FRILLS SKILLS OR DILLS FOR AUSTRALIA - DEVELOPMENTS IN POST-
COMPULSORY EDUCATION AND TRAINING

ABSTRACT Edward Gifford

For the past five years, the Commonwealth government has been advocating and vigorously
implementing competency-based training. The background to and concept of these ideas are
briefly outlined together with a summary and an examination of the Finn Report, the Carmichael
Report and the on-going work of the Mayer Committee. The paper will also briefly examine the
role and power of discourse in the Government's current attempts to restructure education in
Australia. While some of the implications of these reports are currently being extensively felt in
the vocational education and training sector, there are implications for Education in Schools
and Universities.

INTRODUCTION

During the last five years, the Commonwealth government has been advocating, and relentlessly
implementing, competency-based training. These ideas originate in the late 1970s and early
1980s, when Departments of Labour were seeking greater national consistency in vocational
education and training and more influence over its provision.

Important reports leading to competency-based training are

(ACTU/TDC Mission to Western Europe, 1987) and (Dawkins & Holding,
1987). These reports signalled the beginning of industrial award restructuring to produce a
"highly skilled and adaptable workforce", as the major part of the government's goal to be
internationally competitive.

At the national level, DEET (Department of Employment, Education and Training) and NBEET
(National Board of Employment, Education and Training) were formed, combining government
instrumentalities concerned with education and training. State TAFE systems, throughout
Australia, have also gradually merged with state Departments of Labour.

The (Deveson, 1990) had foreshadowed the wide-spread introduction of
competency-based training. Guidelines were established by The National Training Board (1990,
1991) for the identification

and for the documentation

control the determination

(Ministers of Employment,

all vocational courses wi

Implementation will be completed by 1995.

Award restructuring in industry, leading to merged unions and work practice re-definition, with
underlying concepts of broad-skilling and multi-skilling, has gathered momentum, ever since. In
addition, the commonwealth government has sought to broaden provision of vocational
education and training. It seems to regard the introduction of competency-based training, with
its exclusive emphasis on learning outcomes, irrespective of how achieved, as a key to wider
legitimated provision. Introduction of the Australian Training Guarantee (Minister for
Employment, Education and Training, 1988; National Board of Employment, Education and
Training, 1989) relies on widespread recognition of competences developed in the work place.

The Australian Standards Framework is also gaining national acceptance (see Finn, 1991; The
National Training Board, 1991). Using definitions from the National Training Board (1991), this
framework can be summarised as in Table 1 (Stevenson, 1992). Assumptions about underlying
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conceptual and procedural knowledge in parts of this hierarchy need questioning. An additional
feature is that the levels include those targeted by university programmes.

Table 1: Characteristics of Attributes at Different National Training Board Competency Levels
Competency Routine Apply Ability Super- Crealivity Management
Level Predictable Theoretical Perform  vision Planning Accountability

Repetitive, Knowledge Comple Design Responsibility
Pocedmisd and Motor x Tasks for Others
Tasks Skills
1 - Operative Y(c) L(o)
2 - Advanced Y(g) Y(c)
Operative
3 - Skilled Y(i) Y1) Y
4 - Advanced Y(i) Y(@) Y L
Skilled Y(s)
S - Para- Y(i) Y (@) Y L L
professional Y(s)
6 - Para- Y(i) Y(@i)+ Y Y Y(p)
professional
7 - Professional Y(i) Y(i++ Y+ Y+ Y+
8 - Senior Y (i) Y(@Q)++ Y+ Y++ Y++
Professional & Generates

Notes:

Y Yes

Y(c)(g) Yes, under close (general) supervision

Y(s) Yes, including selection of techniques and equipment

Y(i) Yes, self directed application, independent use.

Y({p) Yes, relating to products, services, operations or processes

Y+/Y++ Yes, highly/very highly developed

L Yes, but limited

L(c) Yes, under close supervision

The government asserts that competency-based training is not neo-behaviourist, and that it
accommodates the attributes needed for adaptability, innovation, interpersonal communication
and higher order thinking. For example, in 1989, the Commonwealth government advocated
"flexible broadly based and modular approaches to both on and off-the-job training” (Minister
for Employment, Education and 19 p 1) and the on of ' and h
level skills" (p 2). The Minister gni  the need for ' ely tec 1 skill
competence, but also ... quality, teamwork, innovation, management and organisation of work"
(P 4.

At first glance, these statements suggest a governmental attempt to break the nexus between
specific industrial skills and their reproduction in vocational educational curricula. Hall and
Hayton (1988) have been confident that award restructuring would require vocational
educational content with greater emphasis on such knowledge as concepts, technological
literacy, ability to learn and adaptability. However, implementation of the government's push for
modular competency-based courses in industrial award restructuring seems to be incompatible
with a realisation of a focus on conceptual understanding and higher order cognitive skills.
Moreover, the Minister explains breadth as "multiskilling" (Minister for Employment, Education
and Training, 1989, p 14) and as "set(s) of broad-based job classifications, each of which
encompasses a broad range of tasks, functions and/or skills at that [emphasis added] level" (p
13). Despite the mismatch, the insistence that competency-based training is not Taylorist or
behaviourist has been continuously asserted by its architects (e.g. see Carmichael, 1991).
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THE CHANGING CONCEPT OF COMPETENCE

