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Executive Summary

Convergence of General and Vocational Education

Both individual and industry needs are leading towards a convergence of
general and vocational education. There is an increasing realisation
internationally that the most successful forms of work organmisation are those
which encourage people to be multi-skilled, creative and adaptable. At the
same time schools are broadening their programs and curriculums to offer
greater access to vocational education for the increasing proportion of young
people staying on past the end of compulsory schooling.

There is also a related process of convergence between the concepts of work
and education. Increasingly, as regular updating of skills and knowledge
becomes essential to maintaining and enhancing productivity in the
workplace, the concepts of working and learning will converge.

This view implies that in order to serve their clients’ needs, both schools and
TAFE will need to change: schools to become more concerned with issues of
employability and the provision of broad vocational education; TAFE to
recognise that initial vocational courses must increasingly be concerned with
competencies that are more general than those which, for example,
characterised the traditional craft-based apprenticeships. In industry, all
parties will need to take a more active role in the development and support of
on-going training which is integrated with employment,

The Committee believes that Australia must continue to develop both the
quality and quantity of skills and knowledge in our society in general and our
work force in particular. This means that there should be continuing growth
in education and training in all educational sectors and in the workplace, The
growth in knowledge and skills is required across a wide span of disciplines
and occupations, not just those which have been associated traditionally W1th
higher levels of education.

As part of this process there is a need to re- emphamse the importance of
vocational education and to recogmse its increasing convergence with general
education.

New National Targets

The Committee believes that these imperatives should be recognised in the
establishment of a set of new national targets for post-compulsory education
and training which encompass schools, higher education, TAFE and other
training, and which identify target levels for attainment as well as
participation. In essence, the Committee proposes that almost all young
people should take sufficient post-compulsory education and training to
complete Year 12 or some other initial post-school qualification, and at least
half should go on to higher levels.

More specifically, the Committee proposes the following set of targets:

* as a minimum, at least a Level 1 traineeship or participation in Year 12
for all 18-year-olds by 1995;

* atleast a Level 2 traineeship or progress toward a higher level vocational
or academic qualification for almost all 20-year-olds by 2001; and
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* atleast a vocational certificate (Level 3) or progress toward a vocational
qualification above Level 3 or a diploma or degree for at least 50 per cent of
22-year-olds by 2001,

This set of targets can be distilled into a single summary target that, by the

vear 2001, 95 per cent of 19-year-olds should have completed Year 12 or an

initial post-school qualification or be participating in education or training.

New Measures for Participation

To support this goal, the Committee proposes that:
governments should agree to introduce a post-compulsory Education and
Training Guarantee whereby all young people would be guaranteed a
place in school or TAFE after Year 10 for two years of full-time education
or training or its equivalent part-time for up to three years. The Guarantee
should apply for all those who are under 20 at the first of January in each
year;

¢ State and Territory governments should introduce a uniform compulsory
requirement to attend school (unless exempted) to at least the end of Year
10;

s current entry-level training arrangements should be reformed;

¢ a new entry-level training system should be developed which extends these
reformed arrangements beyond the existing apprenticeship and
traineeship occupations;

Fundamental principles for a new entry-level training system include:

* it should provide high quality education involving general vocational as
well as occupation-specific competencies;

¢ it should meet and relate clearly to industry needs and standards:

* it should integrate with other educational pathways, for example,
providing clear opportunities for movement to and from school and to
further educational programs with maximum credit; and

* it should provide opportunities for as many young people as possible who
do not proceed direct to higher education this implies coverage of the
maximum possible number of occupations.

Key Competencies

The Committee believes that there are certain essential things which all
young people need to learn in their preparation for employment. These
employment-related ‘Key Competencies’ are in the areas oft

¢ language and communication;

* mathematics;

* gcientific and technological understanding;
s cultural understanding;

* problem solving; and

* personal and interpersonal characteristics.

Young people should be able to develop these Key Competencies regardless of
the education or training pathway that they follow. To facilitate this, a
standards framework should be developed with a ‘profile’ for each Key
Competency to describe clearly the nature of each competency at a range of
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levels, This will allow educators in different education and training sectors to
focus on the desired outcomes and develop curriculum and teaching
approaches to suit. It will also allow a consistent approach to the assessment
and reporting of young peoples’ achievement in each of the Key Competency
areas.

The development of appropriate profiles will be a complex task which must
take into account similar work currently under way on school subject profiles
and national training curriculums. The Committee proposes that an
appropriate process be established as soon as possible to take on this work so
that there can be national reporting on students’ levels of attainment in
Language and Communication and Mathematics by 1993.

A standards framework for the Key Competencies in combination with the
Australian Standards Framework developed by the National Training Board,
offers new opportunities for creating clearer linkages between education,
training and the world of work, and new ways for industry to clarify its
expectations of young people and the educational training system.

National Curriculum Principles

The Committee has identified a set of national curriculum principles to enable
all young peaple, including those with special needs, to develop the Key
Competencies. These principles emphasise the need for a comprehensive and
flexible post-compulsory curriculum which offers an appropriate mix of
general and vocational education, allows for a range of learning styles,
mazximises students’ choice and ig structured in terms of clear outcomes.

Implications for Teachers

The Committee’s proposals imply significant changes to curriculum,
assessment, participation and organisational arrangements across the school
and TAFE/training sectors.

The successful implementation of these changes is dependent upon the
capacity and willingness of teachers in both sectors to deliver them.

There will be major implications for pre-service teacher education and
ongoing professional development for school and TAFE teachers. There will
also be implications for the preparation and professional development of
trainers in private vocational education and training institutions and for
enterprise based providers.

The National Project on the Quality of Teaching and Learning and the
VEETAC Working Party on TAFE Staff and Related Issues provide the most
appropriate forums for the necessary development of strategies to support
school and TAFE teachers in the implementation of the proposed reforms.

Pathways

It is important at the post-compulsory level that young people should have
access to a range of different pathways and should be able to move from one to
ancther without ‘losing ground’. The real level of skills and knowledge
acquired by an individual in one educational setting should be given due
recognition when that individual moves into a different setting. Young people
also need to know, in advance, the implications of any significant educational
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choice in terms of possible employment outcomes and opportunities for
further education and training. There is a range of improvements needed in
policy and practice in relation to the integration of pathways through schools,
TAFE and higher education.

Education and Training Delivery Arrangements

Industry, private and community providers, higher education institutions,
TAFE colleges and schools all have roles to play in the delivery of post-
compulsory education and training. The role of each will expand as the scope
of post-compulsory education and training expands. In that process there is a
particular need to strengthen the role of industry and to clarify and enhance
the status of TAFE as a post-school option.

Each State and Territory government must determine its policy orientation to
education and training delivery in the two years immediately following the
end of compulsory schooling. There are two general approaches which
overlap substantially in practice. One emphasises the primary role of school-
based provision to Year 12 and therefore a long-term objective of full retention
to Year 12 in schools. The other aims to provide a range of options after Year
10, including pathways which involve a substantial level of vocational
gpecialisation.

The methods and structures of education and training delivery in the
immediate post-compulsory period in each State/Territory will be determined
in part by the policy orientation adopted to this issue.

It is appropriate to have a variety of approaches provided that there is a
consistent set of national competency frameworks around which curriculum
and assessment are structured.

There is a range of innovative models of delivery arrangements around the
country. The possible application of each model should be considered by each
State/Territory in the context of their policy orientation and physical
infrastructure.

In particular, the Committee is persuaded, on the basis of Australian and
overseas experience, that it is desirable to separate the education and training
delivery arrangements for students at the post-compulsory level from those for
younger students. This will not be practical or economic in all circumstances,
but appropriate options to achieve such a separation should be examined
wherever new institutions are being considered or existing institutions are
being rationalised.

If implemented, several of the strategies proposed by the Committee will
contribute to improved community understanding of and esteem for TAFE
courses, for example, the renewed emphasis on vocational education, revised
and expanded entry-level training, and improved credit transfer and
articulation between sectors. Of particular importance are improved linkages
between TAFE and higher education through cooperative curriculum design,
bridging arrangements, course articulation and maximum credit transfer.
These improvements are needed to open up new pathways and provide
extended opportunities for skill and career development. This in turn will
increase the value of vocational qualifications and the esteem in which they
are held.
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In addition to these measures, the Committee believes that there is a need to
define the principle role of TAFE more clearly and communicate it better to
the community.

The Committee was encouraged by the strength of statements of commitment
to education and training contained in the submissions received from key
industry organisations, both business and unions.

This increased evidence of commitment is welcome and overdue. Both sides to
the partnership, industry and education, must ensure that this positive
approach from peak bodies is translated into maximum practical benefit.

In particular, the Committee believes that there is an onus on the partners in
each industry and on governments to ensure that there is an appropriate and
effective industry training advisory body or other relevant structure in each
industry sector, capable of representing the sector in the establishment of
competency standards and the development of training programs.

One issue which arises from the increasingly extensive range of
industry/education relationships is the proliferation of educational agencies
wishing to deal with enterprises and industry associations. Business
representatives emphasised strongly to the Committee that the willingness of
business to contribute to education and training is actually undermined by
this proliferation of contact points.

The Committee therefore believes that there is a need to examine
arrangements for contact between education and industry with a view to
rationalising procedures and lines of communication.

Support for the Disadvantaged

The major proposals developed by the Committee will substantially improve
the participation of disadvantaged groups in post-compulsory educational
training. There is already an extensive range of strategies around the country
to boost the participation and attainment of ‘at-risk’ groups. The Committee
believes that there are some specific areas for improvement in relation to:

* young people with disabilities;
* the process of transition from school for some ‘at risk’ young people; and

* the coordination of education and training systems with other support
structures for young people.

In relation to young people with disabilities, the Committee believes that
further work should be done on initiatives to enhance their participation in
post-compulsory education and training, having particular regard to the
process of transition. More generally, the Committee believes that there
should be a pilot program developed to trial the establishment of Transition
Coordinator positions in schools in which retention rates are low and in
which there are low levels of youth participation in training and employment.
Coordinators would be directly responsible for monitoring the immediate post-
school experience of students leaving school.

Various groups made strong representations concerning the adequacy of
current income support arrangements. The Committee notes the importance
of income support policies to equitable access to post-compulsory education
and training. Many of the matters raised will be addressed in a
comprehensive review of AUSTUDY arrangements recently announced by the
Commonwealth.
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Careers Education

The growing pace of change in the world of work and the increasing
integration of education and training pathways make an effective system of
careers education even more important now than in the past. There is a need
to raise the profile of careers education, provide greater national consistency,
involve industry to a greater degree, and ensure a more effective use of
resources across systems and across the country. The Committee believes that
a range of options should be considered to meet these needs, including the
possible establishment of & new, national, joint industry-government career
education body.

Resource Implications

The resource implications of current trends in post-compulsory education and
training are substantial, involving an increase by 2001 of between 14 per cent
and 23 per cent over 1991 recurrent expenditures depending on wage cost
assumptions. This increased expenditure would, however, represent a fall in
the proportion of GDP from between 4.2 per cent and 4.4 per cent to between 3.5
per cent and 4.0 per cent. The Committee’s proposed targets involve an
increase of about $450 to $500 million or 2.5 per cent over the trend level by
2001. Even in the target scenario, expenditure would fall as a proportion of
GDP to between 3.6 per cent and 4.1 per cent. In addition to the recurrent costs
there would be very substantial capital costs in all sectors.

The Committee believes that governments need to consider a comprehensive
range of options for TAFE funding with a view to removing anomalies,
improving boundary arrangements and providing a mechanism which can
provide a more balanced approach to setting funding priorities across the
sectors.

The contributions to the cost of post-compulsory education and training from
individuals, industry, entrepreneurial activity and enhanced efficiency can all
be expected to increase. However the majority of the resources needed will be
drawn from the public purse.

If society and governments are not willing to meet the resource implications,

the types of strategies proposed by the Committee would need to be
reconsidered.




List of Committee Recommendations

Chapter 3
Targets and Measurements

3.1 The Committee recommends that:

Australia as a nation should be committed to providing for all of its young
people a program of education/training which prepares them for life as
individuals, citizens and workers now, through the current decade and into
the coming century.

In recognition of Australia’s need for a more highly skilled work force which
is able to operate more flexibly and with greater innovation at all levels, a
framework of nationally agreed essential competencies and standards should
be established and incorporated appropriately in all education and training
programs for young people.

Nationally agreed standards in the employment-related key competencies
should be progressively established with an expectation that all young people
will achieve at least those standards by the completion of their initial program
of post-compulsory education/training.

To raige the base skill level of those who currently enter the work force without
any appropriate form of education/training, a minimum target should be
established as follows: by 1995 all young people by the age of 18 should have
attained sufficient vocational skills to achieve at least a base-level traineeship
(or other vocational qualifications recognised by the NTB as Level 1) or
participation in Year 12 or progress toward a higher level qualification.

In addition, by the year 2001 almost all people by the age of 20 should have
attained at least a higher-level traineeship (or other vocational qualification
recognised by the NTB as Level 2) or progress toward a higher level vocational
qualification or a post-Year 12 academic qualification.
In relation to higher levels of qualifications, by the year 2001 at least 50 per
cent of people by the age of 22 should have attained at least a vocational
certificate {or other vocational qualification recognised by the NTB as Level 3)
:)lr progress toward a vocational qualification above level 3 or a diploma or
egree,

3.2 The Commitiee recommends that:

The adoption of a new national completion/participation target that, by the
year 2001, 95 per cent of 19-year-olds should have completed Year 12, or an
initial post-school qualification or be participating in formally recognised
education or training.

3.3 The Committee recommends that:

State and Territory education and training authorities formulate targets that
give appropriate expression to the proposed national target, taking into
account distinctive agency organisational features and regional needs and
responsibilities.

34  The Commitiee recommends that:

The National Training Board and other education and training agencies, in
conjunction with the Australian Bureau of Statistics, develop credentialing
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standards that would enable statistical measures of competency levels to be
constructed as soon as possible.

That relevant institutional statistical systems be developed to enable the
construction of the proposed national measure of completion and
participation.

That statistical systems be developed to enumerate enrolments and graduates
of accredited vocational education and training courses conducted by private
providers registered with the appropriate State, Territory and national
training boards.

That the Australian Bureau of Statistics be asked to develop educational and
transition surveys to enable more precise measurement of persons
undertaking or completing accredited vocational education and training
courses conducted by private providers.

3.5  The Committee recommends that:

VEETAC should consider how the key competencies might be best
incorporated into the vocational education and training of adults, and whether
a national target in vocational skills and competencies among adults might be
a useful stimulus to achieving a better skilled work force.

Chapter 4
Cwrriculum Principles and Key Competencies

41  The Committee recommends that:

AEC and MOVEET adopt the following national curriculum principles for
post-compulsory education and training:

* A commitment to at least two years of post-compulsory education and
training for all young people means curriculum and programs must cater
for ability at all levels and of all kinds, diverse interests and different
initial vocational and educational destinations.

* Curriculum must be appropriate and relevant to the full range of students
so that all students can experience success and satisfaction in their
learning and the talented should be challenged to extend themselves fully.

¢ The curriculum must be broad and balanced with an appropriate mix of
general and vocational education and theoretical and applied studies. The
appropriate mix will vary for different groups of students.

* School programs should be coherent and incorporate the Agreed National
Goals for schools and the employment-related Key Competencies.
TAFE/training programs should be coherent and broad enough to
incorporate the employment-related Key Competencies.

* The curriculum must allow for a range of learning styles and, in
particular, for experiential learning. In the schools sector this will
require a stronger commitment to integrated and appropriately structured
work experience.

* Increasingly, accredited learning should take place in the workplace as
well as in education and training institutions.

* Curriculum must be adaptable to flexible learning contexts including non-
institutional community-based contexts.

* Vocational education and training must reflect the needs of industry as
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well as meeting national standards and promoting a higher level of
general education.

* Curriculum must be structured across all sectors so as to maximise
students flexibility in choices of pathways, re-entry capacity and
articulation and cross accreditation,

¢ Curriculum must be clear as to the expected outcomes in terms of
knowledge, skills and attitudes.

* Expected outcomes must be explicitly structured into standards
frameworks which, where relevant, are compatible across the school and
TAFE/training sectors to allow for consistent and credible assessment and
reporting on student achievement in Key Competencies.

*  Progression through curriculum stages/levels must be based on
achievement or competence.

42  The Committee recommends that:

The AEC and MCVEET endorse the following Key Areas of Competence as
essential for all young people engaged in post-compulsory education and
training.
¢ Language and Communication
Speaking
Listening
Reading
Writing
Accessing and using Information
* Mathematics
Computation
Measurement
Understanding mathematical symbols
* Scientific and Technological Understanding
Understanding scientific and technological concepts
Understanding the impact of science and technology on society
Scientific and technological skills including computing skills

¢ Cultural Understanding
Understanding and knowledge of Australia’s historical, geographical
and political context
Understanding of major global issues — e.g. competing environmental,
technological and social priorities
Understanding of the world of work, its importance and requirements.
* Problem Solving
Analysis
Critical thinking
Decision making
Creative thinking
Skill transfer to new contexts

* Personal and Interpersonal
Personal management and planning including career planning
Negotiating and team skills
Initiative and leadership
Adaptability to change
Self esteem
Ethics




43  The Committee recommends that:

All post-compulsory education and training programs for the 15-19 age cohort
should include within their overall expected outcomes, appropriate levels of
competence in the six Key Areas.

44  The Committee recommends that:

The AEC and MOVEET keep the status of LOTE as an employment-related
competence under review, with the possibility of setting an appropriate
national target for LOTE competence.

45  The Commitiee recommends that:

The AEC extend the School Subject Profile levels to encompass the expected
levels of achievement in Years 11 and 12,

4.6 The Committee recommends that:

AEC and MOVEET should establish an appropriate process to complete the
work started by the Committee of the Review into Post-compulsory Education
and Training in relation to Key Competencies. That process should:

* be capable of making substantial progress within a limited time frame;

¢ involve consultative arrangements which ensure that key groups
including relevant State and national agencies accept the process and are
involved in the formulation of outcomes;

s ensure that current AEC subject profiling and MOVEET work on national
training curriculum and national skills standards are integrated
appropriately with the development of the Key Competencies framework;
and

* ensure appropriate continuity of membership with the Review Committee.

The Committee proposes that the process involve a steering committee with
membership drawn from the groups represented on the Review Committee,
plus the NTB and the higher education sector. The steering committee should
maintain momentum and therefore include at least two members of the
Review Commiftee and be supported by an expert group drawn from those
currently working on the AEC Subject Profiles and the national training
curriculum, the NTB, and the community and adult education area.

Terms of reference for the process should be along the following lines:

* Building on the work of the AEC Review of Post-compulsory Education and
Training and taking into account relevant work on Subject Profiles (AEC)
and the national training curriculum (MOVEET) and national skills
standards:

- finalise the definition of employment related Key Competenmes for post
compulsory education and training

- finalise employment related Competence Profiles for Language and
Communication and Mathematics, encompassing a range of levels
appropriate to Years 11-12 and all training leading to NTB Levels 1,2
and 3 standards

- outline a schedule to implement nationally comparable assessment
and national reporting on levels of attainment in Language and
Communication and Mathematics in Year 10 and 12 in school and as
appropriate in TAFE and private training agencies by 1993

- develop appropriate draft Profiles for the remaining Key Competencies
and specify a timetable and process for their completion
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- this timetable should allow for implementation by stages and should
involve early completion of work on the Key Competencies of Science
and Technological Understanding, Cultural Understanding and
Problem Solving

- the timetable should provide for overall completion of the process and
implementation by 1995 in conducting this work, consult widely with
relevant groups.

* Work should commence as soon as possible with a view to reporting
progress and proposed work schedules to Ministers in six months.
4.7 The Committee recommends that:

All States/Territories develop valid and publicly credible, nationally
comparable ways of assessing young people’s attainments in terms of the
National Competence Profile Levels in the areas of

* Language and Communication

* Mathematics

* Problem Solving

* Science and Technological Understanding
* Cultural Understanding

* Personal and Interpersonal

All States/Territories should provide young people with reports on their level
of competence in these areas at Year 10 and 12 in schools and at appropriate
points in the TAFE/raining sector. ‘

Reporting on students’ achievement should initially range across
institutional, state and national levels.

National reporting should be implemented for the Languages and
Communication and Mathematics Competencies in 1993.

Problem Solving, Cultural Understanding and Science and Technological
Understanding should initially be reported at institutional and State level with
the aim of progression to the national level.

The Personal and Interpersonal area of Competence should initially be
reported at an institutional level with the possibility of progression to the state
and national level.

Appropriate assessment and reporting arrangements should be implemented
for all Competence Areas by 1995.
4.8 The Committee recommends that:

Effective mechanisms be put in place to enhance understanding and
coordination across the school and TAFE/training sectors on matters relating
to curriculum development,assessment and accreditation:

* at the National level across AEC and MOVEET bodies;

* at the State level on relevant Boards, agencies and committees; and
* at the point of syllabus/curriculum design and development.

49  The Committee recommends that:

School systems:

* integrate the Key Competency Profiles as appropriate across the
curriculum;

* strengthen the ‘hands on’, practical dimensions of their curriculum;

¥
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¢ give more explicit emphasis to the relevance of mainstream curriculum to
the world of work; and

* where appropriate, and particularly in specific vocational courses, adopt
an outcome/competency based approach to curriculum, teaching and
assessment.

410 The Commitiee recommends that:

The TAFE/training sector:
should adopt a more direct role in the development of young people’s levels
of achievement in all the Key Competencies;

s should ensure that its curriculum across entry-level training courses
incorporates all the Key Competency areas of skill and knowledge in line
with industry-determined competency requirements.

411 The Committee recommends that:

The group with responsibility for finalising the Competency Profiles give a
high priority to consultation with industry training committees/councils to
ensure industry acceptance of the incorporation of Key Competency standards
in statements of industry requirements.

4.12 The Committee recommends that:

AEC and MOVEET should refer the relevant proposals from this Review to

both the National Project on the Quality of Teaching and Learning and the

VEETAC Working Party on TAFE Staff and Related Issues with a brief to:

* identify the immediate implications for professional development of
teachers in the school and TAFE/training sectors;

* identify implications for initial preparation of teachers in the school and
TAFE/training sectors;

* develop strategies to support teachers in the pedagogical and curriculum
changes resulting from the Committee’s proposals;

s consult with each other to ensure appropriate consistency and cooperation
in the development of strategies; and

* bring initial recommendations to the AEC and MOVEET at their first
meetings in 1992,

413 The Commitiee recommends that:

Governments should ensure adequate professional development funds are
available to the schools and TAFE sectors for the successful implementation of
the Committee’s proposals.

Chapter 5
Provision and Pathways

5.1 The Committee recommends that:

MOVEET continue to give high priority to reform of current entry-level
training arrangements as a key step in achieving the proposed national
completion/participation targets.

A reformed entry-level training system should extend arrangements beyond
the existing apprenticeship and traineeship occupations to achieve better
coverage of young people, especially young women.
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52  The Committee recommends that:

The proposed new entry-level training system should:

* provide high quality education, involving general vocational as well as
occupation-specific competencies;

*  meet and relate clearly to industry needs and standards;

* integrate with other educational pathways, for example providing clear

opportunities for movement from and to school, and to further educational
and training programs with maximum credit; and

¢ provide opportunities for as many young people as possible who do not
proceed direct to higher education.

53  The Commiittee recommends that:

The ESFC should consider the issues raised in this review relating to
compulsion and incentives in its consultations around the proposed new
entry-level training system.

The ESFC’s consultations and report should be completed by early 1992 to
enable Ministers to make decisions in the first half of 1992,

54  The Committee recommends that:

State and Territory governments should introduce a uniform compulsory
requirement to attend school (unless exempted) to at least the end of Year 10.
55  The Committee recommends that:

Governments should agree to introduce a post-compulsory Education and
Training Guarantee whereby all young people would be guaranteed a place in
school or TAFE after Year 10 for two years of full-time education or training or
its equivalent part-time for up to three years. The Guarantee should apply for
all those who are under the age of 20 at the first of January in each year.

5.6 The Committee recommends that:

AEC and MOVEET establish a working party to examine the detailed
implementation of the proposed post-compulsory Education and Training
Guarantee.

5.7 The Commitiee recommends that:

The NTB should promote a wider knowledge of the concept of competency
standards, including by reissuing its National Competency Standards Policy
and Guidelines in a2 more accessible, plain English version.

5.8 The Committee recommends that:

The NTB review its generic formulation of the Australian Standards
Framework, especially Levels 1 and 2, in consultation with relevant education
and training authorities having regard to the appropriate integration of
education, training and employment pathways.

59 The Committee recommends that:

States and Territories review their policies and practices at the school/TAFE

interface with a view to maximising credit transfer and articulation between

the sectors. Policy and practice should involve:

* the establishment of formal advanced standing arrangements and the
encouragement of local initiatives;

* the removal of unnecessary impediments to cooperation;
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¢ the extension of local agreements across systems;

* two-way recognition so that school students are granted credit in TAFE for
appropriate subjects completed as part of the senior school certificate and
students returning to senior secondary studies are granted credit if they
have undertaken an appropriate TAFE course;

* the recognition of advanced standing on a provisional basis where the
degree of prior learning is not clear, subject to subsequent achievement of
the required outcomes;

* the cooperative development and dissemination of information about
school/TAFE pathways and credit transfer arrangements to students

before the end of their compulsory education, and also to parents, career
advisers and school and TAFE teachers; and

* means of reporting progress at the national level.

8.10 The Committee recommends that:

That the Commonwealth Government should:

* in conjunction with TAFE systems and higher education institutions
continue to support the piloting of the Credit Transfer Authority with a
view to the early establishment of a national agency;

¢ offer significant seeding funds if significant progress has occurred within
a specified time frame — say 1 January, 1992; and

* consider setting minimum targets for the level of credit transfers at
institutional or State level.

5.11 The Committee recommends that:

NBEET and the AVCC give urgent attention to the development of competency
based approaches to university entry selection and credit transfer.

512 The Committee recommends that:

MOVEET should extend the terms of reference of the Working Party on a
National Framework for the Recognition of Training to include a review of the
system of vocational qualifications and its relationship with school and higher
education credentials.

Chapter 6
Roles and Responsibilities for Delivery of Post-compulsory Education and
Traini

The Committee has recognised two essentially different approaches to the role
of schools and TAFE in the education of young people in the immediate post-
compulsory period.

6.1 In this context, the Committee recommends that each State and
Territory:
Define clearly the respective responsibilities of schools and TAFE in the

provision of education and training for young people in the immediate post-
compulsory period.

Define the inter-relationships expected of schools and TAFE in implementing
those responsibilities.

6.2 The Committee recommends that:
State and Territory Governments examine exemplary and innovative models
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of post-compulsory education and training delivery arrangements with a view
to determining the extent to which the general principles such as cooperation,
resource sharing, and joint curriculum provision and development can be
_applied more broadly within the overall educational contexts for each State
and Territory.

6.3 The Committee recommends that:

State and Territory governments should consider options to separate the
education and training delivery arrangements for students at the immediate
post-compulsory level from those for younger students when new institutions
are being planned or existing ones rationalised.

6,4 The Committee recommends that:

Governments and TAFE systems should:

¢ identify unequivocally that TAFE’'S primary role is the provision of high
quality education and training relevant to industry needs and standards;

* introduce or extend programs to enhance the understanding of and
support for TAFE programs among school teachers particularly careers
advisers;

* develop joint public relations campaigns to enhance public understanding
of the nature and purpose of TAFE; and

* rationalise stream 1000 courses so that purely recreational courses are
delivered by agencies other than TAFE.

6.5 The Commitlee recommmends that:

The National Industry Education Forum should strengthen its coverage of

and involvement with TAFE and the training sector.

6.6 The Committee recormmends that:

Governments should examine arrangements for contact between education
and industry with a view to rationalising procedures and lines of
communication. The NIEF should provide advice to governments to aid this
process of review.

Chapter 7
Participation in Education and Training by the Disadvantaged

71  The Committee recommends that:

The AEC and MOVEET establish a working party to examine possible
initiatives to enhance the practicable partieipation of young people with
disabilities in post-compulsory education and training with particular regard
to the process of transition. The working party should be established as soon
as possible and be required to report within six months.

7.2  The Committee recommends that:

The Students at Risk Program should be extended and maintained until there
is clear evidence that its objectives have been consolidated in services at school
level.

7.3  The Commitiee recommends that:

The Commonwealth Government, in conjunction with interested States, pilot
the establishment of Transition Coordinator positions in schools where
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retention rates are low and where there are low levels of youth participation in
training and employment. '

74  The Committee recommends that:

TAFE systems should identify separate components within their equity targets
for the participation of disadvantaged teenagers.

758 The Commitiee recommends that:

The Commonwealth Government should ensure that the Austudy Review
pays particular attention to TAFE participation issues.

7.6  The Commitiee recommends that:

Community Services and Hesalth Ministers examine ways of coordinating
welfare services at the local level to promote more effective educational
participation for disadvantaged young people.

7.7  The Committee recommends that:

States and Territories examine their information systems with a view to
improving their capacity to monitor regional patterns of education and
training participation and attainment, especially for ‘at risk’ groups.

Chapter 8
Careers Education

8.1 The Committee recommends that:

The National Data Base Management Committee of the AEC review the
usefulness of systems for computerised careers guidance and learning with a
view to identifying the best systems for application in the Australian context.
8.2  The Committee recommends that:

Governments act on NBEET’s recommendation that every school with a large
secondary enrolment, and appropriate clusters of smaller schools, have a full-
time careers adviser.

83  The Committee recommends that:

The Commonwealth Government should allow employer expenditure on
industrial experience programs for students and teachers as valid
expenditure for the purposes of the Training Guarantee legislation.

84  The Committee recommends that:

AEC and MOVEET should establish a working group with the NIEF to develop

strategies to:

» raise the profile of careers education;

* achieve better coordination in the operation of the careers education
gystem; and

* respond positively to the call from business for a simplified and improved
mechanism for involvement in careers education.

The working group should be established as soon as possible to examine a

range of implementation options, including the possible formation of a new

national body. It should report to AEC, MOVEET and the NIEF no later than

May 1992 to allow for decisions to be taken and implemented by January 1933,
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Chapter 9
Resource Implications

81 The Committee recommends thai:

Governments should commission a review of the sectoral impact of policies for
participation in post-compulsory education and training with a view to
ensuring balanced growth in the provision of places for schools, TAFE and
higher education.

9.2  The Committee recommends that:

Governments give consideration to the need for a national schools
infrastructure program in the context of a more detailed analysis of the
resource implications of increased school retention.

9.2 The Committee recommends that:

Ministers should consider a comprehensive range of options for TAFE
resourcing including the following options:

i) Full Commonwealth Funding Responsibility for TAFE Beyond the
Education and Training Guarantee

* The States and the Commonwealth would guarantee to provide a place in
school or TAFE for all young people for twelve years of education and
training
- the Commonwealth would contribute to the cost of these places as per

existing arrangements.

* The Commonwealth would assume full funding responsibility beyond that
level.

* States would retain control of the priorities and management of their
TAFE systems

- operationally one option to achieve this would be for States to identify
the desired ‘profile’ for their TAFE system in the funding period
(annually or possibly triennially) in accordance with their own
priorities. The ‘profile’ could identify the number of students by stream
and any other characteristics considered essential to the ‘mission’ of
the TAFE system. The Commonwealth would agree to all or an
identified part of this profile as the ‘agreed profile’ against which
Commonwealth funding would be provided as a block grant. State
TAFE systems would be free to fund additional places and undertake
activity outside of the agreed profile provided that activity is funded
from sources other than the Commonwealth grant for TAFE.

* This option would allow for the equitable rationalisation of fees and
charges across States and sectors.

- for example education and training in schools and TAFE could be

provided free of tuition fees for the period of the Guarantee, with a

consistent approach to individual contributions applying thereafter.
* Capital funding for TAFE would be a matter for negotiation.

* There would need to be a negotiated adjustment to the Financial
Assistance Grants to the States.

* The Commonwealth would continue to provide income support to
students.
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¢ Funding arrangements for higher education would be unchanged.

ii) Full State Funding Responsibility for TAFE Beyond the Education and
Training Guarantee

» As per option 1, except that States and Territories would assume full
responsibility for funding of TAFE beyond the level of the guarantee.

* States would require access to a wider revenue base.

iii) Commonwealth Funding Responsibility for Higher Education

* The Commonwealth would assume full recurrent funding
responsibility for associate diploma and diploma courses (on the basis
that they are higher education)

- definition would be an issue, especially since course articulation
means that almost any course can be part of an associate diploma.

+ HECS would then apply for these courses.

¢  There would be a minor adjustment to the Financial Assistance Grants
to the States.

* Other arrangements would be unchanged.

iv) Commonwealth Funding Reéponsibility for Structured Entry-level
Training

* The Commonwealth would assume full recurrent funding
responsibility for all apprentices and trainees and any other students in
an identified set of contractual training arrangements
- definition would be an issue
- avariation would be for the Commonwealth to fund additional

places above the current number of trainees in the identified
arrangements. '

* Any adjustment to the Financial Assistance Grants would be a matter
for discussion and dependent on the nature of the change.

¢ Other arrangements would be unchanged.

The Committee believes that as part of any rationalisation of TAFE funding,

it would be desirable to move to funding on a student-load basis (whereby

funds relate to the number of equivalent full-time students) to introduce
greater funding equity and efficiency. This would require significant
improvements to statistical collections and management information
systems in the TAFE sector.




Chapter 1
Introduction and Context

1.1 Establishment of Committee

At its 59th meeting in October 1988, the Australian Education Council (AEC)
resolved to establish a working party on links between schools and TAFE, The
report of the working party was considered by Ministers at the 62nd meeting of
the AEC in June 1990. One of the resulting agreements at that meeting was to
form a small group of officials to develop an issues paper and to recommend
an agenda for a national review of post-compulsory education and training.

The issues paper prepared by the officials is provided in Appendix 1. The
introductory paragraphs to that paper provide some of the background
thinking which led to the establishment of the Review:

The last decade has seen major changes in the pattern of education and
training participation by young Australians. Retention rates to Year 12 at
school have risen from 34.5 per cent in 1980 to more than 60 per cent this
year (1990), with corresponding increases in direct school leaver entry to
higher education. Apprenticeship intakes have risen from 34 100 in 1982—
83 to a record 56 600 currently (1989), and the Australian Traineeship
System has been established as a new source of entry-level training
opportunities. Participation in TAFE vocational courses is also at record
levels.

This major growth in participation has raised important issues about the
appropriate form and focus of education and training provision at the post-
compulsory level, and the organisational and delivery arrangements
which will best meet the needs of the 15-19 age group. Major reviews have
been conducted in every State and Territory, leading to important changes
in curriculum, certification arrangements and relationships between the
sectors. For example:

* all States/Territories are now acting to promote mutual recognition of
subjects offered by schools and TAFE, and to develop more flexible
approaches to tertiary entrance and dual or joint accreditation;

* some innovative institutional arrangements are being trialed in a
number of States and regions, involving a far closer relationship than
normally applies between senior secondary schools, TAFE institutions
and private enterprise;

* there is also a clear trend towards “convergence” of the full-time
curricula offered to young people by senior secondary schools and
TAFE, reflected in the increasingly vocational emphasis of many new
programs at upper secondary level and the incorporation in most full-
time TAFE courses of a significant element of general education.

1.2 Terms of Reference

Having considered the issues paper prepared by officials, Ministers agreed at
the 63rd meeting of the AEC (December 1990) to the terms of reference for this
review, as follows:;




Terms of Reference

Having regard to the findings of previous relevant studies and reviews, and
having regard to current reviews and working parties and initiatives being
implemented in each of the States and Territories, to report to the Australian
Education Council and to Ministers of Vocational Education, Employment and
Training on the future development of post-compulsory education and
training in Australia, with particular reference to those young people who
have left school and are not participating in a formal education or training
program. The Review would consider:

a. the appropriate form and level of a new national target for participation in
post-compulsory education and training, an appropriate basis of
measurement of that target, and a recommended timetable and strategies
for its achievement;

b. appropriate national curriculum principles designed to enable all young
people, including those with special needs, to develop key competencies,
with the associated implications for curriculum development, initial
teacher preparation and continuing professional development;

¢. the means by which links can be drawn between different education and
training pathways and sectors to expand the options available to all young
people, including those with special needs, and to achieve national
coherence in entry and exit points between education, training and
employment;

d. the appropriate roles and responsibilities of schools, TAFE and higher
education in the provision of post-compulsory education and training for
young people consistent with the principles and objectives identified in (b)
and (c¢) above, and the roles of private and industry providers;

e. current barriers to the effective participation of disadvantaged young
people, including those with disabilities, in post-compulsory education
and training, and strategies for increasing their participation and
improving their educational and labour market outcomes;

f. the implications of current and prospective changes in post-compulsory
education and training for the provision of careers education, information
and counselling to students, including the requiréments for information
on educational pathways and associated career paths; and

g. the likely resource and funding implications of existing trends in, and
further strategies for, post-compulsory education and training.

1.3 Membership of the Committee

Ministers agreed that the Committee should be structured as follows:

* an independent Chair selected by the AEC Executive Committee, in
consultation with relevant Ministers,
Mr T. B. Finn, A.O.;

* g Commonwealth nominee,
Dr H.N. Johnston;

* two representatives of the Conference of Directors-General of Education
(representing school systems), as nominated by State and Territory
Ministers of Education;

Ms A. Morrow and Dr F.G. Sharpe;
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* two representatives of the Vocational Education, Employment and
Training Advisory Committee (representing TAFE systems), as
nominated by relevant State and Territory Ministers,

Mr N. Fisher, A M., and Mr K. Woods;

* a representative of the business community;
Mr A. Houston; and

* a representative of the trade union movement,
Mr L. Carmichael.

1.4 Administrative Arrangements

In respect of administrative arrangements for the Review, the AEC agreed:

a. work would begin early in 1991, with a final report to be provided by the
end of July 1991 for consideration by the AEC Executive Committee, in
consultation with relevant Ministers, with a view to release as a public
discussion document, and for consideration by the AEC and Ministers of
Vocational Education, Employment and Training (MOVEET) later in 1991;

b. the Secretariat and funding for the Review would be based on similar
arrangements to those adopted for the Deveson Review, with details to be
finalised on the basis of a paper prepared by the Commonwealth and the
State in which the Chair of the Review resides, in consultation with the
Chair.

L5 The Commitiee Process

The Committee met for a total of fifteen days between 23 January 1991 and 29
July 1991. Meetings were in Canberra, Melbourne, Sydney and Adelaide. In
addition, two sub-committees were formed, which worked between meetings
of the full Committee to give closer attention to specific terms of reference.

Other Contributions

Two working groups were also formed to draw in expertise from the States
and Territories and other agencies on matters relating to:

¢ statistics, measurement and target setting; and

* resource analysis and implications.

The Committee wishes to acknowledge the contributions by officials from New
South Wales, Victoria, Tasmania, South Australia and the Commonwealth to
those working parties.

More generally, all States and Territories were involved to some degree in the
provision of information and advice to the Committee.

There was wide consultation with relevant officials on specific aspects of the
Committee’s work, especially in relation to curriculum matters. The
Committee was assisted by a Secretariat drawn from the Commonwealth,
New South Wales and Queensland. Details of the support structures for the
Review are set out in the acknowledgments section.

Commissioned Work

The Committee commissioned consultancies to provide expert advice on:
¢ education and training for disabled young people;
* education and training for disadvantaged groups;




* barriers to participation from the perspective of disadvantaged groups;
and

* resource calculations.

The terms of reference for these consultancies and the reports received by the
Committee make up Appendix 2. No specific report was produced for the
resource calculations, but the advice of Gerald Burke underpins the
calculations throughout Chapter 10.

Overseas Research

The Committee gained access to information from overseas through a variety
of sources, including the individual country reports prepared following the
1990 overseas mission of the Commonwealth/State Training Advisory
Committee (COSTAC). One member of the Committee and one from the
Secretariat attended an OECD seminar on Linkages in Vocational-Technical
Education and Training which was from 19 to 22 March 1991 in Arizona.
Details of the seminar are included in Appendix 1.

1.6 Consultations

The Committee invited submissions from individuals and organisations
through direct contact and through newspaper advertisements. To focus and
encourage public input, the Committee released the issues paper prepared for
the AEC (see Appendix 1). A total of 82 submissions was received. A list of
these is provided in Appendix 1. The submissions were analysed with the
assistance of a small team from New South Wales, Queensland and South
Australia. Their overview report to the Committee is included in Appendix 1.

In addition to an extensive round of meetings conducted by the Chairperson of
the Review Committee, the Committee, as a whole met, with representatives
of a range of key organisations. Members also visited education and training
institutions and had discussions with institutiona) representatives. Details of
these consultations are also provided in Appendix 1.

To provide further insight into current innovations and ‘best practice’ in
terms of education and training delivery, the Committee was assisted by two
officials from South Australia and New South Wales who visited selected
institutions in Queensland, New South Wales, Victoria and South Australia.
Their report to the Committee is included in Appendix 1.

Committee members spoke informally with young people in a variety of
contexts whenever time permitted. In order to gain more structured and
comprehensive input from young people, the firm of Motive Market Research
was commissioned to organise direct consultations with different groups in
three capital cities, Melbourne, Sydney, Adelaide, and one regional centre,
Ballarat. The report from these consultations is included in Appendix 2.

1.7 Scope ofthe Review

In order to deal with the wide scope of the terms of reference within the time
available, the Committee devoted most attention to those issues which it
considered to be of most fundamental importance. It has not been possible to
address all issues in equal detail or to take all the Committee’s proposals
through to an operational point. In a number of areas, therefore, there will
need to be some further developmental work if the directions identified by the
Committee are to be followed through t;(;L their practical conclusions.




1.8 Vocational and General Education

As one of its essential tasks the Committee has sought to develop a perspective
which encompasses all of the major pathways available to young people in the
period following compulsory schooling. In so doing the Committee hopes that
it can contribute to an increase in the level of shared understanding across the
different education and training sectors and among employers and the
community. There are marked differences in perspectives, concerns and even
language between employers and educators, and between educators involved
with schools, TAFE, private providers and higher education. At one level,
much of the Committee’s report is aimed at bridging these gaps so that the
post-compulsory education and training system as a whole can operate in a
more coherent way and provide comprehensive opportunities to young people
without disjunctions and inconsistencies.

In this context, the Committee has been concerned to develop a clear
understanding of the concepts of ‘vocational’ and ‘general’ education and how
these concepts can most meaningfully be interpreted and applied in the
modern education, training and employment environments.

Australia has inherited an educational and cultural tradition which until
recently has tended to see as separate the concepts of ‘education’ and
‘training’, ‘theoretical’ and ‘practical’, and ‘general’ and ‘vocational’
education. In some respects these distinctions are beginning to blur, but they
are still reflected in our educational structures, our language and our ways of
thinking, We have regarded general education as the province of schools and
vocational education and training as something separate which is the
province of ‘technical’ schools, TAFE, private colleges and the workplace.
Moreover, in common understanding the concepts of ‘skills’ and ‘skill
training’ have been associated with only a limited range of occupations,
mainly the so-called ‘skilled trades’.

These concepts and structures, based on a notional separation of general from
vocational education, do not exist in the same way in countries with different
educational traditions. In a position paper prepared for the Committee, the
Dusseldorp Skiils Forum advised that:

in countries such as France, Japan, Italy, Finland and Sweden, schools
accept as a matter of course that they have a role in providing students with
skills that are required by the labour market, as well as roles in preparing
them for higher education and for active citizenship...in virtually all '
countries that have not been influenced by the Anglo-Saxon tradition and by
its apprenticeship model, students who enrol in programs that are termed
vocational combine in their total curriculum elements of what we would
refer to as vocational training and elements of what we would refer to as
general education: languages, the humanities, mathematics and science,
This is as true of school-based models of vocational preparation, such as
those found in France and Sweden, as it is of employment-based models
such as the dual system in the German speaking countries and Sweden’s
industrial high schools.

1t is widely accepted elsewhere in the world that the continued development
of intellectual and social competencies in the post-compulsory years needs
to be enmeshed with the development of competencies that are explicitly
required by the labour market. (Dusseldorp Skills Forum, submission to
the Review, p. 2)
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There is an increasing realisation internationally that the most successful
forms of work organisation are those which encourage people to be multi-
skilled, creative and adaptable. Such people are ultimately more productive
because they know and understand their work, their product or their service.
They are encouraged and able to work in teams, to become involved in problem
solving, planning and decision making and to renew and adapt their skills.
They are also better equipped to participate actively in the range of roles
outside of employment which are required of members of a complex society.

Recent thinking in Europe and the OECD points:

to a need for the competencies required by workers in their roles as citizens
to merge more closely with the competencies that they require in the
workplace...the argument is for a convergence of vocational and general
education to meet both individual needs and industry needs. (Dusseldorp
Skills Forum, submission, p. 3)

The separate approach to general and vocational education in this country has
in some ways hindered the development and implementation of more creative
and relevant educational responses to the rapid changes in the nature of work
and the skill requirements of individuals as workers and active participants
in modern society. Nonetheless, the notion of a convergence between the
traditionally separate processes of education and training is increasingly
becoming a reality in Australian senior secondary schools. This change has
received additional impetus from the introduction of a wider client group with
more diverse needs and ambitions into the school system.

At the same time, employers are more clearly articulating their desire for the
school system to provide young people with a foundation of basic skills and a
range of broad skills and attributes which are generally relevant to the world
of work without being occupation- or industry-specific.

Similarly, while there are pressures for more broadly vocational education in
schools, there are concerns that the traditional vocational preparation
programs such as apprenticeships are too narrowly focused on specific
technical skills and do not provide the flexible, adaptable skills and attributes
necessary in the modern workplace.

The Committee therefore believes that both individual and industry needs are
leading in the same direction: toward an increasing convergence of general
and vocational education. Already the two concepts overlap inseparably.
Literacy is at once both a general and a vocational competence. An
understanding of computers and information technology may once have been
seen as strictly vocational, but is increasingly a general requirement. A desire
for lifelong learning which was traditionally associated with the general and
academic education pathway is now often identified by employers as a core
attribute for every employee. This degree of overlap between the general and
the vocational can be expected to increase as the nature of work and work
organisation changes and becomes more complex.

There is also a related process of convergence between the concepts of work
and education. Increasingly, as regular updating of skills and knowledge
becomes essential to maintaining and enhancing productivity in the
workplace, the concepts of working and learning will converge. Ongoing
learning will become a part of productive work. Traditional notions of
separation between education and work, especially the notion of a one-off
period of education followed by employment, will be replaced by an integrated
concept of work intertwined with lifelong learning, commencing with post-
compulsory education and training.




This view implies that in order to serve their clients’ needs, both schools and
TAFE will need to change—schools to become more concerned with issues of
employability and the provision of broad vocational education; and TAFE {o
recognise that initial vocational courses must increasingly be concerned with
competencies that are more general than those which, for example,
characterised the traditional craft-based apprenticeships. In industry, all
parties will need to take a more active role in the development and support of
ongoing training which is integrated with employment. These changes are of
course already occurring to differing degrees around the country. Much of the
remainder of this report addresses the question of how this process of change
can best be accelerated, developed and managed through post-compulsory
education and training to the advantage of young people and the nation
generally.

