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Abstract
This paper reviews a selection of the policy, auiim, operational and research
literature associated with the recognition of Vawadl Education and Training (VET)
within the Victorian senior secondary certificatesthe Victorian Certificate of
Education (VCE), and the Victorian Certificate opglied Learning (VCAL). The
central tenet of our paper is that VET in Victoriseghools serves multiple purposes
and in doing so it offers both risks and opportesit\While the achieved outcomes of
the Victorian VET programs achieve national rectignj the recognition of these
programs for broader educational certification basome diverse and complex. We
use statistical participation data to argue that iticorporation of VET into these
senior secondary certificates, appeals to studamds offers increased options and
pathways in the post-compulsory years of schoolidgange of assessment strategies
and procedures have been developed to assist ne¢bgnition of VET within these
senior secondary school certificates. In particulscored assessment and its
contribution to national tertiary entrance (ENTE&jores is at the centre of the
debates over recognition of VET within VCE. Alsothis mix for recognizing VET
within the senior secondary certificates are pnerapticeship programs, (included as
part of the VCE VET suite of programs), school-lbhsapprenticeships and
traineeships. The operational, procedural and resdaerature associated with the
complexities of the tandem usage of competencyebasel scored assessment are
reviewed as they apply in the Victorian context.s with the VCE, VET is also
incorporated into VCAL programs through the indys$pecific and work-related
skills streams. VET is mandatory within the intediate and senior levels of VCAL.
Our paper tries to identify and discuss the conmipéxin this area of VET provision.

I ntroduction

This paper examines some of the curriculum andsassent practices that allow for
VET programs in the state of Victoria, Australialie recognized and incorporated
into the senior secondary school certificates thhothe Victorian Certificate of
Education (VCE) and the Victorian Certificate of gplied Learning (VCAL). It
draws on a wide selection of policy, curriculumengional and research literature
and statistical data on participation associateith wspects of Vocational Education
and Training (VET) in Victorian secondary schooléfter setting out the various
curriculum frameworks, the paper reviews the sgat@nd processes for the tandem
usage of competency-based and scored assessmérgyaapply in the Victorian
context. The purpose of the paper is to open up#hencing act that is occurring at
the operational and policy levels between equity quality.



A brief historical context

A balancing act between equity and quality can tgpied to underpin secondary
education in Victoria. For some hundred and fifgars there has been a striving for,
greater equity between access to appropriate pregrand the recognition of

academic and the vocational outcomes and achieusmeith respect to status,

opportunity and pathways. Strategies for fulftgjithese aims though have oscillated
between divided and unified systems of seconddrgding.

Victorian secondary education was until some twa@ades ago a split system
comprising, high schools and technical schools.nitreteenth century Victoria the
early high schools offered a very liberal educatdmed at a smaller section of the
population, with the curriculum for the senior ygaatering specifically for university
entrance. In contrast secondary technical schwelge conceived as extensions to
primary schools, and were planned for ‘the childoérthe working classes as they
would ultimately have to support themselves by naamwork’ (Blake 1973: 437).
Such schools were not intended for the young pedgdtined for the professions but
for those going into trades.

Importantly, the early distinctions between highhams and technical schools
prevailed and established a divide across thederse@he rationale for the structural
divide was that the more academically orientatedestits went along to high schools
and had their chance of entry to university andrlghe professions, while technical
schools educated for the workforce in preparatamnehtry into manual trades. This
was made abundantly clear with high schools oftersix years of secondary
education whilst technical schools terminated aarYElL. While some attempts were
made to instigate a comparable educational pathtvawas almost impossible for

technical schools to provide a pathway for thewdsnts into university. This

sectoral, and class-based divide (Connell et a1 @&s to remain in place until the
disbandment of the Technical Division.