The concept of competence has been undergoing subtle changes, recently, and it seems as though
it will undergo further change. One of the reasons for the change seems to be attempts to identify
and document key areas of general vocational competence, flowing from the Finn Report (1991)
and the Mayer Committee (1992) deliberations. Another reason seems to flow from the
deliberations of the VEETAC (Vocational Education, Employment and Training Advisory
Committee) Working Party on Implementation of Competency-Based Training. Part of the
reason also seems to be due to the difficulties of writing competences in the form initially
specified and difficulties in establishing appropriate levels of specificity. Further, there has been

ntial criticism of in which etence has been concep .g. see National
of Employment, n and Tra 1990; Stevenson & Mc 1992).
Some of the rent conceptions of competence emanating from the various reports are

summarised b
Definitions of Competence

*Competence is the ability to perform the activities within an occupation or function to the
level expected in employment (The National Training Board, 1990, 1991)

*Competence comprises the specification of knowledge and skills and the application of that
knowledge and skill within an occupation or industry level to the standard of performance
required in employment (The National Training Board, 1991)

*Competence involves the attributes enabling performance of a range of professional tasks to
the appropriate standards (Gonczi, Hager & Oliver, 1990) - where attributes are the
knowledge, abilities, skills and attitudes that together underlie competent professional
performance; competency is a combination of attributes underlying some aspect of
successful professional performance - vary from specific to complex; and standards are
levels of achievement required for performance to be judged competent

*Areas of competence - competencies - are aspects of professional practice (roles, tasks,
kinds of knowledge needed, kinds of skills and abilities needed, affective and interpersonal
qualities desired - in a defined area (division) of professional practice); and standards are
minimum ac able level of competence against which candidates are to be judged (Masters
& McCurry, 0)

*Competence is about what people can do. Mindful thoughtful ca abilities. Skilful
application of understandings. Transferable, not automated (The Mayer 1992)

*Competence comprises the specification of the knowledge and skill and the application of
that knowledge and skill to the standard of performance required in employment (VEETAC
Working Party on the Implementation of Competency-Based Training, 1992)

From the changes which seem to be occurring, there appears to be a generalisation of the concept
in at least two ways. Firstly, the concept has taken on the inclusion of adaptability and problem-
solving. Secondly, the need for conceptual understanding and procedural knowledge for
problem-solving is beginning to receive explicit attention. The deliberations of the Mayer
Committee may help further in this broadening of the concept, by including attributes not
previously emphasised.
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RECENT NATIONAL REVIEWS ON POST-COMPULSORY EDUCATION

The most significant vehicles for the development of the restructuring of post-compulsory
education are the Finn Report (1991), the Carmichael Report (1992) and the work of the Mayer
Committee (1992).

It would be helpful at this point to briefly summarise and examine these recent national reviews
and discuss some of their more obvious implications for post-compulsory education..

The Finn Report (Finn, 1991)

The main recommendations of the Finn Report are summarised in sections dealing with targets
for increasing the participation of 15-19 year olds in education and training, curriculum principles
in
of
on
and provision for the disadvantaged.

Targets
The Finn Committee recommended that:

*by the year 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 qualification recognised by
the National Training Board as Level 1 or participation in Year 12 or progress toward a higher
qualification,

*by the year 2001, 95% of 19 year olds should have completed Year 12 or an initial post-school
qualification or be participating in formally recognised education or training,

*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 National Training Board as Level
2 or progress toward a higher level vocational qualification or a post year 12 academic
qualification, and that

*by the year 2001, at least 50% of people by the age of 22 should have attained at least a
vocational certificate (or other vocational qualification recognised by the National Training
Board as Level 3 or progress towards a vocational qualification above Level 3 or a diploma of a
degree.

These targets have implications for all sectors. For instance, universities are concerned that the
targets imply reduced relative funding for universities and take no account of flow-on effects for
universities. The implied equivalence across courses offered in various sectors of education and
training could also have implications for each of these sectors. Some of these implications are
made explicit in the recommended curriculum principles and in the common Key Competencies
listed below.

Curriculum Principals

There are explicit recommendations for school and TAFE curricula. For example, school
programs should incorporate the Agreed National Goals for schools and the employment-related
Key Competencies; a stronger commi , in the school sector, to integrated and
appropriately structured work is sought for learning in the work place;
curriculum should be adaptab to flexible learning contexts, including non-institutional
community-based contexts; vocational education must reflect the needs of industry as well as
meeting national standards and promoting a higher level of general education; curriculum must
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be structured across all sectors to maximise students flexibility in choices of pathways, re-entry

t u
t e
/ t

achievement in Key Competencies; and progression through curriculum stages/levels must be
based on achievement or competence

The report also recommended changes not only in school and TAFE curricula, but also in the
relationships (especially credit transfer) among these and university curricula. One attempt at
unification is through proposing key competences, listed in the following section. The
Carmichael Report (1992) addresses some of these inter-relationships.

Key Areas of Competence

K 0
he u
ch C

also recommended that the Key Competences be further detailed, especially for National Training
Board Levels 1-3.