1.9 Terminology

Current usage of the terms general and vocational education carries
historical connotations of separation and difference and therefore requires
reconsideration if the terms are to describe the concepts of overlap and
convergence described above. The Committee has found it helpful to conceive
of two overlapping circles which are increasing the extent of their intersection
over time. One circle represents general comprehensive education, the other
represents vocational education. The growing intersection of the two is
logically termed ‘general vocational’ education. (see Figure 1.1) ‘General
vocational’ education could therefore be defined broadly as those aspects of
general education which are important for employment, or alternatively as
those aspects of vocational education which are important for active
citizenship. Conceived in this way the useful and generally accepted terms
‘general’ and ‘vocational’ can be retained without implying that they are
mutually exclusive,

The overlap between the two circles, while substantial and increasing, is not
complete: there are elements of general education which do not have any clear
vocational character, and there are elements of vocational education which
are so specific to an individual task or occupation that they have no wider
application. This conceptualisation obvicusly cannot be applied rigourously in
every situation; the margins are indistinct and the meaning varies according
to the situation. A deep appreciation of religion may be a very vocational
attribute for a priest, but is less so (perhaps unfortunately) for a plumber.
Nonetheless, it provides a straightforward and useful way of re-interpreting
existing terminology to reflect current realities.

This concept of an overlap between general and vocational education can be
illustrated with reference to the ten common and agreed national goals for
schooling in Australia. Those goals are listed in Table 1.1,

If the term ‘general-vocational education’ is interpreted as suggested above to
represent those aspects of general education which are clearly important for
employment in the modern context, it can be seen that many of the goals of
schooling could be described as general-vocational in character. Certainly
goals 1, 2, 4, 5, most of 6, and 10 fall in this area of overlap between general
and vocational education, as do some aspects of the other goals.

This conceptualisation suggests that, in simplistic terms, the principal
domain of schools could be regarded as covering all of general education, as
represented by the national goals for schooling, including a substantial area of
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Table 1.1__Common and Agreed National Goals for Schooling in Australia

1.

To provide an excellent education for all young people, being one which
develops their talents and capacities to full potential, and is relevant to the
social, cultural and economic needs of the nation.

To enable all students to achieve high standards of learning and to develop
self-confidence, optimism, high self-esteem, respect for others, and
achievement of personal excellence,

To promote equality of educational opportunities, and to provide for groups
with special learning requirements.

To respond to the current and emerging economic and social needs of the
nation, and to provide those skills which will allow students maximum
flexibility and adaptability in their future employment and other aspects of
life.

To provide a foundation for further education and training, in terms of
knowledge and skills, respect for learning and positive attitudes for
lifelong education.

To develop in students:

a. the skills of English literacy, including skills in listening, speaking,
reading and writing;

skills of numeracy, and other mathematical skills;

skills of analysis and problem solving;

. skills of information processing and computing;

an understanding of the role of science and technology in society,
together with scientific and technological skills ;

a knowledge and appreciation of Australia’s historical and geographic
context;

g. a knowledge of languages other than English;

h. an appreciation and understanding of, and confidence to participate
in, the creative arts;

i. an understanding of, and concern for, balanced development and the
global environment; and

j. a capacity to exercise judgment in matters of morality, ethics and
social justice.

To develop knowledge, skills, attitudes and values which will enable
students to participate as active and informed citizens in our democratic
Australian society within an international context.

To provide students with an understanding and respect for our cultural
heritage including the particular cultural background of Aboriginal and
ethnic groups.

To provide for the physical development and personal health and fitness of
students, and for the creative use of leisure time.

o o

™

. To provide appropriate career education and knowledge of the world of

work, including an understanding of the nature and place of work in our
society,




overlap with vocational education. Some aspects of schooling for some
students may have a more specifically vocational character. Similarly, the
principal domain of TAFE could be regarded as covering all of vocational
education, including a substantial area of overlap with general education.
Higher education covers both spectrums, ranging from general elements of
some arts and humanities courses to the specifically vocational elements of
professional programs.

1.10 Perspective of the Report '

The Review’s terms of reference direct attention to the immedjate post-
compulsory school period and the transition from education to employment.
The Committee has therefore approached the issues before it from a
perspective of ‘employability’, understood in the broadest possible sense. That
is, the Committee has consciously given greater prominence in its thinking to
those issues or aspects of issues which bear most directly on the process of
transition from the world of education to the world of work.

This is a very wide scope which, in the terms described above, encompasses
all aspects of education other than that small part of general education which
has no clear vocational character.

It encompasses the entire domain of TAFE activities as it relates to young
people, and all of the ‘general-vocational’ aspects of school activity, that is, all
the aspects of general education which are important for employment in the
modern context. By adopting this perspective the Committee is in no way
implying that it supports any narrowing of the broad social, cultural and
individual goals currently served by post-compulsory education. On the
contrary, the Committee considers it essential for the education system,
especially schools, to maintain and pursue a broad set of objectives which
aims to develop the capacities of young people to their full potential as
individuals and citizens of our complex society.

The Committee has adopted a medium- to long-term perspective, seeking to
develop strategies and recommendations which will be relevant regardless of
fluctuations in the business and economic cycle. The current recession
accentuates the need for reform but the strategies adopted should be viable in
periods both of growth and contraction in economic and labour market
activity. '

For example, the current strong increases in school participation reflect,
among other things, young people’s reaction to reduced employment
opportunities, changing community expectations in relation to participation
in education and training, and enhanced senior secondary curriculum.
Institutional structures and funding for student places need to respond to
these demands. A flexible response is also required in the TAFE and training
area where economic recession tends to reduce the availability of structured
entry-level training positions. A successful medium-term strategy aimed at
increasing the availability of and participation in structured entry-level
training will require flexible institutional arrangements where greater
reliance can be placed on full-time off-the-job and pre-vocational training
when economiic circumstances require it.




1.11 Emphasis on Those Not in Education and Training

The terms of reference for the Review required the Committee to pursue its
task ‘with particular reference to those young people who have left school and
are not participating in a formal education or training program’. The
Committee was conscious of the interests and needs of this group throughout
its deliberations.

In general, the issues for the education and training system are similar in
respect of the ‘early leavers’ and those who, in recent years, have been opting
to remain in education in increasing numbers. For example, a broader school
curriculum offering more effective linkages with vocational qualifications and
employment as well as higher education, is important for those remaining in
school, as well as in influencing potential early leavers to remain, A more
comprehensive and flexible sef of opportunities for entry-level vocational
training is important in delivering better outcomes for those who are
determined to pursue a vocational qualification. It is also important in
offering new opportunities to young people who currently do not take any
formal education or training after leaving school.

There are, of course, some specific policy issues associated with this group
and these are examined in Chapter 7. In addition, the relevance of more
general policy matters to thig group is identified where appropriate
throughout the remainder of the Report.

1.12 Context to the Report: _
Developments in Post-compulsory Education and Training

The report forms part of an extraordinary avalanche of policy development
and implementation triggered by the joint impacts of rapidly increasing
school retention, and labour market and workplace reform. In addition to an
extensive range of reports produced for State, Territory and Commonwealth
governments in recent years, there is a great deal of work currently under
way under the auspices of the National Board of Employment, Education and
Training (NBEET), the National Training Board (NTB), the AEC, MOVEET
and its advisory body, the Vocational Education, Employment and Training
Advisory Committee (VEETAC). Most important of the current AEC and
VEETAC processes for this Review are the following:

* work on ‘mapping’ of the school curriculum around the country and
development of common ‘profiles’ in eight learning areas;

* the development of national core curriculum for TAFE in key vocational
courses;

* Working Parties, following the Special Premiers’ Conference on
Commonwealth/State relations, on:

- Higher Education,

- Training and Labour Market Programs and

- Schools;
* AEC Review of National Policy for the Education of Girls;
* National Plan of Action for Women in TAFE;
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¢ VEETAC Working Parties on:

- Training Curriculum,

- Competency Based Training and

- Framework for National Consistency in Recognition of Training; and
* AEC Working Party on Careers Education.
Several policy themes emerge consistently from all this activity:

¢ a desire for a better educated and more highly skilled society with an
interest in life-long learning;

* the need for broader and ‘more relevant’ curriculum at senior secondary
level, to be achieved both by expansion of the vocational programs offered
by schools, and by extending school/TAFE cooperation;

* the need to reassert the importance of vocational education and training
and to raise its status relative to academic education;

¢ the need to make post-compulsory education and training arrangements
more consistent across the country, both between and within sectors, in
order to facilitate recognition of qualifications, credit transfer and
articulation and to make the system more efficient;

¢ an emphasis on education and training outcomes, that is, the
achievement of competencies; and

¢ the need for training arrangements to be linked more directly to the
requirements of industry and, in particular, to respond to the demands of
award restructuring,

An important recent development at the interface between education and

training and the world of work has been the establishment of the National

Training Board (NTB). The original agreement by Commonwealth, State and

Territory Governments to establish the NTB provided for:

* a consistent national framework for developing competency standards by
industrial parties based on industry needs;

* acceptance by all governments and training authorities of competency
standards ratified by the Board as the benchmarks for vocational
education, curriculum development, industry training and recognition,
and the delivery and accreditation of training; and

* competency standards endorsed by the Board to be the benchmarks for
recognition of skills and qualifications of those trained overseas.

The NTB has now established the Australian Standards Framework so that

industry can determine and express the standards it requires in a consistent

way, enabling training providers o deliver appropriate, accredited training
that is both nationally consistent and economical, and providing trainees with
outcomes which are recognised within and across industries and around

Australia. VEETAC has commenced work to align training credentials and

State accreditation processes with the Australian Standards Framework.

1.13 International Developments

Australia is not alone in the speed and direction of policy change. The
Committee reviewed current structures and policy developments in a number
of other countries and was able to gain a more detailed insight into overseas
concerns through representation at the OECD seminar. A remarkable degree
of consistency exists in the issues identified, especially amongst countries
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with traditions which have tended to separate general and vocational
education. As in Australia, there is international interest in the areas of;

* increasing the status of and levels of participation in vocational education
and training;
* the convergence of general and vocational education; and

* the integration of education, training and employment, especially through
notions of competency, recognition of prior learning, and life-long
learning. -

It is worth noting that at the OECD seminar it became clear that the extent
and pace of reform in this country compares favourably with that in most
other OECD nations, although our current position generally falls short of best
international practice. There was particular interest from Canada and the
TSA in the Australian approach, whereby education and training reforms
have been viewed as part of an integrated set of policies which include
nationally implemented industry and award restructuring.

In June 1991, the British Government released its White Paper on post-
compulsory education and training, Education and Training for the 21st
Century. The White Paper addresses many of the same issues as referred to in
this Review and reaches many similar conclusions . The policy intentions
announced in the White Paper are set out in Table 1.2. Two significant policy
documents were also released in the United States in recent months:

* America 2000; The President’s Education Strategy; and

» the Report of the Secretary’s Commission on Achieving Necessary Skills
(SCANS) which deals with the key competencies required for employment.

The consistency in both the scope and timing of such policy reviews around
the world reflects the shared belief that international economic
competitiveness, as well as domestic social well-being, is increasingly
dependent on a nation’s ability to produce both a well-trained, flexible work
force and to develop enterprises which enable employees at all levels to
contribute to their full potential. Australia will need to pay greater regard to
the rapid developments in competitor nations if we are to maintain or improve
our performance relative to best international practice.

A more detailed discussion of overseas structures and developments is
included in Appendix 1.

1.14 Pathways

The Committee has used the concept of ‘pathways’ in this Report as a way of
describing and dealing with the processes associated with movement from
compulsory education, through post-compulsory education and training, and
between education, training and employment .

The idea of a set of pathways provides a useful mental image to explain the
various combinations of education, training and employment activities which
individuals may undertake over time in order to reach a certain destination,
for example, a desired qualification or type of employment.

A pathway in this sense is an interrelated set of education, training and/or
employment experiences providing for progression toward some identified
outcome which may be an educational credential, entry to a subsequent
pathway, or a particular employment goal. The concept of pathways implies
that education and training should not be structured as a series of continuous

13




movement even where a pathway crosses the boundary of education and
discontinuous, self-contained ‘lock steps’, but rather should provide for
training sectors. This imagery emphasises the importance of effective credit
transfer and articulation® arrangements to provide smooth ‘bridges’ between
the pathways. It also draws attention to the importance of clear ‘signposts’,
that is, information and career advice, at the beginning of each pathway and
at each junction between pathways.

Table1l.2 Policy Announcements in British White Paper
Education and Training for the 21st Century

* establish a framework of vocational qualifications that are widely
recognised and used, and that are relevant to the needs of the economy;

* promote equal esteem for academic and vocational qualifications, and
clearer and more accessible paths between them;

* extend the range of services offered by school sixth forms and colleges, so
that young people face fewer restrictions about what education or training
they choose and where they take it up;

* give Training and Enterprise Councils more scope to promote employer
influence in education, and mutual support between employers and
education;

* stimulate more young people to train, through the offer of a training
credit;

* promote links between schools and employers, to ensure that pupils gain a
good understanding of the world of work before they leave school;

* ensure that all young people get better information and guidance about the
choices available to them at 16 and as they progress through further
education and training;

¢ provide opportunities and incentives for young people to reach higher
levels of attainment; and

* give colleges more freedom to expand their provision and respond more
flexibly to the demands of their customers.

Articulation: the specific design of education and training programs in ways which
facilitate and maximise opportunities for credit transfer.

Credit transfer: the granting of advanced standing by institutions (either in the same
or a different sector to the original institution) to students on the basis of previous study
taken in another institution. The term is also taken to include the recognition of prior
learning whereby students’ previous work and life experience is assessed for credit
toward an academic award or qualification.
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Chapter 2
Teenagers—An Education, Training and Employment Profile

2.1 Introduction

The profile of teenage activity reflects the peculiarities of an age cohort in
transition between education and work. Most teenagers achieve this transition
successfully, Changes of jobs and short periods of unemployment often reflect
experimentation with different employment options. For a small proportion of
teenagers however the transition is very risky indeed, with prolonged periods
of unemployment and underemployment.

Changes in the labour force status of teenagers over the last decade mostly
reflect the increase in educational participation among this age group. Full-
time labour force participation rates of teenagers have fallen. The proportion
of teenagers in full-time employment has decreased while the proportion in
full-time education has increased (see Figure 2.1).

While there is clearly a link between labour force and educational
participation, the precise relationship is hard to specify. To what extent has
increasing unemployment boosted school retention? Has increasing
educational participation contributed to the ‘casualisation’ of the teenage
labour market? There is some evidence that teenagers have remained in
school in greater numbers in recent years as a consequence of the difficult
labour market, but the trend to higher school retention was already
established well before the current recession.

It is certainly likely that increased educational participation over the last
decade has constrained the level of teenage unemployment which would
otherwise have been experienced. The combined effects of an increase in the
size of the youth population and a decline in full-time employment over the
1980s would have led to increased teenage unemployment had it not been for
the growth in full-time educational participation over the same period. In 1980
some 8.5 per cent of all teenagers were unemployed and looking for full-time
Jjobs, compared to about 8 per cent in 1991, despite the less favourable labour
market conditions in 1991.

Whatever the relationship between education and employment patterns for
teenagers it is important to note that young people with higher levels of
education and training experience lower rates of unemployment than their
peers. :

22  Participation in Education and Training

Overall Education Participation

Over the last decade teenage participation in education and training has
grown significantly. Between 1983 and 1990 overall participation in education
and training by the teenage cohort rose from 56.9 per cent to 66.7 per cent. This
increase in teenage education participation was largely because of rises in
participation in schools (from 38.3 per cent to 43.5 per cent) and higher
education (from 6.5 per cent to 10.6 per cent). Teenage participation in TAFE
and training has remained fairly constant over the same period (around 11
per cent). It should be noted that most of the education and training statistics
in this chapter are from ABS survey sources, not from administrative system
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data (see Figure 2.2 and Table 2.1).

School retention figures give the most striking picture of the change in

educational activity. Year 12 retention in 1990 reached 64 per cent, compared

to about 33 per cent for most of the 1970s.

Participation by Age

Table 2.2 illustrates the activities of young people from 15 to 19 and

demonstrates the extent to which patterns of participation vary between

teenagers of different ages. The table shows: _

* the dominance of schooling as the principal activity of young people up to
age 17;

* the fall-off of education and training over the 15-19-year-old period,
especially after age 17

- by age 18 only half of all young people remain in some form of education
or training either part-time or full-time;

* TAFE and training as a whole increases in significance up to age 18, but
falls away again at age 19
- full-time TAFE is a very minor pathway throughout this period,
involving only 2.8 per cent of all 15-19-year-olds and
- part-time TAFE and training other than for apprentices and trainees is
also a very minor pathway, involving only 2.3 per cent of the age group;
and
* there is a small group at each age who are not taking any education or
training, and are either unemployed, in part-time employment or not in
the labour force

- the size of this group, predictably, increases with age and

- notably, 2.8 per cent of 15-year-olds are in these categories, but would
not nermally be eligible for income support or social security payments,

2.3 Pathways Through Education and Training

One of the most useful ways to describe the activities of teenagers in the
education system is to use the pathways concept outlined in Chapter 1.

The Australian Longitudinal Study shows that there are five major pathways
which accounted for 65 per cent of the educational experiences of those who
were in Year 10 in 1984 and had taken at least twelve years of education or
training by 19388;

* school attendance to Year 12 without a break (53.3 per cent);

¢ apprenticeship following Year 10 (5.4 per cent);

* apprenticeship following Year 11 (3.0 per cent);

* full-time study other than at TAFE, school or higher education after Year
11 (1.7 per cent); and

* apprenticeship following a year of full-time study other than at TAFE or
school (1.4 per cent).

To gain a more complete picture of pathways, young people’s involvement
with the world of work must be added to this sort of information on their
educational experiences. Figure 2.3 shows a very simple ‘map’ of the
destiﬂations of school leavers in 1988. The most notable features of this map
are that:
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Table 2.2 Activity of Young People 1990 (percentages) |

AGE Total
15 16 17 18 19 15-19
Education And Training
School 93.6 75.5 53.7 11.0 1.9 45.3
Higher Education 0.1 0.7 5.2 17.8 20.6 9.3
TAFE/Training
- Full-time 0.3 2.2 1.9 55 3.7 2.8
- Part-time (apprentices and 1.3 8.6 12.0 14.8 10.3 9.6
ATS Trainees)

- Part-time (other) 0.2 0.9 2.2 3.9 3.7 2.3
Sub-Total 95.5 87.9 75.0 53.0 40.2 69.2
Full-Time Labourforce
{Excluding education
and Training)

Employed 1.8 3.9 13.3 28.1 39.5 18.1
Unemployed 1.2 3.9 5.9 8.5 8.1 5.7
Sub-Total 3.0 7.8 19.2 36.6 47.6 23.8
Other

Part-Time Employment 05 2.2 2.1 4.3 6.0 3.2
Other 1.1 2.0 3.7 5.5 6.2 3.8
Sub-Total 1.6 2.4 5.8 10.3 6.8 7.0

Source: Workforce 2001. Unpublished tables derived from ABS 6203.0 and 6227.0
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* slightly more than half of all school leavers in 1988 did not continue their
formal education and training in any form in 1989; and

* of those who continued, roughly equal proportions entered higher
education and TAFE, but the propertion of part-time enrolments was
much higher in TAFE than in higher education because of the substantial
numbers taking apprenticeships and traineeships.

The Australian Longitudinal Survey enables us to loock behind this aggregated

picture to identify the different pathways and experiences of those who left

school before Year 12 compared with those who remained until the end of

Year 12. Figures 2.4, 2.5 and 2.6 show the education and employment

pathways followed in 1989 by young people who left school in 1988.

Comparison of Figures 2.5 and 2.6 highlights the significant differences
between those who completed Year 12 and those who did not. Year 12
completers are significantly more likely to continue with further education
and training than those who finish school earlier (61.5 per cent compared
with 43.3 per cent). This difference is largely explained by the participation of
Year 12 completers in higher education. In comparison, those who left before
Year 12 cannot proceed directly to higher education, but participate in a much
higher proportion in apprenticeships and trade certificate courses (32.6 per
cent compared with 6.6 per cent). Students who left school before Year 12 were
more likely than their peers to be unemployed or not in the labour force.

It should be noted that pathways differ between the different States, partly as a
consequence of varying patterns in enrolment ages. There are different school
starting ages, different compulsory school leaving points, and different
credentialing arrangements. This means that the characteristics of school-
based pathways differ from State to State in terms of, for example, the
proportion of students of a particular age at a particular stage of schooling.
Similarly, there are quite different State patterns in the movement of students
from school to TAFE and, to a lesser extent, from school to higher education.

Therefore, aggregated national descriptions of student flows in different

pathways do not necessarily reflect the picture at a State level.

For example: ‘

¢ Victoria and Queensland have comparatively low rates of transfer from
school to TAFE (5.1 per cent and 4.2 per cent respectively) whereas the
other States have much higher rates {up to 13.5 per cent in Western
Australia); and

*  between 1989 and 1990 one-quarter of Year 10 students in New South Wales
left school with 51 per cent entering TAFE or other training. In Victoria,
only 9 per cent of school leavers left from Year 10 and only 14 per cent of
these continued with some further education or training.

To some extent this difference reflects different policy approaches to post-Year

10 education and training between the States. This issue is addressed in more

detail in Chapter 6.




Figure 2.4 Flows of School Leavers, All Students

Students who left school in 1988
All school leavers = 100%

'

In 1989 Attending Further
Education or Training 54.8%

In 1989 Not Attending Further
Education or Training 45.2%

Full-time 33.3%

Part-time 21.5%

In Workforce Not in Workforce
42.5% 2.7%
Full-time Part-time Unemploved
work work by
29.4% 5.5% 7.6%
Apprentice/ Bachelor Degree | | Diploma Non-Trade Other/Not
Trade Cert. or Higher Cert.! Stated
16.3% 21.6% 6.9% 5.5% 4,6%

Notes: 1. Includes traineeships

Source: Australian Longitudinal Survey, unpublished tables
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Figure 2.5 Flows of School Leavers, Completed Year 12

Students who left school in 1988
Year 12 Completed = 100% (62.9% of all)

In 1989 Attending Further In 1989 Not Attending Further
Education or Training 61.5% Education or Training 38.5%

Full-time 46.4%

Part-time 16.0% '
In Workforce Not in Workforce
36.4% 2.1%
Full-time Part-time Unemp]oyed
work work
27.1% 5.3% 3.9%

I T T

Apprentice/ | [Bachelor Degree| |Diploma| |Non-Trade [ |Other/Not
Trade Cert. or Higher Cert] Stated
6.6% 34.4% 10.3% 5.5% 4.9%

Notes: 1. Includes Traineeships.

Source: Australian Longitudinal Survey, unpublished tables




Figure 2.6  Flows of School Leavers, Did not Complete Year 12

Students who left school in 1988
Did not Complete Year 12 = 100% (37.1% of all)

'

In 1989 Attending Further In 1989 Not Attending Further
Education or Training 43.3% Education or Training 56.7%

|

Full-time 9.5%
Part-time 33.8%

In Workforce Not in Workforce
52.9% f 3.8%
Full-time Part-time Unemployed
work work
33.3% 5.7% 13.8%

I T N

Apprentice/ | iBachelor Degree | Diploma| | Non-Trade | |Other/Not
Trade Cert. or Higher Cert! Stated

32.6% 0% 1.2% 5.5% 4.0%

Notes: 1. Includes Traineeships.

Source: Australian Longitudinal Survey, unpublished tables
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Table 2.3 Activity in 1990 of Teenagers Aged 15-19 Who Were in Full Time
Schools in May 1989

Still in TAFE Cther Higher Not in Total
School Education Education Education
% % % % % %

State
NSW 68.9 8.2 2.5 7.2 13.2 100
VIC 70.9 5.1 1.1 5.0 14.0 100
QLD 66.7 4.2 1.9% 6.2 21.1 100
SA 67.1 10.0 1.3% 6.3 15.3 100
WA 60.0 13.5 1.3% 6.1 19.1 100
TAS 64.7 9.3 Ok 6.3 19.7 100

* Estimate unreliable because of high sampling variability

Source: ABS, Transition from Education to Work, 1990 Unpulished table




Table 2.3 illustrates some of the State-by-State variations for the 15-19-year-old
group as a whole.

It is also worth noting that within States there are substantial regional
differences in participation patterns. These differences are particularly
significant for educational planning at the State and Territory level.

Limited Educational Participation After Schooling

The Review Committee was asked to have particular regard for those young
people who have left school and are not participating in a formal education
and training program. Table 2.2 gives some details about these young people.
In 1990, 30.8 per cent of 15-19-year-olds were not participating in either full- or
part-time education or training. Expressed in terms of the proportion of the
total teenage populations, this group was made up of 18.1 per cent who were
working in full-time jobs, 3.2 per cent who were in part-time employment, 3.8
per cent who were not in the labour force, and 5.7 per cent who were
unemployed.

These figures do not take into account the number of young people who may
have already attempted or completed some form of post-school qualification
before the survey date. In a more detailed analysis, the New South Wales
Department of Industrial Relations, Employment, Training and Further
Education estimated that 18 per cent of the 15 to 19-year-old population in that
State in 1990 were not in any form of education or training and had not
attempted any form of post-school qualification, including apprenticeships
and traineeships.

Of the total group who left school in 1989 about half were not continuing with
formal education on either a full- or part-time basis in May 1990. The
Australian Longitudinal Survey showed that, for teenagers who did not
complete Year 12 this figure rises to almost 60 per cent. To some extent these
observations overstate the fall-off in participation, given that some school
leavers return to education and training in later years. In addition, some of
the young people in the work force would have been receiving informal, on-
the-job training or may have engaged in short training courses (although the
extent and quality of that training is very difficult to gauge). However, most
school leavers with a part-time job (other than full-time students) do not
combine their employment with part-time learning, and it is likely that
relatively few of these would receive significant training on-the-job.

24  Participation in the Labour Market

Unemployment

The teenage unemployment rate remains higher than that for the labour force
as a whole—in May 1991 the rate was 26.8 per cent, compared with a total
labour force rate of 10.1 per cent.

However, the teenage unemployment rate itself is probably not the best
measure of labour market disadvantage for teenagers given that only a
proportion of the teenage population actively seeks full-time work. The
unemployment rate, in a sense, overstates the labour market disadvantage of
teenagers. Measured as a proportion of the total teenage population, 8.2 per
cent of teenagers were unemployed and looking for full-time work in May
1991. The actual number of teenagers looking for full-time work decreased
between 1980 and 1990, despite an increase in teenage population.
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However, over a longer time period the proportion of the teenage population
unemployed and looking for full-time work has increased, despite increasing
educational participation. The figure of 10 per cent for most of this decade
compares with a rate of about 2 per cent in the mid 1960s.

The DEET study, Australia’s Workforce in the Year 2001 makes the point that
unemployment problems among teenagers are explained, in part, by the
process of transition from education to work. High job turnover rates and high
levels of shorter term unemployment partly reflect teenagers’ testing of job
opportunities as they settle on a career choice. While this interpretation does
not address the longer-term evidence for rising teenage unemployment, it is
an accurate cbservation about teenage entry into the more difficult labour
market of the last decade and a half,

Within the teenage cohort there are significant numbers of people who remain
‘at risk’, including teenagers with poor early school achievement, some from
poor socioeconomic backgrounds, some teenagers from non-English speaking
backgrounds, Aboriginal young people, and some of those living in rural and
isolated areas. The ‘at risk’ group includes about 2 per cent of 15 to 19-year-
olds who are unemployed for longer than six months. Estimates of the total
size of the ‘at risk’ group vary between about 6 per cent and 14 per cent of the
15 to 19-year-old cohort, depending on how the group is defined, This matter is
discussed in greater detail in Chapter 7.

Falling Full-time Employment

There has been a long-term decline in the full-time youth labour market since
the mid-1960s. As a proportion of the 15-19-year-old population, the number of
teenagers in full-time employment fell from 58 per cent in August 1966 to 28
per cent in August 1990, As at May 1991 only three in ten teenagers were in
the full-time labour force (both employed and unemployed). This change in the
labour force status of teenagers mostly reflects the significant increase in
educational participation among this age group, as well as structural
changes in the labour market, The decline has been more significant for
females than males, and has affected younger teenagers more than the older
teenagers. Male teenagers have stronger representation in full time
employment and females are more likely to engage in part-time work.

There has been a remarkable acceleration in the decline of teenage full-time
employment during the current recession. In a paper to the Youth Affairs
Congress in July 1991, Richard Sweet observed that:

Among 15-19-year-olds the rate of full-time job loss has been accelerating
with each successive recession since the mid-1970s. In the 1974-75 '
recession it was around 5 per cent over twelve months, rising to around 13
per cent in the 1982-83 recession, and doubling to 26 per cent on this
occasion (Sweet 1991 b: p. 10).

This trend of declining full-time employment is expected to continue, but may
affect males and females through different mechanisms. In a report prepared
for this Review, John Freeland points out that teenage male full-time
employment is concentrated in industry and occupation areas experiencing
long-term structural decline in total employment share, (although this in
itself may not reduce youth employment opportunities if, for example, they are
protected through apprenticeship arrangements). Female teenage full-time
employment is concentrated in industries and occupations undergoing long-
term growth, although their share of full-time employment is declining in
these industries.
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Rising Part-time Employment

The fall in full-time employment has occurred in parallel with a significant
rise in part-time teenage employment over the past two decades. In May 1991,
49 per cent of teenage jobs were part-time, As a proportion of the total teenage
population those in part-time jobs have increased from 3.5 per cent in August
1966 to 20 per cent in August 1990, This change is closely associated with the
strong increases in educational participation.

Three-quarters of teenage part-time jobs are held by full-time students, most of
whom are school students. Females hold a larger proportion of these part-
time jobs than males, and younger teenagers are also more strongly
concentrated in part-time jobs than older teenagers. Sweet makes the point
that, on international comparisons, this high level of part-time employment by
school students is unusual and that student participation in the labour
market appears to be greatest in countries where participation in vocational
preparation programs is relatively low (1991 a).

It is apparent that part-time employment has become increasingly important
for teenagers making the transition to adulthood. However, in the absence of
participation in education or training, part-time work is not a substitute for
access to full-time employment. Most teenage part-time employment is
casual, averaging fewer than ten hours per week, and it is not commonly
associated with any long-term career prospects except perhaps in the
wholesale/retail sector where part-time positions are a recruiting ground for
full-time work. Part-time employment may not offer a reliable path to adult
independence for those who have left the education and training system and
who have been unable to secure full-time employment.

Industry and Occupational Distribution

The distribution of teenage employment by industry is shown in Table 2.4, The
wholesale and retail trade sector stands out as the largest single employer of
school leavers ——with some 46 per cent of teenage jobs. In a sense, itis a
teenage industry, having a much higher concentration of this age cohort’s
employment than of the total working population. The proportion of young
people employed in the indusiry has also grown over the last ten years by about
10 per cent. For teenagers, part-time employment in the industry is much
more significant than full-time employment—providing some 64 per cent of
all teenage part-time jobs. Even so, the industry is still the most significant
provider of full-time employment for teenagers, covering some 31.7 per cent of
all full-time teenage jobs.

Manufacturing is the next major industry employer for teenagers (with 17.2
per cent of full-time jobs and 4 per cent of part-time), followed by the finance
industry (12.5 per cent full-time and 3.7 per cent part-time). In terms of part-
time employment, the recreation industry is also a significant employer of
teenagers (with 16.2 per cent of part-time jobs and 7.5 per cent of full-time).

The major occupations for teenagers in 1990 were: sales workers, Iabourers,
tradespersons and clerks (see Table 2.5). As a proportion of total employment
in each of these occupational sectors, teenagers occupied 21.8 per cent of the
sales workers jobs, 13.0 per cent of labouring positions, 11.5 per cent of
tradespersons and 7.4 per cent of clerks, (Australia’s Workforce in the Year
2001).
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Table24  February 1991, Employment by Industry—

15-19-year-olds (proportion)

Males Females Persons

Full Part Total Full Part Total Full Part Total

Agriculture 74 8.7 7.9 25 2.5 25 55 5.2 5.3
Mining 1.7 0.0 1.1 0.6 0.0 0.3 1.2 0.0 0.7
Manufacturing 22.2 4.3 15.7 9.6 3.7 6.5 17.2 4.0 11.3
Electricity 1.0 0.0 0.6 0.4 0.0 0.2 0.7 0.0 0.4
Construction 16.2 2.4 11.2 1.3 0.6 0.9 10.2 1.4 6.3
Wholesale/Retail 30.1 56.0 39.5 341 T0.0 531 317 640 45.9
Transport 2.7 i3 2.2 2.9 0.5 1.6 2.8 0.9 1.9
Communication 0.9 0.0 0.6 0.5 0.1 0.3 0.7 0.1 0.4
Finance 6.3 5.2 5.9 21.6 2.6 116 125 3.7 8.6
Public Admin 2.0 0.6 1.5 2.9 0.5 L7 2.3 0.6 1.6
Comm Services 4.2 29 3.7 12.8 5.0 8.7 7.6 4.1 6.1
Recreation 5.4 18.6 102 10.8 4.4 12.7 7.5 16.2 114

Source: DEET 1991, unpublished

Table25 Employed 15-19-year-olds by occupation, May 1990
(full- and part-time) .

Occupation '000s - per cent
Managers 4.3 0.6
Professionals 10.6 : 1.5
Para-professionals 12.7 1.8
Tradespersons 140.8 20.0
Clerks 100.3 14.2
Sales Workers 258.8 36.7
Machine Operators 15.7 2.2
Labourers 161.7 ' 229
Total T04.4 100.0

Source: Workforce 2001, ABS Labour Force, 6203.0

The labour market for teenagers is segmented by gender along similar lines to
the adult labour market. Nearly half of all female school leavers enter sales
occupations, and about another quarter enter clerical jobs. Three-quarters of
all male school leavers enter either trade-related occupations or become
labourers/plant operators,

Similar proportions of males and females are employed full-time in the
wholesale and retail industry (30 per cent of full-time employment for males
and 34 per cent for females). The next highest industry employer for teenage
males is manufacturing (22 per cent of male teenage full-time employment),
Whe;'eas for female teenagers it is finance (22 per cent of female full-time
jobs).
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Apprenticeships and Traineeships

The number of apprenticeships and traineeships rose to record levels in 1990.
Over the long term, these training places increased from 7.2 per cent to 9.6 per
cent of the youth population between 1966 and 1990, but places have not risen
as a percentage of the teenage population since 1980. Such training
opportunities now represent one-third of all full-time job opportunities for
youth, compared to just over 10 per cent in 1966 (DEET 1991, p. 8), but this
principally reflects the decline in other kinds of full-time employment and the
increase in full-time educational participation. Freeland argues, in support of
the apprenticeship system, that such training arrangements provide a degree
of protection for youth employment because of the award regulation of such
employment in occupational areas using apprenticeships. Evidence suggests
that even after declining during economic downturns, apprenticeship
numbers soon build up again. This conclusion is supported by DEET figures
which indicate that in the last twenty-five years, apprenticeship opportunities
have increased by 70 per cent while the full-time youth labour market overal
has declined by more than a third (DEET 1991, p. 10). :

There is clear evidence that the recession has had a negative effect on the
provision of apprenticeship training positions in 1991. According to
unpublished DEET figures, the intake between January and May 1991 is 31 per
cent down on the same period for the preceding year, This figure suggests a
significant decline in apprenticeship opportunities in the current economic
context. In response to these changes, Commonwealth and State Government
have expanded support measures to counter the effect of labour market
downturn on the training system. These measures include assistance to
preserve current entry-level training opportunities, the creation of new
training places, improved access to training for unemployed people, and the
provision of alternative full-time training opportunities to out-of-work
apprentices.

Apprenticeships remain overwhelmingly a male form of job training. Fewer
than 10 per cent of apprentices are female and most of these are hairdressers
(DEET 1991, p. 11). On the other hand, traineeships are predominantly a
female form of training, with around three-quarters of ATS positions occupied
by young women. It appears that entry-level training arrangements are in
fact even more segmented on the basis of gender than the labour market as a
whole.

Freeland notes that young males have benefited from the resilience of
apprenticeships in the face of severe economic downturns, and the strong
recovery of indentures when the economy picks up. To some extent, the
apprenticeship system has acted as a protected labour market reserve for
young males making the transition from school to employment, although
most apprenticeship positions are established for reasons other than award
prescription. The development of the Australian Traineeship System since
1975 has not provided an equivalent level of protection for the non-trade
occupations, because unlike apprenticeships, possession of an ATS certificate
is not a pre-condition for employment in ATS occupations,

31




25  Youth Labour Market Prospects to Year 2001

The Workforce 2001 report has attempted to project likely labour market
outcomes for teenagers over the next decade. It notes that there will be a
decline in the total number of young people in the population up to the middle
of the 1990s, and it is likely that, even without major policy changes,
participation in education and training will continue to increase. This implies
that there will be fewer teenagers competing for the available jobs, potentially
easing pressure on teenage unemployment.

Prospects for growth in those occupations in which teenagers are most heavily
concentrated (salespersons, labourers, tradespersons and clerks) are
generally good. The outlook for employment amongst salespersons (the major
category) and tradespersons is well above average, while the outlook for clerks
is slightly below average. Prospects for labourers are well below average.

However, the report notes that by 2001 when teenage numbers have returned
to their current levels, these occupational trends will not have substantially
reduced the number of teenagers having difficulty with the transition from
school to work. On one ‘conservative’ estimate up to 70 000 teenagers could
remain ‘at risk’. The Workforce 2001 report also suggests that, without policy
changes, there will still be a significant number of young people in
employment who are not in any formal training arrangement.

The Committee also sought advice from representatives of three industry
sectors which historically have been major providers of youth employment:
retail, banking and the public service. In each case, the industry
representatives identified factors which will tend to suppress youth
employment opportunities.

For example, in both retail and banking there is a move toward recruitment of
older people rather than teenagers. At the same time the proportion of lower
skill positions is being reduced. As management structures flatten and more
responsibility is devolved, businesses are looking for employees with maturity
for first level supervision.

Partly as a result of restructuring and the introduction of new information
technology, the public sector is no longer a major recruiter of young people,
and is reducing youth intakes even further. In 1989 the proportion of
permanent officers aged under 20 in the Commonwealth public service was
2.8 per cent compared to 5.6 per cent in 1985. Annual appointments of those
under 20 declined from 19.4 per cent in 1985 to 12.2 per cent in 1989.

To some degree this change reflects the fact that young people are choosing
not to enter the public service, particularly in base-grade positions, and are
resigning in greater numbers after gaining public service positions. However,
constraints on public service growth have tended to diminish the level of base-
grade recruitment, which is the major avenue for youth employment, at the
same time as overall youth participation in the labour force has declined.
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Summary

There are a few key points which can be summarised from this brief review.

* Education and training participation has grown strongly over the last
decade.

* In concert with this change there has been a significant decline in full-
time employment for the teenage population.

* Teenage participation in education and training declines significantly
after age 17.

* There is a substantial proportion of school leavers who do not continue
with any form of further education after leaving school.

* A significant number of those who do not have full-time employment must
be considered as ‘at rigk’ in the transition from education to adult
participation in the labour market.
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Chapter 3
Targets and Measurements

3.1 Introduction

The terms of reference for this review asked for consideration of ‘the
appropriate form and level of a new national target for participation in post-
compulsory education and training, an appropriate basis of measurement of
that target, and a recommended timetable and strategies for its achievement’.

The Committee formed an expert Working Party to provide technical advice on
the types of measures and targets currently employed and to provide
suggestions for new targets as appropriate.

The Committee and the Working Party worked simultaneously—the
Committee concentrating on the suggested new targets and the Working Party
on analysis of current targets and measurement gystems.

The Working Party produced a comprehensive study that has not been
included in this report but is available on request from the AEC Secretariat.
Much of this chapter and the statistical material elsewhere in the report
draws on the data and concepts developed by the Working Party.

32 The Purpose and Value of Targets

The setting of broad targets has a potentially significant role to play in
shaping, monitoring and evaluating education policy, Targets can provide a
focus for policy development and for strengthening public understanding of
and support for policy change. They can provide a framework for the initiation
and assessment of cooperative action between the sectors and the States and
Territories.

Most importantly, broad targets can provide a credible basis for strategic
planning in education. They enable the allocation of resources against
strategic objectives to be measured and evaluated, and provide a basis for
judgments of the effectiveness and potential development of strategic action.

On the other hand, an over-emphasis on numerical targets could distort the
directions of education policy if it limits policy development and evaluation to
measurable components only. An overly simplistic use of targets could
disguise what are in fact complex and sometimes competing policy objectives.
The principal test of an effective target is its ability to act as a planning
instrument, not just its application as a measurement.

The best known policy target for post-compulsory education and training has
been the objective of 65 per cent retention to Year 12 by 1992,

The concept of a retention target was first proposed by the Commonwealth
Schools Commission in its 1987 report In the National Interest: Secondary
Education and Youth Policy in Australia. In that report, the Schools
Commission put forward the following reasons for a target related to school
retention;

* there are good grounds for believing that the levels of education and
training in a population are important factors in international
competitiveness amongst developed economies. Recent OECD
{Organisation for Economic Cooperation and Development) figures
show that, in the early 1980s, é&gstralia ranked fourteenth out of




eighteen OECD countries in the population of 17-year-olds enrolled in
either full- or part-time education which includes apprentices. The gap
at that time was substantial between Australia, with only 59 per cent of
17-year-olds enrolled, and the top six OECD countries (Japan, West
Germany, US, Netherlands, Austria and Switzerland), all of whom
exceeded 80 per cent enrolled. For 19-year-olds, the comparison was not
rearly as disadvantageous to Australia, indicating that sharp drops in
enrolment in education occur in Australia at a much earlier age than
in other developed economies;

* the mainstream of employment in advanced economies requires a
strong base of general education in the population. Completion of a full
secondary education provides the foundation for multi-skilling and the
social skills which contribute to decision making , productivity
improvement and technological change. Conversely, the labour market
for early school leavers has sharply contracted and this is likely to
continue;

*  the completion of a good general education makes an important
contribution to personal development, provides lifelong benefits for the
individual and is a foundation for further learning, recreation and
participation in the arts and community life;

» early school leaving and the disadvantages which flow from it are not
randomly distributed. They fall most heavily on families of low
socioeconomic status. Gains in school retention are gains for equity;

o Australian democracy will be strengthened by a better educated
population. The institutions, practices and conventions of a democracy
need a generally well educated population for their preservation and
development whereas intolerance, prejudice and irrationality thrive on
ignorance.

The target of 65 per cent Year 12 retention by 1992 has received widespread
acceptance and has acted as a successful focus for policy development. Some
States have already exceeded this target and, on current trends, most are
likely to achieve it within the time-frame, although many sectors of the
community, such as Aboriginals, low socioeconomic groups and those in
some rural and regional areas continue to lag well behind the average levels.

While the school retention target has been the best recognised, similar goals
were also suggested in separate contexts for higher education and vocational
training. The Commonwealth Government’s Green and White Papers on
Higher Education (1987 and 1988) discussed a possible increase in Australia’s
annual output of higher education graduates from the 1988 level of about

88 000 to about 125 000 by the turn of the century. The report of the Committee
of Inquiry into Labour Market Programs (the Kirby Report, 1985) suggested a
target of at least 75 000 traineeship places by the end of 1988.

The Issues Paper supporting the terms of reference for this current review
recognised that at the post-compulsory level, education and training
participation is spread across a range of different institutions. This draws
attention to the limited value of targets established only for individual sectors.
The Committee believes that any new national target should be capable of
spanning all education and training sectors.
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33 Possible Measures for a New National Target

There is a range of measures currently available which could be used to
underpin a target for the participation and achievement of young people in
education and training. These include:

a. retention: the capacity of education and training systems to retain
students/trainees to the final years of education or training programs;

b. participation: the activity of young people in education and training
programs for a particular period of time;

c. pathways: the flow of students or trainees through the range of alternative
programs from a point in time; and

d. attainment: the achievement by young people of specified competency
levels and/or credentials.
Retention Rates

The most frequently used measure of retention is the Year 12 apparent
retention rate, which is the number of students in Year 12 as a proportion of
the corresponding group enrolled in the first year of secondary education in
the appropriate previous year. This measure is expressed by the following
formula:
Retention rate to No. of Grade 12 students
Grade 12 for Year Y = calendar year Y x 100

No. of Grade i students

in Year Y - n

wheni=7andn=5 for NSW, Vic., Tas. & ACT
andi=8andn=4 for QLD, SA, WA & NT

The measure that results from this formula is an apparent retention rate
because the arithmetic simply relates Year 12 student numbers to the
appropriate earlier year, and does not attempt to track the actual retention of
individual students.

As with most derived and indicative statistics, apparent retention rate figures
are subject to a number of factors and potential distortions. For example:

* Migration: Both overseas and interstate migration can significantly affect
apparent retention rate figures. For example it is quite possible to have
retention rates over 100 per cent when migration has added to the number
of Year 12 students.

* School/TAFE Provision: Variations between the States and Territories in
the provision of TAFE courses for post-compulsory age students can
significantly affect retention rate values. Those States that historically
have substantial TAFE enrolments among senior school-aged students,
such as NSW and Tasmania, tend to show lower values in apparent
retention data, which relate only to schools.

* Transfer Between School Sectors: The movement of students between
government, Catholic and other non-government school systems has a
significant influence on apparent retention rate values.
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* Grade Repetition: Students who have repeated a school grade are ‘double
counted’ in the apparent retention rate formula,

* School Starting Ages: Differences in the school starting ages in the
different States and Territories affect attendance patterns and therefore
apparent retention rates.

Other factors affecting apparent retention rate data include changes in the
participation of mature-aged and re-entering students and a significant
increase in recent years in fee-paying overseas students. State and Territory
systems are also introducing more flexible opportunities for senior secondary
participation, including part-time enrolments.

Despite these problems, apparent school retention rate statistics have
widespread appeal and usage as an indicator of changes in the holding power
of schools and school systems. The Commonwealth Government’s widely
promoted target of 65 per cent Year 12 retention, established in the mid-1980s,
when national apparent retention rates were about 45 per cent, has been a
popular and, as shown in Figure 3.1, an eminently achievable policy target.
As a basis for public policy, however, the apparent school retention rate is a
poor statistic. It certainly cannot be used confidently as a performance target,
as the distorting effects outlined above make it difficult to validly compare
trends over time. It also does not provide reliable comparigion of performance
between the States and Territories.

In short, the Committee believes that retention rates cannot be considered as a
basis for policy targets in education and training at the national level.
Particinati

Measuring the participation of a particular age group in education and or
training has also been used to inform policy development. A common
approach has been to derive an education or training participation rate, as the

proportion of the population of a particular age involved in education or
training. That is:

No. of students/trainees

Participation Rate = aged X in calendar year Y x 100
No. of persons in population
aged X in calendar year Y

Data for the calculation of participation rates across sectors can be drawn
from ABS surveys. Data on the numbers of students participating in schooling
and in higher education derived from these surveys are generally consistent
with administrative data collected by school and higher education authorities.

There is no valid comparison, however, between the TAFE participation data
provided by ABS surveys and TAFE enrolment data collected by TAFE
authorities. This is a major presentational problem, although the differences
are explainable when TAFE enrolment practices over an academic year are
taken into account. TAFE authorities have a continuous admission period
throughout the year whereas the surveys measure participation at a single
point in time. Most TAFE enrolment procedures are able to determine
accurately the number of different individual students who are ‘active’ within
the system in any particular time period. The ABS surveys, on the other hand,
relate to current attendance during the survey week, usually in the middle of
May, As with all sample surveys, the results are also subject to sampling
errors.
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The alternative to using ABS survey data is to use administrative data, While
this would enable a whole year approach to be used, there is some possibility of
duplication between the school, TAFE and higher education sectors and there
are no current administrative sources for persons in other forms of training.
The problem of duplication could be addressed through changes to the TAFE
student statistics systems. The problem of data sources for other training
providers could, in principle, be improved with better methods for coding the
types of institutions in ABS surveys, or by a direct collection of statistics from
private providers.