In 1986, the Victorian government set about rettdythe inequities of this divided
system by abolishing technical schools, collapsing differences between high
schools and technical schools and proclaiminggust form of secondary schooling.
The report commissioned by the Victorian state gawvent and brought down by
Jean Blackburn (1985) signaled the beginning ofaheé for sectorial rigidities and
also introduced the notion of pathways. Rushbmedhkistorical policy analysis
mirrors that of Connell when he explains this a®avergence between the economic
need to increase the development of a local skskebwith the imperatives of a long
held social justice agenda (Rushbrook 1997).

In addition, Rushbrook (1997:3) explains that theuistrial rhetoric at this time

emphasized the need for students to Hmothjob specific traininganda good general

education’. In 1988, as a result of much debatk @ a part of numerous reform
strategies, work begun on developing and implemgrttie new Victorian Certificate

of Education (VCE). This was implemented in 1921-® replace the then

cumbersome, and what was considered by many asubey academic, Higher

School Certificate (HSC) that marked the end ofrYlga(Polesel 2001).



In the early 1990s, youth unemployment rose abyupilhis was partly as a
consequence of substantial structural adjustmethefabour market but mainly an
effect of the economic recession. As stated inkiiney Report (2000), in the period
between 1978 and 1995, about half of the full tjotes for young men aged between
15 and 19 disappeared, while for young women savoethirds of the full time jobs
disappeared over the same period. Part time mb&dmen in this age bracket grew
by three times while for young men part time jobsvgby a factor of 2.5. Therefore
as a consequence of full time jobs disappearingoantt replaced by part time work,
young people were forced to stay on longer at dchdbis change in the structure of
the youth labour market coincided with researchatwour market participation which
showed that the more years that students compleftaditial schooling, and the
higher the levels of attainment achieved, greatisreased a student's chances of
staying employed once they entered the workforae/{@ 2005).

Following on from the economic downturn and struatwadjustments, federal and
state governments made a commitment to young pdbpbeighout Australia that
they should have access to twelve years of insttdlooling. Strategies and targets
were put in place by the federal government throtgports like those developed
under the chairmanship of Finn (AEC 1991) and Cehael (ESFC 1992), to
increase and support retention in education amgingag However those students who
were not considered academic needed realistic evatibr options if they were going
to have their needs meet and succeed within seppsdhools (Keating 1995; Kirby
2000).

Following the Blackburn report of the mid 1980s dhe Deveson report of the early
1990s, at state level, and the national stratagegated by the federal Department
of Employment, Education and Training (DEET) an@afcally arising from the
Finn and Carmichael reports, VET in schools wagiwaily instigated in Victoria in
1994 as the Dual Recognition Program. Three prograere initially trialed. These
were Electronics, Hospitality and Office Adminidiom (Polesel, Helme, Davies,
Teese, Nicholas and Vickers 2004). In Victorialedst, VET in schools was a
success from the start. This was greatly assisigdchanges to the national
recognition framework (Keating 1995). Dual recdgm became possible following
much research and debate on the assessment aiitatemh of competency and
later, the ability to provide a differentiating sedhat could be used in determining a
ranking for tertiary entrance.

Enrolments in the VET in schools programs grew kjyiand substantially. Polesel
et al (2004) explain that the number of Year 1Mdstis doing VET in Schools in
1994 was 324, and for Year 12 students the numberid87. Some three years later,
in 1997, enrolments had grown to 7052 and 260%ctsely.

The 1997 Review of the Victorian Certificate of Edtion (VCE) built on the ground
opened up by Blackburn, Deveson, Finn and Carmiclameé made extensive
recommendations ‘concerning the much needed enihmarteof the status of VET
programs within the VCE; and the exploration of wag which students may be
granted full recognition for their achievementsM&ET programs within the VCE’

(VCAA 2007:1). Yet to achieve the reforms requijr&ET programs had to be
comparable in all ways with the other traditioneh@emic subjects offered at VCE.
The then Board of Studies, and forerunner to thetdvian Curriculum and



Assessment Authority (VCAA), was well aware of theed to enhance the status of
VET and responded to these recommendations by eégfeng VET programs to
place them in the VCE Unit 1-4 format and struct(uaitization), and to identify
Unit 3 and 4 sequences (BOS 1999). From 1999 M@& VET Unit 3-4 programs
could be counted within the VCE for satisfactoryngbetion purposes. While this
recognition was a start, these studies howeveraireed un-scored.