Table 2
Language and Communication Cultural Understanding
speaking sunderstanding and knowledge of Australia's historical, geographic and
slistening political context
sreading eunderstanding of major global issues - eg competing environmental,
ewriting technological and social priorities
saccessing and using information sunderstanding of the world of work, its importance and requirements
Mathematics Problem solving
scomputation sanalysis
smeasurement scritical thinking
sunderstanding mathematical decision making
*symbols screative thinking

«skill transfer to new contexts
Scientific and Technological

Understanding Personal and Interpersonal
sunderstanding scientific and epersonal management and planning including career planning
technological concepls enegotiating and team skills
sunderstanding the impact of sinitiative and leadership
science and technology on sadaptability to change
society sself esteem
sscientific and technological scthics

skills including computing skills

Considerable debate has ensued as to whether this is a good and comprehensive set of key
employment-related general vocational competences. Other suggested competences include
those related to creativity (including the arts), family and household management and
information technology. (The status of LOTE as an employment-related competence is to be
kept under review).
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Teacher Training and Provisions and Pathways

The Committee recommended that AEC and MOVEET refer the proposals to the National
Project on the Quality of Teaching and the VEETAC Working Party or TAFE Staff and Related
Issues with a brief to identify implications for initial preparation and in-service development of
school and TAFE/training teachers and to develop strategies to support teachers in the changes.

Re inclu n of exis renti and t ship (entry level
tra nts; ¢ nities for nt be entry 1 aining and school
with credit; uniform compulsory requirement to attend school to end Year 10;post-compulsory
education and ng gu e for all pe r 20) to d ol or TAFE for
two years full after 10 (or e nt for 3 ye a ew of National

Training Board Levels (especially 1 and 2); maximum credit transfer between schools and TAFE;
and competency-based approaches to university entry and credit transfer

Explicit models for achieving these recommendations have been proposed in the Carmichael
Report (1992). Other recommendations include consideration be given to separating provision of
compulsory and immediate post-compulsory education; enhancement of participation of the
disadvantaged and more and better coordinated career education

Discussion and Implications of the Finn Report

The Queensland Affiliation of Arts Educators (QAAE) of which ASME (Qld) is a member,
responded to the inadequacies of the Finn report by writing to the Hon. EK Hallahan, Minister for
Education, Employment and Training, TAFE and the Arts pointing out four perceived
deficiencies of the Finn Review for the arts industry and the arts in education. These were
inadequate identification of the Key Competence areas, non-recognition of the growing and
substantial growing arts industry, non-recognition of the productive value of leisure and
recreational activities and non-recognition of the value to many industries of skills developed
through arts education. QAAE also advised the Australian Education Council of these perceived
deficiencies. As a result of these communications the arts were placed on the national agenda in
the context of the Finn Report.

Other questions raised by Stevenson (1992b), concerning possible implications, are as follows:

*A uniform set of key competences has been set for education and training in all sectors, and the
Committee has recommended that these be expressed in competency-based (outcome) terms.
What effects will this have on school curricula, especially process aspects of learning and the
nationally agreed goals of schooling?

*Accreditation of industrial training is sought, together with improved articulation among all
educational and training sectors. Will there be further pressure for curricula in schools and
universities to be expressed in outcome and competency-based terms so that relationships among
courses can be examined?

*What effects will the increasing focus on general attributes in vocational education have on
courses offered in TAFE, courses offered by private providers and industrial training? Will it be
broader and more general, and will trainees develop the higher level attributes needed for skilled,
adaptable and innovative work force sought be the commonwealth government?

*Will existing teachers and training in vocational education need in-service education to teach the
key competences? Will teachers from general education be sought to teach these areas of the
curriculum? What are the advantages of each approach?
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*How will universities recognise non-school qualifications and competence acquired outside
through experience for entry to, and advanced standing in, undergraduate and higher degree
programs?

*Will the participation targets alter the mix of educational participation, say, with fewer students
in upper secondary and university courses and more in TAFE and industrial training programs?
How will this affect funding for the sectors?

*What will be the flow-on effects of increased participation in education and training, for
university education?

*What kind of effect will the increasing nationally led focus on pre-specified, externally
determined educational outcomes have on the attributes and qualities of those entering further
study and employment?

*What are the implications for the training of teachers? What will be the relationships among
pre-service training for industrial trainers (currently ranging from 3 days to degree level) and the
training of other teachers?

*What implications are there, for general education, of the increasing national adoption of the 8
level Australian Standards Framework?

The Carmichael Report

This report, entitled "The Australian Vocational Certificate Training System" was issued by the
Employment and Skills Formation Council (ESFC) in March this year. The committee which
prepared the report was chaired by Laurie Carmichael, the Chair of the ESFC. The report sought
to promote competency based training through a blend of on the job training and off the job
training (study). Other recommendations included the following.

A New Competency-based Vocational Certificate Training System
Introduction of 4 vocational certificate levels equating with the Australian Standards Framework
levels 1-4 and incorporating the generic key areas of competence.

Implementation of Competency-based Training

*Acceleration so that CBT is implemented in all industry sectors and almost all enterprises by
1995.

*Revision of ASF levels 1, 2 (and possibly 3).

*Assessment be primarily based in the work place.

Targets

Modified Finn participation targets as follows. By 2001:

*90% 19 year olds completed Year 12 or initial post-school qualification or participating in
formally recognised education and training.

*90% 20 year olds attained ASF Level 2 qualification or progressing to higher level qualification.
*60% 22 year olds attained ASF Level 3 or higher qualification.

sequality between overall rates of participation or levels of attainment between men and women.

Common Framework for Vocational Certificate Training

*Multiple pathways through vocational education and training, with flexible delivery
arrangements and provision for articulation and credit transfer.

