probation period. The implication is therefore that credentials
are ignored for all practical purposes.

But why are credentials issued? Lazarus comments:

That is precisely the purpose of awarding credentials, of course - to help
people determine others’ qualifications without a lot of detatled
investigation. . . . Mechanisms for awarding credentials, including
compe’=ncy tests, are necessarily insensitive to people’s individual
strengths and weaknesses. The price of convenience in ascertaining
someone's qualifications by way of a credential is almost total ignorance
of those same qualifications. There is no contradiction involved. One
can ask for a little information, or a lot.

(Lazarus 1981, p.176)
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Another perspective is provided by Burke (1989), who proposes:
Only some activities are properly described by a binary model - either

by
performance. A competence model suggests that progression lies mainly
in increasing the number of competencies rather than improving those
you have already got. But to be a Jack of all trades is to be a master of
nG:e,

If grading s accepted as a strategy, what criteria could be used to define the
grading levels? Or better still, what characteristics of student performance can
be reported on? Some options are listed:

. Product quality. described by precision, aesthetic appeal, etc; process
quality described by behaviour aspects, utilisation of techniques, etc.;

. Speed of operation/quantity (potential) of production;
. Degree of supervision required;

. Concept-formation; logic: time organisation; decision-making;
problem-solving abilities, showing initiative etc. These qualities derive
from the new technologies, which are designed more around autonomous
work groups than the old approach of infinite division of labour;

. Personal effectiveness (interpersonal skills) required in the workplace to
deal with co-workers, managers and customers;

. Organisation and planning of work;

. SOLO classification of learning outcomes. Although proposed as a tool
for any of the following: curriculum pianning: asseasing teacher
effectiveness; guide to classroom questioning techniques and assessing
teachers’ decision-making strategies (Killen 1983), it could conceivably
be developed into a summative classification system for credentialling

purposes.
Credentialling Standards

At what level will competency standards be set? The National Training Board
devolves that responsibility to indusiry and the education system. Will those
standards be high enough to stretch all students in iheir capabilities? It seems
unlikely. Unlimited learning time is not avatlable and educatinnal institutions
need to ensure a viable student pass rate for their own survival, and this will
always mean that performance standards will be set at a level which ensures
this pass rate and which, therefore, can be exceeded by a considerable number
of students. But will those students attempt to exceed the stated standards?
In terms of performance speed. most probably. In terms of other performance
aspects which will not attract credentialling rewards for extra effort, it scems

unlikely except for those who are intrinsically motivated.
1&/(
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What descriptors or coding are to be used on the credentialling document?
Traditionally the terms pass, credit and distinction represented differential
performances based on a marking system, therefore different levels of marks
constituted the criteria. These same terms could be used and presumably
could be iinked with differing comyetency levels which are described not by
marks but by statements of performance and standards. If a break with
tradition is envisaged, than other terms could be employed. A range of options
could include the following:

. Pass, credit, distinction and perhaps high distinction. This would be in
lne with descriptors used in tertiary systems.

. Pass and a pass with merit. This two-tiered system has been proposed
as a aimplified model and a break with tradition.

J Competency pass indicator as currently in use, together with an
additional information sheet consisting of a summative profile, showing
student performance outcomes against a range of skills, behaviours, and

possibly personal attributes.

. No pass statement at all, only a summative profile chart which would
show a record of student competencies and possibly personal attributes.
The profile items would need to be constructed such that potential users
(e.g. employers and further education institutions) could readil, and with
reasonable certainty interpret relevant information. Students would
know, and the chart should indicate the performance levels required for

particular purposes.
Display of information

The grading or additional information concept in CBT&A is referred to and in
some cases explored in some detatl by a number of authors. Thomson
(1986,p.139-155) has given examples of the profiling approach used by the City
and Guilds of London Institute and the Manpower Services Commisaion.
Brindley (1989,p.91-104) reports on the Australian and English moves towzrds
meeting the expressed needs of the community for more informative
credentialling. He refers to the adoption by the Royal Society of the Arts in the
United Kingdom of profiles and records of achievement to portray learner
achievement. Docking (19887) proposed a reporting system which aggregates
student performance information, with due regard for ‘essential’ learning
objectives, to produce a graded result. Rumsey and Hawke (1988) refer to
grading, in the credentialling part of the document, but without referring to
implementation strategies. Lazarus (1981) strongly advocates discrimination
between graduating student abilities. The ACT Institute of TAFE (1989)
provides examples of strategies for criterion-referenced grading, including
reference to competency profiles, but no proposal for displaying this
information on credentials. On-going wide ranging research into this subject is

on in the publications by the Further Education Unit (UK) on Profiling
(1982, 1985, 1987).

One of the major objections to the use of profile information systems seems to
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credentials will not be able to, or want to interpret the information. Obuviously,
the amount of information to be supplied must match the audience’s

of their needs and the ability of the teachers to obtain and record
the information. Commitment to a profiing model could only be achieved if
teachers were supplied with appropriate professional development which
convinced them of the obvious benefits of the model and a practical strategy
which could be implemented within a reasonable timeframe. Proposed
‘Rerords of Achlevernent’ may include summative prv files, which are condensed
from the more detailed formative profiles complled during the learning period,
together with some types of achievement statements. It should be possibie to
construct such an information source to suit the intended audience whilat

the fact that any attempt to condense information will inevitably

lead to a deterioration of that information. A balance must be struck between
appropriate formatting of the information for a specified audience and th -
retention of the essential characteristics of the information gathered initially.

Another objection concerns the concept of ‘subjectivity’: p file information is
too subjective to be presented as final credentialling information. Options
listed earlier in the section on credentialling standards included a combination
of a summative profile and a computer printout of modules passed as currently
provided to students.

Conclusion

In conclusion, credentialling information for students can be displayed on a
continuum from the ultimately bland ‘Pass only’ statement on a computer
printout of course modules, through various combinations of this competency
pass statement and additional information sheets (whether they be profiles or
other organiser! statements), to a ‘Profile only’ statement. Factors to be takcn
into account when making this decision should include the needs of possible
users of the information, both in the amount and formatting aspects, as well as
the ability of the teaching staff and administration to provide the information.
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COMPETENCY-BASED VOCATIONAL EDUCATION: IMPLICATIONS FOR
TEACHER EDUCATION

BRIEF PRESENTER: Anthony Watson
Faculty of Adult Educaiion
Untiversity of Technology

Sydney

Reviews of competency-based vocational programs in operation make {t
apperent that competency-based instrucdon displays a good deal of potential
for training in both industry and TAFE in a variety of occupational areas. The
CBVE approach appears especially useful in training situations where trainees
have to attain a smaller number of specific and job-related competencies, The
approach is doubly useful where trainees are widely dissimilar with regard to
ability and previous and concurrent industrial experience. The self-pacing
aspect, moreover, appears to allow opportunities for development of
characteristics of independence and scif-reliance which trainees generally
enjoy. In addition it allows the introduction of flexible attendance and
enrolment patterns which employers and mature students appreciate.

It is also apparent, however, that the CBVE approach, has a number of
inherent problems and potential pitfalls, and the indications are that it will
only fulfil its potential in training and vocational education if it is carefully and
effectively implemented. A number of implications can therefore be identified
for TAFE and other training institutions considering implementing such a
system. One of these concemns the need for effective initial and ongoing
teacher education.

In relation to initial teacher preparation, it is clear that if teachers are to work
successfully in a CBVE program they will need a thorough grounding in the
principles which underlie CBVE as well as a good understanding of the
procedures necessary for its effective implementation. This would include an
understanding of occupational analysia procedures such as DACUM, the
nature and scope of competencies in a range of occupational areas as well as
an understanding of the accepted principles of self-paced learning.

Furthermore. because of the nature of most CBVE programs, teachers who can
develop adequate resources and learning materials need to be trained. Given
the central position allotted to these materials in CBVE, teachers must learn
how to produce written materials which are clear and understandable to the
majority of readers, as well as audio-visual materials which are properly co-
ordinated and related to the written material *. In addition, the learning
materials should incorporate the well established principles of self-paced

learning, such as:
. the need for small steps:
. the need to match learning activities and objectives;

. the need for continuous student response;
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. the need for immediate and regular feedback.

This author has noted that fatlure to adequately observe all of these principles
has led to some breaking down of the system in some CBVE programs. In
addition, Harris ¢t al. in their review of a CBVE program in South Australia
from 1983 to 1985, noted that student complaints about learning materials
and audio-visual resources had become common by 1985 (1987, ch.4). These
authors concluded that for the system to improve. learning materials, and
especially audio-visual materials would need to be polished and more
adequately co-ordinated to ensure clarity, and increase student interest and
challenge. (1987, p.124). This requirement should be kept in mind by any
institution intending to introduce CBVE programs and by any institution
preparing teachers to work in them.

In addition, successful introduction and implementation of a CBVE program
requires, on the part of teachers, a real commitment to the values and worth of
the competency-based approach. This objective might be achieved in part, by
having teachers develop competence in the development of CBVE programs
and materials. It might also be achieved by the use of videos and films
showing CBVE in action. It might be more effectively achieved, however, by the
teachers themselves within their teacher training programs being taught wholly
or partially using the competency-based mode. Performance-based teacher
education modules have been developed by the National Center for Research in
Vocational Education in Columbus, Ohio, (1982) and these are quite well
known. Some community colleges with CBVE programs, such as Holland
College in Canada and North Fast Metro Technical College in Minnesota, have
developed their own in-house performance-based teacher education programs.
A more sophisticated way may be through computer-assisted instruction using

such as Performance-Based Instructional Design develcped by David
Pucel (1989) at the University of Minnesota.

A further implication is the need for adequate preparation and on-going staff
development for existing teachers. The difficulties and frustration which some
teachers experience working with CBVE have been noted elsewhere. In relation
to the ‘growing pains’ experienced by some teachers, Bird reports that at
Richmond College of TAFE, when the system was introduced, some teachers
experienced feelings of insecurity because they felt that their roles were
jeopardised by the new system, and they did not have the capacity to examine
the system objectively (1982, p.20). Harris ¢t gl observed that, by early 1986
many teachers working in the South Australian program reported that they
were not personally satisfied teaching CBVE (1987, p.70). They reported
feelings of ‘powerlessness’, ‘frustration’ and dissatisfactio.’ (1887, p.79-81).
These authors also noted that while student satisfaction with most aspects of
th.c program remained high, the most frequent complaints concerned the
unavailability of staff for guidance and testing and inconsistency in marking
(1987.ch4). Clearly some investment in computer-managed learmning {including
testing and recording) would tend to alleviate some of these problems.
Nevertheless these authors concluded that ‘continuing staff development and
team building activities [should] be undertaken with both teaching staff and

o ~dministrators to improve morale and motivation®. (1987, p.124).
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Perhaps the most telling point concerning CBVE can be drawn from a
conclusion already made about performance-based teacher education. Fhyilis
Caldwell, following a review of competency-based teacher education programs
for adult educators, concluded that whi'e ‘it is relatively easy to develop lists o
comny stencies, [it is] very time consuming and expensive to develop the trainin
and evai witon packages based on these competencies’. (In Grabowski, et gl
1981, p,7" This conclusion is just as valid and just as significant for the
preparation o teachers as it is for th: Hreparation of the CBVE programs
themselves.
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WHAT IS CLEVER ABOUT COMPETENCY-BASED TRAINING?

BRIEF PRESENTER: Roger Thompson
Director
Thompson Consulting Pty Ltd

With considerable interest being generated nationally in the acquisition of job
skills or competencies for a more clever workfos ce, many new training and
vocational education programs are appearing which purport to be competency-
based. These programs are characterised by reference to modules, to
objectives and assessment. Are these programs very different from the old?
Will they provide the gaantum leap in effective learning that is necessary for
improved productivity and job satisfaction in the Ausuralian workforce?

Traditionally, industry training and vocational education are instructor-
centred. Programs emphasise content to be covered and knowledge to be
acquired, often not in direct application to the specific requirements of people’.
jobs. Traditional on-the-job training, although applied in the actual Job
situation, is invariably incomplets, inaccurate and inconsistent. These
traditional types of training programs or situations are unlikely to contribute t
the development of a clever country.

Under the conditions of award restructuring and the structural efficiency
principle, each individual member of the workforce is supposed to be developec
as a better functioning human being. The job emphasis is upon multi-skilling
redesign and enrichment. Hence the training focus is upon greater skills
acquisition, flexibility, versatility and responsibility for performance. Individus
members of the workforce are expected to be more self-directing; to be able to
think for themselves and make correct and reliable decisions. In short they ar
meant to become more clever, so that they can contribute to a clever country.
Cleverness is not a natural phenomenon. It is an attribute that is more likely
to be acquired in a spectal type of program.

Many. perhaps most of these programs which are now said to be competency-
based, represent little more than a new cover on an old, outmoded and
ineffective model. They are unlikely to enable people to attain the skills and
work attributes essential for restructuring. These programs have the trapping
of competency-based training (CBT) but they invariably have major
deficiencies: they have objectives which are often incomplete or unachievable.
They conaist of modules, but these usually read like chapters in a book, rather
than being flexible packages. The programs include assessments, many of
which do not relate closely to actual job needs, do not correlate accurately witt
the objectives, and do not provide objective criteria for measurement. Perhaps
the most inadequate feature of these programs is that the training-leaming
process remains instructor-centred. The tnstructor issues trainees with
modules and proceeds to lecture from the module. Initiative and responsibilit:
are not transferred to the leamer. Programs that continue to be instructor-
dominated are not providing the type of learning process which will enable
peuple to acquire those competencies necessary to restructure the Australian
workforce. Those much needed, high order, personal behaviour skills which
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are essential for wnrkers in a clever country, are simply not going to be
attained through a training process that is unable to transfer power to the
learner.

To enable individuals to acquire skills of cleverness, CBT programs must
demonstrate these skills through the training-learning process. Programs
must be leamer-driven because it 18 by this approach that individuals will
practise being responsible, accepting that the problem is their problem, being
resourceful; in effect, being a smarter worker. If the nation genuinely desires
a smarter workforce, then CBT is essential, through programs that function via
a smarter learning process. We will not have a clever country while we
continue to tell people how they should perform their jobs. They must be
encouraged to think and work on their own initiative,

A genuine CBT program epitomises flexibility and individuality. Learners
choose the mndules which most suit their needs and which are based on their
prior learning and job requirements. They learn at their own pace although
they must expect to meet time-based targets because that is a reality in the job
world. They choose a range of learning activities which most suit their learning
style. For example they will work independently on some activities, as a
member of a group for other activities, and in some situations it will be
appropriate for them to attend specialist presentations. They will have
significant influence as to the time and place for their learning. They will
choose resources which they think will most assist their learning. They will
learn to access their own resources.

A major component of the CBT process is the relationship between learners
and resource persons. A resource person in a CBT program is not an
instructor but 1s genuinely a facilitator of learning. A quality program is
characterised by a strong, positive, interactive relationship between the learner
and resource person. A good effective relationship greatly asaists the
assessment process, for in a CBT program, assessment of the learmer’s
performance must be criterion-referenced and conducted in the actual job
situation. The learner and resource pervon prepare for this together. They
Jointly decide when the assessment should he conducted and the degree of
preparation which should be made. They also jointly decide what remedial
action /s need=d if any deficiencies appear in the learners’ performance. Thus
genuire CBT programs are positive learning experiences undertaken by
learners in consultation with their resource persons. Throughout this process
the onus of responsibility is upon the leamner.

For Australian workers to be more skilful at their work, they must learn to be
clever. Cleverness is not a substance which can be stmply injected into an
individual, It must be acquired through a learer-driven learning process.
Developers of many supposed CBT programs have failed to recognise the need
for a radical change in the way training-learning is delivered. Unless this
radical change is forthcoming, no one should be surprised that, despite the
restructuring process little secems to be happening in terms of improved worker
performance. If workers are not learning to be more clever, it will not be their
fault.
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STAFF DEVELOPMENT IN COMPETENCY-BASED ASSESSMENT

BRIRF PRESENTER: Ruasell Docking
WA Department of Productivity and Labour
Relations

Objectives

To dezcribe in outline an in-service course designed and used in Western
Australia to assist TAFE staff to develop an understanding of competency-
based assessment and to acquire skills and strategies to implement
competency-based assessment in their courses.

To discuss a number of problems experienced by TAFE staff in understanding,
accepting and implementing competency-based assessment approaches.

Background

Since 1974, WA TAFE has sponsored two-day staff development courses in
competency-based training for staff from almost all subject areas and from all
parts of the State, The course has evolved over time, reflecting changes in
TAFE policy, assessment techniques and the industrial environment. In
particular the course has been influenced by the development of the New
Apprentice Training and Assessment Scheme in WA, national developments in
industrial training, developments in accreditation and skills recognition, and
award restructuring and the need for structural eficiency.

Main Themes of the In-Sarvice Course:

. Problems with tradiiional forms of assessment and the need for
competency-based assessment;

. The critical components of competency-based assessment;
. Establishing working systems for competency-based assessment;
i Interfacing with traditional assessment systems;

. Ti.e application of competency-based approaches in other areas of
training.

The In-S8ervice Course Format

. Setting the course in the subject area of the participants:
. The use of workshops;

. The use of media/handouts;

. The use of follow-up printed materials;
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The provision of follow-up consultancy services.

Ewvaluation of the In-Service Course

L ]

]

Impact on participants;
Impact on study areas:
Impact on TAFE policy:
Impact on developments in competency-based assessment.

Problems Experienced by TAFE Staff with Competency-Based Assessment

‘e fundamental differences between competency-based and traditional
approaches.

Breaking away from long established mind sets.
How to define and identify competencies?

How much paperwork and assessment time will it involve? How can it
be done?

Interfacing with a traditional assessment system.

Applicability of traditional measurement and test analysis techniques.
The perce'red prescription of specific training techniques (such as
mastery learning. self-pacing and modular instruction) to accompany
competency-based assessment.

Problems associated with remediation.

Coping with varying entry and exit points.

Some hidden fears: accountability and student empowerment.

The In-Service Course Outline

In the following course outline, the uppercase letter at the end of each heading
(A, B, C....) refers to a collection of background resource materials, ard the
items in square brackets(l to teaching resources used in the course.



DAY 1
9.45

10.00

12.30
1.30

Dr Russell A. Docking

Morning tea

Introduction
Assessment can harm as well as hcip
Principles of assessment

- functions of assessment
- a8 part of the learning process
- problems in assessment
. destructive vs constructive
- developments in assessment approaches
- continuous vs final assessment
.+ feedback/content sampling/relevance/
context/workplace
.- time used/teacher bias/pressure/honesty/
addition of marks/forgetting/paperwork
- alternative assesament systems
. NRM - assumptions/characteristics/outcomes
- destred outcomes-characteristics-CRM
- summary: CRM not NRM [see list]

Competency-based training and assessment

- basic requirements an- benefits

- operational requirements

- brief outline of gathering evidence,
recording, interpretation

- NATAS and the DOLAC report as examples -
local, national and international responses

- problems: real and

- discussion: The relevance of CRM,

Lunch

3.

Skills measurement as gathering evidence

- skills definition
. dertvation (clients/providers/students)

[Cartoonj

[List]
[Models]

{see paper]
[Lists)

{Table]

[Figure]
[List]

C

[pSI

. from assessment devices [problems p4]

. integration - fragmentation of processes

. clarificatior (ambiguity/standards)
behavioural objectives

. claseification {taxonomies?)

™ o
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3.00
3.30

4.00

tiing performance standards [Glass)
deﬁnmg further criteria (e.g. fingerwave)
. test validity {Automotive Mechanics sample]
- punclplel of good measurement of skills
. validity, reliability, eficiency

. normative aspects
- developlng testing procedures
. testing options: essay. m/c, observation,
practical etc. {Cartoons)
. testing myths {objective’ vs ‘subjective’)
. skill-test relationship [Office Skills
example] [Table]
. coversheets [Coversheet]
Afternoon tea
4. Record-keeping D
- marking? traditional approaches
. assumptions/problems/‘solutions’ (imrie)
- wholistic [C Cartoon]
- competencies: coversheets [Coversheet]
- integrating assessment sources
- rocord-keeping strategies [Table]
- record codes [OPH]
S. Interpretation of records for grading E
- grading to a ‘norm’ [Cartoon]
- decision-making strategies: not just weight,
but balance [Meal]
- EBP [EBP] [Table}
. normative aspects
. muligrading [Ladies and Gents OHPs)
. grade/markievels [OHP]
- advising colleagues & students of EBP. make
the rules they have to play [Cartoon]
- reporting results (The ‘perfect’ seale?) [OHP]
- workshop: EBP decision-making rules
Close
Review of first day

6. Maintaining comparable process and product
standards

- of teaching (criterta, content & methods)
- of testing (data collection)
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- of grading (decision making)
. statistical moderation (sof)): external
final exams
. consensus moderation (plastic): regional

meetings
. perspective moderation (hard): criteria &
EBP rules

- constraints and freedoms:
. allowing for teacher and resource variation
. allowing for regional variation

. allowing for student variation

9.30 7. Developing assessmant systems as part of the curriculum
design process G

- improving efficiency - of teaching/learning
- of testing

- setting guidelines for the assessment process
. traditional ‘test-based’ models
S . grade related criteria
. the EBP model revisited
- combining asseasment resources

10.30 Morning tea
11.00 8. Evslustion and refinement of assessment systems B

- test analysis and review
. traditional approaches: coping with raarks
. sampling validity
. intermal consistency

gradetoeompetencylnfermces

. side effects
. simplicity
. reducabtlity
. self-consistency
. maleability
worksMp Test analysts methods
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12.00

1.00

2.30

3.00

Luanch

10.

11

Interfacing with other systems J

- College
- TAFE -TE78/syllabus, own examinations
- WACTA requirements
- DET/NATAS
. input for DET (Flowchart
. study area leaders [Handout]
. lecturers
. input to DET [Flowchart)
workshop Matching assessments to NATAS

Catering for the disadvantages K

- bias
. sex (examiner and student) (e.g. Sweet test)
. race
. SES (including work ethic)
. literacy level
. test wideness
. anxiety [{Cartoon
. personality (risk, creative, response bias)
. learning style (meantigful, perception)
. motivation (intrinsic)
claulﬂcauon and self-fulfilling prophecy

. alternative assessment methods
. open records

. remediation

. re-assessment

Conclusions

- assumptions underlying tertiary assessment
. undefinable
.unﬂedtmenuon
. academic not practical
. predicto future
. collaboration = changing
. fallure is student’s fault
. one-shot final examinations
. stress is necessary
. unifor mity is required
whntd')wewantourstudentstoleam from
assessment? (List)
- benefits of EBP
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. for students

. for lecturers
. for college
. for industry
- turning thoughts into action
. analysing existing units
. making changes slowly
. preparing students for change
- implications for lecturers
4.00 Close
~ oo,
<D
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NATIONAL RECOGNITION OF EXPERIENTIAL LEARNING FOR THE
HOAPITALITY INDUSTRY

Derrick Casey

Deputy Head
Regency College Hotel School. South Australia

Background

‘I'he National Tourism Industry Training Committee (traaing as Tourism
Training Australia TTA) completed a series of seven national skill audits
between 1987 and 1989, covering all major occupational fields in hospitality.

The resultant reports contained recommendations for new career path
structures in each occupation. together with comprehensive skills/task listings
for each classification, a persnn profile, job statement and several
recommendations for action to enable the necessary changes to take place.

Although most of this work was actually completed prior to the award
restructu:ing process becoming a part of the national agcada, it nevertheless
conveniently formed the basis for discussions regarding award restructuring in
the hospitality industry.

Cooking was the subject of the first report from which three major
recommendations were immediately acted upon, they were:

. To develop formal processes for recognition as a tradesperson of
experienced but non-formally qualified cooks (around 60% of all
practising cooks at the time);

. To develop common core curriculum for apprentice or basic trade
cookery courses;

. To develop a national post-trade award (advanced certificate) in cookery.

This paper reports on the progress of the recognition piocesses in cookery: the
development of recognition processes in other (largely non-trade) arcas, that is,
waiting, accommodation, guest sexvices. In addition the consequent directions
for the TAFE hospitality curriculum in terms of status for prior experience, in-
house co-operative training and new TAFE workplace agreements are
discussed.

Trade Recognition for Experienced but Non-Formally Qualified Cooks
At the time of the research three States (Qld, NSW, Vic) were involved in
recognition processes for cooks, each had different criteria and each had a
fatlure rate via the ‘trade test’ of above 85%.

The processes were expensive as they were conducted on demand, at little or
_no cost to the client and were demoralising due to the high failure rate, lack of
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feedback or viability of the candidates to linking into further training.

The fundamental issues considered to bring about change and improve this
process were to:

change the test from the third year apprentice test to a competency-
based industry standards test:

produce a self-evaluation and information handbook on a national basts.
to set the standards and proceases for recognition clearly:

produce self-study modules in each major topic area to enable
candidates to brush up on perceived areas of weakness (as identified in
the handbook):

provide a flexible modular based cookery program which allowed entry
and exit at any time during the program, in short, stand alone modules;

establish national standards of operation by the State Training
Authorities. TAFE, ITCs and industry in the conduct of these processes.