The Board of Studies, aware of these shortcomingdigated a VCE VET study

score project. In 1999 guidelines and procedusesiériving study scores for VCE

VET Units 3-4 were developed and trialed in twogseams (BOS 1999). These were
the Certificate 11 in Hospitality (Operations) atite Certificate 11 in Business
(Office Administration). Both were based on thecemtly introduced national

‘Training Packages’. Training packages are defingdbmith and Keating (2003) as
consisting of a number of units of competency (cetapcy standards), and
instructions as to how they can be packaged to makéfications (p.147). Each of

the programs was piloted across six different séapnschools.

At the heart of the VCE VET initiative from thisrie onwards is a methodology for
dual assessment that both assesses competencywhacid synthesises evidence
gathered from a range of different tasks with aanexleading to a Year 12 study
score that can be used for comparison purposesbt@anouniversity entry, the
Equivalent National Tertiary Entrance Rank (ENTER)re.

By 2005, of the nearly half a million students di@w in a senior secondary
certificate across Australia, 37.4% were undertglsome form of VET in schools
(NCVER 2006). In Victoria, the number of studedtsng VET was approx 36,000
with 4,000 of these doing School-Based Apprentigesiand Traineeships, leaving
some 32,000 doing other forms of VET in schoolsgpams. On 2007 figures,
approximately three out of every ten Victoriansdh@® to 19 participates in VET, up
from less than one quarter (23%) in 1999 (OTTE 2007

Thetwo Senior Secondary Certificatesin Victoria

In 2008 there are two senior secondary certificateslable in Victoria. These are
the mainstream Victorian Certificate of EducationCg), and the more recently
developed Victorian Certificate of Applied LearnildCAL). VCAL was developed
following the Victorian Ministerial Review of Posbmpulsory Education chaired by
Peter Kirby and whose report and recommendations weblished in 2000. VCAL
was first trialed in 2002. In 2006, there were ro¥8,000 students enrolled in the
VCE of which around 49,000 were eligible to gra@yathile approx 12,000 students
were enrolled in VCAL (VCAA 2007).

The Victorian Certificate of Education (VCE)

The VCE usually runs across Years 11 and 12 ofrskng school. Each of the
subject areas offered is called ‘a study’. Withire tVCE there is a selection of
approximately 90 study areas and some 30 VCE VBirams are available. Each
study area is sub-divided into four units. A VC#®gram usually consists of approx
20 to 24 units taken over two years. Units 1 &@ generally considered to be Year
11 level and can be completed as single units graasof a sequence. Units 3 & 4



are more difficult and generally considered to lmpiiealent to Year 12 level.
Students undertaking Unit 3 in a study are usualiyected to do the corresponding
Unit 4 and therefore complete the Unit 3 & 4 seqaenThe VCAA (2007) explain
that the Unit 3 & 4 sequence in each VCE studythese graded assessments, either
two school based assessments and one external reataimj or one school based
assessment and two external examinations.

To successfully complete the Victorian Certificate Education (VCE), a student
must complete sixteen units, with a minimum of founit 3-4 sequences. It is
compulsory to do English as one of the study aapaseach student must complete at
least three units in English, and four units ifytiveant to get an Equivalent National
Tertiary Entrance Rank (ENTER) score. A studerddseto complete English and
three other Unit 3 & 4 sequences. As noted byMBAA (2007), students can now
successfully complete their VCE with 3 units of Esiy and up to 13 VET units.
These other units can even be drawn from diffetgpeés of VET programs, for
example, VCE VET, School-based apprenticeships €B#d any other nationally
recognized VET programs.