*Merging of apprenticeships and traineeships into a new system providing essentially work-based
vocational certificate training.
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*Flexibility, to include:

* Year 11 and 12 students to acquire vocational competencies to Level 1 and generic key
areas of competence e.g. through work-based training during Years 11 and 12, or 3 months
structured work experience on completion of Year 12 (Contribution from casual or part-time
employment to be recognised).

*  Integrated "vocational year" (including structured work experience) delivered by TAFE
and/or Senior Colleges or equivalent for students who have completed Year 12, which leads
towards ASF Level 2 Certificate (attained after further work experience).

*  Year 10 leavers acquire generic key areas of competence to Year 12 and vocational
competencies to ASF Level 1 or 2 in half-time work/half-time study programs over period
of three years (18 months for Year 11 leavers).

*  Flexible structured programs of training in key areas of competence and vocational training
from ASF Certificate Levels 1 to 2, 2 to 3, directly to 3, and to 4 directly or through 1-3,
such work based training integrated with appropriate certificate level studies at a TAFE or
Senior College.

Delivery
*More vocational options in Years 11-12, including work experience and on-the-job training for
credit, preferably in courses jointly accredited by school and vocational accrediting bodies.
*Reform of school curricula and teacher training to promote extensive use of contextual learning
methods.
*Nationwide development of public and private Senior Colleges, separate from Years 7-10,
providing mature environments for the delivery of:
supper secondary programs for Years 11 and 12.
+off-the-job elements of vocational programs up to ASF Certificate Level 2 in cooperation
with TAFE.
sthe first year of higher education programs in association with higher education
institutions.
*Delivery of Years 11 and 12 by TAFE colleges where appropriate.
*Broad careers education in the curriculum from the beginning of secondary education.
+Full implementation of Finn recommendations on career education in all schools by 1995.

Integrated Networks

*Closely linked networks of Senior Colleges, TAFE Colleges and private and community
providers of off-the-job education and training.

*Framework agreements for cooperative delivery of vocational courses by TAFE, Senior
Colleges, other state and non-state high schools, with costs paid by state or territory governments
under the Youth Guarantee.

*Development of TAFE as institutions with a predominant focus on advanced vocational
education and training from ASF Certificate Level 2 to Diploma level.

*Open learning and community learning centres,

Training Plans and Agreements, Training Market

*Each industry and large enterprise to have plans for the introduction of vocational certificate
training by December 1993.

*Training agreements to provide for the acquisition of the key areas of competence to at least
ASF Levels 1,2 or 3.

*A more open training market with a greater diversity of providers.
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Access and Equity

*Gender equity in rates and levels of participation by 2001.

+Critical mass targets for minority representation of women in all occupations by 2001.
*Australian committee for Training Curriculum (ACTRAC) develop a core curriculum for the
reading, writing and speaking of English based around the concept of contextual learning.
Staged program for equity by 2001 in ATSI rates and levels of participation.

Discussion and implications of the Charmicael Report
Some of the principles on which the report is based continue to be contradictory. On the one
hand, the report seeks that all training be competency-based and industry-driven, and that
progressive implementation be accelerated so that a substantial amount of training is
competency-based by 1995. The principles of having industry-driven competency based training
d graphic  in re2.lonp 7 of the report. This has arec
. On the rh the report that training be broad, n ylori
credit in school and university courses.

What does not seem to be recognised is that there are legitimate educational concerns outside of
those held within industry - concerns about such matters as ethics, the arts, the environment, life
and living skills, scholarship, to name just some. And there is no provision for these and other
c to be addr . The very on demonstrable "outc  s" to the
" in industry"” continue to j such goals as credit tran

The recommendation that entry to, and credit in, university courses be competency-based may
have far-reaching implications.

The processes depicted in Figure 2.1 of the report seem to be centralist, bureaucratic, expensive
and subject to rigidity. What is the educational opportunity cost of deploying resources in this
way? As Stevenson (1992) points out, the centralised (fidelity or programmed (Fullan, 1981))
approach to curriculum design and implementation ignores the literature about teacher reluctance
to implement curricula "invented elsewhere".

Competency-Based Vocational Certificate System

The linking of Certificates to the Australian Standards Framework Levels 1-4 is problematic.
Levels 1 and 2 are especially devoid of requirements for conceptual understanding and
independent thinking - a strange situation in a changing and increasingly technological society.
It is therefore important that the recommendation in the Report that these levels be re-defined is
adopted, especially if credentials are linked to these levels.

Re-definition of the National Training Board's concept of competence, to acknowledge and
accommodate, more fully, conceptual understanding and thinking processes would also help.

Targets for Participation of Young People in Post-Compulsory Education and Training

The Finn targets have been modified to be more achievable. Nevertheless, the targets still seem
to be low in potential economic and educational impact in that the predominate emphasis is on
ASF Levels 1, 2 and to some extent 3. One would expect a more balanced set of targets across
all levels, including qualifications at undergraduate and post-graduate levels. One desirable
addition is the target of gender equity in overall rates and levels of participation.

Common Framework for Vocational Certificate Training

The equations between Years 11 and 12 and ASF Levels 1, 2 and 3 seem not to recognise
adequately the education provided in Years 11 and 12. To suggest that Year 12, including work
experience or an additional 3 months of structure work experience would bring students only up
to Level 1 seems very unambitious. It is hard to imagine why at least Level 2 and parts of Level
3 cannot be achieved in this time. Why does the Council seem to be pessimistic about the extent



of vocational development which is possible in schools and in cooperative arrangement among
schools, TAFE and other providers?