The processes were completed through extensive national consultation with all
bodies concerned and are now well documented. including:

National Standards

A comprehensive folder containing detatls of the procese-< for
recognition, the handbook, the rade test, a sample application form and
sample letters were produced. The folder is now held by all State
Training Authorities, ITCs and major TAFE hospitality colleges.

Self-Evaluation Handbook

The Qualified Professional Cook is now published nationally and is
sent as basic information to any candidate applying for recognition as a
tradesperson cook.

Self-8tudy Modules

Thesc modules are in the process of being developed. To date one has
been completed with five more scheduled by the end of 1990. The
practical subjects usually comprise a self-study handbook.
demonstration video and recommended test (if applicable). They are
designed as a confirmation of standards rather than a formal course of

study.
Flexible Modular Based Program

A new modular based program in cookery will be trialled in SA tn 1991.
The major features of this program includs:
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flexibility of cntry and exit throughout the program;

rate through the modules may largely be determined
by the employer and employee;

availability of learning materials for on-job study:

test out facility in each module if skilis and knowledge are gained
on the job;

access into discreet modules or the full program, available to all
industry personnel and to adult (over 21) students;

selection in the order of progress through modules forming the
program;

ability to progreas directly into advanced certificate modules,
during the basic program, once the pre-requisite basic :nodule is
complete, rather than waiting for full completion of the course.

A comprehznsive paper is available for this program from Regency College.

Current Progress

The recognition processes have been piloted in SA. WA, NT, ACT and are in the
process of being piloted in all other States.

Feedback from candidates, ITCs, State Training Authorities, unions, TAFE and
industry personnel have been very positive to the processes and support
mechanisms produced.

The following informatioa is taken from the S8ELF-EVALUATION
HANDBOOK and outlines how the recognition process is conducted.

The Process for Recognition

If you have not had the opportunity of formal ‘off-the-job’ training via an
apprenticeship or recognised certificate course, but have completed at least six
years full-time as a practising cook, you may be eligible to apply for formal
recognition through the State Training Authority (STA).

The period of six years may be reduced if you have completed some form of "off
job' training. such as a ‘Commercial Cookery Certificate’ or have qualifications
in cooking from overseas or the armed services.

The level of skills and knowledge required for recognition as a qualified cook
are clearly set out in the information provided in this asection.

The sidlls and knowledge requirements for recognition as a qualified cook are

clearly established in Australia and are applied nationally throughout all
recognised training processes.

203 209



This is achieved through a clear statement of the ‘competency’ required for a
cook to complete a defined task at an acceptable commercial level, upon whicl
all courses and on-the-job training processes are established.

To achieve national consistency a list of 17 major topic areas are used to defir
the essential skills and knowledge required by a qualified cook.

Module Areas

The module areas include:

1.

o 0 & @ N

10.
11.
12,
¢ 13.
* 14,

had 15.
e 16.

17.

Mise en Place and Basic Preparation

Principles and Methods of Cookery

Stocke, Sauces and Soups

Vegetables, Potatoes, Rice. Eggs and Farinaceous
Salads, Hors d’'Oeuvres and Canapes

Pork, Lamb, Beef and Veal Butchery and Cookery
Poultry and Game Preparation and Cookery

Fish and Shellfish Preparation and Cookery

Hot and Cold Desserts

Kitchen Equipment

Food Hyglene

Catering Control and Menu Planning

Buffet Techniques

a la Carte and Table d'Hote Restaurant Operations or
Industrial Catering

Pastry, Cakes and Yeast Goods
Food Science (Chemistry, Preservation, Nutritior)
Occupational Health and Safety

¢ Dependent upon the workplaces you have been and are currently
involved in, you would be expected to have a sound working
knowledge of either a la carte, larger production cookery and/or
functions and banquets.



*s  You would be expected to have a good level of understanding with
a basic working kmowledge.

In reference to these topic areas it is recognised that at least two basic
categories of cook exist in the industry at large, that 1s:

(i) A la carte - employed in restaurants, hotels, motels, clubs, eic.
(2) Industrial - employed in institutions, large cafeterias, hospitals, etc.

Although the fundamental principles involved in the various jobs are the same
(or at least very similar), it is recognised that the specific skill and knowledge
areas listed above are not necessarily relevant to all cooks.

For example, it would not be expected that a cook working in an industrial
cafeteria would require a high degree of knowledge or competence in a la carte
food service, not would this be necessary for recognition as a tradesperson.

REEERELERERNIE EEEEREIENK B A IR AR AR I T I A
Each module is listed with a brief explanation and a bold
outlined statement of competency, in this format, which
specifies the level of skills and knowledge required by a
qualified cook.

A short list of sample questions is also provided for each module area to enable
candidates to test their basic understanding of the topics.

If you meet the requirements explained previously regarding experience, meet
the criteria set out in the following statements and are able to answer the
majority of sample questions, it is likely that you will be eligible to gain formal
recognition and should therefore apply to the State Training Authority.

There are several options available if you feel there is an area with which
you are unfamiliar:

(1) Contact your local TAFE hospitality college regarding short courses or
bridging programs which may be available in the area you require;

(2) Short self-study modules are available for some of the subject areas.
These will assist in the development of the skills and knowledge required.
Contact the State Training Authority, TAFE hospitality college or
Industry Training Council for information and availability regarding
these modules:

(3) Further industry experience may be required to develop the skills
necessary. You may need to consult with your employer to arrange
relevant work in these areas if it s avatlable.

o 'f you need further information regarding requirements for recognition please
[-R [ (ontact the training officer from the State Training Authority.
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The Process for Application

The State Training Authority is the body responsible for the awarding of a
formal certificate of recognition. If you are confident that you possess the
necessary skills, knowiedge and experience 1equired for recognition as
described in the previous section, complete the application and forward it to
the address on the form with the relevant references and/or certification to

support your application.

The following diagram provides a schematic view of the full process; each ste
is then described.

Initial enquiry to STA,
TAFE or industry Body.

A

Provision of Information Booklet

Formal Appiication to STA |, Formal Study/ ralning and/or
additional experience B

Refarral to Advisory Committee

Recognition not given

Trade 1est
Recommended

Recognition given

Test Passed Test Failed [~

Certificate issued by State Training Authority

Provision of Information Booklet

This information booklet s designed to enabie the self-evaluation of your
potential status regarding formal recognition as a qualified cook, and outline
F MC the processes for this recognition.
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Formal Application

If you determine that you have fulfilied the requirements for recognition as a
qualified cook complete the application form and return with the infomzation
required (references, curriculum vitae, etc.)

This initial application is evaluated by the relevant training officer of the State
Tratning Authority at which time the applicant and employer may be
interviewed to establish a prima facie case for recognition. Where a prima facie
case is established the application would be referred to the appropriate

advisory committee with a report from the supervisor.

This committee may approve formal recognition, order a trade test if required,
approve recognition on the basis of evidence submitted to it.

This advisory committee would normally contain members representing
industry, union, TAFE and the STA.

If recognition is given, a certiicate will be issued. This certificate has national
recognition.

Recognition Not Given

If your experience is considered to be insufficient for formal recognition, make
an appointment with the training officer of the State Training Authority or
Industry Training Committee to determine what is required by you to gain
recognition. There is usually a minimum six month period before a second
application may be lodged.

Trade Test Recommended

The advisory committee may recommend a trade test in order to verify your
skills and knowledge. This test will comprise a practical and theory compon:nt
and will be conducted by an appropriate TATE colizge.

The tests are compiled from a national data base of questions and tasks which
are designed to ascertain the level of competency of the candidate in the
essential areas listed in the previous section.

An _-ample study guide is given in the section on trade tests. External study
modules are available from your TAFE college in each of the major topic areas
to assist candidates to study appropriate material for the test, or to update
industry knowledge.

Trade tests will be conducted once or twice each year at the appropriate TAFE
college, dependenit upon demand in each State or Territory.

If the trade test is passed, recognition will be given and a certificate issued.

If the trade test is failed, a report will be provided to establish the area/s in
Q ‘fvhlchyouwereunsucceufukwithreeommendatlomforﬁxmnsmdyuxd

w7 21 3




experience.

Trade tests are assessed by a certified industry chef and a senior TAFE cooker;
lecturer.

Formal Study/Training

If after reading this booklet you believe further experience or additional skills
and knowledge is required to enable formal recognition, seek advice from your
local STA training officer, TAFE college or professional industry body.

External study modules in each of the major topic areas are available from a
TAFE hospitality college in your area. These cover the basic inforn_ation in
each area, with practical study lessons which may be completed independenth
in your place of work, and suggestions on how to gain necessary additional
experience.

Several TAFE colleges conduct courses which will assist you in gaining formal
recognition. They range from bridging courses to a full Certificate in
Commercial Cookery. Consult your local TAFE hoepitality college for further
information.

Final Recognition

When recognition is given, you will be issued with a certificate. an example of
which is contained in the appendices of this booklet. This certificate has
national recognition in Australia by govermnment. industry and unions and will
afford you the benefits of a qualified tradesperson.

Recognition of 8kills for Other Hospitality Industry Personnel

The recognition processes for cooks focused on ‘trades recognition’ as it is a
declared vocation. This was relatively simple in terms of a single focal point
and a reasonably 1. *ll established industry standard.

However, in the other areas which include waiters, housekeepers, guest
services and bar persons, the careers were {ll-defined, are largely occupied by
unqualified personnel (over 85%), rely heavily on casual staff and are held by
people with relatively little formal training.

In the new award structures, each of these classifications now have from 4-6
grades, each grade having either a recommended (1 and 2) or required (3-6)
training program.

A major problem faced in this area was the development of a recognition
system which recogiised groupe of skills required for progression from one
level to the next in the tndustrial award, and which may then link into formal
educational qualifications via status if sought by the candidate, (particularly
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when seeking status for base certificate award for access into higher, advanced
certificate or diploma awards).

While the recognition for cooks was monitored by a tripartite committee. and
trade testing (if required) conducted by an industry and TAFE expert for a
g‘uupdcnndtdam.thumnotpo.ubleforthuemuomunmldbe
mydimcultto.etuprdenntumuhﬂonprmmformﬂydthemnl
which would requure testing.

To overcome these problems the processes currently under development
include:

. tdentification of the specific skill requirements at each grade for each
occupation;

. production of training materials for each ‘module’ which are mainly
designed for on-the-job training;

] muﬂyuwagworkplaocamumenttovmfyﬂmmnsleamed.mgwm

be accomplished by training appropriately qualified /experienced
supervisors, expert workers, managers, etc. as ‘Workplace Assessors’,

. establishment of Industry Assessors to act as moderators for an industry
group or region, also to provide workplace assessment where Workplace
Assessors are not available.

Integration of Work and Learning Processes

The original intent of providing recognition to well experienced but non-
formally qualified workers, was to enable appropriate status (industrially and
personally) for competent tradespeople who had not had the opportunity of

formal training.

While these people do not recetve an educational qualification in competency
terms, they are seen as equal to those who do, thus receive the same pay
rights, the ability to train apprentices or trainees, and ability the to enter into
post-trade studies.

This of course raises the question in terms of the educational value of
industry-based or experiential leamning compared to traditional off-job
classroom learning and brings us to the point which we are currently at, that
is, recognition both for industrial award conditions and for status in formal
education awards for independent modules of study.

Training in Australia has largely been ‘someone else’s’ responaibility with few
employers providing any form of training and any on-job training which did
occur was rarely publicly recognised anyway, in terms of academic
accreditation.

Wlthmeadvmtofawdmu'uctunng.mmunwammalpartofme
Q ‘newcareerswctmu.wmchmmanymmnieamcompleuonofatmwng
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program and/or proven competency in specific skill and knowiedge arcas.

We are thus facing an era of addressing training provision for a large
proportion of the Australian workforce who, by and large, are currently doing
the job and may be restricted from further progression until they are able to
gain recognition for their current skills and/or complese fugther training.

In this context it will not be pocsible to address these people via the traditional
training systems which we have largely used for pre-entry or basic trade
(apprentice) training. Thus new forms of educational delivery and recognition
of on-job leaming need to be developed.

The following paper cutlines a current project between Regency College and
QANTAS Atrways to develop ana ‘mplement the materials and processes which
focus and recognise leaming in the workplace.

‘The Workplace Classroom’

A new era of education is now starting to emerge which aims to address the
major effects of award restructuring with partnershipe forming between
enterprises and educational providers, thereby enabling a closer articulation »f
workplace leamning, in-house training and formal education.

One such partnership is that established between QANTAS and Regency
College Hotel School (TAFE). The objectives of this pertnership are not only to
assist in the development of off-job training programs but to assist in the
creation of a ‘Workplace Classroom’ environment, whereby skills and
knowledge acquired on-the-job are formally recognised and in fact become an
integral part of the course structure leading to a formal educational
qualification.

If we consider briefly that TAFE colleges have been butlt not only to
complement workplace learning but often to simulate it, we must ask why is
only the simulated learning measured and rewarded by a qualification, with
little or no public accour t for the workplace leaming.

One answer to this is simply that it lias been too hard. How, for example, do

we maintain the integrity and quality of a qualification if every Tom, Dick and
Harry has their hand in teaching or in fact measuring 1t?

However difficult this problem is, it is essential that we develop mechaniams
for the measurement of workplace leaming as an important and essential
component of developing the building blocks for future relevant levels of
qualification. Thus the ‘educational qualification’ will become an ‘occupational
qualification’ containing the necessary focus inherent in educational or
academic studies.

This concept is not new, nedther is it untried; the current traineeship is a
partial example where the curriculum is wriiten in context of the requirements
for both on- and off-job leamning and skills development.
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mmmmmmmpmamummmmmm
are focused on workplace leamning, which incorporate mutually agreed work
projecbunmql«panoftheqmmmmreqummhuoﬂ-job
attendance at a university than the traditional model.

And indeed this model makes a lot of sense when we consider that a great deal
ofoubjectcontentlsbuﬂtuound‘mnesmdm‘wmchmblethesmdmtto
relate the learning ‘o their job, 8o why not put it in the workplace and let the
student create and experience their own case study?

Processes for Development and Implementation

The workplace classroom r- \y best be described as a tripartite relationship
between:

THE EMPLOYEE/
| STUDENT
|

THE COMPANY ACCREDITED
supervisor, EDUCATIONAL
trainers, PROVIDER

expert workers

The company currently employs ‘expert workers,” ‘supervisors,’ ‘managers.’
‘trainers’ - all of these or a combination of, dependent upon the size and
structure,

All of the above people have a responasibility for training either formally or

and in a restructured industry where we are focusing attention on
the development of our people, there 18 no doubt that all of the above should
have a formal role in training and development of some nature.

meappuuuondaworkpheechmwmwulqumnthatmpuﬂmmd
managers (and in some cases expert workers or team leaders) require a degree
of training as trainers and assessors.

mmnungrolelnmmtamehnotneouurﬂyuenufomnlgwupoﬂ-
job tnstruction, rather as a monitoring. and often one-to-one training role on-
the-job.

The assessment role would he well defined with prepared competency
assessment in specific skill areas. Assesment would often be instigated by the
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worker when they felt prepared, either at a given time (e.¢. for the operation of
an information terminal) or over a period of time (e.g. providing satisfactory
customer service).

The accredited educational provider would have the role of developing learning
materialas (handbooks, audio tapes, video tapes, CBI, etc.) in co-optration with
the company, which addressed both the company and the educational needs
and could be deltvered efficiently in the workplace.

The delivery methodology is the key component of the ‘workplace classroom’ as
it would strive to maximise the leaming on-the-job rather than off-the-job
through the traditional processes currently employed.

An example would be in the teaching of a customer service program.

Currently an employer most commonly uses the approach of providing a short
intensive workshop through either their training department or an outside
provider. While the materials and techniques used in this approach are often
very good, the process nearly always falls short in terms of on-going on-job
support and evaluation of the skills supposedly learned.

In fact, in many examples | have observed. this training approach results in no
long-term change at all and may prove detrimental rather than beneficial, due
to the cyniciam created when staff return to an environment that has not
changed to support the new ideals.

The fundamental reason for this of course, is that training is not ‘vwned’ or not
seen as a normal process of daily operation, rather that it is somebody else’s
solution to a problem and by some magical formula, after two days of input the
participants will arrive back with the new skills and put them into action. (I
suppose if we had a 3%" floppy in our head this may he the casel)

Thus the intent of the workplace classroor.: concept is not only to provide
integration and recognition of work and learning, but more importantly,
ownership and after sales service. '

In terms of the customer service program, not only does the current workshop
delivery method often prove ineffective, it also attracts no potential credit
towards an educational qualification.

The method of developing skills in customer service by the workpla.e
classroom method would generally involve a series of short (30 mins - 1 hour)
tutorial sessions delivered each week or fortnight over a period of, for example,
three months.

Thase short sessions would be designed to discuss key points relating to
customer service and to reflect experiences which the employees were having
on the job in relation to customer service. The delivery would be by either a
lecturer from the educational provider, a company trainer, a superviscr, or
most likely a combination of these people.
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mwmmykvammmd.mmumm
(nssensing) this, background reading, reference to other learning materials
available and directed exercises.

The succese of the workplace classroom relies upon having managers,
and/or expert worker s involved (and trained) in the course

supervisors
development. on-job-training and c¢valuation.
The assessment may be a combination of:

scif-assessment:

knowledge testing (written and/or oral);
supervisor job observation;

project work related to the job (e.g. identify three major areas of
concern in terms of customer service and suggest how they may be
rectified);

but would largely relate to demonstrated competency on the job.

Mpncuaddmlopmentofmemuswmﬂdrelymtheemployeebemgnble
to use the knowledge gained in appropriate job related experiences under the
mentorship of their supervisor.

The assessment instruments would of course be developed as part of the
package. and for on-job observation would most likely be in a checklist format
for obeervable competencies.

Once the assessment was satisfactorily completed. (The time would depend
upon the employee and mentor agreeing on a suitzble time.), the result fwhich
if satisfactorily achieved would simply be ‘competent’ or ‘pass’) would be
recorded as if the employee had completed a TAFE subject in customer service
and may consequently be used for status in an appropriate educational
qualiication with the educational partner.

The educational partner maybe a single institution or a complete public systen
either State wide or national.

The advantages become fairly obvious, and are:

. current employees are able to gain appropriate credit for public
educational qualifications for measured skills and knowledge gained
largely on-the-job;

. a far greater degree of co-operative and relevant course development is
promoted In such an educational partnership, with obvious berefits to

. adults are not made to relearn skills for the sake of a rigid system;

o training eventually becomes an integral part of a company’s work life at
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all levels;

. training is owned, delivered and updated by the people actually creating
and directing the daily work environment;

J learning is not wasted simply because it was not delivered in a college or
directly by an educational agent;

. people are given more responsibility for their learming rather than being
‘spoon fed" through lengthy lecturer face-to-face programs;

. the learning is more relevant, as in many cases it will be directly
concemed with what the person is doing or striving to do;

. it is more accessible and cost-effective as it does not require long off-job
periods or face-to-face delivery;

. it fully integrates on-anu off-Job activities in the process of the learning.
Some difficulties may be encountered in:

. assuring the quality of on-job mentorship or opportunities to
practise/develop the skills learned;

J maintaining Jdiscretion and confidzntiality by the educational provider in
terms of possible dealings with other companies;

] not ail supervisors, managers or expert workers will be able to cope with
the mentorship and evaluation role;

. initial resistance may be expected from these people in regard to the
perceived added workload to their already busy schedule.

However, there is no doubt that our current educational system, which is
largely developed for the provision of major industry entry courses and
assumes no knowledge or skills as a starting point, is not suitable for dealing
with the training requirements of award restructuring.

To become more efficient and deliver better and more accessible programs we
must take better account of skills already learned and create opportunities for
current industry employees to learn new skills cr develop current skills as part
of their normal daily work.

While 1 am not suggesting that current workers should not expect to study
beyond their normal work hours, either at home or a college, this should not
be to repeat processes they can best learn on the job or large chunks of
skdlls/knowledge they already have,

In a periord where the demands on education providers in Australia will
continue to grow rapidly, it is important to maximise the use of our lecturing
l staﬂ'lkﬂh.andhmanyguuthhwlﬂmttakcphcehysknulaﬂngpmcﬂces
Qo o
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which occur in industry everyday, but rather by developing more effective
learning programs and materials which may be co-operatively used by all
players concerned.
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SUMMARY OF WORKSHOP DISCUSSIONS FOLLOWING DERRICK CASEY'S
PAFER: NATIONAL RECOGNITION OF EXPERIENTIAL LEARNING FOR THE
HOSPITALITY INDUSTRY

This workshop group determined that their discussion would be in the form of
questions to be delivered to the presenter of the paper. The following are the
issues raised to Derrick Casey and the subsequent answers/discussion:

Why do people seek recognition?

. they feel pressure from younger people who possess the appropriate
qualifications;

. they may wish to update skills or address any areas where their skills
are inadequate;

. they wish to improve their mobility.

How (in the Regency College experience) is credit applied for?

. it may be given on individual subjects;

. it may be given in an area of study:

. it can be given in terms of credit points rather than for specific subjects.
How much credit is given?

. if the institution awards the certificate, their students must undertake
between 1/4 to 1/3 of the course;

. if it is an industry award then perhaps the award covld be gained
entirely through credit arrangements;

. the current trend is towards more credit being available and recognised.
What is involved in industry recognition?

. this can be a very difficult area because of the diversity of enterprises
within a particular industry.

Is there a risk that standards may be lowered by the introduction of
recognition of experiential learning?

. the processes involved in the assessment procedures should be
sufficiently defined to ensure that standards are maintained.

™
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NATIONAL SCHEME FOR ACCREDITATION OF INDEPENDENT
BUSINESS COLLEGES

Pamela Walsh

Past Chairperson
Australian Council of Independent Business Colleges

Founded in 1976, the Australian Council of Independent Business Colleges is
the representative body of non-government business colleges in Australia. Its
role is to promote professionalism amongst its members, to assist them by
disseminating information about new developments in business training and to
represent them in negotiations with other organisations, government depart-
mers and the industry at large. The member colleges, some over ten decades
old, represent over 6600 full-time and 12000 part-time Australian and overseas
students.

The Council is afiliated with the United States based Association of Independ-
ent Colleges and Schools and is a founding member of the International
Council of Associations of Private Career Schools and Colleges.

The Council is committed to providing its members with a wide range of
services.

Government Relations

The Counctl 18 respected by government representatives. This relationship
allows it to respond to questions regarding legislation and regulations that
could affect Members' students and schools; its submissions to the
government improve understanding of the role of private business colleges and
schools, at all government levels - regional, State and Federal.

Marketing

The Council 1s committed to a greater role in the marketing of business
colleges both in Australia and overseas. " strengthens State marketing
programs by providing counsel and advice and secking to disseminate
information about new government and overseas programs.

Committees

State and Territory committees provide the board of directors with immediate
response to a host of questions on such matters as accreditation, labour
relations, government subsidies and funding, curriculum development and
marketing. Working parties have been established and their reports are
circulated to members.

ACIBC Accreditation

Some years ago, during my term of office as Chairman of the ACIBC, 1
‘recogrusedaneedforamechanumtomamtamthqptde-donahtandardsand
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quality of business education delivered by our members.

To achieve this end we set about to devise a system of seif-regulation of the
quality of training and facilities provided by our member institutions which
would be known by the ACIBC as accreditation.

Implementation of accreditation can only enhance the standing and reputation
of member colleges.

A proposal for self-regulation of our industry was advanced by a member of the
ACIBC Committee to the then Commonwealth Departiuent of Education some
ten years ago. At the time the bureaucracy was horrific at the idea, but the
wheel has since done a complete revolution and over recent years the
Commonwealth Government has been a strong supporter of the concept.

Quite apart from government support, the ACIBC decided to proceed with the
setting-up of a system of accreditation, and engaged Tim Jones (the current
accrediting commissioner) to draw up a set of procedures. This was done
using the American system (The Association of Independent Colleges and
Schools), and its documents .5 a basis, and adapting it to Australian
conditions. We were fortunat : in having the American documents as this has
been an established accreditation system for many years.

The result, which has been progressively refined in the light of experience, is a
set of published proceduses which are easy to follow and which cover the entir

range of operations of a business college.

Put briefly, a college seeking accreditation must prepare what is called a self-
study document, which answers questions covering the whole of its operations
1 should say that most colleges which have been through the process have
found the exercise most useful - its proper completion requires a long hard
look at all aspects of the college and identification of areas where perhaps
things can be improved.,

The accreditation process is actually in four main stages - application, self-
study. visit and decision.

Application for sccreditation is entirely voluntary and a college may withdraw
from the process at any time prior to a final decision. The application is

examined to ensure that minimum eligibility requiremer ts have been met, the
most important of these being:

. The college’s principal purpose should be to offer to the majority of
students educational programs which equip them with skills and
competencies to enter business or business-related career fields -
although with the r:quest from some States for ACIBC accreditation to
encompass a broader range of private educational providers, this
requirement will be expanded.

J The college must provide post-secondary education.
3

4,
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. Its principal educational program shall be not less than six months full-
time study.

. its enrolment shall be sufficient to support regularly scheduled classes
which together constitute a defined educational program.