The Victorian Certificate of Applied Learning (VCAL

The VCAA (2007) estimates, that approximately 1B,08udents undertook the
Victorian Certificate of Applied Learning (VCAL) i2006. The VCAA literature
describes VCAL,as a hands-on option for students in Years 11 dddThe VCAL
offers practical work-related experience, as walllieeracy and numeracy skills and
the opportunity to build personal skills that anegortant for life and work’.

The VCAL was developed following recommendationslenan the the Kirby Report.
The report highlighted poor senior secondary out®nfor many students.
Governments that encouraged retention within semgndchools needed to have
appropriate programs to cover the diverse rangeedfds for all who attended.
Consequently, the VCAL was developed and accredite#002 when it was piloted
by 22 selected Victorian secondary schools and TA#dHtutes and organisations.
Three years later in 2005, 10,692 students weraledrinto VCAL programs in 380
secondary schools, TAFE Institutes and Adult Comiguricducation (ACE)
organizations across the state. In 2006, theree i@r461 enrolments in VCAL
programs and in 2007, this increased again to D3st@dents enrolled through 410
providers (VCAA 2007).

VCAL is often considered by school administratonsl @urriculum planners to take
approximately 1000 hours and many students compleir® just one year. The
VCAA website presents information that contrastsAVGvith VCE (VCAA 2007).
This is reminiscent of the historical academic aodational divide explained earlier,
when it is stated,

Unlike the VCE, which is widely used by studentsagsathway to university,
the VCAL focuses on 'hands on learning’. Studeriie do the VCAL are
more likely to be interested in going on to tragiat TAFE, doing an
apprenticeship, or getting a job after completireaiy12.

In terms of developing a VCAL program, there aranetous options and great
flexibility available to each student and the pdwmrs. VCAL students are able to



select from accredited VCE and VET modules andsuritough they need to be
arranged and justified as part of one of the fmmpgulsory strands. The strands are,
(i) Literacy and Numeracy Skills; (i) Work Relateskills; (iii) Industry Specific
Skills; (iv) Personal Development Skills (VCAA 2007 The VCAL can be
undertaken on three different levels. These amméation, Intermediate and Senior.
The four compulsory strands and three possiblddevake up a matrix type program
design. The four strands remain common across tlinee different levels.
Approximately half of the students undertake thegpam at the intermediate level
(VCAA 2007a).

To satisfy the minimum requirements for a VCAL derate at foundation level a
student needs to complete a minimum of 10 unitainiof study can be a designated
VCAL unit, a VCE unit, or approximately 100 hoursr fVET modules/units of
competence and/or Further Education (FE) modulEsch unit of study must be
justified against the purpose statement and assigoeone of the four VCAL
curriculum strands. The VCAA website provides addial information about the
minimum requirements for a student’s learning paogr Such a program must
include:
.- a minimum of two VCAL units; at least one liteyaunit; at least one

numeracy unit; at least one unit from the Indu8pgcific Skills strand.

(at the intermediate and Senior levels this musluge a unit of study

from a VET qualifications); at least one unit fratme Work Related

Skills strand; at least one unit from the Persddalelopment Skills

strand; and at least six credits at the level ovapof which one must be

literacy and one VCAL Personal Development Skifig.u

(VCAA 2007; VCAL Handbook)

VCAL units are assessed by the teacher at the bemoldor a Registered Training
Organisation (RTO). To be able to assess studkmtg VET units of competency,
the minimum qualifications needed by the assessgrthe TAA04 Certificate 1V in
Training and Assessment or its equivalent, and thwn competence in the units of
competency being assessed (VCAA Bulletin 2007; AQUEB7).