Delivery, Integrated Networks, Open Training Market

The proposed separation of Years 11 and 12 from the compulsory years of education, and
cooperative arrangements among a variety of providers, may have implications for the nature and
range of courses offered in these settings, and their relationships with university studies.

Access and Equity

There are welcome advances in provision for greater equity in anticipation. There are also
implications for the support universities will need to provide for ATSI and NESB students
moving from vocational education into universities.

The Mayer Committee

The Mayer Committee was established by the Australian Education Council (AEC) and the
Ministers of Vocational Education, Employment and Training (MOVEET) to undertake further
work on the employment-related key competencies concept of the Finn (1991) Report. In March,
the Committee released a discussion paper (Mayer 1992a), which incidentally included the key
competence category Creativity (including the arts) and this was followed, in May, by a further
proposal for discussion (Mayer, 1992b) (which returned to the original key competency areas
outlined in the Finn report.). Following the current discussion process, the full report is expected
to be released, soon.

Definition of competence

From a cognitive perspective, a major achievement of the Mayer Committee (Mayer, 1992b) has
been its ability to broaden the concept of competence. It recognises and asserts that
"performance is underpinned not only by skill but also by knowledge and understanding, and that
competence involves both the ability to perform in a given context and the capacity to transfer
knowledge and skills to new tasks and situations" (p 4). It regards competencies as "mindful,
thoughtful capabilities” (p 5). The economic assumptions and the reductive approach of
determining attributes needed in education, solely through consideration of "employment-related
key competences", is unchallenged by the Committee. However, the Committee is careful to
point out the key competences are but one concern of education.

Establishment of key competency strands

The Committee has derived, from the Key Areas of Competence (Finn, 1991), Key Competency
Strands which are general descriptions of competencies which are essential for effective
participation in work and other social settings. They are not disciplines or subjects, but ways in
which knowledge and skill are applied in the work place. They are defined as follows:

Collecting, analysing and organising ideas and information - processes for gathering,
evaluating and presenting ideas and information for a range of purposes.

Expressing ideas and information- capacity to use a range of forms of communication, oral,
written, and graphic to communicate ideas and information effectively to others.

Planning and organising activities - planning, organisation and self-management, including
the capacity to complete a task, with some degree of independence, monitoring one's own
performance and ensuring effective communication, reporting and recording of process and
outcomes.

Working with others and in teams - processes of working with others and working in teams,
including setting common goals, deciding on the allocation of tasks, monitoring achievement
of the goals and checking the quality of the final product.

Using mathematical ideas and techniques - capacity to select, apply and use mathematical
ideas and techniques to complete tasks in a wide range of contexts.
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Solving problems - problem solving as a process, defined broadly to include identifying and
framing the nature of problems and devising suitable strategies of response.

Using technology - capacity to use technological processes, systems, equipment and materials,
and the capacity to transfer knowledge and skills to new situations.

The strands assume a foundation of knowledge, skills and understanding which the Committee
believes should be made explicit. For example, the National Goals for Australian Schools and
the National Statement on Mathematics in Australian Schools has been referenced by the
Committee in stating the foundation for Using Mathematical Ideas and Techniques as
including:

the capacity to read, write and say whole numbers of any practical size, decimal fractions
which occur in context, simple common fractions in regular use,; use these numbers to
count and order and to make an appropriate selection from addition, subtraction,
multiplication and division for dealing with everyday arithmetic problems involving
whole numbers, money and measures,; interpret percentages and produce simple
equivalence’s; use reliable but not necessarily standard methods to ensure necessary
degrees of accuracy, make efficient use of a calculator for performing required
computations, use basic measuring equipment and the standard metric units of length
mass and liquid volume (capacity) and of area and volume; use familiar things as
reference points for making estimates, read both analogue and digital clocks, make
reasonable estimates of durations of time, and work with and produce timetable and
calendars; recognise basic geometrical shapes, make simple models and plans, pay some
attention to scale and use common conventions for interpreting everyday maps and
diagrams of three-dimensional shapes; and extract numerical information from tables
and bar graphs and interpret information provided in averages and simple table, bar
graphs and diagrams.

Table 3: Relationships among Key Competency Strands and Key Areas of Competence (Mayer, 1992b, p 10)

KEY AREA OF COMPETENCE

KEY
COMPETENCY
STRAND

Language and  Using Scientific & Cultural Problem Personal and

Communication Mathematics Technological Understanding Solving Inter-personal

Understanding

Collecting analysing Fokok * * *k *k *ok
and organising ideas
and information
Expressing ideas and *kk * * *ok ok *k
information
Planning and *k * * *k *k Aok
organising activities
Working with others ** * * *ok *k Hkk
and in tcams
Using mathematical ** *kk * *k ** **
ideas and techniques
Solving problems >k * * *ok ¥k *%
Using technology *ok * Kok *% ok *k

**%  Strand is based on application of knowledge, skills and understanding drawn from he Key Area
**  Strand also involves application of knowledge, skills and understanding drawn from the Key Area
* Strand may involve application of knowledge, skills and understanding of Key Area, depending on context
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Relationships among key areas of competence and key competency strands

There is not a simple one-to-one relationship between the Key Areas of Competency and the
Key Strands. The relationships, as seen by the Committee, are summarised in Table 3. It
regards four of the Key Areas (Language and Communication, Using Mathematics, Problem
Solving, and Personal and Interpersonal) as comprising knowledge, skill and understanding
which are applied across all Key Strands. On the other hand, it regards Cultural Understanding
and Scientific and Technological Understanding as bodies of knowledge which are essential

foundations.