Measuring the participation of a particular age group in education or
training, however, does not in itself take into account the numbers of young
people that may have already participated and have achieved particular
education or training outcomes. Currently available participation data for
schools, TAFE and higher education also underestimate the participation of
young people in all forms of education and training. To get a complete picture,
teenagers studying part-time, those at private educational institutions such as
business colleges, and those taking training provided by employers would
have to be added. An ABS survey of training indicates that more than 20 per
cent of employed teenagers attend structured in-house training, although the
length and substance of that training were not measured.

A further difficulty with participation rates is the invalidity of interstate
comparisons. This arises from the different age patterns of school enrolments
in the States and Territories. Thus, the higher school participation rates of
15-19-year-olds in New South Wales and Victoria, for example, is
significantly affected by the older age groups at each grade in those States
than in, say, South Australia and Queensland.

In addition, when broad age ranges (for example, 15-19-year-olds) are used,
participation rates may be greatly affected by changing demographic profiles
within the range.

In general, then, the Committee does not support the use of participation
measures by themselves for the setting of national targets for education and
training.

Pathivays and Flows

It is also possible to measure the patterns in which people pursue education
and the flows between various education and training activities. The
Australian Longitudinal Study (ALS) illustrates what can be done. The survey
enables the cohort of persons who were in Year 10 in 1984 to be tracked
through the various ways of achieving twelve years of education/training. The
sort of information available from the ALS was demonstrated in Chapter 2.

The ALS data enable us to trace pathways at the national level. The sample
size, however, is not really sufficient to look at interstate differences. This can
be partly remedied with ABS Transition from Education data, although even
here the sample is only large énough to provide reasonable estimates for NSW
and Victoria.

In short, data on pathways and flows are best regarded as descriptive of the
ways in which people participate and are not useful as a basis for national
policy targets.




Altainment

As noted above, a major drawback of measures relating to participation in
education and training is that they do not assist in measuring educational
outcomes. For example, any given educational participation rate for a
particular age group contains no information about whether a high or low
proportion of that age group has achieved a satisfactory level of schooling.

An alternative approach would be to focus on attainment levels, that is on the
proportion of a cohort that has achieved a given level of educational
attainment. The actual cohorts and educational levels to be used would depend
on the area of interest, For example, an interest in the immediate post-
compulsory years would suggest a focus on the attainment of, say, 18 or 19-
year-olds. However, if there is interest in a wider range of education and
training, the focus might be on 24 or 25-year-olds. Table 3.1 shows levels of
attainment for 19 and 24-year-olds to put this in perspective.

A major difficulty with an attainment measure is the handling of Year 12
completion, Whereas most tertiary qualifications indicate that a person has
successfully completed a course, Year 12 completion is a rather ambiguous
level of attainment. In many cases, it means that an individual has attended
Year 12, but does not necessarily indicate that they have achieved some
prescribed level of competence. Thus, inevitably, measures based on Year 12
completion are really attendance rather than achievement measures. A
gimilar problem exists in the treatment of incomplete periods of study.

Another form of attainment which could be included in a national target is the
achievement of vocational competences, expressed in terms of the Australian
Standards Framework developed by the National Training Board.

At pregent, NTB levels are not widely publicly understood and recognised, nor
are they clearly aligned with currently awarded credentials. In the longer
term however, targets based on competency levels will become statistically
feasible, as long as credentialing systems allow a clear correspondence
between credentials and the Australian Standards Framework.

34  Setting a New National Target

The Committee believes that in order to be effective as a policy and planning
instrument, any new national target must involve elements of both attainment
and participation. This suggests that a complementary set of targets would be
preferable to a single simplistic measure. The set of targets should include
both quantitative and qualitative goals and should relate to the range of
education and training taken at the post-compulsory level. Such a get of
targets would therefore need to encompass schools, higher education, TAFE
and other training.

After consideration of current trends, the extent of qualifications in the labour
force and the approaches being adopted by our overseas competitors, the
Committee agreed to recommend that a set of targets should be adopted in
Australia incorporating key qualitative, as well as quantitative objectives.

The Committee recommends that:

Austiralia as a nation should be commitied to providing for all of its young

people a program of education/training which prepares them for life as

individuals, citizens and workers now, through the current decade and into
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the coming century.

In recognition of Australia’s need for a more highly skilled work force which
is able to operate more flexibly and with greater innovation at all levels, a
framework of nationally agreed essential competencies and standards should
be established and incorporated appropriately in all education and training
programs for young people,

Nationally agreed standards in the employment-related key competencies
should be progressively established with an expectation that all young people
will achieve at least those standards by the completion of their initial program
of post-compulsory education/training.

To raise the base skill level of those who currently enter the work force without
any appropriate form of education/iraining, a minimum target should be
established as follows: by 1995 all young people by the age of 18 should have
attained sufficient vocational skills to achieve at least a base-level traineeship
(or other vocational qualifications recognised by the NTB as Level 1) or
participation in Year 12 or progress toward a higher level qualification.

In addition, by the year 2001 almost all people by the age of 20 should have
attained at least a higher-level traineeship (or other vocational qualification
recognised by the NTB as Level 2) or progress toward a higher level vocational
qualification or a post-year 12 academic qualification,

In relation to higher levels of qualifications, by the year 2001 at least 50 per
cent of people by the age of 22 should have attained at least a vocational
certificate (or other vocational qualification recognised by the NTB as Level 3)
or progress toward a vocational qualification above Level 3 or a diploma or
degree.

In summary, the recommended targets are:
* essential competencies for all to nationally agreed standards;

* as a minimum, at least a Level 1 traineeship or participation in Year 12
for all 18-year-olds by 1995;

* atleast a Level 2 traineeship or progress toward a higher level vocational
or academic qualification for almost all 20-year-olds by 2001;

* atleast a vocational certificate (Level 3) or progress toward a vocational
qualification above Level 3 or a diploma or degree for at least 50 per cent of
22 year olds by 2001,

It is noted that in the United Kingdom similar targets have also been
developed recently to encompass education, training and employment as
follows:

* all young people should be given an entitlement to structured training,
work experience or education leading to a National Voecational
Qualification (NVQ) level IIT or its academic equivalent (that is, 2 ‘A’
levels and 5 GCSEs at A-C grades); The NVQ level Il is equivalent to
somewhere between Levels 3 and 4 in Australian Standards
Framework

» by 1995, all employees should take part in company-driven training or
developmental activities as the norm;

o by 1895, af least half of the employed work force should be aiming for
updated or new qualifications within the NVQ framework, preferably

in the context of individual action plans and with the support from
employers; and
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s by the year 2000, 50 per cent of the emploved work force should be
qualified to NV@Q level IIT or its academic equivalent as a minimum.

(Targets set in Towards a Skill Revolution, Confederation of British Industry
(CBI), November 1989, and subsequently endorsed by the Secretary of State
Employment, Norman Fowler)

As noted above, the set of targets recommended by the Committee will not be
fully measurable until a more direct correspondence is established between
credentials and competency levels. Therefore, the Committee proposes that a
more immediately measurable summary target should also be adopted,
consistent with the detailed set of targets and also based on a combination of
attainment for those who have left the education system and participation for
those still in the system.

A single attainment/attendance target must refer to the number or proportion
of people at a particular age who have achieved certain qualifications or are
still participating in a defined set of education and training activities. To
assist in the choice of the target age, data from the Australian Longitudinal
Survey can be used to show how a cohort reaches increasing levels of
attainment as it grows older. Figure 3.2 shows these measures for the cohort
of persons aged 16 in 1985.

From these data, it appears that there is a significant increase in the numbers
attaining Year 12 between 17 and 18 years, but there is only a small increase
between 18 and 19 years. Thus, for analysing attainment broadly equivalent to
Year 12, the ages of 18 or 19 years are possible reference ages.

A reference age of 18 or 19 years is also quite robust between States. That is,
regardless of the different schooling patterns across States, there is a similar
pattern of attainment in all States by the time young people have reached age
18 or 19. The most appropriate target reference age would appear to be 19
years, which would ensure that the large numbers of young people who have
undergone senior secondary schooling would be taken into account, while still
encompassing the post-school experiences of the remainder of the group.

A completion-participation rate is able to deliver a valid comparative
perspective on patterns of education and training across all States, as well as
at the national level, by setting a target age rather than being grade
dependent. It also ensures that the monitoring of changing trends over time
can be pursued in a consistent manner.

To estimate the number of 19-year-olds who are engaged in or who have
completed Year 12 or some broadly equivalent training would need coverage of
the following:

* secondary schooling;
* higher education degrees, diplomas and certificates;

* TAFE diplomas, certificates and transition courses, and apprenticeships
and traineeships; and

* business college and other private training diplomas and certificates.

Although the precise definition may appear to be complex, it should be noted

that for most practical concerns the only categories with substantial numbers

are ‘completed or current Year 12’ and ‘TAFE diploma/certificate’.

Table 3.2 shows that nearly 215 000 19-year-olds (73 per cent of all 19-year-olds)

met the above criteria for completion or participation in education and

training in May 1990.
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Table 3.2 Education and Training Completion and Participation
Profile for 19 Year Olds, Australia, May 1690

SECTOR NUMBER OF PERSONS %

School

Attending 7,229 2.5

Completed Y12, 53,014 18
Not Attending

Further Education

TAFE

Attending 43,885 14.9

Attained Trade 34,110 11.6
Quatlification, Cert./Dip.
Not Attending

Higher Education

Attending 67,623 23

Attained Degree, —_— -
Not Attending

Other Training

Attending 6,800 2.3

Attained Other Qualification, 1,876 0.6
Not Attending

Sub Total 214,537 72.9

Other 19 year olds 79,793 27.1

TOTAL 294,330 100

Source: ABS Transition from Education to Work Survey
Note: TAFE data, based on a May survey for 1990, understate full-year
student numbers.
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The report of the Statistiecs Working Group contains some detailed discussion of
the construction and data sources for a completion/participation measure. A
summary of the elements and sources of a combined completion/participation
measure is set out in Table 3.3.

Target Level and Timetable for Achievement

Table 3.2 indicates that about 73 per cent of 19-year-olds in Australia have
completed or are participating in approved education or training programs.
The Committee has proposed a target for almost all people by the age of 20 to
attain a Level 2 qualification or progress to a higher level. To achieve that will
require effectively full completion/participation for 19-year-olds. The
numerical completion/participation target must therefore be close to 100 per
cent. Increasing the proportion of 19-year-olds completing or participating in
education or training to 95 per cent by the year 2001 would invelve something
in the order of 200 000 additional 15-19-year-old students or trainees on
current levels. This is considered to be a realistic and measurable policy
objective, consistent with the overall goal of enabling almost all young people
to participate in and satisfactorily complete at least some level of post-school
education and training.

The Committee recommends:

The adoption of a new national completion/participation target that, by the
year 2001, 95 per cent of 19-year-olds should have completed Year 12, or an
initial post-school qualification or be participating in formally recognised
education or training,

The concept of a completion/participation rate overcomes most of the technical
problems and distortion associated with the other measures outlined in this
report. Alternative measures could potentially distract future evaluation in
this important policy area by unnecessary and unproductive debates about the
validity of statistical trends and comparisons. Most importantly, this kind of
measure relates closely to the reality of involvement by young people in
education and training in Australia and supports the policy objectives
inherent in the Committee’s terms of reference.

State and Territory Targets

The national policy targets proposed by the Committee include sufficient
flexibility in their application to allow adoption at State and Territory level.
The different demographic, educational and institutional configurations and
conditions in the various States and Territories preclude the setting of a
specific national policy target relating to each educational sector. States and
Territories would need, in the context of the broad national target, to establish
sectoral and regional target objectives appropriate to their own circumstances
and priorities.

The Committee recommends that:

State and Territory education and training authorities formulate targets that
give appropriate expression to the proposed national target, taking into
account distinctive agency organisational features and regional needs and
responsibilities.




Implications for Statistical Systems

The Committee’'s recommendations carry a number of significant
implications for the statistical systems of education and training authorities,
and the collections of the Australian Bureau of Statistics.

The Committee recommends that:

The National Training Board and other education and training agencies, in
conjunction with the Australian Bureau of Statistics, develop credentialing
standards that would enable statistical measures of competency levels to be
constructed as soon as possible.

That relevant instifutional statistical systems be developed to enable the
construction of the proposed national measure of completion and
participation.

That statistical systems be developed to enumerate enrolments and graduates
of accredited vocational education and fraining courses conducted by private
providers registered with the appropriate State, Territory and national
training boards.

That the Australian Bureau of Statistics be asked to develop educational and
transition surveys to enable more precise measurement of persons
undertaking or completing accredited vocational education and training
courses conducted by private providers.

3.5 Balance Between Education and Training Sectors

The targets proposed by the Committee set goals for significant increases in
the participation and attainment levels in post-compulsory education and
training. They imply a major expansion of post-school education and training,
but do not set specific goals for participation or attainment in the individual
sectors which comprise the post-compulsory education and training system.

The Commiittee believes that there is a need for a more comprehensive debate
to inform decisions about the balance that should be established between the

education and training sectors, having regard both to student demand and to
the overall composition of skills and qualifications in the society and the |
capacity of the labour market to utilise those skills effectively. |

In relation to supply of skills we know that the proportion of people with
higher levels of education and training has increased very rapidly in recent
years, and will continue to do so as a result of the significant increases in
educational participation. For example, maintaining the current level of
opportunities for participation in higher education would lead to a 50 per cent
increase in the number of persons with qualifications at degree level or higher
between 1991 and 2001. To give a longer historical perspective, the projected
total of 1.2 million degree graduates in the work force in 2001 under this
scenario is more than nine times higher than the number in 1971 (129 000). In
proportional terms, degree graduates in 2001 would represent 13 per cent of
the work force, compared with 10 per cent in 1991 and only 2.5 per cent in 1971.

There has also been an expansion in the proportion of the work force with
technical qualifications below degree level. Total TAFE enrolments grew
steadily throughout the 1980s, increasing by 38 per cent to a peak of 952 000 in
1988 before declining in 1989 and 1990, If resources were available to allow a
return to the trend growth applying up to 1988, total enrclments would grow by
a further 27 per cent to 1.33 million in 2001. In this scenario, the number of
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persons with technical qualifications would grow by 27 per cent over the
coming decade, increasing as a proportion of the work force from 31 per cent
to 34 per cent. The target advocated in this Committee’s report would imply
even higher numbers.

In relation to the capacity of the labour market to use increased skill levels
effectively, we are reliant on forecasts and judgments which are, at best,
broadly indicative. The Committee does not believe that the provision of
education and training should be determined solely by forecasts of labour
market demand. This would ignore the intrinsic value of higher levels of
education for the individual and society. It would also give a degree of
authority to this type of forecast which is not justified, given the rapidity and
unpredictable nature of technological and societal change. Nonetheless, it is
still important to attempt to draw some broad judgments about the
appropriateness of the skills and qualifications being developed through our
education and training systems for Australia’s future. Labour market
forecasting can play a role in informing such judgments.

At an aggregated level, it appears that the rate of growth in post-school
qualifications will exceed that predicted, solely on the basis of industry and
occupation change. Australia’s Workforce in the Year 2001 study examined
the impact of likely industry and occupation shifts on the demand for qualified
employees. This analysis pointed to an upward shift in the overall skill
requirement in the work force, but not to the same extent as the projected
increase in post-school qualifications.

In the Workforce 2001 analysis, just over half of the growth in the number of
persons with degrees and two-thirds of the growth in technical qualifications
could be explained by changes to the structure of the work force. This raises
the question, especially in respect of degree graduates, of how much of the
remaining growth in qualifications will contribute to increased productivity
and how much will contribute to credentialism (whereby the same task is
performed by a person with higher qualifications).

There is no straightforward way of answering this question, and the analysis
does not provide any insight into the extent to which changes in technology
and the organisation of the workplace will hasten the demand for a more
qualified work force. The Workforce 2001 report simply notes that:

Jobs or occupations are not classifications of unchanging sets of tasks
performed at constant levels of efficiency. They are affected by the people
performing them and the nature of the job may change with an increase in
the number of qualified persons. In this way training and education
contribute to economic growth through increased productivity and
flexibility of persons within an occupation.

The foreseeable future is likely to be marked by the increasing use of
computer-based technology in design, manufacturing and information
systems, and by the restructuring of workplaces in ways which increase the
level of responsibility and range of tasks for each employee. These types of
changes will increase the demand for higher levels of skills and qualifications
and will enable individuals to make maximum use of their skills.

In a major empirical study of American workplace skill requirements, Levin
and Rumberger conclude (p. 19) that while the evidence does not confirm a
radical change in the level of job skills {or in the requisite level of education to
learn these skills, p. 38), it is likely that types of skills required will alter, as
new technologies and forms of work org?bisation demand different types of




skills. Even for lower-level jobs there has been a significant shift away from
menial and physical tasks to a burgeoning service sector where jobs ‘require
good communication skills, reasoning, numeracy...proper work values and
attitudes’. In addition, ‘upward mobility depends crucially on the ability to
learn new skills...(p. 27). Levin and Rumberger also advance two further
arguments for renewed attention to entry-level skills training—changes in
work processes for customised production, and worker participation.

Given this direction of change, it is reasonable to anticipate that much if not
all of the increase in qualifications, over that explained by structural factors,
will contribute to a productive deepening of the skills base of the work force. If
there is a risk of credentialism, it would appear more likely to exist for degree
graduates than for those with technical qualifications, given the greater
disparity between the number of degree graduates and the projected demand
for qualifications at that level.

No less important are the implications of such skill analyses for the balance
between education and training sectors. The Committee noted that there has
been little public consideration of cross sectoral issues in Australia, and some
of the problems of inconsistency and imbalance that have afflicted post-
compulsory education and training reflect this omission. The matter was too
substantial to be taken far in this review, but certain assumptions have had to
be adopted for the analyses of resources in Chapter 9 and further work is
identified there,

The Committee is also mindful that some 70 per cent of the work force in 2000
are now already beyond the years of post-compulsory education and training.
That is, while the reforms this review advocates will benefit many young
people each year, the upgrading of the Australian work force over the next
decade cannot be based simply on improving the education and training of
youth. Action to improve the vocational skills and qualifications of adults will
be at least as important.

The Committee is confident that this review will assist that large task by
identifying the key competencies that individuals attain, and raising the
possibility of setting targets for achievement for adults.

The Committee recommends that:

VEETAC should consider how the key competencies might be best
incorporated into the vocational education and training of adults, and whether
a national target in vocational skills and competencies among adults might be
a useful stimulus to achieving a better skilled work force.

References
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Chapter 4
Curriculum Principles and Key Competencies

4.1

National Curriculum Principles

The Committee was asked to identify a set of appropriate national curriculum
principles to enable all young people, including those with special needs, to
develop Key Competencies. The Committee approached the issue of
curriculum principles broadly as those which should underpin curriculum
for 15-19-year-olds in general across schools, TAFE and other agencies. To
encompass this breadth, the Committee has defined ‘curriculum principles’
as incorporating not just curriculum design and development, but a wide
range of related aspects such as standards assessment, educational pathways
and learning contexts.

In approaching this task the Committee was very conscious that the
principles have to be appropriate to a new context, the determining
characteristic of which is the proposed national target for (almost) full
participation in education and training for all young people up to the age of 19.

The Committee recommends that:

AEC and MOVEET adopt the following national curriculum principles for
post-compulsory education and training:

A commitment to at least two years of post-compulsory education and
training for all young people means curriculum and programs must cater
for ability at all levels and of all kinds, diverse interests and different
initial vocational and educational destinations.

Curriculum must be appropriate and relevant to the full range of students
so that all students can experience success and satisfaction in their
learning and the talented should be challenged to extend themselves fully.
The curriculum must be broad and balanced with an appropriate mix of
general and vocational education and theoretical and applied studies, The
appropriate mix will vary for different groups of students.

Scheol programs should be coherent and incorporate the Agreed National
Goals for schools and the employment-related Key Competencies.
TAFE/training programs should be coherent and broad enough to
incorporate the employment-related Key Competencies.

The curriculum must allow for a range of learning styles and, in
particular, for experiential learning. In the schools sector this will
require a stronger commitment to integrated and appropriately structured
work experience.

Increasingly, accredited learning should take place in the workplace as
well as in education and training institutions,

Curriculum must be adaptable to flexible learning contexts inclading non-
institutional community-based contexts.

Voecational education and training must reflect the needs of industry as
well as meeting national standards and promoting a higher level of
general education,

Curriculum must be structured across all sectors so as fo maximise
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students flexibility in choices of pathways, re-entry capacity and
articulation and cross accreditation.

» Curriculum must be clear as to the expected outcomes in terms of
knowledge, skills and attitudes.

* Expected outcomes must be explicitly structured into standards
frameworks which, where relevant, are compatible across the school and
TAFE/training sectors to allow for consistent and credible assessment and
reporting on student achievement in Key Competencies.

* Progression through curriculum stages/levels must be based on
achievement or competence.

Most of these curriculum principles will be readily acknowledged as
appropriate across Australia and already underpin recent reforms in
educational policy and practice. Certainly most school systems have, for some
time, been grappling with the need to provide a post-compulsory curriculum
appropriate to a much wider range of young people.

The most significant implications for schools and the TAFE/training sector
arise from the principles that: curriculum must be broad and balanced with
an appropriate mix of general and vocational education and theoretical and
applied studies; and that school and TAFE programs should be coherent and
broad enough to incorporate the Key Competencies.

The implications are not only a greater convergence of general and vocational
education but a breakdown in the hard distinction between compulsory and
post-compulsory education. The notion that the need for general education
ends at age 15 or that vocational education/training is only available post
school is not consistent with the themes developed in this report.

The curriculum principles require an acceleration of the process under way
in most school systems to give additional depth to the post-compulsory
curriculum to incorporate work-related competencies. This will be as much, if
not more, about pedagogy than new courses. A large and important task is for
teachers to uncover the work related aspects of the existing curriculum.

The principles will also require significant change in the TAFE/training
sector. Generally speaking, vocational training for this cohort has focused on
preparation for specific vocational outcomes and has been relatively less
concerned with providing for general vocational education or the acquisition of
generic employment-related competencies.

In recent times, TAFE systems have begun to refocus much of their course
provision on more generic outcomes. In many cases, though, this has been in
areas outside its maingtream provision.

42 Key Competencies: The Committee’s Approach

The Committee explicitly limited its task to identifying the Key Competency
areas related to a young person’s initial and lifelong employability. This is a
large task but it is a significantly lesser one than defining the totality of
desired outcomes of schooling and education for young people.

School education has a range of purposes: the development of young people as
individuals, as citizens and as participants in the world of work (as workers
or employers or entrepreneurs). The AEC’s Agreed Goals for Australian
Schools is a useful reminder of the community’s broad expectations of its
schools.
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Although the employability related competencies identified in Section 4.4 are
broad they cannot and should not be equated with the overall purposes of
school education.

Nonetheless the Commiitee believes that there is a great deal of overlap
between the requirements for an effective and satisfying life as an individual
or as a citizen, and the requirements for a productive and satisfying life at
work in today’s world. The Committee found that once it had identified what it
regarded as essential competencies for the world of work, it had also
incorporated many of the attributes required for individual well-being and for
citizenship.

Thig outcome was a tangible manifestation for the Committee of the broader
tendency identified in Chapter 1 towards a high level of convergence between
vocational and general education,

In the school sector there is increased awareness and acceptance of the need
for strong links with the world of work—especially in the post-compulsory
years, Most school teachers today are comfortable with the notion that one of
the key purposes of schooling ig the preparation of young people for the world
of work.

Apart from the introduction of specific vocational courses into the
curriculum, there is general agreement that schools must equip all young
people with the general knowledge, broad skills and understandings required
by the world of work, If these significantly overlap with other purposes of
schooling, so much the better. _

In the training sector there is increasing recognition that our well-being as a
nation is significantly dependent upon a well-educated and highly skilled
work force. The awareness that technological and economic restructuring
will force most people to change their jobs, and even careers, a number of
times throughout their working lives requires a different approach to
training. The ability to continue learning and acquiring new or higher level
skills will be fundamental. The emphasis in our t{raining system has to be
both on the acquisition of the specific skills for the job/trade and on flexibility.
The latter requires a strong grounding in generic, transferable skills.

It is therefore imperative for vocational education and training, wherever
delivered, to give greater priority than hitherto to the ongoing development,
especially in young people, of generic or key competencies.

The Committee considered it important and urgent to go well beyond a simple
listing of essential competencies, although getting the list right is a high
priority. It is the Committee’s view that the Key Competencies should not only
be listed but should be given depth of meaning and content. The operational
significance for schools and the training sector must also be made explicit.

The way to achieve this is to identify the competencies and the major strands
or elements within each; develop each Competency Area into a standards
framework or profile; explore ways of assessing and reporting levels of
achievement; and establish standards or benchmarks.

This is a major and complex exercise. It is imperative that it be done
professionally and properly.

While there is no work under way in the Australian context which directly
parallels this, there are related projects in the school, training and adult
education sectors which are very relevant. It is obviously sensible to link in
with these and build upon them where possible. There is clearly no point in
duplicating or cutting across major, relevant work in progress.
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The Committee had a limited time frame which did not permit completion of
either the careful, detailed work or the extensive consultation that must be
part of any successful development and implementation of major change in
the areas of curriculum, assessment and reporting.

For these reasons the Committee decided that it would limit its work in this
area to the development of a concept and a supportive model. The verification
and finalisation of the model should be placed in the hands of a follow-up
expert group with the specific task of bringing together the relevant work
ailready under way and of consulting more widely than was possible for this
Committee. To allow continuity, at least two members of this Committee
ghould participate in this next stage of the work.

The Committee believes that the work should be undertaken and completed

urgently. The timetable should be the minimum necessary to ensure the work

is done professionally. For this reason the Committee is recommending an

implementation date for at least some aspects of the overall enterprise.

The Committee was interested to note that its attempt to identify the most

important broad competencies that all young people should acquire in the

post-compulsory years of education and training is mirrored in at least two

overseas projects. In the USA, the Secretary of Labor in 1990 set up a

Secretary’s Commission on Achieving Necessary Skills (SCANS) to provide

advice on ‘the level of skills required to enter employment’. The Commission

was asked to:

* define the skills needed for employment;

¢ propose acceptable levels of proficiency;

* suggest effective ways to measure proficiency; and

* develop a dissemination strategy for the nations schools, businesses and
homes.

SCANS interim report: America 2000: What Work Requires of Schools was

released in June 1991. Its approach, interim findings and recommendations

are broadly consistent with the directions of this Review. Its final report is due

in February 1992.

In the UK the increased focus on gaining a coherent approach to vocational

education and better coordination and cooperation between the school and

training sectors has led the NCVQ to revive its interest in identifying ways in

which core skills can be identified and explicitly referenced across general

and vocational courses in the post-compulsory years.

4.3 Definition Issues

The Committee’s terms of reference use the terminology ‘key competencies’.
The Committee has stayed with this terminology although it is aware that this
may cause some initial definitional difficulties particularly in the school
sector.

‘Competence’ has been an unstable concept which requires explicit definition.
The concept has been given somewhat different meanings and connotations in
the TAFE/training and school sectors.

In the school sector ‘competence’ usually denotes a fairly narrow concept of
demonstrated capacity to do a specified task. It is sometimes used
interchangeably with ‘skill’ and sometimes denotes a broad grouping of skills.
Knowledge, understanding and attitudes are referred to quite distinctly from
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the notion of ‘competence’ even though most would concede that, in a broad
sense, competence must be underpinned by relevant knowledge and
understanding.

With award restructuring and the move to competency-based training and
assessment in the TAFE/training sector, the emphasis is on ‘competence’
rather than knowledge or understanding per se. Therefore a precise meaning
for the term has assumed a new importance. The NTB hag followed the UK
National Council for Vocational Qualifications in putting forward a broad
definition which not only incorporates the ability to perform specified tasks,
but also the possession of knowledge and understanding, and the ability to
transfer skills and knowledge to new situations.

The Committee has adopted a broad definition of 'competence’ in line with
that of the NTB.

The Committee is conscious of the need for conceptual clarity in its approach
to this area. Some of the areas of competence identified below have a stronger
knowledge content than others; some are more skill oriented; some are more
readily assessable by objective methods than others; and some are more suited
than others to be placed meaningfully into a standards framework. For this
reason the Committee recommends a range of approaches which it considers
appropriate to each of the areas.

The lack of commeon language, concepts and therefore understandings
around curriculum issues has emerged as a major issue with the move to
greater curriculum, accreditation and institutional linkages between the
school and TAFE/training sectors.

It is particularly important for school teachers as well as curriculum
designers and assessors to understand the new competency-based training
approach in the post-school sector. It is therefore important that both sectors
become familiar with a common definition of ‘competence’. This will be likely
to happen quickly if there is an explicit, common set of employment—related
competencies built into the curriculum in both sectors.

The Committee considers there would be merit in the NTB taking action to
gain a wider understanding of its approach to competencies and the
Australian Standards Framework, This matter is discussed further in
Chapter 5.

44 Key Areas of Competence for Post-compulsory Education and Training

The Committee initially drew on its own expertise to compile a list of key
employment related competencies which it considered were essential for all
young people in post-compulsory education or training, regardless of the
ability or vocational/educational destination of the young person or whether
they were in school or in a training environment.

This initial list was then tested against similar lists in the literature,
submissions to the Committee and in consultation with experts in the school,
training and adult literacy areas.

The Commitiee recommends that :

The AEC and MOVEET endorse the following Key Areas of Competence as

essential for all young people engaged in post-compulsory education and
training,
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. Languag.e and Communication

Speaking
Listening
Reading
Writing
Accessing and using Information
* Mathematics
Computation
Measurement
Understanding mathematical symbols
¢  Scientific and Technological Understanding
Understanding scientific and technological concepts
Understanding the impact of science and technology on society
Scientific and technological skills including computing skills
¢ Cultural Understanding
Understanding and knowledge of Australia’s historical, geographieal
and political context
Understanding of major global issues — e.g. competing environmental,
technological and social priorities
Understanding of the world of work, its importance and requirements.
¢ Problem Solving
Analysis
Critical thinking
Decision making
Creative thinking
Skill transfer to new contexts
¢ Personal and Interpersonal
Personal management and planning including career planning
Negotiating and team skills
Initiative and leadership
Adaptability to change
Self esteem
Ethics

The Committee recommends that:

All post-compulsory education and training programs for the 15-19-age
cohort should include, within their overall expected outcomes, appropriate
levels of competence in the six Key Areas.

The list above is most correctly described as a set of Key Areas of competence,
not individual competencies. Nonetheless, for simplicity and consistency with
the terminology in the terms of reference, they are referred to elsewhere in
this report as the Key Competencies.

While the Committee has not included knowledge of a language other than
English (LOTE) in its list of Key Competencies, it is of the view that the
knowledge of a LOTE, especially one of growing strategic economic and
political importance to us as a nation, is an important employment-related
skill and should be given greater prominence in the school and post-school
curriculum.

Australia can no longer afford its essentially monolingual approach to
education, the world of work, trade or diplomacy. In the developing global
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context ability to communicate with others in their own language is
increasingly imperative.

Nationally there is a major effort to increase the study of languages other than
English in all years of schooling. A number of States have mandated the study
of a LOTE for one or more years.

The Committee did not include LOTE as a Key Competency because it was not
convinced that it is as yet an essential employment-related skill for all young
people. The view was put that it is quite possible to function in the Australian
workplace without knowledge of a LOTE and that it is possible to function at
present internationally in English which is predominantly the international
language of business and diplomacy.

It may well be that there will be grounds to amend this view in the future, and
it may be appropriate to establish a national target for the number of young
people studying a LOTE.

The Committee recommends that:

The AEC and MOVEET keep the status of LOTE as an employment-related
competence under review, with the possibility of setting an appropriate
national target for LOTE competence.

While the Committee is confident that it has identified the right areas of
competence, they could be organised differently. There is also an
interrelationship between the areas and the strands within them. There are,
for example, areas of overlap between the literacy and
numeracy/mathematical areas. Reading scientific and technological texts
with ease and understanding requires mathematical competence such as the
interpretation of graphs and tables. The reverse also applies as one has to be
able to read to acquire effective mathematics competencies.

Problem solving, critical thinking, analysis and the other strands of high
order thinking competencies are integral to effectiveness in all other areas.
Notwithstanding this, the Committee has classified Problem Solving as a
separate Key Competency because it congiders the area of sufficient
importance to be profiled and assessed separately. There is some debate as to
whether this can be done effectively. There is a professional view that problem
solving/thinking competencies are inextricably bound up with the context in
which they are applied. The Committee understands the ACER is
investigating ways of banding, assessing and reporting on high order
thinking skills. Its Scholastic Aptitude Test which is used by the ACT for
higher education selection purposes can provide guidance in this area.
Queensland is alse in the process of developing a Core Skills Test for input into
a Student Portfolio at the end of Year 12. It is proposed that thinking will be
one of the designated skill areas in this process.

On the basis of expert advice to date, the Committee considers there is merit in
attempting to develop a separate Competence Profile describing a broad
continuum of Problem Solving skills.

Developing a Standards Framework for the Key Competencies

The most difficult step in the process of making the competencies operational
is the development of each of them into a usable profile within a consistent
framework describing different levels of achievement against which progress
can be assessed and reported.
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A Profile identifies the knowledge, skills and understandings of a Competency
Area in an ordered and sequential way. Each profile will have defined levels
indicating what a young person should be able to do in that area of competence
at those levels,

None of the Areas of Competence represents a single dimension. They will all
be broken into coherent component strands. Each of these strands will be
constructed into a Profile. At any given time students may have different
levels of achievement across the strands within an area of competence.
Students’ achievement can be assessed and reported in each of the strands
giving a comprehensive picture.

Figure 4.1 Key Area of Competence—Profile
Level Strand 1 Strand2  Strand 3
ES

*

*

¥ | b o

Possible profile of individual student achievement
across different strands of one Key Area of Competence.

Note: A more complete example developed by the Committee for illustrative
purposes is included in Appendix 1.

Since the competencies are considered essential for all young people engaged
in post-compulsory education or training, the framework has to be relevant to
the full range of individual abilities and to a wide range of curriculum
pathways and destinations.

There is great diversity in the content of the curriculum followed by young
people in their post-compulsory years. This is so even within the school sector;
it is far more so when the TAFE/training sector is included. The Competency
Profiles therefore have to be broad and generic enough to encompass this
diversity. The challenge is to achieve this without reducing the profile content
to superficial generalities.

There is also a conceptual challenge in constructing a standards continuum
to encompass high level achievement. It would be easier to restrict the
exercise to defining only a minimum standard or benchmark in all the Key
Competencies which the majority of young people would have attained by the
end of compulsory schooling. The Committee however rejected this approach.

The specification of minimum standards is useful. It does set a goal for those
students who are currently failing to achieve and allows overall progress to be
monitored against a clear minimum benchmark. It does not however provide
appropriate benchmarks for the majority of students achieving above the
minimum standard. It does not provide any stimulus for these students to
strive for higher achievement, and it may actually depress standards. If
achievements are only measured against a minimum standard there is a
danger that teachers and students will slip into a complacent approach. Once
the minimum is achieved no further effort is required. The Committee has
therefore decided to recommend that any minimum benchmarks be placed in
the context of a full range of achievement levels against which all students
achievements can be assessed and reported.

There may be a difference in the approach of the TAFE/training and schools
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sectors in this respect. The TAFE/training sector, as part of its competency
based assessment, will continue to specify a minimum level of competence. In
the school sector it will be appropriate to specify average expected levels of
achievement at various ages/grades with a clear statement that there will be
significant variation above and below this.

The framework is to apply to both the school and training sectors. It therefore
has to be understood by practitioners and be compatible with the general
approaches in both sectors.

The Committee considered existing and projected standards frameworks in
both sectors to see if it could use them as a base.

In the training sector the NTB has developed the Australian Standards
Framework. The NTB has described the purpose of this framework as being to
establish reference points so that standards properly relate to the range of
competencies required in particular occupations and classifications on the
one hand and to formal vocational educational qualifications on the other.

The framework provides for eight levels ranging from that required by ‘a
competent operative or service sector worker’ to ‘a competent senior
professional or manager’.

The Australian Standards Framework was released in January 1991. It is yet
to become sufficiently known acrogs industry. It is likely, and desirable, that it
will gain a high degree of national acceptance fairly quickly. The Committee
has been advised that on the basis of the intentions of industrial parties, the
NTB expects significant progress in the implementation of a national-based
training system around the Australian Standards Framework by 1993.

In the schools sector there is as yet no comparable, explicit articulation of a
national standards framework. There is however significant, detailed work
being undertaken under the auspices of the AEC, which can provide the
content for a schools standards framework. The AEC has for some time had
under way a national ‘Mapping of the Curriculum’ exercise. This has evolved
into the development of National Subject Statements and Subject Profiles and
now encompasses all the Learning Areas across the curriculum. These
Subject Profiles are defined as ‘an agreed description of student outcomes in
relation to elements of a subject such that student progression can be
recorded’. These profiles, which are well under way in English and
Mathematics, are in fact establishing levels of achievement within each
Learning Area for the schools sector. At the moment the draft profiles
incorporate six levels of achievement. These six levels are considered adequate
to encompass the range of achievement over the compulsory years of
schooling.

As the Committee’s focus is on employment-related competencies, it initially
explored the possibility of using the NTB framework as a base and attempted
to develop Key Competency profiles which were directly linked to the NTB
levels.

This approach was abandoned for several reasons. There was unease with the
formulation for Level 1 in the Australian Standards Framework which does
not provide an appropriate description for this purpose. The Committee also
found it difficult to link the generic NTB levels with the wide range of
achievement that characterises Years 11-12 in school and the changing
character of the world of work.

The most sensible approach is to establish the Key Competency standards
framework directly in its own right and relate it to the profiles and
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frameworks being developed for schools, TAFE and the NTB. The content of
the Key Competencies Profiles will be developed collaboratively across the
sectors.

While the great majority of the cohort is going to be in school, the approach to
be adopted must be compatible with both schools and the TAFE/training
sectors. There will have to be significant collaboration between the existing
AEC Working Parties, the NTB and the Australian Committee for TAFE
Curriculum (ACTC) project groups developing national training curriculum
modules. They will have to identify elements from within relevant School
Subject Profiles and national training curriculum modules to build up
complete and compatible Competency Profiles. As the Key Competencies are
explicitly employment related, there will be much within the school Subject
Profiles which is not of direct relevance. There may also be the need to add
new content or skill perspectives to the AEC approach.

For this to be effective, the AEC will have to ensure that the profiles are
extensive enough to encompass the range of achievement up to Year 12. This
would involve the addition of at least two further levels beyond those currently
being developed for the school subject profiles. The Committee understands
that the AEC Working Parties are currently exploring such an extension.

The Committee recommends that:

The AEC extend the School Subject Profile levels to encompass the expected
levels of achievement in Years 11 and 12.

The Committee’s preliminary work has indicated that, as would be expected,
there will be a high degree of congruence between the elements in the
Language and Mathematics Competence Profiles and the content of the AEC
Subject Profiles in English and Mathematics. There is also a high degree of
congruence between the content of the Language Competence Profile and the
draft work under way on National TAFE Curriculum Communications
modules.

There will be less direct congruence between the other Key Competence
Profiles and the AEC Subject Profiles although there should be significant
overlap. There will also be significant points of overlap with existing training
curriculum modules—particularly in the Problemn Solving area. These
Competency Profiles will have to be developed as a collaborative effort by
appropriate school and TAFE/training representatives.

Collaboration between school and training sector curriculum people on such a
central and crifical task is positive in itself. Both the process and the outcome
should help to overcome the existing dichotomy in curriculum thinking and
practice between the school and TAFE/training sectors.

There may need to be a different approach to those areas which are about
attitudes and personal skills. It may not be appropriate to attempt to build up a
national standards profile in all the strands within the Personal and
Interpersonal area of Competence. The extent to which it can be developed into
a national profile will become clearer when an effort is made to do s0.

Once the standards framework with clear levels is established, the linkage
into the training sector should be straightforward. Industry groups would
indicate which Key Competency level is the appropriate one, at the same time
as they are developing occupation-specific competency standards related to the
NTB framework.
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It will have to be tested in practice but it could be expected that there would be
a reasonable correlation between NTB Levels 1-4 and the schools sector Levels
5-7. In the Language Area this could be extended to Levels 4-7 (presuming
the AEC Working Parties extend their profiles to eight levels). Figure 4.2
provides a notional illustration of this relationship. The interrelationship
between standards frameworks and education, training and employment
pathways is examined further in Chapter 5.

At the moment the AEC Working Parties are working on a loose correlation
between Subject Profile Levels and average achievement in age/grades. It
must be a loose correlation because the range of ability and achievement
across the school population is such that in any one age/grade there will be a
spread of attainment across several Profile Levels. This spread will be more
extensive at the higher levels and perhaps especially in the Mathematics
Area.

In those school systems, such as NSW, where the move to outcome defined
curriculum is complemented by an active encouragement for flexible
progression through the curriculum at a pace appropriate to the students
ability, it can be expected that the spread will become greater over time. This is
consistent with the implications of competency based approach to training.
The implication is that some young people will be attaining the Competence
Level in (say) Mathematics or Language designated by an industry as
appropriate for the NTB Level 1 or 2 standard in that industry before they leave
school and possibly before they complete the compulsory stage of schooling.
Others may not have attained the appropriate level at their point of exit from
school in Year 10 or 12,

The Commitiee recommends that:

AEC and MOVEET should establish an appropriate process to complete the

work started by the Committee of the Review into Post-compulsory Education

and Training in relation to Key Competencies. That process should:

¢ be capable of making substantial progress within a limited time frame;

¢ involve consultative arrangements which ensure that key groups
including relevant State and national agencies accept the process and are
involved in the formulation of cutcomes;

¢ ensure that current AEC suhject profiling and MOVEET work on national
training curriculum and national skills standards are integrated
:Egmpriately with the development of the Key Competencies framework;

* ensure appropriate continuity of membership with the Review Committee.
The Committee proposes that the process involve a steering committee with
membership drawn from the groups represented on the Review Committee,
plus the NTB and the higher education sector. The steering committee should
maintain momentum and therefore include at least two members of the
Review Committee and be supported by an expert group drawn from those
currently working on the AEC Subject Profiles and the national training
curriculum, the NTB, and the community and adult education area.

Terms of reference for the process should be along the following lines:

¢ Building on the work of the AEC Review of Post-compulsory Education and
Training and taking into account relevant work on Subject Profiles
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Figure 4.2 CROSS SECTORAL STANDARDS FRAMEWORK
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(AEC) and the national training curriculum (MOVEET) and national

skills standards:

. finalise the definition of employment related Key Competencies for post
compulsory education and training

- finalise employment related Competence Profiles for Language and
Communication and Mathematics, encompassing a range of levels
appropriate to Years 11-12 and all training leading to NTB Levels 1,2
and 3 standards

- outline a schedule to implement nationally comparable assessment
and national reporting on levels of attainment in Language and
Communication and Mathematics in Year 10 and 12 in school and as
appropriate in TAFE and private training agencies by 1993

- develop appropriate draft Profiles for the remaining Key Competencies
and specify a timetable and process for their completion

- this timetable should allow for implementation by stages and should
involve eaxrly completion of work on the Key Competencies of Science
and Technological Understanding, Cultural Understanding and
Problem Solving

- the timetable should provide for overall completion of the process and
implementation by 1995 in conducting this work, consult widely with
relevant groups.

*  Work should commence as soon as possible with a view to reporting
progress and proposed work schedules to Ministers in six months.

45 Assessment and Reporting

School agsessment issues stir more passion and professional debate than any
other area of education in Australia. This is not surprising, as the way one
approaches and reports achievement can profoundly influence curriculum,
pedagogy and broader social justice outcomes.

The arguments are in part about the purpose of assessment, but the most
heated debates—in the wider community and within the teaching
profession—are about the type of assessment. At its extreme and most
simplistic this debate is reduced to two falsely opposed options: should
assessment be done in the classroom by the professional teacher who knows
the student or by public—external testing. The sharp dichotomy between the
views of many in the school teaching profession and sections of the wider
community, particularly business and employers, on this has been strong for
years, Arguments for greater external testing, including basic skills testing,
put forward by business and other sectors of the community have been opposed
by many teacher professionals and some union bodies. This has particularly
been the case in relation to literacy. The community wants solutions including
clear indicators of literacy competence and is genuinely baffled by the
response that the area is too complex for standards profiles or accurate
testing.

It is the Committee’s view that the general climate of debate on this topic has
significantly altered in the last year or two. The demand for general
accountability in education—particularly for clear objective reporting on
standards in key areas—has become irresistible. There are many indications
that the teaching profession increasingly accepts and understands this. The
result is an environment which has allowed major constructive work on new
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approaches to assessment in a number of States.

The Committee’s task of recommending appropriate assessment and
reporting procedures for the Key Competencies has been facilitated by this
more constructive environment and by the innovative work in some States.

As a general position the Committee strongly advocates assessment and
explicit reporting of achievement in all the Key Competencies. For those
Competencies which have been placed into a national standards framework,
the assessment should be criterion referenced against the established national
levels and should occur at appropriate stages in both the school and the
TAFE/training sectors.

The Committee’s reasons for this firm position are straightforward. The Key
Competencies, and particularly Language and Mathematics, underpin all
other achievement and yet there is little explicit information available on an
individual’s or the nation’s attainment in any of them in the post-compulsory
years. The existing Year 10 and 12 school credentials do not provide explicit
data in these areas and it is not adequate to argue that school certificate
results can be taken to imply certain levels of competence in, for example, the
key strands of literacy.

The Committee believes the students themselves and the wider community
want and should have such information. Employers and post-school education
and training bodies need to know the level and kind of proficiency which
school leavers have in the Key Competencies. Better and more precise
information is needed to guide policy and planning for educational programs
to lift achievement in the Key Competencies. At the broader level we urgently
need accurate data to give us a national and international perspective on
standards.

One positive outcome of such assessment and reporting will be a heightened
sense of accountability. There is no doubt that education and training

_ institutions will focus more sharply on teaching the Key Competencies if they
are to be assessed and reported against nationally agreed levels/benchmarks.
If the Competency Profiles are done properly this sharper focus will not
undermine the broader curriculum and purposes of schooling. The Key
Competencies are integral to general education. Emphasis on them will not
undermine the broader school curriculum. Nor should assessment of these
elements cut across ongoing assessment and reporting of the broader school
curriculum,

The most important reason for assessment should be its contribution to good
teaching and better educational outcomes. Its diagnostic function is critical,
especially for those students experiencing difficulties. Good diagnostic
assessment therefore has to be part of the education process from the
beginning of schooling and throughout subsequent education and training.
This is of overriding importance in the Language and Mathematics arcas
where failure to progress will inhibit all other learning. Assessment at the
point of exit from education or training of course has a greater emphasis on
summative reporting of achievement.

The Committee is conscious of the potential difficulties for disadvantaged
groups that could be perceived to flow from its proposals for assessment and
reporting on competence levels. Great care has to be taken to ensure that
assessment tools are as unbiased as is technically possible. Educational
experts in the field are far more experienced and successful in developing
unbiased assessment tasks, including external testing, than hitherto.
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Understanding the causes for poor performance is the most important
dimension of remedial education, rather than assessment per se. This is not
however an argument against assessing and, where appropriate, reporting
the actual competence of individuals. It is important for the individual, their
employers and teachers to know what they can or cannot actually do.

In many instances the additional reporting of achievement in the Key
Competencies will be of benefit for young people who do not perform well in
some school certificate subjects or who may emerge with a comparatively low
mark in single dimension scales such as the Tertiary Entrance Rank used in
NSW.