The Self-study document gives the college an opportunity tc make a thorough

of all aspects of its operations. In final form, it will give a detailed
plctureofﬂmewholeofﬂ:eooﬂege‘sopenﬂom.kwludmgphﬂmphyand
objectives, control and management, administration, educational activitics,
relations with studenta, records, instructional staff and publications. In
addition, a financial report for the most recent financial year is required. The
Commission will ensure the confidentiality of information cotained during the
accrediting process.

The Vigit. After satisfactory completion of the Self-study, the coilege will be
visited on a day when the college is operating normally. The purpose of the
visit is to verify information in the Self-study and, supplemented by
observation, to see how the colliege is meeting its siated objectives, and to sec
whether it complies with the evaluation standards, After the visit a report is
prepared, a copy of which is sent to the coliege.

The Decision. After reviewing all available information. the Commission will
grant full accreditation. provisional accreditation, or deny accreditation.
Provisional accreditation will usually be granted where a college has been
measured against the criteria and found to be in non-compliance with one or
more standards but overall not so far short as to warrant dental of
accredication.

Full accreditation will be granted for terms varying from oae to three years.
Maintaining accreditation requires an annual report to the Commission and a
repetition of self-examination and the visit towards the expiry date of the
current accreditation.

Review Board. Provision is made for a college to appeal to a Review Board,
under certain circumstances.

We do have another lower level of accreditation - Probationary Accreditation -
intended for colleges which are about to or have only recently commenced
operation. A visit of inspection is made. mainly to verify the bonafides of the
applicant’s intentions and to assess financial viability.

So much for the process. I might add that prior to the delegation by the
Commonwealth of much of the work connected with registration of colleges for
overseas students. DEET in Canberra accepted the ACIBC accreditation
System completely as far as institutional accreditation was concerned. Since
delegation it 1s not clear what all the States are doing. New South Wales has
accepted ACIBC institutional accreditation completely and is anxious for us to
extend this to all private providers of vocational education. They are also keen
for us to undertake course accreditationand plans are well under way to do
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Fees: Currently, $3500 for' full accreditation, and $1500 for probationary.

Colieges are responsible for payment of the expenses of accreditation which are
confined to necessary accommodation expenses, reasonable daily fees for the
inspecting team, and economy class air travel. Every effort is made to
schedule visits so that air travel expenses are minimised.

In the event of an appeal, the college concerned must bear the full costs of the
Review Board's travel, accommodation and incidental costs such as hire of a

hearing room.
Key Points for Colleges to Keep in Min# Include:

When a college substantially complies with the criteria, that college will be
accredited.

When a college cannot meet the criteria, or fails to continue to meet the
criteria, that college, ultimately, will lose its accreditation.

Dential of initial or rencwed grant of accreditation can only be reversed by
demonstration of corrective action. The Commission retains jurisdiction to
make a final determination.

Suspension and possible revocation of accreditation is a significant judgement
and should be taken seriously by colleges. Because of its seriousness, a
college is accorded maximum due process to both challenge the Review Board,
the Commission's application of its own procedures in arriving at such a
judgement while, at the same time, attempting to remedy any cited deficiencie.
upon which the judgement was based.

The Commission is obliged to investigate all legitimate complaints against a
college.

Current statistics as at 1st July, 1990:
43 Fully Accredited Colleges

6 Provisionally Accredited Colleges
11 Probationary Accredited Colleges.
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SUMMARY OF DISCUSSIONS FOLLOWING PAMELA WALSH'S PAPER:
NATIONAL SCHEME FOR ACCREDITATION OF INDEPENDENT BUSINESS
COLLEGES

This workshop presentation provoked lively discussion on the always
controversial topic of accreditation - in this instance made even more
interesting because the focus of accreditation is on private trainers rather than
TAFE colleges. The following issues were discussed under this topic:

J it was generally agreed that some form of national accreditation system
was required but concern was expreased over the absence of skill
standards.

. the issues of quality was also a concern. How can courses offered in
several colleges assure quality and consistency. However, quality may be
maintained because of the movement away from the assessment of
educational parameters to assessing individual levels of competency.

. private providers are to some extent accredited by market forces.
. it was agreed that some supervision of award nomenclature was

required. Examples of legislative requirements in Queensiand were
offered.
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TRAC: A COMPETENCY-BASED LINK BETWEEN SCHOOL AND WORK

Richard Sweet
Dusseldorp “kdlls Forum

Introduction

Whatever the current award restructuring agenda might have to do with the
needs of the existing work force and with the needs of industry, it makes litt
reference to developing productive skills in the majority of young pecple who
constitute the workforce of the future. The creation of more adequate siill-
based classifications in industrial awards and the linking of these to career
paths will not in themselves address the central problems of our outdated
system which deals with the initial vocational preparation of young people.
This is not only because to date award restructuring and the implementatior
the structural eficiency principle have largely focused on manufacturing
industry, which accounts for only 13 per cent of all employment of 15-19 ye-
olds compared to the two thirds that is to be found in the service sector. It i
also because its orincipal concern is existing workers rather than future
workers, and because it has made little reference to the role of schooling in
work force preparation.

The paper that follows has two parts. The first takes a look at our national
system for the initial vocational preparation of young people in the post-
compulsory years. The second outlines a national pilot program designed tc
address the issues outlined in the first part.

Scale of Vocational Preparation Programs

Our national system of initial vocational preparation has two principal
features: it is extraordinarily small; and it is based on a skill formation mo
that almost no other advanced economy adheres to.

There are several ways that the size of the system can be expressed. One
measure is that only 20 per cent of all education and training places in the
immediate post-compulsory years in Australia (roughly corresponding to age
16-17) are represented by vocational preparation, compared to an OECD
average of 49 per cent. The level for German-speaking countries is close to
per cent; while those for such countries as France, Sweden and Italy are 6C

per cent or more (Figure 1).

Another measure is the fact that whilst in overall terms, enrolment rates
among the 15-19 year old group fall below the average for OECD countries,
rates of participation in programs defined by national authorities as general
education are above the OZCD mean. The difference is accounted for by ou
very low rate of provision ior the age group, compared to other countries, of
forms of programs other than full-time general education. Almost without
exception where a country’s total parti~ipation rate for the age group exceec
Australia's, it is due to the wider availability of programs that are identified
vocational or technical by national authorities, and not to higher levels of
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participation in general education (Figure 2).
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Figure 1; Per cerit of post-compulsory students in vocational programs

Sources: For countries other than Australia, OECD Obseruver, No. 132, January 1985. Australian
refer to 16-17 year olds and are rukculated from ABS National Schools Collection Australia
(Cat. No. 4221.0) and CTEC Selected TAFE Statistics. 1985,

Pigure 2: Enrclment rates for 18-19 year olds, excluding higher
education, OECD countries, 1966-87

Source: Education tn ORCD Countries, 1986-87. Paris: OECD, 1969.

A third indicator of the size of the system is the low proportion of 15-19 year
olds with a full-time job who are also involved in some form of part-time
education, even with all apprentices and trainees taken into account. It can be
estimated that in 1988 between 75 and 83 per cent of 16-19 year olds who
heldaﬁxll—ﬂmejobmnotattheumeﬂmemvolvadmnnyfotmofpan-ume
education and training’ Growth in apprenticeship and ATS commencements

! Estimated from Table 1 in J.S. Dawkins & A.C. Holding. (1887). Skills
for Australia. Canberra: Australian Government Publishing Service.
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since then has not greatly changed this picture. Unpublished data from the
1989 issue of the ABS Transition from School to Work survey suggests that
at most. only around one in four of the full-time jobs held by 16-19 year olds
associated with some form of part-time education and training.*

While most initial vocational preparation in other countries is undertaken in
schools, in Australia TAFE is the largest single provider of the off-the-job
component of entry level vocational preparation. Offictal TAFE enrolment
figures for 1988 suggest that around 268 000 15-19 year olds. or 19 per cent
of the age group, were participating in TAFE. However these figures greatly
exaggerate the real level of participation, since they express the number
enroling at any time during the year, and do not take account either of drop-
outs or enrolments in very short programs that provide at best, partial skills.
Alternative estimates derived from ABS sample surveys suggest that the real
level of participation in TAFE by the age group is only around half the official
figure, and hence the extent of structured and coherent preparation for the
workforce provided for young people in Australia is even less than has been
suggested so far.

The May 1988 Transition from Education to Work survey put the number o
15-19 year olds enroled in TAFE at 205 500. The September 1988 Labour
Force Status and Educational Attendance survey showed enrolments
dropping to 127 900 or slightly under half the official count. These figures ar.
consistent with high drop-out rates and with a high proportion of enrolments
in short courses. They help to explain the finding of a recent ACER study,
using the Youth in Transition data base, that the labour market benefits, in
the form of either income or employment prospects, gained by young people
participating in forms of TAFE other than apprenticeship are not significantly
different from those gained by young people who have undertaken no
additional education or training since leaving school.® It appears that on
balance TAFE, other than in its linkages to the apprenticeship system, does
not provide young people with skills and qualifications that enhance their
value in the labour market.

2 A recent draft DEET paper (A. Pawsey & B. Whittingham (1990). The
teanage sector: trends to the year 2001. NPEET Economic and Policy
Analysis Division] suggests that the figure is higher than this. However
its estimate of 31 per cent appears to be based upon official TAFE
statistics, which show the number of 15-19 year olds in part-time TAFE
courses to be over twice as great as the number given by the annual AB.
Transition from Education to Work survey. The difference is likely to be
due to the high drop-out rates among the age group from TAFE courses
and to a high proportion of enrolments in courses of brief duration.

’ A Sturman & M. Long (1990). Participation in TAFE. Melbourne:
Australian Council for Educational Research,
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Table 1: Three moasures of 1988 TAFE enrolments by 18-10 year olds

DEET' ABS (May) ABS (September)®
Full-time 49,922 48,800 34,400
Part-time 218,460 156,700 93,500
Total 268,382 205,500 127,900

'DEET Selected TAFE Statistics, 1988

JABS Transttion from Education to Work, Australia, May 1989, Cat. No. 6227.0.

SABS Labour Force Status and Educational Attendance (Persons Aged 15 to 24) Australia,
September 1989. Cat. No, 6272.0.

The small size of our initial vocational preparation system owes something to
the inadequacies of TAFE's provision for the age group. However the principal
causes are the failure of schools to accommodate coherent vocational
preparation programs, and the tnadequacy of structured arrangements
operating within the service sector of the labour market where most teenage
employment 18 to be found. In Germany for example, it is the abllity of the
dual system to penetrate the service sector, and not the extent of structured
tratning within manufacturing, that ahmost totally accounts for the very high

level of partictpation by young people in vocational preparation programs in
this country (see Table 2). A striking llustration of the consequences of this is

the fact that in West Germany the largest single ag. jrenticeship category is
shop assistant. In Australia sales assistants (ASCO code 6301) account for ten
per cent of all full-time employment among 15-19 year olds, and it is the
largest single category of full-time employment among the age group. Almost
none however who are empicyed in this sector receive any systematic
vocational preparation in association with their employment.

Features of Vocational Preparation Programs

The second notable feature of our initial vocational preparation system is its
continued adherence to a British tradition which rigidly separates so called
general education from so-called vocational training. This is by no means
typical of the rest of the advanced countries of the world, where a curriculum
that combines what we treat as being quite separate is the norm rather than
the exception.

Our apprenticeship system is largely derived from a British tradition of treating
leanungbydom;mdleammgbyablu'acuonuupauteandnhlmmhwaﬂy

. Mamult.npprmdeumtau@tlnupantemmmmuhool
students, have a curriculum that contains almost nothing in the way of general
eduuﬂonorpersonalandphyﬂcaldmlopmentmdrecdwauedmﬂalmat
huv:hdltyhthelabourmarkctbutmlmmalvalueehewwemmeedummn
system.
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Table 2: Apprenticeship in West Germany and Australia: Some
comparirons

West
Germany Australia

Total apprentices as a per cent of:
All civilian employees 7.3 1.9
All manufacturing employees 22.9 11.6
‘Technical’’ apprentices ar a per cent of:
All ctvilian employees 3.2 1.8
All manufacturing employees 10.1 10.6
‘Service” apprentices as a per cent of:
All civilian empl 4.1 0.16
All tertiary sector” employees 7.6 0.25

Total apprentices lesa clerical, sales and food apprentices
SApprentices in clerical, sales and food

*Employees in wholesale and retafl trade; restaurants and hotels; finance, tnsurance, real
cstate and business services: and community, social and personal services.

Sources: West German Federanl Mintstry of Education and Sclence Basic cnd Structural Data 1986
87. (Esttimated on the basis of the 25 largest apprenticeship categories, which account for 81 per
cent of all female apprentices and 64 per cent of all male apprentices).; COSTAC Apprenticeship
Statistics 1977-78 to 1986-87; OECD Labour Force Statistics 1965-1985.

Sales asmstant Stage 1
Molor mechanic
Havwdregser
Industrial chark
Ofce clerk

Bank clgrk

Electncal fitter
Wholesale vade clerk
Food sales asustant
Machine fitier

Sales asmstant Stage 2
Painter and varrsher

0., 40 908 %0 000 40.000 70.000 80.000 #0000
Number

Figure 3: West Germany's twelve largest apprenticeship categories

Source: West Germmuan Federal Ministry of Education and Science Basic and Structural Data 1986-
87.
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Apprenticeships and ATS Traineeships exist alongside a Year 11 and 12 system
which, in the great majority of cases deltvers predominantly a general
educstion curriculum, in separate institutions from those which offer
mwwmmmmmmeh
have negotiated links to higher education but almost never to the labour
market. Putting its efficiency consequences to one side, this has major equity
consequences. Those undertaking courses not recognised for higher education
m.mmmmmnmmmmmm
minimal prospect of attaining a suffickent standard to gain entry, are provided
with a certificate of lesser currency in post-school life than those who are
bound for higher education.

Othu'oounmupmvldeu-vlthvocanunlpremmnmodehthatahowfar
mmmmmmdmwmumum.wmm«m
curriculum, institutional structures or credentiais:

. ApptmuoumunGmndunlsyuemundmkeacumculumthat
combines leamning within the workplace and theoretical studies for their
trade with general education (which often includes sport). Many of the
lerter employers in Germany provide a program of on-the-job instruction
that contains both contextu. and economic studies relating to their
industry as well as personal development, technical skills and
knowledge.

. In Sweden, the great bulk of vocational preparation for young people s
provided in comprehensive high schools which offer both vocational and
general education lines of study. Results gained in these lines are
entered on a common senior high achool certificate, and both can be
counted towards higher education entry. Distinctions between the two

lines are progressively being blurred.*

. Some of the major Swedish manufacturers such as SAAB-Scania and
Volvo have established industrial high schools that can be entered after
the equivalent of Year 10. These are located within factory premises, and
offer a curriculum that combines a high level of technical instruction,
empioyment, general education (including the study of languages) and
sport. Those who enter industrial high school programs can still qualify
for a senior high achool certificate.

. In France, technical baccalauréates are offered both by normal Lycées
and by Technical Lycées in areas such as information technology.

«. butlding, mechanical construction, accounting and sales. They can lead
¢ither to employment, to further education and training or to higher
education. The curriculum typically requires study of subjects such as
mathematics, physical sciences and economics, as well as specialised

‘¢ Details can be found in C.J. Marsh & L.H. Parker (1990). Perspectives
on Post-Compulsory Education. Perth: Secondary Education Authority.

27233



In all countries where rates of participation in vocational preparation are high,
young people are given the opporturuty to combine the development of
themselves as individuals with the development of competencies recognised by
the labour market.

The blurring between the content, location and credentials of the two types of

makes eminent sense both educationally and from the indtvidual's
point of view. It opens up more options, leads to wider career opportunities,
and provides a broader and richer preparation for working life. This intuitive
argument against a sharp separation between vocational and general educatior
is supported by the results of recent American research which shows that,
among high school graduates who do not enter higher education, the most
satiafactory labour market outcomes (in terms of variables such as earnings
and unemployment rates) are found among those who have combined general
a~ d vocational education courses. Their outcomes were found to exceed those
of gradugtea of purely general education and purely vocational education

It also makes sense from industry’s point of view. A consistent message to
emerge from studies of the skill needs of advanced manufacturing and service
organisations is that highly competent workers need both advanced technical
skills and highly developed cor munication, problem-solving and interpersonal
skills. These are most effectively developed when their relevance to workplace
requirements is apparent.®

There are some worrying signs emerging in Australia of consumer resistance tc
the model of vocational preparation that we offer to young people, and of a
growing mismatch between the schooling system and the apprenticeship
system,

At a time when retention rates are rising, the proportion of commencing
apprentices who were not full-time students the previous year has been rising

(Figure 4). This suggests either that employers are preferring young people
with some work experience over the products of the education system, or that

sor:+thing is happening in the education system that is turning young people
o'l apprenticeships. Some evidence contained in the most recent publication
from the Victorian SCOPE study’ supports the latter view, in that it shows a
decline since 1884 in the proportion of Year 11 students who want to become
apprentices.

5 S. Kang & J. Bishop (1989). Vocational and academic education ir high
school: complements or substitutes? Economics qf Education Review. 8
(2). 133 -148.

s See O. Bertrand & T. Noyelle (1988). Human Resources and Corporate
Strategy. Paris: OECD/CERI, for case studies in the service sector.

7 Victorian Ministry of Education. (1989). Scope Report. Melbourne: The

Ministry.
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Australtan data on the educational levels of apprentices is notoriously patchy.
However New South Wales has maintained a consistent ime series on the
years of schooling completed by commencing apprentices for some time. A
twenty percentage point or more rise in Year 12 retention rates in New South
Wales since the early 1980s has been accompanied by only a five percentage
point rise in the proportion of new apprentices who have completed Year 12. In
other words the State's apprenticeship system in having great dificulty tn
attracting the best and the brightest products of the school system (Figure 5).

1903 1904 1988 1906 1987 | ] 1809

Figure 4: Per cent of first year apprentices who were not full-time
students the previous year

Source: ABS Trunsition from Education to Work Australia. Cat. No. 8227.0.
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Figure 5: Per cent of commencing apprentices and of school lsavers who
have completed Year 12, New South Wales, 1960-81 to 1980-90

Sources: New South Wales Departinent of Industrial Relations and Employment and DEET
Retention and Participation in Australion Schools.
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Even more worrying than this is the relationship between apprenticeship
recruttment and early school leaving. Over a period in which,at the most the

of New South Wales school leavers who have completed Year 10 has
fallen by around 30 percentage points, the proportion of new apprentices with
no more than Year 10 has only fallen only by about ten percentage points.
Nuﬂy?OpuemthewSouthWaksapp:mﬂeumﬂnuembedmwn&om
those who have at best completed Year 10, even though these constitute only
around 30 per cent of all school leavers. (Figure 6).

Gmmmmmmmmmmwmwmd
mmmmmwummmwtydm

tices in New South Wales continue to be drawn from a rapidly declining
pool of the least academically talented. This hypothesis recetves support from
the ACER’s study of youth in transition, which notes a rise from 18 per cent to
%wmtmmepmﬁmdunhmtmdmmmtqunmh
entering apprenticeship when the oldest cohort and the youngest cohort
included in the study are compared at the age of 19.°
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Mgure 6: Per cent of commencing appreatices and of school leavers who
have completed Yoar 10 or less, New South Wales, 1980-81 to
1989-90

Sources: New South Wales Department of Industrizl Relations and Employment and DEET
Retention and Participation (n Australian Schools.

TRAC

For all of the reasons outlined above there is a strong case for developing new
Australian models of initial vocational preparation that focus on those areas of
the labour market where most young people are found, and which provide a
better mix of what previously we have treated as separate in this country.

° T. Willams (1987). Participation in Education. Melbourne: Council for
Educational Research.
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Structure and Key Features

In the twelve months since July 1989, TRAC has been developed in the Hunter
region of New South Wales as a national pilot program intended to test ways of
improving skill develupment in the transition between school and the work
force and to introduce a new Australian model for the inttial vocational

preparation of young people.

In its simpleat form, the basic framework of TRAC 1s a combination of achool,
work and training designed to develop the key personal and occupational
competencies that are common to a set of related service sector ndustries. A
key concept in the development of TRAC has been that of the skilled young
service industry worker, which encompasses the notion supported by labour
mobility data from the service sector, that skill formation arrangements should
be capable of fostering horizontal and diagonal career paths in addition to
those that are vertical.

In the Hunter, TRAC has combined school, work and training over a twelve
month period. This twelve month period has spanned both school and post-
school life in two distinct six month phases, with the first of these commencing
either in Year 10 or in Year 11 and involving one day per week of work
placement and four days a week of school attendance.

The employment phase has entailed fou: days a week in the workplace and one
day a week of off-the-job learmning. The program has not been targeted either at
those bound for the higher education sector or at educational under- achievers,
but at students of average ability who either were proposing to leave school at
the end of Year 10, or who had returned to Year 11 but were uncertain of their
educational and career goals.

A KEY AIM OF TRAC

SKILLED SERVICE INDUSTRY WORKER

COMMERCIAL-
CLERICAL

RETAIL

HOSPITALITY




Within this framework TRAC has a number of key elements, many of which are
not unique in themselves, but which in combination amount to an approach
which meets both industry’s and young people’s needs - an approach that is
unusual in Australia. These key elements are:

The development of competencies that are common to the retail,
commercial and hospitality industries, with two large competing reglonal
shopping centres containing firms from each of these industries as the
principal course of the program;

Systematic rotation of participants, using a group employment and

training arrangement, through a variety of work settings, and the
deuvuyofm-the-jobwmwithlnthuevanedaemmaganma
clearly agreed skills schedule:

An industry developed curriculum encompassing general education,
industry knowledge and awareness, personal and interpersonal skills,
career development and occupational competencies;

A full-time program co-ordinator to manage the delivery, assessment and
certification of structured leaming occurring both within the workplace
and off-the-job;

The nomination of existing workers in each participating work site as
TRAC Assistants who act as skill developers and skill assessors, and the
negotiation prior to each placement of an agreed subeet of the program's
skills that are able to be taught within the particular work site;

The provision of a detailed skills passport to all participants s

pecifying
each of the skills gained within the program, together with the awarding
of a certificate to successful participants by the Newcastle Chamber of
Commerce and Industry;

A funding model that emphasises industry ownership.

These features of TRAC have been designed to incorporate a number of key
objectives:

To demonstrate the educational value of leaming that occurs within the
workplace, and as a result to introduce an increased component of
vocational preparation into the curriculum of post-compulsory schooling;

To build a foundation for both horizontal and vertical career mobility by
focusing upon skills generic to a number of related industries rather
than upon those that are specific to a particular occupation;

To test a model for the funding of vocational education and training
which involves a voluntary contribution by industry to the costs of
developing the skills of the workforce of the future;

To test a flexible skill formation system that is suited to the particular
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circumstances of industry sectors in which amall businesses
, and in which formal training effort is low compared to
other industries.

In its first twelve months of this pilot program, TRAC incorporated both a
school phase and an employment phase, each of stx months. From the
beginning of 1991 it will, in the first instance, be located completely within a
dnmmlvemonthpeﬂodofuppu'ueoonduyodmonn(.andthe%arlo
option will no longer be offered. On present indications, the modified version
to be introduced in 1991 will form an accredited two unit Other Approved
Studies subject within the New South Wales Higher School Certificate. Its
pxumtvuﬂonhubeenappmvedlnpﬂndpleumeumwmnnme
structure of the ACT Year 12 Certificate.

The pilot program has involved 78 young people, 8 tigh schools. 56 firms
spread over 76 work sites, and 123 employees at “*+  sites. The firms
participating in the twelve months pilot program .. een representative of
the distribution of employment and the mix of firm size , in the targeted
industries as a whole.

Curriculum and Assessment

Cne of TRAC's significant innovations has been the pioneering of competency-
based learning and assessment methods in Australia's retail and commercial
industries, and the location of much of this learning and assessment within
periods of school enrolment.

The TRAC curriculum is embodied in two skills schedules, an example of which
is given in Table 3. These set out the 124 separate skills to be acquired over
thetwophamofmepmgmm.underthenmcteenupantemkarmwmch
are shown in Table 4. The skills booklets specify not only the content of what
has to be learned, but also where responsibility for assessing each skill lies,
whether or not attaining each skdll is essential in order to gain a pass in the
program, and the rules which govern the award of different grades of pass in

each phase,

These skills schedules are among the principal forces which drive the program,
and were developed using the modified DACUM model adopted in 1887-88 by
the Western Australian Department of Employment and Training to convert its
trade training system from a time-serving to a competency-based system. The
model has two comerstones: a central role for industry in participating in
shaping the curriculum; and a deliberate attempt to ensure that all parties to
the learning process are familiar with the total curriculum: its content, the
locus of assessment responsibilities, and rules governing the awarding of
grades. In the case of TRAC this has meant copies of the skills booklets being
provided to all students, employees, employers, TRAC Assistants, parents and
schools prior to the commencement of each intake. It has also meant the

with each participating work site of what is to be taught from these
skills lists prior to the commencement of each placement.