VET in thesenior Secondary certificates

Polesel et al (2004) state that ‘VET in schoolgr@bably the most substantial change
that has occurred in post-compulsory schoolingh@ past decade, (p.14). As of
October 2007, there were 52,611 enrolments in soongonent of VET as part of
VCE and VCAL (VCAA 2007a). These VET components ¢ake one of three
forms. They can either be VCE VET programs (inolgd approved pre-
apprenticeships), School-Based Apprenticeships Taatheeships (SBAs), all other
VET programs. Mechanisms are in place so thahete forms of VET can feed into
and be recognized within both of the two seniorosdary certificates (VCE and
VCAL). This allows for senior secondary schoold&nts to achieve dual recognition
and complete VET as part of the VCE and VCAL cexdies, gain the school
certificate and qualify for a VET qualification lite same time. In fact, VET units are
a mandatory component of the intermediate and séwel VCAL certificates. The
VCAA provide a general guide that VCAL students emdke Certificate 1 at
Foundation level, Certificate 1 and 11 at Intermé&zlievel and Certificate 11 and 111
at the senior level.



VCE VET programs:

A VCE VET program can provide credit in the VCE #iJnits 1 and 2 sequence or
Units 1 - 4 sequence. There are twenty four VCH \fitEograms generally listed as
available in Victoria though a few, very specifidditional enterprise-based,
qualifications increases to thirty. Fourteen ads thirty programs provide students
with scored assessment. The six most popular VEE @rograms are Hospitality,
Sports and Recreation, Information Technology, dnod and Construction,
Automotive and Business. Four of these offer stassessment, while the more
traditional trade areas of Building and Construttamd Automotive do not. Rather
these two areas maintain the binary, ‘competent’not yet competent’ designations
as practiced throughout their industry sector.

Pre-apprenticeship courses exist in some fields thede are run and recognized
within the suite of VCE VET programs. The VCAA dxin that a pre-apprenticeship
program is a nationally recognized qualificatioattinay provide a reduction in the
nominal duration of the apprenticeship training tcact in the same industry area.
These training programs prepare the student forydnto an apprenticeship by
equipping the student with foundation knowledge akills. Currently there are a
number of VCE VET programs that are endorsed asyppeenticeships. The VCE
VET programs in Automotive, Engineering Technolodgyrnishing, Building and
Construction, Printing and Graphic Arts, and Comityu8ervices are all endorsed as
pre-apprenticeships (and give dual recognitiorafeorresponding Certificate 11 Pre-
Apprenticeship qualification).

School-Based New Apprenticeships (SBAS)

A school-based new apprenticeship (SBA) is wherha student undertakes an
apprenticeship or traineeship on a part time basigng normal school hours. Any
school student doing an SBA must be 15 years oem®EST national guidelines
recommend the duration for an SBA to be 200 ddys,equivalent of five days a
week for 40 weeks; this includes both the employinaemd training components in
total. It is also suggested that OH&S trainingdset® occur early on in the training.
There are twelve SBAs supported and promoted dbntvg the VCAA but many
more are possible. Other possibilities exist saghenterprise-based apprenticeships
and traineeships through such industries as fast gond major retail stores where
many senior school students are employed part &ngeout of school hours. Some
cross recognition is also possible for SBAs baté WICE VET programs.

Other VET programs

Block credit recognition arrangements are also labld for any other units or
modules undertaken from other VET certificates. r MCAL this includes all
Certificate 1 and above programs. For VCE, stuslemiist be enrolled in VCE and
recognition can be made of any Certificate 11 amolva which are not part of the
suites of VCE VET or SBA programs. A formula ipéed to determine the credit
which is based on nominal hours of training congtleand the AQF level of the units
of competencies. For example, a student who islledrin VCE and who undertakes
220 hours of the Certificate 11 in Health Suppatvi&es is eligible for two units at
Unit 1-2. Likewise, a student who completes 23@rean a Certificate Il in E-
Business in units that are identifiable as bein§Q@F level 3 means that the student is
eligible for recognition for a Unit 3-4 sequence.