4.6 Levels of Reporting

The form of assessment will be a matter for individual States and Territories
to decide but it must have public credibility and be nationally comparable. This
is particularly important in relation to the Language area given the high
degree of public debate and uncertainty about standards in literacy.

As indicated above, the Committee considers that, with the exception of some
strands of the Personal and Interpersonal Competency area, all the areas of
Key Competencies can be developed into a national standards framework with
designated levels of achievement. They are all therefore open to assessment
with explicit reporting for the individual student and on an aggregate basis at
the national level. The Committee considers that this should be the goal.

The Committee recognises that the practical issues involved in developing
these profiles will take longer in some areas than others.

There is far more relevant work already done or under way in the
Language/literacy and Mathematicsmumeracy areas than in any of the
others. For this reason and because of the fundamental importance of these
;:_ompetencies, the Committee recommends they should be fully operational
1rst.

The Committee’s view is that there should be a staged implementation process
which allows for Competency areas to be assessed and reported at different
levels—institutional, state and national-pending the completion of
appropriate national profiles in all areas. Eventually all areas in which
national profiles can be developed should be reported nationally.

The Problem Solving Competency area does not have any direct AEC or
TAFE/training curriculum or assessment work to build upon. There is of
course a strong emphasis on developing problem-solving skills across the
curriculum in both schools and TAFE. It should therefore be possible to
construct a profile drawing from the AEC Subject Profiles across a number of
subjects/learning areas (particularly English, Mathematics, and the Science
and Technology areas) as well as from a number of areas in the TAFE
curriculum. As noted above, the ACT Scholastic Aptitude Test and
Queensland’s planned Core Skills Test may also provide guidance, The
Committee considers it feasible to schedule this area as the next for national
reporting.

The Key Competencies which incorporate a strong knowledge base, Cultural
Understanding and Scientific and Technological Understanding, pose specific
challenges.

It is conceptually feasible to construct Profiles in these areas. The AEC
working groups for these areas will be attempting to do so at least to the end of
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Table4.1 Key Areas of Competence Assessment and Reporting

Competencies

Lan n mmunication
Speaking

Listening

Reading

Writing

Accessing and using information

Mathematics
Computation
Measurement
Understanding mathematical symbols

Assessment/Reporting—1993
National

National reporting
against agreed
national benchmarks.
Objective, nationally
accepted forms

of assessment,.

Scientific and Technological
Understanding

Scientific and technological concepts
Impact of science and technology
Scientific and technological skills

Cultural understanding

Australia’s context
Global issues
World of work

Problem-solvin
Analysis
Critical thinking
Decision making
Skills transfer

State

Reporting at State Level
against State benchmarks.
Objective forms of
assessment accepted

at State level, (Note: These
competencies may
progressively be reported

on a National level as
agreed national frameworks
are developed.

Personal and Interpersonal
Personal management
Negotiating, team skills
Initiative, leadership
Adaptability to change
Self-esteem

Ethics

Institutional

Institutional

Reporting at institutional

level on a personal basis
through individual

reference or report. Judgments
based on both objective and
subjective assessment.




compulsory schooling. Their exercise will be difficult because of the diversity
of the curriculum particularly in the Social Sciences. This problem is
accentuated in the post-compulsory years in school. Young people may
currently opt to do very little study in either of these areas and those who do
more can choose from a great range of courses.

In itself, this does not mean that the more specific enterprise of developing a
national Profile around the employment related aspects of these two
Competency areas is impossible.

It is certainly possible to do so up to the end of Year 10. Beyond that any Profile
would have to be very generalised-—even if it were done at a State system
rather than National level,

The Committee believes that there should be a collaborative effort to develop
appropriate national profiles and reporting arrangements in these areas, but
believes that in the interim individual States/Territories should pursue their
own assessment and reporting procedures.

Some strands of the Personal and Interpersonal area of Competence, for
example self esteem, may not be appropriate for a national reporting
framework, Other strands such as management, planning and negotiating
and team gkills could be developed into a Profile.

Pending more detailed work on this and the development of a national profile
in appropriate strands, the Committee recommends that individual schools,
TAFE Colleges or training agencies should develop appropriate approaches by
which to assess an individual’s competence level in each of the strands and to
provide the student with an appropriate report.

In summary the Committee recommends the development of national profiles
and national reporting by stages with the Language and Mathematics areas
being fully operational first. The Committee considers it possible to progress
this so that there can be national reporting on achievement in Year 10 and
Year 12 and appropriate stages in relevant TAFE/training courses in both
areas by 1993,

The proposed levels of assessment and reporting for each Key Competency in
1993 are set out in Table 4.1,

In the interim, Profiles in the other areas should be developed at an
institutional or State level.

National standards and reporting should be in place for all the relevant
Competencies by 1995.

The Commiitee recommends that:

All States/Territories develop valid and publicly credible, nationally
comparable ways of assessing young people’s attainments in terms of the
National Competence Profile Levels in the areas of:

* Language and Communication

¢ Mathematics

+ Problem Solving

* Science and Technological Understanding

¢ Cultural Understanding

* Personal and Interpersonal

All States/Territories should provide young people with reports on their level
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of competence in these areas at Year 10 and 12 in schools and at appropriate
points in the TAFE/training sector.

Reporting on students’ achievement should initially range across
institutional, state and national levels.

National reporting should be implemented for the Languages and
Communication and Mathematics Competencies in 1993,

Problem Solving, Cultural Understanding and Science and Technological
Understanding should initially be reported at institutional and State level with
the aim of progression to the national level.

The Personal and Interpersonal area of Competence should initially be
reported at an institutional level with the possibility of progression to the state
and national level.

Appropriate assessment and reporting arrangements should be implemented
for all Competence Areas by 1995,

47 Type of Assessment

The Committee recognises that States/Territories will decide their own
approaches to assessment. There are very different policies and practices
across the country, Notwithstanding this the Committee believes that some
form of external, objective test should form a part of the assessment process in
sach State/Territory in at least the Language and Communication,
Mathematics, and Problem-Solving areas.

The Committee is aware that an external test approach to assessment of any
of the Competencies is controversial, There are many educators who fully
support credible, moderated assessment and reporting against agreed
benchmarks but who oppose the use of a one-off test to do so. The major
objections relate to the perceived inadequacy of the test format to assess the full
range of Competence in areas as complex as Language and Problem Solving.
For cost reasons, tests tend to concentrate on machine markable, multiple
choice approaches which have obvious limitations.

There are other educational experts who argue that valid and reasonably
comprehensive tests can be constructed in these areas.

In the Committee’s view, external testing should be complemented by regular
classroom-based assessment of competence against the profile levels. Ongoing
assessment against established benchmarks, as is planned for example in
South Australia with its attainment levels and in Victoria with its Literacy
Profiles, is essential for effective diagnosis and assistance to students. It also
allows assessment of competence across more of the strands/elements in the
Key Competence areas than is possible in a one-off written test. A multi-
strand assessment is important as young people may be at different levels in
the various strands/elements of a Competence area.

An external test brings an element of objectivity to the assessment and
reporting process which the Commitiee believes is important to the overall
credibility of this enterprise.

Some business representations argued that there should be a national test in
at least the Language and Mathematics areas. The Committee did not endorse
this view. The Committee does however believe there should be a stand alone
test available in at least these two Key Competencies which can be taken by
any person wishing to have their competency level assessed and reported.
Such a test could also be of use in the T%%E/training sector,




48 Language and Communication

There can be no challenge to the designation of Language and
Communication as a key area of Competence for all young people. Language
and Communication skills, and more specifically, literacy skills, are of
fundamental importance to all aspects of life including education, training
and employment,

Perhaps because of its importance, it is an area surrounded by controversy
relating to standards, definitions, teaching and learning. For this reason the
Committee gave it particular attention.

The Committee is aware of the volume and complexity of the work recently
completed, or under way, in the literacy area. The Committee does, however,
believe that there are some major national issues in the literacy area which
require urgent and concerted attention.

The Committee is also aware of the professional controversy around the trend
to collapse the whole range of language and cognitive skills under the single
term of ‘literacy’. Literacy skills, in so far as they relate to reading and
writing, are technically a subset of language skills. Speaking and listening
are another subset. The Committee notes that sections of the education
profession are opposed to this combination of hitherto distinct concepts, while
others are comfortable with what they see as no more than a change in the
contemporary usage of the word ‘literacy’. The Committee does not wish to
become involved in this debate and, for that reason, has used Language as the
encompassing concept.

49 The Standards Debate

The public controversy in the literacy areas turns around standards. There
are persistent claims that literacy standards of school leavers are declining,
These claims tend to provoke defensive reactions from school educators,
particularly when they are based on anecdotal evidence.

Research data on this question is not unequivocal in its findings but there
appears to be evidence that Australian schools are doing at least as well as
they ever have and that our young people emerge from schooling with levels of
literacy comparable to their peers in leading OECD countries.

The perceived decline in school-leaving standards can be explained by the
significant increase in school retention, coupled with an equally significant
increase in workplace literacy requirements. The issue however is not about
whether schools are doing better or worse than hitherto. There is firm
evidence that a significant number of school leavers do not have even very
basic literacy skills and many more do not have skills adequate to their
training or work contexts. This evidence comes from a variety of sources, most
notably employers and TAFE teachers across the country.

There is a fairly vigorous debate as to whether this evidence is based on any
clear sense of what is meant by ‘illiteracy’. The debate however is not helped
by the current inability of the school sector to provide a clear statement about
the literacy standards of its school leavers.

Clearly the primary focus of effort must be on improving school outcomes so
that school leavers have adequate Communication and Language skills. The
complementary focus must be ensuring that TAFE and other training
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agencies accept responsibility and have the capacity to remedy or extend the
language skills of young people as necessary to their context and further
learning and vocational needs.

The development of an appropriate Competency Profile with explicit
explanation of expected outcomes will assist schools and the training sector to
achieve this.

4.10 Constructing a Language and Communication Competence
Profile/Standards Framework

Constructing Language Profiles is not straightforward and the outcome is
certain to be challenged by some.

The literacy area has generated a great deal of academic attention. It is also a
controversial area. One result is a major mismatch of expectations between
the professionals and the wider community. The Committee, in common with
anyone seeking to promote decisive action in the area, has had to sort its way
through these somewhat antagonistic perspectives.

The general move to a more open and constructive debate on these matters has
been particularly marked in the Literacy area. The Committee has therefore
had the benefit of a great deal of innovative and constructive recent work
undertaken around literacy profiles, assessment and reporting in a number of
States.

The major argument among the professionals is about whether a continuum
of hierarchical and transferable literacy skills can be constructed validly.
There are conceptual difficulties in constructing a strict hierarchy of literacy
skills. There will always be variations in the pattern of acquisition of skills
across any defined hierarchy. Literacy skills are also fairly context specific.

The Committee is nonetheless confident that a valid and useful Language and
Communication Competency Profile can be developed. There are a now a
number of precedents. Victoria has developed a set of school Literacy Profiles
to help teachers assess and report on literacy development. South Australia is
at an advanced stage in testing attainment levels in English as part of its
overall plan to develop attainment levels in all eight areas of study covered by
the AEC’s national project.

NSW has made a start with the literacy achievement bands developed for its
primary school Basic Skills Tests. In the adult area, Patrick Griffin and Anne
Forwood have just published their Adult Literacy and Numeracy Scales.

These profiles have been developed via a pragmatic interaction of data drawn
from research, observation and the experience of teachers, They demonstrate
that the enterprise proposed here is feasible. None would be regarded as
absolute or rigourously precise. The Victorian project suggests that their
bands (levels) designate ‘clusters of behaviour arranged in broad levels,
reflecting growth towards the development of literacy’ rather than tight linear
stages.

The work of most direct relevance is the AEC’s development of a national
English Subject Profile for the school sector and the ACTC’s National
Communication modules. The AEC English Profile is not as advanced as the
Mathematics profile. The early indications however are that it will be useful
in developing the competency profile in Languages and Communication in
that it has identified reading, writing and spoken English as key strands.

As indicated earlier, the AEC subject profiles will have to be extended to cover
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the post-compulsory years. If this is done and if collaborative work with the
TAFE/training sector can begin soon after the August AEC, the Committee
considers it would be possible to complete the Competency Profile for
Language and Communication by the end of this year. This would provide a
set of national levels against which the achievements of young people could be
assessed and reported.

Achievement in this Key Competency must be assessed and explicitly
reported. Diagnostic assessment for such a critical area should run right
through schooling to allow early diagnosis and intervention to overcome any
learning difficulties in literacy. There is general agreement that students’
Language Competence should be assessed and reported at the end of Year 10.
The assessment should provide the individual student with a record of
achievement in each of the Language strands both for summative and
diagnostic purposes. It should also provide data for nationally consistent
reporting by all the States and Territories of aggregate achievement against
the profile levels, There should be a further assessment and national
reporting on Competence in this area at the end of Year 12 and at an
appropriate, comparable stage in training courses.

4.11 TImplications for Curriculum Development

The overriding implication for curriculum development is the imperative for
much greater collaboration and coordination across the school and
TAFE/training sectors.

The current lack of effective collaboration and coordination is evident at all
levels. For example at the National level there is little apparent consultation
between the relevant bodies and working parties under the AEC and
MOVEET.

The linkages between school education and the post-school training sector can
only be fully effective if reflected in the curriculum. The current limited
communication across the sectors manifests itself in misunderstandings,
divergent definitions and concepts, wastefully mismatched courses and, all
too often, sectoral recriminations rather than collaboration.

This collaboration is beginning to occur as a result of current moves towards
joint ventures between TAFE and schools. For example, there has, of
necessity, been considerable collaboration initiated in Victoria around the new
VCE vocational courses; in NSW around the joint TAFE schools courses and
in Western Australia around its school vocational courses. This collaboration
has involved joint accreditation and work is under way in a number of States
to establish formal cross credit arrangements for suitable courses in either
sector.

The collaboration and coordination must happen at all levels. There must be
significant dialogue between AEC and MOVEET bodies and working groups.
Curriculum, assessment and credentialing bodies in each of the sectors need
effective cross representation. This is happening in a number of States but
needs to be more comprehensive and stronger. Some of these bodies in the
school sector still have a stronger presence from higher education than from
TAFE or industry. The higher education presence is critical but the balance
should reflect the increasing significance for a very large number of senior
school students of the TAFE/training sector. There tends to be limited school
sector participation in TAFE or training sector agencies responsible for
vocational courses and assessment.
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It is important that there be deliberate and focused coordination at the
planning and design stage for any school courses which are intended to
attract credit or articulate into post-school training courses. It is not efficient
to develop a course and then explore how it fits with relevant TAFE courses or
whether or not it meets industry standards.

In practice this requires greater cross representation on bodies designing
syllabuses and developing course materials in both sectors.

Teachers across the sectors must develop a better understanding of each
other’s language, concepts and methodologies. Increasingly there will be
scope, in fact necessity, for common language, concepts and methodology. A
common understanding of the concept of Key Competencies will be a start.

The Committee recommends that:

Effective mechanisms be put in place to enhance understanding and
coordination across the school and TA¥E/training sectors on matters relating
to curriculum development,assessment and accreditation:

* at the National level across AEC and MOVEET bodies;
* at the State level on relevant Boards, agencies and committees; and
* at the point of syllabus/curriculum design and development.

4,12 School Sector

The Areas of Key Competency must be explicitly addressed in education and
training curriculum. It is however critical that an explicit focus on the Key
Competencies is properly integrated so it does not distort other broader
purposes of the school curriculum. This will be a matter for professional
judgment at the point of curriculum design and in the classroom.

It is also important that attention to the Key Competencies is properly spread
across school subjects. For example, there is obviously a clear correlation
between Language and Communication skills and the subject/learning area
of English/Language. It would however be a deleterious outcome if the link
with the English Subject Profile was interpreted as absolving other
subject/learning areas from responsibility for developing the Language and
Communication skills of their students. The Key Competencies must be
reflected, as relevant, in curriculum design and teaching across all
subject/learning areas.

The two areas of competence which have a strong knowledge base—Science
and Technological Understanding and Cultural Understanding—imply all
young people will include some relevant course work in their post-compulsory
pattern of studies. If all young people are to continue formally to extend their
knowledge and understanding in the broad cultural area, then in practice
some general post-compulsory studies in Australian Studies, General Studies
or a world-of-work type course must be available. The Business Council of
Australia proposed that formal study and interaction with the world of work
should be an integral part of post-compulsory education. Many students
currently follow a pattern of studies consistent with this implication. Victoria
requires all students to take Australian Studies and NSW requires at least one
unit of study in the broad humanities/arts area.

The precise operational implications of the designation of these two areas as
Key Competencies will depend on the final content of the Profiles. It may well
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be that the school sector will have to adjust patterns of study in the post-
compulsory years to ensure that all students have an opportunity for ongoing
development in these two areas.

The school sector is moving towards more explicit statements of expected
learning outcomes, just as the TAFE/training world is moving to a
comprehensive competency-based system. The Competency Profiles will
accelerate this movement in the school sector. There needs to be clearer
understanding of these processes and their practical implications.

It is inevitable that schools will themselves move to a firm competency-based

_approach to curriculum and teaching in vocational areas. This will not be
appropriate across all aspects of school vocational education because of the
broad educational purposes involved. It will however be necessary where
schools offer specific vocational training for which they want industry or
training sector recognition. In these areas, schools will have to be able to
demonstrate levels of competence students have achieved, against industry
agreed standards.

The broad definition of ‘Competency’ used by the NTB and by this Committee
is not very different from the approach used in schools to defining outcomes in
separate skill, knowledge, understanding and attitudinal components. The
major difference between the schools and training sectors is in the emphasis
in training courses on outcomes associated with practical tasks. There are
flow-on implications for the nature of assessment which in the TAFE/training
context focuses on successful completion of the task/jobs. While this will
continue to be a significant difference of emphasis between the school and
TAFE/training sectors, even that difference should diminish.

The Committee believes that learning in schools should generally be more
‘hands on’. Schools have already strengthened the practical as against
theoretical in their curriculum. As the range of practical learning
experiences increases in schools the old practical versus theoretical
dichotomy will become less relevant.

Schools are moving to introduce a range of new vocational courses within the
post-compulsory years—both school-developed and TAFE courses. Of equal, if
not greater importance, is the need for the mainstream school curriculum to
be more explicitly and usefully linked to the world of work. For example, it is
more important for teachers to understand, and give students a sense of the
practical applications of mainstream mathematics, than to develop a specific
new course in vocational maths. This requires changes to teaching and the
way the curriculum is presented. Teachers need a deeper and more practical
understanding of the application of their subjects in industry. The Key
Competencies Profiles will themselves assist this adjustment given their focus
on the employment-related dimensions of the curriculum.

The Committee recommends that:

School systems:
* integrate the Key Competency Profiles as appropriate across the
curriculum;

* strengthen the ‘hands on’, practical dimensions of their curriculum;

* give more explicit emphasis to the relevance of mainstream curriculum to
the world of work; and
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* where appropriate, and particularly in specific vocational courses, adopt
an outcome/competency based approach to curriculum, teaching and
assessment.

4.13 TAFE/Training Sector

The impact of the Key Competencies on the TAFE/training curriculum,
especially for entry-level training, will be major. The clear implication is that
young people who come into TAFE/training courses without the appropriate
level in any of the Key Competencies must be given the opportunity to gain it
within the course.

To date, TAFE courses have assumed a level of pre-acquired competence in
the key areas such as literacy and numeracy. When this has proved to be
mistaken, the response has been a remedial one on an individual student
basis. This will no longer be adequate. TAFE will need to provide more generai
opportunities for ongoing development across all the Key Competency Areas.
This will be required especially for students entering from Year 10, but also
for a minority of students who have completed Years 11-12 but still do not
have an adequate level of competence in some or all of the areas.

The TAFE/training sector will have a direct responsibility for their students’
level of achievement across all the Key Competencies. This will require
changes in TAFE teachers’ attitudes, but it will have to be directly supported
in the training curriculum.

The Language, Mathematics and possibly Science and Technology areas will
require some refocusing and strengthening of existing practice and
curriculum, The other areas are not currently given much of a distinct profile
in most TAFE/training courses.

There are several relevant curriculum projects under way which, with
appropriate modification, could provide necessary support in some of the Key
Competency Areas.

Mention has been made of the most relevant ACTC projects at the national
level, Its National Communication Skills Project is developing a series of
National Communication modules to develop various kinds and levels of
communication skills. It also has in progress a National Project in Literacy
and Numeracy.

This work needs to be linked with the development of the Language and
Mathematics Competence Profiles. These ACTC projects may themselves
have to adapt, (as may the school Subject Profiles), depending on the final
content of the Competence Profiles, but it should be possible for them to
generate direct, relevant curriculum support in these two key areas either as
generic modules or integrated, industry specific modules.

The Cultural Understanding Competency Area will pose the most significant
challenge to current TAFE/training course content.

As suggested earlier, the implication of identifying this area as a Key
Competency for all young people, is that ongoing access to relevant
curriculum must be available in the post-compulsory years. In the
TAFE/training sector this would most sensibly be world-of-work type modules
encompassing such areas as industry structure, work organisation,
technological change, industrial relations, occupational health and safety and
interpersonal skills. Many TAFE/training courses already have relevant
strands and there are relevant initiatives integrated within specific industry
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national curriculum projects. The National Metals Industry curriculum
incorporates industry specific modules covering the industry structure and
industrial relations aspects. The National Building and Construction
Industry Curriculum will incorporate similar industry-specific modules
covering occupational health and safety issues.

Again, effective linkages have to be established between these initiatives and
the development of an appropriate Cultural Understanding Profile which is
relevant across the TAFE/training as well as the schools sector.

This interactive process, through which TAFE/training curriculum
developments influence the final content of the Competency Profiles and are in
turn adapted to support the Profile requirements in TAFE/training courses,
will have to be generalised across all the Key Competency Areas and all entry-
level training courses.

As there is a high degree of industry ownership of the content of award
courses, effective incorporation of the Key Competencies will depend upon
widespread industry acceptance of their relevance generally and, most
importantly, within industry-specific courses.

This can only be gained through extensive discussion and negotiation at both
the peak levels and with the National and State Industry Training Advisory
Bodies. This should be give a high priority both in the process of developing the
Competence Profiles and in the follow-up curriculum work.

The Committee recommends that:

The TAFE/training sector:
» should adopt a more direct role in the development of young people’s levels
of achievement in all the Key Competencies;

o should ensure that its cirriculum across entry-level training courses
incorporates all the Key Competency areas of skill and knowledge in line
with industry-determined competency requirements.

The Committee recommends that:

The group with responsibility for finalising the Competency Profiles give a
high priority to consultation with industry training committees/councils to
ensure industry acceptance of the incorporation of Key Compeiency standards
in statements of industry requirements.

4.14 Teacher Education and Professional Development

The Committee was asked to look at the implications of its work on
curriculum principles and Key Competencies for initial teacher preparation
and continuing professional development for teachers.

The Committee’s proposals in this and other areas will bring significant
changes to curriculum, assessment, participation and organisational
arrangements across the school and TAFE/training sectors.

The successful implementation of these changes is dependent upon the
capacity and willingness of teachers in both sectors to deliver them, Teachers
will have to update and expand their knowledge and skills and modify their
pedagogy in quite major ways. This will not happen easily, particularly given
the national context of an ageing schp?%l teaching force.




There will be major implications for pre-service teacher education and
ongoing professional development for school and TAFE teachers. There will
also be implications for the preparation and professional development of
trainers in private vocational education and training institutions and for
enterprise-based providers.

There is an obvious challenge for the teacher educators. They will have to
adapt in quite fundamental ways to incorporate the new approaches. The
issues surrounding the quality and competence/skills of the school teaching
profession will not, however, be solved only by the intervention of the higher
education teacher education bodies. Effective solutions will have to be largely
school and college-based.

The Committee’s time frame has not allowed it to pursue effective strategies to
meet teacher development needs in any depth. Such strategies are, however,
absolutely critical to the successful implementation of the proposed reforms
and will have to be addressed as a high priority in other forums. This
Committee has limited its focus to the identification of the major implications
that flow from its proposals.

The proposed participation/completion target will bring almost all young
people into post-compulsory education or training over the next decade, and
will therefore dramatically accelerate the existing pressure for teachers,
particularly in schools, to adjust teaching methods and the curriculum to a
much wider range of students.

In so far as this development will coincide with more flexible and adult
approaches to schooling, such as part-time school and part-time work,
teachers will also have to adjust to major cultural and organisational
changes.

In some States, there may be a significant increase in the numbers of young
people moving from Year 10 school into TAFE for their post-compulsory
education and training. This will require TAFE teachers and systems to
incorporate a higher level of pastoral care into their broad responsibilities.
The presence of large numbers of school students doing joint-schools TAFE
programs has already highlighted this as an issue in some TAFE colleges.

The degree and type of changes to curriculum and teaching and assessment
methods will be different for school and TAFE teachers.

School teachers already address most areas of the Key Competencies in the
school curriculum. The major change for them will be the emphasis on the
employment-related dimensions of these areas, which should be part of a
broader process, linking the mainstream curriculum with practical
applications, including in the world of work. The related increase in
emphasis on practical, as well as theoretical approaches to learning, will
itself require changes in teaching methodology.

Teachers can only make these changes effectively if they are given a much
deeper knowledge of the applications of their subjects and the Key
Competencies in industry. The Committee is aware that school systems have
begun to address this need, but the challenge that remains is substantial.

The development of a standards framework with specified levels of
competence against which students’ progress is measured will bring major
changes to the assessment practices in the school sector. There will be far
greater emphasis on criterion referenced assessment than has previously
been the case. This process of change is already under way in most States with
the trend to greater definition of expected outcomes in curriculum.
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The proposed requirement for assessment and reporting on achievement
against the Key Competence Profile Levels in Language and Mathematics by
1993 greatly accelerates the need for teachers to develop a general
understanding of Standards Frameworks and criteria referenced assessment
practices.

All teachers will need a general understanding of the training sector’s
emerging emphasis on competency-based assessment. Those teachers
involved in school-based, specific vocational courses seeking full-credit
transfer in the training sector, will need to be skilled in the design and
delivery of competency-based assessment.

Within the TAFE/training sector the major change will be around curriculum
content. TAFE teachers will have to accept responsibility for development of
their students to appropriate levels in all the Key Competence areas. They will
require strong curriculum support and complementary professional
development if all the Key Competency areas are to be appropriately
incorporated into training programs.

This will have significant implications for curriculum development and
implementation particularly in existing off-the-job components of
apprenticeship programs. This can be catered for more easily in the
traineeship area, where off-the-job curricula already target several of the Key
Competency areas such as Personal and Interpersonal Skills,
Communication and employment-related Mathematics.

Full-time mainstream TAFE programs at Certificate to Associate Diploma
levels can be more readily adapted to incorporate the Key Competencies across
general and vocational strands of the curriculum.

The discussion to this point has identified implications for teachers in the
major delivery systems—schools and TAFE. With the expansion of the
training market there will be significant implications for both private
providers/institutions in the vocational education arena, and enterprise-based
providers.

The impetus to ensure recognition of prior learning under the NTB
Australian Standards Framework implies that the Key Competencies
identified by this Review must also be incorporated into the in-house training
context.

Therefore, it will be necessary to ensure that these trainers are provided with
opportunities to develop appropriate skills. ‘Train the Trainer’ programs are
already offered throughout the national TAFE network, particularly in rural
areas. The Queensland TAFE system has also developed as a nationally
sponsored project, a Train the Trainer program in literacy teaching at three
levels: TAFE professional educators, volunteer tutors, and increasing
numbers of enterprise-based providers.

Ability to handle the new requirements is likely to take individual teachers in
all sectors into new work organisation relations of their own so as to effectively
manage learning outcomes and this will bring the practice of key
competencies into their own work.

An appropriately focused skills audit will be needed to gain a clear sense of the

degree and range of reskilling needed for the teaching profession,

In the TAFE/training sector this has recently been done by the TAFE National

Centre for Research and Development. Their draft report: National Review of

TAFE Teacher Preparation and Development: Skills and Competencies was

published in 1990, Although not done in the context of this review’s proposal,
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the report provides a basis for assessing the capacity of TAFE teachers to
incorporate the Key Competencies into their traditional approach to training.

The Committee considers that a similar skills audit of teachers should be
conducted in the school sector.

There are currently national projects under way addressing issues relating to
teacher education and the quality of teaching in both sectors.

In the school sector the National Project on the Quality of Teaching and
Learning has a very wide brief. This includes a particular focus on work
organisation of teachers, pedagogy and learning within the classroom as well
as assessment, isgues.

In the training sector the National Review of TAFE Teacher Preparation and
Development has completed its task. Ongoing work in the area has been taken
up by the VEETAC Working Party on TAFE Staff and Related Issues. This
Working Party had, as one of its terms of reference, the preparation of a
project brief for a ‘national project to consider skill standards and related
issues for TAFE teachers’. This project is about to commence. Its purpose is to
identify the key staffing issues that need to be addressed to enable TAFE
systems to participate competitively in the training market. A second phase is
planned which will identify skill standards appropriate to the functions of
TAFE teachers and other TAFE delivery staff, and will also develop
operational options and strategies for professional development and career
paths.

In the Committee’s view these two national projects provide the most
appropriate forums for the necessary development of strategies to support
school and TAFE teachers in the implementation of the proposed reforms. The
AEC and VEETAC should refer the relevant recommendations of this review
to these two national projects for their urgent attention.

It may be appropriate to broaden the scope of the consultancy project under the
Working Party on TAFE Staff and Related Issues to allow it to address directly
the implications of the proposals relating to the Key Competencies.

The National Project on the Quality of Teaching and Learning has a critically
important and complex agenda. While it is clearly the appropriate forum for
the follow-up work on the implications for teachers, it may be useful for the
AEC to specify a high priority and clear time frame for the development of
appropriate strategies.

The Committee also stresses the need for consultation and, as appropriate,
collaboration between the two projects in this work.

Whatever strategies are eventually put forward by the two project groups, the
Committee believes that successful incorporation of the Key Competencies will
require significant and sustained professional development funding from
governments.

The Committee recommends that:

AEC and MOVEET should refer the relevant proposals from this Review to

both the National Project on the Quality of Teaching and Learning and the

VEETAC Working Party on TAFE Staff and Related Issues with a brief to:

* identify the immediate implications for professional development of
teachers in the school and TAFE/Araining sectors;
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+ identify implications for initial preparation of teachers in the school and
TAFE/training sectors;

¢ develop strategies to support teachers in the pedagogical and curriculum
changes resulting from the Committee’s proposals;

¢ consult with each other to ensure appropriate consistency and cooperation
in the development of strategies; and

e bring initial recommendations to the AEC and MOVEET at their first
meetings in 1992.

The Committee recommends that:

Governments should ensure adequate professional development funds are
available to the schools and TAFE sectors for the successful implementation of
the Committee’s proposals.
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Chapter 5
Provision and Pathways

5.1 Introduction

The terms of reference called for consideration of the means by which links
can be drawn between different education and training pathways and sectors
to expand the options available to all young people, including those with
special needs. Before examining the links between pathways there is a prior
question to consider: are the existing pathways adequate given the needs and
expectations of young people, employers and Australian society as a whole?

This chapter is therefore divided into two parts:

¢ Part One deals with issues relating to the adequacy and structure of post-
compulsory education and training; and

* Part Two deals with the inter-relationships between post-compulsory
education and training pathways.

PartOne  Provision of Post-compulsory Education and Training

52 Adequacy of Current Pathways

Perhaps the most fundamental question for this review is whether the
existing array of pathways in the period following compulsory schooling is
adequate given the needs and expectations of young people, employers and
Australian society as a whole,

The issues paper supporting the terms of reference for the review identified
that, ‘despite the impressive achievements of recent years, Australia falls well
short of achieving universal participation in education and training by the
15-19 age group’. The data in Chapter 2 demonstrate:
* considering full-time and part-time educational participation combined
(including, for example, apprentices and trainees taking part-time
studies in TAFE), participation falls from 96 per cent at age 15 to 40 per
cent by age 19; and
* g gignificant proportion of young people, even 15 and 16-year-clds, are either
unemployed or not engaged in any form of education or labour force activity.

5.3 Entry-level Training

The gap in provision, highlighted by these figures and by international
comparisons, is the shortage of further education opportunities for the two-
thirds of school leavers who do not enter higher education. The existing

system of entry-level training* only provides opportunities for somewhat less

Entry-level training is training taken to gain entry to the work force. It generally
involves structured on-the-job and/or off-the-job training leading to some sort of
occupational qualification. The current entry-level training system in Australia is
dominated by the apprenticeship system, but also comprises the Australian
Traineeship System, full-time TAFE or equivalent and some other work~study
combinations.
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than half of this group. Of these, by far the largest group is made up of
apprentices who are almost all male and who are concentrated in a limited
range of occupations and industries,

It is clear that the existing arrangements for entry-level training do not
provide sufficient opportunities for young Australians. In a general sense,
therefore, the system may not provide the skilled work force to which
Australia aspires for the future.

In its submission to the review, the Australian Chamber of Manufacturers
noted that the implications of this situation are that:

* school leavers who do not wish to enter university are forced to enter the
labour market immediately following school, without having acquired job-
related skills;

* school leavers are the most vulnerable sector of the labour market in times
of economic recession;

* school leavers who aspire but fail to gain entry to university have very
limited choice of further education and training immediately after leaving
school (this is further exacerbated in some states by the closing of TAFE
course applications prior to university offers being announced); and

* there is frequently a sense of failure associated with those who do not
secure for themselves a place in university.

Other implications of this situation include;

* there are periods of specific shortages in key skilled labour which are in
part due to inadequate levels of entry-level training;

* major enterprises and industry sectors are not involved in structured
entry-level training; and
* opportunities for post-school education outside of higher education are
particularly limited for females
- less than 10 per cent of apprentices are female and most of these are
hairdressers.

Where entry-level training opportunities do exist there are also some concerns
about the nature of that training:

* apprenticeships have been criticised for being based too much on time-
serving rather than the achievement of competencies, and for failing to
provide some of the broader general vocational competencies required for a
flexible and adaptable work force;

* traineeships have not achieved the same recognition as apprenticeships
among employers and young people and there have been significant
dropout rates from some traineeships; and

* traineeships have been criticised by some employers for being too inflexible
and not well enough matched to industry requirements.

Despite these weaknesses in the current system, some aspects of it have

considerable strengths. For example, apprenticeships have provided

remarkably resilient opportunities for young people:

* in the last twenty-five years apprenticeship opportunities for youth have
increased by 70 per cent while the full-time youth labour market overall
has declined by over one-third; and

* in the current labour market downturn, non-apprenticeship places have
declined more sharply than apprenticeships.
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This resilience is of course in part related to the restriction which applies in
trade areas covered by apprenticeship whereby it is illegal to employ a person
under 21 in the trade unless they are an apprentice or have completed an
apprenticeship.

Apprenticeships and traineeships have the great benefit of providing a
mixture of on and off-the-job training which enables young people to acquire a
high standard of skills in a relevant environment while developing practical
experience and earning income. Reflecting this arrangement,
apprenticeships and traineeships involve a sharing of the costs and benefits of
training between the individual, the employer and the society (through
government funding).

The Committee recommends that:

MOVEET continue to give high priority to reform of current entry-level
training arrangements as a key step in achieving the proposed national
completion/participation targets.

A reformed entry-level training system should extend arrangements beyond
the existing apprenticeship and traineeship occupations to achieve better
coverage of young people, especially young women.

An extension of improved entry-level training arrangements to industries and
occupations not currently catered for by existing entry-level programs or
higher education is essential to complete a comprehensive array of pathways
for young people. International comparisons highlight this point.

For example, in his appendix to the Deveson Report, Sweet notes that:

Given the selective occupational and industry focus of the Australian
apprenticeship system, there is a substantial absence in Australia of initial
vocational preparation arrangements in and for the service sector, in
which two-thirds of 15-19-year-olds’ employment is located. Indeed it is the
ability of the dual system to penetrate the service sector, and not the extent
of student training within manufacturing, that almost totally accounts for
the very high level of participation by young people in vocational
preparation programs in West Germany (Deveson, vol. 2, p. 228).

Sweet goes on to note the specific example of sales assistants who comprise the
largest single apprenticeship category in West Germany. In conirast
Australia offers almost no systematic vocational preparation for sales
assistants despite the fact that 10 per cent of all full-time jobs for 15-19-year-
olds are in this area.

The inadequacy of vocational preparation in the service sector affects
disproportionately on young women whose employment is concentrated in the
service industries. Females make up only 15 per cent of all apprentices and
trainees in Australia, compared with 41 per cent in West Germany.

An expansion of entry-level training opportunities would be of particular
significance for the group of young people who currently do not participate in
a formal education and training program after leaving school. Wider
availability of structured work—study combinations, clearly integrated with
employment, would provide greater incentives and opportunities for these
young people to pursue valuable skills and to gain a more stable foothold in the
labour market.

Commonwealth and State Ministers have already agreed to move towards a
unified entry-level training system, incorporating and expanding upon the




apprenticeship and traineeship systems. The challenge is not only to expand
opportunities, but also to improve the quality of the system and integrate it
more effectively with industry needs and other educational pathways.

This points to some fundamental principles for a new entry-level training
system:

The Committee recommends that:

The proposed new entry-level training system should:

+ provide high quality education, involving general vocational as well as
occupation-specific competencies;

* meet and relate clearly to indusiry needs and standards;

¢ integrate with other educational pathways, for example providing clear
opportunities for movement from and to school, and to further educational
and training programs with maximum credit; and

* provide opportunities for as many young people as possible who do not
proceed direct to higher education.

The Committee has not had sufficient time to work through each of these

principles to the point of detailed recommendations for implementation, but

critical issues and some features of the new system which arise in respect of

each principle are set out below. The Committee believes that the detailed

implications of these issues must be addressed in consultation with the wide

range of parties who will be affected. In this context the Committee notes that

the Employment and Skills Formation Council (ESFC) of NBEET will be

involved in an extensive process of discussion and consultation on these and

related issues commencing around the time that this report is presented to

Ministers.

High Quality General Vocational As Well As Occupation-Specific Education
The Committee has already identified the importance for all young people of
attaining Key Competencies in preparation for the world of work. A feature of

a new entry-level training system should therefore be adequate opportunity for
young people to gain or upgrade these Key Competencies.

The Committee envisages that as part of award restructuring, industrial
parties will be able to use the proposed framework of Key Competency
standards to identify the levels of Key Competencies required as components of
the national competency standards for their industry. Where that is done it
will clarify the standards of Key Competencies which young people must
achieve at the entry-level classifications for that industry. In all cases the
design of entry-level programs should incorporate development of appropriate
standards in the Key Competencies, particularly as entry-level programs are
to be seen as steps on a potential career path for more advanced achievements.

Given that the majority of young people will have completed Year 12 before
entering the entry-level system it could reasonably be expected that most
would have attained the necessary standards in the Key Competencies. Some,
however, will enter the entry-level system after Year 10 and others who have
completed Year 12 will not have achieved the relevant standards. The system
will therefore need to be able to provide education which can accommodate the
needs of these students. Especially for occupations and industries with higher
than average requirements in Key Competencies such as Language or
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Mathematics it is likely that the entry-level program would need to offer a
substantial component of general vocational education. This will be
particularly relevant for early school leavers.

Indusiry Needs and Standards

The most critical determinant of the success of any attempt to expand the
entry-level training system will be the extent to which it is perceived to meet
industry needs. This will affect the willingness of industry to provide training
places and to contribute to the costs of training, and the willingness of
individuals to participate. At the same time, if they are not to limit their own
future perspectives, employers must recognise that they have an obligation to
participate in a system designed to improve the overall skills and productivity
of the work force and to give young people access to training and employment.

The system must therefore be flexible enough to adapt to the needs of different
industries and occupations and even individual enterprises. There are clearly
limits on the extent to which there can be flexibility in the system if
fundamental objectives are to be achieved in all instances, such as the
development of minimum competencies. There are also practical limitations
on the extent to which individual variations can be accommodated by training
providers. Nonetheless, the aim should be to allow maximum flexibility in the
length and design of programs and the duration and mix of on and off-the-job
training.

This can best be achieved in a competency-based system which specifies,
assesses and certifies the ends not the means, that is, which identifies the
competency standards to be achieved but does not dictate the training
processes to be undertaken.

To make such a system work in a consistent way so that core skills are
relevant and portable between enterprises and across the country, industry
input in the development of competency standards would be critical. Greatest
consistency would be achieved where those standards are set against the
national framework provided by the NTB.

In terms of the NTB framework, the new entry-level training system could be
expected to relate to competency standards up to and including Level 3.

Integration With Other Educational Pathways

An extended and improved entry-level training system has the potential to
complete a comprehensive set of educational pathways for young people, If it
is to do this effectively it must integrate with other pathways so that the
transition to and from different educational experiences can be as smooth as
possible and offer maximum recognition of competencies already achieved.
For example, the system should be structured in such a way that Key
Competencies and any more occupationally-specific competencies achieved at
school can provide advanced status towards an entry-level qualification which
can then be completed once further occupation-specific competencies are
acquired. This suggests that the system may typically require some period of
training for a student leaving school after Year 12, but a significantly lesser
period than would be typically required for a student leaving after Year 10.

The competency-based nature of the system should also facilitate articulation
with higher level vocational qualifications and credit transfer to higher
education programs,

These issues are examined further in Section 5.4 of this chapter.
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Maximum Opportunities

If entry-level training opportunities are to be significantly expanded it will be
necessary to address the impediments in current practices which may
constrain such expansion. These impediments relate in part to cultural and
attitudinal factors such as the perceived need for and value of education or
training in certain industries. Some industries have much more of a ‘training
culture’ than others and are therefore more willing to provide on-the-job
training opportunities and to recognise and reward skills obtained off-the-job.
The ‘training culture’ is nonetheless penetrating all industries, accelerated by
developments such as award restructuring and the Training Guarantee
legislation, and powered by the general realisation of the benefits of a more
highly skilled work force. International comparisons demonstrate clearly that
there is certainly nothing inherently ‘correct’ about the historical
differentiation in this country between industries which train and those

which do not. The shape of the future is for all sectors of the work force to be
involved in initial and lifelong education.

Some of the current impediments relate to employer dissatisfaction with
training arrangements. These have been discussed above. It is imperative
that new arrangements be developed which are understood by employers and
which are attractive to them in terms of flexibility and meeting their skilling
needs.

A further set of impediments relates to costs. First, there are substantial costs
in providing publicly-funded training places within TAFE or other training
providers, Secondly, where training arrangements for young people involve
substantial periods of training off-the-job, or of training on-the-job other than
in productive work, there are potential costs for both the individual and the
employer. The first set of issues—the cost of providing publicly-funded
training places—is addressed in Chapter 10 of this report. The second set of
issues raises the complex industrial questions of training wages, wage
subsidies and relativities within wage scales. If the system is to be accepted by
all parties it must incorporate an appropriate approach to the balance of costs
to be met by the individual, the employer and the government.

The Committee does not believe that it has the expertise or is an appropriate
body to resolve these issues. That will require a process of wide consultation
with relevant parties and discussion in the established forums. The way in
which payments for young people should account for productive time on-the-
job, training on-the-job and training off-the-job will be an important matter
for consideration where training arrangements for young people involve
substantial periods of training outside of productive work. Other related
matters which will require consideration include:
* the existing policy on training wages agreed by both Commonwealth and
State Ministers;
* the access of trainees to AUSTUDY or other income support programs
- this will be a particularly pertinent issue if the system is to be flexible
enough to allow for a high proportion of off-the-job training in certain
circumstances; and '
* the role of employer subsidies such as CRAFT and the ATS employer
subsidy.
As noted above, the ESFC is to conduct the process of consultation which is
necessary to progress these issues. The ESFC has been specifically asked to
examine AUSTUDY, CRAFT and ATS subsidies and to advise on alternative
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ways in which those funds can be reallocated or restructured to support
training more effectively.

Submissions to the Committee emphagised that one of the great strengths of
the apprenticeship system has been its resilience through economic
fluctuations, a resilience which is significantly related to the requirement in
apprenticeable trades that all employees under 21 must have completed or be
taking an apprenticeship. Given this fact, and because of the special
obligations to provide training opportunities for young people, it may be
desirable to establish an expanded entry-level training system to extend a
similar requirement, either universally as a legislative requirement, or on an
award by award basis where agreed by the industrial parties.

The other form of education or training requirement which currently exists in
Australia is the compulsion on individuals to attend school up to a certain
age, generally 15, Several submissions advocated an extended requirement on
individuals to participate in education and training, and such an extension
could also be contemplated in the context of an expanded entry-level training
system.

It is clear that societal expectations and the demands for a more highly skilled
work force now point to a minimum desirable duration of education or
training which is more like twelve or thirteen years rather than ten. The
Committee’s proposed target for 2001 implies, effectively, full participation in
some form of education and training for a least twelve years, It would be
possible to ensure this outcome by translating it into a legal requirement
applying to individuals, that is, that all young people must take some form of
full-time or part-time education or training for at least twelve years.

In the Committee’s view, any significant extension of compulsory
arrangements either on employers or individuals needs to be considered in the
context of the nature and availability of education and training opportunities.
At its simplest level, there is little point in contemplating extended
compulsory arrangements if the necessary high quality education and
training positions cannot be provided.

The Committee also believes, in general, that major changes to compulsory
arrangements should not be adopted as a first course of action unless
governments are satisfied that fundamental objectives cannot be achieved in
other ways. The fundamental objective in relation to entry-level training is the
expansion and protection of opportunities for young people to participate in
some form of high quality, structured vocational training, Possible options to
help achieve this objective, which stop short of general changes to compulsory
requirements, could include:

¢ development and extension of innovative programs which attract
employer and student support, such as the TRAC program in Newcastle;

¢ promotional campaigns, especially aimed at securing employer
involvement;

¢ amendments to the Training Guarantee provisions to provide additional
incentives for expenditure on the training of young people;

* campaigns and possible legislative measures in respect of employment
and training of young people along the lines of the Equal Employment
Opportunity (EEQ) provisions; and

* specified targets for public sector employers in terms of recruitment of
young people to training provisions.

Possible options which do involve geréegral changes to compulsory




requirements include:

* extended legislative requirements of the type currently applying in respect
of apprenticeships, that is, award-based provisions requiring that persons
below a certain age can only be recruited into positions covered by the
award if they have completed or are undertaking appropriate training;

* extended compulsory education/training requirements for individuals, for
example to attend school, TAFE or equivalent at least part-time until they
turn 19

- this type of provision applies in German-speaking countries and the
Netherlands.

It is clear that the issue of compulsion as it relates to entry-level training is
bound up with questions of the provision of places and the balance of costs and
incentives for individuals and employers.

The Committee recommends that:

The ESFC should consider the issues raised in this Review relating to
compulsion and incentives in its consultations around the proposed new
entry-level training system.

The ESFC’s consultations and report should be completed by early 1992 to
enable Ministers to make decisions in the first half of 1992,

54  School Attendance to End of Year 10

While the wider issues of any compulsory arrangements need to be considered
as part of a comprehensive agenda for consultation, the Committee believes
that there are grounds to proceed immediately with a relatively minor change
to provisions for compulsory schooling.

Current legislation requires young people to attend school (unless exempted)
until their fifteenth birthday in all States and Territories other than
Tasmania, where the age requirement is 16, and Western Australia, where
they must attend to the end of the year in which they turn 15.

The Committee believes that State and Territory Governments should
introduce a uniform compulsory requirement to attend school (unless
exempted) to at least the end of Year 10. Such a change would have no impact
on the overwhelming majority of young people who already complete Year 10.
However, there are some positive and important reasons for this proposal in
relation to the remaining small percentage who, under current
arrangements, leave school as soon as they turn 15 and without completing
Year 10. This group is very seriously at risk in the labour market.