Performance levels

The Committee has established three levels of performance for each of the Key Strands, where
Performance Level 1 relates to Australian Standards Framework Level 1, but there is no fixed

relationship for other levels.

The Committee believes that, by the end of Year 12 or its

equivalent, a significant proportion of young people will have achieved Level 3 in some, if not

all Key Strands. The performance levels are summarised in Table 4

Table 4 Key Competency Strands and Performance Levels (Mayer, 1992, p 44)

KEY
COMPETENCY
STRAND

Collecting analysing
and organising ideas
and information

Expressing ideas and
information

Planning and
organising activities

Working with others
and in teams

Using Mathematical
Ideas and
Techniques

Solving Problems

Using technology

Performance Level 1
Access and record pieces
of information from
single source

Express routine ideas and
information in familiar
situations

Plan and organise a
routine aclivity under
supervision

Work with others to
undertake familiar
activities

Use mathematical ideas
and techniques for
completing simple tasks
in familiar situations

Solve routine problems
with minimal supervision
or tackle exploratory
problems with close
supervision

Reproduce or present a
basic report or service

PERFORMANCE LEVELS

Performance Level 2
Access, select and
organise information
from more than one
source
Express complex ideas
and information in
familiar situations

With guidance, plan and
organise a complex
activity

Help formulate and
achieve group goals

Select and use
mathematical ideas and
techniques for
compleling complex
tasks

Solve routine problems
without supervision and
exploratory problems
with guidance

Construct, organise or
operate products or
services

Performance Level 3
Access, evaluate and
organise information
from a range of sources

Express complex ideas
and information in
unpredictable or
unfamiliar situations
Initiate, perform and
evaluate a complex
activity independently
Collaborate with others
to complete complex
activities

Evaluate, adapt and use
mathematical ideas and
techniques in completing
tasks

Implement a systematic
approach to the solving
of complex problems and
explain processes used

Design or tailor products
or services
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Table § : Factors used to separate levels of performance by strand(modified from Mayer,

1992b)

Collecting
analysing
and
organising
ideas and
information
speciticity
of purpose
for which
information
is collected

Number of
sources of
information

Amount of
variety in
kinds of
information
gathered

Range and
sophisticaion
of techniques
required to
analyse,
interpret &
organise
information

Expressing
ideas and
information

Degree of
guidance

Degree of
familiarity
with the
situation or
person(s)

Variety and
level of
sophisticaion
of ideas or
information

Expertise
required for
selection of
ideas and
information

Planning
and
organising
activities

Responsbility
taken or
level of
supervision
or guidance

Extent of
planning
required

Number &
complexity
of
develbpments
requiring
judgment

Working
with others
and in
teams

Level of
involvement

Time over
which
sustained

Degree
operating
procedures
and
relationships
already
established
Complextty of

activity

Responsbility for

evaluation
of outcomes

Extent of
innovation
required

Using
mathematical
ideas and
techniques

Extent of
supervision

Familiarity
with
situation and
needed ideas
and
techniques
Number of
variables and
sources of
information

Degree ot
interaction
with wider
systems

Extent ot
judgment,
level of
explanation
and
justification
required

Solving
Problems

Degree of
supervision
or guidance

Nature ot
problem -
simple to
complex;
routine to
exploratory

Level of
control over
processes
used to solve
problems

uUsing
technology

Degree of
independence
based on
level of
supervision
and
assistance
Structure
provided,
including
extent
outcomes are
pre-Germned

Complexity
of activity,
based on
degree of
interaction of
activity
elements
with broader
systems,
projects or
tasks and
number and
arrangement
of elements
specific to
the activity
Extent of
responsibility
for decision-
making and
judgment
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Discussion and Implications of the Mayer Report

Extending the notion of competence

As it has been indicated, the Mayer Committee is responsible for a significant advance in the
concept of The ittee t an expl tive view of co nce as
opposed to viouris implic earlier g tal discourse. It nises a
role for thinking, it is explicit about the kinds of knowledge and understanding required in the
work place and it asserts the need to develop the ability to transfer knowledge and skill to new
situ S. a ously with arity, techn p

the co y s. In addit has 1 o the to

the almost robotic Levels 1 and 2 of the Australian Standards Framework.

Areas of Key competence

However, the Mayer Committee has not been successful in extending the list of Key
Competences. There is still little or no attention to such matters as ethics, concern for the
environment, home and household skills, the arts, human relationships, and so on. The matrix is
concerned solely with utilitarian goals of short term relevance to employment in an economy,
evaluated in terms of classical indicators of economic growth. Rather than confronting the
singular nature of the concerns addressed in the Key Areas of Competence concept, the
Committee appears to have distanced general education as a whole from the Competences.