Scored Assessment in VCE VET programs

VET assessment in Australia has traditionally beempetency-based. Where
competency is defined as being the designated atdnaf what is considered the
acceptable and expected standard or ability instbkplace. Mostly, competency-
based assessment has consisted of a binary desigoaeither competent, or not yet
competent. However the binary designations disatdege any student who is
attempting to compete with others for a tertianykiag for entry to a university. In
contrast to competency-based assessment, univessity has traditionally been
based on rankings derived from scores obtainedugfitoscored assessment.
However, practitioners, researchers and policy ergitalike have advocated for,
raising the status of VET programs and genuineliegrating VET into the
mainstream, thereby making VET an equitable andaldé option for all students.
Subsequently, in an effort to enhance the statugEoF programs and make them
more equitable, more acceptable and appealing lbwoader cohort of secondary
school students, an approach needed to be devetbpedvould allow for scored
assessment within VET programs. Much effort haanbexpended on developing an
approach, that on the face of it reconciles anegirdtes these two seemingly
contradictory purposes and approaches to assessment

Consequently, an approach to assessment is bedaigthagt can ascertain competency
and yet differentiate, score and rank student aehients in the VCE for university
entrance via the ENTER score. This approach has dabbed by some working on
this issue as ‘developing competence and qualifQuality in this sense refers to
differentiation of and within performance (Griffi& Gillis 2001; Griffin, Gillis &
Calvitto 2004). Clearly, for equity reasons, idissirable that all Unit 3 -4 sequences
in the VCE be comparable. However for VET prograimns occurs in conjunction
with the process of ascertaining competency anautir the overlaying of a scoring
regime.

The VCAA publication, Support Advice for Assessors in VCE VET Programs
explains what the VCAA describe as the three phadethe scored assessment
process. They caution that this document needsetoead in conjunction with the
relevant training package or curriculum documerg, gurchasing guide, and the VCE
VET assessment guide for each program. The geitmalthough, is to group units
of competency together and develop a set of twthare different types of ‘rich
tasks’ that can be assessed using different buplbomntary forms of evidence. The
VCAA suggests that scored assessment be done tlsndpllowing three phase
process.

Phase 1: The Assessment Plan

This first phase is divided into four sub-stageBirst, the advice is to begin by
grouping the units of competence imditherthreeor four batches. The second step is
to consider the various components of each urgbofpetence, the title, the elements,
the performance criteria, the range statementstendvidence guide for the purposes
of identifying and considering what constitutes rayppiate, sufficient and valid
evidence for the assessment of the individual, taedgrouped, units of competency.
Third, selection is made from the four designatadkttypes. The task type
appropriate for producing and gathering the reguiegidence is assigned for the
batched units being assessed. The four task tgpmswork performance, work



project, work product and portfolio. These typewé been selected because they
were found to be the most utilized task types feseasing within VET programs.
Only a maximum of two of the tasks can be of thees&ype. The fourth sub-stage is
to develop and write up an assessment plan. Aquma is provided in each VCE
VET Assessment guide mirrors the VASS software diseceporting. Each task type
has five identified scoring criteria. The finahge in this first phase is to review the
links between the evidence for each unit of compeeand the scoring criteria for the
task type selected. All the units of competencyhea Unit 3-4 sequence must be
assigned to one of the tasks.

Phase 2: Design the assessment task

This phase is divided into three sub-stages. Trsei$ to design the task within the
design rules of the task types. Each task typeiteaswn set of design rules. The
assessment for work performance needs to include observation of the student’s
performance through clearly defined activities inwarkplace or appropriate
simulated workplace environment. Assessment isetadnductedin two different
contexts. Inconjunction with, and to compliment the observatitimereis also a need for
students to show understanding of underpinning kexge through their responses to
supporting oral and written questionghe VCAA suggests eleven design rules to be
considered for the design of the work performanetegory of tasks. For ‘work
performance’ tasks there are five scoring criteriiis through these criteria where
the differentiation of quality of performance is eieaand appropriate scores assigned.
Five levels of performance are distinguished. TBleering criteria for the work
performance task type are the application of undampg knowledge;
communication, language and interpersonal ski#shmiques and processes; work
organization and supervision and performance okuasks.