To varying degrees in different States, the end of Year 10 is an accepted
credentialing point and, in general, represents the conclusion of an
identifiable and coherent component of study. It is therefore desirable from an
educational perspective for young people to complete the year. Furthermore,
given the importance of some form of qualification in the labour market, it is
also important from an equity perspective that all young people achieve at
least a Year 10 certificate in States and Territories where that is offered.

It is notable that a parallel change has just been announced in Britain, for
similar reasons. The British Government White Paper, Education and
Training for the 21st Century, released in June 1991, established a single
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school-leaving date at the end of the summer term rather than on the
sixteenth birthday.

Completion of Year 10 in this country will become even more important if, as
proposed by the Committee, assessment of Key Competencies is introduced as
part of Year 10 certification. From a school and systemic viewpoint it will be
highly desirable to be able to monitor the achievement levels of all young
people after the first phase of secondary schooling. More significantly, it will
be important for each young person who chooses to leave school to have
received certification of their achievement levels in the Key Competencies as a
basis for relating to other education or training providers and employers.

A final factor which should not be overlooked is the desirability of ‘raising the
sights’ of the group of young people who have determined from an early age to
leave school as soon as they are legally able to do so. Under current
arrangements this generally means a process of disruptive time-serving until
the merciful arrival of the fifteenth birthday, which is the young person’s only
target. If the compulsory period were to be set at the end of Year 10 and
thereby associated with an assessment of achievement in the Key
Competencies, young people themselves may see a greater purpose in
continuing to study actively until the completion of the year. This could help
enhance motivation and the likelihood of continuation with further education
and training after Year 10, especially if opportunities for entry-level training
are expanded and designed to build on achievement to at least the end of Year
10.

These considerations suggest that there may also be a case, albeit a much
more complex one, for a more substantial extension of compulsory
requirements for education and training participation, perhaps involving
progressive increases over a period of years. This possibility would need to be
examined as part of the consultative process outlined above.

The Committee recommends that:

State and Territory governments should introduce a uniform compulsory
requirement to attend school (unless exempted) to at least the end of Year 10.

55 An Education and Training Guarantee

The question posed at the start of this chapter was whether the current set of
pathways provides sufficient opportunities for young people to take post-
compulsory education and training in a comprehensive range of areas. In the
schools sector, governments have been prepared to guarantee that
opportunities will be available to any young person who wishes to attend up to
and including Year 12. No such guarantee exists outside of schools and as
noted previously there is a substantial level of unmet demand in TAFE and
higher education (albeit not all from young people).

The Committee believes that, to support the proposed completion/participation
targets, to meet community expectations and to ensure equitable access to
education for all young people, the principle of guaranteed access to twelve
years of education should now be extended beyond the school sector.
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The Committee recommends that:

Governments should agree to introduce a post-compulsory Education and
Training Guarantee whereby all young people would be guaranteed a place in
school or TAFE after Year 10 for two years of full-time education or training or
its equivalent part-time for up to three years, The Guarantee should apply for
all those who are under the age of 20 at the first of January in each year.
Under this Guarantee, governments would undertake to fund the cost of a
place in school or TAFE for each eligible student, trainee or apprentice,

Such a Guarantee is consistent with the Committee’s proposed target that 95
per cent of 19-year-olds by 2001 should have completed or still be taking
education or training equivalent to Year 12. It would provide a powerful
statement of the commitment of governments to education and training, and
would encourage young people to complete or return to post-compulsory study.

The detailed implementation of the Guarantee in practice including the
specific terms of eligibility will require further consideration. The
implications will be most significant for TAFE systems where some students
who would be guaranteed a place under this proposal are currently being
turned away. The Guarantee would not imply that all young people would
have automatic access to the course of their choice at the institution of their
choice. There must be some practical limitations on the operation of the
entitlement.

The Committee recommends that:

AEC and MOVEET establish a working party to examine the detailed

implementation of the proposed post-compulsory Education and Training
Guarantee.

As part of that examination the Working Party should consider the ‘training
credit’ approach recently adopted in Britain.

The British Government has just announced that, by 1996, every 16 and 17-
year-old leaving full-time education will be offered a ‘training credit’ or
voucher, worth typically, at least 1 000 pounds. The young person will be able
to use this training credit to purchase post-school training with either a public
or private provider. This move follows successful trials in eleven pilot
districts. The White Paper states that the training credit system aims:

¢ toincrease young people’s motivation to train, by giving choice and
control, and making obvious to them the scale of investment available to
support their training;

* to enhance the market in training provision. Providers will be paid
according to their ability to attract trainees holding credits;

* to enhance employer involvement. Where a young person with a credit is
in a job, the employer can agree to organise the training; and

* to highlight the importance of enhancing careers guidance to help young
people achieve a smooth transition from full-time education into the world
of work, and to make the best use of their credit.

The Committee believes that there may be merit in the training credit system,

especially the direct sense of obligation and control handed to the young

person. There would, nevertheless, be some important considerations before
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such a system could be introduced in Australia, including the implications for
planning and the potential for transfers of public resources between sectors
and between different types of providers.

The resource implications of an Education and Training Guarantee will
depend of course both on the approach to funding and on the extent to which
young people take up their entitlements. The 95 per cent target agssumes that
very nearly all of them will do so by 2001. The resources needed to support
such a growth in post-compulsory education and training are examined in
Chapter 10.

56 Recovery

This examination of the adequacy of current education and training pathways
has so far concentrated on pathways which involve a steady movement
through education, training and employment in a sequential way. Most young
people do follow an unbroken sequence from primary school to junior
secondary school to senior secondary school, further education, training or
employment. For a significant number of young people, however, this typical
sequence is broken at some point for any one of a wide variety of reasons. Our
education and training pathways will not be complete unless there are
adequate ways for such young people to recover and resume their educational
progress.

One point which came through very strongly from the consultations with
young people is the importance of providing a second-chance opportunity to
resume schooling for those who left early. The consultants spoke with a
number of young people who, for a variety of behavioural or family reasons,
have left the school system as early as age 14, but who decided a year or two
later to return to schooling, with a renewed motivation and sense of purpose.
For some of these young people, the traditional school setting does not provide
a suitable educational environment. They are looking for an opportunity to
learn at their own pace, with study often balanced around child rearing and
employment responsibilities. They, therefore, opt for TAFE courses where
available, or often study by correspondence.

There is a wide range of opportunities for re-entry to education and training
provided on-the-job—in TAFE, in private and community providers and
higher education institutions and, to a lesser extent, in schools. Of the
opportunities outside the workplace, TAFE, private and community providers
are the most important, offering programs including adult senior school
certificate courses, adult literacy training and the variety of SkillShare and
similar labour market programs for people who have been unemployed.

The Committee has formed the view on the basis of consultations and
examination of best practice in this country and overseas, that the range of
opportunities provided for re-entry to education and training is adequate in
most respects, but needs enhancement in relation to:

* links between labour market programs and mainstream qualifications;
+ entry into TAFE for young people who try unsuccessfully to enter

university or who fail or drop out early in their university courses; and

* flexible access to schooling, for example for young people with children.

These issues are examined further in the remainder of this Chapter and in
Chapters 6 and 7.
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Part Two: Pathways Through Post-compulsory Education and Training

57 Introduction

One term of reference for this review asked for advice on the ‘means by which
links can be drawn between different education and training pathways and
sectors to expand the options available to all young people, including those
with special needs, and to achieve national coherence in entry and exit points
between education, training and employment’. The previous part of this
chapter has dealt with the issue of expansion of the options available to young
people. This section focuses on the issue of linkages and national coherence
between pathways through education, training and employment.

The concept of pathways implies movement through a coherent set of
educational or employment experiences leading to some identified destination,
which may also be a link into a subsequent pathway. In a fully consistent
system it should be possible to describe each pathway, how and when it links
with other pathways, and to identify the destinations which can be reached
before a young person starts out on the pathway.

58 Pathways Between Education and Training Sectors

At a local level the concept of pathways provides a means of describing the
education, training and employment options available to young people. The
concept in many ways is not a new one and has been applied around the
country in different forms and with different degrees of sophistication in
developing student programs and establishing credit transfer and articulation
arrangements between related education and training courses.

In some fields the pathways are long established. For example, for a young
person wishing to become a doctor, almost the only pathway (with some minor
exceptions in respect of special entry arrangements) is through a Year 12
program involving relevant pre-requisite subjects followed by an appropriate
undergraduate program at university. In other fields the pathways are less
clearly established and not as well defined,

For example, a young person interested in electronics could follow a range of
possible pathways after Year 10 at school. These could include:

* leave school and take a traineeship or apprenticeship leading to a
certificate or advanced certificate;

* stayin school until Year 11 then take an advanced certificate (probably by
an apprenticeship);

* stay in school until Year 12 then take an associate diploma; or
* stayin school until Year 12 then take a degree course.

To make sense of this range of choices a young person needs to know the
implications of each option in terms of the time involved, the potential outcome
for employment and the extent to which choices may be mutually exclusive.
For example, would it be possible to stay on until Year 12 with a view to
keeping open a range of other options, but then receive some credit into the
TAFE course? If so how much credit could be developed by making
appropriate subject choices at school? Alternatively, would it be better to go
straight into the TAFE course after Year 10? If that pathway were followed,
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what would that mean for subsequent admission to an associate diploma or a
degree course? What do each of the options lead to in terms of employment
levels in the industry? How easily can one step across from one pathway to
another?

These questions can best be answered if the pathways are defined in a clear
and consistent way, so that the extent of credit transfer or articulation between
each is known, and so that the outcome of each is identified in terms of the
competency standards required in the industry. This implies a responsibility

on educators and trainers in all sectors to develop courses which relate in an
identified way to each other, provide maximum recognition for attainment in
other courses, and link to identified industry standards.

59 Inter-relationships Between Pathways

Young people, educators and employers need to know how competencies
acquired at school relate to those which are acquired in TAFE or on-the-job,
and how each of these should relate to the competency standards required for
employment at a given level in a given industry. Ideally there should be a
coherent and comprehensive set of pathways each of which relates to
subsequent pathways and to employment in a predictable, consistent and
rational way. This would enable young people to identify in advance the
implications of any significant educational choice in terms of possible
employment outcomes and opportunities for further education and training.

What is needed is some common language, some common framework of
description of outcomes that can operate in all education and training
institutions and in the workplace, The concept of competencies has the
potential to provide such a common framework and thereby enhance the
establishment and definition of effective linkages between education, training
and employment. At its simplest level, the concept of competencies is about a
focus on the outcomes of education, training and work experience as opposed
to the processes or organisational structures providing those outcomes. If
competencies can be defined and assessed, then the relationship between
different education, training and employment pathways can be established
more clearly and more consistently.

As set out in Chapter 4, the Committee has differentiated between two broad
types of competencies:

» the Key Competencies required by all young people for employment; and

* the more specific competencies required for effective performance in a
particular employment context.

The Committee has focused on the former type of competencies, while the
latter type is the subject of extensive consideration under the auspices of the
National Training Board.

The Committee has identified how a framework of standards can be developed
for the Key Competencies. The NTB has developed the Australian Standards
Framework to provide a consistent approach to the establishment of
competency standards for occupations and industries. While the Committee
believes that some aspects of the Australian Standards Framework warrant
further consideration, it believes that these two frameworks together could
provide a significant new opportunity to establish clear and consistent
linkages between education, training and the world of work.
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The simplest way to illustrate this is to take a practical example. In the
tourism industry, agreement has been reached on the structure of a career
stream in the food and beverages area, based on clearly stated skills
requirements. There is a ‘skill ladder’ in which the rungs are clearly defined
in terms of competencies which must be demonstrated at each level, and these
competency levels are then related to gradations within the relevant industrial
award. The skills ladder is constructed against the generic framework of the
NTB’s competency levels.

This sort of structure allows vocational courses, regardless of where they are
offered, to be related to standards set by the industry. It also allows skills
gained on the job to be recognised alongside those gained through formal
courses. For the young person in the immediate post-compulsory period it
means that the outcome of vocational programs taken at school can be related
to those offered by TAFE and other providers, and also to the requirement for
employment in the industry.

The framework of Key Competencies proposed by the Committee can also be
linked to this type of competency-based structure, In the food and beverage
stream of the tourism industry for example, the industrial parties could agree
that a certain level of mathematics is required to achieve the NTB Level 2
standard. The Key Competencies framework will provide a method of
identifying and defining the required level of mathematics in a way which will
be meaningful to educators and to young people themselves.

This type of process is likely to be most relevant to the lower career levels in
any given industry (up to say NTB Level 3) where the range of competencies
required is more easily defined and more stable over time than at the
advanced levels. Levels 2 and 3 are likely to be common entry points to
employment and therefore are of particular significance to young people in the
transition from education to work.

When an industry chooses to identify its entry-level requirements in terms of
both Key Competencies and occupational competencies, young people will
know the standards which they must achieve and educators will be assisted in
developing and relating curricula to industry standards. This is not to imply
that industry requirements alone should determine curricula or certification
arrangements, except in respect of purely vocational programs. There are
wider purposes for education which will properly remain the principal force
behind general education of the type provided by schools. In many cases, it is
also likely that industry entry-level standards will be defined, at least in part,
by reference to satisfactory completion of a certain amount of general
education.

The development of competency standards will take place progressively on a
national basis. Ministers have recognised the desirability of pursuing
development of the training system within a coherent national framework and
have, for example, agreed to the establishment of the Australian Committee
for Training Curriculum and of a framework for national consistency in
recognition of skills, accreditation, recognition of training providers and
promotion of credit transfer arrangements, all premised on the
implementation of a competency-based training system,

While skills standards established by industry will provide a vital keystone for
the development and structuring of many post-compulsory education and
training programs, this will not be a rapid process and there will remain
legitimate and valuable pathways for wléigh entry standards are not explicit




and will be determined by the ‘market’ for labour in those areas. Community
standards may also affect the actual level of entry requirements; for example,
society norms may produce pressure for universal Year 12 completion even
though that may not be formally necessary for entry to employment in some
industry sectors.

In policy terms, the aim should be to devise consistent approaches which
support the development of stronger and more explicit employment/education
links. In principle, this will be achieved most effectively and comprehensively
where industry standards are clearly identified in the context of a competency-
based system. :

While the development of explicit competency standards naturally forms part
of the overall award restructuring process, it can proceed quite independently
of that process. Specification of standards for an industry sector at the lower
employment levels and implementation of corresponding developments in
education and training programs can be achieved without necessarily
establishing a full career path and skill ladder for that industry sector. Even
in a deregulated labour market, the specification of entry-level standards
would be desirable to clarify pathways for young people, to encourage
appropriate levels of education and training, and to provide guidance to
educators.

In its submission to the review, the ACTU provided a diagram showing the
potential integration of pathways through school, structured training and
work, using the example of the Metals Industry. This diagram is reproduced
here as Figure 5.1,

The diagram shows three principal pathways for achieving Year 12 and
further education/training levels:

* school;
* structured training; and
e  work.

The ‘school pathway’ leads directly to Year 12 and education beyond (higher
education and TAFE). It also intersects with structured off-the-job training,
for example. through joint school/TAFE programs to achieve part vocational
qualifications.

The ‘structured education and training pathway’ may involve:

* off-the-job (institution based) education and training;

* on-the-job education and training (structured training at the enterprise);
e active labour market training programs; and

¢ integrated on/off-the-job education and training such as apprenticeships.
This pathway may intersect with other school and work pathways.

The ‘work pathway’ can lead to the achievement of occupational
competencies, but in general must intersect with the structured training
pathway to achieve certified outcomes within the formal education and
training systems. '

The interrelationship between work and education/training is demonstrated
by the vertical line in the middle of the diagram. It is the combination of work
and structured education and training which leads to the achievement of
competence levels as defined by the NTB and to a given industrial award
classification (thus integrating all the elements into one system), The
underlying assumption is that the necessary standard of competence at any
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given level cannot be achieved without some work experience (although this
may vary from competency to competency).

For example, an individual who takes structured training to obtain an
advanced certificate in combination with relevant work experience would
achieve NTB competence Level 5 and would be classified at C5 in the new
metals award. The same person who obtained Year 12 at school and pursued
an advanced certificate at a TAFE institution would achieve a lower NTB
competence level and award classification until an appropriate period of work
experience had been completed.

The diagram also assumes a completely articulated system between education
and training in which advanced standing or an increased level of credit is
awarded progressively for appropriate school programs toward TAFE courses
and for all TAFE courses (and equivalent) towards a higher education award.

The NTB believes that at least 50 per cent of the work force will be covered by
NTB-endorsed standards by the end of 1992, and at least 90 per cent of the work
force and the bulk of occupations will be covered by mid-1994. As coverage
expands it will become possible to develop education, training and
employment linkages in a systematic way and develop specifications for the
integration of the various pathways relevant to each occupation or industry
sector,

As noted above, the Committee identified some aspects of the Australian
Standards Framework which warrant further attention. A first issue relates
to the level of community and industry awareness of the NTB and its work.
During the consultations it became clear that many groups were unaware of
the NTB or did not have a clear understanding of its purpose or significance.
In some ways this is understandable given the relatively brief period since its
establishment. However, the level of understanding seemed surprisingly low
given that the Australian Standards Framework was developed through a
process of extensive consultation. General understanding of the Framework
will be important in establishing the clearer, more consistent linkages
between education and training and the world of work envisaged by the
Committee. It is important that efforts be extended to improve understanding
of its purpose and significance, in both industry and the education and
training community. In this context, the Committee noted the intention to
conduct a series of workshops around Australia commencing in September
1991. The NTB should continue and, where possible, increase its public
awareness and consultative activities in all States and Territories, involving
business, unions, educators and trainers from each education/training
sector, including schools and higher education. As mentioned in Chapter 4,
one way of achieving greater awareness would be through reissuing its
guidelines in simpler language.

The Committee recommends that:

The NTB should promote a wider knowledge of the concept of competency
standards, including by reissuing its National Competency Standards Policy
and Guidelines in a more accessible, plain English version.
A second issue relates to the formulation of the levels in the Australian
Standards Framework, especially Level 1, and the way in which education
and training qualifications can best be related to it. As illustrated in the
ACTU'’s pathways diagram (see Figure 5.1), the integration of education and
training pathways with employment sugggsts that an NTB Level 1 standard in
9
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any given occupation should be achieved by a young person who has completed
Year 10 or 11 and has received some relevant structured training or work
experience. However, the Level 1 concept was not formulated with this sort of
classification in mind. In a letter to the Committee, the Chief Executive of the
NTB, Mr Alan Godfrey, stressed that Level 1 is not an entry level into the
workplace. It was formulated to provide the bottom rung of a career ladder for
people already in, or returning to, the work force with very low levels of skill.

Accordingly, the description given in the NTB policy statement is of a lower
level of competence than would be expected of school leavers who had received
some structured training or work experience:

Level 1: The person has an established work orientation, and the knowledge
and skills required to perform routine, predictable, repetitive and
proceduralised tasks, involving very limited theoretical knowledge and motor
skills, and under close supervision.

If the Australian Standards Frameworks is to provide a link between
education, training and the world of work as envisaged by the Committee,
then the formulation of the lower levels, especially Level 1, will need to be
reconsidered in a new light, perhaps as a more developmental stage of skill
formation.

It will be important to clarify the way in which competencies acquired
through post-compulsory education and training should relate to industry
standards set against the Australian Standards Framework. This will require
further consideration and discussion, especially in the context of the
development of a new entry-level training system. Part of this process should
be a review of the general formulation of the Australian Standards
Framework.

The Committee recommends that:

The NTB review its generic formulation of the Australian Standards
Framework, especially Levels 1 and 2, in consultation with relevant education
and training authorities having regard to the appropriate integration of
education, training and employment pathways.

A final issue raised by some members of the Committee relates to the possible
risk that establishment of competency standards may introduce undesirable
rigidities and a focus on minimum standards rather than maximum
performance. These concerns were strongest in relation to the more diverse
and dynamic industry sectors where there is a wide and flexible set of
responsibilities for employees even at lower levels and where there is rapid
technological and organisational change. The NTB is already sensitive to such
concerns, for example stating in its Policy and Guidelines that:

Flexibility is required to accommodate specific industry and enterprise
characteristics and necessary performance outcomes. Occupations can
have a core of skills which are common across industries or regions but
require industry or enterprise specific components. Flexibility is also
critical to enabling standards to evolve as technology, work organisation
and market structures change (NTB Policy, p. 6).

Ultimately this is an issue which must be resolved in practice.




The Committee does not believe that these concerns negate the potential value
or importance of the NTB’s work. The concerns arise principally from the
early stage of evolution of the concept and practice of competency-based
approaches and from uncertainty about their applicability in some industry
settings.

5.10 Strengthening Links Between Education and Training Pathways

The linkages between pathways through post-compulsory education and
training can be conveniently divided into three sets:

¢ school to higher education;
* school to TAFE/training; and
* between and within TAFE/training and higher education.

Of these, the links between school and higher education are the most firmly
established and probably best understood in the community. In the other two
cases, while substantial progress has been made in recent years in
strengthening and clarifying links, there remain significant areas which
require further development. The Committee therefore focused its attention
principally on those areas.

School to TAFETraining

All States and Territories have recognised the need for the senior secondary
curriculum to include programs which lead to a wide range of post-school
options. This has led to a closer examination of the school/TAFE interface
which offers the potential to develop a greater variety of programs not
available in either schools or TAFE alone. Many innovative arrangements
have been developed, especially at the local level, to take advantage of this
potential,

The best practice amongst such arrangements enables students to receive a
school credential, which at Year 12 level is recognised for entry into higher
education, and which provides significant credit or advanced standing in one
or more TAFE courses. Examples cited in What Works: Improving

School / TAFE Links (AEC 1990) include:

* mathematics options recognised for credit toward the Year 12 school
certificate and meeting the requirements of the TAFE trades maths
course;

* a student program in clothing and craft involving subjects recognised and
accredited by both the TAFE and secondary sector, providing preferred
entry into the relevant TAFE certificate course and counting toward Year
12 within the school system;

* a joint school/TAFE/industry devised course involving part school, part
TAFE study in Year 11, providing exemption from Stage 1 of the TAFE
automotive trade course; and

* structuring of programs in Year 11 and 12 at school to provide a Year 12
certificate and special entry to an associate diploma course in TAFE, the
first year of which (if successfully completed) is accepted as equivalent to
the first year of a corresponding degree course in a higher education
ingtitution.

The principal barriers to the development of more comprehensive

school/TAFE credit transfer and articulation arrangements seem to arise

from a lack of understanding and cooperation between school and TAFE
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educators, for example in curriculum design; ‘demarcation disputes’ over
which sector should pay, and from rigidities in regulations or procedures
often designed for some other purpose. The Committee believes that the
development of comprehensive arrangements must be encouraged and
facilitated at a systemic level so that local area arrangements are supported
and given much wider applicability.

The Committee recommends that:

States and Territories review their policies and practices at the school/TAFE
interface with a view to maximising credit transfer and articulation between
the sectors. Policy and practice should involve:

¢ the establishment of formal advanced standing arrangements and the
encouragement of local initiatives;

s the removal of unnecessary impediments to cooperation;
¢ the extension of local agreements across systems;

* two-way recognition so that school students are granted credit in TAFE for
appropriate subjects completed as part of the senior school certificate and
students returning to senior secondary studies are granted credit if they
have undertaken an appropriate TAFE course;

+ the recognition of advanced standing on a provisional basis where the
degree of prior learning is not clear, suhject to subsequent achievement of
the required outcomes;

* the cooperative development and dissemination of information about
school/TAFE pathways and credit transfer arrangements to students
before the end of their compulsory education, and also to parents, career
advisers and school and TAFE teachers; and

* means of reporting progress at the national level.

The Committee also believes that there are opportunities to expand the
application of school/TAFE credit transfer arrangements across States. For
example, it should be possible to establish some ground rules whereby credit
recognised in one TAFE or school system is given equal recognition in all
others.

The Committee notes that, given the moves in the TAFE/training sector
toward competency-based training, enhanced schools/TAFE credit transfer
will be partly dependent on the vocational elements of school curricula also
being developed and assessed on a competency basis. An essential
underpinning for enhanced credit transfer and articulation is greater
school/TAFE cooperation in curriculum design. This issue was examined in
greater detail in Chapter 4.

An important benefit of improved schools/TAFE credit transfer arrangements
is the development and clarification of education and training pathways. To be
most effective in this way, the arrangements must be easily accessible and
must be well publicised and understood by students, parents, career advisers
and school and TAFE teachers. The Committee believes that a significantly
greater cooperative effort is needed in the development and dissemination of
information of this type. Perhaps the most significant single step which could
be taken to improve school/TAFE links would be to improve the knowledge of
TAFE amongst school teachers. This issue is picked up in greater detail in
Chapter 6.
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Between and Within TAFE/Training and Higher Education

Credit transfer between and within TAFE and higher education institutions is
by no means a new issue. The Universities Commission established a
Committee on Open University in 1974 and subsequently recommended
(unsuccessfully) the establishment of a National Institute of Open Tertiary
Education:
to collaborate with existing and future tertiary institutions in establishing
procedures for the transfer of students between institutions and the
acceptance of credit among institutions, and to arrange for the publication
of information and the provision of advice to students in that connection
(Universities Commission, 1975:84).

More recently, the TAFE National Centre for Research and Development in
1985 published a study on The Articulation of TAFE, Middle-level and Higher
Education Courses in Australia. In 1987 the Commonwealth Tertiary
Education Commission released the case study Great Expectations: A Study of
Cross-Sectoral Transfer from TAFE to Higher Education in Western
Australia. The Commonwealth has also supported several projects related to
TAFE/higher education credit transfer under the Department of Employment,
Education and Training’s Education and Investigation Program.

These issues have received even more extensive examination in the last three
years. In its reports, Higher Education: A Policy Statement (the White Paper)
and TAFE 1989: Commonwealth Programs and Priorities, the
Commonwealth Government strongly emphasised the need for improved
credit transfer arrangements within and between the higher education and
TAFE sectors. Prior to the release of the White Paper the Australian Vice-
Chancellors’ Committee and the Australian Committee of Directors and
Principals had developed and released a series of guidelines for credit
transfer. In August 1989, the National Board of Employment, Education and
Training (NBEET) released Credit Transfer: A Discussion Paper following a
joint DEET/NBEET study of credit transfer practices in higher education and
TATE, including cross-sectoral provision. The discussion paper outlined a
range of measures which might be taken by institutions and State and
Commonwealth authorities to bring about a national system of credit transfer
within three years.

Three other NBEET reports in 1990 examined aspects of the credit transfer
issue: Higher Education Courses and Graduate Studies, The Recognition of
Vocational Training and Learning, and Open Learning. NBEET has an
ongoing Working Party on credit transfer with a reference from the
Commonwealth Minister to provide a national overview, monitor and report
on progress for a period of three years.

There is a range of other national groups currently active to varying degrees
in the field of credit transfer at TAFE and higher education levels including:

* NBEET Working Party on Skills Formation and Recognition;

* VEETAC Working Party on a Framework for National Consistency in
Recognition of Training;

¢ National Training Board; and

* Australian Vice-Chancellors’ Committee.

At the State level the Committee is aware of agreements on credit transfer
negotiated so far between TAFE and six of the nine universities in NSW, and
of the project under way in South Australia for a computer-based system of
credit transfer, including recognitioil &E previous TAFE study for entry to




higher education. There are also several eredit transfer arrangements which
have been developed individually between higher education institutions and
local TAFE colleges.

One of the most innovative recent initiatives has been the development of the
concept of a Credit Transfer Authority. The concept is for a national agency
which ‘would be a credit bank with the aim of facilitating credit transfer
within higher education and industry’. ‘Credit bank’ or credit accumulation
and transfer schemes exist in Canada and Britain. The proponents of the
Australian scheme propose that, if established:

the agency will assess students’ qualifications and prior studies, issue
certificates and transcripts, and advise on and accredit courses offered by
bodies outside the Unified National System (of higher education) and TAFE
systems. The aim will be to have the agency’s judgments recognized as
documenting a common and readily accepted standard, though individual
institutions will naturally retain responsibility for assessing the
implications of the agency’s certificates for admission to the institution’s
courses. Where necessary and appropriate, the agency may award a
degree in cases where teaching institutions may find it difficult to do so.
The Credit Transfer Authority concept has been developed to pilot testing stage
by a team from Monash University and the University of New England,
supported by an NBEET innovative project grant.
The extraordinary level of interest and activity in different forums around the
country underlines the degree of widespread and growing support for reform
to credit transfer arrangements, especially within and between higher
education and TAFE.

Pathways can only be considered adequate if as a result of achieving genuine
quality standards there is opportunity to attract recognition of prior learning
for credit transfer to higher levels of learning and competence.

There is general acceptance of the benefits which more effective credit
transfer and recognition arrangements could provide:
* increased educational opportunity

- by making it easier for individuals to pursue a wider range of
courses without unnecessary barriers to entry and unnecessary
repetition, time-wasting and cost; '

- by encouraging and facilitating entry or re-entry for those with
unconventional backgrounds, including competencies developed
on the job;

- by effectively increasing the range of available and relevant
education by allowing individuals to ‘agssemble’ a recognised
qualification from a range of different programs in different
times and places;

. better educational choice and clearer pathways

- students should know in advance the credit they will receive on moving
from one course or institution to another;

- appropriate recognition of TAFE courses for advanced standing in
higher education courses is important in raising the status and value
of TAFE pathways;

. greater equity of treatment for students
students with similar competencies should receive similar credit into
similar eourses; and
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. greater efficiency

- by saving the substantial academic and administrative time currently
consumed by case-by-case decision making;

- by saving students’ time and cost through removal of unnecessary
requirements to repeat or pursue study leading to competencies
already attained;

- by reducing unnecessary course offerings in some instances;

- through ‘spin off benefits of improved linkages across and within
sectors such as the sharing of facilities, personnel exchange, etc.

The discussion paper on the Credit Transfer Authority identified that, in
summary, simple and straightforward credit transfer:

will assist in incorporating many forms and sources of education,
training, and experience into an increasingly powerful agency for
enhancing the life-chances of Australians.

This observation explains why credit transfer issues at this level have become
increasingly important in the context of award restructuring. Award
restructuring is about the removal of unnecessary barriers and providing
flexibility and incentive for career development through the progressive
acquisition and updating of skills. The award restructuring process therefore
produces pressures for improved credit transfer and bridging arrangements,
greater articulation of training and the recognition of training taken and
skills and knowledge acquired outside the formal system of education and
training (NBEET, Strategies for Credit Transfer, December 1990: 2)

There is no doubt that this range of activities and pressures for change have
improved credit transfer arrangements significantly, especially at the local
institutional level. However, it appears to the Committee that progress has not
been commensurate with the level of activity and that important issues of
change at a systemic level have not been adequately confronted.

There has certainly been a move away from the proposals in the August 1989
NBEET discussion paper for a national system of credit transfer within three
years. NBEET itgelf has effectively adopted a ‘watching brief’ and is intending
to conduct further investigations and monitoring. This contrasts with the view
expressed in the discussion paper by the consultant on credit transfer on
higher education that:

there appears to be little need for further collection of data or pilot
programs. A clear enough picture has emerged from these studies, and it
is time to put forward proposals for action. The picture from these studies
is of much activity by institutions at present, bul with each institution
acting unilaterally, making its own arrangements without caring for any
consistency within a sector or State, let alone the nation (p. 6).

This may overstate the position, but does highlight a concern that the progress
which is being made is random and inconsistent, at least in the higher
education sector and between higher education and TAFE. For example, in its
most recent discussion paper TAFE in the 1990s: Developing Australia’s
Skills, the ESFC notes that ‘despite many useful initiatives (between higher
education and TAFE institutions)...credit transfer arrangements are neither
systemic nor widespread’.

Recent developments in the TAFE and training sector, in particular the
establishment of the VEETAC Working Party on a Framework for National
Consistency in Recognition of Training, suggest that national consistency will
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be achieved within that sector. The apparent lack of an equal determination to
achieve a similar outcome in higher education and between higher education
and TAFE reflects the reasonable desire of higher education institutions to
preserve their own autonomy. However, the possibility of establishing
comprehensive credit transfer arrangements without compromising
institutional autonomy has been effectively demonstrated by the establishment
in several universities of general policies on credit for TAFE awards and for
awards of all Australian higher education institutions. The full potential
benefits of improved credit transfer will only be realised if all higher education
institutions move in this direction and participate within a nationally
consistent system,

The Committee was therefore concerned to note that the proposal to pilot the
Credit Transfer Authority has been ‘put on hold’ by the AVCC. In the
Committee’s view, the concept of a national agency operated by
representatives of both TAFE and higher education sectors presents an
appropriate balance between the desire for institutional autonomy and the
need for national applicability. It could also provide an appropriate vehicle for
developing effective approaches in difficult areas, such as the accreditation of
prior learning.

The Committee understands that the AVCC intends to conduct a further
examination of the credit transfer arrangements already in place in
individual institutions, rather than proceed with a pilot of a Credit Transfer
Authority approach in the fields of business and computing science. These
fields had been selected because they are areas which are important for
student mobility, involved significant numbers of entrants with advanced
practical experience, and are offered in both TAFE and higher education
institutions.

The Committee believes that it would be unfortunate if the momentum to
establish a national agency were to be lost. The Commonwealth Government,
in conjunction with TAFE systems and any interested higher educational
institutions, should continue to support the further development and piloting
of the Credit Transfer Authority concept over the coming year. The results of
that pilot, plus the further AVCC study, could then inform the establishment
of an appropriate national agency which should be controlled jointly by the
TAFE and higher education sectors with appropriate involvement of private
providers. Governments should not need to be actively involved in the ongoing
operations of the agency provided that institutional support and commitment
is forthcoming.

To encourage the establishment of an appropriate agency the Commonwealth
Government should offer significant seeding funds to be made available if
appropriate arrangements are established within a fixed time frame, for
example by 1 January 1992,

The Commonwealth should also consider the establishment of minimum
targets to be achieved either at individual institutional or State level for the
number of students granted advanced standing with at least a specified
proportion of credit on movement into higher education from TAFE or
unconventional backgrounds. Any additional places above the minimum
target level should be funded separately and additionally to an institution’s
base grant so as not to add to demand pressures. The minimum targets
should be set close to, but slightly above current institutional performance.

The Committtee does not underestimate the difficulties at institutional level of

the implementation of improved credit transfer arrangements between and
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within TAFE and higher education, nor does it overestimate the potential
benefits. Credit transfer is not an end in itself and should not be pursued to the
point of distorting any fundamental purpose or structure of a program simply
in order to enhance the degree of credit transferable to some other program
which not all students may wish to take.

Credit transfer is also only one of a range of linkages which need to be
strengthened between TAFE and higher education, The Committee believes
that it is essential to forge much closer links between the two sectors in terms
of:

* cooperation on curriculum design;

s full articulation of courses; and

* provision of bridging arrangements to facilitate access or advanced
standing for TAFE students into courses at higher education institutions.

The Committee recommends that:

That the Commonwealth Government should:

+ in conjunction with TAFE systems and higher education institutions
continue to support the piloting of the Credit Transfer Authority with a
view to the early establishment of a national agency;

¢ offer significant seeding funds if significant progress has occurred within

- aspecified time frame—say 1 January 1992;

¢ consider setting minimum targets for the level of credit transfers at

institutional or State level.

5.11 Issues Requiring Further Attention

The extensive debates on credit transfer have focused strongly on
arrangements within TAFE, within higher education, from schools to TAFE,
and from TAFE to higher education. Far less attention has been directed to
credit transfer from schools into higher education and from higher education
into TAFE,

The Committee believes that it is possible and desirable to extend the
recognition given by higher education institutions to high level studies and
achievements at school. In the first instance, NBEET should be asked to
investigate and provide advice on the extent to which reform in this area may
be possible and useful.

The recognition in TAFE of higher education study also requires further
attention. This is important not only for those who wish to enter TAFE after
partial completion of a higher education course, but also for higher education
graduates wishing to take a TAFE program as additional preparation for
employment. The Committee believes that these pathways are currently
under-utilised and under-emphasised. Consideration of higher education to
TAFE credit transfer would assist in identifying and highlighting these
pathways as well as making them more accessible. This matter should also be
referred to NBEET in the first instance for further development of the issues.




5.12 Recognition of Competencies in Higher Education

As noted above, it is expected that a nationally consistent approach to the
recognition of training will be achieved in the near future, facilitated by the
work of VEETAC. Such an approach has been strengthened by the move
toward competency-based assessment and certification throughout the TAFE
and training system. In any system, once competency standards are
established, the focus shifts away from the content and process of the
educational program to the competency standards achieved. Credit transfer
therefore becomes a matter of testing and recognising competencies, not the
detailed educational experiences of the individual.

Higher education institutions have an internally inconsistent approach in this
respect. Higher level courses such as Masters degrees can often be entered by
people with appropriate employment backgrounds even if they do not have a
bachelor's degree, that is. entry to the Masters program is granted on the
basis of the demonstrated competencies of the individual. The same
individual, however, would often not be given much or even any credit toward
the bachelor’s program which is the normal prerequisite for the Masters
course.

The Committee believes that the higher education sector must give urgent
attention to the development of competency-based approaches to entry selection
and credit transfer. This will be required to deal effectively with the demand
from older students associated with award restructuring and to establish
consistent inter-sectoral relationships with TAFE as it moves progressively to
competency-based assessment and certification. NBEET and the AVCC could
play catalytic roles in leading discussion on this issue.

The Committee recommends that:

NBEET and the AVCC give urgent attention to the development of competency
based approaches to university entry selection and eredit transfer,

5.13 Credentials

The terms of reference raise the issue of ‘national coherence in entry and exit
points between education, training and employment’, This draws attention to
the nature of the credentials issued on exit from education and training and
the degree to which they are coherent nationally.

School Credentials

In Chapter 4 the Committee recommends that some Key Competencies be
reported in a nationally consistent way in Years 10 and 12, If this
recommendation is accepted it will establish an important dimension of
consistency in school credentialing around the country. The increasing level
of cooperative work on school curricula, especially the curriculum mapping
and profiling work under the AEC auspices, also suggests movement toward
increased commonality across States and Territories in the context of school
credentials. The development of national TAFE curricula to which school
vocational programs will be linked is likely to add a further element of
‘national coherence’ to school credentials.

The Committee believes that the logic of such developments and the
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Committee’s recommendations will lead inevitably to sufficient commonality
between States and Territories to allow consistent reporting of student
achievement against nationally established benchmarks. The greater
commonality between school systems may even allow the establishment of a
single national school certificate at the completion of Year 12 if this were
considered desirable. In submissions and during the consultations, employer
groups emphasised the potential benefits they see in a single certificate in
relation to improved employer and community understanding. The
Committee believes that the possible establishment of such a certificate should
be kept under review.

TAFE/Training Credentials
A range of issues in the TAFE and private training sectors suggests a need to
review the system of vocational qualifications. These issues include:

* the increasing number of private providers offering an increasing range
of courses;

* the development of competency standards and the need to relate vocational
qualifications directly to NTB standards;

* varying levels of public recognition and acceptance of different credentials;
* the potential benefits of adopting credentials with greater international
recognition.
The VEETAC Working Party on a National Framework for the Recognition of
Training is addressing some of these issues. MOVEET should extend the
terms of reference of this Working Party to conduct a review of the system of
vocational qualifications with a view to establishing the best possible set of
national vocational credentials for the requirements of the developing training
market and the competency based system. The Working Party should also
consider the relationship between the set of national vocational credentials
and school credentials.

The Committee recommends that:

MOVEET should extend the terms of reference of the Working Party ona
National Framework for the Recognition of Training to include a review of the
system of vocational qualifications and its relationship with school and higher
eduecation credentials.

5.14 Principles for a Comprehensive and Effective System of Post-
compulsory Education and Training Pathways

The considerations set out in this Chapter suggest that in principle the most

effective system of pathways will be one in which:

* a complete set of pathways is available which provides sufficient
opportunities for young people to take post-compulsory education and
training in a comprehensive range of areas;

* access to high quality education and training is guaranteed for all young
people for twelve years;

* competency frameworks are established for both Key Competencies and

occupational competencies, and industry skills standards are identified
against those frameworks;
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entry-level training arrangements and, when relevant, higher education
programs relate clearly and effectively to those standards;

relevant school curricula programs mesh with those standards and with
corresponding TAFE programs;

the linkages and pathways between school, TAFE/entry-level training,
higher education and employment are clearly identified, comprehensive
and consistent;

systems are very flexible, allowing young people to achieve the necessary
standards through a range of different education, training and
employment combinations;

recovery programs are available for those wishing to return after a break
from mainstream education and training; and

young people have access to the best possible information on pathways and
student programs.




Chapter 6

Roles and Responsibilities for Delivery of Post-compulsory Education
and Training

6.1 Introduction

About two out of every three young people now complete senior secondary
schooling. Only ten years ago it was just one in three. Over roughly the same
period the role of upper secondary schooling has been progressively recast to
encompass a broader range of activities. These broader activities have been
characterised as the introduction of a greater vocational orientation into the
traditional general education offered by schools.

At the same time there has been a renewed focus on the expansion of the skills
base of the work force as a key component of overall strategies to improve the
nation's productivity and competitiveness. Governments and industry have
identified the need for continuing improvements in the quality of goods and
services, innovation, effective application of technology, and labour efficiency
and production systems. Advances in each of these areas will be conditioned
by the range, quality and depth of vocational competencies at all levels of the
work force. This draws attention to the role of the nation’s vocational
education and training system, both private providers and TAFE, and the
extent to which the system is able to respond to these imperatives.

Similar themes feature in the reforms to higher education, matched with
concerns to enhance the nation’s cultural, artistic and intellectual wealth.
The higher education sector has been called on to play a role in an agenda for
reform which spans all elements of the education and training system.

Industry, too, is confronting major changes to its role in relation to education
and training. Award and industry restructuring and workplace reform are
part of a changing environment which involves an increasing role for
industry in education and training, both in the workplace and through
interaction with educational institutions.

Finally, an increasingly important role in education and training is played by
community providers, especially in relation to the groups most at risk, who
are also often most averse to institutional forms of provision.

This chapter examines the changing roles and responsibilities of industry and
the different education and training providers as they relate to post-
compulsory education and training. It algso highlights some key issues for the
delivery of education and training at the post-compulsory level and identifies
principles arising from the Committee’s examination of best practice around
the country.

Overview of Roles and Responsibilities

62 Industry

While governments have the major role to play in the provision of education
during the compulsory years, industry has an increasing responsibility
through the post-compulsory period as education and training becomes more
vocationally related and ultimately enterprise specific. For example, Skills for
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Australia argued that:
beyond (the basic education and training system), it is primarily the
responsibility of employers and workers themselves to develop the skills
required for effective industrial performance and individual development.
The rewards to higher level performance in this area have both a national
and a private, individual dimension. Moreover, skills so developed as an
integral part of the productive process will be the more relevant, responsive
and up-to-date.
All elements of industry should be involved in and understand the
contemporary requirements of the education process: employers, professional
associations, unions and individual workers each have a role to play.
Qualitative enhancements to the education process depend on the effective
interaction of all of these players from their distinctive perspectives.
The Deveson Committee noted that both employers and unions broadly accept
that much of the enterprise-specific training which arises under award
restructuring will be done on-the-job or in-house and that employers will meet
the cost. That Committee advised that this is likely to occur in one of three
ways, or in combination:

* enterprises will deliver their own enterprise-based training program;

* enterprises will purchase training products from external training
providers, including but not exclusively TAFE; and

* enterprises will meet the costs (fee, charges and materials) of individual
workers attending external training courses at TAFE and elsewhere,
where this is agreed at the enterprise level and/or required by
restructured awards (Deveson, p. 41),

In addition to this expanding role, there is a significant responsibility for

industry to be closely involved with public providers of education and training.

This role has also been expanding, and industry links with all education and

training sectors are becoming increasingly diverse, ranging from cooperative

involvement in research and development, through contributions to
curriculum development, to provision of work experience opportunities for
school students.

A further aspect of industry’s role is in the provision of training opportunities
for young people undertaking entry-level training through apprenticeships
and related programs. This aspect of industry’s role is also likely to increase if
the entry-level training system is revised and expanded as envisaged by the
Committee. Issues relating to the enhancement of industry’s role are taken
up further in a later section.

6.3 Private Training Providers

Governments have consciously supported a significant role for private
training providers by endorsing the concept of an open training market in
which there will be a range of provision, in order to ensure for individuals:

¢ greater choice;

¢ greater flexibility in access; and

* more equitable outcomes, irrespective of where the service was acquired.
The training market will include:

* TAFE and higher education institutions;

* non-government training providers (including non-government business
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colleges, private correspondence schools and private tertiary institutions);
e community and voluntary groups;

* employers who offer training to their own employees and to other
organisations on a host basis;

* professional organisations; and
* Industry Training Advisory Bodies,

A number of VEETAC working parties are now addressing issues which are
central to the development of more efficient and effective training markets. Of
particular importance is the Working Party on the Recognition of Training.
This work has involved detailed consideration of issues involving public and
private providers in relation to accreditation, recognition of training providers
and promotion of credit transfer arrangements. The establishment of
consistent standards will facilitate the portability of qualifications, allow for
credit transfer and will build more effective pathways between different types
and levels of education and fraining providers.

As demand for training services expands, the role for private providers can
also be expected to expand, filling niche opportunities and competing
successfully with TAFE for industry support. This expansion should be
encouraged and supported, but must occur in a controlled way which ensures
the quality of educaticnal offerings. In its submission to the Committee, the
recently formed Australian Council for Private Education and Training
endorsed a process of planned, orderly growth to ensure that students’
interests are safeguarded.

64 Community Providers

Community agencies include government-funded SkillShare groups, councils
of adult education, welfare agencies, voluntary community groups,
neighbourhood houses, church groups, youth organisations and so on. These
agencies play an important role in the delivery of education and training to
young people in metropolitan areas and particularly in rural and isolated
regions. The Committee felt that community organisations have an especially
important role in relation to the ‘recovery’ of those who have left the education,
training and employment mainstream, through programs in basic skills, self
esteem and personal development which are essential prerequisites to success
in other pathways.

The strong local identity of community providers and their capacity to provide
education and training outside of an institutional setting gives them a
significant role in the management and delivery of programs of both
vocational and general education and training to people who would otherwise
not participate. This role can include delivery of senior school certificate
programs to adults and basic vocational training which leads on to
mainstream qualifications.

There is increasing interest in the potential role of the adult and community
education sector in the context of the much broader training agenda
associated with award restructuring and increased skill formation generally.
There are reviews currently under way for Department of Employment,
Education and Training and the Senate Standing Committee on Employment,
Education and Training. It seems likely that community providers will play
an increasingly important role as part of the open training market, especially
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for people seeking to re-enter the work force. This is an area which warrants
further attention by governments and relevant agencies, particularly as it
relates to competency standards.

6.5 Higher Education

Higher education offers the principal pathway into most of the professions as
well as providing more general opportunities for the acquisition of higher level
learning in a wide range of fields. It plays a major role in the preservation
and advancement of knowledge through basic and applied research.

Higher education institutions’ most significant rele in the immediate post-
school period is in the delivery of undergraduate programs to school leavers, a
role which has been increasing as Year 12 retention has risen and transfer
rates from school to higher education have been maintained. At the same
time, universities have been playing an increasingly important role in
providing educational opportunities for older aduits, many of whom failed
initially to gain a place as school leavers.

Despite current high levels of unmet demand, the Commmittee believes that
higher education institutions have a responsibility to provide access via
pathways other than the traditional route directly from successful completion
of Year 12. Of particular importance are effective and comprehensive
articulation arrangements with TAFE, and special entry provisions for
disadvantaged groups.