The use of rotation, managed by the program co-ordinator, has been the key
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method of ensuring that all participants have the opportunity to acquire all the
essential skills contained in the skills schedules. Where limitations on the

resources contained in particular work sites have led to dificulty in particular
cases in the achievement of essential skills, supplementary training has been

Table 3: TRAC employment phase skills list extract

SKILLS ASSESEMENT
RESPONSIBILITY

3. TASK AREA: CASE HANDLING AND
CREDIT CARDS

ESSENTIAL SKILLS
Knowledge of:

3.1 Cash and account procedures and
documentation WORK
3.2 Floor limits and authorisation
procedures WORK
4. TASK AREA: INDUSTRIAL
RELATIONS

ESSENTIAL SKILLS

Knowledge of:
4.1 Appropriate retail, clerical and
hospitality awards TRAINIMG

4.2 The role of unions in retail,
commercial and hospitality
industries TRAINING

4.3 Conditions of employment WORK
4.4 Rights and responsibilities as

an employee
(e.g. sick leave) WORK

provided by the TRAC Centre to ensure that all participants have the
opportunity to successfully complete the program.

Responasibility for assessing skills is divided between the workplace, which is
the principal focus for assessment, the school, and TRAC's off-the-job centre.
In the last two cases, assessment methods have included performance testing,
written tests, assignments, group projects and oral assessments. All work
place a:1sessment {8 conducted by two people: the TRAC Assistar . who has
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directly worked with the young person, and either the manager, or another
senior employee ut the particular work site. Asscssment occurs at the end of
each placement undertaken by the program participant. TRAC has no weighty
handbook of procedures to be followed, and quite deliberately the criteria to be
used by those within each workplace to assess whether or not a skill has been
achieved have not been specified in detail. Their judgement is trusted on the
grounds that they know their job better than any one else. However the
multiple assessment that results from the use of the rotation method provides
a check on the reliability of individual assessments. and where doubt exists the
program co-ordinator is available to discuss the matter.

All those commencing TRAC receive a detatled TRAC Record which specifies all
of the skills attained during each phase of the program. Thoae who pass each
phmalaorecelveaceruﬂcatcmrdedbymeNMﬂeChamberof
Commerce and Industry which specifies the grade of pass achieved. This is the
first instance in Australia in which a chamber of commerce has acted as the
certifying authority for an education and training program, and represents the
beginning of a role for such bodies and is analogous to the role of industry
chambers in the German dual system of apprenticeship training.

In addition to the formal curriculum, the employment phase of TRAC has
included project work designed to enhance information gathering,
communication and team-work skills, and additional material on career
planning and thinking and problem-solving skills has been included.
Accompanying the move to locate TRAC more firmly within the curriculum of
upper secondary schooling has been a more explicit alignment of the
curriculum with generic occupational competencies, with those to be developed
within a service sector context and to be appropriate to initial workforce entry.
The framework used for this has drawn heavily upon Camevale’s research on
workforce basics conducted for the American Society for Training and
Development®, and upon a recent review by Levin and Rumberger' of the
literature on the ‘new competencies’ required by workplaces with advanced
technologies and participative work practices. The framework being used to
align the existing skills list to these generic occupational competencies is
shown in Table 5.

On one level the school phase of TRAC appears to have much in comraon with
traditional school work experience programs. Despite this appearance, one of
its major innovations has been the transforming of work experience during
school hours to a far more coherent and structured phenomenon. This has

occurred through:

N A.P. Carnevale (1990). Workplace Basics: The essential skills employers
want. San Francisco: J(3sey-Bass.

1 H. Levin & R Rumberger (1989). Education, work and employment:
present issues and future challenges in developed countries. Presented
at the XXVth Anniversary Conference of the International Institute of

Educational Planning. )
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| the attachment to work experience of an tndustry developed,
competency-based curriculum that focuses uoon generic industry skills;

. the systematic management of the learning that occurs within the work-
place during work experience;

. monitoring and quality control of students’ placements; and

. formal assessment and certification of the learning that occurs, with
both achools and industry having a role to play in this assessment.

Table 4: TRAC pilot program curriculum task areas

TABK AREA SCHOOL EMPLOYMENT
PHASE PHARE
Industry knowledge and awarencss v v
Communication skills v v
Human relations skills v X
Personal appearance and presentation v x
Code of conduct at work v v
Maths skills and basic accounting v v
Cash handling and credit cards v v
Computer and register skills v v
Product knowledge v v
Security v v
Housekeeping (Cleaning and v v
) v v
Maﬂetm(mdpmwm X v
'mnemnumtmdommuuoml x v
wille - X v
Stock control and management x v
Personal development 1% v
Industrial relations
Outcomes

()  Tbe young people

My boy (s a different boy you know. He's come out with probably a lot
more communication with other people. {Parent]

This way it gives them a shorter avenue to deciding whether they want to
finish school or get out tnto the work force. Some of them have said qfter
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pMaeleﬂaeydm'tummmmmmumtmyet I think
that's fine. It's a good thing because it is a decision. [Employer]

M.feelﬂlemsewﬂmm.gmuﬂnaup.gemmbeu}er. [Careers

Adviser]
Teble 5: Work place basics - essential employment skills
Lesraing skilis Developmental akills Infingncing skills
+ Self-esteem * Organisational
* Goal setting eflectivencss
e Career ¢ Leadershtp
development and ¢ Peer training
planning
Basic competency Adaptability skills Communication skills
skills
¢ Problem-solving e Oral
+ Reading ¢ Reasoning communication
* Writing ¢ Creative thinking * Listening skills
* Computation » Initiative * Written
¢ Obtatning and communication
Group using information
effsctiveansss ¢ Decision-making
= Evaluation
¢ Interpersonal * Planning
skills
¢ Team-
work/working in
groupa/co-operation
* Negotiation
* Multicultura) skills

Adapted from Camnevale, A.P. (1990). Workplace Basics: The essential skills employers want. San
Francisco: Jossey-Bass & Levin, H, & Rumberger, R (1989) Education, wark and employment:

present issues and future challenges in developed countries. Presented at the XXVth Anniversary
Conference of the International institute for Educational Planning,
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Table 6: TRAC participant summary

Commenced Completed Graduated' Eatered

Phase 3
Phase 1 1089 41 40 35 14
Phase 1 1990 37 24 20 12

'Refers to those who successfully completed all esgential requirements.

At the most basic level, the outcomes from the pilot TRAC program can be sed
in the skills gained by participants. Of the 78 who took part, 64 completed
phase 1 and 13 completed phase 2. 55 met all of the essential requirements
for phase 1 and graduated from it, and 11 successfully graduated from phase
2. An additional 12 have entered a second phase 2, which commenced in Jul
1990,

At another level, the program’s positive outcomes can be seen in the principa
destinations of those who took part. Particularly for those who undertook
phase 1, TRAC has overwhelmingly acted as a pathway to further education
and training, either in school or out of school.

Of the 76 phase 1 participants whose destinations are known:

. 36 (4796) retumned to school:

. 26 (34%) entered phase 2 of TRAC;

. 4 (5%) became apprentices;

. 1 (19%) took up a clerical traineeship:

. 2 (3%) entered a full-time TAFE secretarial course;

. 6 (8%) entered full-time jobs that do not have any further education or
training assoctated with them; and

. 1 (196) entered a part-time job without taking up any further education
or training.

In summary:

. Of the total, 69 (919%) continued on to some form of education or
training;

. Of the 40 who left achool, 33 (83%) entered some form of further
education or training; and
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pmgrammtnrgetodatthouoontemplaﬂngmmgochoohﬁaYm 10 and
those entering Year 11 without clear educational goals. For many such
smdentnﬂ:eaq)enencemTRACacmdasavaluablcmeamofclanfymgmelr
educational and career goals.

Of the 13 phase 2 participants whose destiriations are known:

. 1 entered a clertcal traineeship, and 1 gained a hatrdressing
apprenticeship:

. 1 is employed full-time and undertaking a part-time jewellery course;
. 2 are combining part-time employment with related part-time study:
. 4 have full-time jobs but are not at the same time studying;

. 3 have part-time jobs and are not at the same Ume studying; and

. 1 is unemployed and proposing to enrol in a full-tirae TAFE course in
1991.

All of the twelve who are employed have obtained positions in the industries
targeted by TRAC. Eight of these poduonsarewm:ﬁrmaﬂmtparudpatedm
the pilot TRAC program. Two of the phase 2 group have continued as
employees of TRAC's group employment and training company, and have been
placed with host employers. On their agreement to undertake further part-
time study related to their employment, skill bonuses additional to award rates
have been negotiated for them with the host employers, reflecting the skills
that they gained during the program. In addition, all fees associated with their
TAFE courses are being paid by the group employment and training company.
On¢ participant who is doing a TAFE Retall Certificate course, hes been
gtantedadvanoedutandmgmthecoumonmeMsolhupuformmoem
TRAC.

However the most striking outcome from TRAC for the young people
participating, is not 8o much these quantitative measures of skdlls gained and
post-program destinations, as the consistency with which parents, teachers
mdemplayenmvolvedmthepmgmmoommentedonmmudvequautauw
gainsmnmtunty.eonﬂdencemdmalsknhmngthepuudpama.

mACtsnatjustaboutleanunanMuJWprwedwu. it's also
about developing themseives - bullding self-esteem. 1 saw, at thelr
gmdmuauyampeoplematmmmhauememﬂm
goesuﬂthlawtnawhatﬂney'reabad.andﬂuundaﬂandtnaqf
why they are there. [Employer)

I'm sure that everybody that I met in phase 2 was much more
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mature than when I met them on the very first night when they
entered phase 1. It shows. It certatinly shows that they have been
exposed 0 a work environment. They were timid school kids when
they first started who really didn’t know where they were going.
[Phase 2 Employer]

I've noticed the chikdren who come to our place have got more pride in
themselves, more confidence in themselves, thetr dress. [Parent]

Many of the young people taking part in the TRAC pilot program were also
aware that its outcomes went beyond narrowly concetved occupational

training.

There are times we have learned important things here you couldn't
have learmned anywhere else. Like public speaking, ways tn which
to communicate with your peers, how (o get along with your peers.
We did a lot of how to deal with customers as well, that was very
benegficial, it prepares you to deal with different kinds of people.
[Phase 2 Employee]

TRAC's sort of adjusted us to cope, to know what to expect when
we get on our own. [Phase 2 Employee]

TRAC's to help you to adjust mainly, gets you from a school student
to an adult almost o a certain degree. [Phase 2 Employee)

Comments such as these attest to the educational value of properly structured

and managed learning within the workplace, and support the value of
incorporating more aystematically, the workplace within the curriculum of

post-compulsory s_.hooling

(i) Industry

It gives them extra skills in how to communicate, how to train
people in new skills. It glves them mure confidence and they can
say ‘Look I trained this person and they tumed out OK’ so it
develops them as well It also gines management an idea of some
of our people’s potential [Employer]

I think in developing our managers - how to train and manage
people - that's something we're benefiting from, because they're
becoming more open to spending time with people and training them
properly. The stqff have welcomed (t very much, [Phase 2
Employer]

For many firms TRAC has represented their first involvement with a systematic
and structured skill development program. It has provided them, in many

cascs also for the first time, with a comprehensive description of the entry level
skills required by young people moving into their industry. The need to involve

an existing employee at each work site ir. developing the skills of young people
resuited in many of the TRAC Assistants for the first time becoming on-the-job
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mmwmmmmmmmmm
previously thought. Many employers clearly the benefits in the form
ﬂMWdeMMM becoming involved in
TRAC. mmwmwdm:mwnumdnmum
mmwmnmdmmm

ImMMpbdMﬂanmeda She also
wmdwmwwmm which she had no
inowiledge of at all. [Employer]

wmmmmmmmmm.
M’wuundupmMjobﬂMWbmc. (Phase 2

many of these firms. An outcome of this demand has been some initial
wmmmmmmdmmmwﬂmMImdon-me-
job training skills for local industry. The TRAC Centre also represents a readily
mmwwﬁrmnmommewwuunm.mduhasbeen
hu'edh'lmmeofu'mum-ndnewpmductdmmuonmdom.uwen
as for meetings. These activities have been, so far only a relatively minor part
¢ the total TRAC nruject.

Conclusion

experience,
mmmmMamw.awdmuymﬂnmmeofpost—
mappanmmp'yampwpksouutmanqufuwmm
mmwmnmﬁmmwm If we are able to do that,
uuewhombeenmpautbleﬁrﬂusmmm...canbaskmmebmhqfa
newldeaw)w:hrmmuﬂlbetakenonandcanbdfarﬁmherthmw
Humrmwdmmandmayuzﬂbemnuanmwmm
model for the rest of Australia.’

The Hon. John Dawkins, Commonwealth Minister for Employment, Education

and Training: TRAC Graduation Ceremony
June 29,1990
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nowdefuncttechnmlmschoolmducuued. Interestingly there has
been in New South Wales, some consideration given to the reintroduction of
such a system. (Post-Year 10 with close ties to Jocal companies.) It was
genemﬂyayeedmatahyblﬁmlxofgenerﬂandtmhmweducauon

com totheﬁmchsystemmdducnbedbymchmds“ﬂn
preferable. A New Zealand system similar to this was

Although this modelmaybeadeslmbkoneltmagmedthataconﬂlct
between individual needs and industry could exist. Furthermore, difficulties in
plannmgmchapmg'amandofbahndngthelon;-and;hon-termneedaof

i bothmduau-yandmemdlvldualwereenv:uged. It was agreed that a

TAFE /school/industry partnership may be a desirable model. In relationto a
model which included TAFE, it was considered desirable that TAFE teachers
would benefit from experience in industry or commerce since real experience is
far more useful than observation.

As to the TRAC program itself, since it is an external agency - not government,
or employer-based, it is able to more effectively gain access to a wide range of
employers, students, etc. In addition, the commitment from the local
community, specifically the Chamber of Industry and Commerce lends the
acheme a credibility it may not otherwise have.

b
¥ N
L
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WHAT INDUSTRY WANTS FROM THE TRAINING SYSTEM
Bryan Jones

Manager
Tratning and Development
Ematl Ltd

Introduction

It 1s well recognised by both industry and the trade union movement, that the
training and retraining of the workforce is one of the most critical issucs
confronting the Australian economy today. Technologica! change, the changing
structure of industry and the changing demographic characteristics will
demand a vastly improved training effort.

General acceptance by employers that more effort must be put into training as
part of overall expansion of the education and training effort scts the scene for
a close working relationship between industry and the training system.

Demographic issues are beginning fo make an impact on the Australian labour
market, though to a lesser degree is being experienced in European
countries. An ageing population, and a reduction in the number of young
peopleenteﬂngmelabourmarketwulmeanthaundustrywlllbelmableto
rely on new entrants to make up their skill needs.

Employees who are already in the labour market will, as a result of this
demographic change, will need to be retrained.

Enterprises will need to carry out careful forward planning for their skill needs.
They will need to plan much more carefully than ever before to ensure the
skills they need will be available.

Skill shortages which have been evident within Australia for many years are
affecting the ability of enterprises to restructure.

Employees are also realising that the key to job security, increased living
standards and job satisfaction will only be available through improved
education and training. This realisation will place increasing demands upon
employers and the training system, as emplcyees begin to discriminate
between employers, their choices based upon the training offered and the
perceived career paths available.

Certification, accreditation and articulation will become essential features of
any training program offered by employers. Overseas studies have confirmed
this trend, as more and more enterprises offer formal accredited courses and
employees shop around for good training companies. The fear that well trained
employeuwmleaveaeompmyoﬁmuoodtrﬂnmzmgwndleumce
it is improved training and skill development that will in future make the
workforce more stable.
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Basic skills developed at entry level training or acquired through the school
system will be a fundamental requirement for the future. The deep-seated
dissatisfaction of the education system shown by employers will need to be
overcome by the introduction of subjects which develop:

o creativity;

'
+

. CAareer awareness;

o basic employment skills:

. communication sidlls;

at the same time offering good general education.

In Sydney one such program has been commenced by the MTIA/MTFU Career
Development Project at Doonstde High School. This program, called
Manufacturing Technology will lead to accreditation by the Education
Department as a 2 Unit Higher School Certificate Course which will also allow
articulation into TAFE and industry courses.

The introduction of the Training Guarantee Act from July 1st 1990 will ensure
a much greater commitment to training by many employers who have been
content to leave training to others in the past.

The challenge is open to the training system to provide the required training in
the most suitable and appropriate way.

Challenges for the Training System

Training systems and providers of programs will need to be alert to the
changing role of Australia’s labour market requirements and recognise that:

. Australian workers are at least equal to workers in the rest of the world
and will need every opportunity to realise their talents;

J A demanding global economy will require a flexible, efficient training
approach;

U Changing from a commodities market to one producing high value-added
goods and services will require different skills and the re-examination of
our present training systems;

J Price is no longer the way to » competitive edge. Quality and reliability,
advanced technology and more discerning customers will also demand
changing training practices to be able to cope with these changes.

Informal/Formal Training

It would be fair to say that a great deal of training is being carried out within
Australian industry though in a non-structured informal manner. The
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Guarantee Act will be a major factor in changing a great deal of this
training from informal to formal. Already we are besieged by brochures and
mmmmmmmmamum“-m-me-
Trainer, Quality Control, Leadership Skills, etc. It appears that training

see the Guarantee Act as an Aladdin’s Lamp - all we have to
do is rub it and make a great deal of money.

Enterpnlesmnoombeeomeucko{theﬁmtmmgnobbuy’unlusme
prommsoﬂeredacoommodatctheneednoﬂheentupﬂumdmemployeeo.

Award restructuring is well under way in more than 50% of industries
throughout the country and this alone will place tremendous stress on the
training systems and providers. Much of the training required for award
restructuring should take place in-house and could well require trainers and
training agencies to change the accepted delivery method. For example
trainers may have to attend the workplace of the employee, rather than the
employee attending the train! -g institution. This approach would substantially
reduce the cost of training to an enterprise and put training into the correct
context of being an aid to employers.

Informal training would be the first area to be improved and perhaps the most
significant.

Many employees who may have a reluctance to attend institutions and going
back to school’ would be more receptive to in-house training programs. There
would be no point in having a national, institutionalised training effort if
employees did not want to take part. This in-house training would also be
helpful in reducing the costs which are expected to be shared by employer and
employee.

Flexibility of the Training System

Any further efficiencies to be gained from increased training expenditure will
only be achieved if the training system and training providers can offer a
flexible approach to training delivery. The new common core modules that
have been developed by TAFE in conjunciion with MTIA/MTFU National Career
Development Project for the three new trade streams of:

- Mechanical Trades
- Fabrication Trades
- Electrical/Electronic Trades

are typical examples of the need for increased flexibility. Under the old TAFE
trade courses, students were trained in the lock-step method and not allowed
to be different. Whole classes of students were locked into a course and all
had to progress at a similar pace throughout the year.

Successful completion of the course was achieved by having the required
number of attendances, obtaining the minimum pass mark or better, and

completing the prescribed number of practical jobs. Should the student not be
successful they had then to repeat the whole year again. This was not a user-



friendly system nor was it flexible.
The new modular based program will be much more user-friendly and flexible.

Each module, based upon approximately 40 hours of work, will normally be a
stand-alone segment which students can attempt, and if needed. repeat fairly
easily should they fail, without having to wait another year., These modules
will also be competency-based showing a measurable acquirement of skill and
imowledge and have the ability to be self-paced, thereby allowing each student
to progress at his/her own pace. Students will no longer be tied to an
inflexible system based upon time,

Award restructuring will of course introduce other elements to complicate the
issue of self-pacing and module selection. Whilst the student may have
selected the Mechanical stream with its range of modules, any need to cross-
skill will demand selection of modules from the Fabrication and or Electrical/
Electronic streams, thus introducing complications for the provider.

To provide the flexibility that industry requires, could in reality mean that each
college which offers a particular stream would have to provide each module in
the course on demand or the flexibility would be lost. It is hard to imagine that
in the current restructuring of the TAFE system that this is a possibility.
Perhaps there is a need for colleges specialising in various modules. The
student can then move from college to college. Costs would be drastically
reduced by this method.

As mentioned earlier it may be that providers will need to deltver programs in
plant rather that in the institutions. Private providers are accustomed to this
system although it would be a dramatic change for the TAFE system. A change
such as this would prove to be acceptable to TAFE as it would require less
‘Bricks and Mortar’ expenses for an already stretched system. The increased
flexibility of training systems will be enhanced by the ease of updating
modules, thereby maintaining their relevance without major rewrites.

Adult Training, Retraining and Prior Learning

Whilst many training providers are accustomed to the training of adults, award
restructuring and the consequent training that this will demand, will require
new approaches for people who have not been in the education process for
many years. Similarly those migrants who may have a poor command of
English, as well as those who have poor basic educational skills and yet have a

desire to advance their careers through training will require special delivery
methods for their training,

A major source of future tradespeople could concetvably come from the great
bulk of semi-skilled workers who see skill enhancement as a way of

their careers further within their own enterprises, or perhaps
gaining increased mobility in the industry.

Training systems that have traditionally catered for young school leavers will
need to change their approach quite dramatically to accommodate older
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students and to allow them to progress at their own pace. Adults are more
nkelytobe.elf-moﬂutad.-elf-directednndreqmnleuwpumthln

Topreventadtﬁufmmbeuuﬁ-ustmtedbylackofpmgreu.themmmust
reeogﬂoepﬂorleartmgandaooommodatcthmmtoamumofpmgreumg
mroughapmmmatapacetosuitmemdmdual.

Competency-based Approach

Perhapoﬂzemostdlﬁ!cultchangeformanyummmpwvldmmdthemmg
systemmguwraltomakelsthaxﬁomauwdmonalume-servedapproachtoa
competency-based one.

Competency-based training will significantly improve skill development and
productivity of employees by iocusing on the learning outcomes achieved,
rather than the input, such as qualifications, length of training undertaken,
etc.

It will be easy, because of the difficulties encountered in implementing
competency-based training, to focus or revert back to inputs rather than
concentrating on the more difficult, though more rewarding focus of outputs.

The modularappnachtotralmngwﬂlmakceompetmcytmnungeauerto
apply and this will also go a long way towards a more flexible and responsive
training system. Students will be able to structure training very much to suit
their work patterns and life styles.

Competency-based training can be delivered in a variety of ways and methods
including gcoup teaching, on the job, and self-paced.

Again increased costs will be incurred if the traditional teacher-centred method
of delivery is practised: self-paced training could conceivably shorten training
time required once the change to facilities is made. This in itself will result in
reduced costs and more effective utilization of equipment and buildings. Broad
national standards will be easential to ensure portability of skills acquired,
with moves towards competency-based training reflecting these national
standards.

Howﬂllthc‘hdn.ln(ﬂntom(:opoﬂthmnmaml?

Onceplayeesreacttomechallmgeaandpmopecuprovldr.dbymrd
restructuﬂng.thedemandspheeduponenterpﬂmwmbemterthanever
seen before: thumaymultmpmvldmbemguq;ectedmpeﬂormnuracles.

A number of factors will have major impact on the perceived demand for
uahﬂngandulﬂmatdytheabiﬂtyofprwldeutnuﬂsfythudemmd.
Resources will be stretched to the limit and care must be taken not to rush
into the supply of facilities that may suit the demand only for a short time.
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The first factor will be created by the movement of people from the old
classifications to the new, with many people realising that they have shortfalls
in skills required to be reclassified. Tris training is expected to be required
quickly to allow the reclassifications to be implemented with a mintimum of
and the maximum benefit to all. Much of this training may well be
carried out on the job rather than attendance at formal institutional training
programs. This in turn will create a demand for train-the-trainer programs to
be developed and offered.

The second factor to consider is the long-term training needs that will be
required as a result of award restructuring. New employees, employees who
want to progress from one classification to another will all create a demand for
training on a continuous basis. This will necessitate a mix of providers, ir:-
house, private, institutional as well as a variety of delivery modes such as

distance learning.

The third significant factor will be whether or not enterprises reward employees
for skills acquired, or for skills used. The Industrial Relations Commission’s
decision handed down applied to payment for skills used. It is plain to see that
way an enterprise reacts to demands from employees will determine the

amount and type of training required.
Accreditation and National Consistency of Standards

Much has been made of the award restructuring process and the expectatiun
that it will lead to enhanced career paths, a more highly skilled, flexible and
motivated workforce, an incentive driven pay structure, and an efficient and
competitive industry. This expectation and its resultant benefits in
productivity and performance will be dashed if no allowance is made for skills
and knowledge acqu:~ 1 in one position, being transferred to the next position.
For too long there has been no credit transfer, but no one wants to leam things
twice. Credit must be given for what has been learnt at school, on the job, or
at technical college. We have all seen apprentives who at the completion of
their indentures wish to progress to an Associate Diploma or degree only to
find that there is little or no credit for the hard work and study already
undertaken. Many people who have the ability to progress have beccme
discouraged by this fact. Not only will many more people be encouraged to
progress by means of a credit tranafer system, but also duplication of
resources will be eliminated the resulting in cost efficiencies.

In addition to articulation and credit transfer it is essential that national
consistency is applied across all facets of the training system whici; will allow
portability of workers' skills and therefore lead to a much more efficient and
effective labour market.