The work project task type caninvolve an investigation of work procedures and
operations; and/oa planning exercise; a problem solving exerciseana research
exercise. There are ten design rules for this task type fargdscoring criteria listed in the
VCAA checklist for this task type.The scoring criteria are application of underpagn
knowledge; expressing ideas and information; plagni organizing and
implementation; collecting and analysing ideas aridrmation; and coherence and
coveraggVCAA 2007, p.52)

The product task type comprises of a design and produce tagkraght include an
event, an object, or a visual presentation. Tds& requires a plan, the production of
an object or event, and a series of questions degathe planning and production
and problem solving processes used. This taskhggesleven design rules and five
scoring criteria. The scoring criteria for prodtatks are application of underpinning
knowledge; planning, organization and implementatjgroblem solving; evaluation
of product against plan or intended outcome anlnigcies and processes.

The portfolio task type may be selected from, practical exescieed activities;
written or oral short answers; documentation ofaknperformance; visual display;
topic tests; logbooks/journal/diary; and /or workks. The portfolio is to include an
index indicating which evidence relates to the appate units. The VCAA provides
nine design rules to consider on their checkliatlieg to five scoring criteria. These
criteria are application of underpinning knowledgdanning and organization;
expressing ideas and information; content; andgaddence.



To ensure the collection of a range of differentnfe of evidence, at least two
different task types need to be used. In mostscasegh the exception of Dance
(50:50), the eventual scores for the tasks makevoghirds (66%) of the final score
and 34% is still derived from an externally setraxation Once the task has been
designed it should be reviewed using the VCAA clistlof the design rules and
scoring criteria. Explicit links need to be iddietil between the scoring criteria for
the task type and the industry specific evidene¢ ighgathered from each of the units
of competence in the grouping of units. Finallg, @art of the overall assessment
processes, the tasks must be validated by théyiegtiRTO. In summary, this phase
involves designing the task within the rules of thgk types, and linking the task to
the scoring criteria, and linking both of thesette elements, performance criteria and
the evidence guides of the units.

Phase 3: Conduct the assessment

In this third phase, the evidence needs to be aelieand the assessment decisions
made. The tasks are designed to ensure that bedsament purposes can be met;
specificallythe judgment of the achievement of cetepce and the assessment of the
student’s level of performance for the Unit 3-4seace of the program. In this way
the task is used to determine competence and ¢ jtiee quality of performance. To
assist this decision, generic scoring criteria aroatextualization of them is used.
The assessment result is recorded. Finally, teesasr can reflect on the design of
the rich task and decide whether this was the rapgtropriate type, whether the
evidence was provided as expected and on how dhilsl e improved in subsequent
assessment events.

This process is reiterated in summary to teachemsach of the various assessment
guides. For example, the study design for VCE VEiormation Technology
provides an eight step linear flow chart for theemsment process (VCAA 2007b: 5).
These are listed as,

Develop the assessment plan by assigning unitsropetence to tasks

Design the specific assessment task

Explain the assessment task to the student anaderovformation

Organize the time, resources and context for teeszsnent

Conduct the assessment and record the outcome

Provide feedback to the student

Document and retain all evidence used in the assds

Complete all VCAA documentation and recording prhoes.

ONOOAWNE

Going national with scored assessment

Each state and territory in Australia has sepagatd different curriculum and
assessment approaches to senior secondary schobhegENTER score, derived
from these different approaches, provides a ndtieqaivalence ranking. This means
that various processes and methods for providingesicassessment are in place. This
makes the scoring of assessment in VET programsit@nal issue. Equitable
approaches to the ranking of VET students for usitye entry are at stake.
Consequently, a recent project has been condultgcpiioted scored assessment in
VET programs in 50 colleges across all of the d#ife school systems in all of
Australian states and territories. The theoretradionalizations and approach has

10



been published by Griffin, Gillis & Calvitto (2007) In short, these researchers
developed rubrics depicting sets of quality créesith assigned scores to correspond
with each of the performance criteria in each whicompetency considered in the

pilot programs. Importantly, they used stakeholdgresentatives from industry to

develop the industry specific quality criteria.