66 TAFE

TAFE’s role is substantially determined by factors beyond the immediate post-
compulsory years. It must be remembered that 15-19-year-olds represent only
a small proportion of TAFE’s total student population. Nonetheless, the
character and mission of TAFE is strongly influenced by its responsibilities
for providing young people with the initial vocational qualifications required
for many occupations.

TAFE has become a central component of strategies to develop a well-trained
and flexible work force. Several broad and interrelated sets of policy have been
developed in pursuit of this goal, of which three have particular implications
for the role of TAFE. First is the set of policies designed to encourage greater
investment by industry in training and skilling generally, for example
through the linking of income policy with productivity and with training and
retraining of the work force in industry (that is, award restructuring). Second
is the general encouragement of young people to participate in post-
compulsory education and training. Third is the removal of barriers which
restrict the effective participation of some groups in post-compulsory
education and training and represent an economic cost through wasted
human potential as well as social inequity.

These three complementary aspects of policy correspond closely to the

complementary key aspects of TAFE’s role:

* ag the publie provider most directly responsive to industry and best
equipped to provide training in a flexible way to meet industry standards

TAFE plays this role as part a wider training system involving private
providers and industry itself;

114




* ag the largest, most geographically and educationally accessible provider
of post-school education and the most important provider of entry-level
training; and

* as the provider of the greatest range of post-compulsory courses for groups
disadvantaged in the labour market and for adults seeking to upgrade
basic education or develop additional skills,

The Commitiee believes that, because of their complementary nature and
their centrality to overall policy, these three aspects of TAFE’s role should be
maintained. TAFE must continue to provide high quality entry-level training,
to service industry and enterprise training needs, and to ensure equitable
access to vocational training,

For 15-19-year-olds, TAFE has particular responsibility for the off-the-job

component of entry-level training programs. These programs are

characterised by work-based training, usually under indenture or contractual
arrangements. The off-the-job curricula should incorporate specific vocational

elements which are structured and delivered to industry standards, as well as

general vocational elements as necessary to enable trainees to acquire the Key
Competencies to appropriate standards. The curriculum and assessment

processes as a whole should be competency-based.

TAFE also has specific responsibilities for this age group for trade and

vocational pre-employment programs which articulate with mainstream

vocational training courses, provide substantial work/practical experience

and are recognised for employment.

TAFE pathways for young people should, as far as possible, link into higher

level education and training programs both in TAFE and higher education |
institutions.
Issues relating to the clarification and enhancement of the role of TAFE are |
taken up further in a later section. |

6.7 Schools (Post-compulsory Level)

Submissions received by the Committee revealed a high degree of
commonality in views on the broad role of schools in the context of increasing
retention rates. This common view is that, in general:

* schools must retain their traditional role of providing an education for all
young people which develops their talents and eapacities to full potential;

* given increasing retention, Years 11 and 12 must be made a meaningful
and relevant experience for a broader, more heterogeneous student
population, amongst whom there is a proportion who are disenchanted
with formal education; and

* this reinforces the need for quality education which integrates both
general and vocational elements in Years 11 and 12, and which
incorporates the opportunity to pursue studies in broadly conceived
vocations, as far as possible without limiting options for future studies in
higher education or TAFE.

In a joint paper to this review, six leading employer organisations argued that
the principal role of schools should be to provide students not so much with
narrow, cccupation-specific skills but rather with:

* strong levels of competence in literacy and numeracy;
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* analytical thinking and problem solving abilities;

* creative and expressive talents; and

* personal qualities or responsibility, initiative, creativity, adaptability,
cooperativeness and self confidence.

(Joint paper from Australian Bankers Association, Australian Chamber of

Commerce, Australian Chamber of Manufacturers, Australian Mining

Industry Council, Business Council of Australia, Confederation of Australian

Industry.)

Young people themselves emphasise the role of senior secondary school in

providing ‘a good education’ which they associate principally with basic skills

(especially literacy and numeracy) and with enhanced employment prospects.

Research among former Year 12 students indicates that the most highly

valued aspects of Year 12 study in retrospect were:

. communication skills;
. capacity to work both independently and collegially; and
o capacity to organise time and plan tasks.

{(McKenzie and Alford, 1990.)

The Committee considers that schools should continue to be regarded as
institutions which directly specialise in general education, which, in the
terms set out in Chapter 1, must increasingly include general vocational
education. They should offer a comprehensive curriculum which opens up a
wide range of post-school pathways, including both higher education and
TAFE. This means that the curriculum should not be dominated by
preparation for any one post-school option.

There is a policy question as to how early young people should be encouraged

and enabled to follow vocationally specific pathways. This is a choice that has
to be made, taking into account the needs and aspirations of young people and
the community.

When there is a policy view that substantial vocational specialisation before
Year 12 should be discouraged, then there will be a greater emphasis on
schools as the predominant providers of education for young people in the
immediate post-compulsory years. This policy position implies that schools
should offer vocationally orientated curriculum units integrated within a
broader, general curriculum. In order to maximise the outcomes from these
vocationally oriented units, they should be competency-based and, where
standards are agreed, provide credit transfer and articulate to post-Year 12
vocational programs.

When there is a view that more substantial vocational specialisation before
Year 12 is an appropriate option, there will be a greater emphasis on
providing opportunities for training which directly meets industry standards.
This policy orientation suggests a stronger role for TAFE for pre-Year 12
students, both through fully TAFE-based programs and through joint school-
TAFE programs. It also suggests a more extensive direct role for industry in
the provision of education and training opportunities to pre-Year 12 students,
in conjunction with formal education and training providers, including
schools.
Under either policy orientation, schools have a responsibility to enhance
gtudents’ understanding and knowledge of the world of work and of post-
school education and training options. This responsibility entails the
organisation of work experience opportunities for all students and provision of
a comprehensive program of careers education.
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6.8 Roles of School and TAFE in the Inmediate Post-compulsory Years

The submissions received by the Committee were strongly consistent in
supporting an enhancement of TAFE's role after Year 12, but varied widely in
relation to the roles of schools and TAFE in the two years following Year 10.
The variations reflect differences in view on the question identified above, that
is, how early should young people be encouraged and enabled to follow
vocationally specific pathways?

One view stressed the primary role of school-based provision and therefore a
long-term objective of 100 per cent retention to Year 12 in schools
{acknowledging that some young people will be engaged in part-time rather
than full-time study). The strongest proponents of this approach argued that:

* it ig critically important to raise the attainment levels and aspirations of
all young people;

* all young people should receive a broad general education to at least Year
12 as preparation for a rapidly changing world and work force;

* vocational specialisation before Year 12 is inappropriate as it closes off
options and results in streaming;

¢ the current strong trends towards increasing retention to Year 12 in
schools indicate community support for schooling

- twelve years of schooling is now the community expectation;

* there are presentational and policy advantages in clearly emphasising
school as the primary provider up to Year 12, with TAFE and other
pathways usually commencing after Year 12

- this will enable TAFE to sharpen its focus as a provider of training for
industry and send clear signals to students, teachers, parents and
employers;

* a ‘mixed’ system with TAFE and other providers running parallel to
schools after Year 10 will allow schools to relegate their responsibility for
low achievers. It will also will perpetuate the historically lower status of
‘technical education’; and

* the training system needs to build on the highest possible levels of school
attainment if it is to achieve equal esteem with higher education.

The policy aim of this model is to emphasise the prime role of schools to Year
12 and transition to other pathways, including TAFE, thereafter.

A second view is that there are significant alternative pathways for young
pecple outside school which provide faster access to vocationally specific
training and which would be more appropriate for many, if not most, young
people staying on to the end of Year 12. These alternative pathways could
involve school/work combinations but would mostly be based in TAFE or other
suitable training providers, in combination with on-the-job training where
appropriate. The strongest proponents of this position argued that:

* the increase in school retention includes a significant proportion of young
people who are remaining in school unwillingly;

* young people should be offered a variety of pathways, including strong,
more directly vocational pathways, both to meet the needs of young people
and to enhance the development of a more highly skilled work force
- such pathways should allow entry into higher level professional and

vocational courses in both TIAFE and higher education systems
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- the inclusion of more general vocational components in the existing
school certificate programs will not adequately meet the needs of
students not wishing to pursue academic studies;

* It is neither feasible nor cost effective for schools to offer the range and
quality of alternative pathways which are necessary

- attempting this would involve an expensive and unnecessary
duplication of resources with TAFE

- school teachers generally are not qualified to teach vocational courses
to industry standards; and

* there is a need to establish more flexible attendance modes and a more
adult ethos in educational institutions. This cannot easily be provided in
schools given established staffing practices and the age range of students
in comprehensive schools.

This view leads to the conclusion that it is more cost- effective and more

appropriate to pursue a mixed model of provision whereby students have the

opportunity at the end of Year 10 to choose from a range of options, including a

vocational path in TAFE or with some other suitable provider. The policy aim

of this model is to develop and promote TAFE, schools and other pathways to

utilise a range of institutions in the two years immediately following Year 10.

The extent to which either model is pursued in practice is a question which
should be confronted and resolved, not left to work itself out through the
gradual accumulation of minor day-to-day decisions.

It is important that each State and Territory government resolve this policy
issue in order to define more clearly the respective responsibilities of schools
and TAFE in the provision of education and training for young people in the
immediate post-compulsory period. Clearer definition of responsibilities will
then guide decisions on appropriate delivery arrangements.

The Committee has recognised two essentially different approaches to the role
of schools and TAFE in the education of young people in the immediate post-
compulsory period.

In this context, the Committee recommends that each State and Territory:

Define clearly the respective responsibilities of schools and TAFE in the
provision of education and training for young people in the immediate post-
compulsory period.

Define the inter-relationships expected of schools and TAFE in implementing
those responsibilities,

The Committee notes that it is appropriate to have a variety of approaches to
education and training delivery provided that there is a consistent set of
national competency frameworks around which curriculum and assessment
are structured.

Certain institutional delivery arrangements will sit more logically with one of
these policy approaches than the other. Nonetheless, in practice there will
need to be considerable flexibility.

For example, in the mixed model of provision it would be most common to
provide specific vocational training opportunities through TAFE or through
combinationg of TAFE and school or TAFE and industry. However, especially
given the limited geographical availability of TAFE colleges in most States,
schools in some regions may also become involved with industry or private
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training providers to offer programs which provide opportunities for
substantial vocational specialisation. In such circumstances it is conceivable
that schools could be involved in the delivery of some forms of entry-level
training.

In general, the specific nature of the physical delivery arrangements may be
less significant than the nature of the programs being delivered. The types of
education and training programs which are developed will be influenced by
the policy orientation adopted; those programs can then be delivered by the
most appropriate and economical institutional arrangements available at the
local level.

There are also substantial areas of overlap between the two policy orientations
which mean that many delivery practices are equally relevant to both. For
example, each policy orientation incorporates an ongoing role for private and
community providers and a concern to maximise access for all students,
especially those from disadvantaged groups.

Under either policy orientation, the issues of more flexible attendance modes
and more adult ethos in institutions are important. Even when vocational
pathways in TAFE and other providers are promoted as valid alternatives to
school, those young people choosing to take Years 11 and 12 at school will still
seek flexible attendance options and a more adult environment. These issues
are examined further below.

These considerations point to a set of principles for delivery of education and

training in the immediate post-compulsory years:

* the system must effectively develop the competencies required for entry to
employment; '

* governments must determine their policy to the immediate post-

compulsory period and must clarify the responsibilities of schools and
TAFE accordingly;

¢ if students are encouraged to stay in school in preference to other
pathways, vocational offerings in school must be of acceptable range and
quality;

* if vocational pathways in TAFE or with other training providers are to be
promoted as valid alternatives to school, those pathways must ensure
acceptable standards in literacy, numeracy and other key competencies;

* delivery arrangements should ensure equitable access for disadvantaged
groups;

* curriculum, assessment and certification arrangements should facilitate
articulation inte further education and training;

* arrangements should facilitate participation of community and private
providers in both education and training;

* arrangements should be readily understood by the public; and

* arrangements should be cost-effective,

6.9  SchoolTAFE Delivery Models

In the course of the Committee’s consultations, young people themselves

expressed strong notions about the most desirable kinds of post-compulsory

education. They look forward to a more adult learning environment. Some

were keen on flexible options such as combining study with employment of

some kind. They would like their courses to be ‘relevant’, and in particular,
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help them to get jobs. Teenagers also put greater emphasis on self-directed
learning and expressed a preference for flexible attendance patterns.

Such preferences are consistent with the general principles followed in a
number of useful overseas models of post-compulsory education and training
and in a number of innovative schemes in Australia, It is clear that more
convergent general and vocational education delivery arrangements would
suit the needs of a large number of young people.

The following pages discuss a range of delivery options for schools and TAFE
in post-compulsory education and training. A number of the
recommendations of this review are intended to promote greater cooperation
and integration between school and TAFE systems. The Review Committee
identified a range of possible relationships between school and TAFE varying
from complete separation to maximum collaboration between the systems.
Table 6.1 illustrates the range of areas for collaboration between TAFE and
Senior Secondary Schools.

Table 6.1 Areas for Effective Collaboration between TAFE
and Senior Secondary Schools

Educational Collaboration * Sharing of students
* Joint development of curriculum
and assessment procedures
¢ Joint or complementary certification
of student achievements
s Articulation of study programs
* Joint accreditation of curriculum/programs
* Cooperation in student information services

Resource Collaboration * Shared access to specialised
workshops/laboratories etc.

¢ Shared access to libraries, sports
facilities

* Cross teaching

» Colocation of separate institutions

It should be remembered that in some States, schools have taken up the
provision of vocational education for students up to Year 12 through
comprehensive curriculum reform. The link to TAFE in such circuamstances
comes principally from credit recognition for students leaving from Year 12
and going directly into TAFE courses. In these circumstances issues of
school/TAFE colocation are perhaps less significant.

Bearing in mind this qualification, the following models of possible delivery
options acknowledge the distinction between the different policy contexts
identified above. ‘Mixed’ models are more appropriate in a context which
encourages a mix of school and TAFE provision to give early access to specific
vocational training for teenagers. ‘School-Based’ models sit more comfortably
within a context where school retention to Year 12 is encouraged, specific
vocational education is deferred until post Year 12, and general vocational
education is provided mostly within the school itself.

The models reviewed below have been chosen because they emerged from an
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examination of existing Australian models. The Review Committee initiated
an examination of various ‘case-studies’ in post-compulsory education and
training. A more detailed report of these cases appears in Appendix 1. A wide
range of innovative arrangements were also reviewed in the AEC 1990 Report
What Works : Improving School/TAFE Links, a few of which are reiterated
here. Given the fact that the models represent existing institutional
developments across a number of States there can be no question of the models
being too abstract, or unsuited to Australian conditions.

The Committee acknowledges that, in evaluating delivery systems there are a
number of issues which need to be examined, such as:

* regolution of certification, acereditation, moderation and assessment
issues between the different providers;

* industrial issues between school and TAFE teachers;

* logistical problems related to term lengths, flexibility of hours, date of
holidays, etc.;

* lack of interaction between school, TAFE and industry trainers;
* resource issues (who pays and how);

* different status of courses; and

* involvement of non-government sector.

However the Committee has not had the time nor the resources to undertake
such an evaluation in relation to all the delivery examples identified here.
Before extending the application of any of these examples, close evaluation of
such issues would need to be undertaken by the agencies responsible.

6.10 ‘Mixed Models’

School students attending TAFE courses—(the Joint Secondary Schools TAFE
Program)

This model provides for TAFE courses/subjects being taught to school students
by TAFE teachers. NSW has pioneered a system-wide approach to such
provision through the NSW Joint Secondary Schools TAFE Program (JSST).
The case studies reviewed in Appendix 1 refer to Hornsby and Glendale
TAFEs in NSW. Courses are taught by TAFE teachers, mostly using TAFE
facilities. The courses are drawn from established TAFE subjects which are
part of major award courses. Courses are also accredited by the secondary
school accreditation authority (The NSW Board of Studies).

The model has a number of advantages. Students have the opportunity to gain
dual credentials from the secondary school accrediting authority and from
TAFE. They are also experiencing a more adult learning environment.
Expensive resources/facilities necessary for the provision of vocational courses
are not duplicated. Arrangements to meet costs are dealt with on a state-wide
system basis by the respective authorities. Curriculum development,
accreditation, funding and articulation issues are negotiated collaboratively at
a system level. Classes can be formed by drawing students from many high
schools (both government and non-government) or by students ‘topping up’
with community classes. This allows students to participate in courses for
which there would not have been significant numbers if drawing from one
school only. A state-wide evaluation of JSST found that 90 per cent of
personnel from schools and TAFE rated individual JSST courses as

successful or very successful. The most successful features cited were the
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relevance of courses to post-school goals and community needs, student
enthusiasm, and the practical nature of the courses. There has also been a
significant increase in students who continue on to tertiary study, including
TAFE, in fields related to the courses,

There are some constraints on this model such as the fact that TAFE Colleges
do not have unlimited capacity to cater for secondary students. The proportion
of the TAFE system’s overall provision that should be devoted to secondary
students is also a contentious issue requiring close consideration by State
authorities.

There is a potential for the vocational elements of the curriculum to be too
narrow. In most cases vocationally oriented subjects are accepted as valid for
the completion of the various secondary certificates but not as contributing to a
tertiary entrance score. In this situation, the community perception of the
status of vocationally oriented subjects is lower than for so called ‘academic’
subjects. The lower status of vocational courses is often reflected in a lack of
flexibility in timetabling which results in courses being offered outside school
hours.

If TAFE courses are to be used to broaden school curriculum options on the
scale current in NSW (11 300 students, 694 courses) a number of key issues
need to be addressed through a joint policy framework, such as TAFE
capacity, funding sources, curriculum licensing. It should be noted that even
given such a framework in NSW only about 10 per cent of each Year 11 and
Year 12 cohort has a broadened school curriculum through enrolment in
TAFE courses. The major limitations to increased participation are the cost to
the schooling sector and the capacity of TAFE colleges to cater for further
demand. The status of vocational subjects also clearly needs to be enhanced.
This would be assisted by the successful negotiation of credit transfer with
higher education institutions and the acceptance by universities of vocational
courses contributing to a tertiary entrance score,

The combined TAFE secondary college (Hervey Bay College in Queensland)

Hervey Bay Senior College demonstrates the potential for integrated education
and training delivery offering both senior secondary academic/general
subjects, vocational education units attracting TAFE certification, and entry-
level (first year) university subjects across six faculty disciplines. The
College’s primary mission is to offer as wide a range of programs of study as
possible to students in their post-compulsory years. The current enrolment
includes secondary students studying Board of Senior Secondary School
Studies or Pre-vocational courses, Associate Diploma students, apprentices
and some people in labour market programs.

Hervey Bay allows a wide range of courses to be offered, including vocational
courses, because of large student numbers and available resources. Students’
subject choices can be accommodated in most cases. The development of the
‘emerging adult’ learning environment provides greater freedom for students
and takes into account the relatively young age of many of the students. A
high level of responsibility is given to students for planning work. The College
also allows relatively open access to teachers and resources.

Hervey Bay is more effective because of its ‘ownership’ by a single agency, in
this case the Bureau of Employment, Vocational and Further Education and
Training. The single funding and administrative arrangement has given the
facility greater autonomy and encouraged initiatives such as hybrid courses
and cross acereditation to proceed at the local level.
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Professional collaboration between TAFE and secondary teachers in
curriculum development and teaching is assisted by the single negotiated
industrial award. Queensland has developed a discrete award for teachers in
Senior Colleges. The State also pioneered the teaching of TAFE subjects in
high schools, based on the agreed formula of ensuring that teachers so
involved had experience and/or qualifications which would be acceptable to
TAFE’s Industry Training Advisory Bodies and associated accreditation
bodies. This was essential to ensure that students selecting these options were
able to gain industry recognition of the qualification, and for articulation
purposes with advanced standing in TAFE programs. It must be
acknowledged that the industrial relations issues related to the negotiation of
a similar single award in other states may be more difficult.

The status of vocational courses appears to be higher at Hervey Bay College.
However the acceptance by higher education institutions of these courses as
eligible for inclusion in a Tertiary Entrance Score would greatly enhance their
status. The college must be able to attract large numbers of students and be
well resourced and funded in order to continue to provide a wide range of
curriculum and to have the flexibility to accommodate most student choices.
This involves the use of an extended day. It should also be noted that the
Hervey Bay complex is a relatively expensive post-compulsory education and
training provider. While Hervey Bay is something of a special case, given its
funding and resources, the underlying philogophy of the broad cross-sectoral
post-compulsory model should be capable of translation into other contexts.

6.11 ‘School-Based’ Models

A dual credit subject

In Western Australia, the South West College of TAFE and Newton Moore
Senior High School have jointly developed a dual credit course. The course
provides a Year 11 Mathematics subject which is recognised by TAFE as a
meaningful alternative to the existing school-based subject. Prior to the course
being developed students who wanted to enter a trade course had to take a
bridging subject ‘Trade Maths’,

Developing the course involved a close assessment of the separate TAFE and
school courses, to identify common elements and to ensure appropriate
recognition for the course under the separate secondary school and TAFE
accreditation arrangements.

These developments resulted in a course which was given to TAFE students
who did their study at the high school and were taught by secondary teachers.
TAFE staff helped secondary teachers to maintain TAFE standards in Trade
Maths. The evaluation noted that ‘school teachers expressed surprise at the
high standard of mathematical knowledge required for trades and they began
to develop a greater appreciation of the nature of TAFE learning and the
importance of sound preparation in secondary school’ (What Works, p. 61).

TAFE support for development of school courses (Hawker College, ACT)

At Hawker College, a secondary school in the ACT, TAFE curriculum

expertise has been drawn upon in the design of employment-related (‘E")

courses. The school and TAFE course designers had to take into account the

fact that the role of secondary colleges in the ACT was to provide general

education, The course had to form a useful part of the student’s study

program regardless of ability or future aspirations. It could also qualify for
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tertiary entry. The course was designed not to merely provide a ‘pre-
vocational’ strand in Year 11 and 12.

One of the courses developed was in Child Care. The course integrated TAFE
Certificate subjects with complementary school units such as Career
Pathways, Legal Studies and First Aid. Successful completion of the two-year
course meant that students received an Employment Course Certificate as
well as a Year 12 Certificate. Students were entitled to 50 per cent advanced
standing and places in the TAFE Certificate of Best Practices in Child Care.

By the end of 1989, thirteen secondary colleges and private schools in the ACT
were involved in the development of employment courses. However these
developments were not always done in cooperation with TAFE. Only Hawker
College was using TAFE facilities and teachers at the time of the What Works
report. Therefore more comprehensive system-level cooperation remains to be
secured. Hawker College itself has made ‘E’ courses a priority of the College.

Articulated Pathways (STIPIT at Holmesglen TAFE)

Victoria has, in the context of its Victorian Certificate of Education, pioneered
curriculum developments through which vocational education options are
available in school at Years 11 and 12. A number of these courses have been
developed in close consultation with TAFE in order to maximise articulation
between high school and TAFE.

The Victorian Schools/TAFE Integrated Program in Technology (STIPIT) is
one example developed between Holmesglen TAFE and four secondary schools
through cooperation and negotiation between teaching and administrative
staff. The Year 12 program allows students to take a full VCE with a
technology emphasis leading to further study in the Associate Diploma in
Technology or other TAFE/tertiary courses. Three TAFE units of study are
provided, making up three-tenths of the full year’s work. Technology-related
studies are also provided at school as a major component of the VCE. The
course also offers a pathway into a Bachelor of Technology degree at the
Chisholm Institute of Technology. Successful completion of all subjects in the
first year of the Associate Diploma is accepted as an equivalent of the first year
of the Bachelor of Technology at the Chisholm Institute of Technology.

6.12 Models Applicable in Both Policy Contexts

Multi-campus Facilities Incorporating Senior Colleges
In Victoria, the Sandringham Secondary College provides a good example for
the creation of a senior college in concert with two junior (Years 7-10) high

schools, from the amalgamation of four previous schools including a
technical high school.

South Australia’s Hamilton Secondary School (senior campus) is a gimilar
example. A Year 8-12 High School, it is the product of the amalgamation of
two existing high schools and the establishment of a senior campus on the
Hamilton site. One of its most impresgive features is its adult re-entry campus
facility which now services an expanding group of young and older adults.
The concept was developed as a joint initiative of the Departments of Education
and TAFE, whereby students are able to study South Australian Certificate of
Education subjects or choose from a range of vocational certificate courses
accredited through the TAFE system,

A wide range of courses can be offered, including vocational courses, because
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of large student numbers and available resources. Student subject choices can
be accommodated in most of cases. The campuses also provide a more adult
learning environment with the various advantages accruing from such an
arrangement.

While most vocationally related courses are provided in the school as part of
the VCE comprehensive curriculum, Sandringham College has links with
Moorabin TAFE for the provision of a few courses where the College does not
have the necessary equipment (robotics for instance). In South Australia,
secondary schools are taking over areas of pre-vocational study that were
previously provided by TAFE. Hamilton now offers the most comprehensive
range of courses of any secondary school in South Australia. This range
includes a number of Technology-related courses, and various vocational
certificate courses (accredited towards TAFE studies).

It is likely that senior colleges would be in a better position than normal high
schools to provide a broader range of courses in the absence of TAFE provision
for vocational courses. However, there may be problems in gaining TAFE
credit for vocational eourses where school resources, whilst adequate at the
secondary level, may not meet TAFE requirements. Senior colleges must be
able to attract large numbers of students and be well resourced and funded in
order to continue to provide a wide range of curriculum and to have the
flexibility to accommodate most student choices. In most cases this involves
use of an extended day. The model also requires that guidelines and
structures for curriculum development, accreditation, funding and
articulation be developed collaboratively at the State, industry and systems
level.

Lastly, the issue of the development and resourcing of the middle or junior
high school/campus must be addressed if the senior college model is to be
generalised.

Resource Sharing (Collie Federated School of Mines, WA)

There are many examples of resource-sharing arrangements which have
been developed between schools and TAFE,

Collie, a small town which is at the centre of coal production in Western
Australia, has developed a resource sharing arrangement between local
companies, the senior high school, TAFE, and the Western Australian
Institute of Technology. The first stage of the Collie School of Mines was
established in 1981, initially funded by industry. The State Government then
contributed funding towards the development of the school as a coordinated
facility, combining the resources of TAFE, the Western Australian Institute of
Technology (now Curtin University), the high school, as well as industry
facilities and expertise. The school is administered under a joint management
structure to facilitate sharing of facilities and personnel. Senior industry,
TAFE and university representatives sit on the school’s advisory council,
which is responsible for policy formulation.

Teachers from TAFE, Curtin University and the high school are interchanged
as the need arises. When a staffing imbalance appears in the course of these
reciprocal arrangements, appropriate funds are transferred between the
systems. The main buildings and facilities of the school, TAFE, university and
School of Mines are sited around the same street, allowing easy sharing of
these facilities.

The school has proved to be a successful mechanism for promoting effective
use of scarce resources in an isolated community. The needs of local industry
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and the community proved to be more important than traditional barriers
between the different education sectors.

6.13 Enhancing Delivery Arrangements

The preceding discussion highlighted some examples of good practice models
and the issues which need to be considered in extending those models more
broadly,

The Committee recommends that:

State and Territory Governments examine exemplary and innovative models
of post-compulsory education and training delivery arrangements with & view
to determining the extent to which the general principles such as cooperation,
resource sharing, and joint curriculum provision and development can be
applied more broadly within the overall educational contexts for each State
and Territory.

In particular, the Committee is persuaded, on the basis of Australian and
overseas experience, that it is desirable to separate the education and training
delivery arrangements for students at the post-compulsory level from those for
younger students. This will not be practical or economic in all circumstances,
but appropriate options to achieve such a separation should be examined
wherever new institutions are being considered or existing institutions are
being rationalised.

The Committee recommends that:

State and Territory governments should consider options to separate the
education and training delivery arrangements for students at the immediate
post-compulsory level from those for younger students when new institutions
are being planned or existing ones rationalised.

As illustrated in the discussion above, there are several different ways in
which separate delivery arrangements can be established for post-compulsory
students. The Committee believes that one effective form of delivery involves
colocated senior school/TAFE or senior school/TAFE/higher education
provision on a single campus and considers that this form of delivery should
be established when resources permit and where it is consistent with rational
planning requirements.

A consistent theme in the case studies examined by the Committee is the
advantages which flow from greater cooperation at the local or regional level
of schools, TAFE, higher education institutions and local industry. The
Committee believes that processes for cooperation and collaboration between
these parties must be established to ensure that the most cost-effective and
efficient delivery of services can occur. Both the TAFE and higher education
systems have experience in interaction with industry, particularly in matters
relating to curriculum design or modification. Throughout Australia the
schools sector has also developed strong community consultative networks
with parents and citizens groups, and school councils. All these networks can
be built upon for the coordinated provision of post-compulsory education and
training.
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6.14 Clarifying and Enhancing the Role of TAFE

The consultations with young people revealed a worrying lack of
understanding of the role and functioning of TAFE and, particularly among
those aiming for university, a much lower esteem for TAFE programs and
qualifications than for higher education.

The extent of general community understanding and acceptance of TAFE can
be gauged by the high levels of demand for its courses. The level of demand is
increasing both from individuals and employers, indicating an increasing
interest in skill formation across the work force and a corresponding increase
in the value placed on TAFE services there is anecdotal evidence of a
strengthening community recognition of TAFE as an educational sector
alongside higher education. This suggests that the historical perceptions of
TAFE are changing and its status and esteem in the community are rising,
perhaps related to the increasing numbers of people who have taken TAFE
courses.

Despite this there is still a surprising degree of ignorance of TAFE’s services
as a whole and the real nature of TAFE’s role. Accompanying this is the
strong preference overall among school leavers and their parents for higher
education rather than TAFE. The ESFC suggests that the reasons for this are
varied and complex and include:

* increasing school retention to Year 12 channels secondary students
toward higher education, because curriculum in upper secondary school
is still largely concerned with tertiary entrance;

* secondary school teachers are largely ignorant of TAFE. It is seen largely
as an option for early school leavers;

¢ the occupations available through higher education, particularly the
professions, are often valued by the community more highly than careers
in industry; and -

* gociety does not culturally value and reward the skills and knowledge
required for many careers in industry.

There is also perhaps a more significant cause of the historically lower esteem
for TAFE relative to higher education.

In the past TAFE colleges recruited many young people who were considered
unable to cope with or benefit from the academic curriculum of secondary
schools or unlikely to persevere. They were to be trained in industrial and
domestic arts. The possibilities of broad general schooling for working class
children were restricted. At the same time the advantages of narrow
academic training for the traditional users of secondary schools were
protected. Vocational training had low esteem, not so much because of the
pre-eminence of the academic curriculum and its professional outcomes, but
because it was established for working class children. This social dimension
underlying the historical role of TAFE must be understood or attempts to
improve the status of vocational and technical training in Australia may
remain ambiguous and ineffectual.

The ESFC suggests that, in the longer term, the relatively lower level of
community esteem ‘threatens the development of a guality vocational
education and training system and consequently competitive industries’.
While this may be overstated, it is nonetheless important for the long-term
strength of the vocational education system that TAFE courses should be
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highly valued in the community and capable of attracting the very best
students,

Attempts to lift the esteem of vocational training must go hand in hand with
raising the intellectual standards and vocational aspirations of lower
achieving children. There is a need to continue to improve community
understanding of the role and importance of TAFE, but there is also a
fundamental need to change both the reality and the perception of TAFE as a
pathway reserved for lower status groups. Building the esteem of TAFE must
therefore be part of a wider effort to improve the educational level of all
children.

It was suggested to the Committee that the prominence of stream 1000 courses
in TAFE advertising has contributed to a distorted public image of TAFE’s
function and detracted from its perceived value as a post-school pathway. This
view may have some validity given that these courses do tend to dominate
TAFE advertising because they can be provided on a fee-for-service basis,
whereas there is a sense among TAFE colleges that advertising the other
mainstream courses will simply add to the already high levels of unmet
demand.

The Committee was concerned that the diversity of TAFE’s activities may have
detracted from its capacity to identify and set priorities and develop common
goals for the system such priorities and agreed goals are important in
developing a clear sense of purpose for TAFE and in communicating that
sense of purpose to the community and to TAFE’s employees. In this context,
the Committee welcomes moves by VEETAC to identify national objectives for
TAFE,

Several of the recommendations already set out in this report will contribute to
improved community understanding of and esteem for TAFE, for example,
the renewed emphasis on vocational education and revised and expanded
entry-level training, and improved credit transfer and articulation between
sectors. Of particular importance are improved linkages between TAFE and
higher education through cooperative curriculum design, bridging
arrangements, course articulation and maximum credit transfer. These
improvements are needed to open up new pathways and provide extended
opportunities for skill and career development. This in turn will increase the
value of vocational qualifications and the esteem in which they are held.

In addition to these measures, the Committee believes that there is a need to
define the principal role of TAFE more clearly and communicate it better to
the community. In particular:

* Governments should identify unequivocally that TAFE’s primary role is to
provide high quality entry-level and advanced training relevant to the
needs and standards of industry

- TAFE systems must continue to strengthen their links with industry
and seek to overcome any residual perceptions of a lack of
responsiveness to industry needs;

* As a matter of priority, State and Territory governments should introduce
(or extend existing) programs to enhance the understanding of TAFE
among school teachers;

* State TAFE systems should cooperatively develop public relations

campaigns to enhance public understanding of the nature and purpose of
TAFE

- the emphasis should be on TAFE as a provider of education and
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training with direct vocational outcomes, attuned to the current needs
of industry; and

* stream 1000 courses should be rationalised such that purely recreational
courses are delivered under separate organisational coverage from
mainstream TAFE.

The Commitiee recommends that:

Governments and TAFE systems should;

¢ identify unequivocally that TAFE'S primary role is the provision of high
quality education and training relevant to industry needs and standards;

¢ introduce or extend programs to enhance the understanding of and
support for TAFE programs among school teachers, particularly careers
advisers;

* develop joint public relations campaigns to enhanee public understanding
of the nature and purpose of TAFE; and

¢ rationalise stream 1000 courses so that purely recreational courses are
delivered by agencies other than TAFE.,

6.15 Enhancing the Role of Industry

The Committee was encouraged by the strength of statements of commitment
to education and training contained in the submissions received from key
industry organisations, both business and unions. The ACTU reiterated the
commitment of the union movement to education and training and the
development of opportunities for lifelong learning. Of the peak employer
bodies, the Confederation of Australian Industry (CAI) was perhaps most
direct in its observation that:

in simple terms, there is a recognition within the employer community that
employers must become more involved with the education system to assist
educalionalists’ efforts in shaping the future of that system. Industry must
devote far greater time and resources to participation in the education system
than has occurred over the past two decades (CAIl: Submission, p, 21).

This increased evidence of commitment i3 welcome and overdue. Both sides to
the partnership—industry and education—must ensure that this positive
approach from peak bodies is translated into maximum practical benefit.

Effective structures are already being established to strengthen the industry-
education partnership. Each State has established some form of
education/industry forum. At a national level, two major new bodies have
been established; The Business/Higher Education Round Table and The
National Industry Education Forum.

The Business/Higher Education Round Table was incorporated on 28
November 1990 and now consists of forty chief executives of major companies
and eighteen vice-chancellors. Its purpose is to pursue, jointly, initiatives that
will advance the goals and improve the performance of both business and
higher education. The Round Table has commenced an examination of
Australia’s skill needs by the end of the decade, established a task force to
examine the university research/industry interface, and initiated a Corporate-
Academic Professional Program for business people retiring early who are
interested in working in universities,
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The National Industry Education Forum was established in January 1991 to
develop policies and conduct projects in education which will enhance
Ausiralia’s competitiveness in world trade and commerce. The Forum
includes many of the major employers and industry organisations in the
country, The Forum is focusing its efforts initially on K~12 education.

The establishment of these forums is a major step forward in establishing
closer and more effective industry-education relationships. One matter of
some concern is the apparent under-emphasis on TAFE and other training
providers. The Committee noted that submissions from peak employer bodies
were surprisingly quiet and, in some instances, silent on the role of TAFE and
the training sector. This is in contrast to the very strong interactions between
business and the training market at the local level. This suggests that there
may be a need to raise the profile of the training sector in the major
national/education forums.

The Committee recommends that:

The National Industry Education Forum should strengthen its coverage of
and involvement with TAFE and the training sector.

At a State and regional level, close links already exist between industry and
training providers.At a formal level, there are currently 125 Industry
Training Advisory Bodies (ITABs), of which 103 are State bodies and twenty-
two are national, covering twenty-two major industries and occupational
groupings. These bodies include industry training boards, industry
employment and training councils, and project teams. Their membership
represents employer associations as well as Commonwealth and State
Governments. In total the network covers more than half of the private sector
work force.

The function of ITABs is to develop systematic training programs for the
industries they cover, and to provide advice to governments to ensure that
vocational education and training is relevant to their industries’ needs.
Despite the importance of this role, some significant industry sectors are not
covered by ITABs and not all of the existing I'TABs function effectively.

The Committee believes that there is an onus on the partners in each industry
and on governments to ensure that there is an appropriate and effective
industry training advisory body or other relevant structure in each industry
sector, capable of representing the sector in the establishment of competency
standards and the development of training programs.

At the immediate post-compulsory level, there is a range of areas in which
industry is already involved, and where its role should be enhanced and
extended. Several of these are discussed elsewhere in this report.

Perhaps the most significant is the role of business in providing the training
places necessary for the proposed extension of entry-level training. This
matter was discussed in some detail in Chapter 5. In its submission to this
review, the CAI emphasised its commitment to increasing the supply of
training places in industry:
we believe that there will need to be a greater vocational focus in the types of
education offered to about two-thirds of the students in the post-compulsory
years. Clearly the fundamental requirement on industry is to provide these
training places...in proposing this increased vocational focus, CAI is
committed to using ils resources to assist in gaining acceptance within
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Australian workplaces, of the need for employers to make training places
widely available to students in their post-compulsory years (CAIL:
Submission, pp. 22, 23).

The role of industry in providing training opportunities does not stop with the
comprehensive vocational training programs of the type envisaged for the new
entry-level training system.

At the school level, for example, there is a need to give all students the
opportunity to experience the world of work, to improve their understanding of
the workplace and inform their decisions about post-school options. It can be
in the direct interests of industry, and even of individual enterprises, to
provide work experience opportunities so that students become better informed
and motivated to pursue pathways leading to employment in the industries or
enterprises which they have experienced, Similarly, it is in the interests of
both the education system and industry to establish closer partnerships in the
provision of careers education generally, including enhancing teachers’
understanding of the current industry environment. These issues are
examined further in Chapter 8.

There are also opportunities to go beyond the accepted models of work
experience to develop more substantial partnerships between schools and
industry, especially in local communities. Practical Australian examples
drawn to the Committee’s attention, which have been developed with varying
degrees of success, include:

* the training for retail and commerce (TRAC) program which has
operated on a limited trial basis in the Hunter region. TRAC occupies one
day per week over four school terms. Roughly two-thirds of this time is
spent on the job with local businesses in the retail, commercial and
hospitality industries and the remainder in an off-the-job training centre.
Successful TRAC students receive credit towards the HSC and advanced
standing in some TAFE courses;

¢ the Botany ‘compact’ which is a partnership between employers and
schools in a region, aimed at developing a range of business/school links
including work experience, teacher placement in industry, business visits
to schools, vacation job experience, curriculum enrichment and so on.
Each partner—students, employers and schools—makes a commitment to
achieve certain agreed goals under the ‘compact’; and

* direct involvement of industry in the development of school-based
programs. For example, the Metal Trades Industry Association has been
involved in the development of school-based manufacturing technology
programs in several States. The programs are designed to mesh with
school certificates, meet industry standards and articulate with TAFE
courses,

The appropriateness of such models and their linkages with schools and
TAFE will depend on the education and training delivery arrangements
applying in each state and territory.

In the TAFE and higher education sectors, industry involvement is long
established and is increasing in significance under the influence of factors
such as award restructuring and a wide range of reforms designed to
encourage closer industry/education relationships in both sectors.

One issue which arises from this increasingly extensive range of

industry/education relationships is the proliferation of educational agencies
wishing to deal with enterprises and industry associations. Business
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representatives emphasised strongly te the Committee that the willingness of
business to contribute to education and training is actually undermined by
this proliferation of contact points. They argued that both the quantum and
effectiveness of business input would be improved if the number of interfaces
could be rationalised and more streamlined, better understood processes
established.

The Committee recommends that:

Governments should examine arrangements for contact between education
and industry with a view to rationalising procedures and lines of
communication. The NIEF should provide advice to governments to aid this
process of review,
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Chapter 7
Participation in Education and Training by the Disadvantaged

7.1 Introduction

The terms of reference for this chapter referred to ‘current barriers to the

effective participation of disadvantaged young people including those with

disabilities, in post-compulsory education and training, and strategies for

increasing their participation and improving their educational and labour

market outcomes’.

The Committee commissioned consultancies to provide expert advice on three

aspects of this term of reference:

* education and training for disabled young people—Robert J. Andrews and
Associates;

* education and training for disadvantaged groups—Australian Council for
Educational Research (ACER); and

¢ Dbarriers to participation from the perspective of disadvantaged groups—
John Freeland, University of Sydney.

These reports appear in Appendix 2.

72  Definitions of Disadvantage

The ACER report focuses on five broad groups: women, those affected by
socioeconomic disadvantage, Aborigines, teenagers from non-English
speaking backgrounds, and those from rural and isolated areas. Those groups
are, of course, not mutually exclusive and some young people will fall into
more than one of these categories. The paper also addresses those with poor
school achievement, including early school leavers. The paper systematically
correlates these characteristics to aspects of poor educational performance
such as under-achievement, low participation in post-compulsory education
and training, early school leaving, and particular subject choice. The
Freeland paper pays more specific attention to some cultural/iideoclogical
barriers to participation as well as addressing a few highly disadvantaged
groups such as homeless young people,

It has been argued, with some justification, that all those teenagers who leave
school early and who do not continue in any form of education or training
should be classified as disadvantaged. Comparisons of the educational and
employment outcomes for Year 12 achievers with those with who leave before
Year 12 make this clear (see Chapter 2). Historically, the labour market has
absorbed minimally educated school leavers in low-gkill jobs but such
opportunities are disappearing. Using unemployment and educational
participation data, Freeland estimated an ‘at risk’ group in August 1990 of
about 14 per cent of the teenage population.

This group includes those who are unemployed, in part-time employment, or
not in the labour force, and at the same time not in full-time education.
Freeland points out that the number in this category is roughly equivalent to
an earlier estimate of those at risk in June 1983. This implies that despite the
very significant increases in post-compulsory education and training,
participation rates since the early 1980s, the number of the 15 to 19-year-old
population failing to make a trouble-free transition to adulthood has not
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significantly diminished. Using stricter criteria, which recognise that a
substantial proportion of those initially experiencing difficulties in the labour
market eventually make a successful transition to employment, the Workforce
2001 report gives a lower estimate for the ‘at risk’ group of about 6 per cent.
About 2 per cent of the teenage population are unemployed for six months or
more.

It is important to note that the full range of recommendations of this review
address the educational problems of those teenagers who might be included
under broad definitions of disadvantage. If the strategies recommended
elsewhere in this review are successful then many of these teenagers will be
effectively involved in post-compulsory education and training. Many of the
recommendations which will assist broader participation by the teenage
cohort in post-compulsory education and training will be of direct benefit to
those who may be defined as disadvantaged.

As a consequence, the Review Committee decided that this chapter should
focus on a smaller sub-group of the ‘at risk’ group identified above—those who
would be classified as deeply disadvantaged in relation to their educational
participation—Aboriginal youth, some NESB young people, some young
women, the homeless, the long-term unemployed, those in isolated
communities, young offenders and disabled young people.

The Committee was not in a position to attempt a comprehensive assessment
of the range of programs available or desirable for these groups. An attempt
has been made to summarise generic strategies, promote some ‘best practice’
examples and recommend further development of the most useful.

In particular, given the enormous range of detailed policy and program work

around the country, the Committee has focused its recommendations on a

very few areas where it appears that greater effort may be warranted, such as:

* the disabled;

* the process of transition from school for some ‘at risk’ young people; and

* the coordination of education and training systems with other support
structures for young people.

Barriers to Effective Participation in Post-compulsory Education and Training

7.3  Early School Achievement

The ACER Report concludes that earlier school achievement is probably the
strongest single factor influencing the completion of a full secondary
education and participation in higher education. Those whe do well at school
are more likely to continue their education. Even subject choice in senior
secondary school is strongly influenced by earlier achievements especially in
numeracy.

This barrier could in part be a consequence of the similar selection and
assessment processes used in both early and later stages of schooling.
Another factor might be that students who are high achievers are recognised
as successful, develop a sense of competence, and choose to continue to pursue
their education because they do well. School achievement measures could also
reflect the mastery of skills which are a necessary foundation for learning
more complex material in the post-compulsory schooling phase. A further
interpretation is that higher achieving students have a greater opportunity to
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learn in areas relating to further education and training, and are more likely
to experience an environment where further education and training is
expected.

The strength of the link between early school achievement and subsequent
participation suggests that measures to reduce differences in earlier school
achievement could reduce differences in post-compulsory participation. It
seems clear that programs which identify, diagnose and assist
underachieving students in the course of their compulsory education should
be consolidated and extended where possible in primary and secondary
schools. Such programs should be school-based and focus on timely remedial
assistance to individual students. The staged assessment of Key Competencies
such as literacy and numeracy is an important component of such programs.
Those responsible for early identification programs should be thoroughly
trained in the factors which affect school participation.

74  Attitudes to School and School Culture

There is also evidence that positive attitudes towards school are associated
with continuing at school and that favourable views of school life are not
necessarily dependent on high achievement. A general satisfaction with
school and a sense among young people that school work is relevant to their
future are important influences on the decision to stay in school. Therefore
programs aimed at raising achievement but which have the unintended
consequence of reducing students’ satisfaction might prove
counterproductive.

The Freeland paper and a number of submissions to this review made the
peint that school culture and, in particular, teacher attitudes have a
significant influence on the willingness of disadvantaged young people to
remain at school. Freeland points out that the education system bears a heavy
responsibility for countering sexist and racist attitudes, for instance. He
argues strongly that these issues should be addressed at the heart of school
teaching methods and teacher preparation programs. It is also important to
recognise that aspects of the school environment such as curriculum,
organisation and assessment policies contribute powerfully towards a
favourable school culture.

7.5 Expectations and Orientations

Interpersonal support and the expectations of ‘significant others’ play a
crucial role in shaping educational participation. These expectations are not
only built up during the schooling process, but are part of a broader social and
economic framework. For instance, the ACER Report suggests that building
up expectations about the need for continuous training in a wider variety of
occupations than at present would help to broaden teenage involvement in and
motivation for post-compulsory education. Further education and continual
learning is still popularly associated with a limited number of professions
rather than with occupational skill in general. This points to a need to
promote a wider expectation of the role of education and training in the
continuing development of occupational skills.
Special attention needs to be given to raising expectations and motivation
among the increasing number of young people now participating in post-
compulsory education and training. There is no doubt that a minority of young
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people are remaining in school because they perceive it as a necessary evil (if
you don’t get Year 12 you can’t get a job’) or because it is an alternative to
unemployment. Many of the recommendations elsewhere in this report will
contribute to the motivation of this group. It may also be possible to develop
additional, innovative strategies to enhance their ‘achievement orientation’.

Options might include more active forms of income support and reward
structures which recognise individual achievement which is outstanding
relative to personal capacities or background. Such options might include
scholarships and other special awards, including university scholarships for
TAFE students. The Disadvantaged Schools Program, which is summarised
in a later section on school systems, has been very successful in raising
achievement and expectations among disadvantaged students, through a wide
range of school-based programs. In the USA, the Government has gone a step
further in providing incentives for a similar program. The Government has
experimented with strategies to provide additional resources to whole schools
in disadvantaged areas which set and achieve high goals for collective student
achievement (America 2000: The President’s Education Strategy).