Australia can then be internationally competitive and a force to be reckoned
with,

In summary, industry will require from the training system a flexible,

responsive approach to modular competency-based courses to national
standards which will allow credit tranafer and articulation.
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SUMMARY OF DISCUSSIONS FOLLOWING BRYAN JONES' PAPER: WHAT
INDUSTRY WANTS FROM THE TRAINING SYSTEM

The discussion following this workshop presentation focused on TAFE training

as it relates to industry. The points discussed are summarised by

the following:

do students seek akills or awards since awards are often perceived as
essential requirements for advancement? Perhape broad vocational
skills should be taught in high schools although then of course they lack
relevance or applicability.

the future role for TAFY. i.: the provision of training is equivcial since
more emphasis is being placed on training in the workplace, although
TAFE will be called upon to conduct skills audits to determine training
needs as well as conducting cheilenge tests. TAFE needs to strengthen
links with industry to facilitate effective training.

assessment is a significant issue which affects both industry and TAFE,
particularly with the move towards competency-based assessment. Who
conducts the final competency assessment for a tradesperson? Often
TAFE does not have the equipment necessary to assess cor ipetency.
Should competencies/skills be reassessed at regular intervals anc if so,
by whom?

problems are envisaged with those ind. stries who supply training but

who cannot supply the full range of skills required, although the
tradesperson’s subsequent mobility does not appear to be inhibited by
this. Group schemes should be expanded to overcome this.

TAFE staff should be provided with marketing skills to go out into
industry to sell their product - their training expertise.
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A WHOLE COLLEGE APPROACH TO COMPETENCY-BASED SELF-PACED
DELIVERY

Alan Wickenton
Richmond College of TAFE
Victoria

Overview 1978 - 1990

Richmond College of TAFE has been delivering vocational training courses in a
self-paced, competency-based mode since 1975,

In 1975 Richmond's Panel Beating Department offered apprentices a self-paced
program for the first year of their apprentice course after observing a one year
ptlot program conducted at Sunshine Technical School the previous year.

The Richmond initiative was supported by a syllabus that had been written
during 1974 as part of the Sunshine program.

‘The syllabus was written and presented as a sequenced series of performance
objectives aimed at implementing the criterion-referenced evaluation strategles
put forward by Robert F Mager in his book Preparing Instructional
Objectives,

Since 1975 Richmond'’s teaching methods have been influenced by the work of
many other educationalists including Bloom, Block and Carroll.

By 1981 all apprentice courses at Richmond were self-paced, competency-
based, and supported by management and service systems developed to meet
teaching and administrative needs as required.

A June 1990 'snapshot’ of Richmond's activities showed that their teaching
and course management systems have been developed to a stage where the
following features had become established practices in the College:

. Students able to pace learning to match their abilities and not those of
class or group pace-makers;

. Students able to enter and complete courses at any time;

. Students able to learn: single skills, or several skills on an individual
needs basis, at any time, without having to wait for classes or groups to
form:;

. Students able to attend apprentice courses at times arranged to
accommodate employers during periods of high or low demand in their
workshop loadings;
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. Students able to monitor their own performances and acceas reports at
any time;

. Studenta able to have relevant prior leaming recognised and readily
articulated into course credits;

] Students able to regularly measure retention of previously learnt skills
and knowledge:

. Students able to resume learning on objectives they had reached prior to
periods of absence:

. Students able to rearrange leamning programs to match the skill and
knowledge priorities of employers;

i Stu-lents able to get individual assistance from teachers to help
overcome specific learning difficulties without disrupting other learners:

. Students able to evaluate their own performances and demonstrate
learnt competencies;

. Students able to provide feedback to the College on the quality of course
materials, instruction and services.

Competency-based Standards, Self-paced Delivery

" earning at Richmond s driven by performance objectives. All performance
objectives have three distinct parts, each cicarly identifieu for students and
teachers.

The three parts to performance objectives are:

. Performance. A clear statement describing the task of overt behaviour
required to show that the student has learnt the skills and knowledge
intended by the objectives writer.

. Conditions. A clear statement describing the conditions under which the
performance is to be done. It sets the environment, equipment and
material parameters,

. To Pass. (Standard). A listing of the key performance indicators used to
check a performance. To gain a pass, and to have the performance
declared as competent, each performance must meet the standards set
by every indicator listed in this section.

Performance objectives when properly applied in a self-paced teaching
situation, reverse the time and learning expectations of traditional, lock-
stepped, class arrangements. Lock-stepped teaching has the time allowed for
learning in class fixed with outcomes being variable, while self-paced teaching
has fixed outcomes with the time allowed to learn being variable.
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Currently, the term competency, in the context of measuring and delivering
training is not being interpreted consistently. Richmond agrees with the
National Training Beard's view that the term competence can be used to
describe the ability to perform individual tasks, to describe the possesaion of
knowledge and understanding and in the context of management, the term can
be used to refer to several uspects of personal effec ‘fveness.

It is the National Training Board's view that competence should be defined as:

the ability to perform the activities within an occupation or function to
the standard expected in employment.

A Whole College Approach

The needs of the competency-based, self-paced teaching systems at Richmond
have influenced the way most of the management and teaching activities of the

College are organised and performed.

The foliowing sample of activities is offered to enable comparisons to be made
between activities at Richmond and those of more traditional teaching

organisations.
Enrolment

Continuous or rolling enrolment practices are required to keep student-teacher
ratios at efiicient levels. Self-pacing enables students to undertake and
complete learning at rates commensurate with their individual abilities and
this factor, when combined with continuous enrolment practices results in
course completions being recorded every week of the College year.

To maintain a smooth operation it is necessary to enrol replacements for
graduates as quickly as poasible. Experience has shown that when the

continuous enrolment process is disrupted the management of teaching
programs can suffer adverse efiects for up to two years.

The practice of students enrolling and begining courses at any time of the year
needs to be continually explained and sold to apprenticeship administrators,

employers, apprentices and students. Many people see the process as a
radical departure from the norm and have difficulty understanding that it is
possible to commence a course at any time of the year.

Teaching

The application of competency-based, self-paced learning requires teachers to
become the managers of the leaming of individual students. Most interaction
between teachers and leamners is done on a one-to-one basis. Self-

instructional learning units, produced in a variety of formats, enable students

to progress in their own learning as rapidly as possible by avoiding most of the
restraints inherent in traditional group based leaming environments.

Instructional units can be purchased from commercial sources, or other
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achools, but most are produced within the College. A quality control program
is used to monitor the effectiveness of instructional units, leaming strategies

and teaching.

Teachers produce most of the instructional units and are able to gain advice
from educational technologists as required.

Resourcing

Continuous enrolments and self-paced teaching means that teaching areas
need to be able to meet the equipment and material ne_.Js of learners
undertaking any of the course objectives at any time.

The numbers of students requiring particular materials or equipment at any
time are usually small and manageable. Experience has shown that it is not
only posaible, but desirable, to manage with smaller numbers of expensive
items of equipment which can be updated more often as technologies improve.

Teachers have been identified as the people best placed to manage the budget
and resources of teaching areas because of the close linkage between student
learning rates and resource and equipment needs.

Recording/Reporting

Recording the daily achievement of every student's course objectives is

and managed by teachers, while complete course records are
maintained by the College. in some courses studenta maintain their own
computerised records.

Students and their employers have access to up-to-date progress reports at
any time and learning difficuities can be identified and dealt with as they
occur.,

Student records are designed to give positive feedback by listing only the
acl_levement of leamnt competencies. Feedback, provided by such easily
accessed, positive, up-to-date records is seen as a highly effecttve means of
motivating students.

Organising/Management Structures

Teaching departments are organised to manage most of their day-to-day
requirements and have significant delegated responsibilities. Each department
is managed by a committee. The size of a committee is determined by the size
of a department. The head of department as chairperson is joined by selected
members of the teaching staff who head teams of teachers who, apart from
performing their required teaching duties, assume specific responstbilities for
the administration, resource or curriculum needs of the department. These
specific responsibilities are undertaken by the teams in their non-teaching
duty hours.

Teachers are able to nominate themselves to be members of, and work in, one
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of the teams each year. Over a period of three years it is possible for a teacher
to gain a sound understanding of facets of management and work that were
once seen as the preserve of heads of departments and other specialised staff.

The College has embraced a ‘flat’ management structure aimed at minimising
the number of levels involved in day-to-day decision-making.

The expectations of the College are incorporated in annual performance
agreements negotiated with each department.

Monitoring/Performance Indicators

Regular reviews are conducted to determine the effectiveness of department
performance agreements and changes can be negodated.

Teaching departments are . to display efficiency by increasing student

throughputs over base agreemerts and the expectation is encouraged by an
incentive scheme.

A student attitude survey is completed by all students as they complete
courses and the information gained enables managers and teachers to see how
the department and the College is performing. Many staff development
programs have been based on survey findings.

Quality control is seen as a necessary adjunct to competency-based, self-paced
teaching methods. Managers and teachers have found it neceasary to be able
to determine the effectiveness of the teaching materials used and measure the
retention of skills and knowledge gained by students. Currently two quality
control schemes are in place at Richmond.

The most widely used scheme is managed by having students repeat randomly
collated samples of competencies previously learnt and passed. When a failure
is identified an analytical process is undertaker in an attempt to determine the
reason.

The other system gains feedback from computer-based knowledge tcsts and
enables teachers to identify weaknesses in theory-based teaching materials
and methods.

Current Initiatives

The College is working on two high priority initiatives; the establishment of its
Skills Supermarket and a National Competency-Based Training Centre.

The Skills Supermarket project is in its second year and has proved to be an
efficient means of meeting many of the emerging award restructuring and post-
apprenticeship training needs of automotive, sheetmetal and allied skill
workers. It also enables long-term unemployed and those who have suffered
discrimination because they are unable to enter apprentice trade courses, to

gain employable skills.
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learn from a central data base. Clients pay for their tuition on an hourly basis
with the College recouping all costs invoived. Skills Supermarket students
may enter leaming programs at any time.

The number of Skills Supermarket hours each training department 1s expected
to offer each day is included in department performance agreements.

mndeompetuxy-BuedMnmgCenmulmwpmjectmpponedby
DEET funding. It is expected that the Centre will play a significant role in
helping TAFE and other training bodies meet the 1983 national goal for
mmwmwmdmmmmm The
Cmmuqectedtoduwhuvﬂyonthewcumuhwdupeﬂenoeoﬂhe
managers and staff of the College.

lthupectedﬂmtheCenmwﬂlmmmptdlytowdoddwmmammcant
part of its course materials in competency-based, self-paced formats.

Future Directions

mcmegebeneveonuwenplacedtompondqulcklytoaccommodateme
vocational training demands that have resulted from government policies and
developments that have moved training to the top of Australia’s economic

agenda

Next year the College expects to be involved in the continued development of
the existing competency-based, self-paced teaching system, as well as in the
following areas:

. The development, in conjunction with the automotive electrical industry,
of cohestve on- and off-the-job training programs;

. The conversion of a two year interpreter training course from lock-
stepped to competency-based. self-paced delivery to better meet the
learning needs of students and the interpreting needs of the hearing
impaired community.

o The development of initial strategies aimed towards increasing the
earning capacity of the College and reducing its reliance on recurrent
funding from government sources.
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SUMMARY OF DISCUSSIONS FOLLOWING ALAN WICKENTON'S PAPER:
A WHOLE COLLEGE APPROACH TO COMPETENCY-BASED, SELF-PACED
DELIVERY

The discussions following this paper icoked at CBT briefly from the perspective
of the TAFE teacher. The participants agreed that competency-based, self-
paced delivery fostered a sense of achievement in teachers because it allows
them more time with slow students, provides feedback on their teaching
methods, as well as providing them with management skills learned as a vesult
of their management of the CBT program. The group agreed that this sense of
achievement was important for the TAFE teacher since change (specifically in
teaching methodology) can be both frustrating and threatening. Staff
development in CBT for TAFE teachers was perceived as very important. Also
particularly important was initial teacher training and that potential teachers
are taught the philosophy and techniques of both CBT and self-paced learning.
The group believed that it may be beneficial for teachers unfamiliar with CBT
and SPL to ‘shadow teach’ at colieges where these systems are already well
established.



MEDIA PACEAGE: ASSESSING COMPETENCY IN THE WORKPLACE

Cathy Barry and Peter Davy

Chief Education Officers

Assessment, Research and Development Unit
NSW Dcpartment of TAFE

Part One: Competency Assessment - What's it all about?

What's new about competency assessment? In one form or another, and in
different areas, assessment based on competence has been around for a long
time. But competency assessment in the vocational area in the form in which
it's now being introduced will have increased benefits - for employers, for
employees and for industry as a whole.

The assessment process will be much more systematised. So it will be fairer -
and more reliable. And now it will be an important part of a whole range of
initiatives aimed towards developing a smarter - and more competitive -
Australia.

Already introduced as part of some training schemes in Australia, competency
assessment is about to play a much wider role. As one of the changes
associated with award restructuring, it's designed to make maximum use of
the skills of the workforce.

As in other areas associated with award restructuring, it’s about unions,
employers, employer bodies and employees working together to make training
relevant to the needs of today’s workplace. It's about developing more effective
ways of producing quality goods and services while at the same time opening
access to appropriate training as well as providing more satisfying and
responsible jobs for all. It's about payment based on merit, and the
recognition of skills no matter how or when acquired.

Competency assessment is also concerned with recognising the skills people

have - and about encouraging them to develop more skills in the
future, It's about not wasting employers’, employees’ and trainers’ time,
developing skills that are already there. And it's about productivity - about
encouraging competence, with the flexibility and adaptability that competence
implies, These are essential qualities for workers in today’s fast-changing
workplace.

As with any innovation, there will be problems to be overcome and wrinkles to
. be ironed out. Most of the pieces are not yet in place. Not everyone agrees on
the right way to go. It will be up to industry and unions, employers and
employees to reach agreement on a wide range of 1ssues. This media package
suggests just the broad outline of the way ahead.

It will no longer be appropriate - if it ever were - for just part of the workforce
to become skilled. It 1 in the interests of efficiency as well as of equity, that
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appropriate and lifelong training and education be available to all.

As award restructuring processes are implemented, and jobs are redesigned to
encompass a wider range of duties, the conceptual will be put back with the
practical. The same peraon who does the job will make decisions about how to
do it. So the process of skill formation will have to be rethought - not only to
incorporate all the generic skills and all the extra types of background
information we've already indicated, but also to ensure that levels of literacy
and numeracy are high.

In addition, the on-the-job component of training and education will need to

become greater than in the past. In many arcas, leaming through experience
is shown to be more effective.

It's becoming increasingly important that managers and employees have a
thorough understanding of process as well as outcomes. This includes both:

. the leamning process by means of which people become competent; and
. the process by which employees manage the total workplace situation.

Training alone will not produce competent workers. Only broad-based
education and training, encompassing the range of areas we've indicated will
enable workers to achieve competence,

How Competent?

But training and education are not enough. We need to know just how
competent people are - and how they measure up to predetermined standards.
So assessment of their competence is needed. This will allow industry, unions
and organisations such as TAFE to ensure appropriate training programs are
developed to meet the standards required. It will also mean that the skills of
all members of the workforce will be recognised - no matter how or where those
skills were developed.

Every worker knows the importance of the skills that are picked up through
experience. Whatever our field of work, we develop and add to our skills as we
go along. As an experienced worker, we can look back on the skills we had
when we started a job or finished a course and realise just how far we've come.

In the past, however, many of the skills gained through experience have not
been recognised.

Probably we've all known people who are as skilled as tradespersons, or as

workers, but who haven't undertaken a formal course of training.
So they lack that vital bit of paper - that diploma or certificate that says they-
are ‘qualified’. Mostly, these people have not been given the responsibility they
deserve - or the pay packet. And it's not only the workers themselves who have
been disadvantaged because of this, but also industry, which has not made full
use of the skills of its workers.

Competency assessment can help to ensure that this inefficient and
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inequitable neglect of many people’s skills will become a thing of the past.

Bdngaueuedueompetentataparucuhrlevclofemploymentmaynntonly
lead to increased pay and more responsibility, it should also mean a step
forward on a career path,

In line with award restructuring, the concept of the dead-end job is on the way
out. Almdusuyandunmhmworkedonthemwoccuptuaml
classifications, one of their aims has been to develop career paths for all
employees. Workers, by meeting prescribed skill levels through experience

pmgrualvdyuptlm@anumberofjobdmmuom-poumlytoﬁm
professional standing. For workers, a competency assessment can be a
milestone on a career path, with further education, training and experience
ahead.

Definition of Competence Used in the Media Package

Being competent, then, is more than having the skills and knowledge required.
It's being able to bring the skills and knowiedge together and use them
appropriately in a range of situations - including situations that may be quite
new. It's being able to cope under pressure, to plan and to manage the
different aspects of the job or the situation - including such aspects as dealing
with other people.

If we wish to give a formal definition of competence, we could say:

Competence is the integration and application of the knowledge, skills
and personal attributes required for the successful performance of life
roles. Competence implies the ability to deal with novel as well as
established situations.

How Do We Assess Compsetence?

In the course of our datily lives, we often assess - or evaluate - someone’s
competence. We do this by collecting evidence and weighing it against an
appropriate standerd. Usually, we collect our evidence and form our

judgement without really thinking about it.

When we form a judgement of a neighbour’s driving, for example, we will
probablybaultondlﬂ'erentformsofevldeme-ourownaq)uleneeofthe
neighbour’s driving if he/she gives us a lift to the station, what he/she tells us
him/herself, (does he/she tell many stories about close shaves on the road?),
or what other people tell us about him/her. (Does another neighbour warn us
not to drive with him/her?).

Then - again without really thinking about it - we weigh this evidence against
the standard of competence we expect from a good driver - a standa.d we've
unconsciously arrived at over the years. Our standard will probably relute to
bringing together the skills of judgement and co-ordination requireu to cuntrol
the car in a range of situations with the knowledge necessary to respond
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appropriately to the constantly changing situation.

As a result of our deliberations, we may decide to politely decline our friend’s
next offer of a lift to the station.

Workplace Competence

Asscssing people’s competence in occupational roles is in many ways no
different from the neighbour’s competence while driving.

In the workplace, assessing competence will involve collecting sufficient
evidence to enable us to decide whether someone can perform an occupational

role to the standards required in today’s changing workplace.

But to ensure our assessment is valid and reliable, we'll have to go through a
much more systematic process than we do in making a personal judgement
about our neighbour’s driving.

Let’s start this process by giving a formal definition of competency-based
vocational assessment.

Assessing vocational competence requires the collection of sufficient
evidence to decide if a candidate will perform the occupational role to the
standards required in employment, in both new and established
situations.

On-going consultation involving unions, employees and employers or employer
bodies is an essential part of the development of assessment and education
and training programs. The advice and assistance of expert bodies such as
TAFE may be considered appropriate,

In developing competency-based education, training and assessment programs
we start with the work, We analyse the work into the knowledge, skills and

attributes required. We decide on the standards of performance
desired. And we look at the requirements of the future as well as the present.
Competency-based education and training programs aim to develop the
necessary knowledge, skills and personal attributes identified to the standards
specified in the work analysis.

Competency-based education and training programs may be (but are not
necessarily) modular. Modular programs are flexible, but care must be taken
to avoid fragmentation of learning and to ensure the development of the full
range of knowledge, skills and attributes required for competence.
Competency-based training programs may be self-paced, but self-pacing
demands a range of resources which take time and money to produce.

issues of developing basic literacy and numeracy skills present
special difficulties in self-paced programs. Competency-based education and
training and/or assessment programs have the following features:

. Asseasment is criterion-referenced;



. Required competencies and standards are clearly specified:
. Required competencies and standards are made public;
J As far as possible, assessment 18 of the overall ability to perform:

. Candidates are assessed according to standards and activities that are
work-oriented;

. In workplace assessment of performance, it does not matter how the
competence was acquired;

. Competency-basced assessment should be accessible on demand:

. Records may be kept of candidates' competencies and/or candidates are
issued with certification of competency.

What's So Different About Competency Assessment in the Workplace?

Perhaps the image you carry in your mind of assessment is of tests and
examinations and long rows of pale students feverishly writing with one eye on
the clock in an atmosphere of deathly silence. For the most part, competency
assessment should be a far cry from this. Most commonly, we can expect
assessment of competence to take place in the everyday work environment.
However, the place and the method of assessment will depend very much on
just what competencies we're trying to assess.

What Method?

If we want to assess underlying knowledge, we're likely to use a different
method of assessment from the method we'll use if we're

performance. The following table adapted from the National Council for
Vocational Qualifications Information Note 4, Assessment in National
Vocational Qualification, (November 1988, p.6) makes this clear:

PERFORMANCE ENOWLEDGE
EVIDENCE EVIDENCE
from from
- natural observation - oral questioning
in the workplace
- extracted examples - open written answers
within the workplace
- simulations - multiple-choice tests

In the driving test situation, for example, there is time to assess only a few
skills 80 the most important are selected - for example, being able to start, pull
out from the kerb safely, brake, reverse, negotiate a right-hand turn, perform a
three-point turn, and so on.
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Selecting situations where the crucial or critical knowledge, skills and attitudes
may be exhibited is an important part of assessment design.

Obsexvation in the Workplace

What better place is there to collect evidence of workplace competence than in
the workplace itself? And in fact, observation of workplace performance may in
many circumstances be the most valid, reliable and cost-effective means of
assessment. Just as driving tests would be less hair-raising but less valid if
they were conducted in a deserted parking lot, so the more removed
assessment is from the real workplace situation, the less likely it is to be a
valid assessment of workplace performance.

Assessing competence outside the workplace is like assessing an actor off the
stage. He/she may be great at putting on make-up. He/she may be great at
leaming his/her lines. But he/she may freeze up when it counts - the minute
he/she opens his/her mouth in front of a live audience.

In the workplace, assessment can occur in real work situations using real
materials and equipment. The competencies to be assessed may be clearly
evidenced in the normal course of work.

If assessors are based in the workplace, assesasment may take place over a
period of time. If assessors are from outside the particular workplace, care
needs to be taken that crucial skills will be evidenced in the activities
performed during assessment.

Observation should be unobtrusive, and should interfere as little as possible
with the usual performance of duties.

Setting up Special Situations

For some competencies, workplace assessment may prove too difficuit or too
expensive. Special equipment may be required. Or assessors may wish - for
reasons of cost - to assess a number of candidates at the same time. But in
most cases, conditions should duplicate those of the real workplace situation.

Simulation

Sometimes it may be too dangerous to assess a competence in the real work

situation. In these cases a simulation is used. For example, in assessing the
competence of electriclans, it is clearly desirable that an error should not have
fatal consequences. So a simulated situation may be set up - resembling the
real thing in most respects - but protecting the safety of the candidate and the
assessor.

Sophisticated simulations are set up when pilots are trained and assessed on
procedures for coping with unexpected and/or dangerous aituations. Flight
simulators are very much like the rcal thing - from the cockpit - but safely
installed at ground level.
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Early stmulators were less successful. They gave visual simulaton of flight,
but did not simulate the plane’s movements. The result? Many pilots could
not perform to standard because they became nauseous. Their eyes told them
one thing and their bodies told them another. Which just goes to show that
when we introduce changes to the aituativn, we may come up with a difierent
result.

Sometimes, however, aimitations are clearly necessary - even when they are as
costly as the flight simulafors. If we balar.ce their cost against the cost of the
lives and equipment which depend on of the pilot’s skill, they can be seen to be
cost-effective.

Asking Questicns

Sometimes performance of required skills may not be enough. No performance
can cover the range of situations likely to be met in the woriplace, and no
performance can indicate that a candidate is fully aware of the reasons for
proceeding in a certain way or carrying out prescribed duties.

It will often be necessary to assess the knowledge that underpins performance.
In our driving test situation, knowledge is assessed before a Jearner can hold e
learner's licence. Having this underlying knowledge is an essential part of the
competence. There are many situations that will not be met in a fifteen minute
¢riving test, and the writien test ensures tha: the most important of these are
covered.

Even in a written test, of course, only a small number of possible situations
can be acluded. As in the performance test, sampling is used.

The type of written test administered to learner drivers is a multiple choice
test: the candidate has to se'ect the correct answer from a group of answers.
This type of test is suitable for administering to large numbers of people, as it's
quick and easy to mark. However, good multiple choice tests are not easy to
set, so0 if only a smal! number of candidates are being acsessed, it may not be
cost- and time-effective.

Written tests requiring candidates to answer at greater length in their own
words may be applicable in some situations - although here, literacy levels will
also be tested, and we must be sure that this is either part of what we want to

assess, and if not, that no candidates will be disadvantaged by this mode of
assessment.

Tests where long written answers are required may also be less reliable, as
they leave more room for subjective evaluation on the part of the assessor.

Oral Questions

Oral questions, either in informal conversations, or as more formal questions
and answers have a number of advantages. They:

. do not add literacy to the skills being assessed
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. allow assessors to give candidates every opportunity to show what they
know;

. can be carried out in the course of normal work.
However,
. they may be less reliable as the skills of the questioner may vary:

. some assessors m. y ask more difficult questions or use more difficult
language:

. there 18 no record of the interview.

Using Computers

Computers may be used in assessment procedures, either in a simulation
situation or in administering question-and-answer type assesaments.

Computers can:

. store a range of assesament items to be administered as needed:
. give candidates immediate feedback on their performance;

o record resulits;

. evaluate assessment procedures.,

However, some candidates may feel intimidated by computers and would need
to be familiar with their use.