Discussion

Research shows that young people who stay on loaggesecondary school and
complete Year 12 on average gain substantial itiealaagainst unemployment.

However in order to retain young people at schdo® schools have needed to
improve how they engage students and how they eagewand support them to stay
on and complete the higher levels of secondary adchdn terms of educational

programs, the schools have needed to provide apat®programs for a broader
range and more diverse cohort of students beyandtire academic students looking
to go on to university and into the professionsocational programs are filling this

void and being used as the appropriate courseualysior what have become the
other two thirds of students who are not necessdoibking to, and don't, enter

university courses straight from school.

Approximately one third of senior secondary studeya onto university from school,
but two thirds do not. On equity grounds, our stbaon’t want to overtly stream
students. This would be a return to the spliteysbf secondary schools. Rather
schools want to provide, and be seen to be proyjdippropriate and desired options
and pathways. To be equitable, these options toeebd comparable in as many ways
as practicable. Hence, the call to raise the statWET programs and to make VET
programs part of the mainstream - not some lessgrgmming option for the less
capable, non-academic, ‘like to work with their dankind of students.

Hand in hand with providing choice and options,gythee provision of pathways. All
the subjects undertaken by secondary studentstagedvide similar and comparable
outcomes and lead to worthwhile options and patswayStudents cannot be
disadvantaged by taking the vocational programs taed not be able to gain an
ENTER score because of this choice. This wouldofuthe pathway and option of
higher education to do otherwise would be to disatkge the students doing
vocational programs and identify them as doing ag@mm of lesser worth.

Developing scored assessment to supplement theybemsessment decision of
competent or not yet competent as is the norm withe mainstream VET sector, is
the main strategy to achieve comparability, attléaserms of providing ENTER

ranking scores.

The reports of the various committees chaired bgcBEburn, Finn, Carmichael,
Deveson and Kirby demonstrate that governmentdl peesuasions and at both state
and federal levels support these strategies andesaoping policies and practices to
bring this to fruition. In 1993, it was Jeff Kerih@s the Victorian premier who
repackaged the pathway work of the previous stdierlgovernment and announced
it as their own. It was from this that dual recitign was approved and became
possible for VET subjects to be recognized withia VCE.
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Conclusion

The strategies of dual recognition and scored assm® represent a strategic
pragmatism. The power of the universities to cagpthe curriculum of the senior

secondary schools not only remains unchallengedsbalso extended to vocational

programs. The positive side of this is that effgrtmade to not disadvantage the
students — they are retained to complete secomsidrgol through engagement in
appropriate programs and they get access to an RNsEBre. However research and
data is needed that will provide insight into tixéeat to which scored VET programs
are actually contributing to access into highercadion.

On the quality front, there are fundamental questi@bout the quality of the
experience of doing VET in schools as opposed ttiggaation within mainstream
VET providers. Questions about nominal hours, engy of industrial experience,
and access to industrial materials, processes gogbraent lead the way in this
regard. On the other hand, in terms of the quallyT in schools programs has been
‘recognized internationally as a model of good pcat. These claims are founded
on such aspects as cooperative arrangements amohgsers of schools and
innovative delivery.

In summary, scored assessment stands to complithentriterion based format of

competency-based assessment in an effort to deternnoith competency, and quality
of performance. Policies, processes and operatroaehanisms put in place as part
of the strategic compromise between competing esterseek to provide a balance
between both equity and quality. These compleicigs, processes and operational
mechanisms are at once, strategic, and pragmatic,also appear to some as
problematic. This search for balance between gaguntl quality is a manifestation of

the deeper and longer running equilibrium sought between the traditions of

academic programs and those of the more techmicaVacational programs. It may

be possible to describe the compromise and balbet® achieved through these
policies and procedures by re-using the same wthrds Connell (1985) used to

describe the work of Jean Blackburn some twenty ypelats ago — ‘a mixture of

conservativism, innovation and utility’.
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