7.6 Financial Factors

The influence of financial factors has been examined in a number of respects.
For example, the Victorian ‘Social Justice in Schools’ report argues that
poverty substantially reduces students’ chances of completing full secondary
education and that while wealth has an effect on participation in all types of
tertiary education, there is a very strong link between being better off and
participating in higher education. These factors influence both the completion
of secondary school and the transition from secondary to higher education.

The ACER Report notes that financial factors act as a barrier to participation
and training in two ways. Firstly, participation might be impeded by costs
involved in the course; such as fees, books, tools, materials and transport.
Secondly, participation might be impeded as a result of income foregone by not
being able to work full-time. Income foregone could be a barrier for young
people living away from home and for those whose supplementary income
was especially important to the well-being of the family. The issue of income
foregone may create strong barriers to educational participation for those
young people keen on achieving financial independence and for teenagers who
are expected, or needed, to help support their family.

Both costs and income foregone affect, to a greater extent, those with more
limited financial resources. Costs could act as a barrier for the very poorest
members of the community and yet not differentiate between groups of
differing income levels above this level.

It may be that these factors are more important for higher education than for
secondary education, given an expectation of financial independence among
older adolescents. Between the late 1970s and the early 1980s, higher education
participation dropped most among those of lowest socioeconomic background,
suggesting that the economic recession of the early 1980s had a more severe
impact on those who were most vulnerable.

In TAFE the evidence on the effect of financial constraints is more
contradictory. During the late 1970s it seems that greater wealth favoured
participation. In the late 1980s it appears that the less wealthy participated in
TAFE to a greater extent than the more wealthy. A possible interpretation of
this change could involve the increased role of programs directed to the
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disadvantaged in TAFE. The ACER Report concludes that financial factors
may be a barrier to participation in vocational training in TAFE to a greater
extent than is commonly supposed.

While this review has not attempted to canvass broader welfare issues it
should be noted that consultations revealed concerns about the level and
breadth of income support for young people in post-compulsory education and
training, Appropriate income support arrangements are of course an
important factor in securing more comprehensive participation in post-
compulsory education and training. Both Commonwealth and State support
measures are available for post-compulsory students experiencing financial
difficulties in education, but by far the most important is the Commonwealth’s
AUSTUDY program.

AUSTUDY was established following a comprehensive review of income
support arrangements for young people in 1985-86. There was a major
increase in the level and scope of student income support following this
review, but both ACOSS and the Youth Affairs Council of Australia (YACA)
made strong representations to the Committee concerning the current
adequacy of allowances and the stringency of eligibility criteria. The
Committee understands that these matters will be addressed in a
comprehensive review of AUSTUDY arrangements recently announced by the
Commonwealth.

Strategies for Specific Groups

77 Women

Since the mid 1970s young women have participated in post-compulsory
schooling fo a greater extent than young men, From the early 1980s
enrolments in higher education by young women have been greater than
young men, and since the late 1980s there have been more female than male
students in higher education overall. In the twenty years since 1970, the
increase in participation by young women in these forms of education and
training has been substantial. On the criteria used to define disadvantage for
the purpose of this chapter, gender is not an indicator of disadvantage, though
there are equity issues associated with gender which remain to be addressed
in the education system. '

One of these issues is the balance of courses taken by males and females. In
both post-compulsory schooling and higher education young women
participate to a lesser extent than men in courses based on physical sciences
and advanced mathematics, although there is evidence of a narrowing of the
difference. Young women are under-represented in the vocational and
preparatory courses of TAFE by comparison with young men, and there are
substantial differences between types of course.

A second issue is the imbalance between males and females in vocational
training arrangements. Young men predominate in initial trades
(apprenticeship) and trade technician training. Young women are
represented in greater numbers than men in other forms of initial vocational
training, and there is a more even balance in preparatory and para-
professional technician courses. Young women are also more likely to be
enrolled part-time. Just as apprenticeships remain an almost exclusively
male area, traineeships (which mainly involve office and clerical work) are
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predominantly taken by females.

Apprenticeships are of longer duration than traineeships, involve greater
numbers of people, and provide a qualification which is valued more highly in
terms of further study and future earnings, Higher proportions of young
women than young men participate in in-house training courses.

A preat deal of work has already been done on the issue of female participation
in education and training, Three annual reports on the implementation of the
National Policy for the Education of Girls in Australian Schools have been
published to date. A fourth report is being prepared on the 1990 school year.
The Policy aims to consolidate and coordinate the provision of activities in
support of girls’ full participation in education. The third report, which
summarised contributions from each State and Territory and the major non-
government school authorities noted that the principal objectives of the
National Policy had been incorporated into all relevant aspects of system and
school operations and practice, including the provision and allocation of
resources. For 1991, the fifth year of the reporting cycle on the Policy
implementation, a major review of all elements of the Policy will be conducted
in order to prepare a comprehensive report to Ministers and to provide an
opportunity to reconsidering policy direciions for the next cycle.

Women’s involvement in TAFE and trade training has been promoted
through such projects as ‘Tradeswomen on the Move'—under a joint
Commenwealth/State strategy for increasing the participation of women in
non-traditional trades—and the National Plan of Action for Women in TAFE
which addresses a wide range of issues for securing more effective
participation by women in TAFE. Several recommendations have been
prepared on the issue of entry-level training in a report endorsed by VEETAC
and submitted to Ministers responsible for vocational training in States and
Territories for their consideration. The Review Committee strongly endorses
measures to break down gender segmentation in entry-level training
arrangements and considers that appropriate strategies be built into the
introduction of a new entry-level training system.

78 Non-English Speaking Background

Evidence does not support the common belief that young people of non-English
speaking backgrounds are disadvantaged in terms of participation in post-
compulsory education and training. There is consistent evidence from the
mid-1970s that young people of non-English speaking background have higher
rates of participation in Years 11 and 12, and completion of Year 12, than their
peers. Among students from Years 11 and 12, those of non-English speaking
background participate in mathematics and science courses to a greater
extent than other students.

During the late 1970s and early 1980s, there was a lower than expected
participation by those of non-English speaking background in TAFE,
especially in apprenticeships. However, by the late 1980s that pattern had
changed to produce higher levels of participation.

While the overall participation performance of NESB students is good, there
are some areas for concern. There are differences between particular ethnic
groups in school performance. For instance, Victorian studies indicate that
Yugoslavs, Lebanese, Turks, Vietnamese and female Italians have lower
than average participation rates at the post-compulsory level. Recent arrivals

who came to Australia from Indo-Asia, or who have interrupted schooling,
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are performing well below average.

Therefore, there are specific sub-groups of NESB young people who require
enhanced assistance. In particular, while English language and literacy
skills are important for all students, these skills may be the critical
determining factor for effective educational participation for some NESB
students. Therefore, school systems should closely monitor the adequacy of
these gkills in NESB students and have sufficient ESL teaching resources to
address identified problems. These subgroups of NESB students are also
targeted in higher education Equity Plans, and need to receive appropriate
support for their effective participation. Some groups of recent refugees such
as those from Cambodia and Vietnam include young people whose English
skills are extremely poor and some who have experienced severe trauma in
their lives prior to arrival in Australia. A number of schools are experiencing
difficulty in coping with their problems. For these people it is critical that
support services, including specific English language training, be coordinated
with appropriate welfare services.

There are several innovative arrangements to assist NESB students with the
transition to post-compulsory education and training. For example, in South
Australia, a joint TAFE/school project, based on Regency TAFE, has
introduced NESB school students to TAFE pathways and prepared students
for access to pre-vocational courses. The project was coordinated through ESL
teachers in the metropolitan high schools. ESL teachers accompanied
students to TAFE and, in effect, became TAFE ‘ambassadors’ who could
communicate information about TAFE options to NESB students.

7.9 Low Sccioeconomic Status

There is clear evidence that young people from poor socioeconomic
backgrounds participate to a lesser extent than others in post-compulsory
schooling and higher education. Much of the observed relationship between
socioeconomic background and participation in these forms of education
arises from its association with earlier school achievement and forms of
interpersonal support such as parental encouragement. However, even after
allowing for these associated influences, there is clear evidence of the effect of
wealth on continued participation in post-compulsory schooling and higher
education.

During the 1980s the extent of disadvantage in post-compulsory schooling
associated with low socioeconomic status has reduced somewhat as general
levels of participation have increased. By contrast, among higher education
students during the same period there have only been minor changes in social
composition.

Within post-compulsory schooling students of low sociceconomic background
tend to have lower participation rates than others in courses based on physical
sciences and advanced mathematics. Since students from these courses tend
to enter higher education in greater proportions than students from other
courses this constitutes a source of disadvantage. However, the influence is
observed mainly among female students. In particular, female students of
high earlier school achievement participate in mathematics-science courses
to a smaller extent than would be expected. Among male students who reach
Year 12, socioeconomic background does not appear to be strongly related to
participation in mathematics—science courses.

Differences between socioeconomic groups participating in TAFE are smaller
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than for higher education. In the 1980s, participation increased among the
middle and, to a smaller extent, lower SES groups but declined for the upper
SES groups. The overall effect was a slight narrowing of the range. In
apprenticeships there was a decline in participation among both the upper
and lower groups and an increase for those from middle (skilled trades and
white collar) socioeconomic backgrounds. There is some tentative evidence
that participation in TAFE provides a link to higher education for some young
people and thereby facilitates access to higher education for those of low
socioeconomic background. This adds to the significance of TAFE as a vehicle
for securing access to education and training for these students.

It is clear that education is one of the most powerful mechanisms for
ameliorating social and economic disadvantage over the course of a
generation. Therefore measures which assist effective participation in
education and training are of crucial importance to children of poorer
families. Many of the recommendations of this review are intended to offer
greater opportunities to this group. Strategies which encourage increasingly
comprehensive participation in post-compulsory education and training draw
in young people from disadvantaged socioeconomic backgrounds. As noted
above, appropriate income support is particularly important in this context.

710 Rural Areas

Young people from rural areas participate in post-compulsory schooling and
higher education to a lesser extent than their peers from urban locations, For
instance, Year 12 completion rates remain about five percentage points lower
in non-metropolitan areas than in metropolitan areas (although they are
rising more rapidly). In higher education, young people from non-
metropolitan areas participate at a slightly lower rate than their metropolitan
counferparts. This is partly attributable to the fact that those who live in rural
areas are more likely to come from lower socioeconomic backgrounds. It is
also a consequence of lower levels of interpersonal support (particularly
encouragement from parents for continued education) and lower levels of
earlier school achievement.

The patterns of subject choice in the senior secondary years are not
substantially different between those from rural as opposed to city locations,
although there is a tendency towards lower participation in mathematics,
science and business-oriented courses and higher participation in courses
with a technical or practical orientation. Higher education participation by
those from rural areas is relatively stronger in education and agriculture but
weaker in arts and architecture.

Participation in TAFE does not differ greatly between young people from rural
and urban locations. Indeed participation rates in TAFE in general, and
apprenticeship in particular, appear to be greatest in semi-rural, but not
remote, areas.

The education and training disadvantage of those in rural areas have been
addressed in a number of reports. The most recent national work has been
done by NBEET.

NBEET evaluated the Country Areas Program (CAP) in a report published in
1990. The report concluded that CAP has had a significant positive impact on
the quality of rural schooling. It made a number of recommendations for
further enhancing the program, including a funding increase of $3.5 million,
to bring the total commitment to $15.0 million. The major funding
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recommendations were implemented by the Commonwealth Government in
its 1991 Industry Statement. The NBEET Report also noted that there were no
established mechanisms by which information about successful strategies
could be disseminated across Australia and recommended further efforts in
information dissemination and national reporting on evaluation of major
CAP programs.

The Committee noted a further NBEET paper Towards a National Education
and Training Strategy for Rural Australians was published in June 1991. It
argued that provision of post-compulsory education and training for non-
metropolitan Australians remains uneven and inadequate and recommended
development of a comprehensive national education and training strategy to
secure equality of access for rural Australians. NBEET suggested that this
AEC Review Committee should examine the resource implications of
providing all rural young people with access to education and training in the
immediate post-compulsory years, Given its strict time constraints, the
Committee has not been able to assess the priority of the NBEET
recommendations, nor weigh up their resource implications.

7.11 Aboriginal People

In all sectors of post-compulsory education and training young Aboriginal
people participate to a lesser extent than other groups. Although the gap in
participation rates in post-compulsory schooling has narrowed in the 1980s, it
remains substantial. The retention rate to Year 12 for Aboriginal people is
about half that of the national figure, In higher education there is also a very
large difference despite a relative improvement over the 1980s. The
concentration of Aboriginal students in teacher education courses, as well as
arts, may provide the foundation for further improvement in learning and
participation by Aboriginal students. The relatively low levels of participation
in post-compulsory schooling and higher education by Aberiginal people are
not compensated by higher levels of participation in TAFE. Young Aboriginal
people participate in TAFE at less than one-quarter of the rate for young
Australians as a whole.

Many sources of disadvantage, such as socioeconomic background, living in
remote areas, and low earlier school achievement are present to a greater
extent among Aboriginal people.

However, it must be recognised that many of the assumptions about
Aboriginal disadvantage may, in themselves, reflect and reinforce the
patterns of cultural and economic disenfranchisement that Aboriginal people
have experienced. Therefore the Commiitee appreciates that observations
about the educational participation of Aboriginal young people must be
sensitive to their unique cultural concerns, particularly in relation to matters
of appropriate curricula. For these reasons in particular the Committee
acknowledges the extensive consultative process which led to the publication
of the National Aboriginal and Torres Strait Islander Education Policy which
was released in 1989, It recognised that education is fundamental to enabling
Aboriginal people to exercise their rights and participate fully in Australian
society. The Policy set the framework of common agreed goals for a concerted
national effort to redress the educational disadvantage of Aborigines and
Torres Strait Islanders. The State/Territories and the Commonwealth
together with non-governmental education authorities and educational
institutions have agreed to a set of arrangements for policy implementation.
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Strategic plans of the States/Territories for Aboriginal education are to be
developed and annually reviewed in consultation with the Commonwealth,
The first of these reports is currently being compiled by DEET for review by
Ministers. A full public report is due in mid 1992,

Under NAEP, at present, support programs in schools have strategic
objectives such as strengthening Aboriginal perspectives in the curriculum,
improving employment and specialist training opportunities, enhancing
consultation and liaison with Aboriginal communities. TAFE has been
developing additional facilities in remote centres and it is planned to provide
accredited courses for Aborigines in isolated communities. A number of
programs are also in place to foster increased participation by Aboriginals in
higher education.

States and Territories have been developing innovative programs to extend
post-compulsory education and training opportunities to Aboriginal young
people in remote areas. In Queensland, for instance, the delivery of remote
area education particularly for Aborigines and Torres Strait Islanders has
been enhanced through the establishment of the Queensland Open Learning
Network, which incorporates the TAFE Queensland Distance Education
Network. The network has made some significant advances in the delivery of
open education.

The far north of Queensland and the Gulf is serviced by external education for
Aboriginal and Torres Strait Islanders through James Cook University,
Townsville and Cairns Colleges of TAFE and the Queensland Distance
Education College, employing Aboriginal instructors to deliver services on
remote sites and through the distance education network. In the Northern
Territory, Tennant Creek High School and the Northern Territory Open
College have jointly provided alternative and flexible learning options at the
post-compulsory level which emphasise a sense of ownership and
commitment to the local Aboriginal community.

- The Northern Territory has provided a range of useful models in the
education of Aborigines and Torres Strait Islanders. Batchelor College, for
example, has developed some exceptionally successful education programs for
Aborigines, particularly in servicing the educational requirements of
Aborigines living on traditional tribal grounds. Through a strong support
network, teacher training of Aborigines by Aborigines, and through a
visionary mix of short, community-based residential programs and open-
ended distance education, the educational opportunities for young Aboriginal
people have been significantly improved.

The Committee believes that such ‘best practice’ models for encouraging
greater Aboriginal participation in education and training should be
evaluated and the results widely disseminated by the relevant State and
Territory Governments.

It was pointed out to the Committee that, despite some excellent education
programs, even high standards of achievement among Aboriginal young
people might be wasted because of the sheer lack of employment opportunities
available in many Aboriginal communities. Young Aborigines often do not
wish to abandon their communities in search of suitable employment and
may be ‘at risk’ if they do so. Therefore education opportunities must link in
with community and economic development projects in such communities.
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7.12 Young People With Disabilities

The Committee was concerned that there was no recent comprehensive publie
review on the issue of educational participation by young people with
disabilities and therefore commissioned a consultant to examine this issue.
The consultancy report prepared for the Committee by Robert J. Andrews and
Associates (Appendix 2) analysed a comprehensive range of issues relating to
the educational disadvantage of people with disabilities. Andrews argued that
not enough has been done to ease the difficulties which these young people
face in achieving a full secondary education, and in maximising their
opportunities for further education and training.

While there have been important initiatives in the transition to post-secondary
education and training for people with disabilities, these initiatives have
tended to be isolated developments, without wide application, and without
planning and coordination across the education sectors.

Participation during the compulsory school years is very high among children
with disabilities. Children with profound and multiple disabilities are today
provided with developmental programs designed to assist their
communication, physical, social, and cognitive development in school
settings, on the same basis as other children. As a broad estimate
approximately 4 per cent of students enrolled in Years 9—12 of secondary
schools in Australia, or students of equivalent age in special schools, are
reported to be students with disabilities.

When students with learning disabilities and those supported by specialist
staff in regular classrooms because of learning problems are excluded, the
percentage of students with disabilities in this age group reduces to
approximately 0.8 per cent. This represents about 35 000 nationally if the
proportion of 4 per cent is used and about 7 200 students if the proportion of 0.8
per cent is used.

The number of students with disabilities within the TAFE sector is more
difficult to estimate, For six States and Territories, not including Victoria and
South Australia, the number of students reported in 199091 is approximately
6 500, compared with approximately 7 500 for these States in 1986. The data for
higher education institutions are also incomplete, but it is estimated that
identified disabled students make up less than 1 per cent of all students in
higher education.

The Andrews paper identifies four main barriers to participation by teenagers

with disabilities in post-compulsory schooling. In brief these are;

¢ a shortage of appropriate programs in the senior secondary school which
lead to further education and training options for students with
disabilities;

* inadequate support services for students who seek to continue their
schooling past the compulsory period;

* a lack of transition planning; and

* insufficient links between schools enrolling students with disabilities and
higher education and TAFE institutions providing future education and
training options.

Additional barriers to the participation in post-secondary education and

training by students with disabilities are:

¢ a lack of clarity about the role ofl' t&egtiary authorities in providing for




students with disabilities;

* alow level of identification of students with disabilities, thus impeding
planning and support service development for these students;

* a reactive approach to individual student circumstances;

* alack of liaison and recruitment programs; and

* inadequate physical access.

Many of these barriers are being addressed in the sector, in particular since

the development of the Commonwealth’s higher education equity program

and the publication A Fair Chance For All: Higher Education That’s Within

Everyone’s Reach in 1990. In Queensland, for instance, the Higher Education

Disability Network, which has representatives from both the university and

TAFE systems is working towards establishing support networks within the

tertiary sector. Yeronga College of TAFE is developing a resource unit for

vision-impaired students to study to university level, and to facilitate

employment options.

It is evident, that education and training institutions in all sectors need to

examine their level of support to the disabled and the degree of flexibility in

course provision which is available to enable greater involvement of disabled

young people.

In his report, Andrews identifies a substantial list of possible initiatives to

boost opportunities at the post-compulsory level for young people with

disabilities. The Committee considered the following to be the most

significant:

* modified and alternative curriculum development projects in the senior
secondary school and tertiary institutions, with the proviso that these be
coherently articulated into mainstream further education and training
opportunities;

* individual transition planning for students with disabilities;

* links between secondary schools and tertiary institutions for planning and
student support;

* establishing collaborative disability support centres or units among
groups of tertiary institutions to promote options and support services in
post-secondary education and training; and

* continuing efforts to remove barriers to physical access on tertiary
campuses.

The Committee was particularly interested in those proposals which relate to
the transition of young people with disabilities from compulsory education to
post-compulsory education and training (including training associated with
employment}. The Committee received a proposal on a ‘National Agenda for
Transition’ for young people with disabilities. The proposal is based on the
successful trial of school and community-based transition teams in New
South Wales. The purpose of the community-based transition teams is to
identify gaps in service provision and to promote comprehensive planning and
effective service delivery for all students with disabilities in a particular area.
There is a need for a more detailed assessment of the feasibility, costs and
benefits of these proposals.




The Committee recommends that:

The AEC and MOVEET establish a working party to examine possible
initiatives to enhance the practicable participation of young people with
disabilities in post-compulsory education and training with particular regard
to the process of transition. The working party should be established as soon
as possible and be required to report within six months.

7.13 Homeless Young People

During the consultations conducted by the Committee, several groups
emphasised the need for special attention to the problem of homelessness
among students. The Youth Affairs Council of Australia (YACA), for
ingtance, referred to the Burdekin Report’s identification of a major role for
schools in identifying those students at risk of homelessness and providing
support for those who are already homeless. YACA also recommended an
expanded role for school counsellors, and a special training program for
teachers to assist them in helping homeless students. ACOSS suggested a
special school community accommodation program to cater for the emotional,
accommodation, education and training needs of school students forced to
leave untenable family situations.

The Committee has not attempted to address the range of welfare issues
surrounding this problem. However, from the great deal of work which has
already been done it is clear that homelessness has a major impact on the
likelihood of students being able to continue their education. The Committee is
also aware that many homeless young people see education as a significant
means for regaining some control over their futures. Given that community
expectations about education are increasing, the need to secure educational
opportunities for homeless teenagers can only intensify. It seems clear that an
integrated approach is required at the local level so that education and
training institutions, especially schools, become part of a more coordinated
network of housing, youth health and welfare services. Local schools could be
involved in referral and respite arrangements for these students. Various
models for this exist such as Queensland’s targeted programs for homeless
young people.

Victoria also has a number of pilot projects under way and is developing an
education/accommodation kit to provide information to schools, youth
workers, housing groups and homeless young people. This is a joint initiative
of four Government departments. A number of projects for assisting homeless
students are being evaluated under the Students at Risk (SAR) program.
Tertiary institutions are also engaging in action-research and projects around
some of the preventative measures needed for students at risk. In the new
Victoria University of Technology, where the Footscray Institute of Technology
already sponsors WESTPACT, an integrated housing and education initiative,
there is a proposal to set up a Home, School and Community Studies Centre
which will work actively with schools and other groups to lessen educational
estrangement. There is an important role to be played by tertiary institutions
and other organisations in conducting cutting-edge research that can inform
new developments (Anwyl, p. 9).

Despite these various initiatives, the nature of the role that schools can playin
relation to homeless students is not well-documented and understood. This is
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another instance where information-sharing on ‘best practice’ could
contribute to an overall improvement in the services available to young people
at risk.

7.14 Young Offenders

For young offenders there is a gap in current provision of access to post-
compulsory education and training. Some State initiatives have attempted to
improve provision through, for example, the development of more effective
curriculum in-youth training centres which allows young offenders to gain
credits toward TAFE qualifications. Queensland TAFE has developed strong
links with corrective services facilities, particularly for young people. Many
programs are offered by TAFE personnel and appropriately qualified
Correctional Services officers in correctional institutions. These programs are
offered within maximum security facilities through Bundamba (Ipswich)
College and regional colleges. Westbrook Correctional facility, for example,
provides literacy and numeracy, self esteem and personal development
programs, and specific vocationally related programs to young offenders.
Several thousand student-contact hours in Queensland TAFE are dedicated to
young offenders, with promising student outcomes for youth upon release.

The Committee is of the view that this is the most appropriate strategy, that is,
young offenders should have access wherever possible to educational
opportunities which are part of, or articulate directly with, mainstream
courses. This will require a high level of coordination and cooperation between
different agencies. The issue of the education of young offenders is an ‘in
principle’ agenda item to be discussed at the Youth Ministers Council. It is
important that Education Ministers be involved in discussions about specific
initiatives.

7.15 Strategies for Education, Training and Welfare Systems

School Systems

There are three national programs which provide support for ‘at risk’
students in the school system: The Disadvantaged Schools Program (DSP), the
Students at Risk Program (SAR) and the Country Areas Program (CAP). The
CAP has been referred to above. DSP assists schools serving communities
with the greatest degree and concentration of sociceconomic disadvantage.
The program provides supplementary funding for projects to improve
educational participation, learning outcomes and personal development of
disadvantaged young people. Most projects focus on primary to middle
secondary years. However, there are some projects at the post-compulsory
level focusing mainly on alternative curriculum development. Such projects
provide a range of models which can be built on for extending the range of
involvement of disadvantaged people in post-compulsory education and
training.

The Students at Risk Program was established as one of the measures in the
social justice package for young Australians in the 1989-90 Budget. The
program aims to identify and encourage participation in education by those
students most at risk of not completing secondary schooling. At present SAR
is aimed at identifying ‘at risk’ students in Government schools and
encouraging their participation by supporting school-based projects. Most
funds have been used at the school level lt% %mploy or enable the release of




project teachers/coordinators. The program is due to be terminated at the end
of this year. An evaluation of the program conducted by DEET in 1991 found
that:

* schools were more aware of their ‘at risk’ students as a consequence of the
program;

¢ there had been considerable successes at an individual student level, but it
is too early to judge whether the programs directed more broadly at junior
secondary students will be effective in increasing retention; and

*  Dbetter focusing of the program can be achieved.

SAR has a strong innovative flair, and is oriented strongly towards individual
students, It should be extended and further refined on the basis of current
evaluations. Its more effective strategies could also be pursued under projects
funded through the DSP, The program should continue until there is clear
evidence that its objectives have been consolidated in services established at
the local school level.

The Committee recommends that:

The Stadents at Risk Program should be extended and maintained until there
is clear evidence that its objectives have been consolidated in services at school
level

The Committee concentrated on the role of post-compulsory education and
training in the transition from education to work life. A number of
submissions pointed out that the transition is often painful and risky for those
who abandon the ‘pastoral care’ environment of the school for the more adult
environment of post-school institutions or employment. Indeed this transition
process is critical in determining the immediate and longer-term life chances
of the individual, especially for those young people from disadvantaged
groups.

Too often the transition process is a matter of leaving school with insufficient
information about subsequent pathways, and being left to search for
assistance in an unfamiliar environment. The Committee believes that there
could be merit in a more coherent and direct approach. One possibility would
be the establishment of Transition Coordinator positions in schools where
retention rates are low.

Coordinators would be directly responsible for monitoring the immediate post-
school experiences of students leaving school. They would also be responsible
for developing ‘transition plans’ through which a realistic career path is
negotiated with the student and outcomes are followed up in the immediate
post-school phase. Coordinator positions should be dedicated to this task
rather than using teachers with a normal teaching load. Coordinators should
receive appropriate training.

The establishment of these positions could occur in conjunction with a
rationalisation of career counselling and other welfare positions at the school
level. In some cases coordinator positions might be established by extending
the career counselling function to include post-school monitoring. In other
circumstances, coordinator positions could be shared between a small
number of schools. The Students at Risk program could provide one source of
funding for these positions. As an alternative or additional strategy the
proposed pilot program should also trial the development of closer linkages
between schools and Youth Access Centres. The aim of the links would be to
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utilise the resources of the Centres to support transition planning for students
leaving schools in the local region.

The Committee recommends that:

The Commonwealth Government in conjunction with interested States pilot
the establishment of Transition Coordinator positions in schools where
retention rates are low and where there are low levels of youth participation in
training and employment.

%.16 TAFE and Entry-level Training

Apart from the 1ssues already dealt with in relation to the specific groups
identified above, a number of more general points should be made about
TAFE. TAFE is a crucial source of education and training provision for a wide
range of disadvantaged people in the community. Its students include many
with low school achievement, including early school leavers. The majority of
those who enter TAFE have a schooling background which does not extend
beyond Year 11. A trend towards higher enrolments from this group has been
evident in the past two decades (ACER, p. 28). This could be attributable to the
increasing provision by TAFE of pre-vocational, basic employment skills and
preparatory courses. TAFE is also a key bridge to higher education for some
disadvantaged people,

TAFE clearly plays a major role as a provider of ‘second chance’ education
particularly for adults and older teenagers. It is a vital site for the educational
‘recovery of some disadvantaged people. TAFE’s role as a provider of
vocational training which responds directly to industry requirements makes
TAFE an important agency in improving labour market prospects for those
who are ‘at risk’ in the transition from school to work.

The experience leading to the development of the TAFE National Plan of
Action for Women for example, has shown the usefulness of comprehensive
commitments to equity targets in TAFE as well as specific purpose equity
programs, System level targets allow individual colleges to respond flexibly in
local management plans appropriate to their own circumstances. Most
TAFE/training systems have equity targets set under resource agreements
and for entry-level training. However, these targets do not cornmonly identify
factors such as age participation, TAFE systems should identify components
within their equity targets for the participation of disadvantaged young people.
Such targets could be specified across a range of indicators—such as overall
participation, participation in accredited vocational courses, and participation
in courses with a strong scientific/technological content. Targets could also
differentiate between different groups of disadvantaged young people. For
instance, for young people with disabilities it would be useful to have specific
targets relating to matters such as physical access, and the establishment of
support services.

The Committee recommends that:

TAFE systems should identify separate components within their equity targets
for the participation of disadvantaged teenagers.

The issue of participation of disadvantaged groups will be important in the
development of the new entry-level trainligi system. In this context employers




as well as TAFE colleges and other providers must be involved in the provision
of apprenticeships for disadvantaged trainees. VEETAC will need to take up
this issue further in its work on the proposed entry-level training system.

The Committee has made clear its enthusiasm for improving the links
between school and TAFE, Closer cooperation between school and TAFE will
help to broaden the range of post-compulsory course options for students and
promote wider knowledge of these options. Measures which increase the
awareness of TAFE among school students are very important for
disadvantaged students and particularly for those students who would, in
previous circumstances, have left school without pursuing any form of
further education or training. The ACER paper, for instance, noted one study
which reported success with a school-TAFE program focused on female
students who had not had much success in mathematics.

Given the ACER observation that financial constraints may be a stronger
disincentive to students in TAFE (or wishing to enter TAFE) than in other
forms of post-compulsory education and training, the AUSTUDY review
should pay particular attention to the issue of participation in TAFE.

The Committee recommends that:

The Commonwealth Government should ensure that the Austudy Review
pays particular attention to TAFE participation issues.

7.17 Labour Market Programs

The Committee’s consultations revealed a concern among some groups that
young people are being displaced from labour market programs as attention
shifts to the long-term unemployed. It was argued by these groups that a focus
on young people needs to be maintained because of the:

* precarious transition from education to work which is specific to young
people;

* high opportunity costs of unemployment and insufficient education and
training for this age cohort; and

* long-term cycles of underemployment and unemployment which
disadvantaged young people are likely to underge unless their labour
market skills are consolidated at an early stage.

It must be acknowledged that, historically, labour market programs have had
a strong bias toward young people—for the precise reasons listed above. While
young people experience the highest rates of unemployment, their duration of
unemployment is far shorter than for older workers. Education and training
opportunities are also more readily available to this age cohort. The
Committee is of the opinion that a balance must be struck in the distribution of
labour market program opportunities among the unemployed of all ages,
without introducing any further deliberate bias toward young people.

There is significant debate about whether training courses for disadvantaged
young people should be ‘mainstreamed’ in order to bring non-participants into
the system, or whether more flexible (and less rigorous) forms of training
should be available. On the one hand, it is recognised that some of the most
successful programs for dealing with the disadvantaged are very flexible,
localised and delivered in non-institutionalised settings. On the other hand, as
the Australian Teachers Union argued in its submission:
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A major barrier to effective participation of disadvantaged groups...has
been the propensity for many targeted programs to further marginalise the
people participating in them...programs to overcome disadvantage should
be integrated within the national standards based curriculum and award
framework.

The Committee believes that, as far as practicable, courses aimed at offering
education and training opportunities to the disadvantaged should aim to
provide a ‘bridge’ into formal mainstream education and training. Labour
market programs, such as SkillShare and JOBTRAIN for instance, would
benefit from closer linking to further education and training opportunities. In
the best circumstances, some of these courses could provide credit transfer
into TAFE Certificate courses. Nevertheless, the Commiitee accepts that there
are often cases where such direct articulation arrangements will not be
appropriate given local labour market conditions and the need to secure the
involvement of some young people who are alienated from the formal
education systems.

7.18 Coordination Between Systems and Agencies

A recurring theme in submissions dealing with disadvantaged groups was
that close coordination must be maintained between relevant education,
industry, welfare and employment service agencies to provide a
comprehensive range of services to support participation in education.

In the post-school phase coordination arrangements are difficult given the
variety of possible destinations for teenagers. Improved coordination should be
seen as a comprehensive process from the national level down to local
communities. At the national level, more effective allocation of shared
responsibilities under bilateral arrangements between State and
Commonwealth Governments may clarify areas of responsibility (such as
through Special Premiers’ Conference initiatives). At the State Government
level, high priority must be accorded to the effective coordination of youth
transition policies and programs. The Committee believes that there are
considerable benefits to be gained from high level and comprehensive
coordination of a range of youth support programs. However, the most
important point of coordination is at the local/regional level. The Committee
recommends that a client-centred approach to transition be adopted by the full
range of service providers at the local/regional level.

Some useful models of practical local and regional coordination have been
developed in recent times. In NSW there has been a successful trial of ‘Start to
Life’ Regional Advisory Centres as a device for focusing support for
unemployed school leavers. The Centres involve an intensive referral,
job/training counselling effort for a short period (perhaps two weeks) in
March—April each year. The purpose of the Centres is to secure appropriate
training/work/education opportunities for school leavers who have not found
employment after leaving school.

The Centres require extensive coordination between education and training
providers, CES and community agencies. In NSW a two-day residential
training course was given to the officers involved. This in itself forges
communication links between the relevant agencies, and generates some
excitement about the process.

It is particularly important that closer links be between school and welfare
agencies.
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It is more likely for many educationally estranged young people that

teachers will have less involvement with them than youth workers, social

workers, the police, magistrates and others from welfare agencies. Schools |
need to engage in dialogue with all these groups to develop ways of

ensuring that the young people successfully re-engage in education

(Anwyl, 1991),

School services should systematically link in with welfare advisory and
assistance services on social problems such as homelessness, violence and
abuse in the home, with referrals organised and monitored directly from the
school. Advice and counselling on DSS support services and AUSTUDY
should be readily available to students. Each school should be encouraged to
develop a school welfare policy which sets its work within the framework of
gervices available in its local region. ACOSS has recommended a community-
sector-based home/school welfare liaison program to integrate school,
community, accommodation and CES services. The Committee considers that
there is merit in principle, in proposals to improve the level of coordination
between school and welfare services.

The Committee recommends that:

Community Services and Health Ministers examine ways of eoordinating
welfare services at the loeal level to promote more effective educational
participation for disadvantaged young people.

7.19 Community and Parental Involvement

One feature of effective programs for drawing disadvantaged people into
education and training opportunities is the close involvement of the
community in the establishment and service delivery for a range of relevant
programs. Moves to support the collective responsibility of pupils, teachers,
students, principals, parents and administrators for the participation of
teenagers in post-compulsory education and training should be strongly
encouraged.

One of the most useful concepts to appear from the American experience with
measures to raise post-compulsory participation has been the idea of
partnerships between key institutional agents—employers and schools being
the most significant—to raise educational and labour market outcomes for
disadvantaged groups.

Research evidence suggests that there is a very strong correlation between
parental involvement in education and the performance of the student.
Parents should be drawn into the process of schooling wherever possible, The
Students at Risk program has supported a number of programs in this area
which could serve as examples for wider dissemination.

Under the Aboriginal Education Program, one of the most effective measures
has been the payment of student support assistance to the parents in the
community. It may also be useful to develop various distance education
projects in a way which involves the parents of teenagers in order to
consolidate their support for their children’s continuing education. There is
good reason for TAFE, as well as the school system, to be involved in such
projects.
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720 Information to Support System and Regional Targets and Strategies

All States/Territories should be responsible for establishing mechanisms for
monitoring and reporting on participation and attainment of disadvantaged
young people against targets and specified performance indicators. The
targets would need to take into account the variety of programs available for
disadvantaged groups and the need to preserve regional flexibility.

Within each State and Territory there are major variations in education and
training participation and attainment patterns between different regions. To
be most effective, strategies must be tailored to the needs and circumstances of
each region. Policies and information systems which operate at State level can
obscure this critical point.

The Commitiee recommends that:

States and Territories examine their information systems with a view to
improving their capacity to monitor regional patterns of education and
training participation and attainment, especially for ‘at risk’ groups.
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Chapfter 8

Careers Education

8.1 Context

In the context of rapid social and technological change, it is difficult to
accurately predict what the future holds for individuals entering the work
force and more importantly how the job market will be structured in the
future. In general terms it seems clear that a higher overall standard of
education and training will be required and that many traditional jobs will
disappear and others emerge. Jobs will require broad abilities rather than
narrow, specific skills. Retraining throughout one’s working life will become
the norm.

These developments give even greater emphasis to the need for effective career
education.

Young people need to learn, while at school, what work entails and get some
experience of it. They also need to make informed choices about training,
further education and their future careers. This requires the best possible
information and advice.
Career education is clearly recognised across Australia as a topic of major
importance especially in schools. It is included in the 1989 declaration of
National Goals for Schooling: '
To provide appropriate career education and knowledge of the world of
work, including an understanding of the nature and place of work in our
society.
The importance attached to careers education in the education and training
community is demonstrated by the range of recent publications, events and
activities focusing attention on the topic. For example:
¢ Davis and Braithwaite, Career Education in Australian Secondary
Schools, Project of National Significance, 1990;
¢ NBEET, Strengthening Career Education in Schools, 1991;
¢ establishment of AEC Working Party on career education, 1990;
¢ establishment of National Career Database Management committee, 1989;
* joint NBEET/DEET review of careers advisory services in higher education
institutions, 1990;
* joint NBEET/BCA forum on career education in schools, 1991;
* establishment of BCA Working Party on career education, 1989; and
¢ AEC Review of Post-compulsory Education and Training.
The aim of all this activity is to improve services to provide clear direction and
information to all those involved in the delivery of career education leading
ultimately to the provision of sound, timely information and assistance to
young people.

82 Career Education Defined

It became apparent early on in the Committee’s deliberations that the term
‘career education’ had different meanings to different people. NBEET
commented on this range of meanings as follows:.
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Some consider that it reflects the spectrum of life-long careers,
encompassing a person’s role as a student, @ worker, both paid and
unpaid, a family member, a citizen, a spouse and a community member.
At the other extreme, some consider it is confined simply to providing
occupational and course information...
The Committee considers that career education should be designed to provide
young people with the knowledge, skills and attitudes they need to make
informed decisions about school and post-school education, training and
employment options. To achieve this outcome career education needs to
encompass:

* learning about the world of work and its changing nature, its place in
Australian culture, the general expectations of employers and the
demands of the workplace;

* an understanding by individuals of themselves including their interests,
abilities, weaknesses, desires and values;

* an understanding and awareness of the job/career options and the
alternative pathways available;

* an understanding of the decision-making processes which can be applied
in making career choices; and

* acquisition of the skills necessary to implement the decisions made (for
example, job interviewing).

83 Involvement of Industry

Career education will necessarily involve many people, including teachers,
parents, employers and industry representatives.

As part of a growing interest in the outcomes of our education and training
systems, industry is showing an increased interest in career education.
Industry is not only continuing to voice its long-established concerns over
young people’s work ‘ethic” and schools teaching of the ‘basics’, but is now
setting up employer/education congortiums and entering wholeheartedly into
the development of specific career education and school/industry links
programs,

Whatever the reasons for industry’s increased involvement, be it enlightened
self interest or a concern for our young people, it is clear that industry’s
involvement is a critical factor in the success of career education. A great
opportunity exists to form meaningful partnerships between education and
industry and every effort should be made to grasp that opportunity.

84 A Cooperative Approach

One of the criticisms from industry, levelled at the current provision of career
education, is the lack of a national, coordinated approach. The BCA stated in
its submission to this review:

In general the current provision, particularly at secondary education level,
is misguided and confused, devoid of any national strategy and with
various parties involved in its delivery but with no real owner of the total
system.

The Business Council is particularly keen to see a cooperative national
effort to elevate the career education function at all stages of educational
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and occupational choice and to give it a national focus.

The Committee believes that such a cooperative effort with a national focus is
both desirable and achievable. In the first instance, this must involve greater
coordination among the deliverers of careers education across systems and
education sectors. Some steps towards greater national coordination are
already under way.

For example, an AEC Working Party on Careers Education was formed in
mid-1990 to undertake three major areas of investigation on a collaborative
basis:

* the development of a statement of national goals, a set of outcome
statements for students, schools and systems and appropriate evaluative
arrangements;

* an analysis of key strategic issues common to all systems involved in the
achievement of these national goals and outcomes; and

¢ a review of the roles and responsibilities of all the stakeholders involved in
the delivery of effective career education to students.
The Working Party includes representation from school systems, TAFE and
the Australian Vice-Chancellors’ Committee. Following a recommendation
from the Working Party, VEETAC has also recently agreed to establish a
national review of TAFE information, advisory and counselling services. It is
expected that the review will maintain ongoing links with the AEC Working
Party. In the context of its review of Commonwealth/State relations, VEETAC
has also recommended to Ministers the establishment of State-level
consultative committees on occupational information and related services,
involving consultation with industry and other groups.
These projects are increasing the level of national coordination within
educational sectors, but there is still a need for greater coordination across all
education and training systems and delivery agents. Each of the separate
systems may deal with separate client groups and different levels of
information but in essence the concepts they are dealing with are the same
and each could gain a great deal by working more closely with the others and
sharing experience and resources.
NBEET has foreshadowed work on a national overarching model for careers
education covering all education sectors and the work force. The Committee
encourages NBEET to proceed with this work.

85 Delivery

Career education has several major components that are delivered in a variety
of ways, by a variety of people and at different intervals throughout the
education and training systems.

The components can be summarised under three major headings:
+ curriculum;

+ information and guidance; and

* experience,

Curriculum

For most young people the process of making a career choice is a complex and
lengthy one and will necessarily vary from individual to individual. Each
individual’s perception of their future will change countless times throughout
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their school life depending upon a multitude of factors such as influence from
others, experience through part-time work, achievements in a particular
discipline at school or simply through the process of growing up.

Career education should take account of this process and provide as many
opportunities as possible for young people to explore their options. This should
not be confined to the provision of information or counselling as young people
approach the senior years at school, but rather be embedded in the whole
learning process throughout the curriculum. Gaining an appreciation of the
world of work and the available pathways to employment and further
education should begin as early as kindergarten and continue right
throughout school, into post-school education and training.

In the primary years of schooling, the curriculum should begin to cover
general knowledge about the world of work and begin to position education in
the context of future employment. Opportunities should be provided to
individuals to identify and explore personal strengths, interests, attitudes and
values which will ultimately influence their career choice. Career education
should then take on a more rigorous and directed approach throughout the
secondary years.

Secondary studies should include general work studies, the history of work
and labour markets and provide a general understanding about the
expectations of employers and available career opportunities.

Educators should be encouraged to employ a variety of teaching methods and
allow young people to experience, first hand, aspects of the world of work
through links with employers.

There are currently many examples of school/industry links that encourage
joint development and teaching of such curriculum, and these should
continue to be encouraged.

Information and Guidance

High quality, timely information is a vital element in career education. It is
essential to clarify young people’s thoughts and help guide them to an
informed decision.

Information is currently provided by a number of organisations and takes
many forms. Governments, educators, employers and specialist companies
all distribute information through books, videos, computer programs,
seminars and direct counselling.

The type of information is equally as varied, and covers, among other things,
job descriptions, course information, place of study, pathways, minimum
entrance requirements and a great deal of general educational material
covering topics such as: ‘How to get a job’ and ‘How to approach an interview’.

The importance of all this information is unquestioned. However, the
committee believes that there is room for improvement in the delivery and
availability of information that is accurate, easily understood and accessible by
all young people.

A major step in this direction will be the establishment of a national computer
database that will provide, in an interactive way, the information needed to
help young people make informed career choices.

The committee has noted the endorsement by the AEC of the proposal
presented by the National Data Base Management Committee recommending
the development of such a national database using the Job and Course
Explorer (JAC)} as a framework,
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The proposed national data base contains the following information and
structures:

* Courses—Full sets of data on all courses accredited by higher education
and TAFE authorities and on the institutions which provide them, in a
nationally consistent format of the nationally agreed data element
conventions. This data will be fully integrated. The data will also be
available in summary form, and will be fully integrated in this format. At
present, private providers and private courses will not be included (though
they may continue to be held on State/Territory databases);

¢ Jobs—The full set of National Occupational Descriptions (NODs) developed
by DEET, and additional state-specific occupational information attached
to the NODs in a standard format; and

* A job/course link facility will be included, linking courses to possible
occupational outcomes.

The development of this national database represents major progress towards
an overall national approach to career education and will facilitate
cooperation between delivery agents through the collection of data. The
Committee fully supports the AEC decision to proceed with the project.

There are also several computerised guidance and learning systems in use or
under development around the country. One particularly interesting example
is the Job Ideas and Information Generator, Computer Assisted Learning
(JIIG-CAL) program, currently being piloted in Western Australia. Specially
trained teachers and advisers use these systems to help students learn about
themselves and the world of work. There are elements of the computerised
guidance systems that could enhance the accessibility and value of the
national database.

The Committee recommends that:

The National Data Bagse Management Committee of the AEC review the
usefulness of systems for computerised careers guidance and learning with a
view to identifying the best systems for application in the Australian context.
Regardless of how accurate and accessible information services may become,
there will still be the need for counselling or guidance.

The assistance sought by an individual may relate to personal issues, general
educational information, or vocational choice. Those providing such guidance
must not only have the necessary knowledge of industry and of available
courses, but also must be skilled at personal counselling. Young people will
rely on these ‘experts’ to provide sound, relevant assistance. This underlines
the importance of having specialist career adviser positions not only in schools
but also in TAFE colleges and higher education institutes.

While schools have the most fundamental role to play in career education,
TAFE and higher education also have an important respongibility in
information and guidance at the post-school level, Provided young people are
presented with a range of experiences and formal career education
throughout their school years, then the great majority will have their sights
set on a career before they complete school. This will allow them to make
informed decisions about subject and discipline choice prior to selecting
further study or employment. However, there will always be a group of young
people who will enter TAFE or higher education without a clear direction in
mind, or for whom a change in direction becomes necessary or desirable part
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way through a course. It is vitally important for those young pecple to have the
support services necessary to explore and reassess their options.

The current and prospective changes in post-compulsory education and
training, including the proposals contained in this report, pose new
challenges for information and guidance systems at all levels. A closer
relationship between education and training sectors is required to give effect to
the convergence of general and vocational education and to ensure that
pathways are developed which maximise opportunities for young people. This
means that information and guidance systems in each sector need to be fully
aware of the range of developing opportunities across sectors and with the
world of work.

Information systems will need to include up-to-date data on course
articulation and credit transfer between sectors, Teachers and careers
advisers will need to understand the variety of pathways available and how
they relate to each other. Educators and advisers in schools and higher
education institutions will need to understand TAFE pathways and the
concept of national competency standards. Teachers and advisers in all
sectors will need to understand the concept of key competencies and the
relationship between school, TAFE and higher education courses. All sectors
will need to understand the developing links between education, training and
employment,

This certainly implies a greater effort on behalf of each sector to inform the
others of relevant developments. Given the patchy understanding of TAFE
among school students revealed in the Committee’s consultations, there is a
particular need for improved information flow from TAFE to schools.