Projects and Assignments

Sometimes it will be appropriate to set projects and assignments. For example,
a graphic designer might give as evidence of competence, a project in which
he/she designed a series of posters advertising a particular training program.
An assignment is simply a shorter version of a project. As an assignment, a
person wishing to become an advertising copywriter might be asked to write
the copy for a newspaper advertisement advertising the training program.

Assignments and projects may be useful in providing access to assessment to
people outside the local workforce.

Products of Achievement

One way people may show they have certain skills is to produce evidence of
what they've done in the past. This may take the form of something they have
produced - such as craftwork or works of art, articles they have written or
videos they have produced, Or they may have written reports of projects they
have taken part in, or references from previous employers.
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Evidence of this nature may prove sufficient proof of competence in some
situations and - as with assignments and projects - its acceptance may open
up access to qualifications and employment to people outside the norrual
workplace situation.

In Brief,

Candidates may be assessed by observing their performance:

. in the workplace:

. in a situation especially set up for assessment purposes;

. in a stmulation of a workplace situation (specially useful where it would
be dangerous to assess in the real workplace).

To assess underlying knowledge they may be questioned:
*  orlly

. in multiple choice tests;

L in written tests requiring longer answers;

. by computer.

Evidence of competency may be given:

. as a portfolio of past achievements;

. in the form of assignments or projects.
Conclusions

Competency assessment in the workpiace:

. is part of a process of removing rigid barriers to training and recognising
competence at a wide range of levels;

. can pave the way to future training and education;
. enables people to take a step forward on a career path;

. is an important element in developing and making use of the skills of the
workforce;

. gives management precise information on the skills of its employees,
facilstating the planning of education and training needs;

. ensures skill standards will be met.
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Part Two: The Media Package

Imagine the following scene ... a sleck, white, ultra-modemn sea vessel called
the 'SS Assessment’, and skippered by a character called ‘Captain Competence’
pulling alongside a struggling, perhaps even ... sinking! vesasel called the
‘Economy’ which is skippered by ‘Mux’ a somewhat universal character.

‘Max’ is taken on board the 'SS Assessment’ by ‘Captain Competence’ and they
head off on a ‘voyage of discovery’ to the land of ‘Competency Assessment’.
This is the first scene in the video called ‘Captain Competence’ which is a
feature of the media package we are presenting to the Conference, Assessment
and 8kill Standards on Vocational Education and Training this week. As we
will be showing you the video at the end of our workshop session, we will leave
you in suspense about Max's experiences in the land of ‘Competency
Assessment’.

Project Concept and Development

In September last year the Asseasment Research and Development Unit
(ARDU) submitted a proposal to TAFE ...anagement to develop a media package
on competency assessment. This proposal was devised in response to requests
from ARDU's clients (TAFE teachers and industry) for help with the
tmplementation of competency-based education and training programs.

The Assessment Research and Development Unit offers clients a wide range of
education services including a consultancy on assessment policy and practice
during the accreditation of TAFE courses; workshops on how to develop
examinations and tests; assistance with the development of asseasment
schemes for vocational education courses; and, resecarch and development on
a variety of vocational education topics.

Many of our clients’ requests for assistance arose from their desire to gain
information on the assesament of competence, when it became apparent that
NSW TAFE was moving towards a systematc application of the competency-
based approach to curriculum development and delivery.

Furthermore, competency-based education and training was being recognised
by vocational education institutions, industry and Australian governments as

one of the strategies necessary to improve Australia’s competitiveness in the
global marketplace.

The media package was developed with an awareness that competency
assessment cannot be implemented in 1solation from competency-based
education and training programs. However, as the officers of the Assessment
Research and Development Unit are specialists in educational assessment and
evaluation, we felt that our time and en..rgy would best be spent, initially, on
applying our expertise to the development of high quality information and
services on the specific area of competency assessment, but set of course,
within the context of the broader field of competency-based education and
training. There are a variety of excellent resources now available, and in the
pipeline, which will provide information and resources on the
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broader area of competency-based education and related issues, such as award
and which can be used in conjunction with the package we are

restructuring,
presenting to you todsy.
Industry Consultancy

Early in the project we recognised that there would need to be extenstve
consuitation with industry on the content of the media package. We
approached the Employers’ Federation of NSW and the Labor Council of NSW
with the aim of including their representatives in the research and
development phase of the media package, and thereby ensuring that the
perspectives of both unions and employers were reflected in the content of the
project.

NSW TAFE, does however have sole ownership of, copyright and editorial rights
to the video.

The subject ma.ter in the package is not intended to be prescriptive nor does it
deal with all the issues related to competency assessment, or all the
implications of the introduction of assessment of competence in the workplace.
With competency assesament, most of the decisions have yet to be made. To
succeed, all parties, including the candidates for assessment, employees, union
officials, managers, employers and trainers must be involved in the decision-

The package does, however, present a well-researched, considered, balanced,
arnxi we hope, entertaining introduction to competency assessment in the

. It should be viewed as the first of a series of training resources
which need to be developed on this issue aiid related issues.

Funding

As a result of consultation with industry, it -vas decided that financing of the
package would be sought through a joint suomission for funding to the
Education and Training Foundation of NSW (ETF), from TAFE NSW as the
vocational education and training body, and, the Employers’ Federation of NSW
and Labor Council of NSW as the industry supporters. A sceding grant was
obtained from the ETF and further funding was obtained from the Australian
Committee for TAFE Curriculum (ACTC).

What ths Media Package Has to Offer

The package is designed to iutroduce the issues and practices associated with
the assesement of competence in the workplace to a wide audience. It can be
used in a variety of different situations:

. as a workplace resource to introduce the theory and practice of
competency-based assessment to union representatives and

members, employees, potential employees, employers and
managers;
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. as a ‘train the trainer’ package for teachers/trainers/facilitators;
. as a classroom resource, for potential employees, for example,
students in vocational education and training institutions,
universities and high achools.
The content of the media package is based on an extenstve search and
analysis of Australian and international literature on competency-
based education and related topics, and. on an examingtion of some examples
of competency-based assessment in practice.
The package consists of:
. a video:
. a workshop outline;
. background information;
. handouts for workshop participants;
. masters for overhead transparencies;
. a resource list.
The video aims to introduce for discussion, some of the main issues involved in

competency assessment in the workplace. The video is called ‘Captain
Competence’. It stars well-known actor Bruce Spence in the lead role and

presents the issues in an entertaining and meaningful way for all parties
involved in assessing occupational competence.
The issues covered by the video include:

. why should competence be assessed;

. assessing total competence;

. recognition of previous relevant experience;

. who could assess competence,

The workshop consists of ten sessions which could be covered in a full-day
workshop and includes topics such as:

" essential features of competency assessment;

. why assess competency?

Session 9 on ‘How to Assess’ covers some quite technical aspects of
assessment.
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Each workshop session offers the workshop leader:

. a suggested timetable and sequence of activity for a full-day
workahop:

. content outlines for each session;
. a guide and reference materials.
wmwmummmummpddﬂwncmd
the assesament program, consultation between all the
mmvolved in competency assessment is critical. The workshop should be viewed
ummmmmmmmmmummmdue
reference to the particular workplace where it is betng introduced.

mmmththuprwm.p-mdpanu‘mgguumsahmldbevﬂuedugmuim
contrfbutions to the development of a competency assessment program in their
own organiaation.

The print-based background information while introductory, is substantial in
size and would be particularly useful for the person who conducts the
workshop. The print material answers the following questions:

. What is competence assessment?

. Why assess occupational competence?

. What do you asseas?

. Who assesses occupational competence?

. When should occupational competency be assessed?

. Where should occupational competency be assessed?

. How should occupational competency be assessed?

The print material has been linked to the video by a series of quotes from the
video sctipt at the start of each section.

The handouts are designed to be photocopied and distributed to the workshop
participants by the workshop leader. They include:

. a summary of the {ssues and practices involved in assessing
competency in the workplace:

. exainpies of competency assessment in practice;
. notes on how to assess competence in the workplace.




workshop sesaion.

The resource list offers a variety of resources in a variety of media; for example
the Staff Development Programme from the United Kingdom contains 3 videos
and accompanying notes and overhead transparencies. This list also includes
some excellent Australian print resources.
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PAPER: MEDIA PACKAGE: ASSESSING COMPETENCY IN THE
WORKFLACE

ltmmﬂywmmmmmmmmmtm
mewukplmmanmnmtwmtplmmmforpbym. employees
andwwkplmmmandmfactoouldmanumbadfmmmm
mcludmgumtaneemmetaskofmdaunzthemq\mmmtsofoldawards
to new awards. Anumberofmuummmmungmthepackageuweu
nanumberofpomtsraueduamultofdmdmonhepackage.

. whowulactuallyundmakeworkplwemmtuacontenuous
iasue: thepackagesmerelyustnmlgeofmfmmwmchmwrs
could be chosen rather than making recommendations. Also it was

that the conditions for selection of assessor/trainers would
vary from industry to industry as would the standards setting
procedures.

. standards were not emphasised in the package chiefly because the
appropriate parties for setting standards were unable to reach
t.

agreemen

. themueofuaimngworkplaoeumsouandmtmportancemdealt
with fairly comprehensively. Monitoring workplace assessors was also
perceived to be a significant issue. The question of funding of training
forworkplaoeummrdnedmooneemunceltmostlogmuy
depends on the size of the enterprise. Smaller enterprises may not have
the resources sufficient for effective training and strategies such as
‘assessment events' may need to be considered.
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PART 3: OTHER PRESENTATIONS
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THE CHALLENGES FOR AUSTRALIA IN VOCATIONAL EDUCATION AND
TRAINING

Hon J S Dawkins MP
Minister for Employment, Education and Training

Delivered on behalf of Mr Dawkins by Mr Rod Sawford, MP

Thank you for your welcome.

I must begin by offering apologies for the Minister for Employment, Education
and Training. who is unable to be here himself.

However, it is a privilege to be here on his behalf to open your conference this
morning.

This conference and workshop, Assessment and Standards in Vocational
Education and Training has obviously been well planned, and we have before
us an impressive list of conference and workshop contributors and

participants.

Your conference is certain to be yet another significant contribution by the
TAFE National Centre for Research and Development to national debate on
vocational education and training.

The issues to be addreased at this conference have far-reaching implications
for vocational education and training in Australia, and focus on the capacity of
the education and training system to maximise its contribution to the social
and economic development of the community.

Vocational education and training have had a higher profile in national policy
making in the last five years than at any previous time, mainly because of the
growing recognition of the importance of the akills of Australia’s workforce to
Australia’s international competitiveness.

Australia’s post-war pattern of industrial development has been dominated by
an inward-looking, protectionist approach in industry policy. The primary
focus was dertvative production behind tariff barriers, to meet import-
replacement domestic demand. Because of our mining and agricultural
exports, Australia was prosperous enough in those post-war years. However,
with the benefit of hindsight we an see now that they were years of lost
opportunity. In that period, little attention was given to research and
development. or to building within Australia, a capacity for world-class
innovative products and processes, or efficient national service industries
which must of necessity underpin our overall competitiveness.

This Federal Labor Government has been working hard to change Australia’s
industrial orientation so that we can become more internationally competitive.
This has involved, for example:
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. Deregulation of our financial system:

. Provision of one hundred and fifty per cent tax incentives for industrial
research and development:

. Award restructuring in our industrial relations system;
. Public Service reforms:;

. Changes to government business enterprises;

. Reductions in tariffs;

. Assistance to export-oriented companies; and

. Reforms in all levels of education and training.

Certainly, changes in our vocational education and training system are not
sufficient ‘n themselves to improve Australia’s international compe*itiveness
buttheydohaveaneceswyandesunﬂalparttophymtbeovmﬂmlxof
the Commonwealth Governmeat's package of micro-economic reforms.

The award restructuring process is very important for Australia's economic
future.

Firstly, it is developing a foundation for more flexible work practices, through
broad-banding of occupational classifications, and the elimination of many of
the demarcations and overlapping of duties that have plagued our workplaces
for decades. That is a direct efficiency benefit.

Secondly, it is relating our wage formation criteria to demonstrated skill levels,
within structured career paths. This is replacing the restricted skill margins
andhnﬂedmreu‘p&uctumthathaveprcvbudybemadﬂmmﬂmtoskm
formation. When award restructuring has progressed through the national
mdultrulmlauommtem.muﬂhwmatmthmawardlmdcareerpaﬂm
that offer positive incentives to indtvidual workers to nbtain, maintain and
improve their skills.

This procees will provide major and continuing benefits to Australia’s
international competitiveniess. It is not a simple or dramatic process but,
rather, a complex and slow-moving one, and while I realise that it is not
uuullymmthy-yw’ﬂﬂndfarmoolumnmchudcmtedtowhether
South Australia should enter a team in the /7L - it is nevertheless a watershed
in terms of our attitude to what is generally called ‘work’,

mepodtlvemcmumwhtchmrdmtmcmrln(wmpwwdewm alro produce
a major increase in demand for vocational education and training.

Earlier this year, a Commonwealth/State Training Advisory Committee

(COSTAC) consultancy study of the costs of award restructuring indicated that
thercuukelytobeanumemdemandformumaleducatlonmd
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training provided by TAFE colleges of at least forty per cent. The Deveson
Committee, of which | am sure you are all aware, has been examining the

of this increase in demand for vocational education and training.
We do expect, incidentally, that the Deveson Committee will be reporting in the
next week or s0.

Apart from resourcing this general increase in demand, award restructuring
will also have major implications in terms of access and equity. Vocational
education and training will become a more certain means of tmproving
indtvidual occupational and income eaming prospects as a conseguence of
award restructuring. Clearly, equitable access to the means of acquiring skills
will also become even more important than it has been in the past. That is, as
skills become more highly valued in the workplace, fair access to vocational
education and training will become an even higher priority social justice issue.

‘The national standards for vocational education and training which are being
developed by industry in conjunction with the National Training Board are to
become the basis for a nationall;’ consistent system of competency-based
training.

The fact that these national stai.dards a1 being developed by industry.and
that the National Training Board will periodically bring the standards up-to-
date once they are established, 18 very important. It means that the national
staindards will become the basis for a system of vocational education and
training more responsive to market forces than the existing one. Furthermore,
the nationally consistent nature of the reformed vocational education and

training system will assist in developing a more efficient training market and a
more efficient, national skilled labour market.

In the memorandum of understanding which formed the basis for establishing
the National Training Board, States and Territories have undertaken to provide
vocational education and training that is consistent with those national
standards. That is a crucial change, but one which will take years to fully
realise in practice, mainly because it is so ambitious and far-reaching in its
ultimate effects. It is a significant achievement in Federal-State cooperation.

The changes | have referred to will not involve merely a cosmetic ‘repackaging’
of old courses. Time-serving on the job, or passing formal exams in off-the-job
training will no longer be sufficient. There will be a closer integration of
deltvery and assessment of both on- and off-the-job training, via training
contracts. Most importantly, prosress to qualifications will

demonstrated attainment of competencies specified by the national standards.

Later in this conference you will recetve a detidled presentation of results from
the COSTAC project which has developed an inventory of competency-based
courses in TAFE. That project was led by Mr Peter Thomson, the Deputy-
Director of the TAFE National Centre for Research and Development.

Without wishing to steal Peter’s thunder. I would like to make three
observations on the findings of this study. Firstly, the study shows that there
is a very long way to go before the jointly-adopted objective of Commonwealth
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and State Ministers of a national competency-based training system is
schieved. The study found that, nationally, only thirteen per cent of eligible
courses were competency-based. Secondly, only fifteen per cent of the courses
studied required that instructors had been given professional development in

and assessment of counpetency-based courses. Thirdly, in forty-three
per cent of the courses studied (which are more competency-based than most
mTAFEooﬂeges)ltmpouibleto‘pm'wlthoutanunmgmolﬂmspadﬂed
competencies.

Obvlmmly.agrwdulmnutobedonebefmweachlcvennnUOnaﬂy
consistent vocationsl education and training system in which qualifications
depend on demonstrated attainment of nationally specified competencies.

While competency-based training will provide a basis for quality assurance in
vocational educat!: and training, in terms of demanstrated attainmesit of
specified competencies, it can and should operate in such a way that it
minimises the ‘fatlure’ stereotyping that is so typical of traditional modes of
aseessment, and which has such destructive psychological effects on
individuals. ‘The emphasis of traditional ‘normative’ assessment, which
involves designation of a proportion of candidates as ‘faflures’, is replaced by a
‘criterion-referenced’ focus on identifying and specifying what the tndtvidual
needa to attain in order to reach the specified level of competence.

Another major benefit of the development of a competency-based training
system s that it provides a framework for recognising prior experience and
lemﬂngmtlwobjecﬂvebasuo{dcmomtmblecompetenm.hnmrmey
might have bzen attained.

This will be critical in relation to the award restructuring process, because
recognition of prior leaming and experience will be directly relevant to how
much scmcone is paid.

Women and migrants are probably going to have the most to gain from better

ta for recognising prior learning and experience, because they have
bezn most disadvantaged by the existing arrangements.

Recognising prior learning and experience - that is, recognit‘on of actual
competenie - i an area in which unions, industry and government are

strongly committed to change.

The specific arrangemen:ts for change are being considered by the COSTAC
Working Party on Competency-Based Tratning, but, in principle, it is essential
that our vocational education and training system should recognise
competencies however, and wherever they are attained.

To this end, it is necessary that each educational sector, public or private,
secondary or tertiary, should accord full recognition to competencies attained
clsewhere, whether formally or informally. This principle is easily stated.and
its practical value readily acknowledged. but overcoming the jurisdictional,
mwmmmw!umamm\thmmbea
formidable task. Nevertheless, it is essential that it be done effectively, and as
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soon as practicable.

training
certification of individual competency attainments are State responsibilities,
but it is essential that arrangements are developed 80 that they can be
undertaken on a nationally consistent basis, as a foundation for national
recognition and articulation arrangements.

Despite considerable efforts on the part of the Commonwealth to promote
greater cooperation between States and Territories to this end, thus far
significant progress has proved elustive. The Commonwealth/State Training
Advisory Committee (COSTAC) is pursuing investigations towards an agreed
national policy. It has already published a discusaion paper on the present
arrangements. However the policy statement on future directions will not be
finalised before April 1991.

A major equity and efficiency issue in relation to vocational education and
training is the recognition of the skills of migrants.

It is probably imposstble to calculate the economic cost of the wastage of talent
that has occurred since large scale migration began in 1949, through steadfast
neglect or wilful refusal to acknowledge the skills which migrants have brought
to this country.

It is certainly impossible to put a monetary value on the sccial costs of this
wastage, in terms of shattered hopes and lifelong frustrations.

As Mr Dawkins pointed out in Improving Australia’s Training Systems in
April 1989 there is a need for urgent action to halt this wastage of skilled
people, and the National Office of Overseas Skills Recognition (NOOSR) has
been established to promote progress in this area.

In 1990, the International Literacy Year, there is another issue I would like to
talk about - literacy. An accessible, high quality vocational education and
training system will not be of great benefit to those individuals who are
obstructed by their own illiteracy. In Australia today, appraximately one in
seven werkers cannot read and write effectively.

A lack of functional literacy and numeracy skills severely restricts an

indtv Jual’s access to many basic rights and services, but this is particularly
true f those participating in the vocational education and training system.
Litenicy and numeracy are basic ‘enabling skills’, which are required for
successfu. participation in the mainstream vocational education and training
system. This means that special remedial programs are required to equip
individuals with these necessary ‘enabling skills’.

That is why the Australian Government is providing $40 million in extra
support programs in 1990, which is the International Literacy Year. This $40
million package will include administrative costs and:

. $13.5 million for literacy programs in TAFE and Adult Ed-acation
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Centres,

. $10.3 million for literacy programs under the new active employraent
strategy, and

. $15 million for iteracy prograus in disadvantaged high schoois.

These contributions underiine the Corunonreealth Governmerii's coniinuing
commitment to greater accessibility and equity in a high qu ality vocational
education and truining system.

Tmugdngwbehudmthmtuchanmgumdmmwdmmror
mpmmmmnewrequuemmuthmlthumthepnt.

The Commonwealth has shown its willingness to assist TAFE. In the current
ﬂnandalyear.?ederalﬁmdﬁt;forﬂ\mmwndnuedtom.wlthm
million being allocated, a growth of more than 1.796 in real terms over last
year. 1herehasbeen4%realgxwthinrecurrentapendmu'eon1mbyﬂm
Commonwealth, at a time when some State Governments have reduced

funding.

mchanumeofdeveloplngmmpetency--buedmmmngAFEwmprmm
TAFEoo“eguwlmtheneedmadaptcoum.devdopmemnsofM. and,
in some cases, to modify infrastructure.

TAFE will also be facing progresstvely more competition from private providers,
who will also be pursuing the extra demand for training that the training
guarantee and award restructuring are generating.

Governments at all levels, and the industrial parties, will be expeciing the more
entrepreneurial approach that is developing in TAFE (at different ra‘es in
different piaces) to continue and accelerate. That is the only way that TAFE will
be able to meet the challenges ahead.

Conclusion

In conclusion, Australia's vocational education and training system must
provide flexible access in the interests of both efficiency and equity. Our
nation cannot afford the wastage of talent, nor the low productivity of Liose
whose skills are not developed and effectively utilised.

At the same time, if it is to meet the social and economic development needs of
Australia, our vocational education and training system must strive for
progressively higher quality standards; producing trained personnel who can
demonstrate the attainment of market relevant competencies, according to
defined national standards. In this way, Australia’s vocational education and
muungmtemwmplaympanmpromoungmosteﬂecuvdythewen-bdngof
the people of Australia.
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SPFERCH BY THE MINISTER OF EMPLOYMENT AND FURTHER EDUCATION

Hon Mike Rann, MP
Minister of Employment and Further Education

I am delighted to be present this moming at the opening of your national
conference on Assesement and Standards in Vocational Education and
Training and | am pleased to be sharing this opening with my friend and
colleague, John Dawkins.

Ever since the emergence of ideas reported in Australia Roconstructed,
industry and governments have been developing ways and means to improve
the skdll levels of the workforce to achieve internationally competitive
standards.

The future economic performance of this State and the nation rests on how
well we meet that challenge,

As Minister of Employment and Further Education, 1 have been able to see at
close quarters how my Federal colleague, John Dawkins, has led, cajoled and
challenged the education and training community to restructure and
modernise at all levels as well as presenting ¢ few challenges such as the

training guarantee to industry.

I am aware that there are some who say that it has all happened too quickly.
To my way of thinking, the future will show that we have acted in the nick of
time.

It 18 encouraging to see the substantial progress that has been made. There
are no short cuts to improving the organisation of work or upgrading the skills
and knowledge of the workforce. Subrstantial changes have been made and in
many cases are still required in attitudes, approaches, industry awards and
agreements, job classifications, training arrangements and the content of
training.

It will take years of continuous and persistent attention to these issues to
achieve all that has to be done.

A wide range of mechanisms and r:<ources to support the restructuring is

being provided by governments, but ultimately these are tasks and
responsibilities which only industry can assume.

At the peak level, employers and trade unions have established significant
comur.n ground for the required reforms and structural change. This
consensus must be maintained, further developed and fully utilized. However,
at the local and enterprise level, there is much work to be done to translate the
‘theory’ into practice.
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This responasibility sits squarely with management of both large and small
enterprises.

Unless there are substantial changes to management and work practice there
will be only marginal improvements to Australian industry’s productivity and
intemational competitiveness, for in today’s world, to stand still is to flounder.

For most enterprises the issue of productivity is wholly or mainly one of human
rescurces. The responaibility for the effective use of human resources is one of
the most demanding which faces management.

Management at all levels needs to be strongly motivated to recognise

ties for imp: -oving the use of human resources, but none more so
than those at that first level of management. Yet f there is a gap in the
education and training of Australia’s workforce it is surely in tzrms of first line

management.

‘These peopie, at the cutting edge of success for the individual firm, for industry
and for the economy, are essential ingredients for the success of award
restructuring and improved productivity performance.

They know more than most that the management process is not only about the
use of managerial techniques, the taking of rational decisions based on well
laid and carefully designed plans, and the integration of the work of different
groups. First line managers know that it is critically about the process of

operation - the management of people.

The challenge to managers is to harness all forcea for change and work in co-
operation with employees to achieve better cutcomes. Award res

provides with an opportunity to make the best of the talerts and
potential of the workforce: an opportunity to provide skill development not for
the few but for all workers, and an opportunity to work collaboratively with the
workforce to improve quality and competitiveness. It provides above all, an
opportumtytoreeognuethatourworkforcecanbeaslﬂlkdmdprodum
one if their energles can be harnessed rather than confined and limited.

I am sure that you, the managers here today will bear those considerations in
mind as you consider the more sophisticated practices and arguments about
assesament and standards of vocational education and training.

For whatever the potential for achieving improvements and however carefully
laid are the plans to maximise that polentin', uitimately success will be
dependent on the people who have to take on the task.

The South Australian Government has made the task of developing a skilled
workforce which can hold its own on the world stage, a top priority.