As far as the Arts are concerned the inclusion of Creativity(Including the Arts) as an additional
area of Key Competency was included in the first discussion paper (Mayer 1992a) after much
lobbying by QAAE ASME (Qld) and many other arts bodies. While ASME (Qld) together with
QAAE were delighted by this inclusion, both the QAAE and ASME (QId) responded at the
Mayer Committee's invitation, to this discussion paper. Essentially it was argued that creativity
or any of the other key competency areas in which the arts may be identified, did not necessarily
require artistic or aesthetic awareness and we requested that this be renamed aesthetic
understanding(Gifford 1992). In line with the criteria for defining characteristics of key areas of
employment -related competence, it was argued that aesthetic understanding: is essential for
preparation of employment; equips individuals to participate in a wide range of social settings,
including workplaces; is generic to the kinds of work and work organisations involved in the
range of occupations within industry rather than occupation of or industry specific; is able to be
taught and is conceptually coherent embodying a range of knowledge, skills and understandings
and a range of complexity; and that the knowledge, skills and understandings are also amenable
to assessment.

Despite the intense advocacy from Arts interest groups the second discussion paper (Mayer
1992) dropped the category Creativity (Including the Arts) and returned to the initial six areas of
Key Competencies proposed in the Finn Report. At the invitation of the Mayer Committee
ASME (QId) responded once again arguing the importance of aesthetic awareness to both
general and aesthetic education, why applying aesthetic awareness is employment related and
demonstrating how the application of aesthetic awareness could be applied to the seven
competency strands (Gifford and Davis 1992)(Appendix 1).

The key competency strands

The seven generic strands identified by the Mayer Committee, whilst not directly addressing the
central goals of arts education, are nevertheless capable of incorporating the notions of creativity
and the application of aesthetic awareness. Each of the competency strands is capable of
involving activities which demand a high level of proficiency in the arts. It is also clear that since
the strands are not mutually exclusive, it may not be essential to incorporate a specific
competency strand that specifically addresses aesthetic understanding and/or creativity.
However, as this area obviously needs to be addressed in some form, it would seem that an
appropriate place for this would be within the performance levels.
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Performance Levels

While each of the performance levels appear to represent 'levels of difficulty’ they do not seem to
have a coherent underlying theoretical base. For example, four variables can be readily identified
which appear to be included in a non-systematic fashion. They are as follows:

1. Level of guidance - degree of supervision. Some tasks appear to be defined as more
difficult at a higher performance level because they have less supervision.

2. Level of complexity - degree of difficulty. There appears to be little or no rationale for
determination of the order in which skills are acquired or applied in any other than the most basic
contexts.

3. Familiarity with contexts and tasks. Familiarity /unfamiliarity are not adequate descriptors
of contextual factors. There appears to be a limited recognition of the principles underlying the
transfer of learning. Tasks vary as the context varies, hence familiarity is dependent upon both
the task and the context within which it is set.

4. Purpose - Exploratory processes and intrinsic motivation need to be taken into account. The
emphasis on product to the exclusion of the processes and explorations required to produce the
product would tend to inhibit experimentation, creativity and innovation.

The point being made here is that there is clearly a need to develop a more rigorous, systematic
and empirically sound set of variables used in the construction of the matrix of performance
levels (as indicated on p.44). It is simply untenable, we feel, to have such a gratuitously selected
and applied set of criteria at the heart of the performance assessment. It renders the matrix
senseless and opens the way for substantial invalidities in its application. The Committee needs
to take on the difficult work of determining a publicly defensible set of criteria concerning
increasing levels of performance based on some principled understandings of task demands in
context. As it stands, this gratuitous sense of 'levels’ is nothing that a task-analyst of any
persuasion (psychological, human-factors ethnographic, sociolinguistic) would recognise,
looking instead like a set of 'ideas’ thought up 'on the day' If evaluation of these competency
strands is to be at all effective, then more obvious consistency across the matrix is essential. The
performance level indicators must also be flexible enough to take into account the variety of
contexts in which they might be applied (Gifford and Freebody 1992).

Performance levels and the arts

Having established that the strands are not in need of expansion to include one specifically
related to the arts and that the performance levels are in need of revision, it is suggested that part
of this development and revision would involve the inclusion of an aesthetic dimension .
Aesthetic understanding is relevant to the work place. Intuitive thinking, creativity
imaginativeness, artistic expression, and original thought are vital competencies essential to

'skilling’ a "clever country's" workforce.

This would need to be incorporated as a part of the descriptive statement for each performance
level of the key competencies. The highest performance levels should reflect a degree of
aesthetic awareness and accomplishment. It would also be necessary to take account of the fact
that simple and familiar tasks can still be carried out with a high level of aesthetic understanding.
At low performance levels where the tasks are described as very simple mechanical sub-skills,
the aesthetic dimension is often not involved in the act of carrying out the task. At median levels,
if the task is defined at an appropriate level of complexity and a range of variables begin to fall
under the control of the performer, the act of carrying out the task can be described in terms
which carry an aesthetic connotation. At high levels it could be expected that aesthetic
component will become more significant (Gifford and Freebody 1992).
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Criteria for each performance level

An interesting feature of the differentiation into levels is the set of criteria used for each strand.
These are given in Table 5. The frequent use of such ideas as complexity, familiarity,
supervision, variety, and control suggests that an underlying characteristic of differences among
levels is differences in the requirement to solve problems, independently. The relationships,
then, among the levels can be analysed in terms of differences in the kinds of cognitive
structures needed for expertise. This is a welcome improvement on previous terminology (e.g.
The National Training Board, 1991) which focused almost exclusively on behaviour. A basic
question, however, is whether such a differentiation in terms of cognitive structures is
sustainable in terms of the needs of the work placed and defensible educationally. Put another
way, one can analyse the likelihood of widespread and sustainable employment in occupations
where there is little need for dealing with novelty, change and problems.