Experience
Experience plays an important role in any method of teaching. Experiencing,
first hand, what has been discovered through the curriculum or information

sources, helps young people learn about the world of work in general, and
may even help determine specific career preferences.

At the school level, work experience programs, school visits to industry,
school/industry links, holiday work programs, programs such as TRAC and
Young Achievement, all have a place in clarifying the role of industry and
helping provide a real ‘live’ experience for young people in the world of work.

Increasing numbers of school students are working part-time while at school,
and this provides a further opportunity for educators to draw actual work
experience into a comprehensive program of careers education.

All experiential opportunities should be encouraged throughout school and
embraced by teachers as a way of enriching the curriculum. Students should
be encouraged to evaluate their own work experiences and to think carefully
about their role as active participants in the workplace, Industry will need to
accept a greater responsibility by providing opportunities for young people to
participate and by working more closely with the education systems to develop
the programs.

86 Individuals Responsible

There are many people involved in career education, all with varying degrees
of responsibility and involvement. Teachers, career advisers, employers,
governments, parents and of course the young people themselves all have an
important role to play if the career education is to be fully effective.
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Teachers

Teachers have a vital role to play in helping provide the climate, information
and experience necessary to prepare young people for the world of work.

Teachers have a responsibility for career education in the same way they have
responsibility for other subject matter. However, they cannot be expected to
assume this responsibility in isolation and should expect support and expert
advice from career advisers, government agencies and employers.

There has been a fair amount of criticism levelled at teachers because of their
lack of knowledge and expertise in the field of career education. The major
criticisms relate to a perceived lack of ‘real’ industry experience and hence an
inability of teachers to provide students with ‘real world’ information and
guidance. Recent research (for example, Davis and Braithwaite) has shown
that, in fact, there are many teachers who have worked in industry or gone to
great lengths to learn about industry.

Nevertheless, a more sustained effort is needed, beginning with more pre-
service and in-service training for teachers, to extend and update their
knowledge of wider industry. Industry must provide more support through
teacher exchange and similar programs and through direct advice and
information to teachers. Industry involvement is referred to in more detail
later in this chapter.

Career Adviser (Coordinators)

All teachers have a degree of responsibility for career education, there is also
a need for specialist career advisers/coordinators in education and training
institutions.

The responsibilities of dedicated career advisers/coordinators are wide
ranging and cover for example:

* liaison with general teachers;

* information sharing with general teachers in relation to career education
matters;

¢ liaison with the community including parents, industry and other
educators;

* liaison with government agencies;
coordination of general information including contact with local industry;
* input to curriculum regarding the world of work;
¢ counselling for individual young people/parents;
* fostering education/industry links; and
¢ liaison with career advisers in other schools and educational institutions.

Students gain knowledge and understanding about the world of work and
their personal attributes through a variety of learnings and experiences.
While some students have little difficulty in relating this knowledge and
awareness to their personal career planning, many others require the catalyst
of a special program/strategy introduced by the career adviser to facilitate the
process.

At the individual level, career advisers must also be able to identify and
respond to any specific career planning needs related to a student’s
socioeconomic background, cultural orientation, geographic situation, gender
or disability.

Career advisers must be properly skilled through both pre-service and in-

159




service training programs. The range of skills and knowledge needed to
perform their task effectively is broad and certainly not limited to simply
understanding the career options available in industry.

NBEET sums up the skills and knowledge needed in such positions as follows:

A sample but not exhaustive list of skills and knowledge would include
interviewing, counselling and referral skills; some understanding of the
interconnectedness of ability, aptitude, achievement and interest;
knowledge of course prerequisites and selection procedures; knowledge of
labour markets and labour market programs; knowledge of the education
and employment needs of special groups; skills in team work and liaison
(both in and outside school); information retrieval skills; organisational
skills of a high order; skills in curriculum development; program design,
implementation and evaluation skills; some understanding of work
practice issues; and understanding of and experience in schools.

The diverse nature of skills and knowledge, would require a complex program
of education and training provision contributed to by a number of sources,
including system and school authorities, HEI’s, employers, DEET and
unions, and taken in a range of settings.

The Committee recognises the importance of having dedicated career advisers
and endorses NBEET’S recommendation ‘that every school with a large
secondary age enrolment have a full-time career adviser (coordinator) to
manage and coordinate the provision of career education in the school’,

For smaller schools in regional areas a career adviser/coordinator should be
provided to service a cluster of schools,

The Committee recommends that:

Governments act on NBEET’s recommendation that every school with a large
secondary enrolment, and appropriate clusters of smaller schools, have a full-
time careers adviser.

Indusiry

Employers ultimately benefit from the provision of good career education
when they hire employees who are familiar with their requirements, with the
world of work in general and hopefully are committed to the career they have
chosen. Substantial industry support is already provided through a wide
variety of mechanisms including:

* provision of current job information and labour market projections;

* work experience programs, career information seminars, open days ete.;

* input to curriculum;

* education of teachers/career advisers through pre-service and in-service
training;

* structured learning for students during part-time work;

* counselling to students/parents;

* provision of specific career information through brochures/videos etc.;

* input through school committees; and

* general education/industry links.

Industry has a particular responsibility for the provision of workplace
experience for both teachers and students.
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As noted above, industry associations have been critical of the perceived lack of
experience of teachers in general, and careers advisers in particular, outside
of the teaching profession. There are several programs of Teacher Release to
Industry designed to deal with this issue. These programs have had varying
degrees of success, but are often constrained by restrictions on resources for
replacement teachers and on placements in industry.

One relatively new program that has received strong industry support is the
‘Teacher In Industry’ program in NSW. The program forges links between
industry and teachers by allowing teachers to spend time working in industry.
Teachers gain first hand knowledge of the way a business operates, and
business gains a better appreciation of the role of teachers, the needs of
students and the way schools function. The program is relatively new, but the
support to date by industry has been extremely positive with about ninety
teachers taking part by the end of 1991.

The program is strongly supported by the Rotary Club, and it appears that an
opportunity exists to extend the program nationally. The Committee believes
that a program of this sort is vitally important, both in forging links between
industry and schools, but as a real training experience for teachers. To realise
the full benefit of such industrial experience teachers should also have access
to appropriate in-gservice follow-up programs.

Industry role in providing work experience opportunities for students is
probably better established than its role in respect of teachers, With increasing
school retention and an increasing emphasis on the ‘relevance’ of school to
the world of work, there has been a substantial increase in the demand for
work experience places. During consultations it becomes evident that there is
a degree of frustration among both business and educators; business because
of the proliferation of requests from different institutions and agencies,
educators because of the difficulties involved in receiving suitable placements
in an increasingly ‘competitive’ situation.

As noted in Chapter 6, a strong message from business representatives was
that the substantial willingness of employers to provide work experience
opportunities could be better utilised if procedures and lines of communication
could be nationalised and coordinated.

In the Committee’s view this needs to occur both at the local level, through
consultation between employers and representatives of local education
institutions, and at the national level through some nationalisation of career
education structures to facilitate more effective industry involvement in
national policy setting.

The Committee believes that experience in industry for both students and
teachers makes a fundamental contribution to the development of an effective
and motivated work force, This ultimately benefits industry as a whole. There
are of course significant immediate costs to employers in providing these
opportunities. The Commonwealth should consider allowing employer
expenditure on industrial experience programs for students and teachers as
valid expenditure for the purposes of the Training Guarantee legislation.

The Commiitee recommends that:

The Commonwealth Government should allow employer expenditure on
industrial experience programs for students and teachers as valid
expenditure for the purposes of the Training Guarantee legislation.
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Parents/Students

Parents can have enormous influence over the career directions their
children will ultimately pursue. Parents’ attitudes to work and study, the
examples they set, the encouragement and the information they provide, all
have a direct bearing on student outcomes,

Parents, therefore, have an important role to play in helping their children
make informed career choices. This implies a responsibility to ensure the
information they base their advice on is up-to-date and accurately reflects
future opportunities and is not drawn solely from the experience they gained
when first entering the work force.

Schools,teachers and career advisers should welcome those parents who show
interest and encourage others less inclined to become involved. This can be
achieved by involving parents in the school, inviting them to careers nights,
involving them in counselling sessions with their children and so on.
Provision of access to information through schools and public libraries will
also encourage parental involvement.

Young people themselves must also realise that they have a responsibility for
their own future and should pursue all avenues of career education with
vigour—be that finding information, making contact with employers,
educational institutions or in seeking out counsel. The process of careers
education must ,in part, be almost instilling that sense of responsibility and
providing young people with an understanding of the sources of information
and assistance available to them.

87 Careers Education Coordination

The Committee has reached the conclusion that there is a need to raise the
profile of career education, provide national consistency, involve industry to a
greater degree and ensure a more efficient use of resources across system and
across the country.

In addition there is a need for a more active and coordinated approach to the
promotion and provision of work and industrial experience placements for
students and teachers, and for a process to monitor the effectiveness of careers
education services.

The Committee was concerned that these needs may not be met through
current approaches, despite the recent enhancements to career education
system and moves toward improved coordination. In particular, the
Committee took note of the strong views from business that there is a need for
a simplified process to capitalise on the willingness of industry to increase its
input and involvement. Such a simplified process was characterised as a
single ‘funnel’ through which increased industry efforts could be directed.

One option could be the establishment of a high profile national body, jointly
funded by and representative of relevant education authorities and industry,
with a charter to:

* encourage the involvement of industry in careers education;

* develop and promote work and industrial experience opportunities for
students and teachers;

* monitor and report on the effectiveness and relevance of careers
education; and

* provide advice on strategies in relation to careers education for
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governments, education and training systems, and industry.

Any such option would need more detailed development and consideration
before it could be recommended unequivocally. There may be other ways in
which to achieve the same essential policy objectives.

The Committee recommends that:

AEC and MOVEET should establish a working group with the NIEF to develop

strategies to:

¢ raise the profile of careers education;

+ achieve better coordination in the operation of the careers education
system; and

* regpond positively to the call from business for a simplified and improved
mechanism for involvement in careers education.

The working group should be established as soon as possible and should take
into account:

* the report of the AEC Working Party on Careers Education,

¢ the VEETAC review of TAFE information, advisory and counselling
services,

¢ the results of the current PNS study on school-industry links.

The working group should examine a range of options, including the possible

formation of a hew national agency along the lines ouilined in this report. It

should report to AEC, MOVEET and the NIEF no later than May 1992 to allow

for decisions to be taken and implemented by January 1993.
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Chapter 9
Resource Implications

9.1 Introduction

The terms of reference require the Committee to assess the likely resource and
funding implications of existing trends in, and further strategies for, post-
compulsory education and training. This Chapter addresses three aspects of
these issues:

* aggregate resource implications relating to the provision of education and
training both for current trends and the targets proposed by the
Committee;

¢ options for restructuring the approach to resourcing of post-compulsory
education and training; and

* funding implications of other specific recommendations in this report.

92  Resource Implications of Education and Training Provision

In order to assess the resource implications of current trends and the
Committee’s proposals for post-compulsory education and training, it was
necessary to complete two tasks:

* develop a set of scenarios each of which provides an internally consistent
projection of the education and training activities of young people; and

* develop a consistent approach to the costing of educational participation
across sectors.

Both of these tasks were complicated by the different approaches to
measurement and definition across sectors, across States and in some cases,
within gectors. To help deal with these difficulties, the Committee established
a working group of officials from the Commonwealth, New South Wales,
Victoria and Tasmania. The working group in turn sought advice from all
States. In addition, Dr Gerald Burke of Monash University was contracted to
provide expert assistance, especially in relation to the methodology for costing
across sectors. The Committee gratefully acknowledges the input provided
from these various sources.

93 Scenarios

The Committee examined a range of different scenarios for post-compulsory
education and training over the period 1991 to 2001. The most important of
these for developing an appreciation of the resource implications of current
trends and the Committee’s proposed targets are:

1. Base scenario: demographic change only;

2. Trend scenario: estimate of possible trend growth in participation across
all sectors; and

3. Target scenario: assuming achievement of the proposed targets.

In each case, the baseline data for the scenarios were drawn from the ABS
Transition from Education to Work Survey with the exception of the figures for
higher education which were supplied by the Department of Employment,
Education and Training. The shortcoming of the ABS data is thatitis a
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‘snapshot’ taken in May each year and therefore does not capture full year
enrolment figures, especially in TAFE where students enrol continuously
throughout the year. To overcome this problem, the propoertional change in
participation over time was applied to current cost data to generate the
estimates of resource implications.

The baseline scenario assumes that the educational participation rates of all
groups will remain constant at projected 1991 levels, so the only change from
current numbers is generated by demographic change. The baseline scenario
for 1991 and 2001 is shown in Table 9.1 . The most notable feature is the close
similarity between the two years. After a dip in the youth population during
the 1990s, b y 2001 the numbers in the 15-19-year-old cohort will have returned
to their 1991 levels,

The ‘trend’ scenario assumes that:
¢ school retention rates to Year 12 increase to 75 per cent;

* as retention rates rise the transfer rate from Year 12 to higher education
decreases slightly, from 40 per cent to 38 per cent; and

¢ age participation rates in TAFE and other training increase by about 1 per
cent per annum.

Table 9.2 shows the trend scenario for 1991 and 2001. It involves an increase of
about 11 per cent in the numbers of 15 to 19-year-olds participating in
education and training. The total participation rate for the age group rises
from 69 per cent in 1991 to 76 per cent in 2001. Relative to the baseline scenario
there would be an additional 98 000 teenagers involved in education and
training in 2001.

The target scenario was developed to be consistent with the Committee’s
proposed targets for a completion/participation rate of 95 per cent of 19-year-
olds by 2001 and for at least a Level 2 qualification for almost all young people
by age 20. '

The target in relation to Level 2 qualifications implies that almost all young
people will take some form of significant post-school education or training by
the age of 19. The target scenario therefore assumes that:

* refention rates in school to Year 12 will increase to 80 per cent;

* roughly 30 per cent of each year cohort go direct from school to higher
education (and a further proportion enter in later years);

* by 2001, 50 per cent of each year cohort take some form of post-school
training in TAFE or private colleges by age 19; and

* in 2001, all but 5 per cent of young people at age 19 will have reached at
least Year 12 or will have taken some post-school training

- that is, achievement of the target of a completion/participation rate of
95 per cent.

Figure 9.1 provides a simplified illustration of the student flows assumed in
the target scenario,The pattern of post-school participation in the different
gectors could vary from that assumed in the target scenario and still satisfy
the Committee’s overall targets. The patterns will almost certainly vary from
State to State. The Committee is not proposing that the detailed elements of the
target scenario should be adopted as specific targets in themselves, but it notes
their importance for sectoral planning,
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Table 9.1 'Base-Line Scenario’ Demographic Change Only 15-19 Year Olds

1991 2001 % Change
No. (000's) No. (000's) 1991 - 20601
School 635 640 0.8
TAFE 150 152 1.4
Higher Education 135 136 0.7
Other Tertiary 26 26 0.0
Total Students 945 954 0.9
Total 15-19 Year Olds 1367 1379 0.5
Table 9.2 'Trend Scenario®, 15-19 Year Oids
1991 2001 % Change
No. (000's) No. (000's) 1991 - 2001
School 635 699 10.1
TAFE 150 166 10.7
Higher Education 135 158 17.0
Other Tertiary 26 29 11.5
Total Students 946 1052 11.2
Total 15-19 Year Olds 1367 1379 0.9
Table 9.3 *Target Scenario’ 15-19 Year Olds
1991 2001 % Change
No. (030's) No. (006's) 1991 - 2001
School 635 726 14.3
TAFE 150 232 54.7
Higher Education 135 160 18.5
Other Tertiary 26 40 53.8
Total Students 946 1158 22.4
Totat 15-19 Year Olds 1367 1379 0.9
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The Committee recommends that:

Governments should commission a review of the sectoral impact of policies for
participation in post-compulsory education and training with a view to
ensuring balanced growth in the provision of places for schools, TAFE and
higher education.

Table 9.3 shows the target scenario for 1991 and 2001 for 15 to 19-year-olds. Key
features are:

* an overall increase of a little over one-fifth in the total number of students;

* more than a 50 per cent increase in the number of young people in TAFE;
and

¢ an overall increase in the participation rate from under 70 per cent to 84
per cent.

Table 9.4 compares the pattern of participation and attainment of 19-year-olds
under the target scenario in 2001, with the pattern recorded in the 1990 ABS
Transition survey. Key features are:

* doubling of the participation rate of 19-year-olds in TAFE from 14.9 per
cent to 30.5 per cent and more than a doubling of their participation rate in
other training (2.3 per cent to 6.8 per cent);

* anincrease in the participation rate in higher education from 23.0 per
cent to 27.2 per cent; and

* afall in the proportion not participating in education and without post-
school qualifications from 18 per cent to 10 per cent for those who
completed Year 12 and from 27 per cent to 5 per cent for those who did not
complete Year 12. '

For costing purposes it is also necessary to make some assumptions about the

split between government and non-government schools, between TAFE and

other training providers, and between full and part-time attendance. For the
trend and target scenarios it has simply been assumed that enrolment shares

between government and non-government schools are maintained in the 1990

ratio.

In addition variations have been calculated showing:

¢ government schools and non-government schools share the additional
students 85 per cent to 15 per cent; and

* 3all additional students enter government schools.

In each scenario the split between TAFE and other training providers was
maintained in the 1990 proportion for each age. In relation to full and part-
time attendance, all school students were treated as full-time, and the 1990
proportions for each age were maintained in TAFE and higher education.

Each scenario for the 15-19-year-old group was also expanded to form a
coherent scenario covering all education and training participants. This
enabled the Committee to estimate total resource implications as well as those
associated directly with the teenage cohort.

Table 9.5 and Figure 9.2 provide further details of each scenario for the 15-19-
year-old group. '
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94  Method of Estimating Government Recurrent Qutlays

Estimates of government recurrent expenditures have been prepared for the
alternative scenarios of participation in education by 15-19-year-olds as
discussed above, and for the total of student numbers in each education sector.

Two sets of estimates of expenditure in schools, TAFE and higher education
have been prepared; one on the assumption of constant real wages and, the
other on the assumption that real wages rise by 1 per cent per annum, The
estimates are shown in detail in Tables 9.6 and 9.7 and in summary in Table
9.8.

Schools

The estimates for outlays on schools assume the maintenance of real cutlays
per student in primary and secondary education. For government schools the
estimates are based on data from the finance statistics prepared by the
Australian Education Council for 1989-90 . For non-government schocls the
estimates are based on data on per capita grants received by non-government
schools as compiled by DEET.

For government schools the expenditure estimates for 15-19-year-olds are
based on the recent age-grade distribution. For Australia as a whole, school
enrolments of those aged 15 correspond closely with total Year 10 enrolments
and enrolments of those aged 16 plus are close to the total in Years 11 and 12.
It is assumed that expenditure on Years 11 and 12 is approximately 20 per
cent more than the average for junior secondary years. The estimates for
senior secondary costs is based on analysis of class sizes across Australia.
The actual cost of upper secondary education varies among States. However
for Australia, because of the pattern of demographic change the assumption
about the relative cost of senior secondary schooling has little effect on the
ageregate of school expenditure in the 1990s.

On the assumption of an increase in the final year retention rate to 80 per
cent, senior secondary enrolments will remain at about 30 per cent of total
secondary enrolments, rising to 31 per cent towards the end of the decade.

All school enrolments are assumed to be full-time.
TAFE

Estimates for TAFE assume constant real outlay per student hour and per
student. Expenditure estimates for TAFE are based on an analysis of 1989
TAFE student data and expenditure data derived from Selected TAFE
Statistics (DEET, 1989). Teenagers comprised about 27 per cent of all students,
but 55 per cent of full-time students. Whereas about 9 per cent of all TAFE
students were classified as full-time, about 19 per cent of teenagers in TAFE
were full-time. There is also some evidence that 15-19-year-olds enrol in
courses that involve above average costs.

It is estimated that expenditure on a teenage student is between 35 and 40 per
cent more than the average for all TAFE students. The estimate for 15-19-
year-olds therefore uses a 40 per cent loading on average costs.

Higher Education
Estimates for higher education are based on DEET’s calculation of funding
per unit of student load for 15 to 19-year-olds and for total persons. It is

assumed that the small amount of State/Territory funded load is financed at
the same rate. The expenditure by gover%néents on higher education includes




Table 9.4 Educational Participation and Attainment of 19 Year Olds, 1990 and Target Scenario

1990 Target 2001
No. (000's) % No. (000's) %

Participating

School 7.4 2.5 12.7 4.6

TAFE 4.9 14.9 84.3 30.5

Higher Education 69.2 23.0 75.3 27.2

Other Training 1.0 2.3 18.7 6.8
Attained

TAFE 34.9 11.6 41.7 15.1

Other Training 1.9 0.6 2.2 0.8
Not participating and Without
Post School Attainment

With Y12 54.2 18.0 27.6 10.0

Without Y12 81.7 27.1 13.9 5.0
Population 301.1 100.0 276.4 100.0

+

% of 19 year olds having attained year 12, & vocational qualification, or stiil
participating:
1990 (%) 2001 (%)

72.9 95.0

% of 19 year olds in school or with Post School participation, or

attainment:
1990 (%) 2001 (%)

54.9 85.0
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Scenarios for Education and Training Participation at 2001 - (15-19) Year Olds
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Table 9.6 Student Numbers and Government Recurrent Outlays on Education

1991 and 2001 Trend and Target Projections
December 1990 Price Levels

Students Government Expenditure
('000) M

15-19 Totat 15-19 Total
Government Schools 1991 432 2193 2227 3635
Trend 2001 476 - 2443 2416 9562
Target 2001 494 2461 2512 2658
Non-Government Schools 1991 203 858 526 1728
Trend 2001 223 954 578 1916
Target 2001 232 963 601 1939
TAFE* 1991 150 480 563 1600
Trend 2001 166 578 655 1952
Target 2001 232 645 895 2192
Higher Education 1991 135 473 1un 3454
Trend 2001 158 552 1372 4046
Target 2001 160 558 1385 4083

Other Tertiary 1991 26 151 0 0

Trend 2001 29 166 G 0

Target 2001 40 178 0 0
TOTAL 1991 947 4152 4488 15417
Trend ' 2001 1051 4694 5021 17476
Target 2001 1158 4804 5393 17872

Eligible
16+ full-time Total

AUSTUDY 1991 576 779 663 1023
Trend 2001 670 918 771 1205
Target 2001 716 964 824 1265

Note: * TAFE student statistics estimated on basis of May survey by ABS (6227.0).
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Table 9.7 Alternative Estimates of Government Recurrent Outlays on Education

1991 and 2001 Trend and Target Projections
Effects of Real Wage Increase, % to GDP, Payroll and Superannuation Adjustments
December 1990 Price Levels, $ million

Government Government Total +
Expenditure Expenditure super-
constant real wage 1% per annum annuation
rise in real wage -payroll
tax*
15-19 Total 15-19 Total
Government Schools 1991 2227 8635. 2227 8635 9498
Trend 2001 2416 9562 2618 10362 11399
Target 2001 2512 9658 2722 10466 11513
Non-Government Schools 1991 526 1728 526 1728 1728
Trend 2001 578 1916 626 2076 2093
Target 2001 601 1939 651 2101 2118
TAFE* 1991 563 1600 563 1600 1682
Trend 2001 655 1952 710 2116 2225
Target 2001 895 2192 970 2375 2496
Higher Education 1991 1171 3454 1171 3454 3302
Trend 2001 1372 4046 1487 4384 4191
Target 2001 1385 4083 1501 4424 4230
SUB-TOTAL 1991 4488 15417 4488 15417 16210
Trend 2001 5021 17476 5441 18938 19906
Target 2001 5393 17872 5844 19367 20357
AUSTUDY 1991 663 1023 663 1023 1023
Trend 2000 TN 1205 771 1205 1205
Target 2001 824 1265 824 1265 1265
% of GDP % of GDP
TOTAL 1991 5151 16440 4.2 5151 16440 17233 4.4
Trend 2001 5792 18681 3.5 6212 20143 21111 4.0
Target 2001 6217 19137 3.6 6668 20632 21622 4.1
% INCREASE in TOTAL 1991 to 2001 -
Trend 12.5 13.6 20.6 22.5 22.5
Target 26.7 16.4 29.5 25.5 25.5

Note: * To increase comparability among sectors payroll tax has been removed from those sectors where it had
been included, and estimated employer contributions to superannuation included in the totals.
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Table 9.8 Government Recurrent Qutlays on Education - All Students

1991 $M) 2001 (3MVD

Trend Target
Government Schools 8635 9562 9658
Non Government Schools 1728 1916 1939
TAFE 1600 1952 2192
Higher Education 3454 4046 4083
AUSTUDY 1023 1205 1265
Total 16440 18681 19137
Assumes;

. Real Wages Constant
- 1990 enrolment shares between government and non-government

schools




funds raised by the Higher Education Contribution Scheme. The
Commonwealth’s outlay in higher education is partly off-set by the amount of
HECS revenue raiged each year. In 1990-91, HECS will have raised
approximately $125 million which represents about 3.4 per cent of the $3.7
billion the Government will make available to higher education institutions.
By the year 2000 it is estimated that HECS revenue will increase to more than
$600 million annually, representing a significantly higher percentage of the
Commonwealth’s outlay.

Student Assistance

Estimates of total outlay on student assistance are based on the assumption of
constant real outlay per full-time student aged 16 and over, in schools, TAFE,
higher education and ‘other education’ (mainly business colleges). Estimates
of the number of full-time students are based on current proportions of full
and part-time students for schools, TAFE, higher and other education.
Estimates for 15 to 19-year-olds and the total estimates assume maintenance of
the average rate of funding by age as estimated by DEET in 1990.

No allowance is made for potential offsetting savings from reduced
expenditure on unemployment benefits.

Cross Sector Comparisons

The expenditure data compiled in the normal data collection for the separate
sectors is not strictly comparable. In addition the very large majority of TAFE
students are part-time, some taking very short courses. It is not easy therefore
to draw conclusions about cost per full-time student from the aggregate data
on students and expenditure.

Two adjustments have been made to increase comparability of the total
expenditure among the sectors. Payroll tax is not paid by non-government
schools and is excluded from the Australian Education Council Collection for
Government Schools. It is also excluded by the ABS from its government
finance statistics. Hence an adjustment has been made in Table 9.7 to exclude
it from other sectors. Employer contributions to superannuation are also
excluded from the AEC collection. Increasingly, employer contributions to
superannuation are being included in departmental costs. They are included
in higher education and non-government estimates. An approximate estimate
of its cost is included for relevant sectors in Table 9.6.

Commonwealth State and Private Shares

Recent Commonwealth and State/Territory shares of outlay are shown in
Table 9.9. It is not clear what the trend in shares will be in the next decade
between levels of government and between public and private sources. In
relation to TAFE the Deveson Committee recommended a growth in private
finance for TAFE through entrepreneurial activity. It also recommended an
expansion of government funds of 5 per cent per annum. In relation to schools
the Commonwealth has committed itself to maintaining real per capita
grants to government schools and to increase them for low resource non-
government schools. At the state level, New South Wales for example, is
increasing grants to non-government schools, but this is not so for all other
States. Unless otherwise specified, the estimates in this chapter use the
current shares as set out in Table 9.9, :
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Table 9.9 State/Commonwealth shares of Recurrent Qutlays 1990

Government Qutlays

Commonwealth (%) States & Territories (%)

Government Schools 9 91
Non Government Schools 65 35
TAFE 9 91
Higher Education 95 5
AUSTUDY ‘ 100 0

Average 39 61




9.5 The Expenditure Estimates

Total recurrent outlays by governments are estimated for the target projection
to increase by 16 per cent or 1.6 per cent per annum in the period 1991 to 2001
on the assumption of constant real wages. The increase is estimated to be 26
per cent or 2.3 per cent per annum if real wages increase by 1 per cent per
annum. This represents increases of $2.7 billion to $4.2 billion on 1991.
However, the increases are not large compared with estimated expenditure
associated with the trend projection. In 2001 the target projection is only about
2.5 per cent or to $450 to $500 million more than the trend projection.

The total outlays can be compared with GDP. The GDP is projected to grow
faster than the highest of the projections in educational outlays. It grew in
real terms by nearly 40 per cent in the 1980s and is assumed to grow 37 per
cent to 2001 in the estimates in Table 9.7. On the assumption of constant real
wages the percentage of GDP is projected fo fall from 4.2 per cent to 3.6 per
cent. The fall is about half as much if real wages increase.

The age structure of the Australian population is the main reason that the
projected changes in participation in this report do not have a bigger impact
on expenditure in the 1990s. While total school enrolments are growing, the
rate of increase is less than for the work force and is mainly in the primary
grades. The 15-19-year-olds population declines slightly to 1995, recovering to
its 1991 level in 2000,

Expenditure on 15—19-year-olds for the target projection is estimated to rise 21
to 29 per cent, a larger increase than in total outlays. The increase is
estimated at between $1.1 and $1.5 billion. About one-third of the increase in
expenditure on 15 to 19-year-olds is in schools, about one-fifth in higher
education, one-third in TAFE, and 15 per cent in AUSTUDY. Proportionately,
the increase is greatest in TAFE, at over 60 per cent for the decade. Total
TAFE outlays on persons of all ages are projected to grow by 37 to 48 per cent,
cmk]lapared to 18 to 28 per cent for higher education and 12 to 21 per cent for
schools.

AUSTUDY is under review in 1991. Outlays on AUSTUDY are estimated to
grow by about 25 per cent, on the assumption that expenditures increase in
line with the number of full-time students aged 16 and over. Some other areas
of student assistance such as ABSTUDY and AIC are not included in the
tables.

Alternative Estimates for Outlays on Schools

The total increase in enrolments by 15-19-year-olds in non-government schools
is projected as 29 000 in the Target projection. If all these students attended
government schools (in Years 11 and 12) outlay on government schools would
be increased by $155 million and grants to non-government schools (at the
recent rate per secondary student) reduced about $75 million, a net increase in
outlays of $80 million or about 0.7 per cent of total government recurrent outlay
on government and non-government schools in 2001. If 85 per cent of the
inerease in non-government enrolments of those aged 15-19 were
accommodated in government schools the outlay on government would be $132
million higher and outlay on non-government schools about $64 million lower,
a Illlet ilncrease of $68 million, or about 0.6 per cent of total recurrent outlays on
schools.
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9.6 Capital Resources

An expansion of student numbers to the recommended participation targets
will have major capital implications. The extent to which sensible estimates of
those implications can be made depends on a number of factors, in particular:

* the amount of spare capacity in existing capital stock, within current
delivery practices; and

¢ the potential to create additional capacity by more intensive utilisation of
existing stock.

‘Worst Case’ Scenario

If it is assumed that there will be no spare capacity or potential to create
additional capacity, the capital implications of the recommended targets will
be the product of the additional numbers of students multiplied by the assessed
costs of housing each additional student.

In secondary schools the assessed costs will be a mix of the costs of putting
students into completely new schools and into new classrooms at existing
schools. On the basis of school building costs in New South Wales and Victoria
these costs would be in the order of $13 000 per student in new schools and

$4 400 per student in new classrooms in existing schools.

In TAFE and in higher education the assessed costs are likely to be the
average cost of putting students into new facilities at existing institutions,
although some completely new institutions may also be necessary. For TAFE
new teaching buildings in the fields of study which are projected to absorb any
expansion in participation over the next decade cost around $20 000 per full-
time student place; for higher education a slightly lower estimate of $17 000
per full-time student place has been applied.

The additional funding would be required at the latest over the five years 1996
to 2000 to provide for the expansion target in 2001 since a targeted expansion of
19-year-old participation by 2001 would start with an increase in Year 10 to
Year 11 school retention in 1998. Spending on capital facilities for 1998
expansion would need to start in 1996. In practice it is more likely that the
expenditure would be required to start ramping up somewhat before this.

‘Best Guess’ Scenario

At the other extreme from this worst case scenario, it could be assumed that
all additional students will be housed in existing facilities with no capital
implications apart from the normal ‘existing policy’ funding. In reality the
capital implications will be between these extremes. There will be spare
capacity in schools in inner metropolitan and country areas. Providing the
necessary recurrent funding is available, there will also be potential to
increase the intensity of utilisation of facilities in TAFE and higher education,
for example by expanding weekly timetables and the teaching year.

Table 9.10 illustrates the capital costs if it is assumed that the school sector is
able at accommodate one half of the expansion in spare capacity, with the
balance split between additions to existing schools and new schools, and both
the TAFE and higher education sectors are able to absorb half the expansion
in existing capacity. These assumptions would of course need to be tested in
practice.




9.7 Resourcing Options

The magnitude of the resource implications of the proposed targets and even
of current trends presents a major challenge to governments and the
community. The levels of educational participation to which the society now
aspires and which are suggested by the imperatives for a more highly skilled
work force cannot be achieved without substantial increases in resources. Put
bluntly, if the society and governments are not willing to meet these resource
implications, the types of strategies proposed by this Committee will need to be
entirely reconsidered and even current trends will need to be slowed or halted.

At the same time, it should be re-emphasised that, even for the target
scenario, recurrent government expenditure on education and training would
still fall as a proportion of GDP.,

The costs of education and training will be met from a combination of sources:

e individuals, directly through fees and charges and indirectly through
foregone wages in some instances;

¢ industry, through direct involvement in training and through
contributions in-kind to education and training institutions;

+ entrepreneurial activity by institutions, for example, the sale of education
overseas; and

* the public purse, through costs to government.

The extent of individual contributions to the total cost of education and
training will depend largely on the balance between public and private sector
provision, and on the extent of individual contributions to the cost of each type
of provision. '
In the schools sector, private schools will absorb some of the increased
participation, but the major proportion will flow into public schools, at least in
line with their current share of enrolments. There may, in fact, be a
disproportionate flow into the public schools given the higher retention which
already exists in the private sector (there is nearly full Year 12 retention
already in the non-Catholic, non-government schools) and the recent evidence
of a move back towards government schools. Non-government schools will
receive a guaranteed level of contribution from the Commonwealth
Government for at least the next eight years, but are also under an obligation
to maintain or increase their level of private contributions. It should also be
noted that there is a significant private contribution to the costs of public
schooling in the form of various charges and levies for specific activities. In
Year 12 it is not unusual for these charges and levies to amount to $300-$400.

In the higher education sector, the introduction of the Higher Education
Contributions Scheme (HECS) has established a stable basis for individual
contributions. As indicated above, HECS contributions will meet an
increasing proportion of the Commonwealth’s outlay in higher education. The
AVCC has advanced a proposal to allow institutions to enrol Australian
students on a fee paying basis in addition to the student load funded by the
Commonwealth. Any such change would be likely to increase the proportion
of systems costs met by private contributions, but only to a limited extent.
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Table 9.10 Cumulative Capital Cost 1991-2001 Trend and Target Scenarios

Trend Scenario Target Scenario
$ Billion $ Billion
Total 1991-2001 Total 1991-2001
School
- Government 1.1 1.2
- Non Government 0.5 0.5
- Sub-total 1.6 1.7
TAFE 0.6 0.9
Higher Education 0.6 0.6

Assumes constant enrolment shares and equal capital cost per student
between government and non-government schools.
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In the TAFE/training sector, private providers will continue to charge full
costs at market rates. The establishment of a more open training market will
lead to an expansion of privately funded training activity, but TAFE will
remain the dominant provider, especially for the younger age groups.

Within TAFE, the Commonwealth has lifted its prohibition on States and
Territories levying fees for preparatory or initial vocational courses. This has
opened the possibility of rationalising what the Deveson Committee called ‘the
hotch potch’ of present arrangements which involves a mixture of
administrative, general, student services and materials charges that in
combination can range from less than $50 to more than $1 000 and which vary
from State to State and even college to college. The Deveson Committee
estimate, that in aggregate, fees and charges contributed 4 per cent to TAFE
recurrent income in 1989-90 and fees for stream 1000 (recreational) courses
contributed a further 1 per cent.

The Deveson Committee noted a range of possible wider arrangements for fees
in TAFE and identified elements of an equity package which should be
considered alongside any extended fees regime. The Committee believes that
States and Territories will need to rationalise and extend their fee
arrangements for TAFE, ideally in a nationally consistent way, if the
increased participation targets proposed in this report are to be realised. In
line with its proposal for an Education and Training Guarantee for twelve
years, the Committee believes that fees should be rationalised such that all
education and training subject to the Guarantee should be free of tuition fees,
with a consistent approach to individual contributions applying thereafter.

As noted previously the Committee believes that industry has an obligation,
and is increasingly willing, to extend its contribution to the resources needed
for a more highly skilled work force. The proposed extension of entry-level
training arrangements, the implications of award restructuring, the training
guarantee legislation and the general development of a training culture will
all boost the significance of the workplace as a learning environment and the
contribution of industry to education and training. The development of
competency based approaches which can give formal recognition to
competences gained on-the-job or in industry skill centres will also encourage
the involvement of industry in training. In this context industry will play a
significant role in the provision of training opportunities.

The involvement of industry with institutional education and training
providers is also an important avenue for resource contribution. As industry
links with schools, TAFE and higher education are enhanced, the in-kind
contribution of industry to curriculum development, provision of equipment,
work experience for students, professional development for teachers, etc., will
become increasingly significant. In this context, industry’s contribution will .
be more to an enhancement of quality of education and training than to the
expansion of educational provision.

The potential resources to be obtained from entrepreneurial activity by
institutions are very limited in the schools sector, but more significant for
TAFE and higher education. These activities relate principally to fee for
service provision and design of education and training programs, sale of
education services to overseas students (more significant in higher education
but with potential for TAFE), and research, development and consultancy
services,

The Committee noted that, especially in TAFE, there are significant limits to
the extent to which additional places can be funded from revenue generated by
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commercial activity. Margins on commercial activity in the training market
are generally quite low, so a very substantial effort is required to generate
significant additional income. At the same time TAFE colleges are required to
meet their community service obligations as a first priority. The Committee
also noted that the original policy intention of boosting TAFE ‘s fee-for-service
role was not so much to generate additional income, but rather to strengthen
TAFE’s responsiveness to its clients.

A key element in the resources equation is the degree of efficiency with which
resources are applied. There is no doubt that some further efficiencies are
possible in all sectors. For example, in the schools sector there are
opportunities at local and regional level for rationalisation of sites and more
intensive use of facilities. At the system level there are possibilities for
enhanced efficiency from the use of new educational technology and from
increased national cooperation, especially in curriculum development.

In the TAFE sector, the Deveson Committee recommended examination of:

*  better sharing of training materials among States

- especially the excellent range of open learning materials now
produced;

* greater use of existing plant and equipment including the sharing of
facilities with industry;

* duplication between on-the-job and off-the-job training;
* class contact hours in some courses which seem to be excessive; and
* attrition rates in some courses which seem to be unacceptably high.

In higher education, institutions have been operating with a gradually
reducing rate of funding per student, although aggregate budgets have
increased substantially, and are pursuing further efficiencies through, for
example, rationalisation of courses and organisational structures and more
intensive use of facilities.

While the Committee believes that some further efficiencies are possible and
should be pursued, it does not believe that increased efficiency can be expected
to have a major impact on the total resource implications of significantly
increased education and training participation.

In summary, the contributions from individuals, industry, entrepreneurial
activity, and enhanced efficiency can all be expected to increase. However,
without major policy and structural change, the majority of the resources
needed for growth in education and training, especially at the immediate post-
compulsory level, will be drawn from the public purse.

The Committee was particularly concerned with two aspects of this resource
demand:

* the implications of increasing Year 12 retention in schools; and
* the implications of increasing participation in TAFE,

98 Resource Implications of Increasing School Retention

The aggregate recurrent and capital implications of increasing school
retention are addressed above. These costs will represent a significant impost
on State, Territory and Commonwealth governments and on the non-
government systermns, although the major influence on school costs overall is
the demographic shift in the school age population.
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Two particular issues are raised by increasing retention to Year 12;

* the additional expenditure needed to diversify the curriculum and offer
high quality vocational options; and

* the desirability of offering more adult learning environments such as
senior colleges.

State and Territory systems have been responding to this challenge in a
variety of ways through cooperative programs with TAFE, the establishment
of joint senior secondary/TAFE institutions, the rationalisation of schools into
clusters of junior schools feeding a common senior secondary campus and so
on, Some best practice examples of these initiatives are noted in Chapter 6.
These same solutions are not as readily available to the non-government
gector which therefore faces special challenges in responding to the demands
of increasing retention rates.

The Committee recognises that non-government schools confront major
resource problems in providing the breadth and quality of curriculum now
needed at senior secondary level and believes that there needs to be some
flexibility to draw non-government schools into district planning processes,
open up opportunities for cooperation between non-government schools and
TAFE, and allow some resource sharing across the government and non-
government sectors. The key objective must be to develop the most cost-effective
approach to the provision of expensive facilities across all sectors.

During the Committee’s consultations, the National Catholic Education
Commission argued strongly for the introduction of a national infrastructure
program to help fund the costs associated with increased retention. The
Committee believes that this proposal warrants consideration in the context of
a more detailed examination of the resource implications of increased
retention aimed at developing funding arrangements for both government and
non-government sectors which facilitate access to common facilities and
encourage sharing of resources. Prior to establishment of any resource
sharing arrangements it would be important for both government and non-
government schools to have taken equal degrees of rationalisation within their
own systems,

The Committee recommends that:

Governments give consideration to the need for a national schools
infrastructure program in the context of a more detailed analysis of the
resource implications of increased school retention.

9.9 Implications of Increased Participation

The Committee’s recommendations entail very significant growth in TAFE
participation for 17-19-year-olds in particular, Under current arrangements
the costs of this expansion would fall principally on the States and Territories
which fund approximately 90 per cent of TAFE recurrent costs. This impost
would come at the same time as continuing growth in the school sector.

Under current funding arrangements TAFE has become the ‘poor cousin’ of
the other sectors. All governments have supported guaranteed access to
schooling and so school funding has per force been the higher priority in
education expenditure for the States and Territories. The Commonwealth has
primary funding responsibility for higher education and has supported a
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major expansion of that sector,

While these two sectors continue to grow, expenditure on TAFE has actually
been reduced in the last two to three years contrary to logic, trends and
demand.

An important question for States and Territories to address in this context is
the extent to which it is more economical to utilise existing TAFE
infrastructure by developing and promoting TAFE-based or joint school-TAFE
programs at the post-compulsory level, as opposed to expanding school
facilities to deliver a broader curriculum.

Within TAFE funding arrangements there are some problems and anomalies
which also give rise to concern, for example: ) '

* there is no clear boundary between Commonwealth and State funding

" respongibilities; :

¢ different courses and programs are funded in different ways; and

* higher education courses in TAFE which are the direct equivalent of those
offered in universities are funded quite differently (and HECS does not
apply).

The Committee believes that the Commonwealth, State and Territory

governments need to reconsider the approach to TAFE funding in order to

remove anomalies, improve boundary arrangements between educational

sectors, and provide a mechanism which will ensure a more balanced

approach to setting funding priorities across the sectors.

As a follow up to the Special Premiers Conference (SPC) on
Commonwealth/State relations, a joint Commonwealth/ State committee has
been examining the balance of responsibilities in the area of TAFE, training
and labour market programs. At this stage the principal option canvassed by
that Committee involves resting responsibility for TAFE more completely with
States and Territories. Decisions on the best approach must take into account
the dynamic picture of significant potential growth in both schools and TAFE,
and must be made looking across all educational sectors to ensure that a
balanced approach to priorities will be achieved. In particular, the Committee
is concerned that unless there is a significant shift in the fiscal balance to the
States, placing primary funding responsibility for both schools and TAFE with
the States, may lead to a continuation of TAFE’s ‘poor cousin’ status relative to
the other educational sectors.

The Committee recommends that:

Ministers should consider a comprehensive range of options for TAFE
resourcing including the following options:
1) Full Commonwealth Funding Responsibility for TAFE Beyond the
Education and Training Guarantee
* The States and the Commonwealth would guarantee to provide a place in
school or TAFE for all young people for twelve years of education and
I » L]
- the Commonwealth would contribute to the cost of these places as per

existing arrangements.
¢ The Commonwealth would assume full funding responsibility beyond that
level.
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States would retain control of the priorities and management of their

TAFE systems

- operationally one option to achieve this would be for States to identify
the desired ‘profile’ for their TAFE system in the funding period
(annually or possibly triennially) in accordance with their own
priorities. The ‘profile’ could identify the number of students by stream
and any other characteristics considered essential to the ‘mission’ of
the TAFE system. The Commonwealth would agree to all or an
identified part of this profile as the ‘agreed profile’ against which
Commonwealth funding would be provided as a block grant. State
TAFE systems would be free to fund additional places and undertake
activity outside of the agreed profile provided that activity is funded
from sources other than the Commonwealth grant for TAFE.,

This option would allow for the equitable rationalisation of fees and

charges across States and sectors.

- for example education and training in schools and TAFE could be
provided free of tuition fees for the pexiod of the Guarantee, with a
eonsistent approach to individual contributions applying thereafter.
Capital funding for TAFE would be a matter for negotiation.

There would need to be a negotiated adjustment to the Financial
Assistance Grants to the States.

The Commonwealth would eontinue to provide income support to
students.

Funding arrangements for higher education would be unchanged.
Full State Funding Responsibility for TAFE Beyond the Education and
Training Guarantee

As per option 1, except that States and Territories would assume full
responsibility for funding of TAFE beyond the level of the guarantee.

States would require to a wider revenue base.

iii) Commonwealth Funding Responsibility for Higher Education

The Commonweszlth would assume full recurrent funding responsibility

for associate diploma and diploma courses {on the basis that they are

higher education)

- definition would be an issue, especially since course articulation
means that almost any course can be part of an associate diploma.

HECS would then apply for these courses.

There would be a minor adjustment to the Financial Assistance Grants to

the States.

Other arrangements would be unchanged.

Commonwealth Funding Responsibility for Structured Entry-level
Training

The Commonwealth would assume full recurrent funding responsibility
for all apprentices and trainees and any other students in an identified set

of contraciual training arrangements
~ definiion would be an issue

- avariation would be for the Commonwealth to fund additional places
above the current number of trainees in the identified arrangements.

Any adjustment to the W é\;mstance Grants would be a matter for




discussion and dependent on the nature of the change.
¢ Other arrangements would be unchanged.
The Committee believes that as part of any rationalisation of TAFE funding, it
would be desirable to move to funding on a student-load basis (whereby funds
relate to the number of equivalent full-time students) to introduce greater
funding equity and efficiency. This would require significant improvements to
statistical collections and management information systems in the TAFE
sector.

9.10 Funding Implications of Other Specific Recommendations in This
Report

In addition to the major recurrent and capital costs arising from the proposed

expansion of post-compulsory education and training, there are some

resource implications associated with other specific recommendations

contained in this Report. These implications will need to be assessed in detail
in the process of making decisions on the relevant recommendations.

Specifically, there will be substantial costs associated with:

s curriculum development, and the development of new assessment
instruments associated with the broadening of curricula and the ,
implementation of Key Competency profiles, This will principally relate to
schools and TAFE but will also have some impact in higher education.
Some of these costs will be associated with work already under way; and

* both initial teacher education and in-service professional development of
teachers and trainers.

There will be significant, but somewhat lesser costs associated with:

* new statistical collections as proposed in Chapter 3;

* extension of funding for the Students at Risk program; and

* the proposed pilot program of transition coordinators.

There may also be cost implications associated with:

* any seeding funds for the Credit Transfer Authority;

* the possible development of a new careers education body; and

* the possible introduction of a senior school infrastructure program.
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