In these times of cutbacks in government sectors, and general economic

slowdown, we have made a conscious decision to maintain the funding of TAFE
in South Australia.
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Our recovery depends on the availability of a skilled workforce now. Of course,
as the economy restructures those akilled workers will be required in ever-
increasing numbers. After all, what is the point in even contemplating
economic recovery if we cannot deltver the akills needed to drive 1t?

We are developing constantly new, better and more efficient training inethods.
This progress is essential as demand for training is increasing at an ‘ncredible
rate,

I am proud of the progress the South Australian Department of Employment
and TAFE has made, particularly in the areas of video conferencing and

competency-based training,

Our programs are in demand in South Australia and interstate, and even
overseas in countries such as Indonesia and Hong Kong.

We can and must do better in the race to produce quality products at
competitive prices. I am excited by the prospect of management, workers and
governments meeting together the challenge of providing the skills which will
make this happen.

In conclusion I wish you a very producttve, stimulating and enjoyable
conference. Thank you.

[q)
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HOW DID WE GET HERE FROM THERE

Gregor Ramsey
Chairman
National Board of Empioyment, Education and Training

Introduction

My thanks Mr Chairman ior {nviting me to speal. tonight. although the task of
speaking to 200 at night after a good dinner is, to sav the least, daunting -
especially when the 200 have spent the last two days on assessments and
standards.

A little voice in my head is saying - gct off the conference topic quicklyl I'm
also happy to be able to say that | have not been constrained at all n: what 1
might talk about by Bill Hall. I'm not sure whether that is natve faith or
devious intent.

I have only recently taken on the broader responsibilities of Board Chair which
involve advising on all areas of employment, education and training, or, as
some would prefer us now to say, employment and skills forriation. This has
required me to gain a perspective on all three scctors, both in terms of changes
over time and where we might be going.

In this context, I have entitled what | have to say tonight as ‘How did we get
here from there: a perspective on employment, education and training’ - with
the ‘there’ being post-Second World War, and the ‘here’ being the decade of the
90s we are about to enter.

There are « yme who might say we have hardly got anywhere: others, that we
have come a long way, and still others incredulous - it was surely impossible to
get to here and the economic mess we seem to be in from where we were in the
50s.

S0, as we look back over the for- 4ecades since the Second World War we can
see that each has left its stamy our history. Our Constitution is silent
about the Commonwealth's re 1 education and training and things might
have been very different ff it 1. been otherwise. Since Federation this area
has been the prerogative of the States and Territories. 1 am sure §t made sense
in 1901, and probably made little difference to development up to World War I1.
A consequence has been that national development in education and .
at least to the mid '80s. was largely the sum of individual State developments
and some private developments which have left a legacy of significant State-by-
State differences as we enter the ‘90s of:

. different skill standards for similar Job classifications;
. different skill and knowledge expectations on leaving school;
. State-by-State decisions about human resource needs;

Q 283

S 288




. limited processes for achieving national policies; and

. State-by-State curricula, standards, examinations, school leaving ages
and school structures.

A small State had all the decision-making paraphernalia of a larger State and
they are just beginning to realise the costs of maintaining these differences.

It is worth noting in this context, the Prime Minister's recent speech ‘18 July
1990) in which he indicated that the legacy of our Federal structure could be
our downfall. He indicated that we must now, not tomorrow, not by the Year
2000, but now, face the challenges and form a closer partnership between our
three levels of Government. Nowhere is this more important than in education
and training. We must adopt a national approach, not a Commonwealth
approach or a State approach, but a national approach integrating all the
players - Commonwealth, State and non-government.

As the Prime Minister said in July -

We all need to do some fi'ndamental rethinking - and not just
governments - but the m:,or political parties, the business community,
the unions and opinion formers.

The question we all have to answer is this: ‘Are we ready for the 21st
century’. And {f the changes we need to make are to be effective, we
must all be prepared to take a fresh look at ourselves - our way of doing
things, at the habits, the assumptions and the prejudices of the past.

This statement becomes even more pertinent if we add the word ‘educators’
after the word ‘we’ throughout.

In his speech the Prime Minister indicated that all the issues would be on the
table for discussion at the special Premiers’ Conference - including education
and training issues. No doubt Commonwealth and State departments are now
busy preparing papers for consideration at the meeting.

in view of this, your Conference is very relevant - we may be able to adopt a
national approach to assessment and standards in vocational education and

training.

If we look at Australia since the War, we have followed international trends in
many areas, but in education and training. an issue fundamental to the future

of the nation, until recently, we have pursued nationally a laiasez-faiye
approach overlaid with values incorporated from ‘intermational trends’, I will

now look at the 'International trend’ we followed in each decade, and outline
how our approach to education and training has been anything but focused on
national issues, at least until now.

The '50s were the ‘seed’ decade. where we developed our physical
infrastructure, expanded our primary products and enhanced our dependence
for our wealth on our mines. Xlec ‘u?lported our skills through migration,
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produoedmrﬂmtmDsbutdxdmutabuahnﬂrmﬂ'ammgbauupanof
the ‘world of work’. The Menzies Government elected tn 1949 continued and

the thrust in the field of university education, but at the same time
acted to reinforce State control of education. The university system was
established for the first time with some national focus, and shared funding
with the States improving the quality of university education dramatically.
Universities began to undertake significant research programs, but saw
themselves as part of an international community of scholars, rather than as
serving Australia‘s developing needs for trained manpower. TAFE was the
poor brother.

It was a decade of wasted opportunity tn terms of developing a national
framework for employment. education and training: our successful
international ccmpetitors now in many senses are those that did pot waste the
opportunity for providing a firm training/skill development base for their

nation.

We looked over our shoulders to the United Kingdom, which was the source of
many of our ideas as well as our skilied personnel.

The 508 marked the end of the post-war reconstruction scheme where we gave
opportunities to returned service people which we have not done before or
since. It provided a concerted scheme for national development which we need
again now. 1 hope our economic situation provides the impetus for it, in the
way that the end of the Second World War provided an impetus in the 50s.

Let me now turn to the 60s, which I describe as the ‘weed’ decade, where new
freedoms were pursued, authority was questioned, education served our
personal development which was scen as largely trrelevant to our working life.
Indeed, why work at all - our social system was being supported by our
primary resources to which little if any value was added. The university
system saw the private sector as something to be avoided: ideas were to be
pursued for their own sake. The education enterprise was largely frrelevant to
the work enterprise. In an attempt to counteract this, a second higher
education scctor was established which was intended to be vocational.
Whether it was truly a vocational sector is another question. Many:of us would
argue that the abundance of liberal arts courses in the former colleges of
advanced education sector would indicate this was not so. It appears in fact
thet many colleges of advanced education tried to be universities and become
second class citizens rather than carving out a different niche which allowed
them to be different but equal.

We looked over our shoulders to Britain and the US and took our values as an
amalgam from both countries.

Where was TAFE during this time: apart from losing its diploma courses and
staff to the new CAE system, it was, as always, tuming out skilled apprentices
and often providing a second chance in education - a role it was to take on to a
greater extent during the 1970s and 1980s. There was concesn, even at this
time about Australia’s technological backwardness. In 1964, the Menzies

E l{lcmamem introduced limitcd capital assistance to TAFE and a restricted
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number of scholarships for TAFE students. But TAFE was to remain the poor
siater to higher education and schools through the 1960s. The philosophy of
‘thinkers and doers’ was born, to reach its zenith in the next decade - and who
wanted to be a ‘doer? One needed ‘time’ to think and hence because time is
money, the resources went to those preparing the thinkers.

The '70s were the ‘creed’ decade. where new life philosophies became accepted,
and the traditional church declined. A new order would dawn, supported by
our national resources, from which we would take, rather than be expected to
contribute, We still imported our skills as we needed them: education for all
was the intent, training or skill development related to work was something
considered inferior to the noble aims of a liberal education. Concerns about
the nation’s education system were increasingly being voiced and a review of
the nation’s schools, and TAFE systems were undertaken with each State
coming up with a different answer. Significant resources began to flow to
schools and to TAFE institutions from the Commonwealth to assist in growth,
but again all this effort was subject to State control and developed largely on a
State-by-State basis,

As a country, we thought we could stand alone. We did not look over our
shoulders at all, and so missed out on what was happening in Europe, Japan
and other non-English speaking areas. The world was beginning to pass us
by. The solution was seen as more and more resources, rather than any
national vision of where the education and training system should be going.
All problems of disadvantage would be solved by simply pouring more money
into education. We have found to our distress that this does not work. Money
is a quick fix prescription, often creating problems which require more money
to fix. What was needed was thoughtful consideration about how to reshape
our education and training, and it has taken us until now for this reshaping to
be given appropriate consideration.

The 80s were the 'greed’ decade - a phrase I took from a recent Financial
Review, where it gave the story of Saunders, the Chief Executive of Guiness
now jailed for misrepresentation and falsely manipulating the share market. In
[.ustralia we ‘developed’, established ever larger companies by takeover and
merger. We constructed hotels and resorts, hoping that overseas exchange
would flow in to ‘fix’ our balance of payments. It was the ‘Crocodile Dundee’
decade of ‘she’ll be right, mate’ which collapsed finally in a heap as we face the
‘90s. We were not concerned about real production and value added goods -
just paper money. We have a high ratio of accountants and lawyers and a low
ratio of engineers compared with other countries like Japan and Germany,

In educational terms, the structures were seen no longer to be effective to meet
pressing national concerns. The binary system of higher education was
dismantled, and for the first time private support for education and training
was seen to be essential if we were to overcome the significant economic
decline we were facing,

For the first time as the 1980s ended, we looked over our shoulders to other

parts of Europe. Despite the ‘Europeanisation’ of so much of Australia since
the Second World War through our migration flow, there was very little
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European (as opposed to British) impact on our employment, education and
training system.

tralnn.gtooeewhethcrtbeyhavemythlngtotmchm. Of course they have:
ltlnjus*.tk-atwehmheenslowmreanamglt.

The 19608 brought the first major structural changes: with training through
T.\mbﬂnguparatedfrmnedumumumm.bothwlthupamm
mmummmmamwnbkmuwymmﬂm;mmm. For
thenntumeattheCommuwenlthleveLeducaﬂonmdmmgmnnked
clooelywlthemploymentmtheneww-nepummtdmploymmt.
Education and Training. mereuumnngdebatenbmtthemtegmuonof

1990s.

wmenawtumlnmorcdetaﬂtomedecadeoftheQOmechwenawfaoe. I
ﬁuduameltubmmgthe‘deed'.(thath.wehaveto‘do'thmp-dcvelop
amh)dmdewmbemhad.uwemmmﬂnwmpeumdemandaof
the coming decade. 'l‘hecmmesmapulodofmbnunudchmgeforall
sectors of education and training. It will take a decade of the ‘deeds’ to carry
these through in the 90s. For instance, the task is to ensure that the higher
education system does produce more skilled graduates at a more efficient cost,
that higher education and industry move closer together, and that we are able
to develop priorities in research funding that will assist Australia’s economic
future.

&hodlmal»fwedwlthaubsﬂnﬂﬂlchallenﬁel-memtenﬂonmtemmﬁo
per cent and climbing. Schools are faced not just with increasing numbers but
avaﬂetyofneedstlmtmresoumehtmﬂveoftcachmandcapﬂnlgoods.

We must put new structures in place to link schools with TAFE, higher
education and employment. The Board has set up A working party to consider
the issue of post-compulsory education. It did so because it considers it to be
aﬂtalm—sectoralhouethatmuatbefacedlfm&alumdmwungpeople
are not to have a terrible disservice perpetrated upon them.

mewdsammmwwmemmgmmmderway. An
mmplelsthespomorofthlsconfm—&wTAFENaﬂomlCmmfor
Research and Development. There is also the Committee on TAFE Curriculum.
lamparﬂcuhﬂypleasedtoseeorguﬂsaﬂomauchuttmmmtenee. The
Boardwﬂlbeconsldeﬂngwayswmlstmdmloplngamﬂonalappmamto
curriculum,

QO [AFE has a central role to play in meeting these challenges: but so do

|
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employers. schools and hij»er education with appropriate network
arrangements being essent | elements. Already TAFE is grappling with the
changes arising from award restructuring. Further demands will be placed

upon it through changes to systems of post-compulsory education.

There have been two other very significant developments. The establishment of
the National Training Board to develop national skills standards in
consu’tation with industry, which will form the benchmarks for curriculum
development, accreditation processes and the assessment and certification of
individuals’ skills. The other significant development is the Training Guarantee
legislation which should increase the national stock of skilled people in the
worldorce.

The setting of national goals and priorities in TAFE, and the establishment of
the Australian Traineeship System to provide broad-based entry level training
for young people have also been significant developments. We now face a
world where learning is becoming easier and easier outside this formal
education system: how will the formal system respond to this trend?

You would all be aware of the current inquiry into training costs headed Ly
Ivan Deveson. It is likely that the results of this inquiry will have far-reaching
effects on training in Australia. Let us hope that the measures outlined above
with changes in schools and higher education will enable us to make the
quantum leap needed.

Where other countries such as Germany and Japan saw the development of
their skill base within an employment frame for decades, v.e have only just
come to the realisation that the effective integration of living, working and
learning are essential if we are to make up lost ground.

No longer can we tmport the skills we need: we must develop our own. No
longer can education and training be about more fulfilling lives outside work, it
must be about more fulfilling lives within work. No longer can the public
sector alone bear the full brunt of the education and training task. It was too
large: the public system was too slow to respond and no longer could the
country afford this level of public support without some effort by the private
sector to lift the level of their involvement. Individuals must also be expected
to make their contribution as well,

The National Board has agreed to focus on several strategic issues important to
our future - these are science and technology. post-compulsory education,
skills formation and recognition for disadvantaged job seekers, credit transfer
and curriculum. The formulation of appropriate strategies in these areas will
assist education and training in Australia to move forward into the decade of
‘deeds’.

We require a tripartite approach to education and in

governments and the public sector, employers and the sector, and
employees, their unions or professional bodies. I hope that the Board, through
its activities such as its working parties, can assist this process. In the past
decades, too much emphasis has been placed on the role of govemment and
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the public sector in education and training: too much emphasis on education
as being separate from work; too much emphasis on the development of

and financial resources and too little on the comprehensive
development of our human resources.

Asweenterthedecadeofthe'QOu.thechaﬂmgeuwmueaumeroleofme
pnvatelectormeducauonandummng,toemphaauenhudcvelopmentand
lcanﬁn;wltlﬂnamrkenvhnnmentandtoaﬂm;th&tmthumncapltalﬁwe
are to become a society which adds significant value to its primary resources
and has a workforce which has the level of skill needed to develop its
secondary and tertiary industries in an increasingly competitive world market.

Conclusion

Fundamental to all that we do and to where we are going in employment,
education and training is the issue of guality. Have we been concerned about
quality in the past? Yes - if we are talking about the very best students in our
society, those who will get First Class Honours degrees. No - if we mean the
great bulk of our workforce; their leaming has come hard, haphazardly, and
with too little support.

Yet Australia needs to expand the quality of the skills in the whole workforce,
not just its elite, and this points to vocational education, a reason why this
Conference/Workshop is so important.

Quality is hard to define, yet we know it when we see it, and we certainly know
it when we see well-trained people working in their vocational area with
commitment based on the security of a high level of personal and technical
skill.

I hope this Conference has taken you all a step further in your understanding
of the issues in assessment and standards in vocational education and your
ablility to deal with them.

Thank you.
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CONFERENCE PROGRAM <~
MONDAY 1 OCTOBER 1990

8.00/ 9.00 am Registration

Pre-functions Area - 1at floor

Gordon Tasker/Linda Allen/Lea-Ann Harris
Susan Dean/Philtp Loveder

9.00/ 9.30 am Opening

Vote of Thanks -

Grand Banquet Room 2

Rod Sawford, MHR, Member for Port Adelaide
(Representing John Dewkins, MHR, Mintster for
Employment. Education & Truining

Mike Rann. MP (Minister of Employment & Further
Education, South Australia)

Graham Slee, AM (Chaimman, National Training
Poard & Chatrman, Board of TAFE National Centre
for Research & Development

Chatrperson: William Hall

9.30/10.15 am A - Planary

Grand Banquet Room 2

AM
Chatrman, National Training Board
Chatrman, Board of TAFE National Centre for
Rescarch & Development

The Importance of Skills Standards’

Chatrperson: Willlam Hall

10.15/11.00 am Morning Tea

Grand Baniquet Room 1

11.00/12.30 pm B - Group Discussions 10 groups of approximately 25 people

1 Chatrperson: John Gelsthorpe
Reporter: Gwyreth Ottrey

Room: HA1 (Adelaide Room N 2nd floon)

3 Chalrperson: Pauline Mageean
Reporter: Karen Heller
Room: HA (Grand Banquet Room 2}

% Chatrperson: Bob Willlams
Reporter: John Parish

2 Chairperson; Geoll Hayton
Reporter: Jennie Turker
Room: HAZ (Adelaide Room S 2nd floor)

4 Chatrperson: David Furber
Reporter: Barbara Radeliffe
Room: HA4 (Colonel Light Room 7th floor)

6 Chatrperson: David Donaldson
Reporter: Dean Kuhl

Room: HA (Dantel O'Connel Room 7th floor) Room: Lincoln College 6

7 Chatrperson: John Skull
Reporter: Philip Loveder
Room: Lincoln College 7

8 Chatrperson: Roger Porter
Reporter: Susan Dean
Room: Lincoln College 8

10 Chatrperson: Hugh Guthrie

Reporter: Mike Eddy
Roony: Lincaln College 10
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12.30/ 1.30 pm Lunch
Grand Banquet Room 1

1.30/ 2.30 pm C - Workshop Fresentations 5 groups of approximately 50 people

1 Chatrperson: Doug Smith

Research Co-ordinator
Joint Working Party of
TCF Industries
Topic: Sidlls Standards tn the
TCF Industries
Bitef Presenter: Gwyneth Ottrey

Room; HA1 (Adelaide Room N 2nd floor)

3 Chatrperson: Pamela Whalan
$Spcaker; Alan Brown
Director
Alan Brown & Assoclates

Asatstant Director

Tramning & Development

Broadmeadows TAFE will

speak to the paper
Topic: Recognition of Prior

Learning
Brief Presenters: Alan Barker
John Hird
Room: HA (Grand Banquet Room 2)

5 Chatrperson: Margaret Hardy
Spegker: Dean Ashenden

Senior Partner
Ashenden & Asao-lates
Topic: More & Better Recognition of
Vocational Training &
Learning
Brief Presenters; Margaret Hardy
Glen Newton
Room' HA (Dante! O'Connel Room)

2 Chairperson: Paul Byrne
Speaker, Michacl Murphy

Principal Adviser
TAFE & Skills Formnation
Ditvision, DEET
Topic: Competency-based training -
COSTAC Working Party Report
Brief Presenter;

Room: HA2 (Adelaide Room S 2nd floor)

4 Chatrperson: Martha Kinaman
Specaker: Rusacll Docking
Director
Productivity & Training
Department, WA Ministry of
Premier & Cabinet

Topic: Assesmment in the Worxplace -
Facts & Fallacies
Brief Presenters: Ben Worsteling
Margaret McLanughlan
Room: HA4 (Colonel Light Room 7th floor)

2.30/ 3.30 pm D - Workshops 10 groups of approxtmately 25 people

1 Chatrperson: Susan Holland
Reporter: Philip Loveder

Roam: HAl (Adeiasde Room N 2nd floor)

3 Chairperson: Pamela Griffiths
Reporter: Susan Dean
Room: Lincoln College 8

5 Chafrperson: Rod Vinten
1 Ken Shinkfield
Room: HAS Grand Banquet Room

7 Chairperson: Hugh Guthrie
Reporter: Pat Pearce
Q  Room: Lincoln College 9

2 Chairperson: Doug Smith
Reported: Geofl Hayton
Room: HA2 (Adelaide Room S 2nd floor)

Roun.HM(OohmlLUltannnhﬂooﬁ

6 Chairperson: Pamela Walah

Reporter: Susan Young
Room: Lincoln College 6

8 Chairperson: Chris Hogan
Reporter: Mick Willtarns
Room: Lincoln College 10
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9 Chatrperson: Pauline Mageean loéhaumdohnadmm

Reporter: Peter Thomaon Reporter David Furber
Room HA (Daniel O'Connel Room 7th floor) Room: Lincoin College 7
3.30/ 4.00 pm Afternoon Tea

Grand Banquet Room 1

4.00/ 5.00 pm A-Plenary Ute Laur-Emat

{Head, Education, Technology & International Studies tn
Vocational Education - FRG)

‘The Development of the Vocational Education System
(FRG) Under the Special Perspecttve of the 1992 European
Integration’

Grand Banquet Room 2 Chairperson: Peter Thamson
5.00/ 6.00 pmn Informal Social Gathering

Pre-function Area - 1st floor

An unstructured opportunity for socialising and bustness e.g.
‘1aunching’ of issues/outcomes/conrlusions for subsequent
workshops and for Conference Report.

(Bar service available)
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CONTERENCE PROGRAM
JUESDAY 3 OCTORER 1990

9.15/10.15 am A - Plenary

John K Fuller
(Head of Qualifications & Standards Depariment.

Tratning Agency - UK)

‘Untted Kingdom Reforms in Qualifications &
Standards in Vocational Training’

Grand Bangquet Room 2

Chairperson: Barry Grear

10.15/11.00 am Morning Tea

Grand Banquet Room 1

11.00/12.30 pm

1 Chatrperson: John Gelsthorpe
Reporter: Gwyneth Ottrey
Room: HA1 {Adelawde Room N 2nd floor)

3 Chatrperson: Pauline Mageean
Reporter: Roger Mathers
Room: HA (Grand Banquet Roomn 2)

5 Chairperson: Bob Williams
Reporter: John Parish
Room: HAS (Club Room Lower Ground Floor)

7 Chairperson: John Skull
Reporter: Philip Loveder
Room: Lincoln College 7

9 Chatrperson: Pat Pearce
Reporter: Carol Dungey
Room: Lincoln College 9

B - Group Discussions 10 groups of approxtmately 25 people

2 Chairperson: Geofl Hayton
Reporter: Jennifer Turker
Room: HA2 (Adelaide Room S 2nd floor)

4 Chatrperson: David Furber
Reporter: Barbara Radcliffe
Room: HA4 (Colonel Light Room 7th floor)

6 Chatrperson: David Donaldson
Reporter: Dean Kuhi
Room: Lincoln College 8

8 Chatrperson: Roger Porter

10 Chairperson: Hugh Guthrie

Reporter: Mike Eddy
Rocm:; Lincoln College 10

12,30/ 1.30 pm Lunch

Grand Banquet Room 1

1.30/ 2.30 pm

1 Chairperson: Mick Willlams
r v
Prcject Manager
ACTC Mctals Standards
Project
Topic: Skills Standards in
the Metals Industry
Brief Presenter: Geofl Hayton

Room: HA1 (Adelaide Roomn N 2nd floor)

C - Workshop Presentations 5 groups of approximately 50 people

2 Chaftrperson: Barry Grear
Speaker: Peter Thomaon

Deputy Director
TAFE National Centre for
Research & Development
Topic: Competency-based Approaches
to Training in TAFE
Brief Presenters: John Van de Graaff
Anthonty Watson
Russell Docking
Roger Thompson
Room: HA (Grand Banquet Room 2)
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3 Chafrperson: Anna Spangler 4 Chatrperson: Susan Holmes
Speaker: Derick Caacy

Speaker: Pamcla Walsh
Deputy Head Past Chairman
Hotel School Austral.: . Council of
Regency College of T/IC Indepenuent Business Colleges
Topic: National Accreditation of Topic: National Accreditation o
Cxperiential Leamning for Independent Business
the Hospitality Industry Colleges
Room: HAS (Club Room Lower Ground Floor) Room: HA4 (Colonel Light Room 7th floor)
5 Chatrperson: Philip Oswald
Speaker; Richard Sweet
Rescarch Co-ordinator
Skills Forum
Topic: TRAC - A Case Study in Giving
Cred# for School Experience

Room: HA2 (Adelaide Room S 2nd floor)

2.30/ 3.30 pin: D - Workshops 10 groups of approxtmately 25 people

1 Chatrperson: Geolff Halsey 2 Chafrperson: Peter Henneken
Reporter: Pat Peaice Reporter: David Furber
Room: HAL (Adelaide Room N 2nd floor) Room: HA3 (Board Room 2nd floor)
3 Chairperson: Susan Holland 4 Chatrperson: Alan Campbell
Reporter: Malcolm Brinkworth Reporter: Gladys Lehmann
Room: HA (Adelaide Room S 2nd floor) Room: HA (Grand Banguet Room 2)
3 Chairperson: Pauline Mageean 6 Chatrperson: Hugh Guthrie
Reporter: Pamela Griffiths Reporter: Roger Porter
Room: HAS (Club Room Lower Ground Fioor) Room: Lincoln College 8
7 Chairperson: Des Fooks 8 Chatrpernon: Susan Hnlmes
Reporter: John Glesthorpe Reporter: Robert Hodge
Room: HA4 (Colonel Light Room 7th floor} Room: Lincoln College 8
9 Chatrperson: Roger Mathers 10 Chatrpers~i: Alan Barker
Reporter: Jenni Cooper Reporter: Vivien Carroll
Roam: Lincoln College 9 Room: Lincoln College 10