Evaluation and Assessment

The Committee's work will provide a mechanism for measuring and comparing student abilities
in the Key Competency Strands, in schools, colleges and the work place. It may help to
generalise vocational courses offered in colleges and the work place. That is, any specificity in
vocational education and training may be complemented with more generalisable attributes. In
schools, there may be pressure to focus more on the strands. This may result in a skewing of
curricula towards content designated as employment-related.

State accrediting authorities for school and vocational education curricula will need to address
the relationships between the Key Strands and current accreditation practices. For instance,
what will be the relationships between the Core Skills Tests used in Student Education Profiles
in Queensland and achievements at various performance levels in the Key Strands? The
question may be asked if achievement at different Performance Levels in the Key Strands will
predict performance in a university course?.

SOME IMPLICATIONS

Some of the implications of these reports are currently being felt extensively in the vocational
education and training sector. The major current development is the agreement between all
ministers for vocational education, employment and training (MOVEET) to establish a national
grid for Australia-wide recognition of state-accredited vocational courses offered by TAFE
colleges, private providers and industry. Registration of courses on this grid is conditional on
such requirements as documentation courses in competency-based training (CBT) terminology,
adoption of the principles for Recognition of Prior Learning (RPL) and utilisation of agreed
principles of assessment.

At the national economic level, the irony of the apparent mismatch between the government's
economic agenda and the convergent education which will result from Competency Based
Training also deserves attention. For vocational education, there are implications for the extent
of conceptual understanding and procedural knowledge developed in vocational curricula and the
reproduction of characteristics of contemporary work places and emphases in industry.

Other questions relate to the effects on school curricula. For instance, will school curricula be
expressed in competency-based terms? How will the wider roles of schools be affected by a
credentialling system which recognises competences? Certainly, there is concern within the
Schools Council about this and about the effects its could have on the agreed National Goals of
Schools.

However, implications may be felt more widely than this. There is considerable debate about the
range of competences and how they should be expressed to cover their development through
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upper secondary schooling and into universities. Indeed, the President of the Australian l?rimary
Principals' Association (Plath, 1992) perceives clear implications even for primary education.

In on, there are alr examples dules acc d vo cou eing
ad and taught in ols. Tea may e a for ass e in
confronting the philosophical and pedagogical issues involved in these changes to curricula.

There are also possible implications for other sectors of education. For instance, will there be
pressure on universities to document their courses in competency based terms, especially in order
to recognise the relationships between their courses and prior learning? Some university
representative, a ted with the ro s in Tertiary are ¢

this may occur. then, will u es to these two -docu

own courses in competency-based terms and recognising competence developed through
experience and/or in TAFE and/or through other educational sectors?

are also substan S to issues such a i n try of

ing attention to e e impact on the T n terms
of the effects of more plural provision and recognition of education and training on the
community.

A major challenge facing all levels and facets of education is the current discourse regarding the
nature edge and how kn dgeis ngdeveloped and defined within a competency-
based What we have essed r the past five years is a clear example of how
power is invested in discourse. Implicit in the question and process of the restructuring of
education is how the Federal Government has exercised and imposed its power in part through
its portrayal of 'truth’ and 'knowledge' about education. The notion of discourse deployed here
derives from the work of Foucault (Bell, 1990). Discourse is the key concept in Foucault's

of . Hep

w t such

an the po
by those who use . Mea thus arise not guage but from institutionalised
practices, from pow ations, om social positi , 1990).

In the case of the Federal government's relentless push to change the face of post-compulsory
education, it is apparent that it has ordered and combined the word 'knowledge' in particular
ways which have excluded and displaced the more conventional and comprehensive view of
knowledge. We have now been left with knowledge being defined and used largely in terms of
skills. Competency based education has thus reduced the nature of knowledge to 'knowing how'.

In the case of music education we are dealing wi han musical pet t we
can identify four elements of direct musical kn and a fifth ect S hich
wi
ou
mi
. There can also owle  of expressive general here or mood
e, its dramatic ¢ s of 1, or even the ure of a phrase as we
shape music in performance or attend to it as audience. We can also have knowledge of
tural rela ps; way e ge e to ot through the
rocal proc fre ionan how rks und 1 change and

in so doing, keep us alert and attentive. Furthermore, there can also be knowledge of the value
of music; not simply a prejudice for or against opera or jazz or heavy metal as a genre, but an
awareness of the personal and cultural significance of a particular musical encounter.
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As far as the future of education in Australia is concerned there is more to be lost than just
Discourses c cted gh struggle, ings are or lost t
lesin whichw s eisu ely a lot mor words or ses (Bell,

In the case of music education, and the arts in general, clearly the application of these different
aspects of knowledge does not accommodate the Government's discourse on the nature of
knowledge. I believe that unless music educators and educators in general in Australia engage
more frequently and vigorously in the current discourses on education, the arts will indeed

. T se of two thousand years, the tness of a country or ¢ is
t S and services tax, nor by its rt industries nor by it of
ts. ured by its contr to hy, art, archi e, on and
e Australia will be ber way and not S ‘clever’

country v;/ho produced a nation of dills?
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