3.30/ 4.00 pm Afternoon Tea
Grand Banquet Room 1

4.00/ 5.00 pm A - Round Table : Overseas Experiences

Panel: Ute Laur-Emnst (FRG)
John Fuller (UK)
Michael Murphy (ACT
Peter Thomaon (SA)
Margaret Hardy (QLD)
Alan Barker (NZ)

Grand Banquet Room 2 Chatrperson: Graham Slee, AM

‘ 3
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7.00 pm Conference Dinner

Speaker - Gregor Ramacy
Chairperson. National Board of Employment.
Education & Training
Grand Banquet Room 2 Introduced by: William Hall
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CONFERENCE PROGRAM

WEDNESDAY 3 OCTOUER 1990
9.15/10.15 am A - Plenary Peter Kixby
Chief Executive Officer. SA Department of
Employment & TAFE
Jasues Affecting Assessment & Accreditation’
Grand Banquet Room 2 Chatrperson: Alan Wickenton
10.15/11.00 am Morning Tea

Grund Banquet Room 1

11.00/12.30 pn

1 Chatrperson: John Gelsthorpe
Reporter: Gwyneth Ottrey
Room: HA1 (Adelaide Room N 2nd floor)

3 Chatrperson: Pauline Mageean
Reporter: Roger Mathers
Room: HA (Grand Banquet Room 2)

5 Chatrperson: Bob Williams
Reporter: John Parish
Room: HA (Daniel O'Connell Room 7th floor)

7 Chairperson: John Skull
Reporter: Philip Loveder
Room: Lincoln College 7

9 Chatrperson: Pat Pearce
Reporter: Carol Dungey
Room: Lincoln College 9

B - Group Discussions 10 groups of approximately 25 persons

2 Chatrperson: Geoll Hayton
Reporter: Bruce George
Room: HA2 (Adelaide Room $ 2nd floor)

4 Chajrperson: David Fy'rber
Reporter: Barbara Radcliffe
Room: HA4 (Colonel Light Room 7th floor)

6 Chatrperson: David Donaldson
Reporter: Dean Kuhl
Room: Lincoln College 6

8 Chairperson: Roger Porter
Reporter: Susan Dean
Room: iincoln College 8

10 Chatrperson: Hugh Guthrie
Reporter: Mike Eddy
Room: Lincoln College 10

12.30/ 1.30 pn Lunch

Grand Banquel Room 1

1.30/ 2.30 pm

i Chairperson: John Stalker
Speaker: Brvan Jones
Manager
Training & Development
Emad Lt4
Topic: What Industry Wants from
the Training System

Brief Presenters: Tony Holland

Susan Holland
Roorn... HA] {Adeladde Room N 2ud floor)

32

C - Workshop Presentations 3 groups of approximately 80 people

2 Chatrpernon: Peter Shiells
Speaker; Alan Wickenton
Director
Richmond College of TAFE

Topic: Whole College Approach to
Competency-based, Seif-paced
Delivery

Brief Presenters: Anthaotiy Wa'~on

Bernie Moore
Room: HA4 (Colonel Light Room 7th floor)
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Brief Presenter: Gary Hilton
Room: HA (Grand Banquet Room 2)

2.30/ 3.30 pm D - Workshops 6 groups of appraximately 40 people

1 Chatrperson: Alan Campbell 2 Chatrperson: Mariene Brell
Reporter: Roger Porter Reporter; Philip Loveder
Room: HA1 (Adelaide Room N 2nd floor) Room: HA2 (Adelaide Room S 2nd floor)
3 Chatrperson: Anna Spangler 4 Chatrperson: Roger Thompson
Reporter: Carol Dungey Reporter: Carol Leipins
Room: HA4 (Colonel Light Room 2nd floor) Room: Lincoln College 9
5 Chatrperson: Glen Newton 6 Chairperson; Margaret Hardy
Reporter: Rod McEwin Reporter: John Van de Graafl
Room: HA (Dantel O'Connel Room 7th floor) Room: HA (Grand Banquet Room 2)
3.30/ 4.00 pm Afternoon Tea
Grand Banquet Room 1

4.00/ 5.00 pm Plenary Willilam Hall
Executive Director, TAFE National Centre for Rescarch &
Development
‘Worskhop Summary: Challenges for the Future'

Grand Banquet Room 2 Chairperson: Des Fooks

Closure Gordon Tasker
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LIBT OF PARTICIPANTS

TAFETA Of NSW
NSW Teachers Federation
300 Sussex Stireet

Sydney 2000

Linda Allen
TAFE National Centre for RAD

252 Kenaington Road
Leabrook 5068

Joan Armitage

TAFE & Training Services Branch
DEET

Level 4 14 Mort Street

Canberra 2601

A Armstrong

National Furniture Industry
Training Council Lid

1/211 Balcatta Road
Balcatta 6021

Dean Ashenden
Ashenden & Associates
118 Sublaco Road
Subiaco 6088

Robin Austen

State Tratning Board
Rialto South Tower
525 Collins Street
Melbourne 3000

A Barker

Qualifications Authority
PO Box 160

Wellington NZ

Geofl Barnes

Centre for Human Resource Studies
South Australian CAE

Holbrooks Road

Underdale 5032

Cathy Barry
Asscsament Research & Dev Branch
Department of TAFE

PO Box K838

Haymarket 2000

Graham Beanland

State Tratning Board-Vic
Rialto South Tower

525 Collins Street
Melbourne 3000

34

Ray Best

Mt Gravatt College of TAFE
PO Box 326

Mt Gruvatt 4122

Allan Biedermann
3 Cunningham Street
Bundaberg 4670

Dents
18-20 Queens Avenue
Howthorn Park 3123

Kinga Bisits
2/3A Abbott Street

Coogee 2034

Laurie Bonney

Staffl Development Section
Div of TAFE - DEIRT

GPO Bax 587

Hobart 7001

Gall Bowers

Access Education Branch
DEVET O 17th Floor State Law Bld
Private Bag 3

South Brishar~ 4017

John Braddy

Victoria College
Burwood Campus

221 Burwood Highway
Burwood 3125

Mariene Brell
51 Gore Street
Greenwich 2065

Barry Brinkworth

Hawthomn Institute of Education
442 Auburn Road

Hawthorm 3122

Malcolm Brinkworth
Noarlunga College of TAFE
PO Box 409

Nomriunga Centre 5168

Mike Brough
RMB 242 Millhouse Road

Longley 7150



Alan Brown
23 Brixton Avenue
Eltham North 3095

Bill Brown

Richmond College of TAFE
70 Gwynne Street
Richmond 3121

Peter Bruhn

Office of the Aasoc Director
TAFE - RMIT

GPO Box 2476V
Melbourne 3001

Michael Buck
PO Box 440
Launceston 7250

Ted Burr

Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010

Michae] Burtonclay
49 Patterson Avenue
Ketlor 3038

Ann Butler

Vocational Studies Unit
Northern Territory University
PO Box 40146

Casuarina 0811

Paul Byrmme

TAFETA

Austrelan Teacher's Union

Level 2 18-20 Lincoln Square Nth
Cariton 3063

Mark Cameron

Staff Development Section
Diviaton of TAFE-DEIRT
GPO Box 587

Hobart 7001

Alan Campbell
Adelaxde College of TAFE
20 Light Square
Adelaide 5000

Rob Carmichael
Swinburne College of TAFE
PO Box 218

Hawthom 3122

Vivien Carroll
Educational Services
Box Hill College of TAFE
PO Box 14

Box Hill 3128

Derrick Casey
Regency Hotel School
Days Road

Regency Park 5010

Dawn Chivell
Noarlunga College of TAFE

Ramsay place
Noarlunga Central 5168

Vic Ciacato

School of “pplied Electricity
Sydney Tuchnical College - Bldg K
Mary-Ann Street

Ultimo 2008

Terry Clark

Workplace Resource Centre (SA)
PO Box 408

Goodwood 5034

Graham Cole

Training & Development Dept
Meclbourne College of P&G Arts
603-615 Queensberry Street
North Melbourne 3051

Natalie Conyer
TAFETA of NSW
43 Hordern Street
Newton 2042

Chris Cookson

Melbourne College of Textiles
23-35 Cumberiand Road
Pascoe Vale 3044

Bob Cooper

Trainir, ¢ Section

State Bank of South Australia
GPO Bax 399

Adelaide 5001

Jenni Cooper

Melbourne College of Decoration
528 Little Lonsdale Street
Melbourne 3000

John Cossons
Employment & Training Division
Dept of Labour & Admin Services
GPO Bax 4371
Parwin 0801
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Rob Crow

National Furniture Industry
Tratning Council Ltd

76 Penhurst Street
Penhurst 2222

Rob Crowley

SAGRIC International Ltd

2nd Floor 70 Hindmarsh Square
Adelaide 5000

Elista D'Erocli
Workplace Resource Centre
45 Greenhill Road

Wayville 5034

Michael Dalton

ARDU

Department of TAFE
323 Castlereagh Street
Sydney 2000

Nerida Davis

Mt Gravatt College of TAFE
PO Box 326

Mt Gravatt 4122

Graeme Davy

Central Metro College of TAFE
7th Level 25 Aberdeen Street
Perth 8000

Peter Davy

New South Wales TAFE
PO Box K638
Haymarket 2000

n »
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Sue Dean
TAFE National Centre for R&D

Ministry of the Premier & Cabinet

Capita Centre - 197 St Georges Tce
Perth 8000

David Donaldson
17 Labrina Avenue
Prospect 5082

Dale Durte

SA Arts Industry Training Council
Festival Centre

King William Road

Adelaide 5000

Miude Edady

Noarlunga College of TAFE
PO Box 408

Noarlunga Centre 5168

Bernie Errington

Hotel School

Regency College of TAFE
Parls Road

Regency Park 5010

Canterbury 3126



Mchrassa Farjad
Curriculum Policy Diviaion
Department of TAFE

323 Castlereagh Street
Sydney 2000

Estelle Farwell

Gfiles Plains College of TAFE
Blacks Road

Gilles Plains 5068

Des Fooks

TAFE & Skills Formation Division
DEET

Level 2 14 Mort Street

Canberra 2601

John Fuller
Qualifications & Standards

gxepartmcnt Training Agency

David Furber

Department of ETAFE - 12th Floor
PO Box 2352

Adelaide 5001

Peter Geer

Noarlunga College of TAFE
PO Box 405

Noarlunga Centre 5168

John Gelsthorpe
Curriculum Services Div

Dept of Employment & TAFE
31 Fliinders Street
Adelaide

Bruce George
5 Rughby Street
College Park 5069

Kay Glles

DEVETIR
Private Bag 3

South Brisbane 4101

Doug Gilham

Richmond College of TAFE
70 Gwynne Street
Richmond 3121

Alan Godfrey

Natsonal Training Board
91 Noarthbourme Avenue
Canberra 2601

Malcolm Goff

Directorate Office

Northern Metropolitan College
Balga Campus Loxwood Road
Balga €081

Bob Gowing
Faculty of Adult Education
University of Technology-Sydney
PO Box 123

Broadwsy 2007

Barry Grear

SA Dept of Employment & TAFE
31 Flinders Street

Adelaide 5000

Les Gregory
BHP Slab & Plate Products Div
PO Box 1854

Wollongong 2500

Pamela Griffiiths

Distance Education Branch
Northern Territory TAFE Div
Locked Bag 1

Casuarina 0811

Nooshin Guttoo
91 Northbourne Avenue
Canberra 2€01

~— Deidre Gunner
61 Edward Street
North Sydney 2060

Hugh Guthrie
TAFE Nationa! Centre for R&D

252 Kensington Road
Leabrook 5068

L. Hadaway

National Furmntture Industry
‘Tratning Councl Ltd

4/370 St Kilda Road
Melbourne 3004

Tom Haig

Port Augusta College of TAFE
9-39 Carlton parade

Port Augusta 5700

Bil Hail

TAFE National Centre for RAD

252 Kenaington Road
Leabrook 5068
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Geofl Halaey

DEE.T.

7th Floor Da Costa Building
68 Grenfell Street

Adelatde 5000

Charles Halton
Employment & Skills Formation
Nat Board of Emp, Ed & Training
PO Box 773

Canberra 2601

Ian Hamilton

Whyalla College of TAFE
141 Nicolson Avenue
Whyalla Normie 5608

Paul Hanrahan

Hawthomn Institute of Education
442 Aubum Road

Hawthorn 3122

Margaret Hardy

Operational Performance

Bureau of Employment Vocational &
Further Education & Training PMB 3
South Brisbane 4101

Jon Harmer
Adelaide College of TAFE

20 Light Square
Adelaide 5000

Lea-Ann Harris
TAFE National Centre for RAD

252 Kenaington Road
Leabrook 5068

Geof Hawke

Industry Restructuring Task Force
Department of TAFE

PO Box K638

Haymarket 2000

Geoll Hayton
TAFE National Centre for RAD

252 Kenaington Road
Leabrook 5068

Colin Heitman

Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010

Karen Heller
15 Walter Street
Mortdale 2223

W
Lo

Sue Heron-Stanley
Prankston College of TAFE
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Frankston 3199

lan Hetherington

Tourism Tratning Australia
PO Box K743

Haymarket 2000

Gary Hilton

Tratning Standards & Curriculum
DEET

Level 2 14 Mort Street

Canberra 2601

Richard Heyneman
Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010

John Hird

State Training Board
South Tower - Rialto
525 Colling Street 3000

Robert Hodge

School of Horticulture
Kensington Park College of TAFE
Broadway Drive

Campbelltown 5074

Grant Hofmeyer
GPO Box 2488
Adelaide 5001

Chris Hogan

DEET

7th Floor Da Costa Bullding
68 Grenfel] Street
Adelaide 5000

Michael Hogan

2nd Floor

39-43 Wellington St
Windsor 3181

Susan Holland

Basic & Pre-Vocational
Department of TAFE

Level 8 323 Castlercagh Street
Sydney 2000

Susan Holmes
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Tasmanian Furniture Industry
Training Board Inc

1st Floor - 20 Brisbane St
Launceston 7250

Rachel Hunter

Design and Services

Qld Distance Education College
GPO Bax 1326

Brisbane 4001

Jenny Ignas

Adelawde College of TAFE
21 Light Square
Adelaide 5000

Gordon Technical College
Private Bag 1 - Mail Centre
Geeong 3221

Tony lommazzo

Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010
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VCAH Gilbert Chandler
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Wermribee 3030
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PO Box 58
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Fmafl Ltd

PO Box 4
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TAFE HRDD
Level 17 323 Castlereagh Strect

Sydney 2000

John Kelleher

Staff Development Section
Div of TAFE - DEIRT

GPO Box 587
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Brian Kenworthy
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Adelaide College of TAFE
GPO Bax 1872

Adelaide 5001

Martha Kinmman
ACT Instttute of TAFE
GPO Box 826
Canberra 2601

Peter Kirby

Dept of Employment & TAFE
GPO Box 2352

Adelasde 5001

Rodger Kiopp
NPIIC - Qid
GPO Box 130
Brisbane 4001

Dean Kuhl

Curriculum Services Division
DETAFE

31 Flinders Street

Adelaide

Trevor Lange

Dandenong College of TAFE
PO Box 884

Dandenong 3175

Grahame Latham

Ute Laur-Emnst

Educational, Technology & International
Studies in Vocational Education

FRG

Brian Lawes
Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010

Andrew Lesder
Polytechnic

7 Nfle Road Kelston

Auckland NZ

Gary Ledufl

Curriculum Services Division
Dept of Employment & TAFE
31 Flinders Street

Adelaide 5000

Gladys Lehmann
Elizabeth College of TAFE
Woodford Road

Elizabeth 5112
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Carol

Liepins
Centre for Applied Learring System

Adelaide College of TAFE

20 Light Square
Adclaide 5000

Kevin Locke

Slab & Plate Products Division
BHP Steel

PO Box 1854

Wollongong 2500

Maureen

State Training Board-Rialto Tower

Level 2 525 Collins Street
Melbourne 3000

A. Loggy

Nattonal Fumnitture Industry
Council Ltd

138 Greenhill Road

Unley 5061

Philip Loveder
TAFE National Centre for R&D

252 Kensington Road
Leabrook 5068

Pauline Mageean
TAFE National Centre for R&D

252 Kensington Road
Leabrook 5068

Roger Mathers
14th Floor 31 Flinders Street
Adelade 5000

Bill Matthew

validation & Accreditation
NZ Qualifications Authority
PO Box 180

Wellingtion NZ

Lynne Maughar

Labour Market L nit-Policy Div
Ministry of Education

Private Box 1666

Wellingion NZ

Garry Mayne
$2 Robert Street
Lalor 3075

G. McArthur
National Furniture Industry
Training Council Ltd

STE 22 500 Seventeen Mile Rocks Rd

17 Mile Rocks 4073

31

91 Northbourne Avenue
Canberta 2601

Rod McEwin

Faculty of Adult Education
University of Technology-Sydney
PO Box 123

Broadway 2007

Michele McGill
Teacher Education
TSIT

PO Box 1214
Launceston 7250

Margaret McLauchlan
12 Verdant Drive
East Mattland 2323

Tony Mellors
Northern Metro College of TAFE
St Georges Road

Preston 3072

John Merton
NPITC Ltd - WA

8/184 St Georges Terrace
Perth 6000

Leonie Millar

Holmesglen College of TAFE
PO Box 42

Chadstone 3148



Crisanti Moschou

54 Quondong Avenue
Athelstone 5076

Peter Mountney
BEVFET

Private Mafl Bag 3
South Brisbane 4101

Barry Mouton
DEET

7th Floor Da Costa Building
68 Grenfell Street
Adelaide 5000

Bruce Muhlhan
BHP Steel
PO Box 21
Whyalla 5600

John Muller
3 Lipaett Terrace
Brooklyn Park 5032

Michael Murphy

TAFE & Skills Formation Div
DEET

GPO Bax 9980

Canberra 2601

John Nagel

Programs Division

Department of Employment & TAFE
31 Flinders Street

Adelasde 5000

Damiten Nash

Curriculum & Planning Department
Moorabbin College of TAFE

Private Bag 19

Moorabbin 3189

Glenn Newton

Trades Recognition

Dept of Industrial Relations
3nd Floor - Joltmont Centre
Canberma 2600

Marlene Nicholas

School of Small Business/Computing
Adelaide College of TAFE

21 Light Square

Adelatde 5000

Phillip Oswald

Untversity of Technology - Sydney

Faculty of Adult Education
PO Box 123

Broadway 2007

Gwyneth Ottrey

Curriculum Services Division
Dept of Employment & TAFE
31 Flinders Street

Adelaide 5000

CIiff Pain

Orientation Studies
Dandenong College of TAFE
121 Stud Road

Dandenong 3175

John Partah

Dandenong College of TAFE
121 Stud Road

Dandenong 3175

Liz Parker

Regency Hotel School
Regency College of TAFE
Days Road

Regency Park 5010

Cassandra Parkinson
Nattonal TCF

Industry Training Board
3rd Floor- 21 Burwood Road
Hawthormn 3122

Pat Pearce

Curriculum Services Division
Dept of Employment & TAFE
31 Flinders Street

Adelaide 5000

Penhall

Geoffrey
17 Carnarvon Avenue
Redwood Park 5097
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Hotel School
Regency College of TAFE
Parks Road

Regency Park 5010

Cherry Rea

Melbourne College of Textiles
23-35 Cumberland Road
Pascoe Vale 3044

Gary Renshaw

School of Applied Electricity
Sydney Technical College-
Bldgd K

Mary-Ann Street

Ulttmo 2006

Bill Roberts
NPITC
GPO Box 910
Dickson 2602

Graham Roberts

BHP Slab & Plate Products Div
PO Bax 1854

Wollongong 2500

T. Rodger

Noarlunga College of TAFE
PO Box 405

Noarlunga 5168

Shelley Rogers
United Trades & Labor Council

11 South Terrace
Adelaide S000

Ian Rouse
Senior Education Officer
Base Support Wing

RAAF
Edinburgh 5111

Tiu Salasco
Curriculum Policy Division
Department of TAFE.

323 Castiereagh Street
Sydney 2000

Allan Sanerson

Gilles Plains College of TAFE
Blacks Road

Gfilles Plains 5088

Graeme Ssunders
Waollongong College of TAFE
PO Bax 1223

Wallongong 2500

John Sayer

Officer-tn-Charge Studies

Q\d Distance Education College
GPO Bax 1326

Brisbane 4001

Jefl Schaefer
106 Finniss Street
Oaklands Park 5048

Alec Schonfeldt

Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010

Jean Searle

Access Education Branch

DEVET - 17th Floor State Law Bld
Private Bag 3

South Brisbane 4017

Jafar Sembiring
Indonesian/Aust Commerce
Polytechnic Project

SAGRIC - 70 Hindmamsh Square
Adelaide 5001

Frank Shechy

Faculty of Education

Curtin University of Technology
PO Bax U1987

Perth 6001

Peter Shiells

School of Mines & Industrics
Ballarat Ltd

PO Box 688

Ballarat 3350

Ken Shinkfield
3 Edgar Street
Bedford Fark 5042



Rose Shum
TAFE Educational Services Centre
PO Box K838

Haymarket 2000

Gulle Siveus
TAFE NSW
Gazal House
Bulwara Road
Ulttmo 2007

Elizabeth Sime
Footscruy College of TAFE
PO Box 197

Footseray 3011

John Skull

Adelaide College of TAFE
21 Light Square
Adelaide 5000

Gmham Slee
National Training Board & TAFE National
Centre for RAD

Doug Smith

State Training Board
Level 8-Rialto South Tower
525 Collina Street
melbourne 3000

Anna Spangler

Broken Hill College of TAFE
248 Angent Street

Broken Hill 2880

David Spencer

Barker College of TAFE
Swanport Road
Murray Pridge 5253

John Spochr
UTLC

11 South Terrace
Adclaide 5000

John Stalker

DEVET

Skills Formation Branch
Private Mafl Bag 3
South Brisbane 4101

Peter Stratton

Personal & Community Services
Gazal Buflding TAFE

Bulwara Road

Ulttimo 2007

%3'3

June Sweet

TAFE Curriculum Branch
Royal Street

East Perth 6004

Richard Sweet
Duseeldorp Skills Forum
Level 8 Kyle House
27-31 Macquarie Place
Sydney 2000

Gordon Taaker

TAFE National Centre for RAD
252 Kenaington Road
Leabrook 5088

Roger Thompeon

Thompson Consulting Pty Lid
11 Seaview Terrace

Brighton 85048

Peter Thomaon
TAFE Nationa] Centre for R&AD

252 Kensington Road
Leabrook 85068

Terry Tooth

Centre for Applied Leamning Systems
Adelade College of TAFE

20 Lyght Square

Adclaide 5000

John Van De Graaff
ACT Institute of TAFE
PO Box 826
Canberra 2601

Jill Vardy

NOOSR

DEET

Derwent House-University Avenuc
Canberma City 2601

Jack Velthuizen
Whyalla College of TAFE
141 Nicolson Aveniue
Whyalla Nottie 5608

Ruseell Venn

Victorian College of Agriculture and
Horticulture

PO Box 317

East Mclhbourne 3002

Rod Vinten

Local Government Industry
Tratning Council-2 Portrush Road
Payneham 5159



Rex Wag
3 Lipeett Terrace
Brooklyn Purk 5032

Gavin Wahiquist

Institute of TAFE

Northern Territory University
PO Box 40146

Casuartna 0811

Pamela Walsh

Prides Busineas College
112 Rundle Mall
Adelaide 35000

Kym Warc

Port Augusta College of TAFE
Carlton Parade

Port Augusta 5700

Tony Watson

Faculty of Adult Education
Untversity of Techniology-Sydney
PO Box 123

Broadway 2007

Pamnela Whalan
11 Stephen Street
Beacon HUll 2100

Grahame Wheatley

Australian Textile Clothing & Footwear
Industry Training Council

Private Bag 938

North Sydney 2059

Mel Whiston
6 Frederick Street
Adelaide 5048

Stmon Whitchouse
Trades & Labor Counctl
27 Brewer Street

Perth 6000

Ken Whiteman
4/34 Burran Avenue
Mosman 2088

lan Whyte
Hotel School

Regency College of TAFE
Parks Road

Regency Park 5010

Alan Wickenton
Richmond College of TAFE
70 Gwynne Street

Kevin Wilking

Whyalla College of TAFE
141 Nicolson Avenue
Whyalla Notrie 5808

Bob Willlams

South East College of TAFE
7 Wehl Street South
Mount Gambier 85290

Mick Williams

DEET

7th Floor Da Costa Building
8 Grenfel Street

Adelaide 5000

Pamela Willlams

Professional Development Branch
BEVFET

Postal Matl Bag 3

South Brisbane 4101

Ann Wilson

Open College

TAFE NSW Level 14 McKell Building
Rawson Place

Haymarket 2000

Sue Woodwurd

Frankston Colicge of TAFE
Railway Parade

Frankston 319"

Ben Worsteling

Melbourne College of Decoration
528 Little Lonsdzle Street

M: bourne 3000

Susan Youny
57 Dowver Street
Malvern 5061

Richmond 3121 3 ' ;
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